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something which is not copyrighted, it is
considered a matter of ethics to indicate that
you have borrowed the sound file, video
clip, text, picture, etc. from somebody else’s
webpage, and to provide a link to the original.

It is often the case that people who
find something interesting on the Internet
and want to share it with others will
copy the whole or part of the website
text, and paste it into their weblogs, for
example. Remember that this is considered
plagiarizing, and is totally unacceptable.
Similarly to writing, say, an academic
article, any use of other people’s words on
the Net also needs to be either paraphrased
or put within quotation marks, and in any
case the source needs to be mentioned.
Usually the URL (i.e., the website address)
as well as the date of access is mentioned,
especially in academic research reports
and articles. (If you are indeed writing
an article and have made use of materials
taken from the Internet, see the APA
style manual (American Psychological
Association, 2001) for information on how
to cite online sources in your reference list
and within the article itself.)

Sharing and networking is an important
part of today’s online life, which has led
some people to come up with alternatives
to copyright laws. These alternatives are
less restrictive than copyright laws, but still
retain certain rights for the owner of the text,
software, work, photo, etc. One example is
copyleft, which has actually been around for
quite some years now (“Copyleft,” 2011),
but is still so unknown to many people that
even the Microsoft Word software on my
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computer does not recognize it and has
underlined it as a typing mistake! Another
interesting option is using the Creative
Commons licenses, which allow the user to
determine exactly which rights s’he wants to
retain. In other words, Creative Commons
licenses allow users to determine the degrees
and types of restrictions they want to impose
on others in using their works.

Exactly how does that work? You are
familiar with the copyright sign (i.e., ©),
obviously, but how familiar are you with
the following symbols?

OISISIE),

Or how about this one:

©

Interesting, aren’t they? I’ll explain
what they are in the next issue. ;-)
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them interesting or important. A mailing list
devoted to language testing, for example, is
obviously not the place to post a question
about CALL. Also, an academic list is
not the place to post a message asking if
anybody knows of a good job, or to send
your CV, or to ask people to reply to your
thesis questionnaire! (Believe it or not, I
have seen instances of all three of the latter
examples—unfortunately, all sent by Iranians
to international academic mailing lists!)

¢ Remember that academic mailing lists
are mainly for academic discussions, and
should be used only sparingly for academic
announcements. This means that while it is
okay and even desirable to use the mailing
list to inform the members of an upcoming
conference or speech, such messages
should not dominate the list and relegate the
academic discussions to the background.

Task 2: Now that you are more familiar
with Netiquette rules, take a moment to
review your own online behavior. See if you
can recall any instances of flouting Netiquette
rules, either by yourself or by others.

The rules listed above are only a few
examples of Netiquette and, in fact, whole
books have been written on this topic (Shea,
1994). The links below are good starting
points for those interested in learning more
about such rules:
http://www.albion.com/netiquette/book/
index.html

http://www.liviginternet.com/i/ia_ng.htm

Task 3: Netiquette “rules” have been

devised by people with cultures different
from ours. Are there any Netiquette rules
which you disagree with? Are there any
which do not exist that you think should be
added? Give your reasons for your choices.

C opyright, copyleft, and
plagiarism on the Net

A different concern but one with equal
potential for misunderstandings is the issue
of copy/pasting and plagiarizing on the
Internet. Those of us who intend to be active
global cybercitizens should be aware that
copyright limitations do not apply merely to
books and software, but can equally apply
to online photos, websites, video clips, etc.
\ery often those of us who are new to using
the Internet make use of such online materials
very freely, without gaining the permission
of copyright holders, or acknowledging that
we are using materials created and uploaded
to the Internet by others. At worst, this can
be a serious offence, and at best indicates
an inattention to other people’s rights and
efforts. Unfortunately, many people are
totally unaware of this and seem to think that
whatever is accessible on the Internet can
be used and distributed without limitations.
However, it is part of our duty as CALL
teachers to teach our students how to use
such tools/materials without abusing them.

First, our students need to be aware that
even online materials can be copyrighted,
so they should take care to check before,
for example, using somebody else’s online
pictures. This is not always easy to ascertain,
but wusually copyrighted materials are
indicated. And even when you are using

PORHDAT < 8

Vol. 26, No. 3, Spring, 2012



an unsolicited attachment to a mailing list,
as they both take up a lot of space and can
contain viruses, worms, etc, which could
infect the recipient’s computer.

¢ Sending a personal message/reply to
a member via the mailing list is considered
to be careless of other people’s time and
unprofessional. In such cases itis preferable
to email the other person privately and off
the list.

¢ When replying to an email on the list,
you are advised to always be courteous
and to avoid flaming (i.e., sending hostile
messages) or replying to flames, especially
since the lack of facial expressions and body
gestures can lead to misunderstandings. On
the other hand, a judicial use of emoticons
(i.e., smiley faces, etc.) is advisable when
necessary, and can help make up for the
deficiency of paralinguistic features and
kinesics on the Net.

¢ |t is considered good manners to
always add a signature to your emails,
indicating who you are and which
institute/country/community you belong
to; this helps others relate to you and to
recognize you as a legitimate member of
the community.

¢ If you are sending similar messages
to more than one mailing list—for
example, an announcement—and you
know that some people will therefore be
receiving your message more than once,
you are expected to head your email with
an apology for “cross-posting.”

¢ When replying to a message on a
mailing list, delete the extra parts of the
previous message you are replying to,

RCEHD.FLT i

An
important point
to bear in mind when you\
are communicating online is
that nowadays people are being
bombarded with new online tools,
connections, etc, and so they are
often already suffering from
information overload (Mason
& Rennie, 2008

S

and keep only those parts which you are
explicitly replying/referring to. This makes
it easier for others to follow the discussion
without being distracted by extra clutter,
especially if they are following the
discussions on the mailing list website, as
a threaded post.

¢ Never share someone’s private
message to you with the members of a
mailing list without first obtaining that
person’s explicit permission, even if s’he
is also a member of the list and her/his
personal communication is of an academic
nature and related to the discussion.

¢ Be careful not to mistakenly send
emails related to subscribing to the list (i.e.,
requesting membership), unsubscribing,
accessing message history, message digests,
etc, to the mailing list email address. Such
“commands” require a totally different
email address (and, in fact, a totally different
syntax), and are usually provided in the
welcome message you receive on becoming
a member of the mailing list.

¢ Do not send irrelevant, off-topic
messages to the mailing list, even if you find
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and more daily activities demand an online
presence. Time is becoming an increasingly
precious commodity, and deserves to be
respected. People have less time to spend on
each individual email, which is why careless
emails which contain many mistakes are
often ignored. The same is true about very
long email messages, especially when the
recipient is a stranger. Even worse than being
ignored, such emails often create a negative
impression not always easily overcome, and
can lead to the communication breakdowns
and cultural stereotyping mentioned earlier.
For similar reasons, our college and
university students should definitely be
taught that sending requests for books,
articles, help on their theses, or replies to
academic questions that they could have
answered themselves with a little more
effort (perhaps by merely reading a few
books or even consulting their own Iranian
professors)isnotlikelytomakethempopular,
and will very likely help to strengthen
the impression that Iranians are always
ungracious receivers on the Internet, and
have nothing to share except their personal
and academic problems! Unfortunately, this
is a common failing among some Iranians,
whose frequent unreasonable petitions have
given their fellow citizens a bad name in
certain academic circles. As practitioners of
CALL, we need both to be aware of such
rules ourselves, and to teach them to our
students, especially if we are encouraging
them to use the Internet for their classes.

Task 1: Do you know of any other
Netiquette rules not mentioned so far?

Which Netiquette rules would you consider
teaching first to your students, and why?

I\/I ailing lists and Netiquette
Obviously, not all Netiquette rules
apply equally to the various existing online
venues. For instance, a chat room is usually
less strict in applying some of the rules
of Netiquette, although the basics are, of
course, the same. On the other hand, mailing
lists, and especially academic mailing lists,
can be considered more stringent in the
observance of Netiquette rules. An electronic
mailing list (often referred to as a listserv)
is a kind of online group that one can join,
in which any email which a member sends
is automatically received by all the other
members. Mailing lists are very good places
for academic discussions; some CALL-
related mailing lists and online communities
of practice were mentioned in the previous
issue (Marandi, 2011), such as the Webhead
mailing list, etc. Further examples of mailing
lists relevant to our profession are: TESL-L
(in which teaching ESL/EFL is discussed),
LTEST-L (which is an academic mailing
list devoted to language testing issues), and
TESLCA-L (which is devoted to computer-
assisted language learning).

There are many Netiquette rules which
apply more particularly to mailing lists,
and as teachers and academics, we need to
be aware of them. For example, consider
the following:

¢ [t is better to briefly introduce
yourself the first time you are sending an
email to the list.

* |t is considered bad manners to send
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Another
Netiquette

guideline that our

students need to be taught is
that sending off emails without
first checking them for English/

typing mistakes is considered
careless and a waste of
other people’s time

Yo ¢

recipient’s “spam box” without the recipient
even noticing them.

Respecting other people’s right to
privacy is also important on the Internet.
Never forward an email from one friend
to another using the 7o: or Cc: options,
unless you are absolutely sure they already
have one another’s email addresses or do
not mind sharing their email address. Use
the Bcc: (i.e., blind carbon copy) option,
instead. Forwarding an interesting email
message to all your friends using the 7o:
or Cc: options is similar to publishing your
private phone book! Many of your friends
would not appreciate your sharing their
email addresses with strangers any more
than they would approve of your giving
their phone numbers to complete strangers.

Another Netiquette guideline that our
students need to be taught is that sending
off emails without first checking them
for English/typing mistakes is considered
careless and a waste of other people’s time.
Sadly, the less formal language of many
online environments often misleads people
to thinking that sloppy English containing
spelling/grammatical/typing mistakes is
no longer a problem on the Internet. On the
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contrary, [ would argue that in some ways it
is even more important online than it would
be in a f2f (i.e., face-to-face) situation,
since very often the recipient of your email
IS someone whom you have never met
before and whose only impression of you
is formed through your email. In effect,
you are what your email is!

If we think of it like that, we will realize
how important it can be to spend a few more
minutes on our emails before sending them
off into cyberspace. For example, you can
first type your letters into a word processor,
such as Microsoft Word, and spell- and
grammar-check them before copy/pasting
them into your email. The good news is that
nowadays many email service providers
already have built-in spell-checkers and
grammar-checkers, which can make your
job easier. The bad news is that these
checkers do themselves occasionally make
mistakes, like underlining a new word
which is not in their dictionaries, etc, so you
need to exert your own judgment, as well.

An important point to bear in mind
when you are communicating online is that
nowadays people are being bombarded
with new online tools, connections, etc,
and so they are often already suffering from
information overload (Mason & Rennie,
2008). Most people are already struggling
to keep up with the various online tools,
websites, etc. they are using every day,
often simultaneously! Many people feel an
almost obsessive need to constantly check
their email, Twitter, Facebook, favorite news
websites, etc, and spend more hours online
than they can often afford. In addition, more
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The present article is the third of a series
of articles on Computer-Assisted Language
Learning (i.e., CALL), to appear in each
issue of Roshd FLT Journal. In the first two
articles, some important theoretical issues of
CALL were discussed, and various useful
CALL communities and online journals
were introduced. In the current article,
the commonly-accepted rules of online
behavior, called Netiquette, will be discussed
at some length. The issues of copyright and
plagiarizing online are also briefly introduced.

cceptable online behavior:
the rules of Netiquette

As social human beings, we are
generally aware that each community has
its norms of (un)acceptable behavior, and
that there is a certain popular etiquette
which regulates how people in a particular
community interact with each other. And
of course, as language teachers, we even
teach our students that “violations of
cultural norms of appropriateness ... often
lead to sociopragmatic failure, breakdowns
in communication, and ... stereotyping”
(Hinkel, 1999, p. 2). You may be unaware,
however, that there are also some very
specific norms for online social behavior,
dubbed Netiquette. Netiquette refers to the
collective rules of cyberspace etiquette, or
Internet etiquette (Shea, 1994). Unfortunately,
research suggests that the majority of Iranian
language teachers are not yet aware of such
rules and that, ironically, they are sometimes
themselves the cause of stereotyping and
communication breakdowns in cyberspace
(Farshadnia, 2010).

As
social human
beings, we are generally
/ aware that each community
has its norms of (un)acceptable \
behavior, and that there is a certain
popular etiquette which regulates
how people in a particular
community interact with
each other

It is true that many of our students will
never live in an English speaking country
(which is why it used to be so hard to
convince many of them that they will really,
truly need English someday and that they
should study it)! Yet today most of them
are using the Internet, at least occasionally,
whether for their studies, or entertainment,
or both. Many are already being regularly
exposed to English in one form or another
via the Internet, and are likely to be active
cybercitizens of the future, communicating
on the Net with people from all over
the globe, often in English. (It remains
difficult to convince some of them to study
English, however!) Obviously, they need
to be equipped with an understanding of
acceptable online behavior, as well as a
good command of English.

They deserve to know, for instance, that
using ALL CAPS (i.e., all capital letters) on
the Internet is generally considered yelling
and is rude. Or that emails with empty subject
lines or very general subject lines (such as
“Hi” or “Salam”) are very often ignored,
since such emails are similar in appearance
to many spam messages (i.e., electronic

junk mail). In fact, these messages will often

be automatically filtered directly into the
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Abstract

This article is a follow-up on the first of a series of articles on Computer-Assisted Language
Learning (i.e., CALL), which appeared in the previous issue of Roshd FLT Journal. In the
previous article, as you may recall, CALL was defined, its necessity was briefly touched upon,
and some caveats were mentioned for CALL “newbies”. Some important online CALL-related
journals were also introduced. In the current article, CALL hegemonies and “Critical” CALL
are discussed further, some useful CALL communities are introduced, and more links to useful
online (free) journals are provided.

Key Word: CALL hegemonies, critical CALL, CALL Communities of Practice, Netiquette

13 POSHDAT s

Vol. 26, No. 3, Spring, 2012



difficult some extra time is allotted for some
additional practice. If the teacher thinks that
the text can be handled by students, the task
of reading will be delegated to them and they
will do the reading. Afterwards providing the
students with some key words, the students
can be asked to fill in the blanks in a cloze
test.

Fourth step: The final step is highlighting
three or four key words which can be used as a
clue to guide students to give a short summary
of each paragraph. Also, teachers can make
some questions out of these summaries.
In this way, the students are encouraged to
participate in the shared reading activity and
thus, interact with peers. In order to make
life-to-text connection, the students can be
asked to find similar examples or related
themes and can be given few minutes to have
a discussion on it.

