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Effective
Reading

Reading is a process involving the activation
of relevant knowledge and the related
language skills to accomplish an exchange
of information from one person to another. It
is an interactive process in which the reader
brings his personal knowledge or schema to
the text in front of him. The goal is to engage
the thoughts, facts viewpoints, bias, ect. that
the writer has put together on the page to arrive
at the best personal meanings.

Thus, during the past decades, reading in FL
has attracted unpreced ented research attention
and a multitude of studies have sought ways
to identify the tactors promoting effective
reading in this field.

Reading stems from in-depth analyses of
multiple dimensions of FL and is amultifaceted,
complex construct in that it involves a number
of componet operations, each dependent
on a wide range of competencies. Usually,
reading competence is the most fundamental
construct in reading research and reading
from a functional perspective proposes ways
of conceptualizing reading competence. Thus,
the purposes for which texts are read determine
the manner in which their information is
processed.

Effective Reading is designed for students
of English as a foreign language who may
have a basic vocabulary in English
and they can learn the reading
skills of comprehension,

finding the main
idea, using the
context to

pkoar M

Akbar Mirhassani  Parviz Behroozi Minoo Alemi

E Eusciine’

understand vocaboulary items, and studying
a wealth of authentic materials accompanying
different activities giving the student
opportunity to go beyond the text by using
the vocabulary they learned in the units. In
Effective Reading a theme-based approach
to reading to reading is used where the length
of the texts gradually increases. One of the
primary tasks is developing a useful and
personally relevant vocabulary base that all
the new ones are used several times in the
lesson and are systematically recycled through
out the texts.
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How to Use the Internet in ELT is a practical
guide to the use of the Internet for teachers of
English. This book is appropriate for teachers
who have little or no experience of the Internet
as well as for thise looking to extend their
understanding of the resources available on
the “Net”

How to Use the Internet in ELT offers:

O a practical introduction to the main
features of the internet, including e- mail and
the World Wide Web

O areview of the resources and information
available on the internet for teacher
development

O a guide to searching for classroom
materials on the World Wide Web

O ideas on creating an "Internet classrom"

O a variety of classrom and study activities
exploiting the Internet

O guidance on how to develop an Internet -
based language course

O a Take File of photocopiable review
exercises for each chapter

O detailed appendices listing newsgroup
and mailing list addresses, and Web sites of
relevance to teachers of English, as well as
suggested further reading



opportunity to interact with their peers and
experience first-hand language use.

The present paper can have some practical
applications for different parties involved in
the business of ELT. Teachers should have
a new evaluation of what reading tasks are
and what they can do. They should regard
reading tasks as activites which aim at
giving learners first-hand experience of how
reading in used in everyday life interaction.
Teachers and also suggested to use other
types of reading tasks as teaching devices
in their classes. Other tasks would also be
beneficial in teaching reading because they
make reading more pleasant, interesting,
and motivating. Tasks also teach learners
that in order to be successful in reading, it
is not enough to have a good knowledge
of vocabulary. It is important to know
how to use the known words and guess
the unknown ones to accomplish the task.
Teachers of test preparation courses can
make benefit of different types of reading
tasks depending on the type of test they are
preparing their students for, their level, and
the duration of their course.

Test Makers similarly can employ different
reading tasks for different testing purposes
based on the type of processing that each
task may entail. A reading task which
superficially only assesses the reading skill
of testees can also measure their production,
reasoning, problem solving, and social
skills. In fact, tasks can be seen as the

best means of evaluating communicative

competence in an integrated fashion.
Material developers can employ tasks
of different types in the construction of
learning materials. They are specifically
recommended to use rich and rigorous
real-life tasks in different content areas.
Academic content learning need not be
delayed or weakened while limited English
proficient students acquire English since
language acquisition is enhanced when
integrated into academic instruction and

activities.
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answers may not be in passage order, but
they are usually grouped together in one
part of the passage, where the diagram is
described. Students should use words from
the passage. The words and numbers should
be written exactly as they are in the reading
passage. The following example is taken
from Lesson Four (Earthquakes and How

to Survive Them):

Label the diagram bellow:

In Flow Chart Completion task, students
complete the gaps in the flow chart by using
words and/or a number from the passage.
Some information may already be given to
help readers to get the missing information.
The answers may not be in passage order.
Consider the following example from Lesson
Three (Global Warming, Global Concern):

Complete the flow chart bellow:

|

Greenhouse Effect

No.4.Summer.Vol.24

Table Completion task is similar to flow
chart completion task in which the gaps in
tables are filled by words and/or a number
from the text. Sometimes one or two parts
of the table are completed to help learners
to find the missing parts. The answers are
not usually in passage order. The tables in
the course book are more like summary
completion and do not follow the rules and
shape of a table. The following example is

from Lesson Seven (IT and its Services):

IT and Its Services
The main two Computer | .ooceeeens
parts Technolog
Examples of R
I | !

.................... and

Purpose save time, money, over long
and energy distances

Conclusion and Implications

As it was demonstrated, completion tasks
are more common than selection tasks in the
pre-university English course book. This
may be due to the view confirmed by a few
researches that production is more effective
in the enhancement of language skills
(e.g. Walters & Oded, 2001, Keyvanfar &
Rahmani, 2009). Nevertheless, we suggest
that pre-university course book activities
can be maily regarded as exercises, or at
best form-focused consciousness- raising
tasks. Language teachers are recommended
to take action and flavor their teaching
especially in the area of reading skill with
the help of some supplementary pedagogic
tasks. Through these tasks learners get the



1. A leg injury may .............. John from
playing in tomorrow’s game.

2. Areyou.............. to help me wash the car
tomorrow morning?

3. He lost all his money and died in

4. Be careful when you .............. the bottles
of acid.

5. It’s very .............. for people to get colds
in winter.

6. The movie made her very .............. and

she started to cry.
7. My parents spent a lot of money on my
8. The teacher gave the class ..............

mstructions on how to do the exercise.

In the following example new sentences
are given but they are related to the new
lesson. Consider the following example
from Lesson Two (How to give a Good

Speech):

mood concentrate confidence

variety gestures

1. During a speech, it is important to the
speaker to .............. on the audience.

2. When a speaker addresses the audience,
he/she shows his/her
expressions on the face.

3. Practicing in front of a mirror is a helpful
way for speakers to find an acceptable
.............. to use in front of an audience.

4. To make your speaking more effective

add .............. to your speech by raising

and lowering your voice.
5. Knowing communication power tools

will help a speaker to speak with

Another task is Summary Completion
without a Box. In this task learners are asked
to complete a text with appropriate words
that are usually (but not always) nouns. In
this task it is suggested to language learners
to read the whole summary quickly and then
follow the steps to complete the sentences.
The course book has an example in Lesson
Seven that was introduced before. The task
could not be an effective one because lots
of explanations and information are given
to the students and the number of blanks
is very limited. Therefore the chance of
guessing would be high. The following
suggested task is taken from Lesson Five
(Child Labor: A Global Issue):

Child labor means when young people
are forced to do unusual work that is not
.............. for their health. This is more
common in .............. countries, but it also
eXISts N ..oveennene. nations. It is the result of
.............. Working children in rural areas are

more in .............. Urban children work in

Labeling a Diagram. In this task
students name parts of a diagram by using
words and/or a number from the passage.
The parts to be labeled are marked with

arrows and the questions with number. The

F
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therefore, it increases the chance of
guessing. An example of this task type is
made according to LessonEight (Thomas

Edison):

Choose the correct heading for each

paragraph from the list of headings bellow:

List of Headings
His most interesting subjects
His personal life
The most important scientist in the last
200 years
His hobbies
Different projects
Edison’s early life
His famous invention
Edison’s social life
Paragraph Heading
L

2
3
4 Ll
5

In Tick from a List task students pick
the correct answers from a list of options.
The options are labeled A, B, C, etc. The
answers may not be in passge order. This
type of task is different from multiple choice
items in which students just pick up the
correct answer. The answers are all in one
small area of the passage. On the other hand
in Pick from a List students pick a number

of ansers (usually two or three) from a list

No.4.Summer.Vol.24

of five or six options and they may need to
read a large area of the passage. Consider
the following example from Lession One

(Why Exercise Is Important):

Choose three letters A-F.
‘Which three factors about the importance
of exercise are mentioned by the writer?
A. Exercise makes muscles stronger
B. Exercise causes you feel yonger
C. Exercise keeps you low
D. Exercise makes heart happy
E. Exercise keeps you fit
F. Exercise takes your flexibility

Sentence Completion with a Box is
another task that can be suggested in reading
comprehension settings. After reading the
text quickly, readers are to use a scanning
strategy to find the exact parts that they
want to look at more carefully and fill in the
blanks. In this task type, the words learners
have to use to complete the sentences must
be taken exactly from the text. This type
of task exists in the course book but there
students are to complete sentences which
are not related to the topic of the lesson
but just the main words of the lesson are
extracted.

An example of the task is given in Lesson
(Five (Child Labor: A Global Issue

education  discipline specific poverty
common handle prevent willing
educational




tasks. They are particularly devised to
increase the students’ motivation to read,
familiarize them with real-life tasks,
promote interaction, and finally enhance
implicit language learning. The tasks are
taken from a book titled “Focus on Skills
for IELTS Foundation” by Matthews and
Salisbury (2007).

Classification tasks involve classifying
names, objects, events, etc. Classifying
means putting things into groups or classes.
Classification tasks are similar in some
ways to doing T/F/NG tasks. Both tasks
involve matching words in the question
with words in the text. Therefore learners
need to scan the text to find the place of the
related information and then consider what
to do next. Sometimes the classes refer
to different periods of time and learners
are to identify the period when a certain
event happened. The following task can
be employed when working on Lesson Six

(Space Exploration):

Classify the following events as occurring
during the mentioned time, and write the

correct letter next to each sentence.

The launch of the first units of the
International Space Station began a new
era in space exploration.-----

Galileo,
telescope to observe the sky.------
The
Sputnik I, an artificial satellite.------

Viking I and Viking Il landed on

The Italian scientist, used

former Soviet Union launched

Matching is a kind of task in which
students match sentences to items in a box.
The statements are usually numbered 1,2,3
etc. and the items in the box are usually
labeled A, B, C, etc. There may not be a
matching sentence for every item in the
box. It means students may need to use
some items in the box more than once. The
items in the box are usually in passage order
but the sentences are in a random order.
School students are used to match just two
parts in two different columns referring to
one grammatical point such as conjunctions
of time, reason and condition. The course
book introduces this task in Lesson One

(Why Exercise Is Important):

Match a line in Column A with a line in Column B.

A

B

As we had no food at home,

Since we didn’t need the car

As we walked along the street,
When we arrived at the party,

Since we had done a lot of exercise,

we looked into the shop

Mary was cutting the birthday cake
we decided to go to the restaurant
we felt too tired

we decided to sell it

A 1609
B 1957
C 1976
D 1977
E 1988

The Voyager I and Voyager II space

probes were launched.-------

This matching task has a shortcoming.

It does not have any additional choices;

No.4.Summer.Vol.24
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use it on many new and different kinds of

information such as computers,

radios, TVs, telephones, fax machines, etc.
Among all these, computers have attracted
the most attention since they have made it
possible to store and ....... a large amount of

information in a very short time....

Outlining is another reading activity
requiring learners to put all the main points
of'the text in a short space with the objective
of making reading and understanding faster
and easier.

