98
ﺩﻭﺭﻩ
ﻣﺪﻳ ﻱ ﺑﻴﺴﺖ ﻭ ﭘﻨ
ﺮﻣﺴﺌﻮﻝ :ﻣﺤﻤﺪ

ﺠﻢ ،ﺷﻤﺎﺭﻩ
ﻱ  ،3ﺑﻬﺎﺭ 90

13

ﻧﺎﺻﺮﯼ
ﺳ
ﺮﺩﺑﻴﺮ :ﺩﮐﺘﺮ ﻣﺤﻤ
ﻨﺎﻧ
ﯽ
ﺪﺭﺿﺎ ﻋ ﺳﺮﺍﺏ
ﻣ
ﺪ
ﻳﺮ
ﺩﺍ
ﺧﻠﯽ :ﺷﻬﻼ
ﺯﺍﺭﻋﯽ ﻧﻴﺴﺘﺎﻧﮏ
ﻫ
ﻴﺌﺖﺗﺤﺮﻳﺮﻳﻪ:

achers

h

Ro
s

ﮔﻔﺖ ﻭﮔﻮ /ﺷﻬﻼ ﺯﺍﺭﻋﻰ ﻧﻴﺴﺘﺎﻧﻚ17 /

Te
&d

ﺍﻳﺪﻩﻫﺎ ،ﺗﺠﺮﺑﻴ
ﺎﺕ ،ﭘﻴﺸﻨﻬﺎﺩﻫﺎﻯ ﺩﺑﻴﺮﺍﻥ ﻭ ﻣﺪﺭﺳﺎﻥ ﺁﻣﻮﺯﺵ
ﺯﺑ
ﺎﻥ/ Mohammad Amin Mozaheb /

achers

& Te

24

rei Neyestanak /

achers

 Books/ Sh. Za

34

hd

Ro
s

Fun / Babak
 English Through
Dadvand & Hadi Azimi/

achers
& Te

ya
Theory ... / Arsh
plicability of IM
Ap
e
Th

yena Molayee /
Keyvanfar & Sa

s
ique
chn
Te

47

Pushed Output
Hamid
& Ali M. Fazilatfar
Collaborative.../

 The Effect of

55

Khodamoradi/

chers
ear
es

R

Learners and Teachers ... /Abolfazl

64

chers
ear
es

Azizi /

Exploring the Perceptual Gap between

& Te

hd

oo m

.

11

ro

»ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻲ« ﺩﺭ ﻛﺘﺎﺏﻫﺎﻱ ﺩﺭﺳﻲ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺁﻟﻤﺎﻧﻲ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻲ /...ﻧﻴﻠﻮﻓﺮ ﻣﺒﺼﺮ ،ﺁﻳﺪﺍ ﺳﻌﻴﺪﻱ ﺗﻮﻛﻠﻲ/

Classr

..
.
..

.
.

4

t
men
ve

R

ﻣ
ﺠﻠﻪﯼ ﺭﺷﺪ ﺁﻣ
ﻮﺯﺵ ﺯﺑﺎﻥ ﺣﺎ
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ﺩ
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ﺪ
ﺗ
ﺎﻳ
ﺿﻮﻉ ﻣﺠﻠﻪ ﺑﺎﺷﺪ،
ﭗ
ﺷ
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ﺟ
ﺑﺎﺷﺪ .ﺷﮑ
ﺪﻭﻝﻫﺎ ،ﻧﻤﻮﺩﺍﺭﻫﺎ
ﻞ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻦ
ﻭ ﺗﺼﺎﻭﻳﺮ ﺿﻤﻴ
ﻤﻪ
ﺑ
ﺎﻳ
ﺪ
ﻣﺸﺨﺺ
ﺩﺭ
ﺣﺎ
ﺷ
ﺷﻮﺩ .ﻧﺜﺮ ﻣ
ﻘﺎ
ﻟﻪ
ﺑ
ﺎﻳ
ﻴﻪﯼ ﻣﻄﻠﺐ ﻧﻴﺰ
ﺪ
ﺭ
ﻭﺍ
ﻥ
ﺩﺭﺳﺖ ﺑﺎ
ﻭ ﺍﺯ ﻧﻈﺮ ﺩﺳﺘ
ﺷﺪ ﻭ ﺩﺭ ﺍﻧﺘﺨﺎﺏ
ﻭﺍ
ﮊﻩ
ﻫﺎ
ﻮﺭ ﺯﺑﺎﻥ ﻓﺎﺭﺳﯽ
ﯼ
ﻋﻠ
ﻤ
ﺑﺎﺷﺪ.
ﯽ ﻭ ﻓﻨﯽ ﺩﻗﺖ
ﻣﻘﺎﻟﻪﻫﺎﯼ ﺗﺮﺟ
ﻤﻪ
ﺷ
ﺪﻩ
ﻻﺯﻡ ﺑﻪﻛﺎﺭ ﺭﻓﺘﻪ
ﺑ
ﺎﻳ
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ﭖ
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ﺳ
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ﺩﺍﺩﻩ ﻧﻤﯽﺷﻮﺩ،
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ﻣﻌﻠﻢ ،ﺍﻧﺘﻘﺎﻝﺩﻫﻨﺪﻩﻱ ﺩﺍﻧﺶ ﻳﺎ...

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﻓﺮﺍ ﺭﺳﻴﺪﻥ ﺑﻬﺎﺭ ﺁﻓﺮﻳﻨﺶ ﻭ ﻫﻢﺯﻣﺎﻧﻲ ﺁﻥ ﺭﺍ ﺑﺎ ﺍﻳﺎﻡ
ﺑﺰﺭﮔﺪﺍﺷﺖ ﻣﻘﺎﻡ ﻣﻌﻠﻢ ﺑﻪ ﻓﺎﻝ ﻧﻴﻚ ﮔﺮﻓﺘﻪ ﻭ ﮔﺮﺍﻣﻲ
ﻣﻲﺩﺍﺭﻳﻢ .ﻣﻌﻠﻢ ﺑﺎ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻦ ﺩﺭ ﻣﺴﻴﺮ ﺍﻧﺒﻴﺎ ،ﺭﺳﺎﻟﺖ
ﻫﺪﺍﻳﺖ ﺑﺸﺮ ﺭﺍ ﺩﺭ ﻣﺴﻴﺮ ﺗﻌﺎﻟﻲ ﺑﺮﻋﻬﺪﻩ ﺩﺍﺭﺩ .ﭘﺬﻳﺮﺵ ﺍﻳﻦ
ﻣﺴﺌﻮﻟﻴﺖ ﻣﻌﻠﻢ ﺭﺍ ﺩﺭ ﺗﻌﺎﻣﻞ ﺑﺎ ﺟﺎﻥ ﺁﺩﻣﻴﺎﻥ ﻗﺮﺍﺭ ﻣﻲﺩﻫﺪ
ﻛﻪ ﻣﻮﺿﻮﻉ ﺭﺷﺪ ﻭ ﺗﻌﺎﻟﻲ ﺁﻥﻫﺎﺳﺖ .ﺍﺯ ﺍﻳﻦ ﺩﻳﺪﮔﺎﻩ ،ﻣﻌﻠﻢ
ﻗﺒﻞ ﺍﺯ ﻫﺮﭼﻴﺰ ﺑﻪ ﺧﻮﺩﺳﺎﺯﻱ ﻧﻴﺎﺯ ﺩﺍﺭﺩ ﺗﺎ ﺑﺘﻮﺍﻧﺪ ﺑﺎ ﻗﺮﺍﺭ
ﮔﺮﻓﺘﻦ ﺩﺭ ﻣﺴﻴﺮ ﺭﺷﺪ ﻓﺮﺩﻱ ،ﺯﻣﻴﻨﻪ ﺭﺍ ﺑﺮﺍﻱ ﺗﺄﺛﻴﺮﮔﺬﺍﺭﻱ
ﺑﺮ ﺩﻳﮕﺮﺍﻥ ﻓﺮﺍﻫﻢ ﻛﻨﺪ .ﺩﺭ ﺍﻳﻦ ﺭﺍﻩ ،ﺍﻧﺴﺎﻥﻫﺎﻱ ﺑﺰﺭﮔﻲ ﻗﺪﻡ
ﮔﺬﺍﺷﺘﻪﺍﻧﺪ ﻛﻪ ﺗﺄﺛﻴﺮﺍﺗﺸﺎﻥ ﺍﺯ ﻳﻚ ﻧﺴﻞ ﻓﺮﺍﺗﺮ ﺭﻓﺘﻪ ﻭ ﺑﻪ
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ﻫﻮﻳﺖ ﺗﺎﺭﻳﺨﻲ ﻳﻚ ﻣﻠﺖ ﭘﻴﻮﻧﺪ ﺧﻮﺭﺩﻩ ﺍﺳﺖ .ﺍﺯ ﺟﻤﻠﻪﻱ
ﺍﻳﻦ ﺑﺰﺭﮔﺎﻥ ﺍﺳﺘﺎﺩ ﺷﻬﻴﺪ ﻣﻄﻬﺮﻱ ﺍﺳﺖ ﻛﻪ ﺗﻮﺍﻧﺴﺖ ﺭﺳﺎﻟﺖ
ﻣﻌﻠﻤﻲ ﺭﺍ ﺑﺎ ﭘﻴﻮﻧﺪ ﺩﺍﺩﻥ ﻋﻠﻢ ﻭ ﺗﻘﻮﺍ )ﺍﻳﻤﺎﻥ( ﺑﻪ ﺍﻭﺝ ﺑﺮﺳﺎﻧﺪ.
ﺭﺍﻩ ﺍﻳﻦ ﺷﻬﻴﺪ ﺑﺰﺭﮔﻮﺍﺭ ﻭ ﺭﻫﺮﻭﺍﻥ ﺁﻥ ﮔﺮﺍﻣﻲ ﺑﺎﺩ.
ﺩﺭ ﺷﻤﺎﺭﻩﻱ ﮔﺬﺷﺘﻪ ،ﺑﺤﺜﻲ ﺭﺍ ﺩﺭﺧﺼﻮﺹ ﻧﻴﺎﺯ ﺑﻪ
ﺗﺤﻮﻝ ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﻫﻢﮔﺎﻡ ﺑﺎ ﻧﻴﺎﺯﻫﺎﻱ ﻓﻌﻠﻲ ﻛﺸﻮﺭ
ﺁﻏﺎﺯ ﻛﺮﺩﻳﻢ ﻛﻪ ﺩﺭ ﺍﻳﻦ ﺷﻤﺎﺭﻩ ﺁﻥ ﺭﺍ ﭘﻲ ﻣﻲﮔﻴﺮﻳﻢ .ﺩﻭ
ﻋﻨﺼﺮ ﻣﻬﻢ ﺩﺭ ﺍﻳﺠﺎﺩ ﻫﺮ ﺗﺤﻮﻟﻲ ﺩﺭ ﺁﻣﻮﺯﺵ ﻋﺒﺎﺭﺕﺍﻧﺪ ﺍﺯ:
ﺑﺮﻧﺎﻣﻪﻱ ﺩﺭﺳﻲ ﻭ ﻣﻌﻠﻢ .ﺍﺯ ﺁﻥﺟﺎ ﻛﻪ ﺳﺨﻦ ﺭﺍ ﺑﺎ ﺟﺎﻳﮕﺎﻩ
ﻣﻌﻠﻢ ﺁﻏﺎﺯ ﻛﺮﺩﻳﻢ ،ﺑﺤﺚ ﻣﺮﺑﻮﻁ ﺑﻪ ﺑﺮﻧﺎﻣﻪﻱ ﺩﺭﺳﻲ ﺭﺍ ﺑﻪ

ﻓﻌﺎﻟﻴﺖﻫﺎﻱ ﺍﻧﻔﺮﺍﺩﻱ ﻳﺎ ﺑﻪ ﺻﻮﺭﺕ ﭘﺮﻭژﻩ ﺩﺭ ﺧﺎﺭﺝ ﺍﺯ
ﻣﺤﻴﻂ ﺁﻣﻮﺯﺷﻲ ﻣﺪﻳﺮﻳﺖ ﻭ ﻧﻈﺎﺭﺕ ﻛﻨﻴﻢ.
ﺍﻳﻦ ﻧﺤﻮﻩﻱ ﺑﺮﺧﻮﺭﺩ ﺑﺎ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﻣﻌﻠﻢ ﺭﺍ ﺩﺭ ﻧﻘﺸﻲ
ﻗﺮﺍﺭ ﻣﻲﺩﻫﺪ ﻛﻪ ﺑﺎ ﻭﺍﻗﻌﻴﺖﻫﺎﻱ ﻣﻮﻗﻌﻴﺖ ﻛﻨﻮﻧﻲ ﺁﻣﻮﺯﺵ
ﺯﺑﺎﻥ ﺗﻨﺎﺳﺐ ﺩﺍﺭﺩ ﻭ ﺑﺎﻋﺚ ﻣﻲﺷﻮﺩ ﻛﻪ ﻋﻼﻭﻩ ﺑﺮ ﺍﺳﺘﻔﺎﺩﻩﻱ
ﺑﻬﻴﻨﻪ ﺍﺯ ﺯﻣﺎﻥ ﺁﻣﻮﺯﺵ ،ﺍﺯ ﺍﻣﻜﺎﻧﺎﺕ ﻓﻨﺎﻭﺭﻱ ﺍﻃﻼﻋﺎﺕ ﻧﻴﺰ
ﺑﻪﺧﻮﺑﻲ ﺑﻬﺮﻩﺑﺮﺩﺍﺭﻱ ﺷﻮﺩ .ﺩﺭ ﻣﻘﺎﻳﺴﻪ ﺑﺎ ﻳﻜﺪﻳﮕﺮ ،ﻧﻘﺶ
ﻣﻌﻠﻢ ﺩﺭ ﻣﺪﻳﺮﻳﺖ ﻓﺮﺍﻳﻨﺪ ﻳﺎﺩﮔﻴﺮﻱ ﺍﺯ ﻧﻘﺶ ﺳﻨﺘﻲ ﻭﻱ ﺑﻪ
ﻋﻨﻮﺍﻥ ﺍﻧﺘﻘﺎﻝﺩﻫﻨﺪﻩﻱ ﺩﺍﻧﺶ ﺑﻪ ﻣﺮﺍﺗﺐ ﭘﻴﭽﻴﺪﻩﺗﺮ ﺍﺳﺖ
ﻭ ﺑﻪ ﺩﺍﻧﺶﻫﺎ ،ﻣﻬﺎﺭﺕﻫﺎ ﻭ ﻓﻨﻮﻧﻲ ﻧﻴﺎﺯ ﺩﺍﺭﺩ ﻛﻪ ﻣﻌﻤﻮﻻً
ﺩﺭ ﺩﻭﺭﻩﻫﺎﻱ ﻛﻨﻮﻧﻲ ﺗﺮﺑﻴﺖ ﻣﻌﻠﻢ ﻛﻤﺘﺮ ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻗﺮﺍﺭ
ﻣﻲﮔﻴﺮﺩ .ﺩﺭ ﺍﺩﺑﻴﺎﺕ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ» ،ﺩﺍﻧﺶﺁﻣﻮﺯ ﻣﺤﻮﺭﻱ«
ﺑﺴﻴﺎﺭ ﻣﻮﺭﺩ ﺗﺄﻛﻴﺪ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻪ ﺍﺳﺖ ،ﻭﻟﻲ ﺩﺭ ﺗﺮﺑﻴﺖ ﻣﻌﻠﻢ
ﻣﻬﺎﺭﺕﻫﺎﻱ ﻻﺯﻡ ﺑﺮﺍﻱ ﻟﺤﺎﻅ ﻛﺮﺩﻥ ﻧﻴﺎﺯﻫﺎ ﻭ ﺗﻔﺎﻭﺕﻫﺎﻱ
ﻓﺮﺩﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻭ ﺍﻓﺰﺍﻳﺶ ﺧﻮﺩﺍﺗﻜﺎﻳﻲ ﻭ ﺗﻘﻮﻳﺖ ﺧﻮﺩ
ﺭﺍﻫﺒﺮﻱ ﺩﺭ ﺁﻥﻫﺎ ﺑﻪ ﺷﻜﻠﻲ ﻋﻤﻠﻲ ﺁﻣﻮﺯﺵ ﺩﺍﺩﻩ ﻧﻤﻲﺷﻮﺩ.
ﻳﻜﻲ ﺍﺯ ﺭﺍﻩﻫﺎﻱ ﻣﻤﻜﻦ ﺑﺮﺍﻱ ﺗﻘﻮﻳﺖ ﺍﻋﺘﻤﺎﺩ ﺑﻪ
ﻧﻔﺲ ﻭ ﺍﻳﺠﺎﺩ ﺧﻮﺩﺍﺗﻜﺎﻳﻲ ﺩﺭ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ،ﺑﻬﺮﻩﮔﻴﺮﻱ ﺍﺯ
ﺭﺍﻳﺎﻧﻪ ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺍﺳﺖ .ﺑﺮﺍﻱ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﺍﻣﻜﺎﻧﺎﺕ
ﺭﺍﻳﺎﻧﻪ ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﺩﺍﺷﺘﻦ ﺳﻮﺍﺩﻛﺎﻓﻲ ﺭﺍﻳﺎﻧﻪﺍﻱ ﺍﺯ
ﺿﺮﻭﺭﻳﺎﺕ ﺍﺳﺖ .ﺑﺪﻭﻥ ﺁﻣﻮﺯﺵﻫﺎﻱ ﻻﺯﻡ ﺩﺭ ﺯﻣﻴﻨﻪﻫﺎﻱ
ﻳﺎﺩ ﺷﺪﻩ ﻧﻤﻲﺗﻮﺍﻥ ﺍﻧﺘﻈﺎﺭ ﺩﺍﺷﺖ ﻛﻪ ﻣﻌﻠﻤﺎﻥ ﺑﺘﻮﺍﻧﻨﺪ ﺭﺳﺎﻟﺖ
ﺑﺰﺭگ ﺧﻮﺩ ﺭﺍ ﺩﺭ ﻣﻮﻗﻌﻴﺖ ﻛﻨﻮﻧﻲ )ﺗﺤ ّﻮﻝ ﺑﻨﻴﺎﺩﻳﻦ ﺩﺭ
ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ( ﺑﻪﺧﻮﺑﻲ ﺍﻳﻔﺎ ﻛﻨﻨﺪ .ﺍﻳﻦ ﻧﻜﺘﻪ ﺿﺮﻭﺭﺕ
ﺗﻮﺟﻪ ﺟﺪﻱ ﺑﻪ ﺁﻣﻮﺯﺵﻫﺎﻱ ﺿﻤﻦ ﺧﺪﻣﺖ ﻣﻌﻠﻤﺎﻥ ﻭ
ﺣﻤﺎﻳﺖ ﺍﺯ ﻣﻌﻠﻤﺎﻧﻲ ﺭﺍ ﻛﻪ ﺧﻮﺩ ﺑﻪ ﺩﻟﻴﻞ ﺍﺣﺴﺎﺱ ﻧﻴﺎﺯ،
ﺑﺮﺍﻱ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﻣﻬﺎﺭﺕﻫﺎﻱ ﻻﺯﻡ ﺗﻼﺵ ﻣﻲﻛﻨﻨﺪ،
ﮔﻮﺷﺰﺩ ﻣﻲﻛﻨﺪ .ﻋﻼﻭﻩ ﺑﺮ ﺁﻣﻮﺯﺵ ﻭ ﺣﻤﺎﻳﺖ ﺍﺯ ﻣﻌﻠﻤﺎﻥ ﺩﺭ
ﺟﻬﺖ ﺍﺭﺗﻘﺎﻱ ﺩﺍﻧﺶ ﻭ ﻣﻬﺎﺭﺕﻫﺎﻱ ﺣﺮﻓﻪﺍﻱ ﺧﻮﺩ ،ﺑﺮﻧﺎﻣﻪﻱ
ﺩﺭﺳﻲ ﻧﻴﺰ ﺑﺎﻳﺪ ﺯﻣﻴﻨﻪﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﻣﺤﻮﺭﻱ ﻭ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ
ﻓﻨﺎﻭﺭﻱﻫﺎﻱ ﺭﻭﺯ ﺭﺍ ﺑﺮﺍﻱ ﻣﻌﻠﻤﺎﻥ ﻓﺮﺍﻫﻢ ﻛﻨﺪ .ﺩﺭ ﺷﻤﺎﺭﻩﻱ
ﺁﻳﻨﺪﻩ ﺑﻪ ﻧﻘﺶ ﺑﺮﻧﺎﻣﻪﻱ ﺩﺭﺳﻲ ﺩﺭ ﺍﻳﺠﺎﺩ ﺗﺤﻮﻝ ﺩﺭ ﺁﻣﻮﺯﺵ
ﺯﺑﺎﻥ ﺧﻮﺍﻫﻴﻢ ﭘﺮﺩﺍﺧﺖ.
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ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺷﻤﺎﺭﻩ ﺁﻳﻨﺪﻩ ﻣﻮﻛﻮﻝ ﻣﻲﻛﻨﻴﻢ ﻭ ﺑﻪ ﻧﻘﺶ ﻣﻌﻠﻢ ﺩﺭ ﺍﻳﺠﺎﺩ
ﺗﺤﻮﻝ ﻣﻲﭘﺮﺩﺍﺯﻳﻢ .ﻳﻜﻲ ﺍﺯ ﻣﺆﻟﻔﻪﻫﺎﻱ ﻣﻬﻢ ﺩﺭ ﺁﻣﻮﺯﺵ،
ﺁﮔﺎﻫﻲ ﺍﺯ ﻣﻮﻗﻌﻴﺘﻲ ﺍﺳﺖ ﻛﻪ ﺁﻣﻮﺯﺵ ﺩﺭ ﺁﻥ ﺗﺤﻘﻖ
ﻣﻲﭘﺬﻳﺮﺩ .ﺑﻪ ﻋﺒﺎﺭﺕ ﺩﻳﮕﺮ ،ﺁﻣﻮﺯﺵ ﺩﺭ ﻣﻮﻗﻌﻴﺖ ﺯﻣﺎﻧﻲ ﻭ
ﻣﻜﺎﻧﻲ ﻭﻳﮋﻩﺍﻱ ﺷﻜﻞ ﻣﻲﮔﻴﺮﺩ ﻛﻪ ﻣﻨﺎﺑﻊ ﻭ ﻣﺤﺪﻭﺩﻳﺖﻫﺎﻱ
ﺧﺎﺹ ﺧﻮﺩ ﺭﺍ ﺩﺍﺭﺩ .ﭼﻨﺎﻥﭼﻪ ﺁﻣﻮﺯﺵ ﺑﺎ ﻋﻨﺎﻳﺖ ﺑﻪ ﻣﻨﺎﺑﻊ ﻭ
ﻣﺤﺪﻭﺩﻳﺖﻫﺎ ﺳﺎﺯﻣﺎﻥﺩﻫﻲ ﻧﺸﻮﺩ ،ﺩﺭ ﻣﺆﺛﺮ ﺑﻮﺩﻥ ﺁﻥ ﺟﺎﻱ
ﺗﺮﺩﻳﺪ ﻭﺟﻮﺩ ﺧﻮﺍﻫﺪ ﺩﺍﺷﺖ.
ﺩﺭ ﻧﮕﺎﻫﻲ ﻛﻠﻲ ،ﻳﻜﻲ ﺍﺯ ﻣﻬﻢﺗﺮﻳﻦ ﺍﻣﻜﺎﻧﺎﺗﻲ ﻛﻪ ﺩﻧﻴﺎﻱ
ﺍﻣﺮﻭﺯ ﺭﺍ ﺍﺯ ﮔﺬﺷﺘﻪﻱ ﻧﻪ ﭼﻨﺪﺍﻥ ﺩﻭﺭ ﻣﺘﻤﺎﻳﺰ ﻣﻲﻛﻨﺪ ،ﻭﺟﻮﺩ
»ﻓﻨﺎﻭﺭﻱ ﺍﻃﻼﻋﺎﺕ« ﺍﺳﺖ ﻛﻪ ﺑﺮ ﺯﻭﺍﻳﺎﻱ ﮔﻮﻧﺎﮔﻮﻥ ﺯﻧﺪﮔﻲ
ﺑﺸﺮ ﺗﺄﺛﻴﺮ ﮔﺬﺍﺷﺘﻪ ﺍﺳﺖ .ﻧﻤﺎﺩ ﺍﻳﻦ ﻓﻨﺎﻭﺭﻱ ﺷﺒﻜﻪﻱ ﺟﻬﺎﻧﻲ
ﺍﻳﻨﺘﺮﻧﺖ ﺍﺳﺖ ﻛﻪ ﺍﻃﻼﻋﺎﺕ ﺭﺍ ﺑﻪ ﻣﻌﻨﻲ ﻋﺎﻡ ﺁﻥ ،ﻳﻌﻨﻲ
ﺩﺍﻧﺶ ﺑﺸﺮﻱ ،ﺍﺯ ﺍﻧﺤﺼﺎﺭ ﺍﻓﺮﺍﺩ ﻭ ﺩﻭﻟﺖﻫﺎ ﺧﺎﺭﺝ ﻛﺮﺩﻩ
ﻭ ﺁﻥ ﺭﺍ ﺑﻪ ﻋﻨﻮﺍﻥ ﺳﺮﻣﺎﻳﻪﺍﻱ ﻣﺸﺘﺮﻙ ﺩﺭ ﺍﺧﺘﻴﺎﺭ ﻫﻤﻪﻱ
ﺍﻧﺴﺎﻥﻫﺎﻳﻲ ﻗﺮﺍﺭ ﺩﺍﺩﻩ ﺍﺳﺖ ﻛﻪ ﺑﻪ ﺁﻥ ﺩﺳﺖﺭﺳﻲ ﺩﺍﺭﻧﺪ.
ﺍﮔﺮ ﺩﺭ ﮔﺬﺷﺘﻪ ﻣﺮﺟﻌﻴﺖ ﻣﻌﻠﻢ ﺍﺯ ﺩﺍﻧﺶ ﻭﻱ ﺳﺮﭼﺸﻤﻪ
ﻣﻲﮔﺮﻓﺖ ،ﭼﺮﺍ ﻛﻪ ﻭﻱ ﺑﻪ ﺩﺍﻧﺸﻲ ﺩﺳﺖﺭﺳﻲ ﺩﺍﺷﺖ ﻛﻪ
ﺩﺭ ﺍﺧﺘﻴﺎﺭ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻧﺒﻮﺩ ،ﺩﺭ ﺣﺎﻝ ﺣﺎﺿﺮ ﺩﺳﺖﺭﺳﻲ
ﺑﻪ ﺩﺍﻧﺶ ﺑﻪﺭﺍﺣﺘﻲ ﺑﺮﺍﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺍﻣﻜﺎﻥﭘﺬﻳﺮ ﺍﺳﺖ .ﻟﺬﺍ
ﻗﺮﺍﺭﮔﺮﻓﺘﻦ ﻣﻌﻠﻢ ﺩﺭ ﻧﻘﺶ ﺍﻧﺘﻘﺎﻝﺩﻫﻨﺪﻩﻱ ﺩﺍﻧﺶ ﺑﺎ ﻣﻮﻗﻌﻴﺖ
ﻛﻨﻮﻧﻲ ﺁﻣﻮﺯﺵ ﻫﻤﺎﻫﻨﮕﻲ ﻧﺪﺍﺭﺩ.
ﺁﻥﭼﻪ ﺩﺭ ﻣﻮﻗﻌﻴﺖ ﻛﻨﻮﻧﻲ ﻣﻲﺗﻮﺍﻧﺪ ﻣﻌﻠﻢ ﺭﺍ ﺩﺭ ﺍﻧﺠﺎﻡ
ﺭﺳﺎﻟﺖ ﺁﻣﻮﺯﺷﻲ ﺧﻮﺩ ﻳﺎﺭﻱ ﺩﻫﺪ ،ﺩﺧﺎﻟﺖ ﺩﺭ ﻓﺮﺁﻳﻨﺪ
ﻳﺎﺩﮔﻴﺮﻱ ﺍﺯ ﻃﺮﻳﻖ ﺗﺄﻛﻴﺪ ﺑﺮ ﻣﻬﺎﺭﺕﻫﺎ ﻭ ﺭﺍﻫﻜﺎﺭﻫﺎﻱ
ﻳﺎﺩﮔﻴﺮﻱ ﺍﺳﺖ ﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻗﺎﺩﺭ ﺑﻪ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﺁﻥﻫﺎ
ﺧﺎﺭﺝ ﺍﺯ ﻣﺤﻴﻂ ﺁﻣﻮﺯﺷﻲ ﻭ ﺑﻪ ﺷﻜﻞ ﺧﻮﺩﺁﻣﻮﺯ ﻧﻴﺴﺘﻨﺪ.
ﻋﻼﻭﻩ ﺑﺮ ﺁﻥ ،ﺑﺎ ﻭﺟﻮﺩ ﺩﺭ ﺩﺳﺖﺭﺱ ﺑﻮﺩﻥ ﺩﺍﻧﺶ ﻣﻮﺭﺩ
ﻧﻴﺎﺯ ،ﺑﻪ ﺩﻟﻴﻞ ﮔﺴﺘﺮﺩﮔﻲ ﻭ ﺗﻨﻮﻉ ﻣﻨﺎﺑﻊ ،ﺩﺳﺖﺭﺳﻲ ﺑﻪ ﺁﻥﻫﺎ
ﺑﺪﻭﻥ ﺩﺍﺷﺘﻦ ﺩﺍﻧﺶ ﻛﺎﻓﻲ ﺍﺯ ﺣﻴﻄﻪﻱ ﻣﻮﺭﺩﻧﻈﺮ ،ﭼﻨﺪﺍﻥ
ﺁﺳﺎﻥ ﻧﻴﺴﺖ .ﺑﻨﺎﺑﺮﺍﻳﻦ ﻣﺪﻳﺮﻳﺖ ﻭ ﻧﻈﺎﺭﺕ ﺑﺮ ﻛﺴﺐ ﺩﺍﻧﺶ
ﺍﺯ ﻃﺮﻳﻖ ﺍﻳﺠﺎﺩ ﻧﻴﺎﺯ ﺑﻪ ﺁﻥﻫﺎ ﻭ ﻣﻌﺮﻓﻲ ﻣﻨﺎﺑﻊ ﻭ ﻧﻈﺎﺭﺕ ﺑﺮ
ﻧﺤﻮﻩﻱ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺁﻥﻫﺎ ﻧﻴﺰ ﺑﺨﺸﻲ ﺍﺯ ﺭﺳﺎﻟﺖ ﺁﻣﻮﺯﺷﻲ
ﻣﻌﻠﻢ ﺭﺍ ﺗﺸﻜﻴﻞ ﻣﻲﺩﻫﺪ .ﺑﺮﺍﻱ ﻣﺜﺎﻝ ،ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺑﺎ ﺟﺪﺍﻛﺮﺩﻥ ﻣﻬﺎﺭﺕﻫﺎ ﻭ ﺭﺍﻫﻜﺎﺭﻫﺎﻱ ﻳﺎﺩﮔﻴﺮﻱ ﻭ ﻛﺎﺭﺑﺮﺩ
ﺯﺑﺎﻥ ﺍﺯ ﺩﺍﻧﺶﻫﺎﻱ ﺯﺑﺎﻧﻲ ،ﺷﺎﻣﻞ ﺩﺍﻧﺶ ﺩﺳﺘﻮﺭﻱ ،ﻭﺍژﮔﺎﻧﻲ
ﻭ ﺁﻭﺍﻳﻲ ،ﻣﻲﺗﻮﺍﻧﻴﻢ ﺍﺯ ﺯﻣﺎﻥ ﺍﺧﺘﺼﺎﺹ ﻳﺎﻓﺘﻪ ﺑﻪ ﺁﻣﻮﺯﺵ ﺑﻪ
ﺑﻬﺘﺮﻳﻦ ﻭﺟﻪ ﺩﺭ ﺟﻬﺖ ﺗﺴﻠﻂ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﻪ ﻣﻬﺎﺭﺕﻫﺎ ﻭ
ﺭﺍﻫﻜﺎﺭﻫﺎ ﺍﺳﺘﻔﺎﺩﻩ ﻛﻨﻴﻢ ﻭ ﺍﺭﺗﻘﺎﻱ ﺩﺍﻧﺶ ﺯﺑﺎﻧﻲ ﺭﺍ ﺍﺯ ﻃﺮﻳﻖ

ﻣﺪﻳﺮﻳﺖ ﻭ ﻧﻈﺎﺭﺕ ﺑﺮ ﻛﺴﺐ ﺩﺍﻧﺶ ﺍﺯ ﻃﺮﻳﻖ
ﺍﻳﺠﺎﺩ ﻧﻴﺎﺯ ﺑﻪ ﺁﻥﻫﺎ ﻭ ﻣﻌﺮﻓﻲ ﻣﻨﺎﺑﻊ ﻭ ﻧﻈﺎﺭﺕ ﺑﺮ
ﻧﺤﻮﻩﻱ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺁﻥﻫﺎ ﻧﻴﺰ ﺑﺨﺸﻲ ﺍﺯ ﺭﺳﺎﻟﺖ
ﺁﻣﻮﺯﺷﻲ ﻣﻌﻠﻢ ﺭﺍ ﺗﺸﻜﻴﻞ ﻣﻲﺩﻫﺪ
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ﺗﺤﻠﻴﻠﻲ ﺑﺮ ﺗﺪﺍﺧﻞ
ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﺩﺭ
ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺗﻮﺳﻂ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ
ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻲ ﺗﺤﺼﻴﻠﻲ
)ﺷﻬﺮﺳﺘﺎﻥ ﺭﺷﺖ(
ﺩﻛﺘﺮ ﻣﻬﻴﻦﻧﺎﺯ ﻣﻴﺮﺩﻫﻘﺎﻥ ،ﺍﺳﺘﺎﺩﻳﺎﺭ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ ،ﺩﺍﻧﺸﮕﺎﻩ ﺷﻬﻴﺪ ﺑﻬﺸﺘﻲ
Email: m_mirdehghan@sbu.ac.ir

ﻣﻬﺮﺩﺍﺩ ﺑﻠﻮﻙ ﺍﺻﻠﻲ ،ﻛﺎﺭﺷﻨﺎﺱ ﺍﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﺑﻪ
ﻏﻴﺮﻓﺎﺭﺳﻲﺯﺑﺎﻧﺎﻥ ،ﺩﺍﻧﺸﮕﺎﻩ ﺷﻬﻴﺪ ﺑﻬﺸﺘﻲ

ﭼﻜﻴﺪﻩ
ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺍﻫﻤﻴﺖ ﺯﺑﺎﻥ ﺑﻪ ﻋﻨﻮﺍﻥ ﺍﺑﺰﺍﺭ ﺍﺭﺗﺒﺎﻁ ﺑﻴﻦﺍﻟﻤﻠﻠﻲ ،ﺍﻣﺮﻭﺯﻩ ﻓﺮﺍﮔﻴﺮﻱ ﺣﺪﺍﻗﻞ ﻳﻚ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺑﺮﺍﻱ ﻫﺮ ﻓﺮﺩﻱ ﺿﺮﻭﺭﻱ ﺍﺳﺖ .ﺍﻳﻦ
ﺍﻣﺮ ﺑﻪ ﻭﻳﮋﻩ ﺩﺭ ﻛﺸﻮﺭﻫﺎﻳﻲ ﻫﻤﺎﻧﻨﺪ ﺍﻳﺮﺍﻥ ،ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﻧﻴﺎﺯ ﺑﻪ ﺷﻨﺎﺳﺎﻧﺪﻥ ﻓﺮﻫﻨﮓ ﻭ ﺗﻤﺪﻥ ﺍﻳﺮﺍﻥ ﺍﺳﻼﻣﻲ ﺑﻪ ﺟﻬﺎﻥ ،ﺑﻴﺶ ﺍﺯ ﭘﻴﺶ ﺍﻫﻤﻴﺖ
ﻣﻲﻳﺎﺑﺪ .ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﺍﻫﻤﻴﺖ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺑﻪ ﻋﻨﻮﺍﻥ ﺯﺑﺎﻧﻲ ﺑﻴﻦﺍﻟﻤﻠﻠﻲ ﺩﺭ ﻛﺸﻮﺭﻣﺎﻥ ،ﺗﻮﺟﻪ ﺑﻪ ﻓﺮﺍﻳﻨﺪ ﺁﻣﻮﺯﺵ ﺁﻥ ﺍﺯ ﺍﻫﻤﻴﺖ ﺑﺴﺰﺍﻳﻲ
ﺑﺮﺧﻮﺭﺩﺍﺭ ﺍﺳﺖ.
ﺩﺭ ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ،ﺍﺯ ﻣﻨﻈﺮ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ ﻣﻘﺎﺑﻠﻪﺍﻱ ،ﺑﻪ ﺑﺮﺭﺳﻲ ﻣﻴﺰﺍﻥ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﻭ ﺗﺄﺛﻴﺮ ﺁﻥ ﺑﺮ ﻓﺮﺍﻳﻨﺪ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﭘﺮﺩﺍﺧﺘﻪ
ﺷﺪﻩ ﺍﺳﺖ .ﺑﺮ ﺍﻳﻦ ﺍﺳﺎﺱ ،ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﺍﻳﻦ ﻧﻜﺘﻪ ﻛﻪ ﺑﺮﻭﺯ ﺧﻄﺎ ﺍﺯ ﺍﻟﺰﺍﻣﺎﺕ ﻫﺮﮔﻮﻧﻪ ﻳﺎﺩﮔﻴﺮﻱ ﺑﻪﺷﻤﺎﺭ ﻣﻲﺁﻳﺪ ،ﺧﻄﺎﻫﺎﻱ ﺩﺳﺘﻮﺭﻱ ﻓﺎﺭﺳﻲﺯﺑﺎﻧﺎﻥ
ﺍﻧﮕﻠﻴﺴﻲﺁﻣﻮﺯ ﺑﺮ ﻣﺒﻨﺎﻱ ﺗﻘﺴﻴﻢﺑﻨﺪﻱ ﻛﺸﺎﻭﺭﺯ ) (81 :1994ﻣﻮﺭﺩ ﺗﺤﻠﻴﻞ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻪﺍﻧﺪ.
ﺍﺑﺰﺍﺭ ﺍﻧﺪﺍﺯﻩﮔﻴﺮﻱ ﭘﮋﻭﻫﺶ ﺩﻭ ﺁﺯﻣﻮﻥ ﭘﺎﻳﺎﻥ ﻧﻴﻢﺳﺎﻝ ﺍﻭﻝ ﻭ ﻧﻴﻢﺳﺎﻝ ﺩﻭﻡ ﺳﺎﻝ ﺗﺤﺼﻴﻠﻲ  1380-81ﺩﺭ ﺷﻬﺮﺳﺘﺎﻥ ﺭﺷﺖ ﺑﻮﺩﻩ ﺍﺳﺖ .ﺩﺭ ﺩﻭ ﺁﺯﻣﻮﻥ
ﻣﺰﺑﻮﺭ ،ﺳﻪ ﺳﺆﺍﻝ ﺑﺮﺍﻱ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﻫﺪﻑﻫﺎﻱ ﺗﺤﻘﻴﻖ ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻗﺮﺍﺭ ﮔﺮﻓﺖ .ﺩﺭ ﺍﻳﻦ ﺭﺍﺳﺘﺎ ،ﺗﻌﺪﺍﺩ  100ﺩﺍﻧﺶﺁﻣﻮﺯ ﭘﺴﺮ ﭘﺎﻳﻪﻱ ﺳﻮﻡ ﺭﺍﻫﻨﻤﺎﻳﻲ
ﺑﻪ ﺻﻮﺭﺕ ﻧﻤﻮﻧﻪﮔﻴﺮﻱ ﺧﻮﺷﻪﺍﻱ ﭼﻨﺪ ﻣﺮﺣﻠﻪﺍﻱ ﺍﻧﺘﺨﺎﺏ ﺷﺪﻧﺪ ﻭ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺁﺯﻣﻮﻥﻫﺎﻱ ﭘﺎﻳﺎﻧﻲ ﺯﺑﺎﻥﺍﻧﮕﻠﻴﺴﻲ ﺩﺭ ﻧﻴﻢﺳﺎﻝ ﺍﻭﻝ ﻭ ﻧﻴﻢﺳﺎﻝ ﺩﻭﻡ ﻛﻪ
ﺑﺎ ﻓﺎﺻﻠﻪﻱ ﺯﻣﺎﻧﻲ ﭘﻨﺞ ﻣﺎﻩ ﺑﻪ ﺍﺟﺮﺍ ﺩﺭﺁﻣﺪ ،ﻣﻮﺭﺩ ﺑﺮﺭﺳﻲ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻨﺪ.
ﺩﺭ ﺁﺯﻣﻮﻥﻫﺎﻱ ﻃﺮﺡ ﺷﺪﻩ ،ﺩﺭ ﻣﺠﻤﻮﻉ ﺳﻪ ﺳﺆﺍﻝ ﺑﺮﺍﻱ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﻫﺪﻑﻫﺎﻱ ﺗﺤﻘﻴﻖ ﺩﺭ ﻧﻈﺮ ﮔﺮﻓﺘﻪ ﺷﺪﻩ ﺑﻮﺩ .ﺳﺆﺍﻝﻫﺎﻱ ﺍﻭﻝ ﻭ ﺳﻮﻡ ﺗﻮﺍﻧﺎﻳﻲ
ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺭﺍ ﺩﺭ ﺗﺸﺨﻴﺺ ﺟﺎﻳﮕﺎﻩ ﺻﺤﻴﺢ ﻫﺮ ﻳﻚ ﺍﺯ ﺍﻧﻮﺍﻉ ﻛﻠﻤﺎﺕ )ﻗﻴﺪ ﺯﻣﺎﻥ ،ﻗﻴﺪ ﻣﻜﺎﻥ ،ﻣﻀﺎﻑ ﻭ ﻣﻀﺎﻑﺍﻟﻴﻪ ﻭ (...ﻭ ﺳﺆﺍﻝ ﺩﻭﻡ ،ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ

ﺳﺎﺧﺘﺎﺭ ﺻﺤﻴﺢ ﺑﺮﺍﻱ ﺍﻧﺘﻘﺎﻝ ﻣﻔﻬﻮﻡ ﻣﻮﺭﺩﻧﻈﺮ ﺭﺍ ﺑﺮﺭﺳﻲ ﻭ ﺍﺭﺯﻳﺎﺑﻲ ﻣﻲﻛﺮﺩ .ﭘﺲ ﺍﺯ ﺟﺪﺍ ﻛﺮﺩﻥ ﭘﺎﺳﺦﻫﺎﻱ ﺻﺤﻴﺢ ،ﻃﺒﻘﻪﺑﻨﺪﻱ ﭘﺎﺳﺦﻫﺎﻱ ﻧﺎﺩﺭﺳﺖ
ﺑﺮ ﻣﺒﻨﺎﻱ ﺍﻧﻮﺍﻉ ﺧﻄﺎﻫﺎﻱ ﺩﺳﺘﻮﺭﻱ ﺑﻪ ﺍﻧﺠﺎﻡ ﺭﺳﻴﺪ ﻭ ﺑﻪ ﺩﻧﺒﺎﻝ ﺁﻥ ،ﻣﻨﺸﺄ ﺧﻄﺎﻫﺎ ﺩﺭ ﺩﻭ ﺩﺳﺘﻪﻱ ﻋﻤﺪﻩ ﺍﺭﺍﺋﻪ ﺷﺪ.
ﻧﺘﺎﻳﺞ ﭘﮋﻭﻫﺶ ﻧﻤﺎﻳﺎﻧﮕﺮ ﺁﻥ ﺍﺳﺖ ﻛﻪ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ )ﻓﺎﺭﺳﻲ( ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻭ ﺑﻪ ﻛﺎﺭﮔﻴﺮﻱ ﺑﺮﺍﺑﺮﻫﺎﻱ ﺗﺮﺟﻤﻪﺍﻱ ﺳﺎﺧﺘﺎﺭﻫﺎ،
ﻋﺎﻣﻞ ﺍﺻﻠﻲ ﺑﺎﺯﺩﺍﺭﻧﺪﮔﻲ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺁﻥ ﺯﺑﺎﻥ ﺍﺳﺖ.
ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ :ﺯﺑﺎﻥﺁﻣﻮﺯﻱ ،ﺗﺪﺍﺧﻞ ،ﺑﺮﺍﺑﺮ ﺗﺮﺟﻤﻪﺍﻱ ،ﺭﻳﺸﻪ ﺧﻄﺎﻫﺎ ،ﺑﺎﺯﺩﺍﺭﻧﺪﮔﻲ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ
Abstract
The necessity to learn a foreign language is obvious for everyone in today’s world. The issue
is more importance in countries as Iran, wherein the need to introduce the Islamic culture
to the world is of great significance. Accordingly, the importance of English as the foreign
language in Iran illustrates the need to pay more related attention. The persent research is
aimed to demonstrate the influence of Farsi as the first language on learning English as a
’foreign language at the intermediate level schools in Iran, through analyzing the students
mistakes. For this purpose, one hundred guidance shcool male students at the third grade
were chosen through a multi-stage cluster sampling in the city of Rasht. Two exams at two
successive semesters were held for the purpose of the study, the results of which, within
the group selected, have been analyzed. The analysis demonstrates that a large number of
mistakes could be attributed to interference of Farsi as the mother tongue of the students,
which shows the translation of the structures as the main preventing reason in learning
English within the sample.
Key Words: language learning, interference, translating equivalence, errors, preventing reason
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ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺩﺭ ﻗﺮﻥ ﺣﺎﺿﺮ ﻛﻪ ﺑﻪ ﻋﻨﻮﺍﻥ ﻗﺮﻥ ﺍﺭﺗﺒﺎﻃﺎﺕ ﺷﻨﺎﺧﺘﻪ ﺷﺪﻩ،
ﺍﻫﻤﻴﺖ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥﻫﺎ ﺩﺭ ﺗﻮﺳﻌﻪﻱ ﻛﺸﻮﺭﻫﺎ ،ﺑﺎ ﺗﻮﺟﻪ
ﺑﻪ ﻟﺰﻭﻡ ﺑﺮﻗﺮﺍﺭﻱ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﺩﻳﮕﺮ ﻣﻠﻞ ،ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﻋﻠﻮﻡ
ﺟﺪﻳﺪ ﻭ ﻓﻨﺎﻭﺭﻱ ،ﻭ ﻧﻴﺰ ﺗﺒﺎﺩﻝ ﻓﺮﻫﻨﮓﻫﺎ ،ﺑﻴﺶ ﺍﺯ ﭘﻴﺶ ﻣﻮﺭﺩ
ﺗﻮﺟﻪ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻪ ﺍﺳﺖ .ﺍﻳﻦ ﺍﻣﺮ ﺑﻪ ﻭﻳﮋﻩ ﺩﺭ ﻛﺸﻮﺭﻫﺎﻳﻲ
ﻫﻤﺎﻧﻨﺪ ﺍﻳﺮﺍﻥ ،ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﻧﻴﺎﺯ ﺑﻪ ﺷﻨﺎﺳﺎﻧﺪﻥ ﻓﺮﻫﻨﮓ
ﺍﻳﺮﺍﻧﻲ ﻭ ﺍﺳﻼﻣﻲ ﺑﻪ ﺟﻬﺎﻥ ،ﺑﻴﺶ ﺍﺯ ﭘﻴﺶ ﺍﻫﻤﻴﺖ ﻣﻲﻳﺎﺑﺪ.
ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺑﻪ ﻋﻨﻮﺍﻥ ﺯﺑﺎﻧﻲ ﺑﻴﻦﺍﻟﻤﻠﻠﻲ ﺍﺯ ﺯﺑﺎﻥﻫﺎﻳﻲ ﺍﺳﺖ
ﻛﻪ ﺩﺭ ﺍﻛﺜﺮ ﻛﺸﻮﺭﻫﺎ ﺑﻪ ﺁﻥ ﺗﻮﺟﻪ ﺩﺍﺭﻧﺪ .ﺑﺮﺧﻲ ﻛﺸﻮﺭﻫﺎ ،ﺑﺎ
ﻭﺟﻮﺩ ﺑﺮﺧﻮﺭﺩﺍﺭﻱ ﺍﺯ ﺯﺑﺎﻥﻫﺎﻱ ﻣﺤﻠﻲ ﻣﺘﻌﺪﺩ ،ﺍﻧﮕﻠﻴﺴﻲ ﺭﺍ ﺑﻪ
ﻋﻨﻮﺍﻥ ﺯﺑﺎﻥ ﺭﺳﻤﻲ ﺧﻮﺩ ﺑﺮﮔﺰﻳﺪﻩﺍﻧﺪ .ﺑﻪ ﻋﻼﻭﻩ ،ﺩﺭ ﺑﺮﻧﺎﻣﻪﻱ
ﺩﺭﺳﻲ ﺑﺴﻴﺎﺭﻱ ﺩﻳﮕﺮ ﺍﺯ ﻛﺸﻮﺭﻫﺎ ﺍﺯ ﺟﻤﻠﻪ ﺍﻳﺮﺍﻥ ،ﮔﺮﭼﻪ ﺯﺑﺎﻥ
ﺍﻧﮕﻠﻴﺴﻲ ﺯﺑﺎﻥ ﺭﺳﻤﻲ ﻛﺸﻮﺭ ﻧﻴﺴﺖ ،ﺁﻣﻮﺧﺘﻦ ﺁﻥ ﺍﺟﺒﺎﺭﻱ ﻭ
ﺷﺮﻁ ﻻﺯﻡ ﺑﺮﺍﻱ ﺍﺩﺍﻣﻪﻱ ﺗﺤﺼﻴﻞ ﺩﺭ ﺩﻭﺭﻩﻫﺎﻱ ﻋﺎﻟﻲ ﺍﺳﺖ.
ﺑﻨﺎﺑﺮﺍﻳﻦ ،ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﺍﻫﻤﻴﺖ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ
ﺑﻪ ﻋﻨﻮﺍﻥ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺩﺭ ﻛﺸﻮﺭﻣﺎﻥ ،ﺗﻮﺟﻪ ﺑﻴﺸﺘﺮ ﺑﻪ ﻓﺮﺍﻳﻨﺪ

ﺁﻣﻮﺯﺵ ﻭ ﭼﮕﻮﻧﮕﻲ ﺁﻣﻮﺯﺵ ﻣﺆﺛﺮﺗﺮ ﺁﻥ ،ﺍﺯ ﺍﻫﻤﻴﺘﻲ ﺑﺴﺰﺍﻳﻲ
ﺑﺮﺧﻮﺭﺩﺍﺭ ﺍﺳﺖ.
ﺩﺭ ﺁﻣﻮﺯﺵ ﻫﺮ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﻣﻲﺑﺎﻳﺪ ﺍﺻﻮﻝ ﻭ ﺷﻴﻮﻩﻫﺎﻳﻲ
ﺧﺎﺹ ﺭﺍ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺖ ﻛﻪ ﺑﻲﺗﻮﺟﻬﻲ ﺑﻪ ﺁﻧﺎﻥ ،ﭘﻴﭽﻴﺪﮔﻲ
ﺑﻴﺸﺘﺮ ﺯﺑﺎﻥﺁﻣﻮﺯﻱ ﺭﺍ ﺑﻪ ﺩﻧﺒﺎﻝ ﺩﺍﺭﺩ .ﺍﺯ ﻧﮕﺎﻩ ﺑﺮﺍﻭﻥ ):2007
 ،(392ﻳﺎﺩﮔﻴﺮﻱ ﺍﻧﺴﺎﻥ ﺍﺳﺎﺳ ًﺎ ﺭﻭﻧﺪﻱ ﻫﻤﺮﺍﻩ ﺑﺎ ﺑﺮﻭﺯ ﺍﺷﺘﺒﺎﻩ
ﺍﺳﺖ .ﺍﺷﺘﺒﺎﻫﺎﺕ ،ﻗﻀﺎﻭﺕﻫﺎﻱ ﻧﺎﺩﺭﺳﺖ ،ﻣﺤﺎﺳﺒﻪﻫﺎﻱ
ﺍﺷﺘﺒﺎﻩ ﻭ ﻓﺮﺿﻴﻪﻫﺎﻱ ﻏﻠﻂ ،ﺟﻨﺒﻪﻱ ﻋﻤﻠﻲ ﻭ ﻣﻬﻢ ﻳﺎﺩﮔﻴﺮﻱ
ﻫﺮ ﻣﻬﺎﺭﺕ ﻳﺎ ﻛﺴﺐ ﺍﻃﻼﻋﺎﺕ ﺩﺭ ﻣﺤﻴﻂ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻧﻲ
ﺭﺍ ﺷﻜﻞ ﻣﻲﺩﻫﻨﺪ .ﺯﺑﺎﻥﺁﻣﻮﺯ ﻋﻤﻞ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺭﺍ ﺍﺯ
ﻧﻘﻄﻪﻱ ﺻﻔﺮ ﻳﺎ ﻧﺰﺩﻳﻚ ﺑﻪ ﺻﻔﺮ ﺁﻏﺎﺯ ﻣﻲﻛﻨﺪ ﻭ ﺍﺯ ﻃﺮﻳﻖ
ﺍﻓﺰﺍﻳﺶ ﻣﻬﺎﺭﺕﻫﺎﻱ ﺧﻮﺩ ﻭ ﺑﺎ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﺁﻥﻫﺎ ،ﺑﻪ ﺳﻄﺢ
ﺧﺎﺻﻲ ﺍﺯ ﺗﺴﻠﻂ ﺑﺮ ﺁﻥ ﺯﺑﺎﻥ ﺩﺳﺖ ﻣﻲﻳﺎﺑﺪ [Dulay,
] .Burt, Krashen 1982; Ellis, 1984ﺍﮔﺮ ﺯﺑﺎﻥﺁﻣﻮﺯ ﻣﺴﻴﺮ
ﺗﺴﻠﻂ ﺑﺮ ﺯﺑﺎﻥ ﺭﺍ ﺍﺩﺍﻣﻪ ﺩﻫﺪ ،ﺍﻓﺰﺍﻳﺶ ﺩﺍﻧﺶ ﻭ ﻣﻬﺎﺭﺕ ﺍﻭ
ﺗﺎ ﺗﺴﻠﻂ ﺑﺮ ﺗﻤﺎﻣﻲ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺯﺑﺎﻥ ﻫﺪﻑ ﺩﻧﺒﺎﻝ ﻣﻲﺷﻮﺩ
].[Beardsmore, 1982; Hoffman, 1991
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ﺍﻣﺎ ﻭﻗﻮﻉ ﺍﻳﻦ ﺍﻣﺮ ﺑﺎ ﺩﺷﻮﺍﺭﻱ ﺑﺴﻴﺎﺭ ﻫﻤﺮﺍﻩ ﺍﺳﺖ .ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ
ﺑﻪ ﺟﻤﻊﺁﻭﺭﻱ ﺩﺍﺩﻩﻫﺎﻱ ﺳﺎﺧﺘﺎﺭﻱ ﺯﺑﺎﻥ ﻫﺪﻑ ﻣﻲﭘﺮﺩﺍﺯﻧﺪ ،ﺍﻣﺎ
ﺩﺭ ﺳﺎﺯﻣﺎﻥﺩﻫﻲ ﻣﺘﻨﺎﺳﺐ ﺍﻳﻦ ﺩﺍﺩﻩﻫﺎ ﻭ ﺑﺮﻗﺮﺍﺭﻱ ﺍﺭﺗﺒﺎﻁ ﻣﻴﺎﻥ
ﺁﻧﺎﻥ ﺑﺎ ﻣﺸﻜﻞ ﻣﻮﺍﺟﻪﺍﻧﺪ .ﺗﻤﺎﻳﻞ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻫﻨﮕﺎﻡ ﻧﻮﺷﺘﻦ ﻭ
ﺻﺤﺒﺖ ﻛﺮﺩﻥ ﺑﻪ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﺗﺄﻛﻴﺪ ﺑﺮ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺯﺑﺎﻥ
ﻣﺎﺩﺭﻱ ﺍﺳﺖ .ﺩﺭ ﺍﻳﻦ ﺧﺼﻮﺹ ﻟﺪﻭ (2 :1957) 1ﭼﻨﻴﻦ ﺍﺫﻋﺎﻥ
ﺩﺍﺷﺘﻪ ﺍﺳﺖ» :ﺍﻓﺮﺍﺩ ﭘﻴﻮﺳﺘﻪ ﺻﻮﺭﺕﻫﺎ ﻭ ﻣﻌﺎﻧﻲ ﻛﺎﺭﺑﺮﺩﻱ ﺭﺍ
ﺍﺯ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ﻣﺎﺩﺭﻱ ﺧﻮﺩ ﺑﻪ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ﺯﺑﺎﻥ ﺩﻭﻡ
ﻣﻨﺘﻘﻞ ﻣﻲﻛﻨﻨﺪ «.ﻭﻱ ﺑﻪ ﻋﻨﻮﺍﻥ ﻳﻜﻲ ﺍﺯ ﭘﻴﺸﺘﺎﺯﺍﻥ »ﺯﺑﺎﻥﺷﻨﺎﺳﻲ
ﻣﻘﺎﺑﻠﻪﺍﻱ« ،2ﺍﺻﻮﻝ ﻧﻈﺮﻱ »ﺗﺤﻠﻴﻞ ﺗﻘﺎﺑﻠﻲ« 3ﻭ ﻧﻴﺰ ﺍﻳﻦ ﻋﻘﻴﺪﻩ
ﺭﺍ ﻛﻪ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺍﺻﻮﻻً ﻣﺴﺘﻠﺰﻡ ﻏﻠﺒﻪ ﺑﺮ ﺗﻔﺎﻭﺕﻫﺎﻱ
ﻣﻮﺟﻮﺩ ﻣﻴﺎﻥ ﺩﻭ ﻧﻈﺎﻡ ﺯﺑﺎﻧﻲ ﺍﺳﺖ ،ﺑﻪﻃﻮﺭ ﮔﺴﺘﺮﺩﻩ ﻣﻮﺭﺩ
ﺑﺮﺭﺳﻲ ﻗﺮﺍﺭ ﺩﺍﺩﻩ ﺍﺳﺖ.

ﺑﺎ ﺩﺭ ﻧﻈﺮ ﺩﺍﺷﺘﻦ ﺍﻫﻤﻴﺖ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ
ﺍﻧﮕﻠﻴﺴﻲ ﺑﻪ ﻋﻨﻮﺍﻥ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺩﺭ
ﻛﺸﻮﺭﻣﺎﻥ ،ﺗﻮﺟﻪ ﺑﻴﺸﺘﺮ ﺑﻪ ﻓﺮﺍﻳﻨﺪ ﺁﻣﻮﺯﺵ
ﻭ ﭼﮕﻮﻧﮕﻲ ﺁﻣﻮﺯﺵ ﻣﺆﺛﺮﺗﺮ ﺁﻥ ،ﺍﺯ ﺍﻫﻤﻴﺖ
ﺑﺴﺰﺍﻳﻲ ﺑﺮﺧﻮﺭﺩﺍﺭ ﺍﺳﺖ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺗﺤﻠﻴﻞ ﻣﻘﺎﺑﻠﻪﺍﻱ ﺑﻴﻦ ﺳﺎﻝﻫﺎﻱ  1950ﻭ  ،1960ﺑﺎ ﮔﺴﺘﺮﺩﮔﻲ
ﻣﻄﺮﺡ ﻭ ﺩﺭ ﺟﺎﻳﮕﺎﻩ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ ﺳﺎﺧﺖﮔﺮﺍ ﺩﺭ ﺣﻮﺯﻩﻱ
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺩﻭﻡ ﺑﻪ ﻛﺎﺭ ﺑﺴﺘﻪ ﺷﺪ .ﺩﺭ ﺍﻳﻦ ﻧﻮﻉ ﺗﺤﻠﻴﻞ ،ﻳﻜﻲ
ﺍﺯ ﺩﺷﻮﺍﺭﻱﻫﺎﻱ ﻋﻤﺪﻩ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺗﺪﺍﺧﻞ ﻋﻨﺎﺻﺮ
ﻭ ﺳﺎﺧﺖﻫﺎﻱ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﻗﻠﻤﺪﺍﺩ ﻣﻲﺷﻮﺩ ﻛﻪ ﺑﺎ ﻣﻘﺎﻳﺴﻪﻱ
ﻧﻈﺎﻡﻣﻨﺪ ﺩﻭ ﺯﺑﺎﻥ ،ﻗﺎﺑﻞ ﭘﻴﺶﺑﻴﻨﻲ ﻭ ﺗﻮﺻﻴﻒ ﺍﺳﺖ ،ﻭ ﺍﺯ ﺁﻥ
ﻃﺮﻳﻖ ﻣﻲﺗﻮﺍﻥ ﺑﻪ ﺩﺍﺩﻩﻫﺎﻳﻲ ﺩﺳﺖ ﻳﺎﻓﺖ ﻛﻪ ﺑﻪ ﻛﺎﺭﮔﻴﺮﻱ ﺁﻧﺎﻥ
ﺩﺭ ﺗﺪﻭﻳﻦ ﻣﻮﺍﺩ ﺁﻣﻮﺯﺷﻲ ،ﺑﻬﺒﻮﺩ ﺗﺪﺭﻳﺲ ﺯﺑﺎﻥﻫﺎﻱ ﺧﺎﺭﺟﻲ ﺭﺍ،
ﺑﺎ ﻛﺎﺳﺘﻦ ﺑﺴﺎﻣﺪ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ،ﺑﻪ
ﻫﻤﺮﺍﻩ ﺩﺍﺭﺩ ]ﻣﻴﺮﺩﻫﻘﺎﻥ .[22 :1380
ﺑﺮ ﺍﻳﻦ ﺍﺳﺎﺱ ،ﺁﻥﭼﻪ ﻛﻪ ﺩﺭ ﺯﻣﻴﻨﻪﻱ ﻓﺮﺍﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ
ﺍﺯ ﺍﻫﻤﻴﺖ ﻭﺍﻓﺮﻱ ﺑﺮﺧﻮﺭﺩﺍﺭ ﺍﺳﺖ ،ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﺍﻭﻝ ﺩﺭ
ﺗﻮﺿﻴﺢ ﺧﻄﺎﻫﺎ ﺩﺭ ﺯﺑﺎﻥ ﻫﺪﻑ ﺍﺳﺖ .ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥﻫﺎﻱ ﺍﻭﻝ
ﻭ ﺩﻭﻡ ﻭ ﺗﺄﺛﻴﺮﺍﺕ ﺁﻧﺎﻥ ﺑﺮ ﻓﺮﺍﮔﻴﺮﻱ ﻏﻴﺮﻫﻢﺯﻣﺎﻥ ﺯﺑﺎﻥ ﺩﻭﻡ ﺩﺭ
ﻣﻴﺎﻥ ﻛﻮﺩﻛﺎﻥ ﻭ ﺑﺰﺭگﺳﺎﻻﻥ ،ﺍﺯ ﺣﻮﺯﻩﻫﺎﻱ ﺑﺤﺚ ﺑﺮﺍﻧﮕﻴﺰ ﺩﺭ
4
ﺗﺤﻠﻴﻞﻫﺎﻱ ﺯﺑﺎﻥﺷﻨﺎﺧﺘﻲ ﺑﻪﺷﻤﺎﺭ ﻣﻲﺁﻳﺪ .ﺩﺍﺗﻲ ﻭ ﻭﻳﻠﻴﺎﻣﺰ
) ،(1998ﺗﺪﺍﺧﻞ ﺭﺍ ﻧﻮﻋﻲ ﺍﻧﺘﻘﺎﻝ ﺧﻮﺩﻛﺎﺭ ﻭ ﻏﻴﺮﺍﺭﺍﺩﻱ ﺍﺯ
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ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﺭﻭﻱ ﺳﻄﺢ ﺳﺎﺧﺘﺎﺭﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﺑﻪ
ﻋﻠﺖ ﺗﺪﺍﺧﻞ ﻋﺎﺩﺕﻫﺎ ،ﺗﻌﺮﻳﻒ ﻛﺮﺩﻩﺍﻧﺪ .ﺁﻧﺎﻥ ﻣﻲﮔﻮﻳﻨﺪ
ﻫﻨﮕﺎﻣﻲ ﺑﻪ ﻭﺟﻮﺩ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﺍﻭﻝ ﺑﺎ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﭘﻲ
ﻣﻲﺑﺮﻳﻢ ﻛﻪ ﺑﺘﻮﺍﻧﻴﻢ ﻣﺴﻴﺮ ﺧﻄﺎﻫﺎﻱ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺭﺍ ﺗﺎ ﺭﺳﻴﺪﻥ
ﺑﻪ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﻣﺴﺒﺐ ﺁﻧﺎﻥ ،ﻛﻪ ﺩﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﻭﺟﻮﺩ ﺩﺍﺭﺩ،
ﺗﻌﻘﻴﺐ ﻛﻨﻴﻢ .ﺑﺮ ﺍﻳﻦ ﺍﺳﺎﺱ ،ﻓﺮﺍﻳﻨﺪﻫﺎﻱ ﺯﺑﺎﻧﻲ ﺯﺑﺎﻥ ﺩﻭﻡ ﺩﺭ
ﺑﺰﺭگﺳﺎﻻﻥ ،ﺑﻪ ﺗﺄﺛﻴﺮ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺑﺮ ﺯﺑﺎﻥ ﺩﻭﻡ ﺣﺴﺎﺱﺗﺮ
ﺍﺳﺖ؛ ﺑﻪﻭﻳﮋﻩ ﺩﺭ ﺻﻮﺭﺗﻲ ﻛﻪ ﻓﺮﺍﻳﻨﺪﻫﺎﻱ ﻓﻮﻕ ﺑﺎ ﻓﺎﺻﻠﻪ ﺍﺯ
ﻳﻜﺪﻳﮕﺮ ﺻﻮﺭﺕ ﭘﺬﻳﺮﻧﺪ.
ﻫﺎﺩﺳﻦ (192 :2000) 5ﺑﺮ ﺍﻳﻦ ﺍﻋﺘﻘﺎﺩ ﺍﺳﺖ ﻛﻪ ﺩﺍﻧﺶ ﻭ
ﺍﻃﻼﻋﺎﺕ ﺍﻭﻟﻴﻪ ﺩﺭ ﻓﺮﺍﮔﻴﺮﻱ ﺩﺍﻧﺶ ﺑﻌﺪﻱ ﺗﺄﺛﻴﺮﮔﺬﺍﺭﻧﺪ ﻭ ﺍﻳﻦ
ﺗﺄﺛﻴﺮ ﻫﻤﺎﻥ ﭼﻴﺰﻱ ﺍﺳﺖ ﻛﻪ »ﺍﻧﺘﻘﺎﻝ« 6ﻧﺎﻣﻴﺪﻩ ﻣﻲﺷﻮﺩ .ﺩﺭ ﺍﻳﻦ
ﺍﺭﺗﺒﺎﻁ ،ﺑﺰﺭگﺳﺎﻻﻥ ﺍﺯ ﭘﻴﺶ ﺯﺑﺎﻧﻲ ﺭﺍ ﻣﻲﺩﺍﻧﻨﺪ ،ﺩﺭ ﺻﻮﺭﺗﻲ ﻛﻪ
ﻛﻮﺩﻛﺎﻥ ﺩﺭ ﺣﺎﻝ ﻓﺮﺍﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻭﻝ ﺧﻮﺩ ﻭ ﺍﺯ ﺍﻳﻦ ﻟﺤﺎﻅ ﻓﺎﻗﺪ
ﺗﺠﺮﺑﻪ ﻫﺴﺘﻨﺪ )ﺑﻪ ﻧﻘﻞ ﺍﺯ :ﺑﻬﺮﺍﻣﻲ .(1382 ،ﺍﻟﻴﺲ (1997) 7ﻧﻴﺰ
ﺑﺮﺍﻱ ﺗﺪﺍﺧﻞ ،ﻭﺍژﻩﻱ ﺍﻧﺘﻘﺎﻝ ﺭﺍ ﺑﻪ ﻛﺎﺭ ﻣﻲﺑﺮﺩ ﻭ ﺁﻥ ﺭﺍ ﺍﺛﺮﻱ
ﻣﻲﺩﺍﻧﺪ ﻛﻪ ﺯﺑﺎﻥ ﺍﻭﻝ ﺯﺑﺎﻥﺁﻣﻮﺯ ﺑﺮ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺍﻭ
ﻣﻲﮔﺬﺍﺭﺩ .ﻭﻱ ﺍﻋﺘﻘﺎﺩ ﺩﺍﺭﺩ ،ﺍﻧﺘﻘﺎﻝ ﺑﺎ ﺩﺭﻙ ﻓﺮﺩ ﺍﺯ ﺍﻳﻦﻛﻪ ﭼﻪ
ﭼﻴﺰﻱ ﺍﻧﺘﻘﺎﻝﭘﺬﻳﺮ ﺍﺳﺖ ﻭ ﺍﻭ ﺩﺭ ﭼﻪ ﻣﺮﺣﻠﻪﺍﻱ ﺍﺯ ﺯﺑﺎﻥﺁﻣﻮﺯﻱ
ﺍﺳﺖ ،ﻛﻨﺘﺮﻝ ﻣﻲﺷﻮﺩ.
ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ
ﺍﺯ ﺩﺍﻧﺶ ﺯﺑﺎﻥ ﺍﻭﻝ ﺧﻮﺩ ،ﻗﻮﺍﻧﻴﻦ ﻣﻮﻗﺘﻲ ﻣﻲﺳﺎﺯﻧﺪ
] .[Chan, 2004; Jarvis, 2002; Ellis, 1997ﺍﻳﻦ ﻛﺎﺭ ﺯﻣﺎﻧﻲ
ﺍﻧﺠﺎﻡ ﻣﻲﺷﻮﺩ ﻛﻪ ﻗﺎﻋﺪﻩﺳﺎﺯﻱ ﺑﻪ ﻳﺎﺩﮔﻴﺮﻱ ﺁﻥﻫﺎ ﻛﻤﻚ ﻛﻨﺪ ،ﻭ
ﻳﺎ ﺑﻪ ﺣﺪ ﻛﺎﻓﻲ ﺑﺮ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﻣﺴﻠﻂ ﺷﺪﻩ ﺑﺎﺷﻨﺪ ﺗﺎ ﺑﺘﻮﺍﻧﻨﺪ
ﺍﻧﺘﻘﺎﻝ ﺭﺍ ﺑﻪ ﺍﻧﺠﺎﻡ ﺭﺳﺎﻧﻨﺪ .ﺑﺮ ﺍﻳﻦ ﻣﺒﻨﺎ ،ﺑﺰﺭگﺳﺎﻻﻥ ﻧﻤﻲﺗﻮﺍﻧﻨﺪ
ﺑﻪ ﺧﻮﺑﻲ ﺯﺑﺎﻥ ﺍﻭﻝ ﺧﻮﺩ ،ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺭﺍ ﺑﻴﺎﻣﻮﺯﻧﺪ ﻭ ﻏﺎﻟﺒ ًﺎ
ﺑﺨﺸﻲ ﺍﺯ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺭﺍ ﺑﺮﺣﺴﺐ ﺍﻧﻮﺍﻋﻲ ﺍﺯ ﻣﻌﺎﻧﻲ ﻛﻪ
ﭘﻴﺶﺗﺮ ﺩﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﺁﻣﻮﺧﺘﻪﺍﻧﺪ ،ﻣﻲﺁﻣﻮﺯﻧﺪ ;[Carrol; 1964
& Doughly & Williams, 1998; Larson-Freeman

] .Long, 1991ﺑﺮﺍﻭﻥ (113 :2007) 8ﺩﺭ ﺍﻳﻦ ﺯﻣﻴﻨﻪ ﺍﻧﺘﻘﺎﻝ
ﺍﻟﮕﻮﻫﺎﻱ ﻧﺤﻮﻱ ﺯﺑﺎﻥ ﺍﻭﻝ ﺩﺭ ﻓﺮﺍﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺗﻮﺳﻂ
ﻛﻮﺩﻛﺎﻥ ﺭﺍ ﻧﺎﺩﺭ ﺷﻤﺮﺩﻩ ﺍﺳﺖ ﻭ ﻫﻤﺎﻧﻨﺪ ﻓﺮﺍﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻭﻝ ،ﺍﺯ
ﻭﺟﻮﺩ ﻓﺮﺍﻳﻨﺪ ﺳﺎﺧﺘﺎﺭﻱ ﺧﻼﻗﻲ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺗﻮﺳﻂ
ﻛﻮﺩﻛﺎﻥ ﻧﺎﻡ ﻣﻲﺑﺮﺩ.
ﺩﺭ ﺍﻳﻦ ﺧﺼﻮﺹ ﺗﻮﺟﻪ ﺑﻪ ﺍﻳﻦ ﻧﻜﺘﻪ ﺿﺮﻭﺭﻱ ﺍﺳﺖ ﻛﻪ ﺗﺪﺍﺧﻞ
ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺭﺍ ﻧﻤﻲﺑﺎﻳﺪ ﺗﻨﻬﺎ ﻋﺎﻣﻞ ﺑﺮﻭﺯ ﺧﻄﺎ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ
ﺩﻭﻡ ﺩﺍﻧﺴﺖ .9ﻣﻴﺮﺩﻫﻘﺎﻥ ) (24 :1380ﻛﺎﺭﺍﻳﻲ ﺗﺤﻠﻴﻞ ﻣﻘﺎﺑﻠﻪﺍﻱ ﺭﺍ
ﺩﺭ ﻣﺤﻴﻂﻫﺎﻱ ﺁﻣﻮﺯﺷﻲ »ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ« ،10ﺩﺭ ﺗﻘﺎﺑﻞ ﺑﺎ ﻣﺤﻴﻂﻫﺎﻱ

ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ﺍﺯ ﻧﻮﻉ ﺗﻮﺻﻴﻔﻲ )ﻏﻴﺮﺁﺯﻣﺎﻳﺸﻲ( ﺑﻮﺩﻩ ﺍﺳﺖ
ﻭ ﺟﺎﻣﻌﻪﻱ ﺁﻣﺎﺭﻱ ﻣﻮﺭﺩ ﺑﺮﺭﺳﻲ ﺩﺭ ﺁﻥ ،ﺗﻤﺎﻣﻲ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ
ﭘﺴﺮ ﺳﺎﻝ ﺳﻮﻡ ﺭﺍﻫﻨﻤﺎﻳﻲ ﻧﺎﺣﻴﻪﻱ ﻳﻚ ﺷﻬﺮﺳﺘﺎﻥ ﺭﺷﺖ ﺩﺭ
ﺳﺎﻝ ﺗﺤﺼﻴﻠﻲ  1380-81ﺭﺍ ﺷﺎﻣﻞ ﻣﻲﺷﻮﺩ .ﻧﻤﻮﻧﻪﻱ ﭘﮋﻭﻫﺶ
ﺣﺎﺿﺮ ﺑﻪ ﺣﺠﻢ  100ﻧﻔﺮ ﻭ ﺍﺯ ﻃﺮﻳﻖ ﻧﻤﻮﻧﻪﮔﻴﺮﻱ ﺧﻮﺷﻪﺍﻱ ﭼﻨﺪ
ﻣﺮﺣﻠﻪﺍﻱ ﺍﻧﺘﺨﺎﺏ ﺷﺪ .ﺑﺪﻳﻦ ﻣﻨﻈﻮﺭ ،ﺍﺑﺘﺪﺍ ﺍﺯ ﺑﻴﻦ ﺗﻤﺎﻣﻲ ﻣﺪﺍﺭﺱ
ﺭﺍﻫﻨﻤﺎﻳﻲ ﺗﺤﺼﻴﻠﻲ ﭘﺴﺮﺍﻧﻪﻱ ﻧﺎﺣﻴﻪﻱ ﻳﻚ ﺭﺷﺖ ﺑﻪﻃﻮﺭ ﺗﺼﺎﺩﻓﻲ
ﭘﻨﺞ ﻣﺪﺭﺳﻪ ،ﻭ ﺍﺯ ﻫﺮ ﻣﺪﺭﺳﻪ ﻳﻚ ﻛﻼﺱ ،ﻭ ﺍﺯ ﻫﺮ ﻛﻼﺱ ﻓﻘﻂ
 20ﻧﻔﺮ ،ﺑﺎﺯ ﻫﻢ ﺑﻪﻃﻮﺭ ﺗﺼﺎﺩﻓﻲ ﺍﻧﺘﺨﺎﺏ ﺷﺪﻧﺪ.
ﺍﺑﺰﺍﺭ ﮔﺮﺩﺁﻭﺭﻱ ﺩﺍﺩﻩﻫﺎ ﺩﺭ ﺍﻳﻦ ﭘﮋﻭﻫﺶ ﺩﻭ ﺁﺯﻣﻮﻥ ﭘﺎﻳﺎﻥ
ﻧﻴﻢﺳﺎﻝ ﺍﻭﻝ ﻭ ﻧﻴﻢﺳﺎﻝ ﺩﻭﻡ ﺳﺎﻝ ﺗﺤﺼﻴﻠﻲ  1380-81ﺑﻮﺩﻩ
ﺍﺳﺖ .ﺩﻭ ﺁﺯﻣﻮﻥ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻓﻮﻕ ﺑﺎ ﻓﺎﺻﻠﻪﻱ ﺯﻣﺎﻧﻲ ﭘﻨﺞ
ﻣﺎﻩ ﺑﻪ ﺍﺟﺮﺍ ﺩﺭﺁﻣﺪﻧﺪ ﻛﻪ ﻧﺨﺴﺘﻴﻦ ﺁﺯﻣﻮﻥ ﺩﺭ ﺩﻱﻣﺎﻩ ﺳﺎﻝ 1380
ﻭ ﺩﻭﻣﻴﻦ ﺁﺯﻣﻮﻥ ﺩﺭ ﺧﺮﺩﺍﺩ ﻣﺎﻩ ﺳﺎﻝ  1381ﺑﻪ ﺍﻧﺠﺎﻡ ﺭﺳﻴﺪ .ﺩﺭ
ﺁﺯﻣﻮﻥﻫﺎﻱ ﻓﻮﻕ ،ﺩﺭ ﻣﺠﻤﻮﻉ ﺳﻪ ﺳﺆﺍﻝ ﺑﺮﺍﻱ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ
ﻫﺪﻑﻫﺎﻱ ﺗﺤﻘﻴﻖ ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻗﺮﺍﺭ ﮔﺮﻓﺖ.
ﺩﺭ ﺳﺆﺍﻝ ﻧﺨﺴﺖ ﺗﻮﺍﻧﺎﻳﻲ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﺮﺍﻱ ﺗﺸﺨﻴﺺ
ﺟﺎﻳﮕﺎﻩ ﺻﺤﻴﺢ ﺍﻧﻮﺍﻉ ﻛﻠﻤﺎﺕ )ﻗﻴﺪ ﺯﻣﺎﻥ ،ﻗﻴﺪ ﻣﻜﺎﻥ ،ﻣﻀﺎﻑ
ﻭ ﻣﻀﺎﻑﺍﻟﻴﻪ ،ﻭ (...ﺑﺮﺭﺳﻲ ﺷﺪ .ﺩﺭ ﺳﺆﺍﻝ ﺩﻭﻡ ،ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ
ﻣﻲﺑﺎﻳﺪ ﺳﺎﺧﺘﺎﺭ ﺻﺤﻴﺤﻲ ﺭﺍ ﺑﺮﺍﻱ ﺍﻧﺘﻘﺎﻝ ﻣﻔﻬﻮﻡ ﻣﻮﺭﺩﻧﻈﺮ
ﺧﻮﺩ ﭘﻴﺪﺍ ﻣﻲﻛﺮﺩﻧﺪ .ﺩﺭ ﺳﺆﺍﻝ ﺳﻮﻡ ﻧﻴﺰ ﺭﻭﻧﺪ ﺳﺆﺍﻝ ﺍﻭﻝ ﺩﺭ
ﭘﻴﺶ ﮔﺮﻓﺘﻪ ﺷﺪﻩ ﺑﻮﺩ .ﭘﺲ ﺍﺯ ﺟﺪﺍ ﻛﺮﺩﻥ ﭘﺎﺳﺦﻫﺎﻱ ﺻﺤﻴﺢ،
ﭘﺎﺳﺦﻫﺎﻱ ﻧﺎﺩﺭﺳﺖ ﺑﺮﺍﺳﺎﺱ ﺍﻧﻮﺍﻉ ﮔﻮﻧﺎﮔﻮﻥ ﺧﻄﺎﻫﺎﻱ
ﺩﺳﺘﻮﺭﻱ ﻃﺒﻘﻪﺑﻨﺪﻱ ﺷﺪﻧﺪ ﻭ ﺳﭙﺲ ﺑﻪ ﻣﻨﻈﻮﺭ ﺑﺮﺭﺳﻲ ﻋﻠﻞ
ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ
ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺩﺍﻧﺶ ﺯﺑﺎﻥ ﺍﻭﻝ ﺧﻮﺩ ،ﻗﻮﺍﻧﻴﻦ
ﻣﻮﻗﺘﻲ ﻣﻲﺳﺎﺯﻧﺪ .ﺍﻳﻦ ﻛﺎﺭ ﺯﻣﺎﻧﻲ ﺍﻧﺠﺎﻡ
ﻣﻲﺷﻮﺩ ﻛﻪ ﻗﺎﻋﺪﻩﺳﺎﺯﻱ ﺑﻪ ﻳﺎﺩﮔﻴﺮﻱ ﺁﻥﻫﺎ
ﻛﻤﻚ ﻛﻨﺪ ،ﻭ ﻳﺎ ﺑﻪ ﺣﺪ ﻛﺎﻓﻲ ﺑﺮ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﻣﺴﻠﻂ ﺷﺪﻩ ﺑﺎﺷﻨﺪ ﺗﺎ ﺑﺘﻮﺍﻧﻨﺪ ﺍﻧﺘﻘﺎﻝ
ﺭﺍ ﺑﻪ ﺍﻧﺠﺎﻡ ﺭﺳﺎﻧﻨﺪ .ﺑﺮ ﺍﻳﻦ ﻣﺒﻨﺎ ،ﺑﺰﺭگﺳﺎﻻﻥ
ﻧﻤﻲﺗﻮﺍﻧﻨﺪ ﺑﻪ ﺧﻮﺑﻲ ﺯﺑﺎﻥ ﺍﻭﻝ ﺧﻮﺩ ،ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﺭﺍ ﺑﻴﺎﻣﻮﺯﻧﺪ ﻭ ﻏﺎﻟﺒ ًﺎ ﺑﺨﺸﻲ ﺍﺯ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﺭﺍ ﺑﺮﺣﺴﺐ ﺍﻧﻮﺍﻋﻲ ﺍﺯ ﻣﻌﺎﻧﻲ ﻛﻪ
ﭘﻴﺶﺗﺮ ﺩﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﺁﻣﻮﺧﺘﻪﺍﻧﺪ ،ﻣﻲﺁﻣﻮﺯﻧﺪ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺁﻣﻮﺯﺵ »ﺯﺑﺎﻥ ﺩﻭﻡ« 11ﻣﻲﺩﺍﻧﺪ ﻛﻪ ﺩﺭ ﺁﻥﻫﺎ ،ﺯﺑﺎﻥﺁﻣﻮﺯ ﺍﺯ
ﻣﻮﻗﻌﻴﺖﻫﺎﻱ ﺑﺴﻴﺎﺭ ﺍﻧﺪﻛﻲ ﺩﺭ ﺑﻪ ﻛﺎﺭﮔﻴﺮﻱ ﻋﻤﻠﻲ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﺑﺮﺧﻮﺭﺩﺍﺭ ﺍﺳﺖ.
ﺍﺯ ﺩﻳﺮﺑﺎﺯ ﺗﺎﻛﻨﻮﻥ ﻭ ﺑﺎ ﺗﻜﺎﻣﻞ ﺩﺍﻧﺶ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ ،ﺑﻪﻭﻳﮋﻩ ﺩﺭ
ﺗﺤﻠﻴﻞ ﻣﻘﺎﺑﻠﻪﺍﻱ ،ﻭ ﺑﺎ ﺩﺭ ﻧﻈﺮ ﮔﺮﻓﺘﻦ ﺍﻫﻤﻴﺖ ﺧﻄﺎﻫﺎ ،ﻋﻮﺍﻣﻠﻲ
ﺯﺑﺎﻥﺷﻨﺎﺧﺘﻲ ﻫﻢﭼﻮﻥ :ﺷﻨﺎﺳﺎﻳﻲ ﺍﻧﻮﺍﻉ ﺧﻄﺎﻫﺎ ،ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ
ﻋﻠﺖﻫﺎﻱ ﺑﺮﻭﺯ ﺧﻄﺎﻫﺎ ،ﭼﮕﻮﻧﮕﻲ ﺗﺼﺤﻴﺢ ﺧﻄﺎﻫﺎ ﻭ ﺗﻬﻴﻪ
ﻭ ﺗﺪﻭﻳﻦ ﻣﺘﻮﻥ ﺳﺎﺯﮔﺎﺭ ﺑﺎ ﺧﻄﺎﻫﺎ ،ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻣﺪﺭﺳﺎﻥ
ﻭ ﭘﮋﻭﻫﺸﮕﺮﺍﻥ ﺯﺑﺎﻥ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻪ ﺍﺳﺖ ﻛﻪ ﺁﻥ ﺭﺍ »ﺗﺤﻠﻴﻞ
ﺧﻄﺎﻫﺎ« 12ﻧﺎﻣﻴﺪﻩﺍﻧﺪ .ﻛﺸﺎﻭﺭﺯ ) (152 :1994ﺗﺤﻠﻴﻞ ﺧﻄﺎ ﺭﺍ
ﺷﻴﻮﻩﺍﻱ ﻣﻲﺩﺍﻧﺪ ﻛﻪ ﻣﻮﺭﺩ ﺍﺳﺘﻔﺎﺩﻩﻱ ﻣﻌﻠﻤﺎﻥ ﻭ ﭘﮋﻭﻫﺸﮕﺮﺍﻥ
ﻗﺮﺍﺭ ﻣﻲﮔﻴﺮﺩ ﻭ ﺩﺭﺑﺮﺩﺍﺭﻧﺪﻩﻱ ﻧﻤﻮﻧﻪﻫﺎﻱ ﺗﻮﻟﻴﺪ ﺷﺪﻩ ﺍﺯ ﺳﻮﻱ
ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺍﺳﺖ .ﻭﻱ ﺷﻨﺎﺳﺎﻳﻲ،
ﺩﺳﺘﻪﺑﻨﺪﻱ ﺑﺮﺍﺳﺎﺱ ﻧﻮﻉ ،ﺑﺮﺭﺳﻲ ﻋﻠﻞ ﺑﺮﻭﺯ ﻭ ﻫﻢﭼﻨﻴﻦ
ﺍﺭﺯﻳﺎﺑﻲ ﻣﻴﺰﺍﻥ ﺍﻫﻤﻴﺖ ﺧﻄﺎﻫﺎ ﺭﺍ ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻗﺮﺍﺭ ﺩﺍﺩﻩ ﺍﺳﺖ.
ﺑﻪ ﺍﻋﺘﻘﺎﺩ ﻛﺸﺎﻭﺭﺯ ) ،(44 :1994ﺗﺤﻠﻴﻞ ﺧﻄﺎ ﻧﺴﺒﺖ ﺑﻪ ﺗﺤﻠﻴﻞ
ﻣﻘﺎﺑﻠﻪﺍﻱ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺟﻨﺒﻪﻱ ﻣﺜﺒﺖ ﺑﻴﺸﺘﺮﻱ ﺩﺍﺭﺩ .ﭼﺮﺍ
ﻛﻪ ﺧﻄﺎﻫﺎ ﺑﻪ ﻋﻨﻮﺍﻥ ﻧﺸﺎﻧﻪﻫﺎﻱ ﻧﺎﻛﺎﻣﻲ ﻭ ﻧﺎﺗﻮﺍﻧﻲ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺭ
ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﻣﺤﺴﻮﺏ ﻧﻤﻲﺷﻮﻧﺪ ،ﺑﻠﻜﻪ ﻋﺎﻣﻠﻲ ﺩﺭ ﺳﻨﺠﺶ
ﺯﺑﺎﻧﻲ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﻫﺴﺘﻨﺪ .ﺍﺯ ﺍﻳﻦﺭﻭ ،ﺩﺭ
ﺩﻳﺪﮔﺎﻩ ﺗﺤﻠﻴﻞ ﺧﻄﺎ ،ﺑﺮﺧﻼﻑ ﺗﺤﻠﻴﻞ ﻣﻘﺎﺑﻠﻪﺍﻱ ،ﺭﻳﺸﻪﻛﻦ ﻛﺮﺩﻥ
ﺧﻄﺎﻫﺎ ﺑﻪ ﻫﻴﭻ ﻋﻨﻮﺍﻥ ﻣﻮﺭﺩﻧﻈﺮ ﻧﻴﺴﺖ .ﺩﺭ ﻭﺍﻗﻊ ،ﺗﺤﻠﻴﻞ ﺧﻄﺎ ﺩﺭ
ﺗﻼﺵ ﺑﺮﺍﻱ ﺑﺮﺭﺳﻲ ﻛﻨﺶ ﺯﺑﺎﻧﻲ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻭ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﺁﻥ
ﺩﺭ ﺳﺎﺯﻣﺎﻥﺩﻫﻲ ﺩﺍﺩﻩﻫﺎﻱ ﺯﺑﺎﻧﻲ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺩﻭﻡ ﺍﺳﺖ،
ﻭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ،ﻫﻤﺎﻧﻨﺪ ﺩﻳﮕﺮ ﻳﺎﺩﮔﻴﺮﻱﻫﺎ ،ﻧﻤﻲﺗﻮﺍﻧﺪ ﻓﺮﺍﻳﻨﺪﻱ
ﻋﺎﺭﻱ ﺍﺯ ﺧﻄﺎ ﻭ ﺍﺷﺘﺒﺎﻩ ﺑﺎﺷﺪ.
ﺩﺭ ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ﺑﺮ ﺁﻥ ﺑﻮﺩﻩﺍﻳﻢ ﺗﺎ ﺧﻄﺎﻫﺎﻱ ﺩﺳﺘﻮﺭﻱ
ﺍﻧﮕﻠﻴﺴﻲﺁﻣﻮﺯﺍﻥ ﻓﺎﺭﺳﻲﺯﺑﺎﻥ ﺭﺍ ﺗﺠﺰﻳﻪ ﻭ ﺗﺤﻠﻴﻞ ﻛﻨﻢ .ﺍﻳﻦ
ﺩﺳﺘﻪ ﺧﻄﺎﻫﺎ ﺩﺭ ﺳﻄﺢ ﺟﻤﻠﻪ ﻣﻄﺮﺡ ﻭ ﺑﺎ ﺣﻮﺯﻩﻱ ﻧﺤﻮ ﻣﺮﺗﺒﻂ
ﻫﺴﺘﻨﺪ ﻭ ﺍﺯ ﺍﻧﺘﻘﺎﻝ ﺍﺻﻮﻝ ﻭ ﻗﻮﺍﻋﺪ ﻧﺤﻮﻱ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺑﻪ
ﺯﺑﺎﻥ ﺩﻭﻡ ﻧﺎﺷﻲ ﻣﻲﺷﻮﻧﺪ .ﻛﺸﺎﻭﺭﺯ ) (81 :1994ﺍﻳﻦ ﺩﺳﺘﻪ
ﺧﻄﺎﻫﺎ ﺭﺍ ﻣﺸﺘﻤﻞ ﺑﺮ ﺧﻄﺎﻫﺎﻱ ﻣﺮﺗﺒﻂ ﺑﺎ ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ
ﺯﻣﺎﻥﻫﺎ ،ﺣﺮﻭﻑ ﺍﺿﺎﻓﻪ ،ﺣﺮﻭﻑ ﺗﻌﺮﻳﻒ ،ﺻﻮﺭﺕﻫﺎﻱ ﻣﻌﻠﻮﻡ
ﻭ ﻣﺠﻬﻮﻝ ،ﺗﺮﺗﻴﺐ ﻭﺍژﮔﺎﻥ ،ﻭ ﺻﻔﺎﺕ ﻭ ﻗﻴﻮﺩ ﺑﺮﺷﻤﺮﺩﻩ ﺍﺳﺖ.
ﺑﺮ ﺍﻳﻦ ﻣﺒﻨﺎ ،ﺩﺭ ﺍﻳﻦﺟﺎ ﺑﺮﺭﺳﻲ ﻣﻴﺰﺍﻥ ﻓﺮﺍﻭﺍﻧﻲ ﻧﺴﺒﻲ ﺧﻄﺎﻫﺎﻱ
ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ ﺿﻤﺎﻳﺮ ﻭ ﺗﺮﻛﻴﺒﺎﺕ ﺍﺿﺎﻓﻲ ،ﻛﺎﺭﺑﺮﺩ
ﻋﺒﺎﺭﺕﻫﺎﻱ ﻓﺎﺭﺳﻲ ،ﻭ ﻋﺪﻡ ﻛﺎﺭﺑﺮﺩ ﺻﺤﻴﺢ ﺣﺮﻭﻑ ﺍﺿﺎﻓﻪ ﺩﺭ
ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺩﺭ ﭘﻴﻜﺮﻩﻱ ﺗﺤﻘﻴﻖ ﻣﻮﺭﺩ ﺗﻮﺟﻪ ﻗﺮﺍﺭ
ﮔﺮﻓﺘﻪ ﺍﺳﺖ.

ﺭﻭﺵ ﭘﮋﻭﻫﺶ
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ﺧﻄﺎﻫﺎ ،ﺩﻭ ﻧﻮﻉ ﻃﺒﻘﻪﺑﻨﺪﻱ ﺑﻪ ﺍﻧﺠﺎﻡ ﺭﺳﻴﺪ:
ﺍﻟﻒ( ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﺩﺭ ﻗﺎﻟﺐ
ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ )ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ(.
ﺏ( ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﭘﻴﭽﻴﺪﮔﻲ ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ )ﻫﻤﺎﻧﻨﺪ
ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ ﺯﻣﺎﻥ ﺍﻓﻌﺎﻝ ﻳﺎ ﺗﻄﺎﺑﻖ ﻓﻌﻞ ﻭ ﻧﻬﺎﺩ ﻭ.(...
ﻃﺒﻘﻪﺑﻨﺪﻱ ﻓﻮﻕ ﺭﺍ ﻣﻲﺗﻮﺍﻥ ﻫﻢﺭﺍﺳﺘﺎ ﺑﺎ ﺗﻘﺴﻴﻢﺑﻨﺪﻱ ﺿﻴﺎء
ﺣﺴﻴﻨﻲ ) (17 :1999ﺍﺯ ﻣﻨﺸﺄ ﺧﻄﺎﻫﺎ ﺩﺍﻧﺴﺖ .ﻭﻱ ﺩﻭ ﻧﻮﻉ ﺧﻄﺎ
ﺭﺍ ﺑﻪ ﻋﻨﻮﺍﻥ ﻣﻨﺸﺄ ﺗﻮﻟﻴﺪ ﺧﻄﺎﻫﺎ ﺫﻛﺮ ﻛﺮﺩﻩ ﺍﺳﺖ ﻛﻪ ﻋﺒﺎﺭﺕﺍﻧﺪ ﺍﺯ:
ﺧﻄﺎﻫﺎﻱ »ﺩﺭﻭﻥ ﺯﺑﺎﻧﻲ« 13ﻭ ﺧﻄﺎﻫﺎﻱ »ﻣﻴﺎﻥ ﺯﺑﺎﻧﻲ« .14ﺧﻄﺎﻫﺎﻱ
ﺩﺭﻭﻥﺯﺑﺎﻧﻲ ﻛﻪ ﺑﻪ »ﺧﻄﺎﻫﺎﻱ ﭘﻴﺸﺮﻓﺘﻲ« 15ﻭ ﻳﺎ ﺗﺪﺍﺧﻠﻲ ﻧﻴﺰ
ﻣﺮﺳﻮﻡﺍﻧﺪ ،ﺧﻄﺎﻫﺎﻳﻲ ﻫﺴﺘﻨﺪ ﻛﻪ ﻋﻠﺖ ﺍﺻﻠﻲ ﺑﻪﻭﺟﻮﺩ ﺁﻣﺪﻥﺷﺎﻥ
ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺍﺳﺖ ،ﺩﺭ ﺣﺎﻟﻲﻛﻪ ﺧﻄﺎﻫﺎﻱ ﻣﻴﺎﻥﺯﺑﺎﻧﻲ ﺑﻪﺷﻤﺎﺭ
ﻣﻲﺁﻳﻨﺪ ﻛﻪ ﺯﺑﺎﻥ ﺩﻭﻡ ﻋﻠﺖ ﺗﻮﻟﻴﺪ ﺁﻥﻫﺎﺳﺖ.

ﺗﻮﺻﻴﻒ ﻭ ﺗﺤﻠﻴﻞ ﺩﺍﺩﻩﻫﺎ

ﺩﺭ ﺍﻳﻦ ﻗﺴﻤﺖ ﺑﻪ ﺑﺮﺭﺳﻲ ﺳﺆﺍﻝﻫﺎﻱ ﭘﮋﻭﻫﺶ ﻭ ﺗﺒﻴﻴﻦ ﻳﺎﻓﺘﻪﻫﺎ
ﺩﺭ ﻣﻮﺭﺩ ﺁﻥﻫﺎ ﻣﻲﭘﺮﺩﺍﺯﻳﻢ:
ﺳﺆﺍﻝ ﺍﻭﻝ :ﻛﻠﻤﻪﻫﺎﻱ ﺯﻳﺮ ﺭﺍ ﺑﻪ ﺻﻮﺭﺕ ﻳﻚ ﺟﻤﻠﻪﻱ ﺻﺤﻴﺢ
ﻣﺮﺗﺐ ﻛﻨﻴﺪ ﻭ ﺑﻨﻮﻳﺴﻴﺪ.
? /teacher/ your/ this/ who/ year/ is/ English

ﭘﺎﺳﺦﻫﺎﻱ ﻏﻴﺮ ﻗﺎﺑﻞ ﻗﺒﻮﻟﻲ ﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ
ﺑﻪ ﺍﻳﻦ ﺳﺆﺍﻝ ﺩﺍﺩﻧﺪ ،ﺑﻪ ﺩﻭ ﺻﻮﺭﺕ ﺯﻳﺮ
ﺑﻮﺩ:
ﻣﺸﺎﻫﺪﻩﻱ  .1ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﺣﺮﻑ ﺍﺿﺎﻓﻪﻱ
ﻣﺨﺼﻮﺹ ﻓﻌﻞ ﺩﺭ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﻛﻪ ﺩﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻛﺎﺭﺑﺮﺩ
ﻧﺪﺍﺭﺩ ) 70ﺩﺭﺻﺪ(:
I played football on school.

ﻣﺸﺎﻫﺪﻩﻱ  .2ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﺑﻪ ﻛﺎﺭ ﺑﺮﺩﻥ ﻧﺎﺩﺭﺳﺖ ﻗﻴﺪ ﻣﻜﺎﻥ
ﺑﻪ ﺟﺎﻱ ﺿﻤﻴﺮ ﻛﻪ ﺑﻪ ﺩﻟﻴﻞ ﻧﺎﺗﻮﺍﻧﻲ ﺩﺍﻧﺶﺁﻣﻮﺯ ﺩﺭ ﻗﺮﺍﺭ ﺩﺍﺩﻥ
ﻗﻴﺪ ﻣﻜﺎﻥ ﺩﺭ ﺟﺎﻱ ﺧﻮﺩ ﺭﺥ ﻣﻲﺩﻫﺪ ) 30ﺩﺭﺻﺪ(:
I at school played football.

ﺩﺭﺧﺼﻮﺹ ﺍﻳﻦ ﭘﺮﺳﺶ ﻧﻴﺰ ﺗﺪﺍﺧﻞ ﺳﺎﺧﺖ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ
ﺁﺷﻜﺎﺭ ﺍﺳﺖ.
ﺳﺆﺍﻝ ﺳﻮﻡ :ﻛﻠﻤﺎﺕ ﺯﻳﺮ ﺭﺍ ﺑﻪ ﺻﻮﺭﺕ ﻳﻚ ﺟﻤﻠﻪﻱ ﺻﺤﻴﺢ
ﻣﺮﺗﺐ ﻛﻨﻴﺪ ﻭ ﺑﻨﻮﻳﺴﻴﺪ:
washing/ kitchen/ was/ yesterday/ the/ in/ the dishes/
my sister/ at ten/

ﻣﺸﺎﻫﺪﻩﻱ  .1ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﻧﺎﺩﺭﺳﺖ ﺣﺮﻑ
ﺍﺿﺎﻓﻪ ﺩﺭ ﺟﺎﻱ ﺧﻮﺩ ) 40ﺩﺭﺻﺪ(:

ﻣﺸﺎﻫﺪﻩﻱ  .2ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﻗﻴﺪ ﺯﻣﺎﻥ ﺩﺭ ﺟﺎﻱ
ﻧﺎﺩﺭﺳﺖ ﻛﻪ ﺑﻪ ﻋﻠﺖ ﻧﺎﺗﻮﺍﻧﻲ ﺩﺍﻧﺶﺁﻣﻮﺯ ﺩﺭ ﺳﺎﺧﺘﻦ ﺗﺮﻛﻴﺒﺎﺕ
ﻗﻴﺪﻱ ﺭﺥ ﻣﻲﺩﻫﺪ ) 22ﺩﺭﺻﺪ(:

?Who is your teacher English this year

At ten may sister was washing dishes yesterday in

ﻣﺸﺎﻫﺪﻩﻱ  .2ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻋﺪﻡ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺿﻤﻴﺮ ﻣﻠﻜﻲ
ﺩﺭ ﺟﺎﻳﮕﺎﻩ ﺍﺻﻠﻲ ﺧﻮﺩ ) 24ﺩﺭﺻﺪ(:

the kitchen.

ﻣﺸﺎﻫﺪﻩﻱ  .3ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻋﺪﻡ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﻗﻴﺪ ﺯﻣﺎﻥ ﺩﺭ
ﺟﺎﻱ ﺻﺤﻴﺢ ﺧﻮﺩ ) 18ﺩﺭﺻﺪ(:
?Who is this year your English teacher

ﺩﺭ ﺍﻳﻦ ﺩﺳﺘﻪ ﺧﻄﺎﻫﺎ ،ﺯﺑﺎﻥﺁﻣﻮﺯ ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﻋﺪﻡ ﺗﺴﻠﻂ ﻛﺎﻓﻲ
ﺑﺮ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ،ﺍﺯ ﻗﻮﺍﻋﺪ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ
ﺁﺭﺍﻳﺸﻲ ﻛﻠﻤﺎﺕ ﺍﺳﺘﻔﺎﺩﻩ ﻛﺮﺩﻩ ﺍﺳﺖ.

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

8

)(school

ﺧﻄﺎﻫﺎﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺩﺭ ﭘﺎﺳﺦ ﺑﻪ ﺍﻳﻦ ﺳﺆﺍﻝ ﺑﻪ ﺳﻪ ﺻﻮﺭﺕ
ﺯﻳﺮ ﻣﺸﺎﻫﺪﻩ ﺷﺪ:
ﻣﺸﺎﻫﺪﻩﻱ  .1ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻋﺪﻡ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﺻﺤﻴﺢ
ﻣﻀﺎﻑ ﻭ ﻣﻀﺎﻑﺍﻟﻴﻪ )ﻧﺎﺷﻲ ﺍﺯ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ـ 58
ﺩﺭﺻﺪ(:

?Who is English teacher your English year

ﺳﺆﺍﻝ ﺩﻭﻡ :ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺗﺼﻮﻳﺮ ﺩﺍﺩﻩ ﺷﺪﻩ ،ﺑﻪ ﺳﺆﺍﻝ ﺯﻳﺮ ﭘﺎﺳﺦ
ﺩﻫﻴﺪ.
FLT

?Where did you play football
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My sister was washing the dishes the kitchen in at
ten yesterday.

ﻣﺸﺎﻫﺪﻩﻱ  .3ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﺍﺳﺘﻔﺎﺩﻩﻱ ﻧﺎﺩﺭﺳﺖ ﺍﺯ ﺍﺷﻜﺎﻝ
ﻣﺘﻔﺎﻭﺕ ﺯﻣﺎﻧﻲ ﻓﻌﻞ ) 38ﺩﺭﺻﺪ(:
My sister washing the dishes was in kitchen at ten
yesterday.

ﺧﻄﺎﻫﺎﻱ ﺍﻳﻦ ﺩﺳﺘﻪ ﺭﺍ ﻣﻲﺗﻮﺍﻥ ﻧﺎﺷﻲ ﺍﺯ ﭘﻴﭽﻴﺪﮔﻲ ﺯﺑﺎﻥ
ﺍﻧﮕﻠﻴﺴﻲ ﺩﺍﻧﺴﺖ.

ﺑﺤﺚ ﻭ ﻧﺘﻴﺠﻪﮔﻴﺮﻱ

ﺗﺤﻠﻴﻞ ﺩﺍﺩﻩﻫﺎ ﺩﺭ ﺟﺎﻣﻌﻪﻱ ﺁﻣﺎﺭﻱ ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ﻧﻤﺎﻳﺎﻧﮕﺮ
ﺁﻥ ﺍﺳﺖ ﻛﻪ ﺩﺭ ﺳﺆﺍﻝ ﻧﺨﺴﺖ ﻛﻪ ﺑﺎ ﻫﺪﻑ ﺑﺮﺭﺳﻲ ﺗﻮﺍﻧﺎﻳﻲ
ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺩﺭ ﺗﺸﺨﻴﺺ ﺟﺎﻳﮕﺎﻩ ﺻﺤﻴﺢ ﻛﻠﻤﺎﺕ ﺑﻪ ﻛﺎﺭ

ﺗﺴﻠﻂ ﺑﺮ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺷﺎﻣﻞ ﭼﻨﺪ ﻓﺮﺍﻳﻨﺪ
ﺗﺪﺭﻳﺠﻲ ﺍﺳﺖ ﻛﻪ ﻛﻨﺎﺭ ﮔﺬﺍﺷﺘﻦ ﺑﺮﺍﺑﺮﻱ
ﺗﺮﺟﻤﻪﺍﻱ ،ﺗﺜﺒﻴﺖ ﺍﺳﺘﻘﻼﻝ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ
ﺩﺳﺘﻮﺭﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺍﺯ ﻣﻮﺍﺭﺩ ﻣﺸﺎﺑﻪ ﺯﺑﺎﻥ
ﺍﻭﻝ ،ﻭ ﺗﻮﺍﻧﺎﻳﻲ ﻓﻜﺮﻛﺮﺩﻥ ﺑﻪ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ،
ﺍﺯ ﻣﻮﺍﺭﺩ ﻣﻬﻢ ﺁﻥ ﺑﻪ ﺷﻤﺎﺭ ﻣﻲﺭﻭﻧﺪ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﮔﺮﻓﺘﻪ ﺷﺪﻩ ،ﻓﺮﺍﻭﺍﻧﻲ ﻧﺴﺒﻲ ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ
ﻣﻀﺎﻑ ﻭ ﻣﻀﺎﻑﺍﻟﻴﻪ  58ﺩﺭﺻﺪ ،ﻋﺪﻡ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺿﻤﻴﺮ ﻣﻠﻜﻲ
ﺩﺭ ﺟﺎﻳﮕﺎﻩ ﺍﺻﻠﻲ ﺧﻮﺩ  24ﺩﺭﺻﺪ ،ﻭ ﻋﺪﻡ ﺑﻪﻛﺎﺭﮔﻴﺮﻱ ﻗﻴﺪ
ﺯﻣﺎﻥ ﺩﺭ ﺟﺎﻱ ﺻﺤﻴﺢ ﺧﻮﺩ  18ﺩﺭﺻﺪ ﭘﺎﺳﺦﻫﺎﻱ ﻧﺎﺩﺭﺳﺖ ﺭﺍ
ﺷﺎﻣﻞ ﺷﺪﻩ ﺍﺳﺖ.
ﺩﺭ ﺳﺆﺍﻝ ﺩﻭﻡ ﺁﺯﻣﻮﻥ ﻛﻪ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﺳﺎﺧﺘﺎﺭ ﺻﺤﻴﺢ ﺑﺮﺍﻱ
ﺍﻧﺘﻘﺎﻝ ﻣﻔﻬﻮﻡ ﻣﻮﺭﺩﻧﻈﺮ ﻣﻮﺭﺩ ﺑﺮﺭﺳﻲ ﻭ ﺍﺭﺯﻳﺎﺑﻲ ﻗﺮﺍﺭ ﮔﺮﻓﺖ،
 70ﺩﺭﺻﺪ ﺧﻄﺎﻫﺎ ﺑﻪ ﺣﺮﻑ ﺍﺿﺎﻓﻪﻱ ﻣﺨﺼﻮﺹ ﻓﻌﻞ ﺩﺭ
ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﻛﻪ ﺩﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻛﺎﺭﺑﺮﺩ ﻧﺪﺍﺭﺩ ،ﻭ  30ﺩﺭﺻﺪ
ﺍﺳﺘﻔﺎﺩﻩﻱ ﻧﺎﺩﺭﺳﺖ ﺍﺯ ﻗﻴﺪ ﻣﻜﺎﻥ ﺑﻪ ﺟﺎﻱ ﺿﻤﻴﺮ ﻛﻪ ﺍﺯ ﻧﺎﺗﻮﺍﻧﻲ
ﺩﺍﻧﺶﺁﻣﻮﺯ ﺩﺭ ﻗﺮﺍﺭ ﺩﺍﺩﻥ ﻗﻴﺪ ﻣﻜﺎﻥ ﺩﺭ ﺟﺎﻱ ﺧﻮﺩ ﻧﺎﺷﻲ
ﻣﻲﺷﻮﺩ ،ﻣﺮﺑﻮﻁ ﺍﺳﺖ.
ﺩﺭ ﺳﺆﺍﻝ ﺳﻮﻡ ﻛﻪ ﺑﺎ ﭘﻲﮔﻴﺮﻱ ﺭﻭﻧﺪ ﺳﺆﺍﻝ ﺍﻭﻝ ﺩﺭ ﺗﺸﺨﻴﺺ
ﺟﺎﻳﮕﺎﻩ ﺻﺤﻴﺢ ﻛﻠﻤﺎﺕ ﻃﺮﺍﺣﻲ ﺷﺪﻩ ﺍﺳﺖ ،ﺧﻄﺎﻱ ﻧﺎﺷﻲ
ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ ﺟﺎﻳﮕﺎﻩ ﺣﺮﻭﻑ ﺍﺿﺎﻓﻪ ﺩﺭ  40ﺩﺭﺻﺪ
ﻣﻮﺍﺭﺩ ،ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ ﻗﻴﺪ ﺯﻣﺎﻥ ﺩﺭ ﺟﺎﻱ ﻧﺎﺩﺭﺳﺖ
)ﻛﻪ ﺍﺯ ﻧﺎﺗﻮﺍﻧﻲ ﺩﺍﻧﺶﺁﻣﻮﺯ ﺩﺭ ﺳﺎﺧﺘﻦ ﺗﺮﻛﻴﺒﺎﺕ ﻗﻴﺪﻱ ﻧﺎﺷﻲ
ﺷﺪﻩ( ﺩﺭ  22ﺩﺭﺻﺪ ﻣﻮﺍﺭﺩ ،ﻭ ﺧﻄﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﺍﺳﺘﻔﺎﺩﻩﻱ
ﻧﺎﺩﺭﺳﺖ ﺍﺯ ﺷﻜﻞﻫﺎﻱ ﻣﺘﻔﺎﻭﺕ ﺯﻣﺎﻧﻲ ﻓﻌﻞ ﺩﺭ  38ﺩﺭﺻﺪ
ﻣﻮﺍﺭﺩ ﻣﺸﺎﻫﺪﻩ ﻣﻲﺷﻮﺩ.
ﺩﺭ ﺑﺮﺭﺳﻲ ﻋﻠﻞ ﺧﻄﺎﻫﺎ ،ﻭ ﻫﻢﺭﺍﺳﺘﺎ ﺑﺎ ﺗﻘﺴﻴﻢﺑﻨﺪﻱ ﺿﻴﺎءﺣﺴﻴﻨﻲ
) ،(17 :1999ﺍﺯ ﻣﻨﺸﺄ ﺧﻄﺎﻫﺎ ،ﺩﻭ ﻃﺒﻘﻪﺑﻨﺪﻱ ﺯﻳﺮ ﺩﺭ ﭘﻴﻜﺮﻩﻱ
ﺗﺤﻘﻴﻖ ﻣﺸﺎﻫﺪﻩ ﺷﺪ:
ﺍﻟﻒ( ﺧﻄﺎﻫﺎﻱ ﺩﺭﻭﻥﺯﺑﺎﻧﻲ :ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﻛﺎﺭﺑﺮﺩ
ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﺩﺭ ﻗﺎﻟﺐ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ )ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ
ﻣﺎﺩﺭﻱ ﺩﺭ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ(.
ﺏ( ﺧﻄﺎﻫﺎﻱ ﻣﻴﺎﻥﺯﺑﺎﻧﻲ :ﺧﻄﺎﻫﺎﻱ ﻧﺎﺷﻲ ﺍﺯ ﭘﻴﭽﻴﺪﮔﻲ
ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ )ﻫﻤﺎﻧﻨﺪ ﻛﺎﺭﺑﺮﺩ ﻧﺎﺩﺭﺳﺖ ﺯﻣﺎﻥ ﺍﻓﻌﺎﻝ ﻳﺎ
ﺗﻄﺎﺑﻖ ﻓﻌﻞ ﻭ ﻧﻬﺎﺩ ﻭ.(...
ﺩﺭ ﻣﺠﻤﻮﻉ ،ﺧﻄﺎﻫﺎﻱ ﻣﺸﺎﻫﺪﻩ ﺷﺪﻩ ﺩﺭ ﭘﺎﺳﺦ ﺑﻪ ﺳﺆﺍﻝﻫﺎﻱ
ﺍﻭﻝ ﻭ ﺩﻭﻡ ﺍﺯ ﻧﻮﻉ ﺧﻄﺎﻫﺎﻱ ﺩﺭﻭﻥﺯﺑﺎﻧﻲ )ﮔﺮﻭﻩ ﺍﻟﻒ( ﻭ ﻧﺎﺷﻲ
ﺍﺯ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ،ﻭ ﺩﺭ ﻣﻘﺎﺑﻞ ،ﺧﻄﺎﻫﺎﻱ ﻣﺸﻬﻮﺩ ﺩﺭ
ﭘﺎﺳﺦ ﺑﻪ ﺳﺆﺍﻝ ﺳﻮﻡ ﺍﺯ ﻧﻮﻉ ﺧﻄﺎﻫﺎﻱ ﻣﻴﺎﻥﺯﺑﺎﻧﻲ )ﮔﺮﻭﻩ ﺏ(
ﻭ ﻧﺎﺷﻲ ﺍﺯ ﭘﻴﭽﻴﺪﮔﻲ ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻭ ﺑﺪﺁﻣﻮﺯﻱ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﻫﺴﺘﻨﺪ .ﺍﻳﻦ ﺍﻣﺮ ﻧﻤﺎﻳﺎﻧﮕﺮ ﺁﻥ ﺍﺳﺖ ﻛﻪ ﺗﺪﺍﺧﻞ ﺯﺑﺎﻥ
ﻣﺎﺩﺭﻱ ﺍﺯ ﺑﻴﺸﺘﺮﻳﻦ ﺗﺄﺛﻴﺮ ﺑﺮ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺑﺮﺧﻮﺭﺩﺍﺭ
ﺍﺳﺖ ﻭ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﺑﻪ ﻋﻨﻮﺍﻥ ﺳﻴﺴﺘﻢ ﺍﺻﻠﻲ
ﺑﺮﺍﻱ ﺗﺠﺰﻳﻪ ﻭ ﺗﺤﻠﻴﻞ ﺯﺑﺎﻥ ،ﺳﺮﻳﻊﺗﺮﻳﻦ ﺭﺍﻩ ﺑﺮﺍﻱ ﺣﻞ ﻣﺸﻜﻞ
ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻣﺤﺴﻮﺏ ﻣﻲﺷﻮﺩ.