Conclusion
Shared reading is a technique that

can provide a secure environment in which
the reading process can be modeled with
focus on meaning. Also through rereading
at different points of time, it can give the
opportunity to the teacher and students to
use the text for different teaching purposes.
Kats and Boran (2004) believe that sharing
responsibility for comprehending the text in
classrooms invites all students to participate
in the story world. It offers an easy method
for teachers to assess how fluent the students
have become.

Referring to this short review, we can
take noticeable advantages of shared reading
procedure in our high school English

teaching classes. Shared reading can bring
fun and interest and more collaboration as
compared to our previous classical reading
environment. The weaker students in such
a setting have no more fear of making
mistakes. Shared reading not only can have
essential effects on reading ability, also
through collaborative tasks, it can improve
our students’ language abilities.
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reading, analysis of strategies used by
the teacher or by students when thinking
aloud, and explanation of individual
strategies on a regular basis” (p. 289).
Before any instruction can take place,
teachers’ knowledge and understanding of
the strategy must be established.

As Parke (2000) maintains, a number of
elements common to the various research
studies can help the implication of shared
reading in the classroom:
¢ The experience is friendly and enjoyable
¢ A variety of texts are introduced and

explored.
¢ Students actively participate.
¢ Meaning is collaboratively negotiated.
¢ Favorite texts are reread.
¢ Students are encouraged to make life-to-

text connection.
¢ Students are encouraged to make text-to-
text connection.

Nichols (2008) puts more focus on
feedback aspect of shared reading. She
believes that teachers’ informative feedback
plays a key role in supporting students to
develop independent abilities; that
students learn to take charge and to make

1s,

decisions about text choice. Hence through
shared reading students are encouraged to
reach a level of capability to preset their
ideas and express their attitude toward the
theme of the passage and choice of the
words. Teachers in a shared reading class
should want their students to develop the
ability to think purposefully on their own.
Nichols believes that during shared and
guided reading, teacher feedback is offered
throughout the lesson contributing to the
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progress of partnership among students and
helping them think and talk together.

hared reading in practice

Following are different procedures that
a shared reading teacher can apply in his or
her class:

First step: The primary focus is on the
illustrations provided in each reading text.
The students are asked to make guesses
based on the topic of each passage and the
pictures which are thought to offer some
semantic information on the text. During this
phase the students are involved in a meaning
making activity and they are encouraged to
talk about the setting, characters, and events.
Subsequently, the teacher starts to point out
the new words, depict multi-syllable words,
segment them, and ask the students to guess
the meaning of each multi-syllable word to
support students’ word awareness.

Second step: The next step is making
syntactic information. In this phase students
use their previous grammar knowledge
to predict the next word appearing in the
sentences. Students perform this task in
groups and then the informative feedback of
the teacher helps them continue this activity
with more self-esteem. These different steps
also seem to assist learners to improve their
knowledge on parts of speech.

Third step: After working on various
aspects of the text, the teacher starts to read
the text as the first reader. She/he pauses
where necessary and asks for semantic
or syntactic questions which the students
worked on in the previous stages. If the
vocabulary or structure of the passage is too
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Selecting a variety of texts
It is critically important to choose the
right resources for shared reading. The texts
must delight the students, offer opportunities
for active participation, and have sufficient
substance to support rereading. Cooper
(2001) believes that different types of texts
can be used in a variety of ways. The selected
text can be more difficult than the average
student’s reading ability, because the teacher
scaffolds the text. They can all be leveled or
placed in a sequence of difficulty progressing
from simple to more complex. This can be
done using different sets of criteria depending
on the age and grade level being considered.
One of the guidelines that our EFL teachers
can follow without spending much time
and budget to prepare suitable material is
using available English books in the market;
however, it is worth mentioning that the
difficulty level of the text both syntactically
and semantically, should be higher than the
level of the average student of the class.
Moreover, the texts must be accompanied
by instructional assistance for developing
reading strategies (Wilhelm, 2001). According
to Ashton (1996) the interests, grade level,
and ability of the group are paramount
factors in choosing texts. The content and
layout must support the teacher’s efforts,
and the text must be worth coming back to
many times and for many purposes and invite
collaborative meaning making.

I nviting active participation

Activating participation in the reading

process is the shared reading’s target.
Typically, on rereading the book, the

teacher encourages the students to join in
and have some discussion on the subject of
the reading. Afterwards, the conversation
may focus on textual features and reading
strategies (Lawson, 2009). In these and
other ways text becomes a collaborative
effort involving thinking, talking, and
reading. Furthermore, when the students
are encouraged by appropriateness of the
book and the support of the teacher and the
group, they will become active problem
solvers. Teachers can make it possible
for all students to be involved in shared
book reading from the first session. Some
students will talk about the illustrations,
some will listen and watch as the teacher
points to the words and reads, a few will
predict what might happen next, but all
will be acting and feeling like readers.
Students should be encouraged to build
connections between the texts and their
life experiences. They should also be
encouraged to collaborate as they negotiate
meaning. During these activities, teachers
should follow the students’ activities and
explore their thinking.

hared reading strategies

In order to conduct a class in shared
reading technique, teachers need to
apply some reading strategies. Students
need to be taught a range of reading
comprehension strategies to help them
fully understand the text. According to
Richards and Renandya (2002) “having an
effective strategic reading entails a number
of classroom processes: general strategy
student

discussion, teacher modeling,
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strategies in a group while

17

Shared reading is a way
for teachers to observe
how the process of
reading carries on and
provides students the
safety to practice reading

the focus is on meaning

in the early 1980s (Mei, 1999). Button and
Johnson (cited in Militante, 2006), state that
the main purpose of shared reading is to make
shared opportunities for students to develop
the strategies of sampling, predicting,
confirming, and self-correcting for future
independent use. As a reading technique,
shared reading can facilitate the collaboration
between students and peers with teachers. It
can provide a non-threatening context in
which the reading process can be modeled
and the use of effective reading strategies
can be encouraged. Shared reading is a way
for teachers to observe how the process of
reading carries on and provides students the
safety to practice reading strategies in a group
while the focus is on meaning. Rereading a
text at different points over a period of time
provides the opportunity to use the text for
different teaching purposes. When teachers
choose shared reading as their class reading
method, students show greater enthusiasm
and higher self-esteem in reading. In this
way books are shared, discussed, enjoyed,
remembered, wondered about, explored,
understood, and anticipated by a whole
group of the students (Militante, 2006). It
gives the opportunity to learners to become
familiar with the target text before starting
the process. In their study, Eldredge, Reutzel,
and Hollingsworth (cited in Kats & Boran,
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2004) compared shared reading with reading
aloud and found that students in the shared
reading group did better than children in the
reading aloud group in the cases of word-
analysis knowledge, fluency, vocabulary, and
comprehension. Further, the strategy caused
a significant change in the ability of less
skilled students to comprehend texts (Kats
&Boran, 2004).

In shared reading, books can be chosen
for a variety of purposes, including attention
to word awareness and writing. The teacher’s
attention to word play provides a meaningful
language experience. Reading sections of
the text and asking students to listen for
particular features of language helps them
focus on the bits of language and provides
them with practice in listening for a purpose.

According to Parkes (2000), the first
purpose of shared reading is to provide
students  with enjoyable reading
experience, introduce them to a variety of

an

authors and illustrators, and the ways they
can reach the meaning of'the text. The second
important purpose which distinguishes it
from reading aloud is to teach students how
to become readers in a systematic and explicit
way. The teacher models effective reading
skills, strategies, and behaviors repeatedly.
Also, the language and pictures in shared
reading resources provide a rich context
for discussion. As Moony (cited in Parkes,
2000) points out: “ Personal satisfaction
from and the enjoyment of the story, as well
as the conviction that reading is worthwhile
and that it is for them personally, should
be the long term effect of any shared book
experience”’(p.30).
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students
skills. Academic success is one of the
critical reasons because good readers can

should develop their reading

understand the individual sentences and
the organizational structure of a piece of
writing. They can comprehend ideas, follow
arguments, detect implications, and expand
their vocabulary knowledge as a component
of communicative competence.

Reading can be seen as an interactive
process between a reader and a text which
leads to automaticity or reading fluency
(Celce-Murcia, 2001). In the process of
reading, the reader interacts dynamically
with the text. Alyousef (2005) argues that
linguistic or systemic knowledge in bottom-
up processing as well as schematic knowledge
in top-down processing are the two types of
knowledge that students gain while engaged
in a reading activity.

As Hedge (2003) put forward, any reading
component of an English language course
may include a set of learning goals. Being
able to read a wide range of texts, building
linguistic knowledge as well as schematic
knowledge, being able to adapt the reading
style according to reading purpose (i.e.
skimming and scanning) are among the
immediate goals of reading skill. Additionally,
learners should develop an awareness of the
structure of written texts and take a critical
stance to the contents of the texts. Sofian
(2010) maintains that children and teenagers
who love reading have comparatively
higher 1Qs, they are more creative, and do
better in school and college. According to
Sofian, reading helps in mental development,
involves greater levels of concentration,

and adds to the conversational skills of the
reader; it also helps readers to decipher new
words and phrases that they come across in
everyday conversations.

Extensive research tells us that students
learn and create language not by doing paper
tasks in isolation, or drilling structures out of
context, but by interacting and using language
in a community of language learners.
They need collaboration of their peers and
teachers in forming meaningful contexts and
negotiating meanings in those contexts. As
it can be inferred from Vygotsky’s (1978)
Zone of Proximal Development, effective
learning does not occur in a vacuum but
in collaboration with more capable others.
Depending on various factors, a teacher
will provide various levels of assistance
over various tasks. The goal is to allow the
students to do as much as they can on their
own, and then as a teacher to interfere and
provide assistance when it is needed so that
the task can be completed successfully.Based
on this theory, students can achieve more
difficult tasks with the support of a teacher.
This environment is exactly the atmosphere
that can be provided by the teacher in a
shared reading class. The teacher’s authority
may have a special influence on EFL students
who often lack confidence in their ability to
express themselves in the foreign language
and may also be facing instruction into a
new culture and a new discourse community
(Hyland, 2000).

What is shared reading?
The concept of shared reading was

first developed by Holdaway in New Zealand
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Abstract

Reading as a communicative activity needs to be supported and fostered during the language
learning course. Day by day more EFL high school students feel the necessity to improve their
reading ability in order to fulfill their educational requirements. This trend emphasizes the
complementary role of reading comprehension in high school courses. The present study tries to
introduce shared reading as one of the most effective techniques in cultivating students’ reading
ability and the advantages of using the technique in English classes. This study also provided
the practical guidelines of shared reading that can be employed in EFL courses in the high
school environment. It also elaborates on some practical guidelines that can be employed in
high school environment. It is finally suggested that shared reading can have a positive impact
on the reading ability of learners and even on their other language skills.

Key Words: guided reading, strategic instruction, reading strategies, shared reading strategies.

I ntroduction
Since English as a foreign language
has found its place among other subjects
in the syllabus of Iranian schools, it seems
necessary to pay attention to the techniques
that can promote language abilities of
Iranian learners. The main concern of this
study is to introduce some guidelines which
can help high school EFL teachers to have
more proficient readers in their classes.

In the past, reading was considered to be
a primary leisure activity; however, with the
advancement of technology, reading skill is
losing its previous place among people in
general and among students in particular.
Although some signs of interest can be
observed in reading classes, it still involves
a short term activity solely done in class.
Thus selecting techniques which can change
reading to a long term habit is necessary. In
fact, teenagers seem to show more interest
in other activities than reading books. Our
duty as teachers is to find new ways to help
this skill find its earlier place among other
modern activities.

There are very good reasons why our
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Hold fast to dreams for it dreams die
Life is a broken-winged bird that cannot fly.
Langston Hughes (1902-1967)

You may want to underline some parts of the poem and ask students if they can tell you
which tenses they are. Alternatively, you can ask them to underline the present tenses.
Using poems is time saving, fun, and beautiful! Try!

No Comment?)

"If 1 do this
test with one
eye closed,

one hand tied
behind my back
and hopping on
one foot, do I
get an A for
effort?"

Answers to the Riddles

1. Take away the letter S!

2. Because it wasn’t raining!
3. P ((Pea))!

4. An egg!

5. A riding telephone.

Note:
1. This section is coauthored by Mrs. Zahra Kobadi Kerman. She is a BA graduate of English Literature from the
University of Ershad, Tehran.

References

1. Quotes: http://ripplemaker.hubpages.com/hub/50 Inspirational Quotes for Teacher
2. Teaching Tips: http://www?2.honolulu.hawaii.edu/facdev/guidebk/teachtip/teachtip.htm
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The cat meowed for attention
The phone crackled by mistake @
I crunched on my food

What noise do you make? . //
(Marinela Reka) 7 ‘ (

Tongue Twisters) @

See if you can repeat this sentence!?

If two witches where watching two watches, which witch would watch which watch?
I saw a saw that could out saw any other saw I ever saw.

Any noise annoys an oyster but a noisy noise annoys an oyster more.

You can use these sentences to have fun in the class while teaching new vocabularies.
Can you produce new tongue twisters? ®

oo ) *\Q@a

How can you make seven even?

127;)ur very large people stood under one very small umbrella, why didn’t they get wet?
%}hat letter of the alphabet is like a vegetable?

%/hat’s more useful after it’s broken?

%/hat doesn’t ask any questions but still demands an answer?

Poems)

A very useful way of teaching vocabularies and new grammatical points is using poems.
An example can be illuminating. Let us suppose you want to teach simple present tense.
The following poem can be just perfect:

Hold fast to dreams,

For when dreams go,
Life is a barren field
Frozen with snow,
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5. Make eye contacts. Make eye contact with the talkers. They
won'’t talk as long as they see you are watching them.

6. Comment on the gruoup. In further talks, you can
comment on those who talk, but do not look at them
or call their names one-at-a-time. Do not personalize
the problem.

7. Talk to a near-by student so that the class attention
is near the talkers.

8. Stand by the talkers. I don’t think they will talk!

9. Stop the class. As a last resort, stop the class and wait
until they stop talking.

If you send us emails and let us know what classroom manage
problems you have, we will talk about them in the next ETFuns. You are also welcomed
to send us your experiences of managing various classroom difficulties.

Concepts

This new section introduces some basic and interesting concepts in the fields of teaching
and linguistics. Knowing these concepts will improve our knowledge of the field and help
our teaching practice. This time, we will introduce onomatopoeic words?.

Onomatopoeia probably used first in around 1577 AD is generally used to refer to
the words resembling sound from nature. Common occurrences of onomatopoeias include
noises from animals, such as “oink™ or “meow” or “roar”. Different languages have proved
to have various omatopoeias. In fact, they conform to some extent to the broader linguistic
system they are part of; hence the sound of a clock may be tick tock in English, di da in
Mandarin, or katchin katchin in Japanese!