Students can use outlining while reading
short stories, too. In this way they will
not forget the main points while narrating
the story. Outlining is suitable in reading
different

It involves extracting information and

texts especially biographies.

organizing them in a timetable. The

Mother Teresa
1910
1922
1928
1929
1946
1950
1979
1997

following example is from Lesson Eight:
Learners should be aware of the fact that in
the process of reading a text there are always
some new words. Guessing Unknown
Vocabulary is an important task in teaching
reading comprehension which is presented
in all units of the book. Students should

No.4.Summer.Vol.24

learn how to move from known to unknown
information. This task teaches students that
it is not neccessary to know a large amount
of vocabulary. It is important to guess the
meaning of the unknown words based on
the given information in the context. One
way to guess the unknown words is having
information about word formation and

affixation processes. The following example

Word Part of Formed Meaning
Speech from
silence Noun silent (adj)
confident | Adjective | confidence
(n)
facial Adjective face (n)
react Verb act (v)

is taken from Lesson Two:

It can be seen that the above activities
are mainly form-focused, more of a
consciousness- raising type in which as
Ellis (2003) explains, the content of the
activity is language itself rather than some
everyday-life topics or situations. That is a
language point becomes the subject of the
interaction learners are supposed to engage
in. As learners talk about the linguistic item
in order to complete the task, they develop
some kind of awareness of how that
particular linguistic item works (Rashtchi
& Keyvanfar, 2007).

Suggested Reading Tasks
High school as well as pre-university
teachers can supplement their work on

reading skill using the following alternative



learn not to repeat the same nouns in
connected sentences. They are told that
they can use pronouns instead. Sometimes
when the sentences are too long finding
references is not very easy. Here the readers
should divide the sentence into smaller
parts, find out the connection between them,
and finally determine the references. The

following example is taken from Lesson

Pronoun/ | Paragraph | Check if Copy
Adjective & it refers to down
Line something | what it
Number before | after refers to
Itself P1,L3
Another P1,L4
Its P3,L3
They P4,L5
This P5, L8
Three:

In Lesson Four, learners learn about
Punctuation Marks such as comma, colon,
semicolon and dash. They are required to
find some examples in the lessons and also

write down about the function of each.

Punctuation | Examples More | Functions
Mark in this examples
lesson from
other
lessons
Comma
Colon
Semicolon
Dash

Text Structure in

each paragraph helps readers to better

Recognizing

comprehend the text. In this part readers
get to know the main topic of each
paragraph and match the ideas with the
correct paragraph in the text. Lesson Five
uses this type of task asking students to
write the number of the paragraph in the
text for each of the main ideas mentioned.
For example:

1. Examples of child labor .......

2. Introducing child labor

In another task called Recognizing the
Main Point of a Text students learn to
get the main points of the text and transfer
them to a table. In this way they organize
the information and events and make
a summary of the whole text. Lesson
Six employs this type of task in which

happenings are arranged according to year,

When? Who?/What? The event

1659

1957

1958

1967-1972

person and the exact event.

Summarizing is another task in which
learners find main points in the text and re-
organize them in a summary. An example
of this task type can be found in Lesson
Seven:

One of the most interesting things about

information is that we are able to get and
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to tasks which a language user is likely to
encounter in the target situation (Bachman
and Palmer, 1996, as cited in Taylor &
Falvery, 2007). The target situation mainly
refers to non-test situations; nevertheless,
testing context itself is one of the situations
language learners find
themselves in (Brown & Hudson, 2002).
Walters and Oded (2001) investigated the

assignment of different tasks on creating

where most

different types of processing. In their study
they focused on two completion tasks,
writing a summary of a text and listing the
examples in a text. The findings revealed
that extra processing required in the writing
of a summary of main points helped learners
to have a better encoding of the text which
in turn helped learners to perform better on
subsequent comprehension tasks. It was
concluded that tasks involving production
should be viewed as an instrument of
learning rather than one of testing and they
can help less skilled learners to better extract
meaning elements from the text. Keyvanfar
and Rahmani (2009) also investigated
the impact of two reading task types of
completion and selection on reading ability
¢t low intermediate Iranian EFL learners.
The results of the research indicated that
completion and selection of the reading
tasks both had positive effects on reading
comprehension ability of language learners
but in comparison, completion tasks yielded
better results.

The present paper through examining

No.4.Summer.Vol.24

the reading activities of the pre-university
English textbook demonstrates that they
mainly involve completion with different
degrees of production. It further introduces
a number of reading tasks that can be used

by teachers as supplementary materials.

Pre-University Reading Activities

Examination of the type of activities
in the Pre-University textbook shows
that the students are mainly involved in
finding paragraph headings, understanding
references, using punctuation marks,
discussing text structure, recognizing the
main point of a text, summarizing, outlining,
and guessing unknown vocabulary items.
Each will be discussed below:

Paragraph Headings in Lesson One
informs the students that the heading
of a paragraph has the most important
information. They are taught to read the
paragraph and choose the heading that best
summarizes it.

For example: In paragraph 3, the writer
explains how aerobic exercise helps the
human body work better and keep healthy.
The students are required to choose the
phrase that best summarizes the paragraph.

Aerobic exercise........

a) helps you feel no tiredness

b) helps the heart to send more oxygen

to the muscles

¢) makes your muscles use less oxygen

d) increases your blood

In Understanding References, readers



in real-life interactions and hence any kind
of learning would be incidental or implicit.
Exercise, however, requires the participants
to act as language learners, engaging
them in intentional/explicit learning (p.3).
He pinpoints the final distinction between
these two by arguing that a task has a
nonlinguistic outcome which is in fact the
goal of the activity while the outcome of
an exercise cannot be separated from the

language which is produced (Ellis, 2003).

Reading Tasks in Action

Guariento and Morley (2001) argue that
with the development of the communicative
movement, the need to develop students’
skills for the real world has led teachers to
make an attempt to stimulate this world in
the classroom. One way of doing this has
been to use authentic materials based on the
fact that exposing students to the language
of the real world will help them acquire
an effective receptive competence in the
target language. Busch (2003) believes that
first language acquisition normally occurs
naturally, while second or foreign language
acquisition, in most cases, occurs under
artificial conditions. Basically, what we
should be doing as foreign language teaches
is to make these conditions as natural as
possible and similar to language acquisition
in a natural setting.

By the same token, in the foreign language
setting of Iran, under the influence of the

communicative movement, the use of TBLT

and reading tasks in teaching started to
attract enough attention in the last few years.
Shafizadeh (2004) conducted a research to
explore the impact of reading tasks on the
reading comprehension performance of
Iranian high school students. He suggested
that reading tasks can improve the reading
skill of Iranina EFL learners, particularly
through the interest that they invoke in
learners. Tavakoli (2004) investigated the
impact of task-based reading materials on
Iranian EFL learners’ attention span. She
tried to understand if using different types of
reading tasks could lead to higher recalling
and remembering of the reading materials
and increased learners’ attention span. She
concluded that the use of reading tasks was
significantly effective with EFL students
showing the effectiveness of using reading
tasks on the students’ attention span. Another
researcher (Alinegad, 2004) attempted to
investigate the effect of task-based reading
activities and text-based reading activities
on the improvement of Iranian EFL learners’
The

reading comprehension tasks were reading a

reading comprehension. selected
passage and completing a table, completing
charts or diagrams, and making classified
lists from unclassified ones. The findings of
this study verified the importance of using
TBLT as an effective way to achieve a good
command of the reading skill.
Communicative testing has also benefited
a lot from the use of tasks. Authentic test

tasks are those which correspond closely
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and engage in naturalistic and meaningful
communication” (Rashtchi & Keyvanfar,
2007, p. 107). Nunan (1991) defines TBLT
as a facilitating factor in foreign/second
language learning. In TBLT, syllabus content
and instruction processes are selected with
reference to communicative tasks which
learners will (either actually or potentially)
need to engage in outside the classroom
and also with reference to theoretical and
empirical insights into those social and
psycholinguistic processes which facilitate
language acquisition.

Skehan (1996) notes that in a strong
version of TBLT, tasks should be the units of
language teaching, while in a weak version
tasks are embedded in a more pedagogic
context. Oxford (2006), on the other hand,
argues that, “In L2 teaching and learning,
task is viewed as an outcome-oriented
instructional segment or as a behavioral
framework for research or classroom
learning” (p. 97).

Task-based learning has become a central
issue in second language acquisition (SLA)
and its importance has grown rapidly during
the past decades. It is, in fact, an attempt to
confront the need to engage in naturalistic
learning processes. Skehan (1996) states
that a task-based approach ensures that
the participants are actively involved in
the learning process, and they are taking
decisions that they need to take in the
classroom. According to Mennim (2003),

a classroom task encourages learners to

No.4.Summer.Vol.24

attend to the language forms that they are
either using themselves or are exposed to.
Next, learners notice ways in which their
own interlanguage differs from the target
language. This leads to rethinking their
hypotheses about the target language, and
to modification of their output. In other
words, as Nunan (2006) states, a task is a
piece of classroom work which involves
learners in comprehending, manipulating
or interacting in the target language while
their attention is focused on mobilizing their
grammar knowledge to express meaning,
and in which the aim is to convey meaning
rather than to manipulate the form. As
he notes, the task should have a sense of
completeness and be able to stand alone as
a communicative act in its own right with a
beginning, middle, and an end.

Based on the above definitions, it can
be claimed that grammatical activities
with a direct emphasis on from are not the
major concern of TBLT. Some scholars
have recommended the term form-focused
versus meaning-focused language use to
distinguish between the two types of activity.
Others have preferred the use of the term
exercise to refer to form-focused activities.
According to Ellis (2003) a ‘task’ differs
from other devices used to elicit learner
language such as an “activity’, or ‘exercise’,
or a ‘drill’. He explains that during a task,
the participants function as language users
because they undergo the same kinds of

communicative processes as they would
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Abstract

In the process of second language acquisition, theories and models provide guidelines for
language teachers and researchers to find out suitable paths through which teaching and learning
a second language could be realized. What people read in the real life and its reasons may not
be completely replicable in language classrooms. On the other hand, all language students come
to class from the real world in which they read different kinds of texts for real purposes. As

a result, having information about the whats and whys of reading helps language teachers to
select authentic texts and tasks for authentic purposes. Having elaborated on the basics of task-
based language teaching, the present paper examines the reading activities of the pre-university
language course book and suggests the use of some supplementary tasks as a step forward in the
implementation of TBLT in the Iranian EFL setting of Iran.

Key Words: reading skill, task-based language teaching, pre-university English course book,
reading tasks.

activities that involve real communication

Task-based Language Teaching

(TBLT)

Richards and Rodgers (2001) define
Task-Based Language Teaching (TBLT) as
“an approach based on the use of tasks as
the core unit of planning and instruction in
language teaching” (p.223). Itis based on the
same principles that formed part of the CLT

movement in the 1980s. It was argued that

promote learning (Richards & Rodgers,
2001). Therefore, resarchers started using
tasks as SLA research tools with the
emphasis that engaging learners in task work
provides a good context for improving the
learning processes. Tasks expose learners
to comprehensible input while providing
them the opportunity “to negotiate meaning
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II What You Need to Know )

¢ sealed!
@ @ﬂ\-xg‘:a.:aﬁ....u..........
3. PROVERBS

(I’'m not going to tell you a word) :
So, what was the matter? James was murmuring in

your ears for ten minutes!

‘-~..-‘ ceea,,
%

- I’m sorry man, my lips are sealed. 1 cannot tell you

anything!

. .
e ®%eee sooo®
. o
. .
®®eee se0ec”®

(<) 4.Riddles

Why do we dress baby boys in blue and baby

girls in pink?