ﺑﺎ ﭘﻲﮔﻴﺮﻱ ﻭ ﺩﻧﺒﺎﻝ ﻛﺮﺩﻥ ﻣﺴﻴﺮ ﺧﻄﺎﻫﺎ ،ﻣﻲﺗﻮﺍﻥ ﭼﻨﻴﻦ
ﻧﺘﻴﺠﻪ ﮔﺮﻓﺖ ﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺍﺯ ﺫﻫﻨﻴﺎﺕ ﺧﻮﺩ ﻧﻴﺰ ﺑﺮﺍﻱ
ﻧﺸﺎﻥ ﺩﺍﺩﻥ ﻗﺎﻟﺐ ﺧﺎﺹ ﺍﺳﺘﻔﺎﺩﻩ ﻛﺮﺩﻩﺍﻧﺪ .ﺩﺭ ﻫﻤﻴﻦ ﺭﺍﺑﻄﻪ،
ﻓﺎﺭچ ﻭ ﻛﺎﺳﭙﺮ (1983) 16ﻣﻌﺘﻘﺪﻧﺪ ﻛﻪ ﻭﻗﺘﻲ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ
ﺩﺭ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲﺷﺎﻥ ﻧﻘﺺ ﺩﺍﺭﻧﺪ ،ﺷﻜﻞ ﻭ
ﺳﺎﺧﺘﺎﺭﻱ ﺍﺯ ﭘﺎﺳﺦﻫﺎﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲﺷﺎﻥ ﺭﺍ ﺑﻪ ﻭﺳﻴﻠﻪﻱ
ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻱ ﻛﻪ ﺑﺨﺸﻲ ﺍﺯ ﺁﻥﻫﺎ ﻣﺘﻌﻠﻖ ﺑﻪ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱﺷﺎﻥ
ﺍﺳﺖ ،ﻣﻲﺳﺎﺯﻧﺪ .ﺑﻠﻮﻡ ـ ﻛﻮﻟﻜﺎ ﻭ ﻟﻮﻳﻨﺴﺘﻮﻥ (1983) 17ﻧﻴﺰ
ﺑﺮ ﺍﻳﻦ ﺍﻋﺘﻘﺎﺩﻧﺪ ﻛﻪ ﺗﻤﺎﻣﻲ ﻓﺮﺍﮔﻴﺮﻧﺪﮔﺎﻥ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﻛﺎﺭ
ﺭﺍ ﺑﺎ ﺍﻳﻦ ﻓﺮﺽ ﺷﺮﻭﻉ ﻣﻲﻛﻨﻨﺪ ﻛﻪ ﺑﺮﺍﻱ ﻫﺮ ﻛﻠﻤﻪ ﺩﺭ ﺯﺑﺎﻥ
ﺍﻭﻝ ،ﺗﻨﻬﺎ ﻳﻚ ﻣﻌﺎﺩﻝ ﺩﺭ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﻭﺟﻮﺩ ﺩﺍﺭﺩ .ﻓﺮﺽ
ﺗﺮﺟﻤﻪﻱ ﻛﻠﻤﻪ ﺑﻪ ﻛﻠﻤﻪ ﻳﺎ ﺗﻜﺮﺍﺭ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱ ﺗﻨﻬﺎ ﺭﺍﻫﻲ
ﺍﺳﺖ ﻛﻪ ﺯﺑﺎﻥﺁﻣﻮﺯ ﻣﻲﺗﻮﺍﻧﺪ ،ﺍﺭﺗﺒﺎﻁ ﺑﺮﻗﺮﺍﺭ ﻛﺮﺩﻥ ﺑﻪ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﺭﺍ ﺍﺯ ﻃﺮﻳﻖ ﺁﻥ ﺗﺠﺮﺑﻪ ﻛﻨﺪ .ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﺎﻳﺪ ﺑﻪ
ﺧﻄﺎﻫﺎﻱ ﺧﻮﺩ ﻭﺍﻗﻒ ﺷﻮﻧﺪ ﻭ ﺑﺎ ﺳﺮﻋﺖ ﺑﻪ ﻣﺮﺣﻠﻪﺍﻱ ﺩﺳﺖ
ﻳﺎﺑﻨﺪ ﻛﻪ ﻓﻜﺮ ﻛﺮﺩﻥ ﺩﺭ ﺯﺑﺎﻥ ﺍﻭﻝ ﻭ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺭﺍ ﺗﻔﻜﻴﻚ
ﻛﻨﻨﺪ .ﺑﻪ ﻋﺒﺎﺭﺕ ﺩﻳﮕﺮ ،ﻭﻗﺘﻲ ﺩﺭ ﺣﺎﻝ ﻓﺮﺍﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ
ﻫﺴﺘﻨﺪ ،ﺑﻪ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﻓﻜﺮ ﻛﻨﻨﺪ.
ﺍﺷﺘﺒﺎﻫﺎﺗﻲ ﻛﻪ ﺑﻪ ﻓﺮﺍﻭﺍﻧﻲ ﺩﺭ ﺁﺯﻣﻮﻥ ﺩﻳﺪﻩ ﺷﺪ ،ﻣﺮﺑﻮﻁ ﺑﻪ
ﻓﺮﺍﻳﻨﺪﻱ ﺑﻮﺩ ﻛﻪ ﺑﻠﻮﻡ ـ ﻛﻮﻟﻜﺎ ﻭ ﻟﻮﻳﻨﺴﺘﻮﻥ ) (1983ﺑﻪ ﺁﻥ ﺍﺷﺎﺭﻩ
ﻛﺮﺩﻩﺍﻧﺪ .ﺍﺻﻮﻻً ،ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺗﺎ ﺯﻣﺎﻧﻲ ﻛﻪ ﺑﺮﺍﺑﺮﻱ ﺗﺮﺟﻤﻪﺍﻱ
ﺭﺍ ﺑﻪ ﻛﺎﺭ ﮔﻴﺮﻧﺪ ،ﺑﺮ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺗﺴﻠﻂ ﭘﻴﺪﺍ ﻧﻤﻲﻛﻨﻨﺪ .ﻳﻜﻲ
ﺍﺯ ﻣﺴﺎﺋﻞ ﻣﻬﻤﻲ ﻛﻪ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ ﻭ ﺗﺮﺟﻤﻪﺷﻨﺎﺳﻲ ﺭﺍ ﺑﻪ ﻫﻢ
ﻧﺰﺩﻳﻚ ﻣﻲﻛﻨﺪ ،ﺑﺤﺚ ﻣﻌﻨﺎﺳﺖ؛ ﻳﻌﻨﻲ ﺗﺮﺟﻤﻪ ﻫﻤﻮﺍﺭﻩ ﺑﺎ
ﻣﻌﺎﺩﻝ ﺳﺮﻭﻛﺎﺭ ﺩﺍﺭﺩ ،ﻭ ﻣﻌﺎﺩﻝ ﻫﻤﻮﺍﺭﻩ ﺑﺎ ﻣﻌﻨﺎ ،ﻭﻟﻲ ﺍﺭﺗﺒﺎﻁ
ﺑﻴﻦ ﺁﻥﻫﺎ ﺍﺭﺗﺒﺎﻃﻲ ﻣﺘﻘﺎﺑﻞ ﺍﺳﺖ .ﺗﺴﻠﻂ ﺑﺮ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ
ﺷﺎﻣﻞ ﭼﻨﺪ ﻓﺮﺍﻳﻨﺪ ﺗﺪﺭﻳﺠﻲ ﺍﺳﺖ ﻛﻪ ﻛﻨﺎﺭ ﮔﺬﺍﺷﺘﻦ ﺑﺮﺍﺑﺮﻱ
ﺗﺮﺟﻤﻪﺍﻱ ،ﺗﺜﺒﻴﺖ ﺍﺳﺘﻘﻼﻝ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺩﺳﺘﻮﺭﻱ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻲ ﺍﺯ ﻣﻮﺍﺭﺩ ﻣﺸﺎﺑﻪ ﺯﺑﺎﻥ ﺍﻭﻝ ،ﻭ ﺗﻮﺍﻧﺎﻳﻲ ﻓﻜﺮﻛﺮﺩﻥ ﺑﻪ
ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ،ﺍﺯ ﻣﻮﺍﺭﺩ ﻣﻬﻢ ﺁﻥ ﺑﻪ ﺷﻤﺎﺭ ﻣﻲﺭﻭﻧﺪ.
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ﺳﺎﺧﺘﺎﺭ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺩﺭ ﺫﻫﻦ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﻪ ﺻﻮﺭﺕ ﺩﺍﺩﻩ
 ﺍﻣﺎ ﺷﻜﺎﻓﻲ ﺑﻴﻦ ﻓﺮﺍﻳﻨﺪ ﺗﺠﻤﻊ،ﻭ ﺑﻪ ﺗﺪﺭﻳﺞ ﺷﻜﻞ ﻣﻲﮔﻴﺮﺩ
 ﻫﻤﺎﻥﮔﻮﻧﻪ ﻛﻪ ﺩﺭ ﺍﻳﻦ.ﻭ ﺳﺎﺯﻣﺎﻥﺩﻫﻲ ﺁﻥﻫﺎ ﻭﺟﻮﺩ ﺩﺍﺭﺩ
 ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻫﻨﮕﺎﻡ ﺗﻮﻟﻴﺪ ﭘﺎﺳﺦ ﺩﺭ،ﭘﮋﻭﻫﺶ ﻧﺸﺎﻥ ﺩﺍﺩﻩ ﺷﺪ
 ﺑﻪ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻱﺷﺎﻥ ﺑﺮﺍﻱ ﺗﻮﻟﻴﺪ،ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ
.ﭘﺎﺳﺦﻫﺎﻱ ﮔﻔﺘﺎﺭﻱ ﻭ ﻧﻮﺷﺘﺎﺭﻱ ﻣﺮﺍﺟﻌﻪ ﻣﻲﻛﻨﻨﺪ

ﭘﻴﺸﻨﻬﺎﺩﻫﺎ

ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﻧﺘﺎﻳﺞ ﺗﺤﻘﻴﻖ ﻣﻲﺗﻮﺍﻥ ﺩﺭ ﻧﺘﻴﺠﻪﮔﻴﺮﻱ ﻛﻠﻲ ﭼﻨﻴﻦ
 ﺑﻪ ﻭﻳﮋﻩ ﺩﺭ ﺩﻭﺭﻩﻱ،ﺍﺫﻋﺎﻥ ﺩﺍﺷﺖ ﻛﻪ ﻣﻨﺎﺑﻊ ﻭ ﻛﺘﺐ ﺁﻣﻮﺯﺷﻲ
 ﺗﻤﺮﻳﻦﻫﺎ ﻭ ﺗﻜﺎﻟﻴﻒ، ﻣﻲﺑﺎﻳﺪ ﺑﺎ ﺩﺭﺑﺮﮔﻴﺮﻱ ﻣﺘﻮﻥ،ﺭﺍﻫﻨﻤﺎﻳﻲ
ﻣﻨﺎﺳﺐ ﺩﺭ ﺭﺍﺳﺘﺎﻱ ﻛﻤﻚ ﺑﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﺮﺍﻱ ﺩﺭﻙ
 ﻭ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﻣﺮﺣﻠﻪﻱ ﺗﻔﻜﻴﻚ ﺗﻔﻜﺮ ﺩﺭ،ﺧﻄﺎﻫﺎﻱ ﺧﻮﺩ
 ﺗﺎ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﻪ، ﺗﺪﻭﻳﻦ ﺷﻮﻧﺪ،ﺯﺑﺎﻥ ﺍﻭﻝ ﻭ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ
ﻣﻨﻈﻮﺭ ﺗﺜﺒﻴﺖ ﺍﺳﺘﻘﻼﻝ ﺳﺎﺧﺘﺎﺭﻫﺎﻱ ﺩﺳﺘﻮﺭﻱ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﻭ
 ﺍﺯ ﺑﻪ ﻛﺎﺭﮔﻴﺮﻱ ﺑﺮﺍﺑﺮﻱ ﺗﺮﺟﻤﻪﺍﻱ ﺩﺭ،ﻓﻜﺮ ﻛﺮﺩﻥ ﺑﻪ ﺁﻥ ﺯﺑﺎﻥ
.ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ ﺧﻮﺩﺩﺍﺭﻱ ﻛﻨﻨﺪ
ﭘﻰﻧﻮﺷﺖ
1. Lado
2. Contrastive Linguistics
3. Contrastive Analysis (CA)
4. Doughty & Williams
5. Hudson
6. transfer
7. Ellis
8. Brown
 ﻧﺎﺩﻳﺪﻩ ﮔﺮﻓﺘﻦ،( ﺗﻮﺟﻪ ﺑﻪ ﻋﻮﺍﻡ ﻓﺮﺍﺯﺑﺎﻧﻲ ﻫﻤﺎﻧﻨﺪ ﺗﻌﻤﻴﻢ ﻧﺎﺑﺠﺎ1967)  ﻛﻮﺭﺩﺭ.9
، ﺑﺴﻂ ﺍﻓﺮﺍﻃﻲ، ﻗﻴﺎﺱ ﻧﺎﺑﺠﺎ، ﺍﺳﺘﺜﻨﺎﻫﺎ،ﻣﺤﺪﻭﺩﻳﺖﻫﺎﻱ ﻛﺎﺭﺑﺮﺩﻱ ﻗﻮﺍﻋﺪ ﺯﺑﺎﻧﻲ
.ﺗﺼﺤﻴﺢ ﺍﻓﺮﺍﻃﻲ ﻭ ﻣﻘﻮﻟﻪﺑﻨﺪﻱ ﻧﺎﺩﺭﺳﺖ ﺭﺍ ﻧﻴﺰ ﺩﺭ ﺑﺮﻭﺯ ﺧﻄﺎﻫﺎ ﺩﺧﻴﻞ ﻣﻲﺩﺍﻧﺪ
10. Foreign language
11. Second language
12. Error Analysis (EA)
13. Intralingua Errors
14. Intrelingua Errors
15. Developmental Errors
16. Faerch, C. & Kasper. G.
17. Bloom

ﻣﻨﺎﺑﻊ

 ﺗﺮﺟﻤﻪﻱ. ﺍﺻﻮﻝ ﻳﺎﺩﮔﻴﺮﻱ ﻭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ.(2007)  ﺩﺍﮔﻼﺱ،ﺑﺮﺍﻭﻥ
. ﺗﻬﺮﺍﻥ. ﺭﻫﻨﻤﺎ،ﻓﻬﻴﻢ
 ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻲ ﺑﻪ ﺍﺭﺩﻭﺯﺑﺎﻧﺎﻥ ﻭ.(1380) . ﻣﻬﻴﻦﻧﺎﺯ،ﻣﻴﺮﺩﻫﻘﺎﻥ
. ﺍﻧﺘﺸﺎﺭﺍﺕ ﺑﻴﻦﺍﻟﻤﻠﻠﻲ ﺍﻟﻬﺪﻱ: ﺗﻬﺮﺍﻥ.ﺯﺑﺎﻥ ﺍﺭﺩﻭ ﺑﻪ ﻓﺎﺭﺳﻲﺯﺑﺎﻧﺎﻥ
 ﻣﺒﺎﺣﺚ ﺿﺮﻭﺭﻱ ﻭ ﺑﻨﻴﺎﺩﻱ ﺯﺑﺎﻥﺷﻨﺎﺳﻲ.(2000)  ﮔﺮﻭﺭ،ﻫﺎﺩﺳﻦ
.1382 . ﺗﻬﺮﺍﻥ. ﺭﻫﻨﻤﺎ.ﺗﺮﺟﻤﻪﻱ ﻋﻠﻲ ﺑﻬﺮﺍﻣﻲ.ﻣﻘﺪﻣﺎﺗﻲ
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Principles.Tieto, Avon.
Carrol, J. B. (1964). Language And Thought. Prentice
Hall, Englewood Cliffs.
Chan, Alice Y. W. (2004). Syntactic Transfer: Evidence
From the Interlanguage of HongKong Chinese ESL
Learners. The Modern Language Journal 88(1), 5674.
Dechert, H. W. (1983). How a Story is Done in a
Second Language. In Strategies in Interlanguage
Communication. (Eds). C. Faerch and G. Kasper,
Longman, London.
Dulay, H., Burt, M & Karshen, S. (1982). Language
Two. Oxford University Press. New York.
Doughty, C., & Williams, J. (1998). Pedagogical
Choices in Focus Onform. In C. Doughty and J.
Williams (Eds) Focus on Form in Classroom Second
Language Acquisition. Melbourne: Uuiversity of
Cambridge Press.
Ellis, R. (1984). Classroom Second Language
Development: a Study of Classroom Interaction and
Language Acquisition. Pergamon Press, Oxford.
Ellis, R. (1997). Second Language Acquisition. Oxford
University Press. Oxford.
Faerch, C. & Kasper. G. (1983). Plans and Strategies In
Foreign Language Communication. In Strategies in
Interlanguage Communication. (Eds). C. Faerch and
G. Kasper, Longman, London.
Hoffman, C. (1991). An Interduction to Bilingualism.
Longman, London.
Jarvis, S. (2003). Probing the effects of the L2 on L1:
A case stufy. In: Cook, V (ed.) Effects of the Second
Language on the First. pp. 81-102. Clevedon:
Multilingual Matters.
Keshavarz, M, H. (1999). Contrastive Analysis, from
Theory to Practice. Tehran: Rahnama Publication.
Lodo, Robert. (1957). Linguistics Across Cultures. Ann
Arbor: University of Michigan Press.
Larson-Freeman, D & Long. M.H. (1991). An
Introduction to Second Language Acquisition
Research. Longman, London.
Lightbown, Po & Spada, N. (2000), Factors Affecting
Second Language Learning. In Candlin, C. N &
Mercer, N. (Eds). English Language Teaching in Its
Social Context. New York: Routledge.
Rutherford, W. Eo (1987). Second Language Grammar:
Learning and Teaching. Longman, London.
Swan, M & Smith, B. (Eds) (2001). Learner English:
A Teacher’s Guide to Interference and Other
Problems.
Ziahosseiny, S. M. (1999). A Contrastive Analysis
of Persian and English and Error Analysis. Vira
Publication.

Beardsmore, H. B. (1982). Bilingualism: Basic
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»ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻲ«

ﺩﺭ ﻛﺘﺎﺏﻫﺎﻱ ﺩﺭﺳﻲ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
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ﺁﻟﻤﺎﻧﻲ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻲ ﺗﺤﺼﻴﻠﻲ ﺍﻳﺮﺍﻥ
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ﻧﻴﻠﻮﻓﺮ ﻣﺒﺼﺮ ،ﻛﺎﺭﺷﻨﺎﺱ ﺍﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻲ ،ﻋﻀﻮ
ﻫﻴﺌﺖ ﻋﻠﻤﻲ ﮔﺮﻭﻩ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻲ ،ﺩﺍﻧﺸﮕﺎﻩ ﺗﻬﺮﺍﻥ
Email: mobasser@ut.ac.ir
ﺁﻳﺪﺍ ﺳﻌﻴﺪﻱ ﺗﻮﻛﻠﻲ ،ﺩﺍﻧﺸﺠﻮﻱ ﺩﻛﺘﺮﺍﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺁﻟﻤﺎﻧﻲ ،ﺩﺍﻧﺸﮕﺎﻩ ﺗﻬﺮﺍﻥ
Email: aidatavakoli@yahoo.com

ﭼﻜﻴﺪﻩ
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺩﺭ ﻣﺪﺍﺭﺱ ،ﺑﻪ ﻣﻨﻈﻮﺭ ﺁﻥ ﺍﺳﺖ ﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﺎ ﻳﻚ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ﺧﺎﺭﺟﻰ ﺁﺷﻨﺎ ﺷﻮﻧﺪ ﻭ ﺑﺘﻮﺍﻧﻨﺪ ﺍﺭﺗﺒﺎﻃﻲ ﺻﺤﻴﺢ ﺑﻪ
ﺷﻜﻞ ﻣﺴﺘﻘﻴﻢ ﻭ ﻏﻴﺮﻣﺴﺘﻘﻴﻢ ﺑﺎ ﮔﻮﻳﺸﻮﺭﺍﻥ ﺁﻥ ﺯﺑﺎﻥ ﺑﺮﻗﺮﺍﺭ ﻛﻨﻨﺪ؛ ﺑﻪﮔﻮﻧﻪﺍﻱ ﻛﻪ ﺍﺯ ﺍﻳﺠﺎﺩ ﺳﻮءﺗﻔﺎﻫﻢﻫﺎﻯ ﺍﺣﺘﻤﺎﻟﻰ ﭘﻴﺶﮔﻴﺮﻱ ﺷﻮﺩ .ﻧﻮﺷﺘﻪﻱ ﺣﺎﺿﺮ
ﺑﻪ ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺗﺤﺼﻴﻠﻲ ﺍﺯ ﻣﻨﻈﺮ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﻣﻰﭘﺮﺩﺍﺯﺩ ﻭ ﺭﺍﻫﻜﺎﺭﻫﺎﻳﻰ ﺭﺍ ﺩﺭ ﺍﻳﻦ
ﺧﺼﻮﺹ ﺍﺭﺍﺋﻪ ﻣﻰﺩﻫﺪ.

ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ :ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ ،ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ،ﺍﺭﺗﺒﺎﻁ ،ﺳﻮءﺗﻔﺎﻫﻢ
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ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

Abstract
Der Fremdsprachenunterricht dient in den iranischen Schulen zum Kennenlernen einer
fremden Sprache und Kultur, interkultureller Kommunikation und die Vorbeugung von
Missverständnissen. In der vorliegenden Arbeit werden in Anlehnung der durchgeführten
Untersuchung von iranischen Schulbüchern im Fach Deutsch einige Fragen im Bereich der
interkulturellen Kompetenz thematisiert. Der mögliche Umgang mit den angesprochenen
Problemen bilden den letzten Teil dieser Abhandlugn.
Schlüsselwörter: Interkulturelle Kompetenz, Fremdsprachenunterricht, Kommuniaktion,
Missverständnisse
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ﻣﻘﺪﻣﻪ

ﺍﻭﺍﻳﻞ ﺩﻫﻪﻱ ) 70ﻗﺮﻥ ﺑﻴﺴﺘﻢ ﻣﻴﻼﺩﻯ( ﺷﺮﺍﻳﻄﻰ ﺍﻳﺠﺎﺩ ﺷﺪ ﻛﻪ
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺑﻪ ﺭﻭﺵ ﺳﻨﺘﻰ ،ﻳﻌﻨﻰ ﺣﻔﻆ ﻭﺍژﮔﺎﻥ ،ﺗﺮﺟﻤﻪ
ﺟﻤﻼﺕ ﻭ ﺁﻣﻮﺯﺵ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻯ ،ﺩﻳﮕﺮ ﭘﺎﺳﺦﮔﻮﻯ ﻧﻴﺎﺯﻫﺎﻯ
ﺟﺎﻣﻌﻪ ﻧﺒﻮﺩ .ﺷﺮﺍﻳﻂ ﺟﺪﻳﺪ ﭘﺲ ﺍﺯ ﺟﻨﮓ ﺟﻬﺎﻧﻰ ﺩﻭﻡ ،ﺑﻪ
ﻣﻬﺎﺟﺮﺕ ﻣﺮﺩﻡ ﻭ ﻧﺰﺩﻳﻚﺗﺮ ﺷﺪﻥ ﻛﺸﻮﺭﻫﺎ ﺍﺯ ﻧﻈﺮ ﺳﻴﺎﺳﻰ،
ﻧﻈﺎﻣﻰ ،ﺍﻗﺘﺼﺎﺩﻯ ﻭ ﻓﺮﻫﻨﮕﻰ ﺑﻪ ﻳﻜﺪﻳﮕﺮ ﺍﻧﺠﺎﻣﻴﺪ .ﺑﺮﻗﺮﺍﺭﻯ
ﺍﺭﺗﺒﺎﻃﺎﺕ ﮔﺴﺘﺮﺩﻩ ،ﺭﺷﺪ ﻭﺳﺎﻳﻞ ﺍﺭﺗﺒﺎﻁﺟﻤﻌﻰ ﻭ ﺟﻬﺶ
ﺭﺳﺎﻧﻪﻫﺎﻯ ﺩﻳﺠﻴﺘﺎﻟﻰ ،ﺍﻫﻤﻴﺖ ﻳﺎﺩﮔﻴﺮﻯ ﻭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥﻫﺎﻯ
ﺧﺎﺭﺟﻰ ﺭﺍ ﺑﻪ ﺷﻜﻞ ﺟﺪﻯ ﻭ ﺑﺴﻴﺎﺭ ﮔﺴﺘﺮﺩﻩ ﻧﻤﺎﻳﺎﻥ ﺳﺎﺧﺖ.
ﺩﺭ ﺑﺴﻴﺎﺭﻯ ﺍﺯ ﻛﺸﻮﺭﻫﺎﻯ ﺍﺭﻭﭘﺎﻳﻰ ﺍﺯ ﺟﻤﻠﻪ ﺁﻟﻤﺎﻥ ،ﺑﺮﺭﺳﻰ
ﺭﻭﺵﻫﺎﻯ ﺳﻨﺘﻰ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺑﺎ ﻫﺪﻑ ﺷﻨﺎﺧﺖ
ﻧﻘﺎﻁ ﺿﻌﻒ ﻭ ﺑﺮﻃﺮﻑ ﻛﺮﺩﻥ ﺁﻥﻫﺎ ﺩﺭ ﺩﺳﺘﻮﺭ ﻛﺎﺭ ﻗﺮﺍﺭ
ﮔﺮﻓﺖ .ﺩﺭ ﻧﻬﺎﻳﺖ ،ﻧﻈﺮﻳﻪﭘﺮﺩﺍﺯﺍﻥ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥﻫﺎﻯ ﺧﺎﺭﺟﻰ ،
ﺑﻪ ﻧﺎﻛﺎﺭﺍﻣﺪﻯ ﺷﻴﻮﻩﻫﺎﻯ ﺳﻨﺘﻰ ﻛﻪ ﺑﺮ ﺁﻣﻮﺯﺵ ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ
ﻭ ﺣﻔﻆ ﻭﺍژﮔﺎﻥ ﺗﺄﻛﻴﺪ ﺩﺍﺷﺖ ﭘﻰ ﺑﺮﺩﻧﺪ ﻭ ﺑﺎ ﺗﻐﻴﻴﺮ ﺩﺭ
ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻯﻫﺎﻯ ﺩﺭﺳﻰ ،ﺑﺮ ﺍﻫﻤﻴﺖ ﺗﻮﺍﻧﺎﻳﻰ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ
ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ ﻣﺘﻜﻠﻤﺎﻥ ﺯﺑﺎﻥ ﻣﻘﺼﺪ ،ﺗﺄﻛﻴﺪ ﻭﺭﺯﻳﺪﻧﺪ.

ﺍﺭﺗﺒﺎﻁ ﺑﻴﻦ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺑﺮﺍﻯ ﺭﻭﺷﻦ ﺷﺪﻥ ﻣﻔﻬﻮﻡ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ،ﻻﺯﻡ ﺍﺳﺖ
ﺍﺑﺘﺪﺍ ﺩﺭ ﻣﻮﺭﺩ ﺍﺭﺗﺒﺎﻁ ﺑﻴﻦ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ،ﺗﻮﺿﻴﺤﺎﺗﻰ ﺍﺭﺍﺋﻪ
ﺷﻮﺩ .ﺍﻟﺒﺘﻪ ﻧﺤﻮﻩﻱ ﺍﻳﻦ ﺍﺭﺗﺒﺎﻁ ،ﺩﺭ ﻋﻠﻮﻣﻰ ﻣﺎﻧﻨﺪ ﺯﺑﺎﻥﺷﻨﺎﺳﻰ ﻭ
ﺗﺮﺟﻤﻪﺷﻨﺎﺳﻰ ،ﻣﺒﺤﺚ ﺑﺴﻴﺎﺭ ﮔﺴﺘﺮﺩﻩﺍﻯ ﺭﺍ ﺑﻪ ﺧﻮﺩ ﺍﺧﺘﺼﺎﺹ
ﺩﺍﺩﻩ ﺍﺳﺖ .ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﮔﺴﺘﺮﺩﮔﻰ ﻣﻮﺿﻮﻉ ،ﺩﺭ ﻧﻮﺷﺘﻪﻱ ﺣﺎﺿﺮ
ﺗﻨﻬﺎ ﺑﺨﺶ ﻛﻮﭼﻜﻰ ﺍﺯ ﺍﻳﻦ ﻣﺒﺤﺚ ﻛﻪ ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻣﻮﺿﻮﻉ
ﺍﻳﻦ ﻣﻘﺎﻟﻪ ﺍﺳﺖ ،ﻣﻮﺭﺩ ﺑﺤﺚ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ .ﺗﻌﺎﺭﻳﻔﻰ ﻛﻪ ﺑﺮﺍﻯ
ﻭﺍژﻩﻱ »ﻓﺮﻫﻨﮓ« ﺍﺭﺍﺋﻪ ﺷﺪﻩﺍﻧﺪ ،ﺍﺯ ﻧﻈﺮﻳﻪﻫﺎﻯ ﻣﺘﻔﺎﻭﺗﻰ ﻧﺸﺌﺖ
ﻣﻰﮔﻴﺮﻧﺪ .ﻣﻼﻙ ﻣﻘﻴﺎﺱ ﻭ ﺳﻨﺠﺶ ﻭﺍژﻩﻫﺎ ﺑﺮﺍﻯ ﻫﺮ ﻓﺮﺩ،
ﺯﻣﻴﻨﻪﻱ ﻓﺮﻫﻨﮕﻰ ﺁﻥ ﻓﺮﺩ ﺍﺳﺖ.
ﻭﺍژﻩﻱ »ﻓﺮﻫﻨﮓ« ﺍﻣﺮﻭﺯﻩ ﻋﻼﻭﻩ ﺑﺮ ﺍﻳﻦ ﻛﻪ ﺩﺭ ﻋﻠﻮﻡ ﻣﺘﻔﺎﻭﺕ
ﻭ ﺑﻪ ﺷﻜﻞ ﺗﺨﺼﺼﻰ ﻣﻮﺭﺩ ﺍﺳﺘﻔﺎﺩﻩ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ ،ﺩﺭ ﺯﻧﺪﮔﻰ
ﺭﻭﺯﻣﺮﻩ ﻧﻴﺰ ﺑﻪﻛﺎﺭ ﮔﺮﻓﺘﻪ ﻣﻰﺷﻮﺩ .ﺩﺭ ﻭﺍﻗﻊ ،ﻭﺍژﻩﻱ »ﻓﺮﻫﻨﮓ«
ﻭﺍژﻩﺍﻯ ﺍﺳﺖ ﺑﺎ ﺗﻌﺎﺑﻴﺮ ﺑﺴﻴﺎﺭ ﮔﺴﺘﺮﺩﻩ ﻭ ﺑﺪﻭﻥ ﻣﺮﺯﻫﺎﻯ ﻣﺸﺨﺺ
ﻛﻪ ﺩﺭ ﺗﻤﺎﻣﻰ ﺯﻭﺍﻳﺎﻯ ﺯﻧﺪﮔﻰ ﺍﺟﺘﻤﺎﻋﻰ ﻭ ﻋﻠﻤﻰ ﺍﻧﺴﺎﻥ ﻣﻮﺭﺩ
ﺍﺳﺘﻔﺎﺩﻩ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ .ﻋﺪﻩﻱ ﻛﺜﻴﺮﻯ ﺍﺯ ﺻﺎﺣﺐﻧﻈﺮﺍﻥ ﻭ
ﻧﻮﻳﺴﻨﺪﮔﺎﻥ ﺑﻪ ﺗﻌﺮﻳﻒ ﻭ ﻣﺮﺯﺑﻨﺪﻯ »ﻓﺮﻫﻨﮓ« ﺍﻫﺘﻤﺎﻡ ﻭﺭﺯﻳﺪﻩﺍﻧﺪ ،
ﺍﻣﺎ ﺍﺯ ﺁﻥﺟﺎ ﻛﻪ ﻣﻮﺿﻮﻉ ﺍﻳﻦ ﻣﻘﺎﻟﻪ ﺑﺮﺭﺳﻰ ﺗﻌﺎﺭﻳﻒ ﮔﻮﻧﺎﮔﻮﻥ
»ﻓﺮﻫﻨﮓ« ﻧﻴﺴﺖ ،ﻟﺬﺍ ﺑﻪ ﻳﻜﻰ ﺍﺯ ﻣﺘﺪﺍﻭﻝﺗﺮﻳﻦ ﺗﻌﺎﺭﻳﻒ ﻛﻪ ﺩﺭ

12

FLT

ﺩﻭﺭﻩﻱ ﺑﻴﺴﺖ ﻭ ﭘﻨﺠﻢ ،ﺷﻤﺎﺭﻩﻱ  ،3ﺑﻬﺎﺭ 1390

ﺣﻮﺯﻩﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﻣﻮﺭﺩ ﺍﺳﺘﻔﺎﺩﻩ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ ،
ﺑﺴﻨﺪﻩ ﻣﻰﻛﻨﻴﻢ » :ﻓﺮﻫﻨﮓ ﻣﺠﻤﻮﻋﻪﺍﻯ ﺍﺯ ﺗﻔﺎﻭﺕﻫﺎﻯ ﺑﺎﺭﺯ ﻭ
ﺍﺗﻔﺎﻗﺎﺕ ﺩﺭ ﺯﻧﺪﮔﻰ ﺭﻭﺯﻣﺮﻩ ﺩﺭ ﺧﺎﻧﻮﺍﺩﻩﻫﺎﻳﻰ ﺍﺯ ﻗﺸﺮ ﻣﺘﻮﺳﻂ
ﺗﺎ ﺿﻌﻴﻒ ﺍﺟﺘﻤﺎﻋﻰ ﺍﺳﺖ ﻛﻪ ﺩﺭ ﻣﺤﻴﻄﻰ ﺑﻪ ﺩﻭﺭ ﺍﺯ ﺗﻨﺶ ﻭ ﺩﺭ
ﻓﺮﺻﺖﻫﺎﻯ ﻣﺘﻔﺎﻭﺕ ﺭﺥ ﻣﻰﺩﻫﺪ؛ ﺩﺭ ﻛﻨﺎﺭ ﺟﻐﺮﺍﻓﻴﺎ ﻭ ﺗﺎﺭﻳﺦ
ﺳﺮﺯﻣﻴﻦ ﻣﻮﺭﺩ ﻣﻄﺎﻟﻌﻪ« ].[Byram, 1989: 20
»ﻓﺮﻫﻨﮓ« ﻭ »ﺯﺑﺎﻥ« ﺭﺍ ﻧﻤﻰﺗﻮﺍﻥ ﺟﺪﺍ ﺍﺯ ﻳﻜﺪﻳﮕﺮ ﺩﺍﻧﺴﺖ.
ﻳﺎﺩﮔﻴﺮﻯ ،ﺑﺪﻭﻥ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﻓﺮﻫﻨﮕﻰ ﻛﻪ ﺯﺑﺎﻥ ﺩﺭ ﺁﻥ ﻛﺎﺭﺑﺮﺩ
ﺩﺍﺭﺩ ،ﺑﻪ ﻣﻌﻨﻰ ﻋﺪﻡ ﻣﻮﻓﻘﻴﺖ ﺩﺭ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺁﻥ ﺍﺳﺖ .ﺗﻌﺎﺭﻓﺎﺕ،
ﺭﻋﺎﻳﺖ ﺍﺣﺘﺮﺍﻡ ،ﺗﻮﺟﻪ ﺑﻪ ﻣﺴﺎﺋﻞ ﺩﻳﻨﻰ ﻭ ﻧﻈﺎﻳﺮ ﺁﻥ ،ﻫﻤﮕﻰ ﺭﻳﺸﻪ
ﺩﺭ ﻓﺮﻫﻨﮓ ﺟﺎﻣﻌﻪ ﺩﺍﺭﻧﺪ ﻭ ﻧﻤﻰﺗﻮﺍﻥ ﺁﻥﻫﺎ ﺭﺍ ﻧﺎﺩﻳﺪﻩ ﮔﺮﻓﺖ.
ﻫﻮﻣﺒﻮﻟﺖ 1ﻣﻌﺘﻘﺪ ﺍﺳﺖ ﻛﻪ ﺍﻓﺮﺍﺩ ﺩﺭ ﺳﺎﻳﻪﻱ ﺯﺑﺎﻥ ﻣﺎﺩﺭﻯ ﺧﻮﺩ
ﻣﻰﺍﻧﺪﻳﺸﻨﺪ ﻭ ﺩﺭ ﺟﺎﻳﻰ ﻣﻰﮔﻮﻳﺪ» :ﺯﺑﺎﻥ ﺯﺍﻳﻴﺪﻩﻱ ﺭﻭﺡ ﺍﻗﻮﺍﻡ
ﺍﺳﺖ« ﻭ ﻧﻤﻰﺗﻮﺍﻥ ﺍﻧﺪﻳﺸﻪ ﻭ ﺑﻪ ﻋﺒﺎﺭﺗﻰ »ﻓﺮﻫﻨﮓ« ﻳﻚ ﺟﺎﻣﻌﻪ
ﺭﺍ ﺍﺯ ﺯﺑﺎﻥ ﺁﻧﺎﻥ ﺟﺪﺍ ﻛﺮﺩ .[Storge, 1998: 27] .ﻧﻈﺮﻳﺎﺕ
ﺩﻳﮕﺮﻯ ﻧﻴﺰ ﺩﺭ ﺍﻳﻦ ﺧﺼﻮﺹ ﺍﺯ ﻟﺌﻮ ﻭﻳﮕﺎﺗﺴﻜﻰ 2ﻭ ژﺍﻥ
ﭘﻞ ﺳﺎﺭﺗﺮ 3ﻭﺟﻮﺩ ﺩﺍﺭﺩ ﻛﻪ ﻣﻌﺘﻘﺪ ﻫﺴﺘﻨﺪ ،ﺯﺑﺎﻥ ﻭ ﺍﻧﺪﻳﺸﻪﻱ
ﻣﺘﻜﻠﻢ ،ﺩﻭ ﺟﺰء ﻻﻳﻨﻔﻚ ﻫﺴﺘﻨﺪ ﻭ ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺗﻨﮕﺎﺗﻨﮓ ﻗﺮﺍﺭ
ﺩﺍﺭﻧﺪ .ﻧﻤﻰﺗﻮﺍﻥ ﺑﻪ ﺯﺑﺎﻥ ﻭ ﻣﺘﻜﻠﻢ ﺑﻪ ﻋﻨﻮﺍﻥ ﺩﻭ ﺟﺰء ﺟﺪﺍ ﺍﺯ
4
ﻫﻢ ﻣﺎﻧﻨﺪ ﻓﺎﻋﻞ ﻭ ﻣﻔﻌﻮﻝ ﻧﮕﺮﻳﺴﺖ .ﻫﻢﭼﻨﻴﻦ ،ﻣﺎﺭﺗﻴﻦ ﻟﻮﺗﺮ
ﻭ ﻓﺮﺍﻧﺴﻴﺲ ﺑﻴﻜﻦ 5ﺑﻪ ﻳﮕﺎﻧﮕﻰ ﺯﺑﺎﻥ ﻭ ﺍﻧﺪﻳﺸﻪ ﻣﻌﺘﻘﺪ ﻫﺴﺘﻨﺪ
].[Roche, 2001: 11-12

»ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ

ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺑﺤﺚ ﺍﺭﺗﺒﺎﻁ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ﻭ ﺑﺎ ﺍﻳﻦ ﻓﺮﺽ ﻛﻪ
ﺑﺎ ﺗﺮﺟﻤﻪﻱ ﻟﻐﺖ ﺑﻪ ﻟﻐﺖ ﺟﻤﻼﺕ ﻭ ﺭﻋﺎﻳﺖ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻯ
ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ،ﺍﻣﻜﺎﻥ ﺍﻧﺘﻘﺎﻝ ﭘﻴﺎﻡ ﻭﺟﻮﺩ ﺩﺍﺷﺘﻪ ﺑﺎﺷﺪ ،ﺑﺎﻳﺪ ﺩﻳﺪ
ﺁﻳﺎ ﻣﺨﺎﻃﺐ ،ﻣﻨﻈﻮﺭ ﻣﺘﻜﻠﻢ ﺭﺍ ﺑﻪﻃﻮﺭ ﻛﺎﻣﻞ ﻣﺘﻮﺟﻪ ﺧﻮﺍﻫﺪ
ﺷﺪ .ﺍﮔﺮ ﺍﻧﺘﻘﺎﻝ ﭘﻴﺎﻡ ﺍﺯ ﻳﻚ ﺯﺑﺎﻥ ﺑﻪ ﺯﺑﺎﻥ ﺩﻳﮕﺮ ﻭ ﺑﺮﻗﺮﺍﺭﻯ
ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﮔﻮﻳﺸﻮﺭﺍﻥ ﻳﻚ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺭﻭﺵ
ﻓﻮﻕ ﺍﻣﻜﺎﻥﭘﺬﻳﺮ ﺑﻮﺩ ،ﺁﻥﮔﺎﻩ ﻓﺮﺍﮔﻴﺮﻧﺪﮔﺎﻥ ﻣﻰﺗﻮﺍﻧﺴﺘﻨﺪ ﺑ ﺎ
ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﻛﺘﺎﺏ ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ ﻭ ﻟﻐﺖﻧﺎﻣﻪﻫﺎﻯ ﺩﻭ ﺯﺑﺎﻧﻪ ،ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻰ ﻣﻮﺭﺩ ﻧﻈﺮ ﺭﺍ ﺑﻪ ﺭﺍﺣﺘﻰ ﻓﺮﺍ ﮔﻴﺮﻧﺪ ﻭ ﺩﻳﮕﺮ ﺑﻪ ﺑﺮﮔﺰﺍﺭﻯ
ﺩﻭﺭﻩﻫﺎﻯ ﺁﻣﻮﺯﺷﻰ ﻣﺘﻨﻮﻉ ﻭ ﺗﺄﻟﻴﻒ ﻣﻨﺎﺑﻊ ﮔﻮﻧﺎﮔﻮﻥ ﻭ ﻭﺳﺎﻳﻞ
ﻛﻤﻚ ﺁﻣﻮﺯﺷﻰ ﻭ ﻏﻴﺮﻩ ﻧﻴﺎﺯﻱ ﻧﺒﻮﺩ.
ﺁﻥﭼﻪ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﻛﻼﻣﻰ ﺭﺍ ﻣﺸﻜﻞ ﻣﻰﺳﺎﺯﺩ ،ﻭﺟﻮﺩ
ﺗﻔﺎﻭﺕﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﻭ ﺗﻌﺎﺑﻴﺮ ﻭ ﺑﺮﺩﺍﺷﺖﻫﺎﻯ ﻣﺘﻔﺎﻭﺕ ﺑﻴﻦ
ﻣﺘﻜﻠﻢ ﻭ ﻣﺨﺎﻃﺐ ﺍﺳﺖ؛ ﺑﻪ ﻧﺤﻮﻯ ﻛﻪ ﻫﺮﭼﻪ ﻓﺮﻫﻨﮓﻫﺎ ﺍ ﺯ
ﻳﻜﺪﻳﮕﺮ ﺩﻭﺭﺗﺮ ﻭ ﻣﺘﻔﺎﻭﺕﺗﺮ ﺑﺎﺷﻨﺪ ،ﻣﺸﻜﻞ ﺍﺭﺗﺒﺎﻃﻰ ﻧﻴﺰ ﺑﻴﺸﺘﺮ

ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﺭ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺗﺤﺼﻴﻠﻲ

ﺩﺭ ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ﺩﺭﺧﺼﻮﺹ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﺭ
ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺩﺭ ﻣﺪﺍﺭﺱ ﺍﻳﺮﺍﻥ ،ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺁﻟﻤﺎﻧﻰ ﺍﺯ ﻧﻘﻄﻪ ﻧﻈﺮ ﭼﮕﻮﻧﮕﻰ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ«
ﻣﻮﺭﺩ ﺑﺮﺭﺳﻰ ﻗﺮﺍﺭ ﮔﺮﻓﺖ.
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺩﺭ ﻣﺪﺍﺭﺱ ﺍﻳﺮﺍﻥ ،ﺷﺎﻣﻞ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺍﻧﮕﻠﻴﺴﻰ ،ﻓﺮﺍﻧﺴﻪ ﻭ ﺁﻟﻤﺎﻧﻰ ﺍﺳﺖ .ﺍﻟﺒﺘﻪ ﺩﺭ ﺍﻏﻠﺐ ﻣﺪﺍﺭﺱ،
ﺗﻨﻬﺎ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ﺍﺭﺍﺋﻪ ﻣﻰﺷﻮﺩ ﻭ ﺩﺭﺻﺪ ﺑﺴﻴﺎﺭ ﻧﺎﭼﻴﺰﻯ
ﺍﺯ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ،ﺑﻪ ﻓﺮﺍﮔﻴﺮﻯ ﺯﺑﺎﻥﻫﺎﻯ ﺁﻟﻤﺎﻧﻰ ﻭ ﻓﺮﺍﻧﺴﻪ
ﻣﻰﭘﺮﺩﺍﺯﻧﺪ .ﺳﺎﺑﻘﻪﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﺭ ﻧﻈﺎﻡ
ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ ﺍﻳﺮﺍﻥ ﺑﻪ ﻗﺒﻞ ﺍﺯ ﺟﻨﮓ ﺟﻬﺎﻧﻰ ﺩﻭﻡ ﺑﺮﻣﻰﮔﺮﺩﺩ .
ﺩﺭ ﺁﻥ ﺯﻣﺎﻥ ،ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﺭ ﻫﻨﺮﺳﺘﺎﻥﻫﺎﻯ ﻓﻨ ﻰ
ﻣﺘﺪﺍﻭﻝ ﺑﻮﺩ .ﭘﺲ ﺍﺯ ﭘﻴﺮﻭﺯﻯ ﺍﻧﻘﻼﺏ ﺍﺳﻼﻣﻰ ،ﺗﺪﺭﻳﺲ ﺯﺑﺎﻥ
ﺁﻟﻤﺎﻧﻰ ﺑﺎ ﻫﺪﻑ ﺍﻳﺠﺎﺩ ﺗﻐﻴﻴﺮ ﺩﺭ ﺳﻴﺎﺳﺖ ﺁﻣﻮﺯﺵ ﺗﻚﺯﺑﺎﻧﻰ ﺩﺭ
ﻣﺪﺍﺭﺱ ﺍﻳﺮﺍﻥ ﺍﺯ ﺳﺎﻝ  1362ﺩﺭ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﻭ ﺑﺎ ﻛﻤﻚ
ﻛﺘﺎﺏﻫﺎﻯ ﺟﺪﻳﺪﺍﻟﺘﺄﻟﻴﻒ »ﺳﺎﺯﻣﺎﻥ ﭘﮋﻭﻫﺶ ﻭ ﺑﺮﻧﺎﻣﻪﺭﻳﺰ ﻯ
ﺁﻣﻮﺯﺷﻰ« ﻭﺯﺍﺭﺕ ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ ﻣﺠﺪﺩﺍ ً ﺍﺯ ﺳﺮﮔﺮﻓﺘﻪ ﺷﺪ.
ﺩﺭ ﺣﺎﻝ ﺣﺎﺿﺮ ﻧﻴﺰ ،ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﺭ ﺑﺮﺧﻰ ﺍﺯ ﻣﺪﺍﺭﺱ
ﻛﺸﻮﺭ ﺑﻪ ﻭﺳﻴﻠﻪﻱ ﻛﺘﺎﺏﻫﺎﻱ ﻳﺎﺩﺷﺪﻩ ﺻﻮﺭﺕ ﻣﻰﭘﺬﻳﺮﺩ ]ﮔﺮﻭﻩ
ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻱ ﺩﺭﺳﻰ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ.[3 :1381 ،

ﺁﻥﭼﻪ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﻛﻼﻣﻰ ﺭﺍ
ﻣﺸﻜﻞ ﻣﻰﺳﺎﺯﺩ ،ﻭﺟﻮﺩ ﺗﻔﺎﻭﺕﻫﺎﻯ
ﻓﺮﻫﻨﮕﻰ ﻭ ﺗﻌﺎﺑﻴﺮ ﻭ ﺑﺮﺩﺍﺷﺖﻫﺎﻯ
ﻣﺘﻔﺎﻭﺕ ﺑﻴﻦ ﻣﺘﻜﻠﻢ ﻭ ﻣﺨﺎﻃﺐ ﺍﺳﺖ؛ ﺑﻪ
ﻧﺤﻮﻯ ﻛﻪ ﻫﺮﭼﻪ ﻓﺮﻫﻨﮓﻫﺎ ﺍﺯ ﻳﻜﺪﻳﮕﺮ
ﺩﻭﺭﺗﺮ ﻭ ﻣﺘﻔﺎﻭﺕﺗﺮ ﺑﺎﺷﻨﺪ ،ﻣﺸﻜﻞ
ﺍﺭﺗﺒﺎﻃﻰ ﻧﻴﺰ ﺑﻴﺸﺘﺮ ﺧﻮﺍﻫﺪ ﺑﻮﺩ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺧﻮﺍﻫﺪ ﺑﻮﺩ .ﺑﺮﺍﻱ ﻣﺜﺎﻝ ،ﻧﺤﻮﻩﻱ ﻣﻮﺭﺩ ﺧﻄﺎﺏ ﻗﺮﺍﺭ ﺩﺍﺩﻥ ﺍﻓﺮﺍﺩ
ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺳﻦ ،ﺟﺎﻳﮕﺎﻩ ﺍﺟﺘﻤﺎﻋﻰ ،ﺭﺍﺑﻄﻪﻱ ﻣﻴﺎﻥ ﻣﺘﻜﻠﻢ ﻭ
ﻣﺨﺎﻃﺐ ،ﻣﻨﺎﺳﺒﺖﻫﺎﻯ ﮔﻮﻧﺎﮔﻮﻥ ﻭ ...ﺩﺭ ﻫﺮ ﻓﺮﻫﻨﮓ ،ﻣﺘﻔﺎﻭﺕ
ﺍﺳﺖ .ﺑﻲﺗﻮﺟﻬﻲ ﺑﻪ ﻇﺮﺍﻓﺖﻫﺎ ﻭ ﺗﻔﺎﻭﺕﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ،ﺑﺎﻋﺚ
ﺍﻳﺠﺎﺩ ﺳﻮءﺗﻔﺎﻫﻢ ﺧﻮﺍﻫﺪ ﺷﺪ ﻭ ﺍﻧﺘﻘﺎﻝ ﭘﻴﺎﻡ ﺭﺍ ﺑﺎ ﻣﺸﻜﻞ ﻣﻮﺍﺟﻪ
ﺧﻮﺍﻫﺪ ﺳﺎﺧﺖ.
8
7
6
ﻧﻈﺮﺍﺕ ﺍﻓﺮﺍﺩﻯ ﻣﺎﻧﻨﺪ ﺩﻝ ﻫﺎﻳﻤﺰ  ،ﺳﺎﻭﻳﮕﻨﻮﻥ  ،ﺳﻮﻳﻦ ،
ﻛﻨﻴﻞ ،9ﮔﺮﻳﻨﮓ ،10ﺍﺷﺘﻴﺮﺍﺷﺘﻮﺭﻓﺮ 11ﻛﻪ ﺑﺎ ﻋﻨﺎﻭﻳﻦ »ﺗﻮﺍﻧﺶ
ﺍﺭﺗﺒﺎﻃﻰ« 12ﻭ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« 13ﺷﻨﺎﺧﺘﻪ ﻣﻰﺷﻮﻧﺪ ،
ﺩﺭ ﻋﻠﻢ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﺗﺤﻮﻟﻰ ﺍﺳﺎﺳﻰ ﺑﻪ ﻭﺟﻮﺩ ﺁﻭﺭﺩﻧﺪ .ﺑﺮ
ﺍﻳﻦ ﺍﺳﺎﺱ ،ﺗﺴﻠﻂ ﻛﺎﻣﻞ ﺑﺮ ﻳﻚ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﭼﻴﺰﻯ ﻓﺮﺍﺗﺮ
ﺍﺯ ﻳﺎﺩﮔﻴﺮﻯ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻯ ﻭ ﻭﺍژﮔﺎﻥ ﻳﻚ ﺯﺑﺎﻥ ﺍﺳﺖ ﻭ
ﺯﺑﺎﻥﺁﻣﻮﺯ ﺑﺎﻳﺪ ﺑﺪﺍﻧﺪ ﭼﮕﻮﻧﻪ ﻣﺘﻜﻠﻤﺎﻥ ﻳﻚ ﺯﺑﺎﻥ ﺍﺯ ﺁﻥ ﺍﺳﺘﻔﺎﺩﻩ
ﻣﻰﻛﻨﻨﺪ] .ﺩﻭﺳﺘﻰﺯﺍﺩﻩ.[69 :1387 ،
15
14
ﻫﻢﭼﻨﻴﻦ ،ﻣﻰﺗﻮﺍﻥ ﺑﻪ ﻧﻈﺮﺍﺕ ﻛﻨﺎپ ـ ﭘﻮﺗﻬﻮﻑ  ،ﭘﻴﺘﺮ ﺩﻭﻯ
ﻭ ﺑﺮﻧﺪ ﺩﻳﺘﺮﻳﺶ ﻣﻮﻟﺮ ،16ﺩﺭﺧﺼﻮﺹ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ«
ﺩﺭ ﻓﻬﻢ ﻭ ﻛﺎﺭﺑﺮﺩ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺍﺷﺎﺭﻩ ﻛﺮﺩ .ﺩﺭ ﻧﻈﺮﺍﺕ ﺍﻓﺮﺍﺩ ﻳﺎﺩ
ﺷﺪﻩ ،ﺁﻥﭼﻪ ﺑﻴﺶ ﺍﺯ ﻫﻤﻪ ﻣﺸﻬﻮﺩ ﺍﺳﺖ ،ﺗﺄﻛﻴﺪ ﺁﻧﺎﻥ ﺑﺮ ﺁﺷﻨﺎﻳﻰ
ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺍﺳﺖ ﻛﻪ ﻧﻪ ﺗﻨﻬﺎ ﻣﺎﻧﻊ ﺑﺮﻭﺯ
ﺳﻮءﺗﻔﺎﻫﻢ ﺩﺭ ﺍﺭﺗﺒﺎﻃﺎﺕ ﻛﻼﻣﻰ ﻣﻰﺷﻮﺩ ،ﺑﻠﻜﻪ ﺑﻪ ﺯﺑﺎﻥﺁﻣﻮﺯﺍ ﻥ
ﻣﻰﺁﻣﻮﺯﺩ ،ﻧﻈﺮﺍﺕ ﻣﺨﺎﻟﻒ ﻭ ﻣﺘﻔﺎﻭﺕ ﺭﺍ ﺗﺤﻤﻞ ﻛﻨﻨﺪ ﻭ ﺗﻮﺍﻧﺎﻳﻰ
ﮔﻔﺖﻭﮔﻮ ﺑﺎ ﺳﺎﻳﺮ ﺗﻤﺪﻥﻫﺎ ﻭ ﻣﻠﻞ ﻭ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﺳﺎﻳﺮ ﻓﺮﻫﻨﮓﻫﺎ ﻭ
ﺳﻨﻦ ﺭﺍ ﺑﻪ ﺩﺳﺖ ﺁﻭﺭﻧﺪ ].[Volkmann, 2002: 16-17
ﺁﻥﭼﻪ ﺿﺮﻭﺭﺕ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﻓﺮﻫﻨﮓ ﻭ ﺟﺎﻣﻌﻪ ﺭﺍ ﺩﺭ ﻛﻨﺎﺭ ﺁﻣﻮﺯﺵ
ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﻣﻮﺭﺩ ﺗﺄﻛﻴﺪ ﻗﺮﺍﺭ ﻣﻰﺩﻫﺪ ،ﺗﺸﻜﻴﻞ ﺟﻮﺍﻣﻊ ﭼﻨﺪ
ﻣﻠﻴﺘﻰ ،ﮔﺴﺘﺮﺵ ﺳﺮﻳﻊ ﺍﺭﺗﺒﺎﻃﺎﺕ ﻭ ﺍﻓﺰﺍﻳﺶ ﺗﻌﺎﻣﻼﺕ ﺑﻴﻦﺍﻟﻤﻠﻠﻰ
ﺍﺳﺖ .ﺍﻣﺮﻭﺯﻩ ﺑﻪ ﻋﻘﻴﺪﻩﻱ ﻣﺘﺨﺼﺼﺎﻥ ،ﺯﺑﺎﻥ ﺻﺮﻓ ًﺎ ﻧﻈﺎﻡ ﺑﺴﺘﻪﺍ ﻯ
ﺍﺯ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭﻯ ﻭ ﻣﺠﻤﻮﻋﻪﻱ ﻭﺍژﮔﺎﻥ ﻧﻴﺴﺖ ﻭ ﺻﺮﻑﻧﻈﺮ ﺍﺯ
ﺳﺎﺧﺖﻫﺎﻯ ﻧﺤﻮﻯ ﻭ ﻭﺍژﮔﺎﻥ ،ﺑﺎﺯﺗﺎﺏ ﺗﻔﻜﺮﺍﺕ ،ﺁﺩﺍﺏ ﻭ ﺭﺳﻮﻡ
ﻭ ﺑﻪﻃﻮﺭ ﻛﻠﻰ ﻓﺮﻫﻨﮓ ﺧﺎﺹ ﻳﻚ ﺟﺎﻣﻌﻪﻱ ﺯﺑﺎﻧﻰ ﻧﻴﺰ ﻫﺴﺖ.
ﺑﻪ ﻋﺒﺎﺭﺕ ﺩﻳﮕﺮ ،ﺯﺑﺎﻥ ﻫﺮ ﻣﻠﺘﻰ ،ﻣﺠﻤﻮﻋﻪﺍﻯ ﺍﺯ ﻭﺍژﮔﺎﻥ ﻭ ﻗﻮﺍﻋﺪ
ﺩﺳﺘﻮﺭﻯ ﺧﺎﺹ ﺁﻥ ﺯﺑﺎﻥ ﺩﺭ ﺑﺴﺘﺮ ﻓﺮﻫﻨﮕﻰ ﻫﻤﺎﻥ ﺯﺑﺎﻥ ﺍﺳﺖ
]ﺣﻘﺎﻧﻰ.[112 :1384 ،
»ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺩﺭ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺑﻪﻃﻮﺭ ﻛﻠﻰ
ﺑﻪ ﻣﻌﻨﺎﻯ ﺗﻮﺍﻧﺎﻳﻰ ﻭ ﻣﻬﺎﺭﺕ ﻳﺎﻓﺘﻦ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺭ ﺗﺸﺨﻴﺺ
ﻭ ﺁﮔﺎﻫﻰ ﺍﺯ ﺗﻔﺎﻭﺕﻫﺎﻯ ﻓﺮﻫﻨﮓ ﺧﻮﺩﻯ ﻭ ﺑﻴﮕﺎﻧﻪ ﻭ ﻳﺎﻓﺘﻦ
ﻣﻨﺎﺳﺐﺗﺮﻳﻦ ﺭﻓﺘﺎﺭ ﻭ ﮔﻔﺘﺎﺭ ﺩﺭ ﻣﻮﺍﺟﻬﻪ ﺑﺎ ﺗﻔﺎﻭﺕﻫﺎﻯ ﻓﺮﻫﻨﮕ ﻰ
ﺑﻪ ﻧﺤﻮﻯ ﻛﻪ ﻣﺎﻧﻊ ﺍﺯ ﺑﺮﻭﺯ ﺳﻮءﺗﻔﺎﻫﻢ ﻭ ﻳﺎ ﺑﺮﺩﺍﺷﺖﻫﺎ ﻯ
ﻧﺎﺧﻮﺍﺳﺘﻪ ﺍﺯ ﺳﻮﻯ ﻣﺨﺎﻃﺒﺎﻥ ﺷﻮﺩ ﻣﻰﺑﺎﺷﺪ .ﺁﺷﻨﺎﻳﻰ ﺑﺎ »ﺯﺑﺎﻥ

ﺧﺎﺭﺟﻰ« ﻭ »ﻓﺮﻫﻨﮓ ﻭ ﺟﺎﻣﻌﻪ« ﺩﻭ ﺭﻛﻦ ﺍﺳﺎﺳﻰ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ
ﻓﺮﻫﻨﮕﻰ« ﻫﺴﺘﻨﺪ ﻭ ﺷﺎﻣﻞ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﺯﺑﺎﻥ ،ﺍﺩﺑﻴﺎﺕ ،ﺗﺎﺭﻳﺦ،
ﺭﻓﺘﺎﺭﻫﺎﻯ ﺍﺟﺘﻤﺎﻋﻰ ،ﺳﺎﺧﺘﺎﺭ ﺳﻴﺎﺳﻰ ،ﻗﻮﺍﻧﻴﻦ ﺣﻘﻮﻗﻰ ،ﺍﺩﻳﺎﻥ ﻭ
ﻣﺬﺍﻫﺐ ،ﺍﻗﻠﻴﺖﻫﺎ ،ﺟﻐﺮﺍﻓﻴﺎ ﻭ ﺗﻘﺴﻴﻢﺑﻨﺪﻯ ﻛﺸﻮﺭﻯ ﻣﻰﮔﺮﺩﺩ.
)ﻓﻮﻟﻜﻤﻦ15 ،ـ (12ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻋﻼﻭﻩ ﺑﺮ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﺩﺳﺘﻮﺭ
ﺯﺑﺎﻥ ،ﻭﺍژﮔﺎﻥ ﻭ ﻗﻮﺍﻋﺪ ﺟﻤﻠﻪﺳﺎﺯﻯ ﺑﺎ ﻣﺒﺎﻧﻰ ﻓﻮﻕ ﻧﻴﺰ ﻣﺄﻧﻮﺱ
ﻣﻰﮔﺮﺩﻧﺪ ﻭ ﺩﺭ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﮔﻮﻳﺸﻮﺭﺍﻥ ﺯﺑﺎﻥ ﻣﻘﺼﺪ،
ﻛﻤﺘﺮ ﺩﭼﺎﺭ ﺳﻮءﺗﻔﺎﻫﻢ ﻣﻰﺷﻮﻧﺪ.
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ﺑﺮﺭﺳﻰ ﭼﮕﻮﻧﮕﻰ ﺁﻣﻮﺯﺵ ﻭ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ«
ﺑﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ،ﺍﺯ ﻃﺮﻳﻖ ﺗﺠﺰﻳﻪ ﻭ ﺗﺤﻠﻴﻞ ﻛﺘﺎﺏﻫﺎﻯ ﻳﺎﺩﺷﺪﻩ
ﺍﻧﺠﺎﻡ ﺷﺪ .ﺩﺭ »ﺑﺮﻧﺎﻣﻪﻱ ﺗﻮﺳﻌﻪﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﺳﺎﻝ «1381
ﻛﻪ ﺩﺭ »ﺩﻓﺘﺮ ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻯ ﻭ ﺗﺄﻟﻴﻒ ﻛﺘﺐ ﺩﺭﺳﻰ« ﺳﺎﺯﻣﺎﻥ
ﭘﮋﻭﻫﺶ ﻭ ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻯ ﺁﻣﻮﺯﺷﻰ ﺗﻬﻴﻪ ﺷﺪﻩ ﺍﺳﺖ ،ﺿﺮﻭﺭﺕ
ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﺳﺎﻳﺮ ﻣﻠﻞ ﺭﺍ ﺩﺭ ﺑﺨﺶﻫﺎﻯ ﺳﻴﺎﺳﻰ ،
ﺍﺟﺘﻤﺎﻋﻰ ﻭ ﺍﻗﺘﺼﺎﺩﻯ ،ﺑﻪ ﻣﻨﻈﻮﺭ ﻛﺎﺭﺍﻣﺪﻯ ﻭ ﻣﻮﻓﻘﻴﺖ ﺑﻴﺸﺘﺮ ﺩﺭ
ﻋﺮﺻﻪﻱ ﺟﻬﺎﻧﻰ ﺷﺪﻥ ،ﻣﻮﺭﺩ ﺗﺄﻛﻴﺪ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ ﻭ ﺗﺴﻠﻂ ﺑﺮ
ﺯﺑﺎﻥﻫﺎﻯ ﺧﺎﺭﺟﻰ ﻭ ﻣﻬﺎﺭﺕﻫﺎﻯ ﻓﻨﺎﻭﺭﻯ ﺍﻃﻼﻋﺎﺕ ﺑﻪ ﻋﻨﻮﺍﻥ
ﻛﻠﻴﺪ ﺑﺮﻗﺮﺍﺭﻯ ﺍﻳﻦ ﺍﺭﺗﺒﺎﻁ ،ﻣﻌﺮﻓﻰ ﻣﻰﺷﻮﺩ .ﺍﺯ ﺍﻳﻦﺭﻭ ،ﻭﺯﺍﺭﺕ
ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ ﺑﻪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥﻫﺎﻯ ﺧﺎﺭﺟﻰ )ﺍﻧﮕﻠﻴﺴﻰ،
ﺁﻟﻤﺎﻧﻰ ﻭ ﻓﺮﺍﻧﺴﻪ( ﺍﻫﺘﻤﺎﻡ ﻭﺭﺯﻳﺪﻩ ﺍﺳﺖ ]ﻫﻤﺎﻥ ،ﺹ .[2
ﻫﻢﭼﻨﻴﻦ ،ﻋﻼﻗﻪﻣﻨﺪﻯ ﻣﻠﺖﻫﺎ ﺑﻪ ﺍﻧﺘﻘﺎﻝ ﺭﻭﺡ ﻭ ﺟﻮﻫﺮ
ﺍﺭﺯﺵﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﺧﻮﺩ ﻭ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﻓﺮﻫﻨﮓﻫﺎ ﻭ ﺍﻧﺪﻳﺸﻪﻫﺎ ﻯ
ﮔﻮﻧﺎﮔﻮﻥ ﻛﻪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺍﺯ ﺿﺮﻭﺭﻳﺎﺕ ﺁﻥ ﺍﺳﺖ ،ﻭ
ﺁﺷﻨﺎﻳﻰ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ ﺟﻨﺒﻪﻫﺎﻯ ﻣﺜﺒﺖ ﻓﺮﻫﻨﮓ ﺁﻟﻤﺎﻥ ﻛﻪ ﻧﻈﻢ
ﻭ ﺍﻧﻀﺒﺎﻁ ﺍﺯ ﺟﻠﻮﻩﻫﺎﻯ ﺑﺎﺭﺯ ﺁﻥ ﺍﺳﺖ ،ﺑﻪ ﻣﻨﻈﻮﺭ ﺍﻳﺠﺎﺩ ﺍﺭﺗﺒﺎﻁ
ﺻﺤﻴﺢ ﻭ ﺟﻠﻮﮔﻴﺮﻯ ﺍﺯ ﺑﺮﻭﺯ ﺳﻮءﺗﻔﺎﻫﻢ ،ﻣﻮﺭﺩ ﺗﺄﻛﻴﺪ ﻗﺮﺍﺭ
ﮔﺮﻓﺘﻪ ﺍﺳﺖ ]ﻫﻤﺎﻥ ،ﺹ  2ﻭ .[5
ﺍﻳﻦ ﺑﺮﻧﺎﻣﻪ ،ﺍﻫﺪﺍﻑ ﻛﻠﻰ ﻭ ﺣﻴﻄﻪﻱ ﺍﺭﺯﺷﻰ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺧﺎﺭﺟﻰ ﺭﺍ ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﺍﺩﻳﺒﺎﻥ ﺁﻥ ﻛﺸﻮﺭ ،ﺩﺳﺖﻳﺎﺑﻰ ﺑﻪ ﻣﻨﺎﺑﻊ
ﻋﻠﻤﻰ ،ﻓﺮﻫﻨﮕﻰ ﻭ ﻓﻨﺎﻭﺭﻯ ﻛﺸﻮﺭﻫﺎﻯ ﺩﻳﮕﺮ ،ﺩﺭﻙ ﻟﺰﻭﻡ ﻭ
ﻧﻴﺎﺯ ﺑﻪ ﻓﺮﺍﮔﻴﺮﻯ ﺯﺑﺎﻥﻫﺎﻯ ﺧﺎﺭﺟﻰ ﺑﺮﺍﻱ ﺭﺍﻩﻳﺎﺑﻰ ﺑﻪ ﺩﻧﻴﺎﻳﻰ
ﺟﺪﻳﺪ ،ﺍﺭﺝ ﻧﻬﺎﺩﻥ ﺑﻪ ﮔﻔﺖﻭﮔﻮﻯ ﻣﻴﺎﻥ ﻣﻠﻞ ﻣﺨﺘﻠﻒ ﺑﺮﺍﻱ
ﺍﻧﺘﻘﺎﻝ ﻋﻠﻮﻡ ،ﻭ ﺗﻔﺎﻫﻢ ﺑﺎ ﻫﻢﻧﻮﻋﺎﻥ ﺧﺎﺭﺟﻰ ﻋﻨﻮﺍﻥ ﻛﺮﺩﻩ ﺍﺳﺖ
]ﻫﻤﺎﻥ ،ﺹ  .[7ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺁﻥﭼﻪ ﺩﺭ »ﺑﺮﻧﺎﻣﻪﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ
ﺁﻟﻤﺎﻧﻰ« ﺩﺭ ﻣﺪﺍﺭﺱ ﻋﻨﻮﺍﻥ ﺷﺪ ،ﺗﻮﺟﻪ ﺑﻪ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ
ﻓﺮﻫﻨﮕﻰ« ﺑﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ،ﺍﻣﺮﻯ ﺑﺴﻴﺎﺭ ﺿﺮﻭﺭﻯ ﻭ ﻳﻜﻰ ﺍﺯ
ﺍﻫﺪﺍﻑ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻣﺤﺴﻮﺏ ﻣﻲﺷﻮﺩ.

ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ
ﺭﺍﻫﻨﻤﺎﻳﻰ ﺗﺤﺼﻴﻠﻲ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﮔﺴﺘﺮﺩﮔﻰ ﺣﻮﺯﻩﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ،
ﺷﻴﻮﻩﻧﺎﻣﻪﻫﺎﻯ ﮔﻮﻧﺎﮔﻮﻧﻰ ﺑﺮﺍﻱ ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯ ﺵ
ﺯﺑﺎﻥ ﺍﺯ ﺯﻭﺍﻳﺎﻯ ﻣﺘﻔﺎﻭﺕ ﻭﺟﻮﺩ ﺩﺍﺭﺩ؛ ﺑﺮﺍﻱ ﻣﺜﺎﻝ ،ﻫﻮﻳﺮ ،ﻣﻮﻟﺮ
ﻭ ﺷﺮﻯ1973 ،؛ ﭘﻴﭙﻮ1975 ،؛ ﺭﺍﻳﺰﻧﺮ1978 ،؛ ﻓﻴﻼﻭ1981 ،؛
ﻛﻮﻟﺪﻳﻚ1981 ،؛ ﺑﺮﺗﻮﻟﺘﻰ ﻭ ﺩﺍﻟﺖ 1984؛ ﺍﻧﮕﻠﺲ 1977 ،ﻭ
 .1979ﺍﻟﺒﺘﻪ ﻣﻌﻴﺎﺭﻫﺎﻯ ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ،ﻧﺴﺒﻰ
ﻭ ﻏﺎﻟﺒ ًﺎ ﺗﻚﺑﻌﺪﻯ ﻭ ﻭﺍﺑﺴﺘﻪ ﺑﻪ ﻣﻌﻠﻢ ،ﻣﺘﻌﻠﻢ ﻭ ﻣﻨﺒﻊ ﺁﻣﻮﺯﺷﻰ
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ﺁﺷﻨﺎﻳﻰ ﺑﺎ »ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ« ﻭ »ﻓﺮﻫﻨﮓ
ﻭ ﺟﺎﻣﻌﻪ« ﺩﻭ ﺭﻛﻦ ﺍﺳﺎﺳﻰ »ﻣﻬﺎﺭﺕ
ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﻫﺴﺘﻨﺪ ﻭ ﺷﺎﻣﻞ ﺁﺷﻨﺎﻳﻰ
ﺑﺎ ﺯﺑﺎﻥ ،ﺍﺩﺑﻴﺎﺕ ،ﺗﺎﺭﻳﺦ ،ﺭﻓﺘﺎﺭﻫﺎﻯ
ﺍﺟﺘﻤﺎﻋﻰ ،ﺳﺎﺧﺘﺎﺭ ﺳﻴﺎﺳﻰ ،ﻗﻮﺍﻧﻴﻦ
ﺣﻘﻮﻗﻰ ،ﺍﺩﻳﺎﻥ ﻭ ﻣﺬﺍﻫﺐ ،ﺍﻗﻠﻴﺖﻫﺎ،
ﺟﻐﺮﺍﻓﻴﺎ ﻭ ﺗﻘﺴﻴﻢﺑﻨﺪﻯ ﻛﺸﻮﺭﻯ
ﻣﻰﮔﺮﺩﺩ