For animal sounds, words like quack (duck), moo (cow), bark or woof (dog), roar (lion),
meow or purr (cat) and baa (sheep) are typically used in English. Some of these words are
used both as nouns and as verbs. As an example of classic uses of Onomatopoeia, Jonathan
Swift in his novel Gulliver’s Travels (book 4) used the name of the Houyhnhnms for the
whinny of a horse. Also, “Zip” is an example of onomatopoeia because it sounds like what
it is. When you zip up a zipper the sound the zipper makes sounds like a zipper.

Read this poem and find the onomatopoeic words:

The snake hissed at the prey
The blue balloon popped

The large audience clapped
The car screeched as it stopped
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his hands as the only volunteer after he had answered other questions a few minutes before.
Teacher lets him talk because no one else seems to be ready. Hamid starts talking, but he
simply seems not to be stopping! He goes on and on. Most of the students seem to be under
his dominance, but the teacher doesn’t really know what to do: “Should I stop him? Should
I ask the only volunteer to stop answering though his answer is perfect? How should I stop
him without annoying him?”

This may have happened to you, too. The following is five types of responses to such
students:

1. Acknowledge comments made. When you think his/her response is sufficient,
interrupt him/her and acknowledge his/her participation. This way you will feed the need
of his/her thirsty soul for appreciation of his/her participation.

2. Give limited time. Before he/she starts, let everyone know the time limitation for
answering the question and remind that lengthy answers will not be accepted.

3. Change eye contact. If they talk beyond the time limit, simply call another student
of the class and/or change your eye direction.

4. Individual attentions. If none of the above worked, you may want to give him/her
individual attention during the breaks, but be careful! Be friendly and clam. Just ask him/
her not to explain/talk more than necessary. Remind him/her of his/her capabilities and
tell him/her that he/she has to help you encourage other students to improve.

5. Direct response. Alternatively, you may want to indirectly stop him by saying
sentences like “That’s an interesting point. Now let’s see what other people think.”
However, you should be careful about saying these indirect sentences. Consider the class
atmosphere and then utter your sentence.

B. Side Conversations

I really doubt if any teacher likes side conversations. They may be related to the subject
you are teaching or they may be personal, yet they distract the class and you anyway. There
are some optional suggestions you can apply then. Please pay attention that you need to
choose among these options according to your class. Classes vary, so do these suggestions.

1. Don’t embarrass talkers. Whatever you do never ever embarrass the talkers. You may
have one problem by tolerating their talks, but you don’t certainly want to add to your
problems by the way they may act after you embarrassed them.

2. Ask their oppinions. Ask the talkers to say their ideas about the topic under discussion.
Thie may embarass them, but they will never see you as the source of embaraasment.
They will reprimand themeselve for not following the topic.

3. Ask them to share. You may also want ot ask them to share their ideas. Their topic-
related talks may be useful to the class and their personal talks will be finished this way.

4. Walk toward them. You can casually talk toward them. It will be understtood as if
you were waking in the class unintentionally. They will stop talking and no one will
be annoyed.
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Quotable Quotes

1. “Ideal teachers are those who use themselves as bridges over which they invite their
students to cross, then having facilitated their crossing, joyfully collapse, encouraging
them to create bridges of their own.”

Nikos Kazantzakis

2. “A teacher who can arouse a feeling for one single good action, for one single good
poem, accomplishes more than he who fills our memory with rows and rows of natural
objects, classified with name and form.”

Johann Wolfgang von Goethe

3. “They may forget what you said but they will never forget how you made them feel.”

- Carol Buchner

4. “The great end of education is to discipline rather than to furnish the mind; to train it to
the use of its own powers rather than to fill it with the accumulation of others.”

Tyron Edwards

5. ”Every truth has four corners: as a teacher I give you one corner, and it is for you to
find the other three.”

Confucius

6. “Each man must look to himself to teach him the meaning of life. It is not something
discovered. It is something molded.”

Antoine De Saint-Exupery
7.”Itis the supreme art of the teacher to awaken joy in creative expression and knowledge.”

Albert Einstein
Teaching Tips
Dealing with Talkative Students and Side Conversations
I’m sure every one of us has experienced students whose o »
behaviors are difficult to deal with. For example, some /& pon S

students talk a lot when a question is asked or some
others have side conversations among themselves or
with another student! What do you do then? Here
is a note on how to deal with talkative students and
side conversations.

A. Talkative Students
Think of this scenario: A teacher asks his class, “Who
wants to tell us how he spent his weekend?” Hamid raises

RCSHD.ALT i
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Roshd & Teachers

The Note

Dear friends,

Happy New Year! Spring is out again! We truly wish you a great year of success and
happiness ahead of you all. Each Nowrooz, we tend to renew our environment: some clean
up their houses, some change their home decorations, some change their behaviours and
thoughts.

As for us, teachers, it’s probably the time to think about our practice during the past year
and, if necessary, think of revising it. Revisiting our teaching practice may include options
as small as totally omitting a specific classroom activity we were used to apply in the class
and it was difficult for us to ignore no matter what or as big as putting our teaching approach
and method under criticism by consulting our friends, colleagues, and professors.

Both these options have the minimum advantage of thinking about what we have done;
we reflect on our career as teachers. No one denies the benefits of being a reflective teacher.
Good luck, then!

By the way! To observe the page limitations, we have omitted either of the two sections
“Close Up!” and “Teaching Tips” in the few past ETFuns. From this section on, we will
present these sections one by one and alternatively.

One more points to add! From this section of ETFun on, we will have new sections. We
will be changing the sections off and on so that you can let us know which sections you like
more. So, send us your comments, please. Use the emails above, if you will. Waiting!
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Appendix A
Student’s Reading Log
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Appendix B: Portfolio Assessment Marking Sheet per Lesson

Reading (Total required readings:5)

Yes(1) No(0)

. Portfolio includes all the required items.

. Portfolio contains student comments and feedback after each task

. Student shows creativity in tasks

. Student Initiates own reading

. Student writes main ideas

. Student makes question after reading

. Student writes summary of readings

el RN e N O, TN BSOS S

. Portfolio is clear and neat.

Audio Tape in Portfolio

(Total required number of audio tapes:5

Yes(1) No(0)

9. Student reads with a suitable speed

10. Student reads with correct pronunciation and intonation
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Such an assessment method indicates to the
students as well as their teacher how well they
are making progress and what they require to
do to develop further. Therefore, portfolio
assessment makes the students aware of
When
implemented well, portfolios can ensure
that the focus and content of assessment
are aligned with important learning goals
and they have the capability to “strengthen
students’ learning, enhance the teacher’s role,
and improve testing processes” (Brown &
Hudson, 1998, p. 664).

their strengths and weaknesses.
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that portfolios can be used as alternative
assessment tools which complement the
classroom instruction. Christiansen and
Laplante’s study (2004) on pre-service
French Immersion teachers indicated that
the language portfolio compiling process is
a learning experience for both students and
teachers.

With respect to the second research
question, the study showed the correlation
between the scores of portfolio assessment
with those of the reading comprehension
test. This can be an indication of the fact
that portfolio assesses the same instructional
objectives as the overall objectives of the
course and it shows the close relationship of
portfolio assessment result with that of the
reading comprehension test.

C onclusion and pedagogical
implications of the study

This study attempted to investigate
whether portfolio assessment contributes
to Iranian sophomore students’ reading
comprehension performance. Portfolio-
based reading instruction and assessment,
as depicted by the results of the present
study, can be applied to various EFL
reading contexts as it positively affects
students’ reading comprehension ability.
Portfolio helped the students to choose
what they liked to read according to their
personal interests. Self- assessment inherent
in portfolio assessment highly influences
students’ consciousness of their own
learning process. Students become more
responsible for their own learning and can
see their progress towards the objectives

ROSHD.AT i

set before. Portfolios have the potential to
provide teachers and students with a rich
source of information about the development
and progress of students; the information
they contain is taken from actual student
work; and portfolio assessment focuses
on what students learn and the process of
learning rather than just the end product.
Portfolios present a practical approach
to assembling student work, interpreting
evidence of student performance, and
assessing student performance relative
objectives (Pierce &
O’Malley, 1992). Some researchers have

to instructional

cautioned that certain problems such as
politics, logistics, interpretation, reliability,
and validity could arise, especially if
portfolio is used as an assessment tool on
a large scale (Gilman & Andrew 1995;
Padilla et al. 1996; Barnhardt et al. 1998). To
make up for these shortcomings, multiple
judges, careful planning, proper training
of raters, and triangulation of objective
and subjective sources of information are
required for successful validation of the
procedure to occur (Moya & O’Malley,
1994). If portfolios are implemented clearly
and systematically as an alternative means
of assessment, they have several advantages
over traditional forms of assessment (Pierce
and O’Malley, 1992; Brown and Hudson,
1998; Moya and O’Malley, 1994; Barnhardt
et al. 1998).

Portfolio assessment can thus be used in
educational settings as a method for judging
students’ capabilities as an integral component
of instruction. It is an example of assessment
that is well integrated with instruction.
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assessment is beneficial to students in that
it presents feedback to both the students
and the teacher. Through self-assessment
which is inherent in portfolio assessment,
students become aware of the gradual
process of learning and they think about
their weaknesses and strengths in reading.
Students go through their own work and
based on the criteria with which they have
been familiarized, choose the content of their
reading portfolio and the best piece of work
and explain why it is the best. Therefore,
learners’ reflection on their portfolios makes
an important contribution to the assessment
process and it demonstrates the involvement
of learners in the reading process. These
reflections also have the purpose of making
the students aware of the areas of difficulty
and the teacher aware of the problems needed
to work on. This interaction between the
teacher and the students makes assessment
and instruction closely interrelated.

The results of this study are compatible
with some empirical studies. Newman et
al. (1995) focused on the development and
implementation of portfolio management
strategies for their students. Starks-Martin
(1996) investigated the studying and reading
processes  of  limited-English-Speaking
students in Hmong university using think-
aloud protocols, reading journals, and
study skills portfolios. Portfolios as a tool
for assessing Hmong students’ learning
strategies helped students assess their own
learning and reading processes and practice
more effective ways of studying. The 3- year
portfolio assessment project (1996-1999)
implemented by Barnhardt et al. (1998) in

elementary through higher education foreign
language classrooms indicated that “when
portfolio assessment is incorporated fully
into instruction, there exists no time lost on
assessment. Assessment is a true learning
experience, and not external to the learning
process” (p.11). Research implemented by
Schwarzer et al. (2002) was a four-month-
long preparation process to implement
an innovative ESL workplace program
(ESLWP) using portfolio. These researchers
believe that portfolio assessment empowers
students, encourages ESL employees to
become critical and self-motivated language
learners, and fit best the program needs and
interests for showcasing both product and
process. The study conducted by Yang (2003)
suggested that “portfolios are a good tool
that helps raise students’ awareness about
learning strategies, facilitate their learning
process, and enhance their self-directed
learning”(p.312). Implementing a culture
portfolio project among French students,
Allen (2004) concluded that the project made
the students aware of their own metacognitive
processes of learning, engaged them in critical
thinking skills, and equipped the students
with tools necessary for life-long learning.
The work carried out by Nunes (2004) was
a one- year- long EFL programm of portfolio
development with 10th grade students in a
Portuguese highschool. It resulted in students’
self reflection, autonomy, self-monitoring,
and metacognitive strategy activation.
Marefat (2004) integrated portfolios and
technology (e-mail) into a writing class in
order to investigate the learners’ perceptions
of portfolio assessment. She recommends
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Through self-assessment which is
inherent in portfolio assessment,
students become aware of the
gradual process of learning and
they think about their weaknesses
and strengths in reading

assessment procedures. Regarding reading
aloud tasks, those who turned in the 5
recordings of speech as required received
a perfect score of five points. Evaluation
criteria for recording encompassed reading
speed, correct pronunciation and intonation.
As to the reading skill, each reading passage
was evaluated in terms of task completion,
content, organization, and wording. The
Final portfolios were rated by both the
teacher and one trained rater in terms of
completeness and assignment fulfillment
(whether there were 5 recordings, 5 reading
passages, and post-reading tasks), Reading
Logs (whether works included self-
reflection), and design/structure (whether
it was organized and presented neatly).The
reliability of the portfolio assessment was
confirmed through inter-rater reliability of
the two raters’ judgments (r=.71). At the end
of the experiment, both the experimental
and the control group sat the reading
comprehension test so that their performance
could be compared.

R esults
Some statistical analyses were

performed on the data to answer the research
questions posed in this study. In order to
ensure the homogeneity of the two groups
in terms of language proficiency prior to
experiment, the students’ scores on the
Nelson test were put in the t-test formula. The
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result showed the students’ homogeneity in
terms of GEP (t-observed: .86 < t-critical: 2;

p<.05; df: 58).
To investigate if there was any significant
difference between the experimental

and control group with regard to their
performance on the final reading test, an
independent t-test was run comparing the
two means. The result showed that there
was a statistically meaningful difference
between the means of the two groups;
that is, portfolio assessment had an effect
on students’ performance on the reading
comprehension test (t-observed: 2.66 >
t-critical: 2; p<.05; df: 58).

Another analysis was a correlation—
coefficient test employed to calculate the
degree of go-togetherness of the portfolio
scores and those of the final reading test
among the students’ of the experimental
group. The result of the analysis using
Pearson Product Moment correlation
revealed that the correlation was significant
at the 0.01 level (rxy= .50). This index is
indicative of a positive relationship between
the experimental group students’ portfolio
and reading test scores.

D iscussion
This study evaluated the effect of

portfolio assessment on Iranian sophomore
highschool  students’
reading comprehension. The findings of
this study depicted the better performance
of the experimental group compared with

performance on

the control group in terms of reading
comprehension performance. As it has been
stipulated throughout this study, portfolio
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used as a self-assessment tool for monitoring
the reading comprehension, questing the
students’ progress over time, evaluating the
reading passage, writing the main ideas of the
whole passage, making some questions about
the passage, summarizing the whole text, and
taping their speech (see Appendix A)

5) Portfolio Assessment Marking Sheet
in which the teacher graded the students’
portfolio pieces based on the assessment
criteria assigned (see Appendix B)

mplementation of a portfolio

system

The first step in implementing a portfolio
system for the experimental group was
preparing portfolios. The procedures
followed the portfolio  assessment
framework proposed by Delett, Barhardt,
& Kevorkian (2001, p. 560): planning
the assessment purpose, determining the
portfolio outcomes, matching classroom
tasks to outcomes, establishing criteria
for assessment, determining organization,
monitoring the portfolio, and evaluating
the portfolio. At the very beginning of
the course, the teacher communicated
the contents of the portfolio clearly to the
students to avoid confusion and frustration.
The criteria for assessing portfolios were
also discussed. The final reading portfolios
were expected to exhibit a variety of reading
passages, students’ involvement in post-
reading tasks, self-assessment, and tape
recordings. The students were expected to
include five reading passages that could be
of different genres as their class assignment
requirements. Students had to explain why

Given that the portfolio system
adopts a teacher/student joint
assessment model, grading criteria
are always made clear to students
before they are involved in the
assessment procedures

they selected what they selected for their
reading portfolio. Students were also asked
to record their speech on audiotapes when a
unit was finished (five recordings in total).
They could also decide the content of their
recordings. Low achievers could simply read
aloud texts of Dialogue or Reading parts of
a lesson. High-achieving students, however,
were encouraged to play different roles
with varied voice expressions. As a follow-
up to the speaking-recording task, students
listened to peers’ tapes in the class. Then, the
students were told that they should assess
their own reading progress via Reading
Logs. These reflections that were associated
with the reading passages gave the students
opportunities to identify their own strengths
and weaknesses. The students graded their
own portfolio pieces based on the assigned
criteria by the teacher. Finally, Portfolio
Assessment Marking Sheet was used by the
instructor to grade the students’ portfolio
pieces according to the criteria discussed at
the beginning of the course. This final work
that contained 10 required pieces along with
Reading Logs was used as the basis for the
students’ English course grades.