: .
00000 naeec’

- Because they cannot dress themselves!!
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4. The opposite of lend

5. The opposite of melt
7. The opposite of save
11. The opposite of sink _
12. The opposite of create —

| [
I
117

14. The opposite of follow ¢

Across — — 5 - =

6. The opposite of yell 7 u

8. The opposite of send
9. The opposite of forget s —

10. The opposite of attack
13. The opposite of hurt

15. The opposite of arrive

I What You Need to Know )

@ 1. Joke

Everyone in my biology class voted against dissecting

o
LY
LAY
LAY

oo ® v
.......
o
.

a frog, But we almost had enough votes to dissect the
teacher. i

(<) 2.IDIOMS

(Money is not easily obtained)
- Dad! I need 100 bucks to go out with my friends
this weekend.
- Only 100 dollars!? Don’t you want more...?
Money does not grow on trees, son. I really don’t

have that money..
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were not translated until the recent decades. Although Vygotsky’s life was a short one,
he wrote 6 volumes over about 10 years, from his Psychology of Art (1925) to Thought
and Language [or Thinking and Speech] (1934). The fields of psychology and education

could have gained much more, had he lived a normal age.

No Comment?

Take a look at this cartoon. What do you think? Share your ideas with us at our email

address. We are waiting!

“Whern writing your essays, I encourage you to think for
yvourselves while you express what I'd most agree with.”

Brainteasers: Opposite Verbs!

The brainteasers, this time, asks you to think of opposites! Read the items and you

should insert the opposites. Enjoy!

Down
1. The opposite of bend
2. The opposite of fail

Foreign Language Teaching Journal

3. The opposite of raise
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To Vygotsky, culture and interpersonal communication play an immense role in child’s
development. He claimed that children’s higher mental functions are subjects of children’s
historical and individual constant interaction with particular cultural groups including
significant people around them, particularly parents. Among the consequences of these
interactions is the children’s learning the mentalities of their cultures including speech
patterns and written languages, among other symbolic knowledge shaping children’s
meaning and knowledge of the world. This idea is refereed to as cultural mediation.
Through cultural mediation, children come to put on specific knowledge, which is the
shared knowledge of a certain culture. The process through which this knowledge is

grasped is known as internalization.

The importance of Children’s games or plays is also another Vygotskyian notion among
his ideas of influential elements in the development of children’s higher mental functions.
In Vygotsky’ view, games trigger abstract meanings separate from the objects in the world.
Children have to resort to the games or plays in order to start developing their mental
capacities. Vygotsky exemplified a child who wants to ride a horse but cannot. Before the
age of three, he/she would cry and that’s all to it. But around the age of three, the child
learns to “imagine” what is practically “unrealizable” to him/her. That’ why he/she picks
up a stick and stands astride of it: he pretends he is riding a horse! Imagination, a species

specific phenomenon, originally arises from action (Vygotsky, 1978).

So far so good! But how can a child develop tasks? Is there any order to it? Vygotsky’s
answer is positive. Lev introduced the concept of Zone of Proximal Development (ZDP)
for the range of tasks to be learned and mastered with the assistance of adults around the
child. In the lower limit of ZDP, the child works independently, but as the level increases,
the child is in need of more and more assistance by other mature, more-skilled persons.
Now, let’s imagine a child needs assistance by
adults and the adult (here a teacher) offers his/

her assistance gradually and changes the level

of support, adjusting the level of assistance to
fit the student’s capability at the moment. In

education, this task is known as scaffolding, an

originally Vygotskyian psychology term.
B
abilities
Tasks at the limit of >
the learner’'s abilities

Due to the political atmosphere of the time

in USSR at the time, Vygotsky’s pulication
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without explanation or evaluation. Several different procedures are available during the
recollection phase, including written descriptions of an event, a video or audio recording

of an event, or the use of check lists or coding systems to capture details of the event.
Stage 3 Review and response to the event

Following a focus on objective description of the event, the participant returns to the
event and reviews it. The event is now processed at a deeper level, and questions are

asked about the experience.

We will examine approaches to critical reflection which reflect these processes in the

next edition of ETFun.

Close up!

Lev Vygotsky

Lev Semyonovich Vygotsky (1896 —1934) was a Soviet psychologist and the founder of
cultural-historical psychology. His ideas, although discovered and appreciated a bit late,
were so influential in psychology, particularly educational psychology, he is sometimes
known as the Mozart of Psychology.

Vygotsky’s interests were diverse including the

fields of developmental psychology, child
development, and education. His thoughts
are best known to us, especially in the area
of language teaching, by some of his famous
terminologies introduced to the field of
education. Cultural mediation, internalization,
the psychology of play, and the well-known Zone
of Proximal Development are four Vygotskian

terms, which are briefly explained below.

A scrutiny in his studies in the area of child

Foreign Language Teaching Journal -

development reveals most of his fruitful ideas.
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as they teach, and of the value and consequences of particular instructional decisions?
One way of doing this is through observing and reflecting on one’s own teaching, and
using observation and reflection as a way of bringing about change. This approach to
teaching can be described as “Reflective Teaching”.

Here, we’ll explore how a reflective view of teaching can be developed.

What is reflection?

Reflection or “critical reflection” refers to an activity or process in which an experience
is recalled, considered, and evaluated, usually in relation to a broader purpose. It is a
response to a past experience and involves conscious recall and examination of the
experience as a basis for evaluation and decision-making and as a source for planning
an action. Bartlett (1990) points out that becoming a reflective teacher involves moving
beyond a primary concern with instructional techniques and “how to” questions and
asking “what” and “why” questions that regard instructions and managerial techniques

not as ends in themselves, but as part of broader educational purposes.

Asking “what and why” questions gives us a certain power over our teaching. We could
claim that the degree of autonomy and responsibility we have in our work as teachers
is determined by the level of control we can exercise over our actions. In reflecting on
the above kind of questions, we begin to exercise control and open up the possibility of

transforming our everyday classroom life.

How does reflection take place?

Many different approaches can be employed if one wishes to become a critically reflective
teacher, including observation of oneself and others, team teaching, and exploring one’s
view of teaching through writing. Central to any approach used however is a-three-part

process which involves:

Stage 1 The event itself
The starting point is an actual teaching episode, such as a lesson or other instructional
event. While the focus of critical reflection is usually the teacher’s own teaching, self-

reflection can also be stimulated by observation of another person’s teaching.

Stage 2 Recollection of the event

The next stage in reflective examination of an experience is an account of what happened,

No.4.Summer.Vol.24



Every saint has a past, and every sinner has a future.
- Oscar Wilde

Great intellects are skeptical.

- Friedrich Nietzsche

The faults of the burglar are the qualities of the financier.

- George Bernard Shaw

No wise man ever wished to be younger.
- Jonathan Swift

Make money and the whole world will conspire to call you a gentleman.
- Mark Twain

There is no great genius without a mixture of madness.
- Aristotle

Teaching Tips

Towards Reflective Teaching?

Most teachers develop their classroom skills fairly early in their teaching careers.
Teachers entering the profession may find their initial teaching efforts stressful, but with
experience they acquire a repertoire of teaching strategies that they draw on throughout
their teaching. The particular configuration of
strategies a teacher uses constitutes his or her
“teaching style”. While a teacher’s style of teaching
provides a means of coping with many of the routine
demands of teaching, there is also a danger that it

can hinder a teacher’s professional growth.

How can teachers move beyond the level of
automatic or routinised responses to classroom
situations and achieve a higher level of awareness of
how they teach, of the kinds of decisions they make

No.4.Summer.Vol.24
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The Note

We hope this new edition of ETFun finds you in perfect health. We have decided to
revisit ETFun and make some modifications with the aim of further aligning its different
sections to the needs and demands of the readers. For doing so, however, we are in dire

need of suggestions and comments from you.

We will be more than happy to hear your suggestions, comments and criticisms via our
email address (etfun@roshdmag.ir).

N
Quotable Quotes ) Q

In three words I can sum up everything I’ve learned about life. It goes on.

- Robert Frost
@
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tongue but also reviews the synonyms and

reinforces the previously learned words.

Counterargument 9: When encountering
synonyms, what should be emphasized
are the minute differences between them
rather than the similarities.

Applying Chomsky’s(1991) Economy
Principle can lead us to this conclusion
that it will be impossible for all natural
languages to have two completely identical
representations for the same concept
because if there are two identical words,
languagesthemselves omitone ofthemas‘a
superfluous symbol in representation”(p.69).
Therefore, if we have two or more words
which
definitely they would have different

are considered synonymous,
shades of meaning. What is important in
treating these seemingly similar words is
recognizing and identifying the differences
not overlooking the differences and taking
them as identical. For a teacher who uses
synonyms as a technique of teaching, the
words” foresee”, “foretell”, and “forecast”
would be used interchangeably regardless
of the minute differences in various
contexts or different collocations. It seems
more appropriate to suggest synonym as
a technique of testing not a technique of
teaching.

Conclusion

The field of SLA is one about which

No.4.Summer.Vol.24

everyone has their own idea. It is old in the
sense that its fascinating questions have a
history of centuries, and at the same time
it is new in the sense that its systematic
investigation to answer the questions only
goes back to about 40 years ago (Gass
& Seilinker, 2008). The questions raised
have been given some thought by scholars
of the time and some solutions have been
proposed some of which firmly rooted
in hunch or feelings and some of which
based on empirical evidence. This article
addressed some of these questions and
presented the status quo of EFL classes and
compared it with what research findings
they would support as sound practice. The
conclusion is that, teachers need to reflect
on their pedagogical practices in the light
of these findings. As time passes, they will
be armed with professional judgment for
solving their “puzzles”, not necessarily
problems, and experience “teacher
development”, not necessarily teacher

training.

Be d



be.

For some foreign language teachers,
vocabulary is the core component of
language proficiency so they feel an urgent
need for building up their learners’ lexical
knowledge. In line with this conviction,
their learners define memorizing lengthy
lists of new words in the target language as
their main challenge. It seems so important
for some motivated language learners that
they even think of memorizing a handy
pocket-sized dictionary as an ultimate
solution to their permanent problem. To do
so, they accumulate large quantities of the
new words of all types to guarantee their

comprehension and production.

Counterargument 8: It is the quality
of your lexical knowledge not its
quantity that contributes to language
proficiency.

Nowadays it is generally accepted that
not all words enjoy the same level of
usefulness; therefore, words should be
prioritized according to their frequencies
in authentic situations (Nation, 1990).
(1953) General

Service List, Hunt and Beglar believe that

Referring to West’s

about 2,000 highly frequent words cover
87% of an average nonacademic text
and 80% of an average academic text. In
another study, Nation (2001) showed that
the highest frequency 1,000 word families
constitute to over 80% of corpuses of

conversational English and fiction, over

75% of newspaper texts, and over 70% of
academic texts. Therefore, the good news
for second language learners and second
language teachers is that a small number of
the words of English occur very frequently
and if a learner knows these words, that
learner will know a very large proportion
of the running words in a written or spoken
text. Most of these words are content
words and knowing enough of them
allows a good degree of comprehension or
production. But knowing a word is more
than just knowing its denotative meaning.
Therefore, learners are recommended to
invest qualitatively on acquiring the most
frequent words through extensive reading,
rather than accumulating a large quantity

of words through list memorization.

Misconception 9: Using synonyms
is a valuable technique of teaching
vocabulary.