ﻫﺴﺘﻨﺪ .ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﻫﺪﻑ ﺍﻳﻦ ﻣﻘﺎﻟﻪ ﻛﻪ ﺑﺮﺭﺳﻰ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ
ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺍﺳﺖ ،ﺷﻴﻮﻩﻧﺎﻣﻪﻱ ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯ ﺵ
ﺯﺑﺎﻥ ﻛﺮﻭﻡ (100 -105 :1985) ،ﻛﻪ ﺩﺭ ﺑﺮﺭﺳﻰ ﻣﺆﻟﻔﻪﻫﺎ ﻯ
ﻓﺮﻫﻨﮕﻰ ﻛﺎﺭﺑﺮﺩ ﺩﺍﺭﺩ ﻭ ﺷﻴﻮﻩﻧﺎﻣﻪﻱ ﻛﺎﺳﺖ )،(42-88 :1994
ﺑﺮﺍﻯ ﺑﺮﺭﺳﻰ ﺗﺼﺎﻭﻳﺮ ﻣﻮﺟﻮﺩ ﺩﺭ ﻣﻨﺎﺑﻊ ﺩﺭﺳﻰ ،ﺩﺭ ﻧﻈﺮ ﮔﺮﻓﺘﻪ
ﺷﺪﻧﺪ .ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ،
ﻃﺒﻖ ﺑﺮﻧﺎﻣﻪﻱ ﺟﺪﻳﺪ ﻭﺯﺍﺭﺕ ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ ﺷﺎﻣﻞ ﺳﻪ
ﻛﺘﺎﺏ ﻣﺠﺰﺍﺳﺖ:
 ﺁﻟﻤﺎﻧﻰ  ،1ﻛﺪ  64 ،113ﺻﻔﺤﻪ.1385 ،
 ﺁﻟﻤﺎﻧﻰ  ،2ﻛﺪ  65 ،129ﺻﻔﺤﻪ.1383 ،
 ﺁﻟﻤﺎﻧﻰ  ،3ﻛﺪ  82 ،145ﺻﻔﺤﻪ.1386 ،
ﺯﻣﺎﻥ ﺍﺧﺘﺼﺎﺹﻳﺎﻓﺘﻪ ﺑﻪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺩﺭ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ
ﺟﻤﻌ ًﺎ  10ﺳﺎﻋﺖ ﺩﺭ ﻫﻔﺘﻪ ﺍﺳﺖ ﻛﻪ ﺩﺭ ﺳﺎﻝ ﺍﻭﻝ ﺩﻭ ﺳﺎﻋﺖ
ﻭ ﺩﺭ ﺳﺎﻝﻫﺎﻯ ﺩﻭﻡ ﻭ ﺳﻮﻡ ﭼﻬﺎﺭ ﺳﺎﻋﺖ ﺩﺭ ﻫﻔﺘﻪ ﺑﻪ ﺁﻣﻮﺯﺵ
ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﭘﺮﺩﺍﺧﺘﻪ ﻣﻰﺷﻮﺩ .ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻃﻰ ﺩﻭﺭﻩﻱ
ﺭﺍﻫﻨﻤﺎﻳﻰ ﺣﺪﻭﺩﺍ ً ﺑﺎ  900ﻟﻐﺖ ﺁﺷﻨﺎ ﻣﻰﺷﻮﻧﺪ .ﻫﺮ ﻛﺘﺎﺏ،
ﺷﺎﻣﻞ ﻣﺘﻦ ﺩﺭﺳﻰ ﺑﻪ ﻫﻤﺮﺍﻩ ﺗﺼﺎﻭﻳﺮ ﻧﻘﺎﺷﻰ ﺷﺪﻩ ،ﻣﺒﺎﺣﺚ
ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ ﻭ ﺗﻤﺮﻳﻦﻫﺎﻯ ﻣﺮﺑﻮﻁ ﺑﻪ ﺁﻥﻫﺎﺳﺖ.
ﺑﻪ ﻣﻨﻈﻮﺭ ﺑﺮﺭﺳﻰ ﻣﺆﻟﻔﻪﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ،ﻣﺘﻮﻥ ﻣﻮﺟﻮﺩ ﺩﺭ
ﻛﺘﺎﺏﻫﺎﻯ ﻳﺎﺩﺷﺪﻩ ﺑﺮ ﭘﺎﻳﻪﻱ ﺳﻪ ﻣﺤﻮﺭ ﺑﺮﮔﺰﻳﺪﻩ ﺍﺯ ﺷﻴﻮﻩﻧﺎﻣﻪﻱ
ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻛﺮﻭﻡ ﺑﻪ ﺷﺮﺡ ﺯﻳﺮ ،ﻣﻮﺭﺩ
ﺗﺤﻘﻴﻖ ﻗﺮﺍﺭ ﮔﺮﻓﺖ:
 .1ﺯﻧﺪﮔﻰ ﺭﻭﺯﻣﺮﻩ
 .2ﺍﻃﻼﻋﺎﺕ ﺟﺎﻣﻌﻪﺷﻨﺎﺳﻲ ﻋﻤﻮﻣﻲ
 .3ﻣﻨﺎﺳﺒﺖﻫﺎﻯ ﻣﻠﻰ ،ﻓﺮﻫﻨﮕﻰ ﻭ ﻣﺬﻫﺒﻰ
ﻧﺘﺎﻳﺞ ﺣﺎﺻﻞ ﺍﺯ ﺑﺮﺭﺳﻰ ﻭ ﻣﻄﺎﻟﻌﻪﻱ ﻣﻨﺎﺑﻊ ﺁﻣﻮﺯﺷﻰ ﻳﺎﺩﺷﺪﻩ ﺑﺮ
ﺍﺳﺎﺱ ﭘﺮﺳﺶﻫﺎﻯ ﻓﻮﻕ ﺑﺪﻳﻦ ﻗﺮﺍﺭ ﺍﺳﺖ:
 ﺩﺭ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ،ﺍﺯ
ﻣﺴﺎﺋﻞ ﻭ ﻣﻮﺿﻮﻋﺎﺕ ﻣﺮﺑﻮﻁ ﺑﻪ ﺯﻧﺪﮔﻰ ﺷﻬﺮﻯ ﻳﻚ ﺧﺎﻧﻮﺍﺩﻩﻱ

ﺍﻳﺮﺍﻧﻰ ﺍﺯ ﻗﺸﺮ ﻣﺘﻮﺳﻂ ﺟﺎﻣﻌﻪ ﺩﺭ ﺗﻬﺮﺍﻥ ﺑﺮﺍﻯ ﺗﻬﻴﻪﻱ ﻣﺘﻦ
ﺩﺭﻭﺱ ﺍﺳﺘﻔﺎﺩﻩ ﺷﺪﻩ ﺍﺳﺖ .ﻣﻮﺍﺭﺩﻯ ﻣﺎﻧﻨﺪ ﺧﺮﻳﺪ ﺭﻭﺯﺍﻧﻪ،
ﻣﺪﺭﺳﻪ ،ﺍﻭﻗﺎﺕ ﻓﺮﺍﻏﺖ ،ﺍﻣﻮﺭ ﻣﻨﺰﻝ ﻭ ﻧﻈﺎﻳﺮ ﺁﻥ ﻣﻄﺮﺡ
ﻣﻰﺷﻮﻧﺪ .ﺗﻤﺎﻣﻲ ﻭﻗﺎﻳﻊ ﺩﺭ ﺍﻳﺮﺍﻥ ﻭ ﺩﺭ ﺷﻬﺮ ﺗﻬﺮﺍﻥ ﺭﺥ ﻣﻰﺩﻫﻨ ﺪ
ﻭ ﻫﻴﭻﮔﻮﻧﻪ ﺍﺷﺎﺭﻩﺍﻯ ﺑﻪ ﺯﻧﺪﮔﻰ ﺭﻭﺯﻣﺮﻩﻱ ﻣﺮﺩﻡ ﻛﺸﻮﺭﻫﺎﻯ
ﺁﻟﻤﺎﻧﻰ ﺯﺑﺎﻥ ﻧﻤﻰﺷﻮﺩ.
 ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺷﻰ ﺑﺎ ﻛﺪ 129 ،113ﻭ  145ﻓﺎﻗﺪ ﻫﺮﮔﻮﻧﻪ
ﻧﻘﺸﻪﻱ ﺟﻐﺮﺍﻓﻴﺎﻳﻰ ﻣﺮﺑﻮﻁ ﺑﻪ ﺁﻟﻤﺎﻥ ﻭ ﻳﺎ ﻛﺸﻮﺭﻫﺎﻯ ﺁﻟﻤﺎﻧﻰ
ﺯﺑﺎﻥ ﻫﺴﺘﻨﺪ ﻭ ﻫﻴﭻﮔﻮﻧﻪ ﻋﻜﺲ ﻳﺎ ﺗﺼﻮﻳﺮﻯ ﻛﻪ ﺯﻧﺪﮔﻰ
ﺍﺟﺘﻤﺎﻋﻰ ﺁﻥ ﻛﺸﻮﺭﻫﺎ ﺭﺍ ﺑﻪ ﻧﻤﺎﻳﺶ ﺑﮕﺬﺍﺭﺩ ،ﺩﺭ ﺍﻳﻦ ﻛﺘﺎﺏﻫﺎ
ﻣﺸﺎﻫﺪﻩ ﻧﻤﻰﺷﻮﺩ.
 ﺩﺭ ﻛﺘﺎﺏﻫﺎﻯ ﻳﺎﺩﺷﺪﻩ ،ﻫﻴﭻﮔﻮﻧﻪ ﻣﻄﻠﺐ ﻳﺎ ﻣﻮﺿﻮﻋﻰ ﻛﻪ
ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺭﺍ ﺑﺎ ﺁﺩﺍﺏ ﻭ ﺭﺳﻮﻡ ﻣﺮﺩﻡ ﻛﺸﻮﺭﻫﺎﻯ ﺁﻟﻤﺎﻧﻰﺯﺑﺎ ﻥ
ﺁﺷﻨﺎ ﻛﻨﺪ ،ﺑﻪ ﭼﺸﻢ ﻧﻤﻰﺧﻮﺭﺩ .ﺑﻪ ﻣﺴﺎﺋﻠﻰ ﻣﺎﻧﻨﺪ ﻣﻨﺎﺳﺒﺖﻫﺎ ﻯ
ﻣﺬﻫﺒﻰ ﻳﺎ ﺍﺟﺘﻤﺎﻋﻰ ،ﻧﺤﻮﻩﻱ ﺑﺮﮔﺰﺍﺭﻯ ﻣﺮﺍﺳﻢ ﺳﺎﻝ ﻧﻮ ،ﺍﻋﻴﺎﺩ
ﻣﺬﻫﺒﻰ ﻭ  ...ﺍﺷﺎﺭﻩ ﻧﺸﺪﻩ ﺍﺳﺖ .ﻣﺴﺎﺋﻞ ﻓﺮﻫﻨﮕﻰ ﻳﺎ ﺣﺘﻰ
ﺗﻔﺎﻭﺕﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﻣﻴﺎﻥ ﻣﺮﺩﻡ ﺩﻭ ﻛﺸﻮﺭ ﺍﻳﺮﺍﻥ ﻭ ﺁﻟﻤﺎﻥ
ﺑﻪﻃﻮﺭ ﻛﻠﻰ ﻧﺎﺩﻳﺪﻩ ﮔﺮﻓﺘﻪ ﺷﺪﻩﺍﻧﺪ .ﺣﺘﻰ ﻧﺎﻡ ﻭ ﻧﺎﻡ ﺧﺎﻧﻮﺍﺩﮔﻰ
ﺍﻓﺮﺍﺩ ﻧﻴﺰ ﺍﺯ ﻣﻴﺎﻥ ﻧﺎﻡﻫﺎﻯ ﻣﺘﺪﺍﻭﻝ ﻭ ﻣﻌﻤﻮﻝ ﺯﺑﺎﻥ ﻓﺎﺭﺳﻰ
ﺍﻧﺘﺨﺎﺏ ﺷﺪﻩﺍﻧﺪ.
ﺑﺮﺭﺳﻲ ﺩﻗﻴﻖ ﻭ ﺗﺤﻠﻴﻞ ﻋﻤﻴﻖ ﻓﺮﻫﻨﮓﻫﺎﻱ ﻣﺒﺪﺃ ﻭ ﻣﻘﺼﺪ ﻭ
ﮔﺰﻳﻨﺶ ﻣﻮﺿﻮﻋﺎﺕ ﻭ ﻣﺤﺘﻮﺍ ﻣﺒﺘﻨﻲ ﺑﺮ ﺍﺻﻮﻝ ﻭ ﺍﻫﺪﺍﻑ ﺑﺮﻧﺎﻣﻪﻱ
ﺩﺭﺳﻲ ﺩﺭ ﻫﻨﮕﺎﻡ ﺗﺄﻟﻴﻒ ﻛﺘﺎﺏﻫﺎﻱ ﺩﺭﺳﻲ ﺯﺑﺎﻥﻫﺎﻱ ﺧﺎﺭﺟﻲ
ﺍﺯﺟﻤﻠﻪ ﻭﻇﺎﻳﻒ ﻣﺆﻟﻔﺎﻥ ﺍﺳﺖ .ﺯﻳﺮﺍ ﺑﻲﺗﻮﺟﻬﻲ ﺑﻪ ﻓﺮﻫﻨﮓ
ﻣﺒﺪﺃ ﺑﻪ ﻣﻌﻨﺎﻱ ﺗﻮﺟﻪ ﻧﻜﺮﺩﻥ ﺑﻪ ﺍﺭﺯﺵﻫﺎﻱ ﺑﻮﻣﻲ ﻭ ﺣﺬﻑ
ﻓﺮﻫﻨﮓﻫﺎﻱ ﻣﻘﺼﺪ ﺑﻪ ﻣﻌﻨﺎﻱ ﺳﺮﺩﺭﮔﻤﻲ ﺯﺑﺎﻥﺁﻣﻮﺯ ﺩﺭ ﺑﺮﻗﺮﺍﺭﻱ
ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻣﺘﻜﻠﻤﺎﻥ ﺯﺑﺎﻥﻫﺎﻱ ﺧﺎﺭﺟﻲ ﻭ ﻋﺪﻡ ﺩﺭﻙ ﻣﻔﺎﻫﻴﻢ ﭘﻨﻬﺎﻥ
ﻭ ﻳﺎ ﻛﻨﺎﻳﻲ ﻛﻠﻤﺎﺕ ،ﺟﻤﻼﺕ ﻭ ﺭﻓﺘﺎﺭﻫﺎ ﺧﻮﺍﻫﺪ ﺑﻮﺩ.
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﺑﺎﻳﺪ ﻓﺮﺍﺗﺮ ﺍﺯ ﺁﻣﻮﺯﺵ ﻗﻮﺍﻋﺪ ﺩﺳﺘﻮﺭ
ﺯﺑﺎﻥ ﻭ ﺍﻧﺘﻘﺎﻝ ﺗﺮﺟﻤﻪﻱ ﻭﺍژﮔﺎﻥ ،ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺭﺍ ﺑﺮﺍﻯ ﺭﻭﻳﺎﺭﻭﻳﻰ
ﻣﺴﺘﻘﻴﻢ ﻭ ﻏﻴﺮﻣﺴﺘﻘﻴﻢ ﺑﺎ ﺣﻘﺎﻳﻖ ﻓﺮﻫﻨﮕﻰ ﻛﺸﻮﺭ ﻣﻘﺼﺪ ﺁﻣﺎﺩﻩ
ﻛﻨﺪ ﻭ ﺗﻮﺍﻧﺎﻳﻰ ﺩﺭﻙ ﺗﻔﺎﻭﺕﻫﺎ ﻭ ﺷﺒﺎﻫﺖﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﺭﺍ ﺩﺭ
ﻭﻯ ﺑﻪ ﻭﺟﻮﺩ ﺁﻭﺭﺩ.

ﺍﻣﺮﻭﺯﻩ ﺗﻌﺪﺍﺩ ﺗﺼﺎﻭﻳﺮ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ
ﺩﺭ ﻣﻘﺎﻳﺴﻪ ﺑﺎ ﻛﺘﺎﺏﻫﺎﻯ ﻗﺪﻳﻤﻰ ﺍﻓﺰﺍﻳﺶ ﭼﺸﻢﮔﻴﺮﻯ ﻳﺎﻓﺘﻪ
ﺍﺳﺖ .ﺑﻪﻃﻮﺭ ﻛﻠﻰ ،ﻛﺘﺎﺏﻫﺎﻯ ﺟﺪﻳﺪ ﺭﻧﮕﻴﻦﺗﺮ ﻫﺴﺘﻨﺪ .ﺍﺯ

ﺭﺍﻫﻜﺎﺭﻫﺎﻳﻰ ﺟﻬﺖ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ«

ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﻧﺘﺎﻳﺞ ﺑﺮﺭﺳﻰ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ
ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺍﺯ ﻣﻨﻈﺮ ﺷﻴﻮﻩﻧﺎﻣﻪﻱ ﻛﺮﻭﻡ ،ﭼﻨﺪ ﺭﺍﻫﻜﺎﺭ
ﺍﺳﺎﺳﻰ ﺑﺮﺍﻱ ﺑﻬﺒﻮﺩ ﻭﺿﻌﻴﺖ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺩﺭ
ﻛﺘﺎﺏﻫﺎﻱ ﻳﺎﺩ ﺷﺪﻩ ﭘﻴﺸﻨﻬﺎﺩ ﻣﻰﺷﻮﺩ :
 ﻣﻌﺮﻓﻰ ﺧﺎﻧﻮﺍﺩﻩﻫﺎﻯ ﺁﻟﻤﺎﻧﻰ ﻭ ﺍﻳﺮﺍﻧﻰ ﻭ ﻣﻘﺎﻳﺴﻪﻱ ﺯﻧﺪﮔﻰ
ﺭﻭﺯﻣﺮﻩ ﺍﻳﻦ ﺩﻭ ﺑﺎ ﻳﻜﺪﻳﮕﺮ ،ﺳﺎﺧﺘﺎﺭ ﺧﺎﻧﻮﺍﺩﮔﻰ ،ﻧﻘﺶ ﺍﻋﻀﺎﻯ
ﺧﺎﻧﻮﺍﺩﻩ ،ﺍﺭﺗﺒﺎﻁ ﺍﻋﻀﺎ ﺑﺎ ﻳﻜﺪﻳﮕﺮ ،ﻧﺤﻮﻩﻱ ﺧﻄﺎﺏ ﻗﺮﺍﺭ ﺩﺍﺩﻥ
ﻳﻜﺪﻳﮕﺮ ،ﺍﻭﻗﺎﺕ ﻓﺮﺍﻏﺖ ﻭ ﻣﺸﻐﻠﻪﻱ ﺍﻋﻀﺎ ،ﺁﺷﭙﺰﻯ ﻭ ﻏﺬﺍﻫﺎﻯ
ﻣﻠﻰ ،ﭼﮕﻮﻧﮕﻰ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﺑﺴﺘﮕﺎﻥ ﻭ ﺍﻳﺠﺎﺩ ﺯﻣﻴﻨﻪﻱ
ﻣﻘﺎﻳﺴﻪ ﻭ ﺑﺤﺚ ﺩﺭﺧﺼﻮﺹ ﺗﻔﺎﻭﺕﻫﺎ ﻭ ﺷﺒﺎﻫﺖﻫﺎ ﺑﺮﺍ ﻯ
ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ،ﺑﻪ ﻧﺤﻮﻯ ﻛﻪ ﺯﺑﺎﻥﺁﻣﻮﺯ ﺍﺯ ﻓﺮﻫﻨﮓ ﺧﺎﻧﻮﺍﺩﻩﻱ ﺍﻳﺮﺍﻧﻰ
ﺧﻮﺩﻯ ﺁﮔﺎﻩﺗﺮ ﺷﻮﺩ ﻭ ﺑﺎ ﺳﺎﺧﺘﺎﺭ ﻭ ﺷﺮﺍﻳﻂ ﺣﺎﻛﻢ ﺑﺮ ﺧﺎﻧﻮﺍﺩﻩﻱ
ﺁﻟﻤﺎﻧﻰ ﺁﺷﻨﺎﻳﻰ ﭘﻴﺪﺍ ﻛﻨﺪ ﻭ ﺗﻮﺍﻧﺎﻳﻰ ﺩﺭﻙ ﻭ ﺭﻭﻳﺎﺭﻭﻳﻰ ﺑﺎ ﻣﺴﺎﺋﻞ،
FLT
ﺩﻭﺭﻩﻱ ﺑﻴﺴﺖ ﻭ ﭘﻨﺠﻢ ،ﺷﻤﺎﺭﻩﻱ  ،3ﺑﻬﺎﺭ 1390

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺗﺼﺎﻭﻳﺮ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ
ﺭﺍﻫﻨﻤﺎﻳﻰ ﺗﺤﺼﻴﻠﻲ

ﻣﻨﻈﺮﻫﺎﻯ ﮔﻮﻧﺎﮔﻮﻥ ،ﺩﻻﻳﻞ ﻣﺘﻔﺎﻭﺗﻰ ﺑﺮﺍﻯ ﻭﺟﻮﺩ ﺗﺼﻮﻳﺮ ﺩﺭ
ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ﻣﻄﺮﺡ ﺷﺪﻩ ﺍﺳﺖ .ﻭﺟﻮﺩ
ﺗﺼﻮﻳﺮ ﺩﺭ ﻣﻨﺎﺑﻊ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺍﺯ ﻧﻈﺮ ﺍﺷﺘﻮﺭﻡ ﺩﺍﺭﺍﻯ ﭼﻨﺪ
ﻋﻠﺖ ﻋﻤﺪﻩ ﺍﺳﺖ:
 ﺁﺷﻨﺎﻳﻰ ﺑﺎ ﻣﺆﻟﻔﻪﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ؛
 ﺍﻳﺠﺎﺩ ﺳﻬﻮﻟﺖ ﺩﺭ ﺍﻧﺠﺎﻡ ﺗﻤﺮﻳﻦﻫﺎﻯ ﺩﺭﺳﻰ؛
 ﻛﻤﻚ ﺑﻪ ﻓﻬﻢ ﺑﻬﺘﺮ ﻣﻄﺎﻟﺐ ﺩﺳﺘﻮﺭﻯ؛
 ﺳﺎﺩﻩ ﻛﺮﺩﻥ ﻓﺮﺍﻳﻨﺪ ﻳﺎﺩﮔﻴﺮﻯ؛
 ﺯﻳﺒﺎﺳﺎﺯﻯ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺷﻰ ].[Kast, 1994: 85
ﺁﻥﭼﻪ ﺩﺭ ﻣﻮﺭﺩ ﮔﺰﻳﻨﺶ ﺗﺼﺎﻭﻳﺮ ﺍﻫﻤﻴﺖ ﺩﺍﺭﺩ ،ﻣﺮﺗﺒﻂ ﺑﻮﺩﻥ
ﺗﺼﺎﻭﻳﺮ ﺑﺎ ﻣﻄﺎﻟﺐ ﻭ ﻣﺘﻮﻥ ﺩﺭﺳﻰ ﺍﺯ ﻳﻚﺳﻮ ﻭ ﺭﻋﺎﻳﺖ ﻣﻌﻴﺎﺭﻫﺎ
ﻭ ﺍﺭﺯﺵﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﻣﺨﺎﻃﺒﻴﻦ ﻭ ﺗﻨﺎﺳﺐ ﺗﺼﺎﻭﻳﺮ ﺑﺎ ﺳﻦ ﻭ
ﺟﻨﺲ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺍﺯ ﺳﻮﻯ ﺩﻳﮕﺮ ﺍﺳﺖ ]ﻫﻤﺎﻥ ،ﺹ .[86
ﺗﻌﺪﺍﺩ ﺗﺼﺎﻭﻳﺮﻯ ﻛﻪ ﺩﺭ ﻛﺘﺎﺏﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ
ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺑﻪ ﺻﻮﺭﺕ ﻧﻘﺎﺷﻰ ﺭﻧﮕﻰ ﺑﻪ ﭼﺎپ ﺭﺳﻴﺪﻩ،
 288ﻋﺪﺩ ﺍﺳﺖ .ﺩﺭ ﻛﺘﺎﺏ ﺁﻟﻤﺎﻧﻰ ﺳﺎﻝ ﺍﻭﻝ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ
 ،125ﺩﺭ ﻛﺘﺎﺏ ﺳﺎﻝ ﺩﻭﻡ  112ﻭ ﺩﺭ ﻛﺘﺎﺏ ﺳﺎﻝ ﺳﻮﻡ 51
ﺗﺼﻮﻳﺮ ﻭﺟﻮﺩ ﺩﺍﺭﺩ .ﺗﺼﺎﻭﻳﺮ ﻣﻮﺟﻮﺩ ﺩﺭ ﻛﺘﺎﺏﻫﺎﻱ ﺁﻣﻮﺯﺵ
ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ،ﺍﻓﺮﺍﺩ ،ﻧﻘﺶﻫﺎ ﻭ ﻭﻗﺎﻳﻊ ﻣﻮﺟﻮﺩ
ﺩﺭ ﻣﺘﻮﻥ ﺩﺭﺳﻰ ﺭﺍ ﺑﻪ ﺗﺼﻮﻳﺮ ﻛﺸﻴﺪﻩﺍﻧﺪ ﻭ ﺍﺭﺗﺒﺎﻁ ﺗﻨﮕﺎﺗﻨﮕﻰ ﺑﺎ
ﻣﺘﻮﻥ ﺩﺭﺳﻰ ﺩﺍﺭﻧﺪ .ﺍﻳﻦ ﺗﺼﺎﻭﻳﺮ ،ﺟﻨﺒﻪﻫﺎﻯ ﻣﺘﻔﺎﻭﺕ ﺟﺎﻣﻌﻪﻱ
ﺍﻳﺮﺍﻧﻰ ﺭﺍ ﺑﻪ ﻧﻤﺎﻳﺶ ﻣﻰﮔﺬﺍﺭﻧﺪ .ﺑﺮﺍﻱ ﻣﺜﺎﻝ ،ﻣﻴﻮﻩﻓﺮﻭ ﺵ
ﺩﻭﺭﻩﮔﺮﺩ ،ﻧﺎﻧﻮﺍﻳﻰ ﺳﻨﮕﻜﻰ ،ﺧﻮﺍﺭﺑﺎﺭﻓﺮﻭﺷﻰ )ﺑﻘﺎﻟﻰ( ﺳﻨﺘﻰ
ﺍﻳﺮﺍﻧﻰ ،ﺗﺎﻛﺴﻰﻫﺎﻯ ﺍﻳﺮﺍﻧﻰ ﻭ ﻏﻴﺮﻩ.
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ﻭ ﺣﻞ ﻣﺴﺘﻘﻞ ﺳﻮءﺗﻔﺎﻫﻢﻫﺎﻯ ﺍﺣﺘﻤﺎﻟﻰ ﺭﺍ ﺑﻪ ﺩﺳﺖ ﺁﻭﺭﺩ.
 ﺍﺭﺍﺋﻪﻱ ﺍﻃﻼﻋﺎﺕ ﺩﺭ ﻣﻮﺭﺩ ﺷﺮﺍﻳﻂ ﺟﻐﺮﺍﻓﻴﺎﻳﻰ ،ﺁﺩﺍﺏ ﻭ ﺭﺳﻮﻡ
ﻣﺤﻠﻰ ﻭ ﺳﻨﺖﻫﺎ ﺩﺭ ﻣﻨﺎﻃﻖ ﮔﻮﻧﺎﮔﻮﻥ ﻛﺸﻮﺭﻫﺎﻯ ﺁﻟﻤﺎﻧﻰﺯﺑﺎﻥ ،
ﺁﺏﻭﻫﻮﺍ ،ﺍﺳﺎﻣﻰ ﺷﻬﺮﻫﺎ ،ﺭﺷﺘﻪﻛﻮﻩﻫﺎ ،ﺩﺭﻳﺎﻫﺎ ﻭ ﺭﻭﺩﺧﺎﻧﻪﻫﺎ ﻯ
ﻣﻬﻢ ،ﻧﺤﻮﻩﻱ ﭘﺮﺍﻛﻨﺪﮔﻰ ﺟﻤﻌﻴﺖ ،ﻛﺸﺎﻭﺭﺯﻯ ،ﺩﺍﻡﺩﺍﺭﻯ،
ﺑﺎﻍﺩﺍﺭﻯ ﻭ ﻣﻌﺮﻓﻰ ﻗﻄﺐﻫﺎﻯ ﺍﻗﺘﺼﺎﺩﻯ ،ﺳﺎﺧﺘﺎﺭ ﺳﻴﺎﺳﻰ
ﻭ ﻓﺮﻫﻨﮕﻰ ،ﺩﺍﻧﺸﮕﺎﻩﻫﺎ ﻭ ﻣﺮﺍﻛﺰ ﻋﻠﻤﻰ ﺑﺰﺭگ ﻭ ﻣﻌﺮﻭﻑ،
ﮔﻮﻳﺶﻫﺎ ﻭ ﮔﻮﻧﻪﻫﺎﻯ ﺯﺑﺎﻧﻰ ﻛﻪ ﻫﻤﮕﻰ ﺭﻳﺸﻪ ﺩﺭ ﻓﺮﻫﻨﮓ ﻳﻚ
ﺟﺎﻣﻌﻪﻱ ﺯﺑﺎﻧﻰ ﺩﺍﺭﻧﺪ ،ﻣﻰﺗﻮﺍﻧﺪ ﺑﺎﻋﺚ ﺍﺭﺗﻘﺎﻯ ﺩﺍﻧﺶ ﺯﺑﺎﻥﺁﻣﻮﺯ
ﺩﺭ ﻣﻮﺭﺩ ﻛﺸﻮﺭ ﺯﺑﺎﻥ ﻣﻘﺼﺪ ﺷﻮﺩ .ﺑﺪﻳﻦ ﺗﺮﺗﻴﺐ ،ﺑﺎﻓﺖ ﻓﺮﻫﻨﮕﻰ
ﻭ ﺍﺟﺘﻤﺎﻋﻰ ﻧﻴﺰ ﻣﻮﺭﺩ ﺑﺮﺭﺳﻰ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﺩ.
 ﭼﺎپ ﺗﺼﺎﻭﻳﺮ ﻣﺴﺘﻨﺪ ﺍﺯ ﺯﻭﺍﻳﺎﻯ ﮔﻮﻧﺎﮔﻮﻥ ﺯﻧﺪﮔﻰ ﺍﺟﺘﻤﺎﻋﻰ،
ﻓﺮﻫﻨﮕﻰ ،ﺳﻴﺎﺳﻰ ،ﺍﻗﺘﺼﺎﺩﻯ ،ﺷﻬﺮﻫﺎﻯ ﮔﻮﻧﺎﮔﻮﻥ ،ﻃﺒﻴﻌﺖ،
ﻣﻨﺎﺳﺒﺖﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﻭ ﺍﺟﺘﻤﺎﻋﻰ ،ﻧﻘﺸﻪﻫﺎﻯ ﺟﻐﺮﺍﻓﻴﺎﻳﻰ ،
ﻣﻜﺎﻥﻫﺎﻯ ﺗﺎﺭﻳﺨﻰ ﻭ ﺑﺎﺳﺘﺎﻧﻰ.
ﻋﻼﻭﻩ ﺑﺮ ﻣﻮﺍﺭﺩ ﻓﻮﻕ ﻣﻰﺗﻮﺍﻥ ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺍﻧﻌﻜﺎﺱ ﻭﻳﮋﮔﻰﻫﺎﻯ
ﻓﺮﻫﻨﮕﻰ ﺟﺎﻣﻌﻪ ﺩﺭ ﻣﺘﻮﻥ ﺍﺩﺑﻰ ،ﺍﺯ ﺍﻳﻦ ﻣﺘﻮﻥ ﺑﺮﺍﻯ ﺗﻬﻴﻪﻱ
ﻣﻮﺍﺩ ﺁﻣﻮﺯﺷﻰ ﻭ ﺗﻨﻈﻴﻢ ﻣﺘﻦ ﺩﺭﺱﻫﺎ ﺍﺳﺘﻔﺎﺩﻩ ﻛﺮﺩ .ﺑﺪﻭﻥ ﺷﻚ
ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺍﺩﺑﻴﺎﺕ ﻛﻼﺳﻴﻚ ﻭ ﻣﺪﺭﻥ ،ﻣﻌﺮﻓﻰ ﺍﺩﻳﺒﺎﻥ ﻭ ﺍﺷﺎﺭﻩ
ﺑﻪ ﺗﺎﺭﻳﺦ ﺍﺩﺑﻴﺎﺕ ﻧﻴﺰ ﺩﺭ ﺍﺭﺗﻘﺎﻯ ﺩﺍﻧﺶ ﻓﺮﻫﻨﮕﻰ ﺯﺑﺎﻥﺁﻣﻮﺯﺍ ﻥ
ﻣﻔﻴﺪ ﺧﻮﺍﻫﺪ ﺑﻮﺩ.

ﻧﺘﻴﺠﻪﮔﻴﺮﻯ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﺩﺭ ﺑﺮﻧﺎﻣﻪﻱ ﺩﺭﺳﻰ ﻭﺯﺍﺭﺕ ﺁﻣﻮﺯﺵﻭﭘﺮﻭﺭﺵ ،ﻫﺪﻑ ﺍﺯ
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ،ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻛﺸﻮﺭﻫﺎﻯ ﺁﻟﻤﺎﻧﻰ
ﺯﺑﺎﻥ ﺑﺎ ﻫﺪﻑ ﺍﻧﺘﻘﺎﻝ ﺟﻮﻫﺮ ﺍﺭﺯﺵﻫﺎﻯ ﻓﺮﻫﻨﮓ ﺍﻳﺮﺍﻧﻰ ﺑﻪ
ﮔﻮﻳﺸﻮﺭﺍﻥ ﺯﺑﺎﻥ ﻭ ﻓﺮﻫﻨﮓ ﺁﻟﻤﺎﻧﻰ ﻭ ﺁﺷﻨﺎﻳﻰ ﺩﺍﻧﺶﺁﻣﻮﺯﺍ ﻥ
ﺍﻳﺮﺍﻧﻰ ﺑﺎ ﺯﺑﺎﻥ ،ﻓﺮﻫﻨﮓ ﻭ ﺍﻧﺪﻳﺸﻪﻱ ﺁﻟﻤﺎﻧﻰ ﻋﻨﻮﺍﻥ ﺷﺪﻩ ﺍﺳﺖ.
ﺍﻳﻦ ﺍﻣﺮ ﺑﺪﻭﻥ ﺩﺭ ﻧﻈﺮ ﮔﺮﻓﺘﻦ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺗﺤﻘﻖ
ﻧﻤﻰﭘﺬﻳﺮﺩ .ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻓﺮﻫﻨﮓﻫﺎﻯ ﺩﻳﮕﺮ ،
ﻣﺴﺘﻠﺰﻡ ﺷﻨﺎﺧﺖ ﻓﺮﻫﻨﮓ ﺧﻮﺩﻯ ﻭ ﺑﻴﮕﺎﻧﻪ ﻭ ﺟﻠﻮﮔﻴﺮﻯ ﺍﺯ
ﺳﻮءﺗﻔﺎﻫﻢﻫﺎﻯ ﻓﺮﻫﻨﮕﻰ ﻣﻰﺑﺎﺷﺪ .ﺩﺭ ﺍﻳﻦ ﻧﻮﺷﺘﻪ ،ﻛﺘﺎﺏﻫﺎﻯ
ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺁﻟﻤﺎﻧﻰ ﺩﻭﺭﻩﻱ ﺭﺍﻫﻨﻤﺎﻳﻰ ﺍﺯ ﻣﻨﻈﺮ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ
ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﻣﻮﺭﺩ ﺑﺮﺭﺳﻰ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻪ ﻭ ﺭﺍﻫﻜﺎﺭﻫﺎﻳﻰ ﻧﻴﺰ
ﺩﺭﺧﺼﻮﺹ ﺑﻬﺒﻮﺩ ﺁﺷﻨﺎﻳﻰ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺑﺎ »ﻣﻬﺎﺭﺕ ﺑﻴﻦ
ﻓﺮﻫﻨﮕﻰ« ﺍﺭﺍﺋﻪ ﺷﺪﻩ ﺍﺳﺖ .ﺍﺯ ﺁﻥﺟﺎ ﻛﻪ ﺍﻣﻜﺎﻥ ﺍﻧﺘﻘﺎﻝ »ﻣﻬﺎﺭﺕ
ﺑﻴﻦ ﻓﺮﻫﻨﮕﻰ« ﺩﺭ ﻣﺤﻴﻂ ﻭﺍﻗﻌﻰ ﺑﺮﺍﻯ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻣﻴﺴﺮ
ﻧﻴﺴﺖ ،ﺍﻳﻦ ﺍﻣﺮ ﺑﺎﻳﺪ ﺩﺭ ﻛﻼﺱﻫﺎﻯ ﺩﺭﺱ ﻭ ﺑﺎ ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻯ ﻭ
ﻣﻄﺎﻟﻌﻪﻱ ﺩﻗﻴﻖ ﻭ ﺟﺎﻣﻊ ﺍﻧﺠﺎﻡ ﮔﻴﺮﺩ.
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ﻭﺟﺪﺍﻧﻰ ،ﺻﺪﻳﻘﻪ ﻭ ﻓﻴﺾﺍﷲﺯﺍﺩﻩ ،ﺗﻮﺭﺍﻥ .ﺁﻟﻤﺎﻧﻰ ﺳﺎﻝ ﺍﻭﻝ ﺩﻭﺭﻩﻱ
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ﮔﻔﺖﻭﮔﻮ ﺑﺎ ﺧﺎﻧﻢ ﺩﻛﺘﺮ ﺳﻴﺪﻩ ﺳﻮﺳﻦ ﻣﺮﻧﺪﻱ ،ﺩﺑﻴﺮ ﻛﻨﻔﺮﺍﻧﺲ »ﺍﻧﺠﻤﻦ ﺯﺑﺎﻥ ﻭ ﺍﺩﺑﻴﺎﺕ ﺍﻧﮕﻠﻴﺴﻲ«