Given that the portfolio system adopts
a teacher/student joint assessment model,
grading criteria are always made clear to
students before they are involved in the
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Portfolios as one kind of performance-
based assessment having self assessment
as a vital part can demonstrate that students
have acquired skills in specific areas such
as public speaking, problem solving, and
reading. In these skill area portfolios,
attention must be paid to establishing
relevant  criteria, setting acceptable
standards of performance, selecting pieces
that meet those standards, and assessment
tools. Portfolio would provide students with
opportunities to determine which reading,
writing, listening, speaking and thinking
for learning strategies were most congruent
with their respective areas.

Due to the importance of reading skill
development and strategy use and its effect
on reading comprehension improvement
on the one hand, and the use of portfolio
as a responsive assessment in reading,
which focuses learners’ attention on
learning process, on the other hand, this
study attempted to investigate the effect of
portfolio assessment on highschool students’
reading comprehension performance. To
this end, the following research questions
were formulated:

1. Does portfolio assessment affect
Iranian sophomore highschool students’
performance on reading comprehension?

2. Is there any relationship between
portfolio assessment scores and those of the
reading comprehension test?

ethod

I\/I Participants

The participants of this study were 60
female sophomore high school students
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majoring in mathematics in Kashan. Their
age ranged from 16 to 17. Since they had
been placed in two different intact classes
in advance by their educational program,
it was impossible to group them randomly
to two classes. Consequently, one class was
assigned as the control and the other as the
experimental group. Students of the two
classes were administered a proficiency test
(Nelson 150 B) at the outset of the experiment
in order to ascertain their homogeneity in
terms of general English proficiency prior
to the study. The results of the t-test run on
the means showed that the two classes were
homogeneous at the beginning of the study.

Instrumentation

The following instruments were used to
collect data from the subjects:

1) A general proficiency test (Nelson
150 B) was utilized not only to check the
homogeneity of the groups in terms of
language proficiency level but also as a
criterion against which the reading final test
scores were validated. The test consisted of
50 multiple-choice grammar and vocabulary
items and the total score of the test was 50
and it enjoyed the reliability index of .70
obtained through Kuder- Richardson (KR-
21) formula.

2) A reading comprehension test was
developed by the instructor, according to
the course objectives. The test had a total of
twenty points and it was validated against
the standard test of Nelson. The resulting
correlation coefficient was .69

3) Reading portfolio assessment

4) Students’ Reading Log for each passage
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process; 7) helping the development of skills
for lifelong learning; 8) gaining meaningful
and substantial information; and finally
9) providing a continuous example of a
student’s work in a context that is relevant
and understandable.

Since assessment has the potential to affect
the learner behavior in terms of strategy use
and motivation (Stefanou & Parkes, 2003),
portfolio assessment as a kind of alternative
assessment can be used to upgrade learners’
autonomy, positive attitude, and responsibility.
According to Barnhardt et al. (1998), “as
students create their own portfolios, they are
actively involved in and reflecting on their
own learning. Increased metacognition has a
positive impact on a student’s self-confidence,
facilitates student use of learning strategies,
and increases the student’s ability to assess
and revise work” (p.11).

Assessing reading skill through
portfolio

As Grabe (1991) argued, “a description
of reading has to account for the notions
that fluent reading is rapid, purposeful,
interactive, comprehending, flexible, and
gradually developing” (p. 378). Such a
description must also be reflected in valid
performance-based reading assessment
(O’Malley and Valdez Pierce, 1996).

Moreover, addressing the concept of
postmodernism and postmodern principles
of assessment, Harrison (2004) describes
some of the ways through which responsive
assessment in reading might be put into
action. He states that reading assessment
should be in line with the following

guidelines: draw the attention from global
to local and from serving national policy
to serving curriculum practices; increase
self-
assessment, and peer-assessment; negotiate
syllabus with participants; take into account
the authenticity of tasks that form the
basis of reading assessment; take greater
account of a readers’ role and response;

emphasis on teacher assessment,

and acknowledge a diminution of the
authority of the author and of the text. Based
on these six theories underlying reading
assessment in postmodernism, Harrison
(2004) views portfolio-based assessment
as one alternative to the traditional reading
assessment methods with the hope that this
assessment method could enhance reading
skills and motivation.

Most of the research in the field
of learning strategy instruction has
also focused on reading strategies as a
subcategory of learning strategies which
is of utmost importance (Carrell, 1998).
The use of appropriate language learning
strategies often results in improved
proficiency or achievement overall or in
specific skill areas (Oxford et al., 1993).
The strategies typical of the higher level
students appeared to be more sophisticated
and more interactive (Griffiths, 2003). The
research on comprehension, metacognition,
and comprehension monitoring also
describes good readers as those who are
able to set goals for their reading and gauge
progress towards these goals while reading
(Afflerbach, 1998).This independence in
reading is not accomplished unless self-
assessment is at the center of instruction.
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Abstract

The present study attempted to investigate the effect of portfolio assessment on improving
reading comprehension ability of sophomore high school students. A further concern of
this study was to address the probable correlation between the scores of a reading portfolio
assessment and those of a reading test. The subjects participated in this study were 60 Iranian
female high school students. The experimental group was exposed to portfolio assessment while
the control group received the regular (traditional) reading instruction. Data were obtained
through 1) reading portfolio assessment and 2) a reading comprehension test. Data were
analyzed using independent t-test and Pearson Product Moment Correlation. The results of data
analysis indicated that portfolio improved the students’ reading comprehension performance.
The conclusion was that portfolio-based reading instruction and assessment as one alternative in
assessment can contribute to progress of the students in terms of reading comprehension ability

and it can be used as a promising testing and teaching tool in English language classes.

Key Words: alternative assessment, portfolio, reading skill

I ntroduction

Assessment is an integral part of the
learning process. Nowadays an increase
can be observed in the use of instructional
and assessment practices that are
“holistic, student centered, performance
based, process oriented, integrated, and
multidimensional” (Gottlieb, 1995, p.12).
This can be accounted for by the limitations
of the traditional forms of assessment.

Traditional standardized objective
achievement tests, consisting primarily of
multiple choice and matching items, have
been generally criticized as inappropriate,
invalid measures of students’ academic
competencies (O’Malley and Valdez Pierce,
1996). Traditional assessment procedures,
according to Moya and O’Malley (1994),
fail to demonstrate the whole picture of
student capabilities because their focus is on
products without considering the processes
of creating such products. However, the

so-called alternative assessment attempts
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to capture vital information about learners’
competence as well as their thinking skills.
One of the most effective types of alternative
assessment is portfolio assessment. The use
of portfolio in the classroom has generated
a great deal of interest among educators. It
is increasingly cited as a viable alternative
to standardized testing (Wiggins, 1989b;
Valencia, 1990a; Barnhardtetal., 1998; Wolf,
1996; Mokhtari et al. 1996; Macdonald,
1997). Portfolio assessment provides the
multiple sources of evidence regarding the
students’ learning and learning processes.
Strengths of portfolio assessment, as stated
by Gilman and Richard (1995, p. 20), are
as follows: 1) evaluation of both product
and process; 2) integration of learning and
assessment; 3) assessment not limited to a
single score; 4) providing the teachers with
more information on a student’s progress; 5)
encouraging students to take charge of their
own learning; 6) strengthening the students’
feeling that they are a part of the assessment
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Some
studies have
provided empirical
evidence for the claim
that pragmatic features
can be taught explicitly or

implicitly together with

input enhancement

activities

In light of these findings, some
pedagogical  implications may be
proposed. First, the role of instruction on
the development of pragmatic competence
is a beneficial aspect to be implemented in
the FL classroom. This issue is especially
relevant in FL contexts like Iran where
the lack of naturally occurring input on
pragmatic issues and limited class time
available for teaching the target language
make the task of pragmatic language
learning especially difficult. The findings
may be generalizable to other EFL
contexts with similar situations. A second
pedagogical implication is related to the use
of appropriate tasks. Because it has been
argued that learning is effective when the
tasks employed in the class provide learners
with the opportunity for processing both the
form and meaning of target features. Thus,
teachers, material writers, and researchers
should attempt to design tasks that can help
learners process both pragmalinguistic and
sociopragmatic resources in depth.

References

Alco'n, E., 2005. Does instruction work for learning
pragmatics in the EFL context? System 33:417-435.

Bardovi-Harlig, K., 2001. Evaluating the empirical

evidence: Grounds for instruction in pragmatics. In K.
R. Rose & G. Kasper (Eds.), Pragmatics in Language
Teaching (pp. 13- 32) Cambridge: Cambridge
University Press.

37 HOSHDAT i

Crystal, D., 1985. 4 Dictionary of Linguistics and
Phonetics (2nd eds). Oxford: Blackwell.

Doughty, C., 2003. Instructed SLA: Constraints,
compensation, and enhancement. In: Doughty, M.H.,
Long, M.H. (Eds.), The Handbook of Second Language
Acquisition. Blackwell, Oxford, pp. 256-310.

Ellis, R., 2003. Task-based Language Learning and
Teaching. Oxford: Oxford University Press.

Fukuya, Y.J., & Clark, M.K., 2001. A comparison of input
enhancement and explicit instruction of mitigators. In:
Bouton, L. (Ed.), Pragmatics and Language Learning,
Vol. 10. Division of English as an International
Language Intensive English Institute, University of
[llinois, Urbana Champaign, Urbana, IL, pp. 11-130.

House, J., 1996. Developing pragmatic fluency in English
as a foreign language. Studies in Second Language
Acquisition 18, 225-253.

House, J., & Kasper, G., 2000. How to remain a non-native
speaker. In C. Reimer (Eds) Kognitive Aspekte des
lehrens und Lernens von Fremdsprachen [Cognitive
aspects of foreign language teaching and learning].
Festschrift fur Willis J. Edmonson zum 60. Geburstag
[Festchrift for Willis J. Edmonson on the occasion of
his 60" birthday]. Tubingen: Gunter Narr Verlag. pp.
101-118.

Jeon, E., and Kaya, T. 2006. Effects of L2 instruction on
interlanguage pragmatic development: A metaanalysis.
InJ. Norris and L. Ortega (Eds.), Synthesizing Research
on Language Learning and Teaching (pp.165-211).
Philadelphia: Benjamins.

Kasper, G., & Rose, K.R., 2002. Pragmatic Development
in a Second Language. Blackwell, Mahwah, NJ (Also
Language Learning: Supplement 1, 52).

Marti'nez-Flor, A., 2004. The effect of instruction on the
development of pragmatic competence in the English
as a foreign language context: A study based on
suggestions. Doctoral Dissertation. Universitat Jaume
I, Castello'n, Spain.

Rose, K., & Kasper, G., 2001. Pragmatics in language
teaching. Cambridge: Cambridge University Press.
Takahashi, S., 2001. The role of input enhancement in
developing pragmatic competence. K. R. Rose and
G. Kasper (Eds.), Pragmatics in language teaching
(pp- 171-199). In Cambridge: Cambridge University

Press.

Takimoto, M., 2006 .The effects of explicit feedback
and form—meaning processing on the development of
pragmatic proficiency in consciousness—raising tasks.
System 34: 601 — 614.

Takimoto, M., 2008 .The effects of deductive and
inductive instruction on the development of language
learners’ pragmatic competence. The Modern
Language Journal 92: 369 — 386.

Takimoto, M., 2009 .The effects of input — based tasks on
the development of learners’ pragmatic proficiency.
Applied Linguistics, 30: 1-25.

Vol. 26, No. 3, Spring, 2012



D iscussion
The results of this study demonstrate

that the two treatment groups outperformed
the control group. Since there were no
significant differences among the three
treatment groups, it could be argued that
four 30-minute treatments over a two-
week period were not sufficient to reveal
the effectiveness of different treatment
conditions. However, other factors need to
be considered for the effectiveness of these
input-based approaches. One possibility
is that the application of these two
approaches by making input pragmatically
salient through the input-based activities
appeared to help learners notice the target
forms that were the object of instruction.

Moreover, learners in the explicit
instruction received teacher’s explicit
information but in the implicit condition
they did not receive such information.
Consequently, it can be stated that the
implicit instruction with consciousness-
raising tasks involved greater depth of
processing, resulting in knowledge that
was firmly embedded. Given that there is
no significant difference between the two
groups, it seems that explicit information
may not be necessary in the consciousness-
raising tasks.

As for the input-based tasks employed in
this study, i.e. consciousness-raising tasks,
the results indicate that these tasks are
effective in promoting learners’ pragmatic
proficiency. Thus, the findings of the present
investigation seem to confirm the previous
research that has focused on manipulating
input by employing consciousness-raising

tasks (Takimoto, 2006, 2008, 2009).

C onclusion and Implications

The present study examined the
relative effects of a consciousness-raising
task with and without explicit instruction
on teaching syntactic and lexical/phrasal
downgraders. The findings indicate that
consciousness-raising  tasks
effectively when they provide learners with

function

an emphasis on form and meaning. In this
sense, it can be stated that the current study
contributed to previous research on the
positive effect of instruction on second and
foreign language learning (Doughty, 2003)
and, more specifically, it has shown the
benefits of instruction on the development of
learners’ pragmatic competence in requests.
Moreover, the findings of this study could
contribute to the field of language teaching
in general and pragmatic teaching in
particular. The findings would be of great
help for language curriculum development,
material writers, textbook designers and
higher education centers.