Using synonyms in teaching a foreign
language dates back to the time when the
use of the mother tongue was forbidden
(Larsen-Freeman, 2001). It was welcomed
by proponents of the direct method
and audio-lingual methods. In a typical
classroom run based on these methods,
the first reaction towards an unknown
word was bridging the gap by providing
a synonym for it. This technique is still
considered as a prestigious one because
it not only teaches a new word efficiently

without the intervening effect of the mother

Foreign Language Teaching Journal
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a quantitative point of view, one logical
implication of this new mode is that not all
proportion of language data can be taken
in, acquired, and finally accessed to be
seen as language production. In fact, some
proportion in each stage is lost temporarily.
From a qualitative point of view, what
enters each stage and what comes out
of it may be different in essence. This is
because the learners’ cognitive structure
has its pattern of analysis or its own raw
materials left from previous analyses.
Consequently, those teachers who teach a
grammatical point in a particular way in
one session and expect their learners to
give it back equally and thoroughly in the
next session overlook the reducing effect of
these intermediate stages and intervening

effect of cognitive structure.

Misconception 7: Words are coins
exchangeable from one language to
another language according to a fixed
exchanging rate.

Alllanguages have so many words to turn
percepts into concepts and visa versa. If a
concept is shared by two speakers of two
different languages, these two languages
have different words in the surface structure
for which there is a common origin in the
deep structure. Therefore,/man/in English,
/meerd/ in Persian, and /a&lraj?]/ in Arabic
are superficially different realizations of
the same concept. If this is right, it will be

acceptable for foreign language learners to

(6]
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change these surface forms into each other
exactly the same as dealers who exchange
different currencies because all of them

are essentially money.

Counterargument 7: Every word in
every language is unique and should be
learned within the full context of the
culture of that language.

A century ago Jesperson illustrated an
example to assert that no word can be
exactly translated into other languages
(Cook, 1991). He argued that a bird
which is called “bat” in English has other
equivalents in other languages and each
equivalent shows the way speakers of that
language view the most salient perceived
characteristic feature of this bird. Here a
question is raised: If a concrete object like
a bird is viewed differently by speakers
of different languages, what happens to
abstract concepts such as democracy,
freedom, and faith? To make it tangible,
do the words /demnkra:si/ for Iranians and
/di’'makrasi/ for Americans share identical
concepts? For most teachers these two
words need a colon (:) in share because the
former is the loan translation of the latter.
But if somebody views a word -whether
concrete or abstract - from the filter of his
own worldview, their grasp is definitely
sterile because that word is meaningless
out of the context of its own culture.
Misconception 8: The more vocabulary

you know, the more proficient you will



calls this view the “accumulated entities”

view of language learning.

Counterargument 5: Students learn
grammatical items in a spiral cyclical
organic fashion.

For most researchers linear additive
fashion of learning grammar is not
valid enough (Rutherford, 1987). These
researchers propose a spiral cyclical mode
of learning, instead. To understand this
model better, consider a curved line in a
snail shape which has also some straight
lines from its center cutting the curved
line many times periodically. The curved
line is metaphorically the track which
the learners should go in their journey of
learning grammar and each straight line is
a grammatical point which is encountered
by those who are traveling in this track.
In this model every grammatical item is
dealt with in an infinite number of times
and in every instance of encountering, the
learners’ understanding of that particular
item becomes deeper. Therefore, there is
no end to the final state of internalization of

grammar in learners’ cognitive structure.

_[to the

learners ¢ same

Misconce

amount of output.

Like any other processes, the language
acquisition process begins with some
raw material and ends with a kind of
product while something happens in
between ironically in a “black box”. This
conceptualization of the language process
makes some teachers view the whole
process as an equation in which more
amount of input leads to more amount
of output. In fact, for these teachers this
process doesn’t have any by-product or
wastage. Therefore, they expect the same
amount of output as they gave to their
learners some time ago as input. This is
apparent in most teachers’ approach when
they teach a lesson and evaluate it in the

next session.

Counterargument 6: The learner’s
mind is not an assembly line in
which input and output are equal
quantitatively and qualitatively.
Krashen (1985) argues that not every
kind of input is appropriate for the process
of natural acquisition of language. He
believes that if input is comprehensible it
eventually [my emphasis] leads to output.
Some other researchers go on to consider
some intermediate stages between the
starting point of input and the final stage
of output (Van Patten, 1993; Ellis, 1994).
In their proposed mode between input and
the output stages, there are intake stage,

acquisition stage, and access stage. From

Foreign Language Teaching Journal

Flo34

No.4.Summer.Vol.24



Foreign Language Teaching Journal

35 F

want to grade the selected items. Research
by Pienemann and Johnson showed that
“the acquisition of grammatical structures
will be determined by how difficult those
items are to process psycholinguistically,
rather than how simple or complex they
are grammatically” (Nunan, 1988, p.33).
Therefore, it will be a logical conclusion to
say that those items that are grammatically
complex will not necessarily be those

which are difficult to learn.

Misconception 4: Students acquire
grammatical morphemes according to
the order we teach them.
Grammatical morphemes are those
morphemes that express grammatical
aspects, such as person, number, tense,
aspect, case, etc. Examples of these
morphemes are plural “-s”, progressive
“-ed”,

s”, and possessive’-s”

“-ing”, regular past tense

third person
(Cook, 1991).

grammatical morphemes are of different

For most teachers these

levels of difficulty so it will be logical
to grade them according to the perceived
level of complexity and teach them in an

additive manner.

Counterargument 4: Students have
their own order for acquisition of
grammatical morphemes.

In the early 1970s, it was revealed that
English children learn the grammatical
in a definite

morphemes sequence

No.4.Summer.Vol.24

(Brown, 1973). Similar order was found
in L2 acquisition by L2 researchers such
as Dulay and Burt in 1974. Their findings
showed that the order in the acquisition of
L2 grammatical morphemes is as follows:
plural “s”, progressive “ing”, copula “be”,
auxiliary “be”, articles, irregular past, third
person “s”, and possessive “s” (Cook,
1991). A quick look at this list shows that
this order doesn’t necessarily reflect the
order of complexity. What these findings
give us at the first sight is an order which
is independent of what teachers teach.
In fact, learners have their own “inbuilt
syllabus” which determines the order of
acquisition regardless of the order which

teachers follow in teaching grammar.

Misconception 5: Grammatical items
are learned one by one in an additive
sequential static fashion.

Being inspired by most grammar books,
many teachers divide the whole body of
grammar into so many subdivisions. For
these teachers, every grammatical item is
independent of others so they select one
of them, work on it, and finally assess
their learners on that particular item.
They believe that by elaboration on all
grammatical items in this way gradually the
whole body of grammar takes shape. This
view is reflected in synthetic syllabuses
which dissect the language into its smallest
components to teach them one at a time in
an additive linear mode. Rutherford (1987)



strategies. Therefore, ifa person wants to be
proficient in using a second language, he/
she should know more than just grammar

and vocabulary of that language.

Misconception2: We teach grammar
because we think it is necessary.

For most teachers teaching grammar is
an integral part of their teaching practice.
This notion dates back to the time when
“Grammar Translation Method” was the
dominant method of teaching (Richards &
Rogers, 2001). For these teachers, teaching
intricacies of grammar is the backbone of
their teaching activities because without
grammar even the highest level of lexical
knowledge cannot result in language
comprehension or production. The relative
importance of grammar makes so many
teachers to allocate considerable amount
of time to teaching grammar and in return
expect learners to memorize lists of

grammar rules.

Counterargument 2: Teachers tend
to concentrate on grammar mainly
because it is reassuring and comforting.
Michael Swan (2001) in his article,
“Seven Bad Reason for Teaching Grammar
and Two Good Ones”, rejects the proposed
reasons by teachers for teaching too much
grammar and lists seven hidden reasons.
He believes that teachers teach grammar
because: 1) it is there, 2) it is tidy, 3) it
is testable, 4) it is a security blanket, 5)

it makes us who we are, 6) it is a whole
system, and 7) it is a tool of power. What
this list gives us are some hidden reasons
for teaching so much grammar. In fact, if
language teachers get to know about the
roots of their strong tendency for teaching
grammar, it may help them to revise their
seemingly sound rationale for so much

elaboration on grammar.

Misconception 3: Grammatical
complexity equates learning difficulty.
For most teachers it seems logical to
consider a positive correlation between
complexity level of a grammatical item
and its level of difficulty. These teachers
believe that those grammatical items
which are difficult to teach are difficult to
learn and those which are easy to teach are
necessarily simple to acquire on the part of
the learners. Consequently, these teachers
allocate more time elaborating on those
grammatical items whose teaching entails
detailed explanations and a lengthy list
of exceptions. Similarly, apparently easy

items deserve a short simple description.

Counterargument 3: Simplicity and
complexity of grammatical items
should be defined psycholinguistically
not linguistically.

The equation of teachability - learnability
is the core assumption of grammatical
syllabuses which suggests that easy items

should precede difficult ones when we

Foreign Language Teaching Journal
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enterprise” (Elbow, 1973, p.145). Treating
the present article about misconceptions
in language teaching also entails this
intellectual enterprise. Some of the ideas
presented as misconceptions may be
strong axiomatic convictions for some
readers. My suggestion is “wait a minute”
and “ don’t start doubting game”. If you
try to explore the nuggets, you definitely

see some merit in them.

Current Misconceptions

Research on second or foreign language
acquisition is trying to find solutions to
the problems of language learning. As the
time passes, better keys are provided for
the locks in this domain. But it takes time
for some people to upgrade their views
toward issues encountering them. Some
people resist so dogmatically that the result
of successive revisions of an idea on a
particular issue stands against their current
view toward that issue. The first step for
keeping up with the latest developments in
this domain is to provide them with two
pictures: the first picture is supposed to
show them the reality of what they think
and do in their practices, and the second
picture should reveal what is suggested
by research findings. In what follows, the
former is presented as “misconception”

and the latter as “counterargument”

Misconceptionl: Language learning
means lexical knowledge and

No.4.Summer.Vol.24

grammatical knowledge.

For many years language was defined as
a finite system of elements and rules that
makes it possible for speakers to construct
grammatical sentences (Finegan & Besiner,
1989).This definition considers language
as consisting of two main components.
One of them is “vocabulary” and the
other one is structural patterns which we
call “grammar”. The logical implication
for language teachers can be the notion
that
only vocabulary and grammer. Such an
attitude is attributed to Chomsky (1965)

when he proposed the notion of linguistic

language competence constitues

competence.

Counterargument 1: Linguistic
knowledge accounts for only a
small proportion of communicative
competence.

As anobjection to Chomsky’s grammatical
competence, Hymes (1972) argued that
linguistic competence constitutes only one
element of communicative competence; what
1s more important is knowing how to use that
knowledge appropriately for the activities
in which speakers want to take part. For
Hymes and his proponents, communicative
competence also covers sociolinguistic
competence — knowledge of the relationship
between language and nonlinguistic context,
discourse competence — knowledge of how
to begin and end a conversation, and strategic
competence-theknowledge of communication



Introduction

The field of language teaching as an
arena of human endeavor is a puzzle whose
pieces are set gradually (Brown, 2000). In
its course of development some pieces
should be rearranged to be fitted into a
more efficient paradigm for solving the
current issues. The initial ideas for solving
this puzzle were inspired by common
sense because there were no other points
of reference such as rigorous schools of
thought. Educational authorities of the time
had a “feel” for do’s and don’ts of teaching
and learning. Therefore, they put the puzzle
pieces according to their feelings. As the
schools of psychology and linguistics shed
more lights on this field, the puzzle tended
to take a new arrangement accordingly.
But the location of some pieces seems so
axiomatic that the research findings cannot
take them or remove their remaining
traces. Consequently, some teachers are
still following the preceding version of the
puzzle and refrain from keeping up with
the innovations in language teaching. This
article tries to depict two clear pictures
one of which is what is happening in our
classes as reality and the other is what
research findings support by empirical

evidence.