ﮔﻔﺖﻭﮔﻮ

ﻛﻨﻔﺮﺍﻧﺲﻫﺎ؛
ﻳﻜﻲ ﺍﺯ ﻣﻬﻢﺗﺮﻳﻦ ﻣﻨﺎﺑﻊ
ﺁﻣﻮﺯﺷﻲ ﺑﺮﺍﻱ ﺩﺑﻴﺮﺍﻥ

Teachers

Ro

ﺍﺷﺎﺭﻩ
ﻫﺸﺘﻤﻴﻦ ﻛﻨﻔﺮﺍﻧﺲ »ﺍﻧﺠﻤﻦ ﺍﺳﺘﺎﺩﺍﻥ ﺯﺑﺎﻥ ﻭ ﺍﺩﺑﻴﺎﺕ ﺍﻧﮕﻠﻴﺴﻲ«
) 21-23 ،(TELLSIﺁﺑﺎﻥﻣﺎﻩ ﺩﺭ ﺩﺍﻧﺸﮕﺎﻩ ﺍﻟﺰﻫﺮﺍ ﺑﺮﮔﺰﺍﺭ ﺷﺪ.
ﻣﺠﻠﻪﻱ »ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ« ،ﺑﻪ ﻣﻨﻈﻮﺭ ﺍﻳﺠﺎﺩ ﺍﺭﺗﺒﺎﻁ ﻭ ﺗﻌﺎﻣﻞ
ﻫﺮﭼﻪ ﺑﻴﺸﺘﺮ ﺑﺎ ﺷﺮﻛﺖﻛﻨﻨﺪﮔﺎﻥ ،ﺩﺭ ﺍﻳﻦ ﻛﻨﻔﺮﺍﻧﺲ ﺣﻀﻮﺭﻱ
ﻓﻌﺎﻝ ﺩﺍﺷﺖ .ﺍﺯ ﺟﻤﻠﻪ ﺗﻮﺍﻧﺴﺘﻴﻢ ﺑﺎ ﺳﺮﻛﺎﺭ ﺧﺎﻧﻢ ﺩﻛﺘﺮ ﺳﻴﺪﻩ
ﺳﻮﺳﻦ ﻣﺮﻧﺪﻱ ،ﺩﺑﻴﺮ ﻣﺤﺘﺮﻡ ﻛﻨﻔﺮﺍﻧﺲ ،ﺩﺭﺧﺼﻮﺹ ﺗﺎﺭﻳﺨﭽﻪ
ﻭ ﻧﺤﻮﻩﻱ ﻋﻤﻠﻜﺮﺩ ﺍﻧﺠﻤﻦ ﻣﺰﺑﻮﺭ ﺑﻪ ﮔﻔﺖﻭﮔﻮ ﺑﻨﺸﻴﻨﻴﻢ ﻛﻪ
ﮔﺰﺍﺭﺵ ﺁﻥ ﺩﺭ ﺍﺩﺍﻣﻪ ﺗﻘﺪﻳﻢ ﻋﻼﻗﻪﻣﻨﺪﺍﻥ ﻣﻲﺷﻮﺩ.
ﺩﻛﺘﺮ ﺳﻴﺪﻩ ﺳﻮﺳﻦ ﻣﺮﻧﺪﻱ ﻣﺘﻮﻟﺪ ﺁﻣﺮﻳﻜﺎﺳﺖ ﻭ ﺗﺎ  10ﺳﺎﻟﮕﻲ ﺩﺭ
ﺁﻥﺟﺎ ﺯﻧﺪﮔﻲ ﻣﻲﻛﺮﺩ .ﺑﻌﺪ ﺍﺯ ﺍﻧﻘﻼﺏ ﺑﻪ ﺍﺗﻔﺎﻕ ﺧﺎﻧﻮﺍﺩﻩﻱ ﺧﻮﺩ
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ﺑﻪ ﺍﻳﺮﺍﻥ ﺑﺎﺯﮔﺸﺖ .ﻭﻱ ﺩﺍﻧﺶﻧﺎﻣﻪﻱ ﻟﻴﺴﺎﻧﺲ ﺧﻮﺩ ﺭﺍ ﺩﺭ ﺭﺷﺘﻪﻱ
ﺯﺑﺎﻥ ﻭ ﺍﺩﺑﻴﺎﺕ ﺍﻧﮕﻠﻴﺴﻲ ﺍﺯ »ﺩﺍﻧﺸﮕﺎﻩ ﺗﻬﺮﺍﻥ« ﻭ ﻛﺎﺭﺷﻨﺎﺳﻲ ﺍﺭﺷﺪ ﻭ
ﺩﻛﺘﺮﺍﻱ ﺧﻮﺩ ﺭﺍ ﺩﺭ ﺯﻣﻴﻨﻪﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺍﺯ ﻫﻤﺎﻥ ﺩﺍﻧﺸﮕﺎﻩ ﺍﺧﺬ
ﻛﺮﺩ .ﻣﺪﺕ ﭼﻬﺎﺭ ﺳﺎﻝ ﻣﺪﻳﺮ ﮔﺮﻭﻩ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺩﺍﻧﺸﮕﺎﻩ ﺍﻟﺰﻫﺮﺍ
ﺑﻮﺩ .ﻫﻢﺍﻛﻨﻮﻥ ﻋﻀﻮ ﻫﻴﺌﺖ ﻋﻠﻤﻲ ﺩﺍﻧﺸﮕﺎﻩ ﺍﻟﺰﻫﺮﺍ ﻭ ﻫﻢﭼﻨﻴﻦ،
ﻋﻀﻮ ﻫﻴﺌﺖ ﻣﺪﻳﺮﻩﻱ ﺍﻧﺠﻤﻦ ﺍﺳﺘﺎﺩﺍﻥ ﺯﺑﺎﻥ ﻭ ﺍﺩﺑﻴﺎﺕ ﺍﻧﮕﻠﻴﺴﻲ
ﺍﺳﺖ .ﻋﻤﻮﻣ ًﺎ ﺩﺭ ﻛﻨﻔﺮﺍﻧﺲﻫﺎﻱ ﻣﻠﻲ ﻭ ﺑﻴﻦﺍﻟﻤﻠﻠﻲ ﻓﻌﺎﻟﻴﺖ
ﭼﺸﻢﮔﻴﺮﻱ ﺩﺍﺭﺩ ﻭ ﺳﺎﻝﻫﺎﺳﺖ ﺑﻪ ﺍﺗﻔﺎﻕ ﺍﻋﻀﺎﻱ ﮔﺮﻭﻩ ﺯﺑﺎﻥ
ﺩﺍﻧﺸﮕﺎﻩ ﺩﺭ ﺯﻣﻴﻨﻪﻱ ﺁﻣﻮﺯﺷﻲ ﺯﺑﺎﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺭﺍﻳﺎﻧﻪ ﻭ ﻳﺎ ﻫﻤﺎﻥ
» «Computer Assessted Language Learningﻓﻌﺎﻟﻴﺖ
ﻣﻲﻛﻨﺪ.
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ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺍﻳﻦﻛﻪ ﺳﺮﻛﺎﺭ ﻋﻀﻮ ﻫﻴﺌﺖ ﻣﺪﻳﺮﻩﻱ
 TELLSIﻫﺴﺘﻴﺪ ،ﻟﻄﻔ ًﺎ ﺑﺮﺍﻳﻤﺎﻥ ﺍﺯ ﺗﺎﺭﻳﺨﭽﻪ ﻭ ﻓﻌﺎﻟﻴﺖﻫﺎﻱ
ﻓﻌﻠﻲ ﺍﻧﺠﻤﻦ ﺑﮕﻮﻳﻴﺪ.
 ﺍﻟﺒﺘﻪ ﺑﻨﺪﻩ ﺩﻭ ﺳﺎﻝ ﺍﺳﺖ ﻛﻪ ﻋﻀﻮ ﻫﻴﺌﺖ ﻣﺪﻳﺮﻩﻱ ﺍﻧﺠﻤﻦ
ﺍﺳﺘﺎﺩﺍﻥ ﺯﺑﺎﻥ ﻭ ﺍﺩﺑﻴﺎﺕ ﺍﻧﮕﻠﻴﺴﻲ ﻫﺴﺘﻢ ﻭ ﺗﺠﺮﺑﻪﺍﻡ ﺍﺯ ﺳﺎﻳﺮ
ﺩﻭﺳﺘﺎﻥ ﻛﻤﺘﺮ ﺍﺳﺖ .ﻳﻌﻨﻲ ﺗﺮﺟﻴﺢ ﺩﺍﺭﺩ ﺩﺭ ﺍﻳﻦ ﺯﻣﻴﻨﻪ ﺍﺯ ﺩﻭﺳﺘﺎﻥ
ﺩﻳﮕﺮ ﺳﺆﺍﻝ ﺑﻔﺮﻣﺎﻳﻴﺪ .ﺩﺭ ﻣﻮﺭﺩ ﻓﻌﺎﻟﻴﺖﻫﺎﻱ ﻓﻌﻠﻲ ﺁﻥﭼﻪ ﻛﻪ ﺑﻪ
ﺑﻨﺪﻩ ﻣﺮﺑﻮﻁ ﻣﻲﺷﻮﺩ ،ﻛﻴﻔﻲ ﻛﺮﺩﻥ ﺁﺯﻣﻮﻥ  MCHAﺍﺳﺖ ﻛﻪ
ﺍﺯ ﺳﻮﻱ ﺁﻗﺎﻱ ﺩﻛﺘﺮ ﻣﺴﻠﻤﻲ ،ﺭﻳﺎﺳﺖ ﻣﺤﺘﺮﻡ ﺑﻮﺭﺱ ﺧﺎﺭﺝ
ﺍﺯ ﻛﺸﻮﺭ »ﻭﺯﺍﺭﺕ ﻋﻠﻮﻡ ،ﺗﺤﻘﻴﻘﺎﺕ ﻭ ﻓﻨﺎﻭﺭﻱ« ﭘﻴﺸﻨﻬﺎﺩ ﺷﺪ.
ﺑﻨﺪﻩ ﺍﻳﻦ ﻣﻮﺿﻮﻉ ﺭﺍ ﺑﺎ ﺍﻧﺠﻤﻦ ﺩﺭ ﻣﻴﺎﻥ ﮔﺬﺍﺷﺘﻢ ﻭ ﻗﺮﺍﺭ ﺷﺪ ﺑﺎ
ﻫﺪﺍﻳﺖ ﻭ ﺯﻳﺮﻧﻈﺮ ﺍﻧﺠﻤﻦ ،ﺍﻳﻦ ﻛﺎﺭ ﻋﻤﻠﻲ ﺷﻮﺩ.
ﭘﻴﺸﻨﻬﺎﺩ ﺩﻳﮕﺮ ﻣﻦ ﺑﻪ ﺍﻧﺠﻤﻦ ﺩﺭ ﻣﻮﺭﺩ ﺍﻳﺠﺎﺩ ﮔﺮﻭﻩﻫﺎﻱ ﺗﺨﺼﺼﻲ
ﺑﻮﺩ .ﺩﺭ ﺍﻳﻦ ﺻﻮﺭﺕ ﭼﻨﺎﻥﭼﻪ ﭘﺮﻭژﻩﺍﻱ ﺍﺯ ﺳﻮﻱ ﺳﺎﺯﻣﺎﻥﻫﺎ
ﺑﻪ ﺍﻧﺠﻤﻦ ﻭﺍﮔﺬﺍﺭ ﺷﻮﺩ ﻛﻪ ﺑﺎ ﺯﻣﻴﻨﻪﻱ ﻓﻌﺎﻟﻴﺖﻫﺎﻱ ﮔﺮﻭﻩﻫﺎﻱ
ﺗﺨﺼﺼﻲ ﺍﻧﺠﻤﻦ ﺳﺎﺯﮔﺎﺭﻱ ﺩﺍﺷﺘﻪ ﺑﺎﺷﺪ ،ﻣﻲﺗﻮﺍﻧﺪ ﺁﻥﻫﺎ ﺭﺍ ﺑﻪ
ﺍﻧﺠﺎﻡ ﺑﺮﺳﺎﻧﺪ .ﻫﻤﺎﻥﻃﻮﺭ ﻛﻪ ﮔﻔﺘﻢ ،ﭼﻮﻥ ﺍﻳﻦ ﺩﻭ ﻣﻮﺿﻮﻉ ﺭﺍ
ﺧﻮﺩﻡ ﭘﻴﺸﻨﻬﺎﺩ ﺩﺍﺩﻡ ،ﺩﺭ ﺣﺎﻝ ﭘﻲﮔﻴﺮﻱ ﺁﻥﻫﺎ ﻫﺴﺘﻢ.
ﺩﺭﺧﺼﻮﺹ ﻧﺤﻮﻩﻱ ﺭﺍﻩﺍﻧﺪﺍﺯﻱ ﻛﻨﻔﺮﺍﻧﺲ ﻫﺸﺘﻢ ﻛﻪ
ﺳﺮﻛﺎﺭ ﺩﺑﻴﺮ ﺁﻥ ﺑﻮﺩﻳﺪ ،ﻣﻮﺿﻮﻋﺎﺕ ﺍﻧﺘﺨﺎﺏ ﺷﺪﻩ ،ﺗﻌﺪﺍﺩ
ﻣﻘﺎﻻﺕ ﺭﺳﻴﺪﻩ ﻭ ﻣﻘﺎﻻﺕ ﺍﺭﺍﺋﻪ ﻧﺸﺪﻩ ﺗﻮﺿﻴﺢ ﺑﻔﺮﻣﺎﻳﻴﺪ.
 ﺩﺭ ﻛﻨﻔﺮﺍﻧﺲ ﻫﻔﺘﻢ ﻛﻪ ﺩﺭ ﻳﺰﺩ ﺑﺮﮔﺰﺍﺭ ﺷﺪ ،ﺍﻋﻼﻡ ﻛﺮﺩﻧﺪ
ﻛﻨﻔﺮﺍﻧﺲ ﺑﻌﺪﻱ ﺩﺭ ﺩﺍﻧﺸﮕﺎﻩ ﺍﻟﺰﻫﺮﺍ ﺑﺮﮔﺰﺍﺭ ﺧﻮﺍﻫﺪ ﺷﺪ .ﺍﺯ
ﺁﻥﺟﺎ ﻛﻪ ﺩﺍﻧﺸﮕﺎﻩ ﺍﻟﺰﻫﺮﺍ ﺩﺭ ﺯﻣﻴﻨﻪﻱ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ
ﺍﺯ ﺭﺍﻳﺎﻧﻪ ﺗﺠﺎﺭﺏ ﺯﻳﺎﺩﻱ ﺩﺍﺭﺩ ،ﻣﻮﺿﻮﻉ ﻛﻨﻔﺮﺍﻧﺲ ﺭﺍ ﺑﺎ ﻫﻤﻴﻦ
ﻋﻨﻮﺍﻥ ﺍﻧﺘﺨﺎﺏ ﻛﺮﺩﻳﻢ.
ﺑﺮﺍﻱ ﻛﻨﻔﺮﺍﻧﺲ ﻫﺸﺘﻢ ﺩﺭ ﻣﺠﻤﻮﻉ  600ﭼﻜﻴﺪﻩ ﺑﻪ ﺩﺑﻴﺮﺧﺎﻧﻪﻱ
1
ﻛﻨﻔﺮﺍﻧﺲ ﺭﺳﻴﺪ ﻛﻪ ﺁﻥﻫﺎ ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻣﻮﺿﻮﻉ ﻛﻨﻔﺮﺍﻧﺲ
4
ﺑﻮﺩ .ﺑﻪ ﻣﻨﻈﻮﺭ ﺍﺭﺯﻳﺎﺑﻲ ﺍﻳﻦ  600ﭼﻜﻴﺪﻩ ،ﺁﻥﻫﺎ ﺭﺍ ﺑﺮﺍﻱ 50
ﺗﻦ ﺍﺯ ﺍﺳﺘﺎﺩﺍﻥ ﺩﺍﻧﺸﮕﺎﻩﻫﺎﻱ ﺳﺮﺍﺳﺮ ﻛﺸﻮﺭ ،ﺍﻋﻢ ﺍﺯ ﺩﻭﻟﺘﻲ ﻭ
ﺁﺯﺍﺩ ،ﻓﺮﺳﺘﺎﺩﻳﻢ ﻛﻪ  30ﻧﻔﺮ ﺑﻪ ﺩﺭﺧﻮﺍﺳﺖﻫﺎ ﭘﺎﺳﺦ ﺩﺍﺩﻧﺪ .ﺗﻤﺎﻡ
ﭼﻜﻴﺪﻩﻫﺎ ﺗﻮﺳﻂ ﺩﻭ ﻧﻔﺮ ﻣﻮﺭﺩ ﺍﺭﺯﻳﺎﺑﻲ ﻗﺮﺍﺭ ﮔﺮﻓﺘﻨﺪ .ﺁﻥ ﺩﺳﺘﻪ
ﺍﺯ ﭼﻜﻴﺪﻩﻫﺎﻳﻲ ﻛﻪ ﻣﺜﺒﺖ ﺍﺭﺯﻳﺎﺑﻲ ﺷﺪﻧﺪ ،ﭘﺬﻳﺮﻓﺘﻪ ﻭ ﺁﻥ ﺩﺳﺘﻪ
ﻛﻪ ﻣﻨﻔﻲ ﺍﺭﺯﻳﺎﺑﻲ ﺷﺪﻩ ﺑﻮﺩﻧﺪ ﺭﺩ ﺷﺪﻧﺪ .ﺩﺭ ﻣﻮﺭﺩ ﺑﻌﻀﻲ ﺍﺯ
ﭼﻜﻴﺪﻩﻫﺎ ﻛﻪ ﺩﺭ ﺍﺭﺯﻳﺎﺑﻲ ﺁﻥﻫﺎ ﺍﺧﺘﻼﻑ ﻧﻈﺮ ﻭﺟﻮﺩ ﺩﺍﺷﺖ،
ﻧﻈﺮ ﺩﺍﻭﺭ ﺳﻮﻡ ﻧﻴﺰ ﺍﺧﺬ ﺷﺪ .ﺑﻪ ﻫﺮ ﺣﺎﻝ ﺍﺯ ﺑﺎﻻﺗﺮﻳﻦ ﺍﻣﺘﻴﺎﺯ
ﺷﺮﻭﻉ ﺑﻪ ﺍﻧﺘﺨﺎﺏ ﻣﻘﺎﻻﺕ ﻛﺮﺩﻳﻢ ﺗﺎ ﺟﺎﻳﻲ ﻛﻪ ﺑﻪ ﺣﺪ ﻧﺼﺎﺏ
ﺭﺳﻴﺪ ﻭ ﻛﺎﺭ ﺭﺍ ﻣﺘﻮﻗﻒ ﻛﺮﺩﻳﻢ .ﺍﻟﺒﺘﻪ ﺍﮔﺮ ﺩﻭ ﻣﻘﺎﻟﻪ ﺍﺯ ﻧﻈﺮ ﺍﻣﺘﻴﺎﺯ
ﺷﺒﻴﻪ ﺑﻪ ﻫﻢ ﺑﻮﺩﻧﺪ ،ﻣﻘﺎﻟﻪﺍﻱ ﻛﻪ ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻣﻮﺿﻮﻉ ﻛﻨﻔﺮﺍﻧﺲ
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ﺩﻛﺘﺮ ﺳﻴﺪﻩ ﺳﻮﺳﻦ ﻣﺮﻧﺪﻱ

ﺑﻮﺩ ،ﺍﻧﺘﺨﺎﺏ ﺷﺪ.
ﺣﺪﻭﺩ  150ﭼﻜﻴﺪﻩ ﺩﺭ ﻣﻮﺭﺩ »ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ
ﺭﺍﻳﺎﻧﻪ« ﭘﺬﻳﺮﻓﺘﻪ ﺷﺪ 121 .ﺳﺨﻦﺭﺍﻧﻲ ﺩﺍﺷﺘﻴﻢ ﻛﻪ ﺑﻪﻃﻮﺭ
1
ﻫﻢﺯﻣﺎﻥ ﺩﺭ  10ﺍﺗﺎﻕ ﺳﺨﻦﺭﺍﻧﻲ ﻛﺮﺩﻧﺪ .ﺳﻪ ﺳﺨﻦﺭﺍﻥ ﻛﻠﻴﺪﻱ
ﺩﺭ ﺍﻳﻦ ﻛﻨﻔﺮﺍﻧﺲ ﺷﺮﻛﺖ ﻛﺮﺩﻩ ﺑﻮﺩﻧﺪ .ﺍﻟﺒﺘﻪ ﺍﺳﺘﺎﺩﺍﻥ ﺩﻳﮕﺮﻱ
ﻫﻢ ﺩﻋﻮﺕ ﺷﺪﻩ ﺑﻮﺩﻧﺪ ﻛﻪ ﺑﻪ ﺩﻻﻳﻠﻲ ﻧﺘﻮﺍﻧﺴﺘﻨﺪ ﺩﺭ ﻛﻨﻔﺮﺍﻧﺲ
ﺷﺮﻛﺖ ﻛﻨﻨﺪ 13 .ﻛﺎﺭﮔﺎﻩ ﺁﻣﻮﺯﺷﻲ ﺑﺮﮔﺰﺍﺭ ﺷﺪ ﻛﻪ  11ﻛﺎﺭﮔﺎﻩ
ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻣﻮﺿﻮﻉ ﻛﻨﻔﺮﺍﻧﺲ ﻭ ﺩﻭ ﻛﺎﺭﮔﺎﻩ ﻧﻴﺰ ﺩﺭ ﻣﻮﺭﺩ
»ﺗﺠﺰﻳﻪ ﻭ ﺗﺤﻠﻴﻞ ﺍﻧﺘﻘﺎﺩﻱ ﮔﻔﺘﻤﺎﻥ« 2ﻭ ﻣﺪﻝ ﻣﻌﺎﺩﻟﻪﻱ ﺁﻣﺎﺭ ﻱ
» 3«SEMﺍﺟﺮﺍ ﺷﺪ .ﺑﺮﮔﺰﺍﺭﻱ ﺩﻭ ﺳﻤﭙﻮﺯﻳﻮﻡ ﻭ ﺍﺭﺍﺋﻪﻱ 29
ﭘﻮﺳﺘﺮ ﺩﺭ ﺩﻭ ﻧﻮﺑﺖ ،ﺩﻳﮕﺮ ﻓﻌﺎﻟﻴﺖﻫﺎﻱ ﺍﻳﻦ ﻛﻨﻔﺮﺍﻧﺲ ﺑﻮﺩﻧﺪ.
ﺳﺨﻦﺭﺍﻧﺎﻥ ﻛﻠﻴﺪﻱ ﻣﺪﻋﻮ ﺷﻤﺎ ﭼﻪ ﻛﺴﺎﻧﻲ ﺑﻮﺩﻧﺪ ﻭ ﺑﺮ
ﭼﻪ ﺍﺳﺎﺳﻲ ﺍﻧﺘﺨﺎﺏ ﺷﺪﻩ ﺑﻮﺩﻧﺪ؟
 ﺍﻭﻟﻴﻦ ﺳﺨﻦﺭﺍﻥ ﺁﻗﺎﻱ ﺩﻛﺘﺮ ﺣﺴﻴﻦ ﻓﺮﻫﺎﺩﻱ ﺍﺯ »ﺩﺍﻧﺸﮕﺎﻩ
ﺁﻣﺮﻳﻜﺎﻳﻲ ﺍﺭﻣﻨﺴﺘﺎﻥ« ﺑﻮﺩ .ﺍﻳﺸﺎﻥ ﺍﺯ ﺍﺳﺘﺎﺩﺍﻥ ﺻﺎﺣﺐﻧﻈﺮ ﺩﺭ
ﺯﻣﻴﻨﻪﻱ ﺁﺯﻣﻮﻥﺳﺎﺯﻱ ﺩﺭ ﺧﺎﺭﺝ ﻭ ﺩﺍﺧﻞ ﻛﺸﻮﺭ ﻫﺴﺘﻨﺪ.
ﻣﻮﺿﻮﻉ ﻣﻘﺎﻟﻪﻱ ﺍﻳﺸﺎﻥ ﻣﻘﺎﺑﻠﻪﻱ ﺭﻭﺵ ﺗﺤﻘﻴﻖ ﻛﻤﻲ ﻭ ﻛﻴﻔﻲ
ﺑﻮﺩ ﻛﻪ ﺍﻣﺮﻭﺯﻩ ﺑﺮﺍﻱ ﺩﺍﻧﺸﺠﻮﻳﺎﻥ ﺩﻭﺭﻩﻫﺎﻱ ﻛﺎﺭﺷﻨﺎﺳﻲ ﺍﺭﺷﺪ ﻭ
ﺩﻛﺘﺮﺍ ﺑﺤﺚﺍﻧﮕﻴﺰ ﺍﺳﺖ.
ﺩﻭﻣﻴﻦ ﺳﺨﻦﺭﺍﻥ ﻛﻠﻴﺪﻯ ،ﺧﺎﻧﻢ ﺩﻛﺘﺮ ﻛﺮﻳﺴﺘﻴﻦ ﺑﻮﺋﺮ ﺭﻣﻀﺎﻧﻰ
ﺑﻮﺩ .ﺍﻳﺸﺎﻥ ﺍﺳﺘﺎﺩ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺭﺍﻳﺎﻧﻪ ﻫﺴﺘﻨﺪ .ﺑﻨﺪﻩ
ﺑﺎ ﺍﻳﺸﺎﻥ ﺍﺯ ﻃﺮﻳﻖ ﺩﻭﺭﻩﻫﺎﻯ ﻣﺠﺎﺯﻯ ﺁﺷﻨﺎ ﺷﺪﻡ ﻭ ﺩﻭﺭﻩﻫﺎﻯ

ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻲ

ﻣﺠﺎﺯﻯ ﺭﺍ ﺯﻳﺮ ﻧﻈﺮ ﺍﻳﺸﺎﻥ ﮔﺬﺭﺍﻧﺪﻡ .ﻫﻢﭼﻨﻴﻦ ﺑﻪﻋﻨﻮﺍﻥ ﺩﺳﺘﻴﺎﺭ
ﺗﺪﺭﻳﺲ ﺩﺭ ﺧﺪﻣﺖ ﺍﻳﺸﺎﻥ ﺑﻮﺩﻡ ﻭ ﺑﺎ ﻫﻢ ﭼﻨﺪ ﭘﺮﻭژﻩﻯ
ﺑﻴﻦﺍﻟﻤﻠﻠﻰ ﺍﺭﺍﺋﻪ ﻛﺮﺩﻳﻢ.
ﻧﻔﺮ ﺳﻮﻡ ﺁﻗﺎﻯ ﺩﻛﺘﺮ ﻧﺴﺎﺟﻰ ﺍﺯ »ﺩﺍﻧﺸﮕﺎﻩ ﻭﻳﻜﺘﻮﺭﻳﺎ« ﺑﻮﺩ ﻛﻪ
ﺩﺭ ﺯﻣﻴﻨﻪﻯ ﺁﻣﻮﺯﺵ ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ﺑﻪ ﺭﻭﺵ ﺍﺭﺗﺒﺎﻃﻰ
ﺳﺨﻦﺭﺍﻧﻰ ﻛﺮﺩ .ﺍﻳﺸﺎﻥ ﺑﻪ ﻧﻈﺮﻳﻪﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ
ﺩﺭ ﺩﻫﻪﻫﺎﻯ ﮔﺬﺷﺘﻪ ﻭ ﻫﻢﭼﻨﻴﻦ ﺁﻣﻮﺯﺵ ﺩﺳﺘﻮﺭ ﺑﻪ ﺭﻭﺵ
ﺍﺭﺗﺒﺎﻃﻰ ﺍﺷﺎﺭﻩ ﻛﺮﺩ .ﺩﺭ ﺍﺩﺍﻣﻪ ﺍﻳﺸﺎﻥ ﺑﻪ ﭘﻴﺸﺮﻓﺖﻫﺎﻯ ﺍﺧﻴﺮ ﺩﺭ
ﺯﻣﻴﻨﻪﻯ ﺁﻣﻮﺯﺵ ﺩﺳﺘﻮﺭ ﺯﺑﺎﻥ ﺍﺯ ﻃﺮﻳﻖ ﺍﺭﺗﺒﺎﻃﻰ ﻭ ﮔﺰﻳﻨﻪﻫﺎﻯ
ﮔﻮﻧﺎﮔﻮﻥ ﺁﻣﻮﺯﺷﻰ ﺑﺮﺍﻯ ﺗﺤﻘﻖ ﺑﺨﺸﻴﺪﻥ ﺁﻥﻫﺎ ﺩﺭ ﻛﻼﺱﻫﺎﻯ
ﺩﺭﺱ ،ﺍﺷﺎﺭﻩ ﻧﻤﻮﺩ.
ﺑﻪ ﻧﻈﺮ ﺷﻤﺎ ﻛﻨﻔﺮﺍﻧﺲﻫﺎﻯ  TELLSIﭼﻪ ﺗﺄﺛﻴﺮﻯ ﺩﺭ
ﺑﻬﺒﻮﺩ ﺁﻣﻮﺯﺷﻰ ﺯﺑﺎﻥ ،ﺑﻪﻭﻳﮋﻩ ﺩﺭ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﺩﺍﺭﺩ؟
 ﺑﺎ ﺗﻮﺟﻪ ﺑﻪ ﺍﻳﻦﻛﻪ ﺩﺭ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﺁﻣﻮﺯﺵ
ﺿﻤﻦﺧﺪﻣﺖ ﺑﻪﻧﺪﺭﺕ ﺑﺮﮔﺰﺍﺭ ﻣﻰﺷﻮﺩ ،ﻳﻜﻰ ﺍﺯ ﻣﻬﻢﺗﺮﻳﻦ
ﻣﻨﺎﺑﻊ ﺁﻣﻮﺯﺷﻰ ﺑﺮﺍﻯ ﺩﺑﻴﺮﺍﻥ ﻫﻤﻴﻦ ﻛﻨﻔﺮﺍﻧﺲﻫﺎﺳﺖ ﻛﻪ ﺑﺎﻋﺚ
ﻧﺸﺎﻁ ﻭ ﺍﻧﮕﻴﺰﻩ ﺑﻴﻦ ﺩﺑﻴﺮﺍﻥ ﻣﻰﺷﻮﺩ .ﺁﻥﻫﺎ ﺍﺯ ﺍﻳﻦ ﻃﺮﻳﻖ ﺑﺎ
ﺍﻳﺪﻩﻫﺎﻯ ﺟﺪﻳﺪ ﻭ ﺍﺳﺘﺎﺩﺍﻥ ﺻﺎﺣﺐﻧﺎﻡ ﺁﺷﻨﺎ ﻣﻰﺷﻮﻧﺪ ﻭ
ﺍﻃﻼﻋﺎﺗﺸﺎﻥ ﺑﻪﺭﻭﺯ ﻣﻰﺷﻮﺩ .ﺷﺎﻳﺪ ﺷﺮﻛﺖ ﺩﺭ ﻛﻨﻔﺮﺍﻧﺲ ﺑﺮﺍﻱ
ﺁﻥ ﺩﺳﺘﻪ ﺍﺯ ﺩﺑﻴﺮﺍﻧﻰ ﻛﻪ ﺍﺣﺴﺎﺱ ﻣﻰﻛﻨﻨﺪ ﺩﭼﺎﺭ ﺭﻭﺯﻣﺮﮔﻰ
ﺷﺪﻩﺍﻧﺪ ﻭ ﻳﺎ ﺍﻋﺘﻘﺎﺩ ﺩﺍﺭﻧﺪ ﻛﻪ ﺳﺮﻛﻼﺱ ﺧﻴﻠﻰ ﻧﻤﻰﺗﻮﺍﻥ ﻛﺎﺭ
ﻛﺮﺩ ،ﺗﻐﻴﻴﺮ ﻧﮕﺮﺵ ﻭ ﺍﻧﮕﻴﺰﻩ ﺍﻳﺠﺎﺩ ﻛﻨﺪ.
ﺑﻪ ﻧﻈﺮ ﺷﻤﺎ ﭼﮕﻮﻧﻪ ﻣﻰﺗﻮﺍﻥ ﺍﺭﺗﺒﺎﻁ ﻣﻌﻠﻤﺎﻥ ﺯﺑﺎﻥ ﺭﺍ ﺑﺎ
ﺍﻧﺠﻤﻦ ﻭ ﻛﻨﻔﺮﺍﻧﺲﻫﺎﻯ ﺳﺎﻻﻧﻪﻯ ﺁﻥ ﺗﻘﻮﻳﺖ ﻛﺮﺩ؟
 ﺳﺆﺍﻝ ﺧﻮﺑﻰ ﺍﺳﺖ .ﺑﻪ ﺧﺎﻃﺮ ﻣﻰﺁﻭﺭﻡ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ
ﭼﻨﺪ ﻧﻮﺑﺖ ﺍﺯ ﻣﻦ ﺧﻮﺍﺳﺘﻪ ﺑﻮﺩ ﺩﺭ ﺟﻠﺴﺎﺗﻲ ﺷﺮﻛﺖ ﻛﻨﻢ.
ﻳﻜﻰ ﺍﺯ ﺍﻳﻦ ﺟﻠﺴﺎﺕ ﺩﺭ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﻛﺘﺎﺏ ﺩﺭﺳﻰ ﺑﻮﺩ ﻭ ﺍﻳﻦﻛﻪ
ﭼﮕﻮﻧﻪ ﻣﻰﺗﻮﺍﻥ ﺁﻥﻫﺎ ﺭﺍ ﺍﺻﻼﺡ ﻛﺮﺩ .ﻳﺎ ﺩﺭ ﺟﻠﺴﻪﻯ ﻣﺮﺑﻮﻁ ﺑﻪ
ﺳﻨﺪ ﻣﻠﻰ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﺩﻋﻮﺕ ﺷﺪﻡ .ﺩﺭ ﺗﻤﺎﻡ ﺟﻠﺴﺎﺕ
ﺗﺄﻛﻴﺪﻡ ﺍﻳﻦ ﺑﻮﺩ ﻛﻪ ﺍﮔﺮ ﻣﻰﺧﻮﺍﻫﻴﻢ ﺩﺭ ﻣﻮﺭﺩ ﺁﻣﻮﺯﺵ ﻭ
ﭘﺮﻭﺭﺵ ﺗﺼﻤﻴﻢ ﺑﮕﻴﺮﻳﻢ ،ﺑﺎﻳﺪ ﺍﺯ ﻣﻌﻠﻤﺎﻥ ﻧﻤﻮﻧﻪﻯ ﺁﻣﻮﺯﺵ ﻭ
ﭘﺮﻭﺭﺵ ﺩﻋﻮﺕ ﻛﻨﻴﻢ؛ ﺁﻥﻫﺎﻳﻰ ﻛﻪ ﺳﺮ ﻛﻼﺱ ﺩﺭﺱ ﻣﻰﺭﻭﻧﺪ
ﻭ  20ﻳﺎ  30ﺳﺎﻝ ﺳﺎﺑﻘﻪﻯ ﺗﺪﺭﻳﺲ ﺩﺍﺭﻧﺪ .ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ
ﺩﺑﻴﺮﺍﻧﻲ ﺩﺍﺭﺩ ﻛﻪ ﺩﺭ ﺳﻄﺢ ﻛﺎﺭﺷﻨﺎﺳﻰﺍﺭﺷﺪ ﻭ ﺩﻛﺘﺮﺍ ﻫﺴﺘﻨﺪ .ﺍﺯ
ﻭﺟﻮﺩ ﺍﻳﻦ ﻋﺰﻳﺰﺍﻥ ﺑﻪﺩﺭﺳﺘﻲ ﻣﻰﺗﻮﺍﻥ ﺍﺳﺘﻔﺎﺩﻩ ﻛﺮﺩ.
ﻣﺘﺄﺳﻔﺎﻧﻪ ﺍﻳﻦ ﺩﺑﻴﺮﺍﻥ ﺑﻪ ﻣﺤﺾ ﮔﺮﻓﺘﻦ ﺩﺭﺟﻪﻯ ﺩﻛﺘﺮﺍ ،ﺩﺭ
ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﻧﻤﻰﻣﺎﻧﻨﺪ ﻭ ﺑﻪ ﻭﺯﺍﺭﺕ ﻋﻠﻮﻡ ﻣﻰﺭﻭﻧﺪ.
ﺍﻟﺒﺘﻪ ﺣﻖ ﻫﻢ ﺩﺍﺭﻧﺪ ،ﭼﻮﻥ ﺣﻘﻮﻗﺸﺎﻥ )ﺩﺭﻳﺎﻓﺘﻰﺷﺎﻥ( ﺑﻴﺸﺘﺮ
ﻭ ﺳﺎﻋﺎﺕ ﻛﺎﺭﺷﺎﻥ ﻛﻤﺘﺮ ﻣﻰﺷﻮﺩ .ﺑﻪﻋﻼﻭﻩ ،ﺑﻪ ﺣﺪ ﻛﺎﻓﻰ