Teachers,

material writers,
and researchers should
attempt to design tasks that
can help learners process

both pragmalinguistic
and sociopragmatic
resources in depth
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by calculating the correlation of the two
raters’ scores. Correlation coefficients

for the DCT on the pre-test and post-test
were .91 and .97 respectively, which were
statistically significant (p <.05). With
regard to internal consistency, the KR-21
reliability estimates for the tests ranged
from.92 for the DCT and .91 for the MCT.

Validity

To promote content validity, the present
study matched test items to the theoretical
framework that outlined the degree of the
three social context variables: ranking of
imposition, power, and, distance.

Results from the DCT and MCT
The results of a one-way ANOVA
revealed no statistically significant
differences among the three groups for the
pre-test scores for both DCT, F (2, 21) =
.011 and MCT, F (2, 21) = .88 (p <.05).

To determine whether there were any
statistically significant differences in
test score means, one-way ANOVA was
performed on the post-test scores. The
results of a one-way ANOVA of the raw
scores in the DCT and MCT revealed
statistically significant differences among
the three groups for the post test scores, F
(2,21)=47.39 for the DCT and F (2, 21) =
22.45 for MCT (p <.05).

In order to see where the differences
lie, post hoc Schefté test were conducted.
The results of Schefté tests from both DCT
and MCT revealed the following contrasts:
The two treatment groups (EC and IC)
performed significantly better than the
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control group; and there were no significant
differences among the EC and IC.

Moreover, in order to compare the
performance of each group on the pre-test
and post-test separately, matched t-tests
were conducted. Results of the matched
t-tests from both the DCT and MCT
revealed that the employed instructional
approaches promoted learners’ pragmatic
proficiency in the area of syntactic and
lexical/phrasal downgraders in English
request forms.

Figuresl and 2 illustrate two important
characteristics of the discourse completion
test and multiple-choice test results: (1)
there were no statistically significant
differences among the three groups on
the pre-test scores; (2) the two treatment
groups made gains from the pre-test to the
post-test.

Figurel: Interaction plot for the DCT
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Z
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Figure2: Interaction plot for the MCT
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in both dialogues and to list the ways in
which one character tried to be more polite
than the other character when making
requests. In the last activity, metapragmatic
discussion learners discussed the features
of the target structures with each other.

Implicit instruction with
consciousness-raising tasks

The treatment for implicit instruction
with consciousness-raising tasks was
the same as for explicit instruction with
consciousness-raising tasks, but without

the teacher—fronted explicit instruction.

Control Group

In this group, learners received no
particular instruction and they were not
exposed to the target structures at all.
Rather, they were engaged in reading
comprehension exercises.

Testing instruments and
procedures

This study employed a pre-test and post-
test design. The pre-test was administered
four days prior to the instructional
treatment and the post-test one week
after the treatment. Each test consisted
of one input-based test, a multiple-
choice test (MCT) and one output-based
test, a discourse completion test (DCT).
Situations in the two testing instruments
comprised the speech act request.

The DCT required the participants to
read short descriptions of eight situations
in English and to write what they would
say in each situation in English. The

The
findings
indicate that
consciousness-raising
tasks function effectively
when they provide
learners with an

emphasis on form

and meaning

participants had a Persian translation they
could consult if they wished. There was no
time limit for completing the DCT. Most
participants, however, spent 40-60 minutes
completing it. Two nonnative speakers of
English who trained for about half an hour
rated the appropriateness of the request
forms using a 5-point scale (One of them
had lived in America for about 15 years
and the other rater had lived in England for
about 20 years.). An answer that reflected
mastery of the targeted downgraders in the
participants’ requests received 5 points.

The MCT consisted of short
descriptions of eight situations written in
English and required the participants to
read the situations and select one of the 3
proposed answers. The participants had a
Persian translation they could consult if
they wished. There was no time limit for
completing the multiple-choice test. Most
participants, however, spent 20-30 minutes
completing it. One nonnative speaker who
had lived for about 20 years in England
rated this test. Each correct answer received
5 points.

Rel iability
Interrater reliability was estimated
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What are the effects of (a) explicit
instruction with consciousness-raising
tasks, and (b) implicit instruction with
tasks the
development of pragmatic proficiency
among Iranian EFL learners?

I\/I ethodology
Twenty four Persian learners of

English with the age mean of 19 were

consciousness-raising on

selected to participate in this study.
The institution placement test indicated
that all participants were intermediate
learners of English. They were assigned
to one of the three groups consisting
of the two treatment groups, explicit
instruction with consciousness-raising
tasks (EC), and implicit instruction with
consciousness-raising tasks (IC) and the
control group (n=8 for all three groups).
This study focused on teaching two
syntactic downgraders, aspect and tense,
and two lexical/phrasal downgraders,
downtoners and subjectivizers, in
English request forms. The three groups
of participants, the EC, IC, and control
groups, took part in three types of
English language classes. Each teaching
session for the two treatment groups
and the control group lasted 30 minutes.
The sessions occurred biweekly for
two weeks. The first treatment session
highlighted lexical/phrasal downgraders
in English requests, and the second
treatment session focused on syntactic
downgraders. The third and fourth
treatment sessions were reviews of the
first and second treatments.

RCEHD.FLT i

Treatment Groups
Explicit instruction with consciousness-
raising tasks

The treatment for explicit instruction
with consciousness-raising tasks
consisted of two parts: (a) teacher—fronted
explanation of the target downgraders and
(b) consciousness-raising tasks comprising
four activities highlighting the target
downgraders in English: pragmalinguistic—
sociopragmatic—
focused activities, pragmalinguistic—
sociopragmatic connection activities, and
metapragmatic discussion.

Learners received handouts with a
brief summary of the target downgraders
and examples of the target structures in
English. In the first part, explicit teacher—
fronted instruction, the teacher read the
summary and examples aloud in English

focused activities,

and explained the summary and the
examples in Persian. In the second part
of instruction, learners received handouts
with some sets of English dialogues. They
read each situation and the dialogue. In
the first activity, pragmalinguistic—focused
activities, learners were asked to copy and
compare the underlined request forms
in two dialogues while looking for the
differences between the request forms.
In the second activity, sociopragmatic—
focused activities, learners answered
two questions regarding the relationship
between the two characters and the
difficulty of the requests. In the third
activity, pragmalinguistic—sociopragmatic
connection activities, learners were asked
to rate the level of politeness of the requests
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the absolutely explicit and the absolutely
implicit extremes. What identifies an
instruction as explicit or implicit is the
extent to which the target of the instruction
is made overt to the learners.

I nterventional studies of L2
pragmatics

Research conducted in second and
foreign language contexts suggests that
instruction is both necessary and effective
(Bardovi-Harlig, 2001). However, House
(1996) argues that when such instruction
is explicit, it appears to be more beneficial.

One of the studies that demonstrated
instruction
over implicit one was Takahashi’s
(2001) study, in which the effect of four
input enhancement conditions, explicit

the advantage of explicit

teaching, form—comparison, form—search,
and meaning-focused, on Japanese EFL
learners’ development of request strategies
was examined. The results of the study
indicated that learners in the explicit group
outperformed all other groups in the use of
the target forms.

Alco'n’s (2005) study was another
investigation that lent support to the
claim of the superior effect of explicit
over implicit instruction. Learners were
assigned to three groups, explicit, implicit
and control group. The results of the study
demonstrated that learners’ awareness of
requests benefited from both explicit and
implicit instruction. However, the explicit
group showed an advantage over the
implicit group.

Despite the general trend in support of

explicit instruction, some studies (Fukuya
& Clark, 2001; Martinez-Flor, 2004)
presented inconclusive results. In the
study conducted by Martinez—Flor (2004),
for example, a combination of implicit
techniques, were employed to analyze the
effect of explicit and implicit teaching on
the speech act of suggestion. Findings from
this study reveal no significant differences
in the pragmatic ability of learners from
both the implicit and explicit treatment
groups.

Among the conducted studies on
pragmatic teaching, some studies have
provided empirical evidence for the claim
that pragmatic features can be taught
explicitly or implicitly together with input
enhancement activities. The adaptability
of these input-based approaches, to the
teaching of L2 pragmatics is examined
in some studies (Takimoto, 2006, 2008,
2009).

In the study conducted by Takimoto
(2006), for example, the effect of explicit
feedback and form—meaning processing
on the development of pragmatic
proficiency in  consciousness-raising
tasks was investigated. The students were
assigned to three groups: consciousness-
raising instruction, consciousness-raising
instruction with feedback, and control
group. The results revealed that the two
treatment groups outperformed the control

group.

he present study
The present study has attempted to
address the following research question:
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In
Iran, as
many other for-

eign language (FL)

contexts, limited oppor-
tunities for developing L2

pragmatic competence

are offered in lan-

guage classrooms

is necessary for second language (L2)
learning. Bardovi-Harlig (2001) argued
that learners who receive no particular
instruction in L2 pragmatics differ
from native speakers in their pragmatic
production

Furthermore,

and comprehension.
Kasper & Rose (2002)
pointed out that pragmalinguistic forms
and sociopragmatic rules are not salient
enough to guarantee that learners will
notice them without pragmatic instruction.
Pragmatic learning is particularly difficult
for those studying in English as a foreign
language (EFL) context. The reason is that,
in EFL classrooms, the range of speech
acts is narrow and interaction patterns
restrict pragmatic input. In Iran, as many
other foreign language (FL) contexts,
limited opportunities for developing L2
pragmatic competence are offered in
language classrooms.

C onsciousness-raising tasks

According to Ellis (2003, p: 163),

the consciousness-raising (C-R) approach

is one type of input-based instruction that

consists of the following features:

1. There is an attempt to isolate a specific
linguistic feature for focused attention.

RCEHD.FLT i

2. The learners are provided with data that
illustrate the target feature and they may
also be provided with an explicit rule
describing or explaining the feature.

3. The learners are expected to utilize
intellectual efforts to understand the
target feature.

4. Learners may be optionally required
to verbalize a rule describing the
grammatical structure.

Moreover, Ellis states that a C-R task
consists of: (1) data containing exemplars
of the target feature and (2) instructions
requiring the learners to operate on the
data in some way. It has also been argued
that C-R tasks appear to be an effective
means of achieving a focus on form while
at the same time providing opportunities to
communicate. They have been shown to be
effective in developing explicit knowledge
and to promote subsequent noticing of the
target features (Ellis, 2003, p: 166).

E xplicit and implicit learning
Ellis (2003, p: 105) refers to
implicit knowledge as “that knowledge
of language that a speaker manifests in
performance but has no awareness of ”
and explicit knowledge as “knowledge
about language that speakers are aware of
and, if asked, can verbalize”.

In this sense, explicit and implicit
instruction, are two ways of drawing
learners’ attention to target features during
tasks (Takimoto, 2006). According to Jeon
and Kaya (2006, cited in Takimoto, 2009),
instruction is as a continuum between
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Abstract

This paper is based on a study designed to investigate the efficacy of instruction at the pragmatic

level. Specifically, the main purpose of the study was to examine the extent to which the two

types of input-based approaches including explicit instruction with consciousness-raising tasks

and implicit instruction with consciousness-raising tasks affected learners’ competence to use

request strategies. In this study, 24 native speakers of Persian were assigned to 1 of 3 groups,

which consisted of two treatment groups and one control group. The purpose was to teach the

learners how to use lexical/phrasal and syntactic downgraders in English request forms. The

treatment group performance was compared with the control group performance on the pre-

tests and post-tests. The results of the study revealed that the two treatment groups performed

significantly better than the control group. This empirical study has provided insights into

interlanguage pragmatic pedagogy.

Key Words: input-based instruction, consciousness-raising tasks, interlanguage pragmatics,

explicit instruction, implicit instruction

I ntroduction

Learning foreign languages isregarded
nowadays as an essential component
in the curricula at different educational
levels. In particular, learning the English
language has become necessary given
its widespread use throughout the world
(House & Kasper, 2000). Considering
the worldwide importance of the use
of English as a means of international
communicationand instruction it seems a
necessity medium throughout the world.
However, in order to make learners

become communicatively competent
in the English language, there is a need
for a shift from previous theoretical
frameworks, which considered language
as a formal system based on grammatical
rules, towards a more communicative
perspective. This change will be possible,
due to the introduction of pragmatics as
a specific area of study within linguistics

that favors a focus on interactional and

contextual factors of the target language
(TL). In this respect, David Crystal
(1985, cited in Rose & Kasper, 2001, P:
2) considers pragmatics as: “The study of
language from the point of view of users,
especially of the choices they make,
the constraints they encounter in using
language in social interaction and the
effect their use of language has on other
participants in the act of communication.”

In recent years, pragmatics has become
a very important branch of linguistics, as
the inadequacies of the previous purely
formalist and abstract approaches to the
study of language have became more
evident. In this respect, the specific area
of research known as interlanguage
pragmatics (ILP) has aroused the interest
of a number of researchers over the last
three decades.

Recent research on interlanguage
pragmatics has revealed that providing
learners with instruction in pragmatics
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reading comprehension and it is particularly
important for the less proficient language
students who are more word-bound, and for
them meaning tends to break down at the
word level while they read.

The findings of this research project
could be of use to most language learning
centers, universities, and schools, in reading
instruction; They also add one more weapon
to the learners’ armory of learning and
vocabulary building.
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Table 3. Comparison of mean scores of the
experimental and control group regarding productive

use in the post-test

o - 3 |
= 1] [m) Y— g 8
E c %) =] g =
5} 2 e
Expermental

Group |40 22,72 | 429 | 78 | 3,8980 | 2,000
(VP group)

Control
Group (VUP) 40| 194 | 3,26

The result shows that the experimental

group for which vocabulary was previewed
performed significantly better than the
controlled group for which vocabulary was
not previewed.

Conclusion and implications
This study has shown that vocabulary
previewing activities are far more effective
in improving reading comprehension of
EFL learners as well as their receptive and
productive vocabulary use. The findings
of this study do not support the theories
proposed by Been(1975), Wilson (1973),
Morgan and Rinvolucri (1986), and Celce-
Marcia (1979) who claimed that pre-text
work on vocabulary before going through
reading selections focuses students’ attention
on details, which is not useful in terms of
reading comprehension. Celce-Murcia
(1979) believes that vocabulary should be
discussed once the selection has been started
or when it is finished rather than before
students begin to read.

The findings of the present investigation
support the ideas of Bristow (1981), Rivers
and Temperly (1978), Garfinkel and
Hamilton (1976), Omanson and Perfetti
(1985), Finocchiaro (1986), Durell (1956),
Carrel and Eisterhold (1977); Stanovich

AT POEHOHT

(2000); Ringlerand& Weber, 1984; Kamil
and Hiebert (2005); nad Read (2004).
The findings of the above studies led the
investigators to speculate that vocabulary
previewing activities as proposed in this
research project, are effective in improving
reading comprehension and word knowledge
(recognition and production) of the learners.