Setting the Scene: Stop Doubting
Game
When Diane Larsen-Freeman (2001)

wanted to write her famous book—

Techniques and Principles in Language
Teaching— to elaborate on the debatable
point of “Methods” which had been under
attack by the majority (see for example,
Kumaravadivelu, 1994), she referred to an
article by Peter Elbow (1973) to provide
some justification for her work. She wrote
about her own experience about Caleb
Gattegno’s “the Silent Way”, and two
opposing voices in her head. According
to her, these two voices - “On the other
hand” and “Wait a minute “— resembled
two games proposed in Elbow’s article
— The Doubting Game and the Believing
Game. In his article, Peter Elbow points
out that most academics or intellectuals are
obsessed with one method of approaching
new ideas - the doubting game which looks
Elbow’s

article is a plea for a more balanced

for errors and contradictions.

approach that also includes the “believing
game.” The believing game allows you
to believe everything intentionally. In
other words, the doubting game is the
disciplined practice of trying to be as
skeptical as possible with every idea we
encounter. In contrast, the believing game
is the disciplined practice of trying to be
as accepting as possible to every idea we
encounter.

Elbow’s

encountering new ideas most people

article implies that in
take an extreme position by complete
rejection or complete acceptance. None

of these positions result in an “intellectual

Foreign Language Teaching Journal

Fl 38

No.4.Summer.Vol.24



Foreign Language Teaching Journal

39 F

NN

et 5 S sl Sy 5 o ol Ll o5 anl 0350 ol Sl 5 o, poals sy g 33 olj el
5 ldolyy sloje 1> (6588 ol y5ob (ool )3 Wload Sl 5 el els Sliios Jolefl sy > Sl 4y g
9 Sl (2 53 (6598105 SIS 13 il e Ll el 0355 5860 (sl yslee 055> (ol )3 oS5 (65 USS 2 35 (ol
s )3 Ski5 ol 313 3525 (osgune SolS' Elis 10300 )8 Lo 555 e (s (slaasly 1 4,5 5 e sla 5,5 oS ]
sy o a5 4y i ugale cimd o ol 358 I (60l j Cuoglio s blie )3 o it (550l

O3 odssy g 53 Galan (Sa S5 3 S el Slo M8 13 gl 53 - (a9l sla e ] alasl ik & e o
5 Wl &8 5 pgd ol b 38 5 )3 plabee Sloyzs gl 0 Ay 3,5l 5l ot il (5530l 4 bgye Slesdge
O S 5 1y o] 3,855, doe 53 5 5,85 da gl wdizey G354 0590l 5 VAVD ¢ 5)9)] Wlod S S ool Sl (Jsisa;
[VARY s ybrs] S o 3,55 ] (48] o 1 s 5 4 b1 ol (sl 555 5y 3 4 055
Oolae sy o 515 40 (6905 10 [VARE gyl | Al izl lisMol g oy p Slia b i saaidly jI Jols ol
ol Ol 13 39390 ale (ola 5,55 b la gyl (cdunlia b g ims 51,8 o5yl g sl Dyge 1y 295 (clay 15,55 ¢ a5l 5l ) ealil b
Wy pl8 2g8 5Sloe S o)) gliwly ) 0o

b oS 35l B9 5 Bi9el P 3 @y (590loles Slos )5 5l (Bt o 42 )0 G ol (sallio i (] 3805 (sl 5
9 7S il g ool 88T (L5 51 s gy ) Slie 58T el s 3 Sl o 5 0 e 09 ) e (Sl 5SS
el b oS 53 ) (sl )55 bl il el 5 sl Al cl (ol 35 505 0592 93 (53 ol Ol jguas 394800 (5T
3 oozl b ygSde (glay 5,55 puns 5 395 0 & las (MISCONCEPLIONS) Cuws 2b clygai® lgis cod B5lg g pol,5 (059> 93 40
Nigi oo 00uiS Lill> 4 (Counterargument) «cabwe oBno» lgie Cod o lbaibl ¢ b s

el 555 53 G s 45 ol 5l ) 1 0o 45 |y s A (10 pabas (355 (283 5 (et ] sty
Ui 1ilbre o8 lgie cov osd g yke Colie 11 3yl Sl coglad il b oyl 558 aine 34 5l 48 ol de SYob (o] )3
kS Cedil Sl g (ede Sl 4 & g (A sy 4 K> (Hlale | Olite (IS LL WSl ) S RS S0
ity Lio0 540

83l o e)3) ol sged e db Shygeas el lipl 2l 05 Blsis 4 (ualSl pgd 05 higel 0319

Abstract

This article aims at investigating the current misconceptions prevalent in EFL classes in
guidance schools and high schools in Iran. In doing so, based on what Iranian teachers do

as their daily practices for teaching English as a foreign language, their general attitudes
toward language and its components will be identified. Because of the strong tendency for
working on grammar and vocabulary in the given context, these two components will be

the focus of attention. To evaluate the status of the current attitudes, this will be weighed
against the research findings in the field of SLA. The perceived incorrect ideas are presented
as “misconceptions” and the research findings on that particular idea come under the title
“counterarguments”. The pedagogical implications of such an interface will be presented in the
counterargument section.

Keyword: misconceptions, EFL, class, language components, grammar, vocabulary, SLA
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A successful teacher is on who

makes students express their

ideas freely about the teacher’s
management and knowledge so
that s/he can remove his/her weak
points in the course of time.

F

¢ Cause and Effect
Teachers affect

another. None of them is the absolutely

and students one
pre-established cause or effect of the
other’s behavior. We should not attribute
a student’s failure to his teacher’s teaching
and vice versa. At large, we often criticize
the low quality of English textbooks and
language planning; nevertheless, we may
never have written to the authorities in the
ministry of education about their policies.
We as teahcers are guilty as well and to
play our roles, we should first change
ourselves, our approaches and the like to
take measures to improve others. With
reference to oriental sociology, we are too
conservative to react to many adversities
around which are of no use to us. To
achieve great goals, we must primarily

begin reforming ourselves.

€ Financial Problems

Everyone knows that teachers as well as
other employees have financial problems.
There may not be space for initiative,
creativity and motivation if teachers
overload themselves with extra work. Some
teachers may occasionally claim that since

their salaries are low, it is not necessary to

No.4.Summer.Vol.24

do their best in classes. However, this is
not justifiable because financial issues are
not limited to teachers in one country. In a
profession like teaching self-actualization
might be a strong motivation compensatry

for low salary.
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what extent we are really loyal to the ups

and downs of the task.

€ Teacher’s Advice

Advising students in many ways, e.g.
telling them in a friendly manner to follow
social norms and mores, not smoking and
not imitating extreme fashions blindly
is of paramount importance. Teachers
may be drastically influenced by a few
students’ radical behavior, but their advice
can actually be more effective than that
addressed even by their parents. [fateacher
witnesses a student behaving wrongly or
smoking in the school yard or university
campus, his appropriate advice in context
can be more useful than a psychologist’s
consultation. According to Curran (1976),
teachers and students must have trust
in one another, otherwise their cycle of

equilibration is doomed to failure.

€ Teacher’s Experience,
Tolerance and Flexibility

Aslong as we are students, we may honour
and thank teachers neglecting to carry out
their duties like bestowing generous grades,
acting carelessly, etc, but when we graduate
and become teachers, we shall adopt a
completely opposite attitude to them. If at
the outset of a term a teacher claims that
nobody would fail in his exams, most of the
students would assess him positively just on
the grounds of blind benefit since they are

not so mature and far-sighted to distinguish

right from wrong. As a matter of fact, we
must enlighten the students in this respect
and make them aware of the fact that they
are supposed to run the country in the future.
A successful teacher is one who makes use
of his previous faults and errors and has the
courage to be flexible in teaching instead of
insisting on his dogmatic ideas.

Teachers’ tolerance as an asset should not
be ascape out minds. Are teachers tolerant
enough to react appropriately to students’
criticisms and suggestions or do they take
revenge on students by failing them or
scoring their papers in a prejudiced way?
A successful teacher is the one who makes
students express their ideas freely about the
teacher’s management and knowledge so
that s/he can remove his/her weak points in
the course of time.

Beebe (1983) argues that flexibility and
risk taking are important characteristics of
successful learners of a second language.
However, thisshouldnotberestricted only to
students; teachers who venture to take risks
in their approaches to teaching and testing
also gain the upper hand. For example, no
end of a continuum is recommended in
testing: neither too strict and tough nor too
mild and lenient. If a testee gets nine or so
on an exam, teachers should not think that
it is his/her true score. All measurements
are prone to errors, so teachers should be
realistic in their judgment and it is not
blasphemous to recover a student’s grade

like that aforementioned.
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their classes late and terminate them
early or waste student’s time in the
classroom? If a teacher shortens his class
time un/intentionally or miss it because
of some trouble, does he make an effort
to compensate for it? What will be our
outlook to a teacher behaving similarly
toward our children? Unfortunately, some
teachers deal with peripheral matters in the
classroom at the exclusion of doing their

jobs in the real sense of the word.

€ Punctuality and Discipline

Considering the Persian proverb, ‘time
is gold’. one might think that Iranians are
sensitive to time; nevertheless, the readers
canuse their judgment in this connection. If
a teacher is not punctual, he cannot advise
students to be punctual, This easy going
attitude toward time will be transferred to
students very quickly. The observation that
some students attend their classes late at
all time might indicate this attitude toward
time.

If a teacher’s mobile phone is on and
he uses it frequently in the classroom, he
cannot tell students to switch theirs
off. This sense of disrespect
to rules and mores can ~
be generalized to any p
aspect of behavior;
for example, the lack
of interest to ask
students questions

on the part of

the teacher can lead to the escalation
of some sense of passivity and laziness
on the part of the students. It is right to
think that all jobs are important and
complementary of each other; thus, they
should be applauded on the condition that
they are fairly actualized. Assume that
someone is building a house and a civil
engineer responsible for supervising its
construction does not control the process
of its development at all. What will be the
people’s reaction to this person’s expertise
and commitment and what sort of hatred
will his behavior invoke among them?
Being a physician may be the most
popular profession in today’s world,
however, if a physician is not ready to
spend enough time on having a close look
at a patient’s medical test taken with a lot
of problems, examining him carefully,
or at least listening to his complaints
psychologically, what will be the patient’s
reaction to that physician? In many official

gatherings teachers’ job is likened to that

of prophets, but the question is to




Textbooks can provide only a
core of materials as a jumping-
off point for the teacher and the
class, so a great deal of work
in a class may start with the
textbook but end outside if.

and general English in universities and
higher education centres, we realize that
the majority of students have not learnt the
rudimentary points. This raises the question
why using up so much time, energy and
budget results in little achievement. For
example, out of about sixty thousand
students admitted to technical-and-
professional institutes in Iran in 2008,
about fifty per cent of students’ English
grades in the entrance examination held
by the state measurement and evaluation
organization was zero. Shouldn’t teachers
bear at least some of the resposibility of

these disastrous failure?