The results of the present research have
both theoretical and practical implications.
The theoretical findings have something to do
with the nature of reading and its relation to
psychological factors. Practical implications
are related to the teaching and testing aspects
of reading and vocabulary as its component.

The findings of the current study shed
some light on the nature of reading. In the
reading process, participants bring their
knowledge of the world and their knowledge
of language to the text as they construct
a meaningful representation for the text.
Background knowledge or schemata of
the readers is a major factor in reading
comprehension. Familiarity with the text,
context, and the degree to which vocabulary
reveals the content area activate the readers’
background knowledge. Therefore, the more
familiar the readers are with the concepts or
content of the text, the less they will struggle
to construct a meaning.

It was also found out that when the goal
of reading is in-depth comprehension and
good recall of information from reading
selections, vocabulary previewing facilitates
the process because it familiarizes the reader
with the basic content and organization
of the text and helps the readers activate
Furthermore,
vocabulary previewing does not hinder

relevant prior knowledge.
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were going to read. Furthermore, the
new and difficult words which may be
problematic to learners were explained and
exemplified by the teacher.

2. Reading: the students were exposed
to the reading materials. They read
silently trying to comprehend the reading
selections carefully.

3. Post-reading: the students were
given three sets of questions for each
reading selection: questions of reading
comprehension, word recognition, and
word production.

Posttest was the final phase of
investigation. All of participants who had
taken the reading selections were tested
regarding their performance on their
reading comprehension, receptive use and
productive use of vocabulary.

Results and Discussion

The comparison of the means showed
that the groups differed significantly at
the .0.05 level of significance. Table 1
presents the information obtained from
comparing the mean scores of the two
independent groups regarding their reading
comprehension in the post-test.

Tablel.Comparison of mean scores of the experimental
and control group regarding reading comprehension in

the post-test
o —
=3 c E 8
= 1] [a) Y > =
E c (<5} ) © %] =
2 Qo
O IS |_‘.’
Expermental
Group 40 (20,87 | 498 | 78 | 2,2892 | 2
(VP group)
Control
Group (VUP) 40| 18,67 | 3,48
Considering the obvious difference

between the observed t value and the
critical t value, the first null hypothesis is
strongly rejected. This result shows that
the participants for whom vocabulary was
previewed performed significantly better on
reading comprehension than those for whom
vocabulary was not previewed.

For the second null hypothesis concerning
the existence of a significant difference
between the mean scores regarding the
receptive use of vocabulary of those
participants for whom vocabulary was
previewed and those for whom vocabulary
was not previewed, it was revealed that there
was a significant difference between the two.

Table2. Comparison of mean scores of the experimental
and control group regarding receptive use in the post-
test

o = ? El
3 5] ) =
5 12|°(° 4|z
= =
Expermental
Group 40 | 20,65 | 5,32 | 78 | 2,932 | 2,000
(VP group)
Control
Group (VUP) 40| 26 |5,98

As depicted in Table 2, there is a
significant difference between the observed t
and the critical t value. Therefore, the second
null hypothesis is rejected at a p=0.05 level
of significance.

In testing the third null hypothesis
regarding the difference between the
two groups in terms of productive use of
vocabulary, it is clear that there is a significant
difference between the observed and the
critical t value. The results of the comparison
of the mean scores of the two groups are
presented in Table 3.
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North Branch. The rationale behind
selecting sophomore English students was
to have more proficient students who, at
least, passed some courses of grammar
and paragraph organization. The number
of participants who took part in this
study was 80. They were selected out of
100 student who took part in a Michigan
English Language Test of Proficiency.
The rationale behind selecting participants
suitable for this study was to select
homogeneous participants regarding their
language proficiency. To do so, participants
with scores X+/-5 were selected. These
participants were randomly assigned into
two groups. One group was exposed to
vocabulary previewing while the other
one received no vocabulary previewing
activities.
Instrumentation

Three testing instruments were used in
this study. The Michigan Proficiency Test
(1966) Form P was utilized for assessing
the proficiency level of the participants.
It was a test of 100 questions; 40 items
of grammar, 40 vocabulary items, and 4
reading comprehension passages, each
with 5 questions. The second testing
instrument of the study was a standard
test of reading comprehension taken from
TOEFL consisting of 3 reading passages.
This test was given to both experimental
and control groups to discover whether
the two groups were homogeneous in
terms of reading comprehension or not.
The last testing instrument had 8 passages.
The selected texts belonged to different
categories such as, literary, medical,
political, scientific, etc. The rationale

49 POEHOHT

behind selecting the reading passages from
different genres was to exclude the effect
of text as a variable because of narrow
reading; that is, reading about the same
topic in a number of texts will enable
the learners to become familiar with the
vocabulary and the concepts (Finocchiaro,
1986; Krashen, 2002).
Procedure

In the first session, the Michigan Test
(1966) Form P was distributed among the
participants. The allowed time for this test
was 100 minutes. In the second session,
the selected participants, were randomly
divided into two groups: the group
for which vocabulary was previewed
(experimental group), and the other group
for which vocabulary was not previewed
(control group). A pretest containing
three passages of reading comprehension
with 18 questions was given to these two
groups. The second phase of the study was
the treatment.

For the
vocabulary previewing
techniques were used before the learners
went through reading the eight passages,
each one in a session. Difficult and infrequent
words to be previewed were selected. This
was done by giving each passage to a typical
student to underline the words which he/she
did not know. Having selected the words
to be previewed, the researchers planned
different vocabulary previewing instruction
techniques to present them to the students.
The
included three main stages:

1. Pre-reading: the researchers gave a
brief summary on what the participants

experimental — group, the

instruction

reading comprehension procedure
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Students cannot understand text without
knowing what the words mean (Nagy, 2003).
Laflamme (1997) believes that vocabulary
knowledge is the most important factor in
reading comprehension.

Vocabulary can be acquired in two ways:
intentionally through explicit instruction
of specific words and word strategies and
incidentally through indirect exposure
to words. For many years, research has
unveiled an abundance of information about
the kind of vocabulary instruction that is
most effective for assisting students with
comprehending what they read (Baumann, &
Kane’ enui, 2003; Beck & McKeown, 1991;
Nagy & Scott, 2000).

Some researchers and vocabulary experts
have asserted that the best methodology for
teaching vocabulary entails both direct and
indirect teaching of words and the provision
of opportunities for both receptive and
productive learning to take place. Direct
instruction means teaching specific words,
such as pre-teaching vocabulary prior to
reading a selection. It is believed that students
can be taught explicitly more than 400 words
per year (Beck et al., 2002).

When the goal of reading is in-
depth comprehension and good recall
of information from expository texts,
previewing  (surveying,  overviewing)
facilitates the process because it familiarizes
reader with the basic content and organization
of the text and helps to activate relevant
prior knowledge. Previewing establishes the
important topics and subtopics to be covered.
Reading will be easier because the reader
knows the direction of discussion and the
important concepts. Previewing activates

thinking and brings to mind what the reader
already knows about the subject; new
information can be then integrated into the
reader's existing knowledge structure (Shih,
1991).

Providing background information and
previewing are particularly important for the
less proficient language students (Hudson,
1982).These readers are more word-bound
and meaning tends to break down at the word
level. Thus, less proficient students tend to
have vocabulary acquisition emphasized, and
are encouraged to do a lot of specific word-
by-word processing. More proficient readers
tend to receive content previews because
they are no longer susceptible to vocabulary
and structure difficulties in reading (Carrell
& Eisterhold, 1983). Finocchiaro (1986)
proposes “‘previewing vocabulary of a
reading selection by discussing new or
difficult vocabulary with the students;
giving numerous examples of its use in
authentic contexts; providing key word/key
concept activities such as word association
tasks (antonyms, synonyms, definitions,
connotations, circumlocutions, paraphrases);
placing new words on the board; giving
several  examples of  them”(p.78).
Pacheco(2005) states the impact of pre-
reading direct instruction on using selected
affixes to form new words and the use of
these words in context.

I\/I ethod
Participants

The participants in this study were
undergraduate male students majoring

English who had passed more than 40
credits in Islamic Azad University, Tehran-
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While some researchers put emphasis on
previewing vocabulary of a reading selection
before it is going to be taught (Finocchiaro,
1986; Stanovich (2000); Ringlerand &
Weber, 1984;0Omanson & Perfetti, 1985;
Kamil & Hiebert, 2005; Read,2004), some
other researchers disagree on vocabulary
previewing (Wilson, 1973; Garfinkel and
Hamilton,1976; Morgan & Rinvolucri, 1986;
CelceMurcia, 2001). They argue that pre-
text work on vocabulary focuses students
on details in the text, which is not useful in
terms of reading strategies. So, the role of
previewing vocabulary is in need of empirical
investigation.

The purpose of the current study was to
determine whether previewing vocabulary of
areading selection yields more reliable results
than lack of previewing vocabulary in terms
of learners’reading comprehension and their
receptive and productive use of vocabulary.
Owing to the mentioned conspicuous
problems, the following research questions
were posed:

1. Is there any significant difference
between the reading comprehension
mean scores of those students for whom
vocabulary was previewed and those for
whom vocabulary was not previewed?

2. Is there any significant difference
regarding the receptive use of vocabulary
by those students for whom vocabulary was
previewed and those for whom vocabulary
was not previewed?

3. Is there any significant difference
concerning the productive use of vocabulary
by those students for whom vocabulary was
previewed and those for whom vocabulary
was not previewed?

51 HORHOAT

Review of related literature

Vocabulary has been a topic of
interest for many years. As Baumann (2005)
states “future research needs to explore this
phenomena in more authentic instructional
environments” (p, 127). The importance
of vocabulary to reading success cannot be
overstated. Indeed, the National Reading
Panel (2000) has named vocabulary one
of the five essential elements of reading.
Numerous research studies have been
conducted in the area of reading, vocabulary,
and comprehension instruction. These
studies have established that there is a strong
connection between reading comprehension
and vocabulary (Watts, 1995).

Moreover, There is an abundance
of research concluding that vocabulary
instruction is  critical to  reading
comprehension (Bauumann,Kame’enui &
Ash, 2003; Becker, 1977; National Reading
Panel, 2000). The National Reading Panel
(2000) also concluds that comprehension
development cannot be developed fully
without a critical examination of the role
played by vocabulary knowledge and
instruction. Nagy (2003) emphasizes the
importance of having knowledge of words,
what words mean, how words are used,
and how to use strategies to aid learners in
sounding out words. Anderson and Freebody
(1979) hypothesize that there are three
reasons why vocabulary knowledge is a good
indicator ofreading success: (a)understanding
words enables readers to understand
passages, (b) verbal aptitude underlies both
word and passage comprehension, and (c)
vocabulary knowledge might be related to
a person's store of background information.
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I ntroduction
In a literate society, word knowledge
has particular significance for students. It
leads significantly to academic achievement,
as well as to formal and informal speaking
and writing (Biemiller, 2004). The National
Reading Panel (2001) stated that vocabulary
development was one of the five essential
components of effective reading instruction
in the early grades (Nagy, 2003). Also,
The National Institute for Literacy (2001)
noted that, “students who are not successful
have difficulty recognizing words and
comprehending what they read” (p. 34).
Vocabulary plays an important role in
learning how to read. Scientific research
about vocabulary instruction revealed that
(a) most vocabulary is learned indirectly, and
(b) some vocabulary must be taught directly
(Put Reading First, 2001). There is a high
correlation in research literature of word
knowledge with reading comprehension that
indicates that if students do not adequately
and steadily grow their vocabulary
knowledge, reading comprehension will be
affected (Chall & Jacobs, 1990).The strong
relation between vocabulary knowledge and
reading comprehension has been powerfully
demonstrated in both L1 and L2 contexts.
(Nation, 2005; Read, 2004). Researchers,
teachers, and students have long recognized
the importance of vocabulary development
as a foundation for second language reading.
To equip students to read, teachers should
providestrategiestoassistthemindetermining
word meaning when they hear and read new
words (Armbrister, Lehr, & Osborn, 2001).
Educators should equip students with skills
and strategies that are necessary for lifelong

vocabulary development (National Reading
Panel, 2000).

Christen and Murphy (1991) argue that
research has clearly emphasized that for
learning to occur, new information must
be integrated with what the learner already
know. They believe that teaching vocabulary
as a pre-reading step is an instructional
intervention that should be considered
when readers lack the prior or background
knowledge to read in a content area. In
order to provide a reader with the necessary
background to organize the activity and
to comprehend the material, prereading
activities are considered to be certain types of
“enabling activities” (Ringler& Weber, 1984).
“They provide a reader with the necessary
background to organize the activity and to
comprehend the material. These experiences
involve understanding the purposes for
reading and building a knowledge base
necessary for dealing with the content and
the structure of the material”(p.70).

Prereading activities should have
two purposes; to build new background
knowledge and to activate existing
background knowledge. Chastain (1988)
states that the purpose of prereading
activities is to motivate the students to
read the assignments and to prepare them
to be able to read it. These activities can
be affected in several ways. One of these
ways is previewing vocabulary-discussing
new or difficult vocabulary with the
students, giving numerous examples of its
use in authentic contexts, and providing
some word association tasks (antonyms,
synonyms, definitions, connotations,
circumlocutions, paraphrases).

—
—
—
—
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Abstract

The present study focused on the impact of one of the pre-reading activities; i.e., vocabulary
previewing on the 1) reading comprehension, 2) word recognition, and 3) word production.

In order to arrive at a logical answer to the research questions, a sample population of 100
participants which was finally reduced to 80 participants was chosen randomly through a pre-test.
Three testing instruments were utilized in the study, namely Michigan Proficiency Test, a standard
test of reading comprehension, and a reading selections test. The findings revealed statistically
significant difference between reading comprehension of those participants for whom vocabulary
was previewed and those for whom vocabulary was not previewed. The results also showed that
vocabulary previewing activities were far more effective in improving reading comprehension of
EFL Iranian learners as well as their word knowledge, both receptive and productive.

Key Words: vocabulary previewing, reading comprehension, EFL Iranian learners
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¢étudiants sont assez fortement d’accord

avec I’idée que lire aide a écrire. Cependant,

d’autres dimensions de la relation lecture-
écriture, telles que les similitudes cognitives
entre les processus de compréhension
et de production écrite ainsi que les
transferts d’attitudes possibles entre le lire
et I’écrire, sont moins bien reconnues par
les répondants. En fait I’interaction en tant
qu’élément organisateur est faiblement
retenue dans 1’apprentissage de la
compétence écrite.

Les apprenants qui écrivent bien sont
souvent des apprenants qui lisent bien,
et ceux qui lisent bien écrivent souvent
bien. Lire et écrire sont deux modalités
comportementales d’un méme processus.
Il semble donc y avoir un lien certain
entre I’apprentissage de la lecture et
celui de I’écriture qu’il faudrait exploiter
plus systématiquement. Ces €léments
demanderaient a étre davantage travaillés
en classe. Aussi est-il essentiel que les
enseignants réalisent le role qu’ils ont
a jouer en vue d’aider leurs apprenants
a prendre conscience des interactions
lecture-€criture. Trop d’enseignants croient
a tort que les transferts lecture-écriture
s’effectuent naturellement, tandis que la
lecture et I’écriture nécessitent la mise en
ceuvre d’un grand nombre de nos facultés.
Souligner les ressemblances peut cependant
aider les apprenants a mieux comprendre
les deux processus, les motiver dans leur
apprentissage et intégrer les habiletés des
deux domaines d’utilisation de la langue.
Ainsi il est nécessaire d’équilibrer des
activités de la lecture et celles d’écriture

en classe. Afin d’amener les apprenants

a approfondir leurs représentations des

liens lecture-écriture, des discussions
métacognitives au sujet des similitudes entre
ces deux pratiques langagicres, de leurs effets
mutuels positifs, des conditions susceptibles
de favoriser ou non ces effets, etc., pourraient
étre bénéfiques. C’est pourquoi il s’avere
nécessaire que les enseignants servent de
modeles aux apprenants, leur montrent a
I’aide d’exemples concrets comment utiliser
la lecture pour mieux écrire et I’ écriture

pour mieux lire, et leur proposent différentes
activités ou ils pourront exploiter les
interactions lecture-€criture.
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@ 8 @

Tableau n°2 : Présentation détaillée des résultats : s z § g

& o =
o 1-il existe des liens entre la lecture et I’écriture. 327 343 | 363 344
% % E 2-la lecture et I’écriture se ressemblent. 2 208 | 227 211
'g Zs é 3-11 ya une interaction entre la lecture et 1’écriture. 303 308 | 345 3.18
% ,qé :E 4- quand je lis et quand j’écris, je procede de la méme fagon. 25 239 | 181 2.23
x o S5-un apprenant fort en lecture et aussi fort en écriture. 32 3,08 19 273
6-on transfére en écriture ce qu’on apprend en lecture. 3.03 33 | 3.09 314
7-lecture des textes littéraires a une influence positive sur I’écriture. 34 34 | 3.36 3.38
8- la lecture me permet de trouver des idées. 3.09 343 4 35
E 9-la lecture me permet d’apprendre des mots nouveaux. 36 36 39 37
-E 10- la lecture me donne des idées pour écrire. 3.03 36 39 351
;\8 11- la lecture me fait découvrir de nouvelles tournures de phrases. 35 356 | 354 353
E 12-la lecture m’aide a apprendre comment s’écrivent les mots. 2.75 356 | 3.09 313
g 13-quand je lis, cela m’aide a mieux écrire. 35 347 | 327 341
; 14-la lecture m’aide a apprendre comment bien construire mes phrases. 35 352 | 354 352
§ 15-la lecture m’aide a apprendre comment bien utiliser la ponctuation. 34 343 | 363 348
El 16-pour étre fort en écriture, il faut lire beaucoup. 325 362 | 345 344
% 17-quand je lis des contes, j’apprends comment écrire. 275 317 | 318 303
% 18- la lecture m’aide a apprendre mettre les mots au féminin ou au pluriel. 25 352 | 29 207
E 19-si je suis capable de lire un mot, je suis capable de 1’écrire sans erreur. 275 26 | 209 248
20-quand je lis, j’observe la fagon d’écrire de I’auteur. 2.8 32 | 281 2.93
21-quand je lis, j’observe I’orthographe des mots. 3 32 3 3.06
22-quand j’écris, je reprends des mots, des tournures de phrases de mes lectures. 25 31| 29 2.83
23-la lecture me donne le gout d’écrire. 33 334 | 3.36 333
24-¢écrire m’aide @ mieux comprendre les textes. 3 304 | 327 31
= 25-On transfére en lecture ce qu’on apprend en écriture. 25 256 | 2.81 2.62

: 26-plus j’écris des textes littéraires plus je suis porté(e) a observer comment les

a auteurs écrivent 8 3 S S
E: 27-si j’écris des contes, cela va m’aider a mieux comprendre les contes que je lis. 32 3 28 3
,§ et 28-quand j’écris, je reprends des idées des textes que j’ai lus. 3 32 | 318 313
ES g 29si j’écris beaucoup, je vais étre meilleur(e) en lecture. 2.75 31 29 201
": = 30-quand j’écris cela me donne I’envie de lire. 3 308 | 345 318
-: 31-I’écriture m’aide a mieux lire. 3 3| 29 297
g 32-écrire sur un sujet m’aide a comprendre d’autres textes sur ce sujet. 32 326 | 363 336
= 33-écrire m’aide a comprendre la signification des mots. 2.25 339 | 327 2.97
34-utiliser des techniques d’écriture m’aide a les comprendre. 2.25 317 | 372 3.04
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sur I’écrire, les étudiants n’établissent pas
toujours de liens entre ces deux pratiques
langagicres lorsqu’ils sont en situation de
compréhension et de production écrite.

I1 est cependant intéressant de constater
que, dans le questionnaire, les étudiants
expriment un point de vue modéré envers
I’énoncé “Si je suis capable de lire un mot,
je suis aussi capable de 1’écrire sans erreur.”
ce qui tend a indiquer que les apprenants ne
pensent pas nécessairement que le transfert
lecture-orthographe se produit dans toutes
les circonstances.

La fréquence modérée a laquelle les
étudiants disent réutiliser en situation
d’écriture des éléments puisés dans des
lectures antérieures est peut-étre liée au fait
que certains sujets craignent de copier les
auteurs. Cette crainte de copier s’explique
probablement en partie par certains discours
véhiculant 1’idée que I’écriture consiste a
s’exprimer de fagon personnelle et originale.

Impact du niveau universitaire:

Le tableau n°1 nous montre que tous les
trois niveaux ont obtenus des moyennes
générales proches. En fait les points de vue
des étudiants sur les interactions lecture-
écriture demeurent assez semblables d’un
niveau universitaire a I’autre. Ce peu
d’évolution dans les représentations pourrait
s’expliquer par un manque d’articulation des
activités de lecture et d’écriture en classe. Le
tableau n"2 nous indique que la moyenne
obtenue pour I’item il existe des liens
entre la lecture et I’écriture” augmente en
progressant dans le niveau universitaire.

Les résultats de cette recherche tendent a

indiquer que les étudiants plus avancés et les
plus habiles sont plus conscients de I’effet de
I’écriture sur la lecture .Ainsi les étudiants
moins avancés établissent davantage de liens
entre la lecture et I’€écriture sur le plan du
décodage et de I’orthographe alors que les
plus avancés semblent davantage préoccupés
par les idées et les techniques d’écriture.
Ces différences entre les niveaux reflétent
en partie les types d’apprentissages réalisés
par les étudiants aux diverses étapes de
I’acquisition du langage écrit. Les données du
questionnaire suggerent par ailleurs que plus
les étudiants sont forts en frangais écrit, plus
ils sont portés a affirmer que la lecture leur
donne le gotit d’écrire et que I’écriture leur
donne le gott de lire.

Malheureusement la moyenne obtenue
pour I’item “un apprenant fort en lecture
et aussi fort en écriture” a diminué pour
les niveaux avancés ! Cela prouve que la
corrélation entre le processus cognitif de
lecture et d’écriture n’est pas bien définie
pour eux.

C onclusion:
La présente recherche permet

de dresser un portrait détaillé des
représentations des relations entre la lecture
et I’écriture chez les étudiants de F.L.E
en Iran. Le fait que les étudiants les plus
habiles percoivent plus positivement les
rapports entre ces deux pratiques langagicres
s’avere tres intéressant, puisque cela tend
a confirmer I’existence d’un lien entre les
représentations de la relation lecture-écriture
et la réussite en francais écrit.

Les données de 1’étude révelent que les
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que les étudiants entendent et les exercices
qu’ils pratiquent a I’université. Le fait qu’a
I’université les activités de lecture précédent
généralement celles d’écriture et que le
temps consacré a 1’écriture soit souvent
moindre que celui consacré a la lecture
pourraient également expliquer pourquoi les
¢tudiants ont plus de difficulté a percevoir
les effets bénéfiques de I’écrire sur le lire.

Présentation détaillée des résultats:

Le tableau numéro 2 montre les
moyennes obtenues pour chaque énoncé.
Premier énoncé concernant I’existence des
liens entre la lecture et 1’écriture a obtenu
la moyenne 3.44 ; Cela atteste que les
¢tudiants connaissent 1’existence de ce
lien. Parmi les énoncés que les étudiants
approuvent le plus, on retrouve ceux
traitant des effets positifs de la lecture sur
I’enrichissement du vocabulaire, sur la
découverte d’idées, de tournures de phrases
et de construction des phrases. Les points
de vue des étudiants concernant I’influence
de la lecture ainsi que la lecture des textes
littéraires sur I’€écriture et I’influence de
la lecture sur la ponctuation sont positifs.

Les
énoncés portant sur
I'observation du vocabulaire,
des tournures de phrases et de

Porthographe des textes lus, ainsi que sur
la reprise, en situation d’écriture, d’idées,

de mots et de tournures de phrases
inspirés de lectures antérieures
obtiennent des moyennes
plutot modérées

57 nosHDAT

Les étudiants adoptent des opinions plus
modérés envers 1’énoncé selon lequel

la lecture favorise I’apprentissage de
I’orthographe et I’effet positif de la lecture
des contes sur leur écriture .1l en va de
méme pour I’énoncé qui indique que la
lecture leur donne le gotit d’écrire. Parmi
les énoncés relatifs aux représentations
des effets de 1’écriture sur la lecture, I’item
indiquant qu’écrire sur un sujet aide a
comprendre d’autres textes sur ce sujet a
obtenu la moyenne la plus élevée. Leurs
points de vue sont modérés envers les
items “écrire m’aide a mieux comprendre

99 ¢¢

les textes.”, ““quand j’écris, je reprends des
1dées des textes que j’ai lus.”, “quand j’écris
cela me donne envie de lire.”. Ils sont en
désaccord avec I’affirmation relative aux
similitudes cognitives entre les processus
de lecture et d’écriture et ’existence de
ressemblance entre la lecture et I’ écriture.

Trois items “lecture des textes littéraires
a une influence positive sur I’écriture.”,
“Quand je lis des contes, j’apprends
comment en écrire.”, “si j’écris des contes,
cela m’aide a mieux comprendre les contes
que je lis.” ont des nuances littéraires et tous
ces énoncés ont obtenus plus de 3 comme
moyenne.

Les énoncés portant sur I’observation
du vocabulaire, des tournures de phrases
et de ’orthographe des textes lus, ainsi
que sur la reprise, en situation d’écriture,
d’idées, de mots et de tournures de phrases
inspirés de lectures antérieures obtiennent
des moyennes plutot modérées. Cela
prouve qu’en dépit de leurs déclarations
trés positives concernant I’influence du lire
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entre la lecture et I’écriture varient en
fonction du niveau universitaire.

Méthodologie

L’étude du terrain a été réalisée aupres
de 65 sujets, repartis sur trois niveaux
universitaires, soit 20 étudiants de 2° année
de licence, 23 étudiants de 4° année de
licence, 22 étudiants de 2° année de master.
Tous les sujets sont des étudiants de langue et
littérature francaise de 1’université d’Ispahan.

Instrument

L’instrument utilisé dans 1’étude est le
questionnaire. Le questionnaire consiste
en une série de 34 énonces, les étudiants
indiquent leur opinion sur une échelle de
type quatre points. Les choix de réponse
sont les suivants : tout a fait d’accord (4
points), plutot d’accord (3points), plutot en
désaccord (2 points), pas d’accord du tout
(1 point). Les énonces du questionnaire ont
été ¢laborés en fonction de trois thémes
principaux: ressemblances entre la lecture
et I’écriture (5 items), effets de la lecture sur
I’écriture (18 items), effets de I’écriture sur
la lecture (11 items). Les questions posées
concernent la nature globale du lien lecture-
écriture ainsi que les effets réciproques du
lire et de I’écrire.
Procédure

Le questionnaire a ét¢ administré

collectivement en classe. Les sujets

ont rempli le questionnaire de fagon
individuelle, apres que les consignes leur
ont été transmises oralement. La durée de
passation du questionnaire a ét¢ d’environ
20 minutes.

-Résultats du questionnaire (Résultats
globaux):

Le tableau numéro 1 montre les
moyennes générales obtenues par
I’ensemble des sujets aux 34 énoncés du
questionnaire repartis sur trois thémes :
ressemblances entre la lecture et 1’écriture,
effets de la lecture sur I’écriture, effets de
I’écriture sur la lecture. On trouve aussi
dans ce tableau les résultats spécifiques
a chacun des niveaux. Comme on le
constate a la lecture du tableau 1, les
énonceés envers lesquels I’ensemble des
étudiants se montrent le plus d’accord
concernent les effets de la lecture sur
I’écriture. Les énoncés envers lesquels
ils se montrent le moins d’accord
concernent les ressemblances entre la
lecture et I’écriture. Ainsi les résultats du
questionnaire confirment que les étudiants
percoivent plus positivement I’ influence
de la lecture sur I’écriture que celle de
I’écriture sur la lecture. I est possible que
cette représentation qui met I’accent sur les
transferts allant de la lecture vers I’€écriture
plutot que I’inverse soit un reflet des discours

. ; Moyenne obtenue Moyenne obtenue Moyenne obtenue Movenne
Tableau n°1 : Résultats globaux par les étudiants de | parles étudiants de par les étudiants ’ny'ral
2° année de licence 4¢ année de licence de Master gencrate
Ressemblances entre la lecture et ’écriture 2.8 2.81 2.62 2.74
Effets de la lecture sur I’écriture 3.09 3.37 3.28 3.24
Effets de I’écriture sur la lecture 2.83 3 3.17 3
2.90 3.06 3 2.98
POSHDAT i 58
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mots. La conceptualisation de I’écrit
s’acquiert par la pratique. Toutes situations
d’écriture provoquent des nécessités de
relecture, entrer dans les textes avec un
projet de recherche favorise la mémoire
visuelle et auditive intériorisée: sens, mot,
recherche. La mémoire de travail est trés
importante dans I’acquisition de la lecture.”
(Renard, 2007, p.37)

Apprendre a écrire des mots aide a les
lire vite, c’est a dire a les reconnaitre et a
comprendre a quoi ils référent. On peut
utiliser I’orthographe comme un outil au
service de la lecture. Brissiaud rappelle
que ““ pour de nombreux psychologues,
I’orthographe n’est pas seulement
importante pour €crire, elle I’est également
et méme surtout pour lire.” (Brissiaud,
2006, p.20). Ecrire aide a mieux maitriser
la langue (grammaire, syntaxe, etc.), ce
qui permet une lecture plus fluide. En
ayant & “penser”’ leur texte, les apprenants
prennent conscience de ’enchainement des
idées, de I’organisation et des contraintes
linguistiques (systéme verbal, types de
phrases, ponctuation, ...) des différents
types de textes. La prise de notes ou la
rédaction d’un résumé aussi peut favoriser
la compréhension de texte. Ainsi dans les
niveaux plus avancés, écrire peut aider a
mieux comprendre le travail effectué par les
auteurs en vue de transmettre un message,
peut inciter a lire dans le but de repérer
comment d’autres textes sont construits.
Ecrire motive 4 lire pour rechercher des
idées, des structures et incite a porter plus
attention a la construction des textes quand
on les lit. La pratique de 1’écriture a une

RCSHD.FLT i

grande influence sur I’incitation a la lecture
et sur ’appréciation des textes.