€ Teachers’ Tasks

It is taken for granted that teaching
English as a foreign language is not an
easy task; it is very similar to teaching
first grade children at elementary schools.
Primary school teachers utilize any moment
in class, monitor students’ involvement,
give dictation, administer formal and
informal tests, interact with students and
so no. What adds to their sacrifice is their
weekly construction of different tests and

taking students’ papers and notebooks

home for correction and giving comments.
Furthermore, the intimate relationship they
have with students is really appreciated in as
much as they learn the student’ names in the
first few weeks of the new school year and
adapt themselves to different personality
types. What about teachers of English
language? How much time do we really
spend on students’ activities and working
outside the classroom? It seems that the
higher the students’ level of education,
the more distant educational and social
relationship develop between teachers and
students. While we as teachers can discuss
theoretical issue of affective filter hypothesis
(Krashen, 1985), we are probably the first

group violating it in practice.

€ Paradoxical Complaints
about the Lack of Time

Many times we as teachers complain that
there is not sufficient time to cover English
textbooks or to teach them in details, but
we often finish teaching them before the
term ends and give our class time to other
colleagues teaching mathematics, physics,
etc. How many teachers review materials,
hold quizzes and classroom tests, give
remedial assignments, make students
practice English spirally if they finish the
books earlier than due time? The paradox
lies in the fact that we often suggest.
students they are free not to attend classes
since the textbook has been apparently

covered. What occurs if teachers attend

Foreign Language Teaching Journal
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textbooks can be spoilt by uninterested and
inefficient teachers. It is right in assuming
that on many occasions teachers put the
blame on English textbooks, the lack of
time for teaching them and so the like, but
reflective teachers need to put their own
behaviour under scrutiny to see how they
themselves can be come more efficient in
the process of instruction. Taking the view
that students have the potentiality to adapt
to new conditions created by teachers,
we should focus on teachers’ forms on
teachers’ dynamism and responsibilities in
the hope that we can come to a number of
attributs which can considered as crucial

for effective teaching.

€ Imprecise Evaluation and
Scoring

Students at some high schools and
universities pass some courses with so
divergent grades that responsible teachers
are shocked. For instance, a student at a
university fails an exam, but when he
takes it again with another instuctor at the
same or at another academic centre, he
gets an excellent score. This phenomenon
indicates a serious problem with the testing
procedures, This should make us think
whether we need a real test or a ceremony.
According to Baker (1989), if an institute
holds a test without failing any student
due to the need for their fees or any other
policy, it can be considered a ceremony
and not a test. Why should not a students

No.4.Summer.Vol.24

fail if he has not acquired the materials
acceptably? It is our conviction that the
illiteracy of the present generation would
lead to acadmic failure in the future and if
teachers let this process go on, the vicious
circle of illiteracy will be more and more
deeply rooted in society. Suppose that
some students are not qualified enough to
pass a test but a teacher gives them passing
grades, what will be its consequence for
teachers instructing the same students at
higher levels? Will not they be discouraged
from trying hard? We have actually
met some knowledgeable and devoted
teachers who have been disappointed by
encountering a mass of weak students due
to indifference of the previous teachers to
students’ failure. If different teacher-made
language tests are analyzed in the light of
principles and theories of testing, it will be
revealed that the majority are devoid of the
quality of a good test, that is, validity and
reliability. The conclusion is that teachers
should be conscious of the quality of their
tests and their responsibility to make sure

student deserve the grade they achieve.

& Reflective Teaching

When students are asked about their
failure in learning English, they often
attribute it to inappropriate teaching. On
the other hand, teachers pass the buck
to students. Assuming that students are
downright wrong and teachers’ clamis

are right, but when we teach remedial



in a society. It is evident that the choice of
a FL would be more controversial than the
former case. Policy makers determine a
foreign language in regard with its global
status, the key goals of its teaching and
learning, and the amount of time spent on
it. Clark (1987) argues that any decision
made can be either bottom-up or top-
down. In the former, the authorities garner
information from various sources, e.g.
pertinent conferences, questionnaires filled
by professors, teachers and students, needs
analysis, etc, for any judgement. However,
in the top-down category a team of policy
makers make subjective judgements based
on their own impression of the current
situation. It is deemed relevant to mention
that none of the above extreme decisions
are made in isolation. They are rather
operationalized in an integrative manner.
At this stage, the authorities specify the
foreign language, English or any other
language, the pedagogical objectives,
the age of the learners, the alloted time
to teaching it and budget. For example,
the inception of teaching English at
elementary schools in Japan (Richards
and Renandya, 2002) and in Syria (Kotob,
2006) are manifestations of policy making

and language planning.

Material Development
Syllabus design and the development of
textbooks are the most tangible aspects

of policy making and language planning.

They reflect the skills and elements as
the content of teaching and the teaching
method(s) to be used to teach the content.
It is evident that the content and method,
should be consistent with the respective
approach(es) concerning the function
of language and the way it is learned.
Therefore, teaching materials are a key
component in most language programs
since they serve as the basis for much of the
language input learners receive. According
to Taylor (1994), materials need to be
‘authentic- like’ in the sense that language
is not artificially constrained. The more
realistic the language, the more easily
it can cater for the range of proficiency
levels found in many classes. O’Neill
(1982) argues that textbooks can provide
only a core of materials as a jumping-off
point for the teacher and the class, so a
great deal of work in a class may start with
the textbook but end outside it.

Teachers and Students

There is no doubt that teachers and
students are the most active and adaptable
building blocks in any educational context,
through whom all objectives are fulfilled.
No language planning and syllabus design
per se guarantee success in learning a
foreing language. Teaching experience
reveals that on the one hand teachers in
cooperation with students can make the best
use of poorly developed materials and on

the other hand well-known communicative
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Abstract

Education is a complex and delicate process interwoven with cognitive, affective, social and
political factors surrounding it in various contexts. The breadth of the concept has been an
impetus for scholars and educationists to scratch the surface from different perspectives. The
acquisition of L1 in general and learning L2 in particular have not been escaped thorough
consideration in recent years because of the major changes in theory and practice. According to
Nunan (1999), these changes have been driven by changes in educational theory, thoughts about
language and learning, and the development of research which have provided important insights
and ideas for classroom practitioners. Schmitt (2002) contends that learners should not be
viewed as somehow a container into which language knowledge could be poured, but there is an
intricate web of variables spun together to affect learning. The aim of this paper is to elaborate
on three dimensions of education namely policy making and language planning, material
development, and teachers and students as the underlying foundations of education. Although
the topic has been restricted to teaching and learning English as a foreign language in our
country, it can be generalized to other disciplines. Due to the fact that it is unlikely to deal with
such a broad topic in depth in a single paper, we shall have a glance at the first two determinant
elements and provide more space to the central role of teachers.

Key Words: language planning, material development, authenticity, context, evaluation,
validity, reliability, true scores

Policy Making and Language to Thomas (1996), a tremendous clash of
Planning value systems including cultural pluralism,

The issue of language policy involves ethnicity, race, power, status, politics, etc. is
decisions by some political entity like the brought to bear on ultimate decisions about
ministry of education to offer educationin  the official language of a country and this

a designated foreign language. According ~ sometimes leads to segregation tendencies

No.4.Summer.Vol.24
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involved, in some way or another, in TEFL
(Teaching English as a Foreign Language)
as it focused on the crucial role that
‘frequency information’ (in particular) and
corpora-derived information (in general)
can play in the process of syllabus design.
Materials developers, for example, may
be encouraged to consult frequency-based
word lists and also the outcomes of corpus-
based analyses of language (information on
collocation and phraseology, for instance)
in developing new textbooks. At the same
time, reading this study may encourage
language teachers to take more advantage
of the insightful dictionaries written on
the basis of ‘frequency of occurrence
‘during teaching ‘vocabulary’ or ‘syntactic
patterns’ to learners if they are interested
to expose them to the vocabulary or
syntactic patterns of various frequencies
in accordance with their proficiency levels

and / or their special needs.
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had aready assumed that ‘low frequency’
words are representative of ‘lexically rich’
environments (and vice versa) and, on
the other hand, there must always exist a
basis for division and difference among
textbooks of various grades of study so
that they can best represent the textbooks
assigned to be taught in various proficiency
levels (grades of study). Accordingly,
the existence of a significant difference
among the textbooks in terms of the most
frequently-used vocabulary in academic
settings (AWL) can be considered as
a good sign of variation among these
textbooks, the point which makes them
lexically appropriate.

With regard to the confirmation of the
fourth null hypothesis, however, a weak
point was recognized in these textbooks -
It was, surprisingly enough, revealed that
all these textbooks contain almost an equal
number of ‘difficult words’(included in
NIL word list). Evidently, this finding is
in clear contrast with one of the important
tenets of materials development, that is,
learners should start with easy materials
and end up with difficult ones. In this
way, it can be argued that the principle
of ‘systematic presentation’ of materials
has been violated in the development of
these textbooks because of incorporation
of materials of the same difficulty at all
levels.

Finally, the confirmation of the fifth
null hypotheses which deals with intra-

textbook analysis can be considered
as another indicator of the appropriate
organization of the lexical content of each
of these textbooks. In other words, the
lack of significant difference among the
lessons of each textbook whether in terms
of ‘high frequency’ or ‘low frequency’
words is another desirable finding in line
with pedagogic considerations because it
is always recommended in syllabus design
that the lessons of any given textbook
should be congruent with one an other
in order to best represent the lessons of
one given textbook assigned to be taught
to students of one specific (not various)

proficiency level.

Conclusion and Pedagogical
Implications:

Generally speaking, most of the results
of this inter-textbook and intra-textbook
lexical analysis indicated that the lexical
contentofthese fourtextbooksiscompatible
with what ‘word frequency’ information
implies for language pedagogy. Based on
the obtained results, these four textbooks
are considered as suitable and lexically
appropriate textbooks for students at this
level of study, though, a weak point was
also identified (i.e. the lack of difference
across textbooks, in terms of incorporation
of “difficult words’) which is hoped to be
improved by materials developers.

The present study may be of an

enlightening role for those who are

No.4.Summer.Vol.24
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applied to their LFPs revealed that there
is no significant difference between them
neither in terms of high frequency words
(the first 2,000 most frequent words) nor
in terms of low frequency ones (beyond
those 2,000); therefore, the fifth null
hypothesis was confirmed, too. /Note:
the LFPs of the lessons as well as X2
and P values found for their comparison
have not been demonstrated in this brief
paper. Interested readers may contact the

researcher for a full list of results].

Discussion:

In this study, the findings on the first
three hypotheses (confirmation of the first
two null hypotheses as well as rejection of
the third null hypothesis) are all desirable
from the perspective of frequency-based
pedagogical considerations, revealing that
high school and pre-university English
textbooks have already catered for what
‘word frequency’ information suggests for
language pedagogy regarding ‘selection’
and ‘gradation’ of teaching materials in
the whole process of syllabus design and
materials development. The more specific
reasons behind this justification are as
follows:

The

between the textbooks in terms of the first

lack of significant difference
1,000 most frequent words and the fact that
the words of this word list constitute the
larger part of all these textbooks (74.5% of
textbook 1, 70.5% of textbook 2, 68.2% of

No.4.Summer.Vol.24

textbook 3, and 62.4% of textbook 4) is not
an unexpected phenomenon because this
word list normally comprises ‘function’
words in English and, needless to say,
‘function words’ are abundantly used in
almost any text and, at the same time,
they are crucial for grasping the content
of a text; therefore, the first finding is
quite justified in being compatible with
our expectations from the perspective of
‘frequency’ information.

Also, the lack of a significant difference
between the textbooks in terms of the
second word list (which consists of the most
common lexis used in GE settings) can be
interpreted as another sign of suitability
of these textbooks for the students of
these levels of study. That is because it
indicates that these textbooks, regardless
of students’ proficiency levels, expose
students to somehow an equal number of
the most common lexical word of English
in GE settings throughout their four years
of (partial) studying English at high school
and pre-university levels; in other words,
this finding provides evidence supporting
the idea that all these four textbooks are
rich in terms of GE vocabulary which is
the mostly-needed vocabulary for students
at these levels.