Représentations des étudiants iraniens de
différents niveaux universitaires de relation
lecture/écriture

Selon le perspectif socioconstructiviste de
I’enseignement-apprentissage, les apprenants
construisent leurs savoirs et savoir-faire
a partir de leurs représentations. Comme
I’indique Delforce, “les représentations dont
on est porteur concernant les interactions
possibles entre lecture et écriture favorisent
ou, au contraire, génent, voire empéchent,
la mise en ceuvre active de transferts de
compétences ou d’apprentissage de ['une
a l’autre”. (Delforce, 1994, p.319). Dans
cette partie de notre étude nous avons pour
objectif d’identifier comment des étudiants
de différents niveaux universitaires de
F.L.E et de différents niveaux d’habileté
se représentent les relations entre la
lecture et 1’écriture. Un questionnaire a
été distribué aux 65 étudiants de F.L.E de
I"université d’Ispahan repartis sur 3 niveaux
universitaires : 2¢ année de licence, 4° année
de licence, 2¢ année de master. L’analyse
de résultats nous montrera la représentation
des étudiants de différents niveaux
universitaires de relations entre lecture et
écriture afin de pouvoir ensuite faire évoluer
les représentations initiales des étudiants
vers des représentations plus appropriées
a I’apprentissage. Ainsi nous poursuivons
deux buts bien précis: 1) d’identifier
comment les étudiants se représentent les
relations entre la lecture et I’écriture ; 2) de
vérifier si les représentations des relations
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de ses buts d’amener les apprenants a
mieux comprendre les textes qu’ils lisent,
a partir desquels se fait cette pratique.
Donc I’enseignant aura deux programmes
indissociables pour mobiliser des
compétences scripturales des apprenants:

1-développer le savoir lire des
apprenants, programme qui comporte deux
volets : entrainer a comprendre tous les
aspects de la signification d’un texte eta
en retenir les informations principales pour
pouvoir les réutiliser.

2-développer le savoir écrire, faire
transférer les savoirs acquis de la lecture
a I’écriture .Ce savoir peut étre subdivisé
en: savoir décrire, savoir raconter, savoir
argumenter.

La lecture intervient a tous les stades
de I’écriture avant pendant et apres. Offrir
a lire avant d’écrire des textes amene les
apprenants a considérer que toute écriture
est le produit d’un auteur singulier et que
sur un méme champ thématique, les textes a
construire sont d’une variété infinie, pendant
I’écriture, lire des textes d’auteurs experts
accompagne la réflexion sur les solutions
possibles face aux problémes rencontrés.
Cette fréquentation des textes vient répondre
aux interrogations des apprenants.

Dans le programme de MENF (Ministére
de I’Education Nationale Frangaise) on
explique clairement la place importante
de la lecture dans le développement de
I’imagination et la faculté d’invention :

“ Développer I’'imagination et la faculté
d’invention chez les éléves nécessite
non seulement d’¢élargir, de diversifier
les lectures et de multiplier les échanges

“La
lecture des textes
variés permettent aux
apprenants de mieux percevoir
comment un texte s’inscrit dans des
ensembles mais présente aussi des
particularités liées a la situation ou
il est élaboré, au projet de son
auteur et aux conditions de
sa réception»

autour de celle-ci mais aussi de s’habituer
a produire des textes originaux.”(Ministeére
de I’éducation nationale francaise, 1999,
p.12) .Une approche pédagogique similaire
consiste a commencer par 1’étude de courtes
nouvelles en langue étrangere pour conduire
I’apprenant vers la production d’une écriture
personnelle illustrant ce genre littéraire.

Le texte est un tissu de non-dit qui permet
a I’apprenant de se construire une identité
de lecteur et de scripteur. Elle présente a la
classe un protocole de lecture qui permet
aux apprenants de s’inscrire en “ je”” dans
I’histoire, de s’y inscrire comme narrateur
ou personnage. “Le plaisir du texte, c’est ce
moment ol Mon corps va suivre ses propres
idées, car mon corps n’a pas les mémes idées
que moi.” (Barthes, 1973, p.30)

I Ecrire pour lire
“La lecture est ’apothéose de

I’écriture.” (Manguel, 1996)

Ecrire est ’activité qui engage, qui
mobilise le plus I’attention de 1’apprenant.
Les compétences de lecture se développent
mieux si elles s’appuient sur des pratiques
précoces de production de textes :
“Lécriture permet la compréhension
progressive du fonctionnement de 1’écrit,
I’acquisition des notions: textes, phrases,
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d’améliorer ainsi leurs compétences dans les
deux domaines (Shanahan, 1988, p.636-648).

L ire pour écrire:

Les recherches récentes (Hayes

et Flower 1980, Fayol 1997, Piolat et
Pélissier 1999.. .etc.) nous apprennent que
la lecture occupe une place trés importante
lorsqu’on écrit, entre autres parce qu’on

lit constamment ce qu’on vient d’écrire.
D’autre part la quantité et la qualité de lecture
aune influence sur la manicre d’écrire. La
lecture des textes pendant I’écriture permet
soit de repérer des erreurs, des ambigiiités
soit de prendre connaissance de certaines
caractérisations lexicales et sémantiques du
premier texte ; ainsi Il ne peut y avoir d’acte
de lecture qu’avec le plaisir de lire pour
pouvoir écrire. En fait la lecture est I’écriture
d’un sous-texte a propos de ce premier texte.

Les apports de la recherche en didactique
du francais permettent la mise en ceuvre
d’une didactique de I’écriture plus innovante
que la voie traditionnelle. L’attention se
porte sur I’apprenant en tant que sujet
et acteur de ses apprentissages et sur la
recherche de leurs sens.

L’enseignent s’appuie sur les
compétences déja installées et sur les
représentations qu’ont les apprenants de
I’écriture. Tout particulierement 1’idée que
I”écriture est un don et le fruit d’un esprit
inspiré, L’apprenant est renvoyée a ses
insuffisances. Les relations et les interactions
entre lecture et écriture lIévent ces obstacles.

A travers les différents textes
officiels, on voit clair que 1’écriture est
subordonnée a la lecture.

RCSHD.FLT i

“La lecture des textes variés permettent
aux apprenants de mieux percevoir
comment un texte s’inscrit dans des
ensembles mais présente aussi des
particularités liées a la situation ou il est
¢laboré, au projet de son auteur et aux
conditions de sa réception” (Ministere
de I’Education Nationale Frangais, 2001,
Bulletin officiel n°28 du 12 Juillet).

Donc La mobilisation des compétences
scripturales de I’apprenant peut étre
favorisée par I’articulation lecture-écriture:
compréhension et production gagnent a étre
imbriquées et 'une peut servir de tremplin
a I’autre méme si la compréhension pourrait
étre comme une condition préalable a

la production écrite. Il s’agit donc d’un
apprentissage de 1’écriture par la lecture.
L’enseignant doit étre capable de proposer
aux apprenants des activités qui permettent
de produire un texte original a partir d’un
ou plusieurs textes lus antérieurement et de
mettre I’apprenant dans des situations qui
le transforment en “ouvrier” de la langue
et du texte : “inscrire donc la lecture dans
un projet d’écriture, développer ce qu’on
pourrait appeler une lecture génétique des
textes, lecture inséparable d’un travail de
réécriture.” (Vigner, 1979, p.162). C’est
une forme d’écriture qui contribue a

tester ’aptitude de ’apprenant a lire et a
comprendre un texte, a en saisir les enjeux,
a percevoir les caracteres singuliers de son
écriture afin d’étre capable de les reproduire,
de les prolonger, de s’en démarquer ou

de les critiquer .L’€criture doit mettre en
valeur I’interaction lecture —écriture pour
produire. Elle donne comme le premier
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et son apprentissage.” (Reuter, 2002, p.1)

La majorité des enseignants de la langue
francaise sont d’accord sur le fait que
leurs apprenants trouvent des difficultés a
¢écrire en F.L.E. et ils refusent ou résistent
a produire un texte. C’est que 1’acquisition
du savoir écrire nécessite un apprentissage
organisée et continue.

Pour arriver a résoudre le probléme
mentionné nous essaierons, tout au long de
cette recherche, de répondre aux questions
suivantes:

- Quels sont les rapports entre la lecture
et I’écriture ?

-Quelle est la représentation des étudiants
iraniens de différents niveaux universitaires
de relation lecture et écriture ?

Au cours de notre recherche nous avons
constaté que la lecture et I’écriture sont deux
moments d’un méme processus et peuvent
s’influencer mutuellement de fagon positive
dans I’apprentissage du langage écrit.

Il importe aussi de préciser les grands
axes de notre projet. Ce dernier comprend
deux parties globales : le premier comprend
le cadre théorique de recherche. Dans cette
partie de recherche nous étudierons les
relations entre lire et écrire pour expliquer
comment lire aide a écrire et vice versa.
Nous tenterons aussi de montrer comment la
lecture propose a I’apprenant un répertoire
d’informations et de connaissances qu’il
utiliserait dans le processus de production.

La deuxiéme partie est consacrée a
I’expérimentation: nous voulons vérifier
les représentations des étudiants iraniens de
différents niveaux universitaire de relations
entre la lecture et 1’écriture, afin d’inciter les

apprenants et les enseignants a effectuer de
véritables transferts d’apprentissage entre la
lecture et I’écriture.

I nteraction lecture/écriture:
“On ne peut imaginer un écrivain qui
n’aurait jamais lu. Ecrire ¢’est traduire
sous forme de livre tout ce qui a été écrit,
du moins tout ce qu’on a lu [...] Qui écrit
a lu. Lire dans ce sens c’est mettre a nu
la métamorphose préalable de la langue
en nous et de nous en elle .Ecrire dans ce
sens, c¢’est lire sans discontinuer et lire
plus fondamentalement que donner a lire.”
(Quingnard, 1990, p.10)

La lecture et I’écriture constituent les
deux grandes activités langagicres. Les
recherches en domaine de didactique
ont démontré qu’il ne faut pas dissocier
la lecture de I’écriture et que la mise en
relation de ces deux activités conduit le
plus souvent a un enrichissement mutuel.
Autrement dit Ces deux activités ne sont
pas indépendantes et doivent étre travaillé
simultanément. Frangoise Vodoz, du service
du frangais a Geneve, note que lire et écrire
s’acquicrent désormais en paralléle: “Des
le plus jeune age, les éléves peuvent Etre
placés dans des situations d’écriture, pour
autant qu’elles soient adaptées a leurs
compétences.”(Revaz, 2001, p.18).

Une représentation positive des liens entre
la lecture et I’écriture est certes nécessaire
pour favoriser les transferts entre ces deux
pratiques langagiéres : Shanahan soutient
que les apprenants doivent étre conscients
des liens entre la lecture et I’écriture afin
d’étre en mesure de tirer profit de ces liens et
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Résumé

Aujourd’hui le développement de la compétence écrite est un des défis que doit relever
I’enseignant de langue. La majorité des enseignants de la langue frangaise sont d’accords
sur le fait que leurs apprenants trouvent des difficultés a écrire en F.L.E. et ils le manifestent

par leur refus ou leur résistance a produire un texte. Cette résistance n’est plus le signe d’une

inaptitude a I’écrit, mais plutot une difficulté, un probléme a résoudre par la lecture. Nous avons

constaté que la lecture et I’écriture comportent des éléments communs et peuvent s’influencer

mutuellement de fagon positive dans I’apprentissage du langage écrit ; ainsi une représentation

positive des liens entre la lecture et I’écriture est certes nécessaire pour favoriser les transferts

entre ces deux pratiques langagieres. Malheureusement, cette interaction indispensable de

lecture/écriture n’est pas bien expliquée et exploitée dans les cours de langue. L’étude des

problémes rencontrés par les apprenants iraniens dans I’apprentissage de la compétence écrite

et les représentations des étudiants de différents niveaux universitaires de I’interaction lecture /

écriture pourraient étre utile pour améliorer la qualité de I’enseignement/apprentissage du F.L.E

en Iran.

Mots —clés : compétence écrite, Interaction lecture/écriture, écriture en F.L.E., Motivation,

représentation

I ntroduction:

“Les transferts d’apprentissage qui
s’operent de la lecture a I’écriture - et
réciproquement - sont patents. On observe,
en général, que les gros lecteurs sont en
méme temps de bons scripteurs. Sans étre,
certes, automatiques - toutes les enquétes
font apparaitre une minorité non négligeable
de faibles lecteurs qui sont cependant bons
scripteurs - ces transferts se révelent souvent
efficaces. On peut donc les considérer
comme une donnée de I’expérience
empirique.” (Delforce, 1994)

Le développement de la compétence
écrite est un des défis que doit relever
I’enseignant de langue. L écriture, quoiqu’en
ait dit Ferdinand de Saussure n’est pas
la simple transcription de la parole mais
I’adaptation d’un mode de communication
aun autre. En effet : “De toutes les étapes

RCSHD.FLT i

qui jalonnent le parcours d’apprentissage,
en langue étrangere comme d’ailleurs en
langue maternelle, le passage a I’écrit

a toujours ét¢ considéré comme la plus
délicate a franchir. Pendant longtemps le
probléme put étre contourné dans la mesure
ou la pratique écrite de la langue a acquérir
¢tait indissociable de I’apprentissage lui-
méme, apprendre c’était aussi et avant tout
écrire.” (Vigner, 1982, p.3)

L’écriture était pour longtemps considérée
comme une activité sépar¢ de la lecture;
effectivement, on peut apprendre a écrire
sans lire et vice versa. Cette approche
domine encore les pratiques enseignantes et
ceci implique une absence de I’enseignement
efficace de I’écriture, comme I’affirme Yves
Reuter : “Cette absence d’enseignement
s’articule sans doute a une absence de théorie
de I’écriture pendant longtemps, I’absence de
recherches sérieuses en France sur I’écriture
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