Moreover, the existence of a significat
difference between the textbooks in
terms of AWL can also be interpreted as
a strong point in the development of these

textbooks because, on the one hand, we



profile (LFP) of each file was obtained
(VP)
program (See ‘introduction section’ for the

using  VocabProfile computer
procedures of producing an LFP via VP).
In this way, 34 LFPs (lexical frequency
profiles) constituted our collected data
needed for the analysis (30 LFPs for the
lessons and 4 LFPs for the textbooks).

Results:

The data were, then, submitted to
statistical analysis using chi-square.

The results related to the first four
research questions which all deal with
the existence of any significant difference
between textbooks in terms of any of
those four word frequency lists (i.e. the
first 1,000, the second 1,000, the AWL,
and the NIL) are presented in table 1 in
two sections: The first section of the table
reports the results of Vocabulary Profile
(VP) analysis which yields the LFPs

of each of those four textbooks under

study and the second section of the table
demonstrates the results of chi-square tests
for comparison of (the LFPs of) those four
textbooks in terms of any of the word lists
in the study.

According to this table which, in fact,
reports all the results needed for an inter-
textbook analysis, there is no significant
difference between these four textbooks
in terms of the first 1000 most frequent
words, the second 1,000 most frequent
words and the NIL word lists; whereas,
there is a significant difference between
them in terms of AWL (P=.02); therefore,
the null hypotheses formulated for question
number 1, 2, and 4 were confirmed whereas
the null hypothesis for question number 3
was rejected.

Regarding the fifth research question
dealing with the existence of any significant
difference between the lessons included
in each textbook (in an intra-textbook

analysis), the results of chi-square tests

Table 1: The analise of Word Frequency Profiles of English Textbook

Chi-square
VP analysis
test

Word

Textbook 1 Textbook 2 Textbook 3 Textbook 4 X2 P
list

1° 1,000 74.5 70.5 68.2 62.4 1.30 | .72
27 1,000 16.3 18.2 154 13.7 .55 .90
AWL 0.8 1.2 6.4 8.2 9.50 | .02
NIL 8.4 10.1 10.0 15.7 327 | .35

Note. The values in ‘VP analysis’ section represent percentages (rather than absolute values). AWL
= Academic Word List; NIL = Not In the Lists. ‘Chi-square test’ estimated at p < .05 with df = 3.

F
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in terms of the extent to which they have
made use of the first 1,000 most frequent
words of English?

2. Is there any significant difference
between the English high school textbooks
in terms of the extent to which they have
made use of the second 1,000 most frequent
words of English?

3. Is there any significant difference
between the English high school textbooks
in terms of the extent to which they have
made use of the academic vocabulary
(AWL)?

4. Is there any significant difference
between the English high school textbooks
in terms of the extent to which they have
made use of the words not included in the
three previous lists (NIL)?

5. Is there any significant difference
between the lessons in each of the English
high school textbooks in term of the extent
to which they have made use of the words
of high frequency (considered as the first
2,000 most frequent words in GE) and
those of low frequency (considered as
beyond those 2,000 words which are all
the words included in AWLANIL)?

Method:
Data collection:

At first, all the ‘reading passages’
together with the ‘new words’ sections
in the textbooks were scanned into the
VP computer program lesson by lesson

using a scanner device. Then, some

No.4.Summer.Vol.24

modifications were made on the scanned
texts, for example, all “proper nouns”
and “numbers” found in the scanned texts
were omitted because their inclusion in
the analysis would result in a misleading
increase in the number of the words
which belong to the first and the fourth
word lists. Specifically speaking, “proper
nouns” do not belong to the lexis of any
given language and, accordingly, they are
not included in any of the first three word
lists; therefore, they inevitably fall into the
fourth category (NIL) which results in a
misleading increase in the percentages of
the words which belong to that category.
On the other hand, “numbers” normally
belong to the first word list; therefore, for
the purpose of avoiding the illusion that
the textbooks have made more use of the
first word list, their omission from the
texts was necessary, too.

After collecting the data related to each
lesson (which is required for an intra-
textbook analysis in relation to the fifth
reseach question), the scanned lessons
related to each textbook (nine lessons in
textbook 1, seven lessons in textbook
2, six lessons in textbook 3 and eight
lessons in textbook 4) were put together
and saved as separate files so that the four
textbooks themselves could be compared
and contrasted against each other (in order
to do an inter-textbook anaylysis and
to find answers to the first four research

questions). Then, the lexical frequency



¢ M.

zones (Cobb, 2003) through the following
procedures: It takes a given text as the
raw input (the text may be typed, pasted
or scanned into the program); checks the
lexis of that text against its accompanying
frequency-based word lists; and finally,
as output, generates a lexical frequency
profile (LFP) of that text in just a few
seconds. The LFP generated as such
describes the lexical content of a text in
terms of four frequency zones which are
actually representative of the four word
lists ordinarily available in the program:
® The first 1,000 most frequent words in
General English (GE),
® The second 1,000 most frequent words
in GE (i.e. from 1,001 to 2,000),
® The Academic Word List (AWL),
® The words not included in any of the
above lists (NIL or ‘not in the Lists’)
so they are normally addressed as the
‘difficult’ words.

Word frequency information can provide
pedagogical suggestions for the process
of ‘selection’ and ‘gradation’ of teaching
materials. According to Meara & Nation
(2002, p. 39), “high frequency words
need to be the first and main vocabulary
goal of learners” simply because the most
frequent words in English language are
mostly function words which are empty of
lexical content and at the same time crucial
for grasping the idea of a text; therefore,
preliminary knowledge of them facilitates

consolidation of a basic GE knowledge

among non-native students. On the other
hand, it has been assumed that a large
number of ‘low frequency’ words would
mirror ‘rich’ lexical environments while a
large number of ‘high frequency, words
would reflect ‘poor’ lexical environments;
therefore, language textbooks are expected
to contain a logical proportion of both high
frequency words (conceived of as the first
2,000 most frequent words in English)
and low frequency words (conceived of as
the AWL and the NIL) in a way that the
principle of ‘systematic presentation’ of
materials to learners is catered for.
Considering the preceding studies about
the importance of frequency information
in pedagogy, this study can be conceived
of as a ‘lexical text analysis’ within a
‘whilst-use’ materials evaluation. On the
significance of materials evaluation there
is no doubt among materials developers
and textbook writers because of the
enlightening role it has in the process of
revision and improvement of teaching
materials. Needless to say, each of the
three types of evaluation - “pre-use”, post-
use” and “whilst-use” materials evaluation
(Tomlinson, 1998, p. xi) - is of its own
particular advantages and contributes
ultimately to this process.
then,

at answering the following research

The present study, is aimed
questions:
1. Is there any significant difference

between the English high school textbooks
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appeared in textbooks over the years but
they are rather grounded on the actually-
recurring patterns in a language.

One of the major strong points of
corpus-based analyses of a language is
the ‘objectivity’ of the linguistic analyses
that it yields. The upsurge of interest in
applying empirical data as such in language
pedagogy started in the early 1990s (Xiao
& McEnery, 2005, section 1, 2). Among the
scholars who believe in the incorporation
of corpora-derived information in language
pedagogy, one may refer to Widdowson
(2000a) who has reiterated that this branch
of linguistics (corpus linguistics) offers
invaluable information regarding one of
the features of language called attestedness
according to Hyme’s Scheme. Hyme
(1972, as cited in Widdowson, 2000a,
p. 22) had categorized the componets of
communicative competence (as the reality
of language) into four types of knowledge:
possibility (conformity to grammatical
rules), appropriacy (conformity to social
conventions), feasibility (uttering what is
easily processed and readily understood
by the other interlocutor), and finally,
attestedness (uttering what occurs in
language frequently). It is based on this
scheme that Widdowson (2000a) argues
that corpus-based data,
should

(not directly,
of course) inform pedagogic
techniques.

There are many levels of information that

can be gathered from analyses of corpora

No.4.Summer.Vol.24

and one of the major ones (related to the
present study) is the information regarding
‘frequency of occurrence’ of words in
English. “Word frequency’ simply means
“how often a given word occurs in normal
use of the language” (Nation & Waring,
n.d., fourth section 2006, Based on this
information, several ‘word frequency
lists’ have been developed till now which
include: a) the list of the most common
words in General English (GE) settings
developed by West (1953). It has been
called General Service List (GSL) and
consists of the list of the first 1,000 plus
the second 1,000 most frequent words
in GE settings, and also b) the list of the
most important words in academic settings
which is called the Academic Word List
(AWL). The AWL consists of the words
of high frequency in academic settings
which are, logically, of low frequency in
GE settings.

A specific research tool used in this study
is a computer program called VocabProfile
(VP) which in its latest version is also
known as Range program. This program

(available on: www.vuw.ac.nz/lals/staft/

Paul Nation) has been introduced and
validated in a study made by Laufer and
Nation (1995) and has been widely used
in the domain of vocabulary studies.
Since VP program is accompanied by
special frequency-based word lists, it
“deconstructs any text or corpus into its

lexical components” by their frequency
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Abstract:

This study is a

frequency-based lexical analysis of four

English textbooks which are currently being taught at high school

and pre-university levels in the public education system of Iran. The purpose of the study

is determining whether the lexical content of these textbooks is appropriate for the students of
these levels of study or not and the criterion of the analysis is word frequency information which
is one of the new outcomes of corpus-based analyses of language. In this study, it has been
assumed that a large number of low frequency words are indicative of lexically rich environments
whereas that of high frequency words are representative of lexically poor environments. Also, the
continuum of word frequency has been assumed to be of a reverse relationship with the continuum
of learner proficiency. the Lexical Frequency Profiles (LFPs) of all the reading texts in the
textbooks (as indicators of the proportion of high / low frequency in those texts) were obtained

by means of a computer program called VocabProfile (VP), the procedure which enabled us to
compare and contrast the lexis in those textbooks are, in general, compatible with word frequency
information and what it suggests for pedagogy, though a weak point has been detected which
should be examined more closely by the materials developers.

Key Words: lexical analysis - word frequency - corpus linguistics - Lexical Frequency Profiles
(LFPs) - VocabProfile (VP) program - materials development

Introduction: better suited to functional analyses of

Corpus linguistics is normally conceived
of as the study of linguistic phenomena
through corpora (singular: corpus)which
have been defined as “large principled
collections of natural texts” stored on a
computer in a machine-readable form
(Reppen & Simpson, 2002, p. 93). Corpus-
based analyses, from the perspective of

formal/functional linguistics, are much

language, that is, “analyses that are
focused... on describing the use of language
as a communicative tool” (Meyer, 2002,
p. 5) because corpora contextualize the
language under study. The impact of corpus
linguistics studies on classroom language
teaching practices has already taken shape:
No longer are pedagogical decisions based

on intuitions and/or sequences that have
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(1994, 2001, 2006), the pioneer of post-
method, should be taken into account: 1)
Particularity: Language pedagogy, to be
relevant, must be sensitive to a particular
group of teachers teaching a particular
group of learners pursuing a particular set
of goals within a particular institutional
context, embedded in a particular
sociocultural milieu; 2). Practicality: A
post-method pedagogy must rupture the
reified role relationship between theorists
and practitioners by enabling teachers to
construct their own theory of practice.
In other words, pedagogy of practicality
seeks to overcome some of the deficiencies
inherent in the theory-versus-practice,
theorists’theory ~ versus teachers’theory
dichotomies by encouraging and enabling
teachers themselves to theorize from
their practice and practice from what they
theorize; and 3) Possibility: A post-method
pedagogy must tap the socio-political
consciousness that participants bring with
them in order to aid their quest for identity
formation and social transformation; that is,
to empower participants (Critical Discourse
Analysis). As such, learners, teachers,
and teacher educators are considered as
explorers in the post-method pedagogy. In
the same direction, Bax (2003a) and Bax
(2003b) rightly concluded that it is time to
replace all methods and approaches as the
central paradigms in language teaching with
a Context Approach which places context

at the heart of the profession. As such, it is

No.4.Summer.Vol.24

time to consider a genuine eclecticism in
the form of a context-based approach.

In addition, English language teachers
should be aware of the fact that one
technique, approach, method or material
is inadequate in the classroom as one size
does not fit all (Carter & Nunan, 2001)
These techniques and materials should be
updated and used in the class based on the
most recent changes and innovations in the
field. If such objectives are fulfilled, the
teachers are more likely to practice what

they are expected to.

References

Allen, J. P. B. (1983). A three-Level Curriculum
Model for Second-Language Education.
The Canadian Modern Language Review,
40, 23-43.

Bax, S. (2003a). The end of CLT: A Context
Approach to Language Teaching. ELT
Journal, 57(3), 278-287.

Bax, S.(2003b). Bringing Contextand Methodology
Together. ELT Journal, 57(3), 295-296.

Bolster, A. 1983. Toward a More Effective
Model of Research on Teaching. Harvard
Educational Review, 53(3) 294-308.

Brown, H. D. (2000). Principles of Language
Learning and Teaching. (4th ed). New
York: Pearson Education.

Carter, R. & Nunan, D. (2001). The Cambridge
Guide to Teaching English to Speakers of
Other Languages. Cambridge: CUP.

Celce-Murcia, M. (1991). Grammar Pedogogy in
Second and Foreign Language Teaching.
TESOL Quarterly, 25, 459-512.

Dorn, C. M. (1978). The New Eclecticism/ or Art
Is Anything You Can Get Away With. Art
Education, 31 (8), 6-9.

Gilliland, B. E., James, R. K., & Bowman, J. T.
(1994). Response to the Lazarus and Beutler
Article “On Technial Eclecticism.” Journal
of Counseling and Development, 72, 554-
555.

Glascott, K. P., & Crews, N. N. (1998). A Teaching



planning for each class, bearing in mind
different variables in each particular class
including the students needs, gender, age,
the setting and so on. An eclectisist can
be likened to a magician who in fact has
a “bag of tricks” and tries to use the right
trick or tricks at the right time depending
on the situation, the audience he wants to
entertain and other factors which are bound
to vary from one situation to another. It
goes without saying that after a while if he
constantly uses the same set of tricks over
and over, he will not succeed. Similarly,
teachers need to think of varying factors in
the teaching —learning process and come up
with the right set of plans or “tricks” which
is the most appropriate for a given context
in order to best handle a class.

It can be easily seen in some classes
across the country that some practitioners
purportedly practice eclecticism, while
holding simplistic views about it. Teachers
who practice genuine eclecticism follow
three important phases in their instruction
process: teaching, reflecting and changing.

The the

principles of genuine eclecticism versus

following figure presents

pseudo eclecticism.

Teachers who stick to pseudo eclecticism
might use a single method and practice it
every year because they were trained based
on that method or they might benefit from
some techniques brrowed from various
methods and try to utilize them in all classes

without considering the various factors that

are important in an educational context.
The big misconception is that these teachers
might claim that they practice eclecticism
while what they are doing is pseudo and not
genuine eclecticism.

It is hoped that the English teachers in
junior high school, high school and pre-
university centers consider this distinction
and be cautious regarding the fundamental
distinctions between pseudo eclecticism
and genuine eclecticism. Accordingly,
they are expected to associate their own
methodology with the three commonplaces
of the educational system; that is, learners,
textbooks and contexts (Riazi, 2003); that

is, different learners, textbooks and contexts

might necessitate different methods,
techniques and procedures.
Moreover, the three parameters of

particularity, practicality, and possibility
as the main variables in any educational

context proposed by Kumaravadivelu
Figure 1.Genuine Eclecticism versus

Pseudo Eclecticism

Genuine Eclecticism | Pseudo Eclecticism

Dynamic Static
Contextualized Decontextualized
Well-grounded Amalgamated
Flexible Fixed
Real-life situation Fabricated situation
Exploratary Prescriptive
Particular general
Context-sensitive Context-
independent
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and Beutler (1993):
This

eclecticism, in which one selects concepts

smorgasbord  conception  of
and procedures according to an unstated
and largely unreplicable process, is both
regrettable and misguided.... The haphazard
mishmash of divergent bits and Pieces and
the syncretistic muddleay idiosyncratic
and ineffable clinical creations, are the
antithesis of what effective and effecient
counseling represents (p.381)

Most supporters of eclecticism do not
advocate unconstrained pluralism and
instead propose principles that will lead
to coherent choices of learning activities
(the principles proposed by Brown, 2000;
Celce- Murcia, 1991, among others). The
use of a principled eclecticism overcomes
many of the above-mentioned weaknesses
of unconstrained pluralism. However,
the principles must still be made explicit
and subjected to critical evaluation.
Otherwise, principles could be found to be
contradictory and irreconcilable (Larsen-
Freeman, 2000,pp. 180-81; Lazarus &
Beutler, 1993, p. 383). In addition, the
principles of curriculum design must
include valid psychological principles
of learning (i.e., selecting items that are
learnable), rather than principles that only
categorize aspects of language as being
simpler or more basic according to logical
or linguistic criteria (e.g., Long & Crookes,
1993; Nunan, 1988; Sharwood Smith,
1976,pp. 46-47; Dorn, 1984; Tyler, 1949).

No.4.Summer.Vol.24

Finally, if the effectiveness of principles
is to be assessed, then they must be made
explicit in a manner that can be evaluated.
Following such an assessment, principles
may be confirmed, rejected, or modified.
In sum, evaluation of eclecticism should
involve an examination of the guiding
principles that are proposed. By proposing
pedagogical ~ guidelines,  principled
eclecticism may provide a valuable
alternative to absolutism, relativism, and

unconstrained pluralism.

Eclecticism in the Iranian EFL
Context

In the Iranian context, sad to say,
sometimesitis observed thatanunprincipled
pluralism mistakenly called eclecticism is
practiced. On the one hand, methods are
avoided on the pretext that that no single
method is the best, on the other hand, under
the guise of eclecticism, a haphazard set of
ideas from the theoretical stock of the field
is formulated and applied invariably to all
classes regardless of the peculiarities of
classes taught (Razmjoo & Rizai, 2006).
This “one size fits all” attitude needs
serious reconsideration. True that in the
post-method era, seeking the best method is
no longer warranted; however, eclecticism
should not be equated with an arbitrary and
unsystematic amalgamation of methods.

Genuine eclecticism while not relying
solely on the so called “pre- packaged”,
careful

prescriptive methods involves



dichotomous classification of eclecticism;
namely, pseudo (false) and genuine (real)

eclecticism.

Background

TEFL practitioners as well as theorizers
now unanimously agree that “each group
has its own special characteristics, and that
successful teaching requires the recognition
and acknowledgement of this uniqueness”
(Bolster, 1983, p. 298; cited in Larsen-
Freeman 2000). According to Larsen-
Freeman (2000,p.183) “when teachers who
subscribe to the pluralistic view of methods
pick and choose from among methods to
create their own blend, their practice is said
to be eclectic”.
(2000) of

eclecticism. He states that Every learner

Brown also  approves
is unique. Every teacher is unique. Every
learner-teacher relationship is unique,
and every context is unique. Your task as
a teacher is to understand the properties
of those relationships. Using a cautious,
enlightened, eclectic approach, you can
build a theory based on the principles of
second language learning and teaching
(p.14).

Reliance upon a single theory of teaching
(or a single method that is informed by
one relatively narrow set of theoretical
principles) has been criticized because
adherence to the use of a delimited number
of procedures can become mechanistic and

inflexible (Gilliland, James & Bowman,

1994; Lazarus & Beutler, 1993).

Schwab (1969 & 1971) has discussed
two additional weaknesses of single-theory
reliance: the incompleteness of theories
and the coexistence of competing theories.
Accordingly, there seems to be an agreement
on the importance of the uniqueness of each
educational situation and the complexities
of contextual factors, hence a passport to
eclecticism.

Care should be taken not to confuse
eclecticism  with
The

done within a

pseudo-eclecticism.
former is genuine, principled and
systematic framework
the other hand,

unconstrained pluralism describes the use

that is constrained. On

of activities, presumably without the use of
a single theory or contextual considerations.
This type of eclecticism has often been
criticized because it may be arbitrary,
atheoretical, incoherent, naive, uncritical,
unsystematic, and lacking in philosophical
direction (e.g., Glascott & Crews, 1998;
Lazarus & Beutler, 1993; Schwab, 1971).
In a relevant critique of communicative
language teaching, Allen (1983, p.24) has
argued that “[i]n the absence of a well-
defined theory, there is a danger that the
development of communicative language
teaching materials will be guided not so
much by principle but by expedience, rul
of thumb, and the uncoordinated efforts of
individual writers.” Inrelation to counseling,
an even stronger critique of unconstrained

pluralism has been provided by Lazarus
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Abstract

The American Heritage Dictionary defines the term “eclectic” as choosing what appears

to be the best from diverse sources, systems and style. Many teachers currently claim to

take a genuine eclectic approach and partly because of a greater concern for maintaining
students’ interest. However, the EFL literature and classroom observations indicate that what
teachers practice is pseudo eclecticism or semi- eclecticism the end result of which may be an
unproductive mish-mash of fun-and-games that satisfies the students and makes teachers feel
content but leads nowhere. There is a hope that the results of the present study will open new
horizons to understanding methodology for English language teachers all over the country.

KeyWords:eclecticism; pseudo eclecticism; genuine eclecticism; approach; methode; TEFL/

TESL

Introduction

Eclecticism, the origin of which is from
the Greek word ‘eklektikos’ meaning
choosing the best, was first practiced by a
group of ancient philosophers, who attached
themselves not to one system, but instead
selected from among existing beliefs those
that seemed most reasonable to them. Out
of this collected material they constructed
their new system of philosophy.

Eclecticism is currently an important
feature of contemporary TEFL/TESL
teaching methodology. Teachers are
bocoming less and less inclined to strictly
follow one prescribed teaching method
and more and more determined to combine
knowledge of established theories with the
product of their own personal reflection on
the reality of the classroom environment.
Teachers are now more confident and aware
of their role in judging the needs of their
students and in adapting content and method

to the level and peculiarities of the students

No.4.Summer.Vol.24

in the teaching-learning process. While still
recognizing the valuable contribution of
theorizers to the field, teachers feel an urge
and necessity to be more active and involved
in the immediate practical conditions they
experience in the classroom.

Teachers do not practice their profession in
an ideal environment; neither do they teach
idealized students; in a real class there are
students of all levels, attributes and attitudes.
Teachers try to make a balance between
the linguistic factor and the human factor.
This is not an easy task and poses, in fact,
the greatest challenge facing the English
teaching specialists. Diverse learning
conditions and learner variables have led
the teachers to adopt eclecticism practiced
in the classroom for a good number of
years. However, the eclecticism concept is
interpreted in many different ways. Mostly,
teachers’ understanding of eclecticism is
misleading and erroneous. As such, the

present study deals with contrasting the
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