ﻣﻮﺭﺩ ﺍﺣﺘﺮﺍﻡ ﻭ ﻗﺪﺭﺩﺍﻧﻰ ﻧﻴﺰ ﻗﺮﺍﺭ ﻣﻰﮔﻴﺮﻧﺪ .ﺍﻣﻴﺪﻭﺍﺭﻡ ﻛﻢﻛﻢ
ﺍﻧﺠﻤﻦ ﺑﺎ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﺍﺭﺗﺒﺎﻁ ﻧﺰﺩﻳﻚﺗﺮﻯ ﺑﮕﻴﺮﺩ ﺗﺎ ﺩﺭ
ﺑﺮﻧﺎﻣﻪﺭﻳﺰﻯﻫﺎ ﻭ ﺳﺎﻳﺮ ﻣﻮﺍﺭﺩ ﺗﻌﺎﻣﻞ ﻭ ﻫﻤﻜﺎﺭﻯ ﻣﺆﺛﺮﻯ ﺑﻴﻦ
ﺁﻥﻫﺎ ﺑﺮﻗﺮﺍﺭ ﺷﻮﺩ.
ﻧﻈﺮ ﺷﻤﺎ ﺩﺭ ﻣﻮﺭﺩ »ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ« ﭼﻴﺴﺖ؟ ﺣﻀﻮﺭ
ﺍﻳﻦ ﻣﺠﻠﻪ ﺭﺍ ﺩﺭ ﻛﻨﻔﺮﺍﻧﺲ ﭼﮕﻮﻧﻪ ﺍﺭﺯﻳﺎﺑﻰ ﻣﻰﻛﻨﻴﺪ؟
 ﻣﺠﻠﻪﻯ ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻛﺎﺭﺵ ﺭﺍ ﺧﻴﻠﻰ ﺧﻮﺏ ﺍﻧﺠﺎﻡ
ﻣﻰﺩﻫﺪ .ﻣﻦ ﺍﻋﺘﻘﺎﺩ ﻧﺪﺍﺭﻡ ﻛﻪ ﻫﻤﻪﻯ ﻧﺸﺮﻳﺎﺕ ﺑﺎﻳﺪ ﻋﻠﻤﻰـ
ﭘﮋﻭﻫﺸﻰ ﺑﺎﺷﻨﺪ .ﺗﻌﺪﺍﺩ ﻣﺠﻼﺗﻰ ﻣﺜﻞ ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻛﻪ
ﻋﻠﻤﻰـ ﺗﺮﻭﻳﺠﻰ ﺍﺳﺖ ،ﺑﺎﻳﺪ ﺑﻴﺸﺘﺮ ﺍﺯ ﺍﻳﻦﻫﺎ ﺑﺎﺷﺪ .ﻣﺎ ﺩﺭ ﺣﺎﻝ
ﺣﺎﺿﺮ ﺑﻪ ﺍﻳﻦ ﻧﻮﻉ ﻣﺠﻼﺕ ﺑﻴﺸﺘﺮ ﻧﻴﺎﺯ ﺩﺍﺭﻳﻢ .ﻣﺘﺄﺳﻔﺎﻧﻪ ﺑﻪ
ﻣﻘﺎﻻﺗﻰ ﻛﻪ ﺩﺭ ﻧﺸﺮﻳﺎﺕ ﻋﻠﻤﻰـ ﭘﮋﻭﻫﺸﻰ ﺩﺭﺝ ﻣﻰﺷﻮﻧﺪ،
ﺍﻣﺘﻴﺎﺯ ﺑﻴﺸﺘﺮﻯ ﺗﻌﻠﻖ ﻣﻰﮔﻴﺮﺩ .ﻭﺍﻗﻌﻴﺖ ﺍﻳﻦ ﺍﺳﺖ ﻛﻪ ﺧﻴﻠﻰ
ﺍﺯ ﻣﻄﺎﻟﺒﻰ ﻛﻪ ﻣﻌﻠﻤﺎﻥ ﻧﻴﺎﺯ ﺩﺍﺭﻧﺪ ،ﺩﺭ ﻧﺸﺮﻳﺎﺗﻰ ﻛﻪ ﻣﻄﺎﻟﺒﺸﺎﻥ
ﻛﺎﺭﺑﺮﺩﻯ ﺍﺳﺖ ﻭ ﺑﻪﻃﻮﺭ ﻣﻠﻤﻮﺱ ﺑﺎ ﻣﺸﻜﻼﺕ ﺭﻭﺯﻣﺮﻩﻯ
ﺩﺑﻴﺮﺍﻥ ﻣﺮﺗﺒﻂ ﻫﺴﺘﻨﺪ ،ﺩﺭﺝ ﻣﻰﺷﻮﺩ.
ﺣﻀﻮﺭ ﻣﺠﻠﻪ ﺩﺭ ﺍﻳﻦ ﻛﻨﻔﺮﺍﻧﺲ ﺑﺎﻋﺚ ﻣﺴﺮﺕ ﻭ ﺧﻮﺵﺣﺎﻟﻰ
ﻣﻦ ﺷﺪ .ﺧﻴﻠﻰ ﺧﻮﺵﺣﺎﻝ ﺷﺪﻡ ﻛﻪ ﺁﻗﺎﻯ ﺩﻛﺘﺮ ﻋﻨﺎﻧﻰ ،ﺳﺮﺩﺑﻴﺮ
ﻣﺠﻠﻪ ﺑﻪ ﺍﻳﻦ ﻓﻜﺮ ﺍﻓﺘﺎﺩﻧﺪ .ﺑﺮﺍﻯ ﻣﺎ ﺑﺎﻋﺚ ﺍﻓﺘﺨﺎﺭ ﺍﺳﺖ ﻛﻪ
ﺩﺭ ﺧﺪﻣﺖ ﺍﻳﻦ ﻋﺰﻳﺰﺍﻥ ﺑﺎﺷﻴﻢ .ﺣﻘﻴﻘﺘﺶ ﻣﻦ ﺍﻳﻦ ﻧﺸﺮﻳﻪ ﺭﺍ
ﺩﻭﺳﺖ ﺩﺍﺭﻡ ﻭ ﭼﻨﺪ ﺑﺎﺭ ﻛﻪ ﻣﻮﺿﻮﻋﺎﺕ ﺁﻥ ﺭﺍ ﺩﻳﺪﻩﺍﻡ ،ﺑﻪ ﻧﻈﺮﻡ
ﻣﻔﻴﺪ ﺁﻣﺪ .ﺍﺣﺴﺎﺱ ﻣﻰﻛﻨﻢ ﺍﺭﺗﺒﺎﻁ ﻣﺎ ﺑﺎ ﻣﺠﻠﻪ ﻛﺎﻓﻰ ﻧﻴﺴﺖ
ﻭ ﺑﻪ ﺍﻧﺪﺍﺯﻩﻯ ﻛﺎﻓﻰ ﺩﺭ ﺩﺳﺖﺭﺱ ﻗﺮﺍﺭ ﻧﻤﻰﮔﻴﺮﺩ .ﺣﺘﻤ ًﺎ ﺑﻴﻦ
ﻣﻌﻠﻤﺎﻥ ﺁﻣﻮﺯﺵ ﻭ ﭘﺮﻭﺭﺵ ﺑﻴﺶﺗﺮ ﺗﻮﺯﻳﻊ ﻣﻰﺷﻮﺩ .ﺍﻣﺎ ﻓﻜﺮ
ﻣﻰﻛﻨﻢ ﺑﻬﺘﺮ ﺍﺳﺖ ﺍﺭﺗﺒﺎﻁ ﺩﻭﺳﻮﻳﻪ ﺑﺎﺷﺪ .ﻫﻤﺎﻥﻃﻮﺭ ﻛﻪ ﻣﺎ ﺑﻪ
ﺳﻮﻯ ﺩﻭﺳﺘﺎﻥ ﺩﺳﺖ ﺩﺭﺍﺯ ﻣﻰﻛﻨﻴﻢ ،ﺩﻭﺳﺘﺎﻥ ﻫﻢ ﺑﺎﻳﺪ ﺍﻓﻜﺎﺭ،
ﺍﻳﺪﻩﻫﺎ ﻭ ﻧﻈﺮﻳﺎﺗﺸﺎﻥ ﺭﺍ ﺑﻪ ﻣﺎ ﺑﺪﻫﻨﺪ ﻭ ﺑﻪ ﻣﺎ ﻛﻤﻚ ﻛﻨﻨﺪ ﻛﻪ ﺩﺭ
ﻣﺴﻴﺮ ﺩﺭﺳﺖ ﺣﺮﻛﺖ ﻛﻨﻴﻢ.
ﺩﺭ ﺍﻳﻦﺟﺎ ﻳﺎﺩﻱ ﻛﻨﻴﻢ ﺍﺯ ﻣﺮﺣﻮﻡ ﺁﻗﺎﻯ ﺩﻛﺘﺮ ﺳﻴﺪ ﺍﻛﺒﺮ
ﻣﻴﺮﺣﺴﻨﻰ .ﺍﻳﺸﺎﻥ ﺑﻪ ﻣﻦ ﮔﻔﺘﻪ ﺑﻮﺩﻧﺪ ،ﻣﻘﺎﻟﻪﺍﻯ ﺩﺭ ﺯﻣﻴﻨﻪﻯ
»ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺑﺎ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺭﺍﻳﺎﻧﻪ« ﺗﻬﻴﻪ ﻛﻨﻢ ﻛﻪ ﻣﺘﺄﺳﻔﺎﻧﻪ ﺑﻪ
ﻓﺎﺻﻠﻪﻯ ﻛﻤﻰ ﺑﻌﺪ ﺩﺭﮔﺬﺷﺘﻨﺪ .ﺧﺪﺍ ﺑﻴﺎﻣﺮﺯﺩﺷﺎﻥ.
ﻣﻦ ﺑﻪ ﺩﻟﻴﻞ ﻣﺸﻐﻠﻪﻯ ﻓﺮﺍﻭﺍﻥ ،ﻣﺪﻳﺮﻳﺖ ﮔﺮﻭﻩ ﻭ ﺑﺮﻧﺎﻣﻪﻫﺎﻯ
ﻛﻨﻔﺮﺍﻧﺲ ،ﺗﺎﻛﻨﻮﻥ ﻧﺘﻮﺍﻧﺴﺘﻢ ﻣﻘﺎﻟﻪﺍﻯ ﺑﺮﺍﻯ ﻣﺠﻠﻪﻯ ﺷﻤﺎ ﺗﻬﻴﻪ
ﻛﻨﻢ .ﺍﻥﺷﺎءﺍﷲ ﺩﺭ ﺁﻳﻨﺪﻩ ﻫﻤﻜﺎﺭﻯ ﺑﻴﺸﺘﺮﻯ ﺩﺍﺷﺘﻪ ﺑﺎﺷﻴﻢ.
ﭘﻲﻧﻮﺷﺖ
Keynote Speakers .1
Critical Discourse Analyses .2
Structural Equastion Modeling .3
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C

onclusion and implications
for Teachers

The recent improvement in technology and
lower-priced facilities makes video creation
in the ESL/EFL classes an excellent way
for language learning. These videotaped
projects can increase the students’
motivation in effect their ability to use the
language for meaning communication. They
can express themselves and this can add to
their sense of success in communication
which can lead to better learning results.
The hope is that the use of technology
especially the technique of videotaping is
considered by language teachers and tried
out in language classes.
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writing, listening, reading, and speaking.
The negative aspect ot this technique was
that the teacher could not provide feedback
about the intonation and pronunciation
problems while the participants were
playing their roles. Though these problems
were eliminated in the review section, the
immediate feedback seems to be more
beneficial than the feedback provided in
the review phase. Another negative aspect
was the unequal distribution of speech
among the students playing roles in the
films. After 6 weeks, a considerable change
was observed among the students in terms
of regaining their confidence. They were
no more shy and fearful when speaking in
the classroom. This technique seems to be
a good technique for improving ESL/EFL
learners’ speaking ability.
This study in highly implacable in
language classes. Based on the researcher’s
observations, all the students of the
aforementioned class were psychologically
shy. The reason confirming this claim was that
all the students had an intermediate mastery
over the writing skill which is somehow an
individual skill. On the other hand, they had
difficulty in speaking which showed their
inability in oral communication _ a social
skill. For a class with these charateristics,
the materials should be chosen by the
teacher based on students’ interest. This can
increase learners’ involvement and their
participation in class activities. Teachers
of such classes are in fact counselors who
facilitate the learning process by increasing
the learners’ level of confidense.
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framework was provided which includede
the following principles:
1. Each student must act in at least three
movies
2. Each movie must involve at least four
characters.
3. Each movie must involves some kind of
debate on the mentioned topics.
Then, the instructor provided the
participants with two general objectives
and one specific language objective:
 General objective 1: Student are
expected to use as much English as
possible.
 General objective 2: They are expected
to learn as much about how to make a film
based on a scenario in English.
 Specific language objective: They
are expected to learn and practice various
forms of the language used for debates.
After this introductory session, the
students were divided randomly into groups
for making their films, the first film included
an interview about the quality of public
transportation in the city, there were an
interviewer, three passengers or citizens and
a municipality representative. The students
wrote their scenarios with the help of their
teacher. There were a number of topics to
be discussed in this film like the quality
of public transportation, the quality of
underground trains and the advantages and
disadvantages of using a monorail. They
uesd their real life experiences to write and
edit the scenario. The students reread the
final scripts and decided about the group
strusture and the roles. At the final stage, the
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teacher printed out a shooting schedule for
each group of students. Afterwards, the film
was started and they tried to play the roles.
That was really great for the first time; there
was a hot debate between the passengers
and the municipality representative. The
teacher then provided some photos from
modern pubilc transportations from Japan,
Singapore, Germany, in order to find the
advantages and disadvantages of public
transportation. Each day there were about
two groups of students for playing which
took two hours; one hour of which was
dedicated to editing and the reviewing
process. Due to having only one laptop, the
teacher himself did the editing but this was
with the help of the students by using a video
projector. In the review process, the students
had to listen and watch carefully in order to
find mistakes and errors in pronunciation,
vocabulary, grammatical errors, stress and
intonation, etc. Here the instructor helped
them to find the errors and correct them in
some cases. It is also worth mentioning to
say that there are lots of internet sites for
finding the first draft of scenarios such as
the following http://www.jpb.com/creative/.

P

ositive and negative aspects of
this approach

We had different positive and negative
aspects in using such a technique. One of the
major positive aspects was that each student
had the chance to learn more about different
facets of filmmaking. The next positive point
was that each student had the opportunity to
work on multiple English skills including

G

etting started: the ﬁrst phase
of the study

As mentioned before, the participants of
this project were twelve adult students
with the background of learning English
in secondary education for almost 5 years.
They were all reluctant to speak in English
and even some of them were disinclined to
speak in Persian (their mother tongue) in
the classroom situation as reported by their
previous instructors. In the first session,
they were asked about their reasons for
such a behavior. Most of them were
so shy that they hesitated to utter their

names. In addition, the researcher of the
present study used a group interview in
order to find some information about their
English language ability. In this interview,
they were asked about their hobbies and
entertainment, their previous jobs and their
favorite works, etc. They were also tested
based on a writing sample in which they
wrote about their background information.
Interestingly most of them liked to
watch English movies and films, though
they were not eager to speak in English.
Consequently, this was a good stimulus for
the use of videotaping in the classroom,
based on the previous experiences of the
researcher. It is important to note that, one
of the students worked as a radio director
for making documentary parts and he was
considered as an assistant in helping his
classmates with regard to film making.

T

he second phase

In this phase, the students were
notified of the importance of the speaking
ability and the importance of the main
technique of the course in enhancing the
speaking ability. It was explaind to them
that they were supposed to play roles as
actors in video clips. The teacher wrote a
number of topics on the board in order to
be discussed by the students and to be used
as the scenarios for the clips to be recorded
for the next session. They were free to
choose speaking from a memorized text,
or improvising about everyday situations
ranging from talking to a neighbor to
ordering food in a restaurant. Finally, a
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researcher reviewed Microsoft’s Movie
Maker (included in the vista and windows
seven operating systems). The use of this
program is very easy even for an amateur
filmmaker. Another important aspect about
the instrument to be mentioned here is the
use of a modern laptop which empowers
the researcher to make the clips and films.
Before going through different phases
of this study, it is good to have a brief
introduction about the mentioned students.
These students had been admitted to the
BA programme of English Literature and
English Translation after passing Konkoor
(the national university entrance exam which
is held in Iran nationwide annually). After
passing three terms, some of the students’
professors told the vice chancellor of the
university about their inability in speaking
English. The vice chancellor of the university
consulted the researcher of this study in order
to have some remedial classes for them.
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Abstract
Many ESL/EFL teachers have encountered students who are reluctant to stay in front of their
classes for giving a presentation or even students who are reluctant to speak in English. This is
perhaps because of their shyness; technically speaking, they suffer from the shyness syndrome.
In this study, a videotaping technique was used to solve the speaking problem of such pupils. In
the present study students were both actors and film critics. Going through the treatment for a few
weeks, the pupils seemed to have overcome their shyness as most of them were eager to speak
in English in either classroom situation or out of it. The result showed that the aforementioned
technique was effective in terms of improving the speaking ability of the learners. Evidence is
provided which shows the participants’ positive attitude towards using the videotaping technique.
Key Words: shyness syndrom, oral proficeincy, video-recording of conversation classes, group up work
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Since the invention of the video-camera,
students-produced video has been an
interesting option in English as a Foreign
Language (EFL) and English as a second
language (ESL) classes. This technique
can lead students to interact in activities
that involve problem solving and thinking
while learning a second language. There
are a number of research studies about the
influence of the learner-centered projectbased activities on English language
learning including speaking, pronunciation,
etc. Carney and Foss (2008) summarized
the benefits of these types of activities in
this way: they enhance “pronunciation,
and speaking skills (Carkin, 2004;
Hardison and Sonchaeng, 2005), nonverbal communication (Dickson 1989),
cultural awareness (Gareis 2000; lsbell,
1999), group cooperation (Elgar 2002),
and student motivation (Dodson 2000;
Heldenbrand
2003).
Furthermore,
teachers can use the scripts from a video
project to empower different levels of
reading, writing, listening, and speaking
instructional materials (Wessels 1991,
235)”. This article examines a video
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project that was conducted in a short term
English program for college students in
Iran. There were about 12 undergraduate
students, who studied English literature
and English translation. The instruments
which were used for making and analyzing
the films were a laptop and a video camera
in addition to a video projector.

S

ome critical issues about
video projects

Although, video projects for ESL classes
have lots of benefits, the time and the cost
of making these films are two important
problems which may lead this technique to
a corner side. Nowadays, advances in video
technology and other editing programs
have paved the way for using video projects
in ESL/EFL classes. The emergence of
Microsoft Windows Seven and Apple
Macintosh operating systems, in addition
to modern video cameras and some Internet
sites like You Tube, Skype, MSN, Yahoo
are all good reasons for using this technique
in today’s ESL/EFL classrooms.
To prepare himself for the use of
technology in speaking classes, the
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ﻫﻤﺎﻥﻃﻮﺭ ﻛﻪ ﻣﻰﺩﺍﻧﻴﺪ ﺩﺭ ﺑﺨﺶ ﺭﺷﺪ ﻭ ﻣﻌﻠﻢ ﻣﻄﺎﻟﺒﻰ ﺩﺭ ﺣﻮﺯﻩﻯ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻛﻪ ﺣﺎﻭﻯ ﻧﻈﺮﻳﺎﺕ ،ﺍﻳﺪﻩﻫﺎ ،ﺗﺠﺮﺑﻴﺎﺕ
ﻭ ﭘﻴﺸﻨﻬﺎﺩﻫﺎﻯ ﺍﺭﺳﺎﻟﻲ ﺍﺯ ﺳﻮﻱ ﺩﺑﻴﺮﺍﻥ ﻭ ﻣﺪﺭﺳﺎﻥ ﺍﺳﺖ ،ﺑﻪ ﭼﺎپ ﻣﻲﺭﺳﺪ .ﻣﺠﻠﻪﻯ ﺭﺷﺪ ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﺿﻤﻦ ﺍﺳﺘﻘﺒﺎﻝ ﺍﺯ
ﺍﻳﻦ ﻧﻮﻉ ﻣﻄﺎﻟﺐ ﺍﻧﺘﻈﺎﺭ ﺩﺍﺭﺩ ﺩﺑﻴﺮﺍﻥ ﻭ ﻣﺪﺭﺳﺎﻥ ﻣﺤﺘﺮﻡ ﻧﻈﺮﺍﺕ ﺧﻮﺩ ﺭﺍ ﺩﺭﺧﺼﻮﺹ ﻣﻄﺎﻟﺐ ﺍﻳﻦ ﺑﺨﺶ ﻣﻨﻌﻜﺲ ﻧﻤﺎﻳﻨﺪ .ﺩﺭ
ﺍﻳﻦ ﺷﻤﺎﺭﻩ ﻣﻘﺎﻟﻪﺍﻯ ﺍﺭﺍﺋﻪ ﻣﻲﺷﻮﺩ ﺗﺤﺖ ﻋﻨﻮﺍﻥ »Use of Video Recordings of Spoken Presentations by ESL/EFL
 «Students in an Iranian Universityﺍﺯ ﺁﻗﺎﻯ ﻣﺤﻤﺪﺍﻣﻴﻦ ﻣﺬﻫﺐ ﺍﺯ ﺩﺍﻧﺸﮕﺎﻩ ﺧﺎﺗﻢ ﻛﻪ ﺗﻘﺪﻳﻢ ﻋﻼﻗﻪﻣﻨﺪﺍﻥ ﻣﻰﮔﺮﺩﺩ.
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ﭼﻜﻴﺪﻩ
ﺷﺎﻳﺪ ﻣﻬﻢﺗﺮﻳﻦ ﻫﺪﻑ ﻳﺎﺩﮔﻴﺮﻯ ﺯﺑﺎﻥ ﺩﺭ ﺟﻬﺎﻥ ﻛﻨﻮﻧﻰ ،ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﺎ ﺩﻳﮕﺮﺍﻥ ﺍﺳﺖ ﻛﻪ ﻳﻜﻰ ﺍﺯ ﺷﻴﻮﻩﻫﺎﻯ ﺁﻥ ﺍﺭﺗﺒﺎﻁ ﻛﻼﻣﻰ ﺍﺳﺖ .ﺗﺤﻘﻴﻖ
ﺣﺎﺿﺮ ﺑﺮ ﺍﻳﻦ ﻫﺪﻑ ﺗﺄﻛﻴﺪ ﺩﺍﺷﺘﻪ ﺍﺳﺖ .ﻳﻜﻰ ﺍﺯ ﺭﺍﻩﻫﺎﻯ ﺩﺳﺖﻳﺎﺑﻰ ﺑﻪ ﻫﺪﻑ ﻣﺬﻛﻮﺭ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺿﺒﻂ ﻭﻳﺪﻳﻮﻳﻰ ﻛﻼﺱ ﻣﻜﺎﻟﻤﻪ ﺍﺳﺖ ﻛﻪ ﺩﺭ ﻋﻴﻦ ﺣﺎﻝ،
ﻣﺴﺘﻠﺰﻡ ﻧﻘﺶﮔﺬﺍﺭﻯ ﺑﺮﺍﻯ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻭ ﺗﺮﻏﻴﺐ ﺁﻥﻫﺎ ﺑﻪ ﻛﺎﺭ ﮔﺮﻭﻫﻰ ﺍﺳﺖ.
ﺩﺭ ﺍﻳﻦ ﻣﻘﺎﻟﻪ ﮔﺰﺍﺭﺷﻰ ﺍﺯ ﻧﺤﻮﻩﻯ ﺍﺳﺘﻔﺎﺩﻩ ﻭ ﻣﺸﺎﻫﺪﺍﺕ ﺻﻮﺭﺕ ﮔﺮﻓﺘﻪ ﭘﺲ ﺍﺯ ﺑﻪﻛﺎﺭﮔﻴﺮﻯ ﺗﻜﻨﻴﻚ ﻓﻮﻕ ﺑﻪ ﺍﺧﺘﺼﺎﺭ ﺑﻴﺎﻥ ﺷﺪﻩ ﺍﺳﺖ .ﺩﺭ ﺍﻳﻦ ﺗﺤﻘﻴﻖ
 12ﺩﺍﻧﺸﺠﻮﻯ ﻳﻜﻰ ﺍﺯ ﺩﺍﻧﺸﮕﺎﻩﻫﺎﻯ ﺷﻬﺮ ﺗﻬﺮﺍﻥ ﺷﺮﻛﺖ ﺩﺍﺷﺘﻨﺪ .ﺩﺍﻧﺸﺠﻮﻳﺎﻥ ﻣﺬﻛﻮﺭ ﺗﻮﺍﻧﺎﻳﻰ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ﺭﺍ ﺩﺭ ﺳﻄﺢ ﻣﺘﻮﺳﻂ ﺩﺍﺭﺍ ﺑﻮﺩﻧﺪ،
ﻟﻴﻜﻦ ﺑﻪ ﺩﻟﻴﻞ ﺩﺍﺭﺍ ﺑﻮﺩﻥ ﺳﻨﺪﺭﻭﻡ ﻛﻤﺮﻭﻳﻰ ،ﻗﺎﺩﺭ ﺑﻪ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺍﻳﻦ ﺗﻮﺍﻧﺎﻳﻰ ﻫﻨﮕﺎﻡ ﺻﺤﺒﺖ ﻛﺮﺩﻥ ﺑﻪ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ﻧﺒﻮﺩﻧﺪ .ﻧﻜﺘﻪﻯ ﺣﺎﺋﺰ ﺍﻫﻤﻴﺖ ﺩﺭﺑﺎﺭﻩﻯ
ﺩﺍﻧﺸﺠﻮﻳﺎﻥ ﻣﺬﻛﻮﺭ ،ﺍﺯ ﺩﺳﺖ ﺩﺍﺩﻥ ﺍﻋﺘﻤﺎﺩﺑﻪﻧﻔﺲ ﻫﻨﮕﺎﻡ ﺳﺨﻦ ﮔﻔﺘﻦ ﺑﻪ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ﺑﻮﺩ .ﭘﺲ ﺍﺯ ﻣﺼﺎﺣﺒﻪﻯ ﮔﺮﻭﻫﻰ ،ﺩﺭ ﺟﻠﺴﻪﻯ ﺍﺑﺘﺪﺍﻳﻰ ﻛﻼﺱ
ﻣﺸﺨﺺ ﺷﺪ ﻛﻪ ﺩﻟﻴﻞ ﺻﺤﺒﺖ ﻧﻜﺮﺩﻥ ﺁﻥﻫﺎ ﺑﻪ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ ،ﺩﻭ ﻋﺎﻣﻞ ﺗﺮﺱ ﻭ ﻛﻤﺮﻭﻳﻰ ﺍﺳﺖ .ﺑﻪﻋﻼﻭﻩ ،ﺩﺭ ﻣﻮﺭﺩ ﻋﻼﺋﻖ ﺁﻥﻫﺎ ﺍﻳﻦﮔﻮﻧﻪ ﺍﺳﺘﻨﺒﺎﻁ ﺷﺪ
ﻛﻪ ﺗﻤﺎﻣﻰ ﺍﻓﺮﺍﺩ ﻋﻼﻗﻪﻯ ﺷﺪﻳﺪﻯ ﺑﻪ ﻓﻴﻠﻢ ﻭ ﺳﻴﻨﻤﺎ ﺩﺍﺭﻧﺪ .ﺍﻳﻦ ﺍﻣﺮ ﻣﻬﻢﺗﺮﻳﻦ ﻣﺒﻨﺎﻯ ﺑﻪﻛﺎﺭﮔﻴﺮﻯ ﺗﻜﻨﻴﻚ ﻣﺬﻛﻮﺭ ﺗﻮﺳﻂ ﻣﺤﻘﻖ ﺑﻮﺩ.
ﺳﻨﺎﺭﻳﻮﻫﺎﻯ ﺍﺯ ﭘﻴﺶ ﺁﻣﺎﺩﻩ ﺷﺪﻩ ﺩﺭ ﺍﺧﺘﻴﺎﺭ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﻗﺮﺍﺭ ﮔﺮﻓﺖ ﻭ ﺑﻪ ﺁﻥﻫﺎ ﮔﻔﺘﻪ ﺷﺪ ﻛﻪ ﻫﺮﻛﺪﺍﻡﺷﺎﻥ ﻳﻚ ﺑﺎﺯﻳﮕﺮ ﻭ ﺩﺭ ﻋﻴﻦ ﺣﺎﻝ ﻣﻨﺘﻘﺪ ﺳﻴﻨﻤﺎﻳﻰ
ﺍﺳﺖ .ﺯﻳﺮﺍ ﭘﺲ ﺍﺯ ﻓﻴﻠﻢﺑﺮﺩﺍﺭﻯ ﻫﺮ ﺳﻨﺎﺭﻳﻮ ،ﺯﻣﺎﻧﻰ ﺍﺯ ﻭﻗﺖ ﻛﻼﺱ ﺑﻪ ﺑﺎﺯﺑﻴﻨﻰ ﻓﻴﻠﻢ ﻭ ﻳﺎﻓﺘﻦ ﺍﻳﺮﺍﺩﻫﺎﻯ ﻛﻼﻣﻰ ﺁﻥ ﺗﻮﺳﻂ ﺧﻮﺩ ﺁﻧﻬﺎ ﺗﺨﺼﻴﺺ ﻣﻰﻳﺎﻓﺖ.
ﻫﻢﭼﻨﻴﻦ ،ﺗﻮﺟﻪ ﺁﻥﻫﺎ ﺑﻪ ﺍﻳﻦ ﻧﻜﺘﻪ ﺟﻠﺐ ﺷﺪ ﻛﻪ ﻓﻴﻠﻢﻫﺎﻯ ﺿﺒﻂﺷﺪﻩ ﻓﻘﻂ ﺩﺭ ﻣﺤﻴﻂ ﻛﻼﺱ ﻣﻮﺭﺩ ﺑﺎﺯﺑﻴﻨﻰ ﻗﺮﺍﺭ ﺧﻮﺍﻫﻨﺪ ﮔﺮﻓﺖ ﻭ ﺍﻳﻦ ﻓﻴﻠﻢﻫﺎ ﺩﺭ ﻣﻌﺮﺽ
ﺩﻳﺪ ﻫﻤﮕﺎﻥ ﻗﺮﺍﺭ ﻧﺨﻮﺍﻫﻨﺪ ﮔﺮﻓﺖ.
ﺗﻨﻬﺎ ﭘﺲ ﺍﺯ ﮔﺬﺷﺖ ﺷﺶ ﻫﻔﺘﻪ ﺍﺯ ﺍﻳﻦ ﻛﻼﺱ ﺗﺄﺛﻴﺮ ﻗﺎﺑﻞ ﻣﻼﺣﻈﻪﺍﻯ ﺩﺭ ﺯﻣﻴﻨﻪﻯ ﺗﻮﺍﻧﺎﻳﻰ ﺍﻳﻦ ﺩﺍﻧﺸﺠﻮﻳﺎﻥ ﺩﺭ ﺑﺮﻗﺮﺍﺭﻯ ﺍﺭﺗﺒﺎﻁ ﺑﻪ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ
ﻣﺸﺎﻫﺪﻩ ﺷﺪ .ﺑﻪﻭﺍﻗﻊ ﺁﻥﻫﺎ ﺍﻋﺘﻤﺎﺩﺑﻪﻧﻔﺲ ﺧﻮﺩ ﺭﺍ ﺑﻪ ﺩﺳﺖ ﺁﻭﺭﺩﻧﺪ ﻭ ﺗﻮﺍﻧﺴﺘﻨﺪ ﺑﺮ ﺳﻨﺪﺭﻭﻡ ﻛﻤﺮﻭﻳﻰ ﻓﺎﺋﻖ ﺷﻮﻧﺪ .ﺑﺮ ﺍﻳﻦ ﺍﺳﺎﺱ ﻣﻰﺗﻮﺍﻥ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺍﻳﻦ
ﺭﻭﺵ ﺭﺍ ﺑﺮﺍﻯ ﺑﺴﻴﺎﺭﻯ ﺍﺯ ﻣﻌﻠﻤﻴﻦ ﻭ ﻣﺪﺭﺳﻴﻦ ﺯﺑﺎﻥ ﻣﻔﻴﺪ ﺩﺍﻧﺴﺖ .ﻣﻘﺎﻟﻪ ﺑﺎ ﺍﻳﻦ ﻧﺘﻴﺠﻪﮔﻴﺮﻯ ﺧﺎﺗﻤﻪ ﻣﻰﻳﺎﺑﺪ ﻛﻪ ﻳﻜﻰ ﺍﺯ ﺭﻭﺵﻫﺎﻯ ﻣﺆﺛﺮ ﺩﺭ ﺍﻓﺰﺍﻳﺶ ﻗﺪﺭﺕ
ﻛﻼﻣﻰ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ،ﻣﻰﺗﻮﺍﻧﺪ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﺗﻜﻨﻴﻚ ﺿﺒﻂ ﻭﻳﺪﻳﻮﻳﻰ ﻛﻼﺱ ﻣﻜﺎﻟﻤﻪ ﺑﺎﺷﺪ.
ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ :ﺳﻨﺪﺭﻭﻡ ﻛﻤﺮﻭﻳﻰ ،ﺗﻮﺍﻧﺶ ﻛﻼﻣﻰ ﺑﻪ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ ،ﺿﺒﻂ ﻭﻳﺪﻳﻮﻳﻰ ﻛﻼﺱ ﻣﻜﺎﻟﻤﻪ ،ﻛﺎﺭ ﮔﺮﻭﻫﻰ.
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Rethinking
University Teaching
Are learning technologies
achieving their full potential
for transforming the learning
experience?
There have been extensive changes in
the technologies available for learning
over the last decade. These technologies
have the potential to radically improve

the way students engage with knowledge
and negotiate ideas. However, this
book argues that the promises made
for e-learning will only be realised if
we begin with an understanding of
how students learn, and design the
use of learning technologies from this
standpoint.
This new edition has been updated in
view of these advances and provides a
sound theoretical basis for designing and
using learning technologies in university
teaching. The author argues that although
the new learning technologies are not
individually capable of matching the
effectiveness of the one to one teacher,
together they can support the full range
of student learning, both efficiently and
effectively. This book is essential reading
for all academics and academic support
staff concerned with improving the
quality of teaching in Higher Education.
Diana Laurillard is Professor of
Educational Technology and Pro-Vice
Chancellor for Learning Technologies and
Teaching at The Open University.
Reviews of the ﬁrst edition:
“This text is relevant in a highly
practical and useful way for the
improvement and enhancement
of teaching and learning in higher
education.”
British Journal of Educational
Technology
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Promoting
Reﬂective Thinking
in Teachers

Books

Author: Germaine L. Taggart & Alfred P. Wilson

This expanded version of the original
bestseller integrates the latest research and
technology with tried-and-true methods for
boosting practitoners’ reflective thinking
skills. The tasks and tools provided have
been specifically designed for facilitators of
preservice ad inservice teacher education,
training, and development-giving them
a time-saving bluepring of how to shape
their adult learners into analytical and
critical thinkers.

Foreign Language Teaching Journal

Attuned to the challenges surrounding
teacher training, this easy-to-use guide
outlines straightforward activities and
concrete assessments that serve as
constructive benchmarks for facilitators
and teachers alike. It delivers 50 practical
strategies for helping educators move
throuth the levels of reflective thinkingfrom teacher roles, styles, attributes, and
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observations through such far-reaching
concerns as the moral and ethical
considerations of teaching.
New to this second edition are strategies
to:
 Strengthen electronic protfolios with
reflective writing
 Optimize video as a self-assessment
tool
 Access relevant resources on the
Internte
 Tap into online peer mentoring
 Encourage reflection through learning
communities
These field-tested methods will empower
teachers with the knowledge, motivation,
and self-assurance to become reflective
educators, giving them the key to a more
meaningful, and successful career, teaching
all of our children to succeed.

merely reading and taking masses of knowledge by heart.
4. The signiﬁcance of using concrete objects or ‘realia’ becomes clearer, and etc.
Can you think of more educational outcomes!? Send us your suggestions and we will
publish them under your name. Good Luck!
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Take a look at this cartoon. Share your ideas with
us and other colleagues of yours by writing to
us at our email address; you can let your friends
know what you think.
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No Comment? II

Foreign Language Teaching Journal

This time we have decided to apply a tiny change in our ETFun by adding two “No
Comment?” sections. Here is the second cartoon: your comments are interesting and can
be challenging for your colleagues. Don’t hesitate to let us know them!

References
http://en.wikipedia.org/wiki/Jean_Piaget
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) Encyclopedia of Applied Psychology, V. 2
(pp. 321-328). Amsterdam: Elsevier.
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different periods of their lives consecutively:
1. Sensorimotor stage: from birth to age 2
In this stage, children resort to movement and five senses to explore and experience
the world. In this stage, children see the world merely from their own viewpoints
(egocentrism). The sensorimotor stage is further divided into six substages, which will be
a long story to discuss!
2. Preoperational stage: 2 to 7
In this stage, one can notice children’s thinking in their ‘inner talks’ and games. Also,
egocentrism first reaches its peak and then weakens. In preoperational stage, children are
still unable to logically think. In fact, their thinking is in its infancy!
3. Concrete operational stage: 7 to 12
In the third stage, as Piaget clarified, children are no more
egocentric: they can see the world from other people’s worldviews,
too. Their imagination has broadened, and they can think logically
to solve their problems although their thinking is very concrete;
thus their logical thinking is possible mostly via practical aids.
4. Formal operational stage: from age 12 onwards
Now the child has become a grown up in terms of the cognitive development although
a naïve one! He/she can now imagine and think logically without any help.
Although there are and have been various criticisms on Piaget’s concepts and his
framework, his ideas led to numerous fruitful investigational and new understandings of
human cognitive development.

► How can Piaget’s ideas be related to language teaching?
Foreign Language Teaching Journal

Well, I think it’s quite clear now how Piaget’s ideas can be implemented in language
teaching, but to give you a couple of hints, here it goes:
1. In teaching children, there should be an order of the items presented based on the
cognitive difﬁculty appropriate for the students.
2. In materials development process, the above-mentioned points should also be
considered.
3. By knowing Piaget’s ideas, learning becomes a matter of developing skills and not
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As a matter of fact, among his diverse contributions to psychology and education,
his ideas on children’s intellectual development are probably the most significant ones,
which were and still are widely referred to in educational theories. In so doing, he studied
thought-processing behaviors of especially young children and put his endeavors within a
new area of science labeled as “genetic epistemology”. Within this area of investigation,
he came to understand many skills even infants resort to during the process of cognitive
development. Here we introduce his ideas in two groups; first, different terms he used to
name three aspects of children’s cognitive development processes and second, his famous
four stages of cognitive development.

A. Assimilation, accommodation, and equilibrium

Foreign Language Teaching Journal

According to Piaget, human beings assimilate new
knowledge and, whenever appropriate, associate the new
knowledge to those already stored. Therefore, if we have
already developed an understanding (schema) of, say,
simple past tense such as “add –ed to the end of a verb
and you will have its simple past tense, such as worked ”,
we tend to assimilate “walk became walked ” to this rule
as another instance for past tense.
The second process, accommodation, according to
Piaget, is different from assimilation in that here one
encounters a challenging phenomenon (such as went and
taught), which is different from the previous ones already
understood and cannot be located in any of the already structured schemata. Therefore,
our mind changes its own structure to accommodate the new strange event. As a result,
based on the new schema, “some verbs have simple past tenses which do not follow the
previous rule; thus they are irregular”.
Now, at some occasions, human beings have to apply both these practices by carrying out
“a dynamic equilibrium between these two processes of assimilation and accommodation”
(Sternberg, 2004, p. 325). This process helps individuals to develop a balance between
their cognitive understandings and their environment. Piaget explained how this factor
explained some children’s fast progress with regard to logical intelligence compared with
the others.

B. Piaget’s four stages of cognitive development
Piaget’s renowned idea on cognitive development includes four stages divided between
certain ages. To Piaget, children develop certain skills and cognitive capabilities in
FLT
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C. Where can I ﬁnd my teaching aids?
Teaching aids are everywhere. As a matter of fact, everything you see and touch around
you is a potential teaching aid. The only point you need to observe is to see to what extent
that object can be appropriate to your teaching objective. Let me give an example: let’s
suppose your syllabus for your next session is teaching a tense, say past perfect. Apart from
formal explanations or deductive and inductive methods of teaching this tense, you may
want to make use of a teaching aid. Apparently, you can use many types of teaching aids,
but this is your choice to choose one. One choice can be using a simple-plot short story in
which some actions are presented in a sequence. You see!? We have already selected and
discussed our teaching aid! As for this grammar point, you could also use pictures, but
again, this is up to you to decide which teaching aid/method is most appropriate for your
class. Therefore, to answer the question above, you can find your teaching aid anywhere;
it only needs to be efficient.
These explanations are so brief and simple. Please do not hesitate to ask your questions
regarding teaching aids. Also, if you have any idea which enriches the discussion, please
send it to us. We will publish your ideas under your name. Good Luck!

Close Up!
As you remember, in our previous ETFun, due to space limitations we had to leave out
our Close Up section. However, as promised, this time we will introduce Jean Piaget, a
prominent figure of educational psychology, whose ideas, even after decades past his
death, are still of great help to us.)
We hope you will enjoy this section, too.
Also, we would like to invite you to share your research on the famous figures of
education, language teaching, and related fields. Please send us your emails at (etfun@
roshdmag.ir). Your texts will be published under your name. We will be looking forward
to hearing from you!

Jean Piaget
Foreign Language Teaching Journal

Born on August 9, 1896, Jean Piaget, one of the most
influencing psychologists of the 20th century, began his
academic career as early as 10, when he published his first
and one-page article on his detection of a certain type of
sparrow. He graduated from the University of Neuchâtel in
1918 and then started his research on intelligence and young
children.
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Teaching Tips
Everything about Teaching Aids
An inseparable assistant of every teacher is his/her teaching aids. Especially when you
are in the classroom, and thirsty (if not hungry!) students are ready to grab every single
sound your vocal cords are going to produce, you will be aidless without your teaching
aids. Well, yes, there are many (unfortunately, as you know better than me, so many!)
who step in and out of classrooms without using anything, but I should let you know
that they are one hundred percent wrong. Those who deprive themselves from numerous
benefits of using teaching aids face several problems such as 1) confusing themselves and
students, 2) wasting precious class time, 3) most of the time, falling behind the schedule,
4) losing positive face in the eyes of students, and 5) encountering problems on the part
of class management, not to mention failing to “teach”, which is wrong in terms of both
morality and career responsibilities.
But, to cut the long story short, let us continue our discussion by asking three major
questions:
A. What are teaching aids?
A very simple definition of the term is everything, every single instrument a teacher uses
to facilitate teaching or to make the activity more efficient. If you ask “what instruments?”,
I will tell you, “you name it!” Teaching aids can range from colorful crayons and books
to pictures hung on the wall, to even students’ clothes, if you want to teach colors, for
instance.

Foreign Language Teaching Journal

B. Why are teaching aids so important?
As excellent teacher assistants, teaching aids can be helpful in various ways. Sometimes
you may need to ‘show’ a word, because it is an abstract one; then you need what is known
as “realia”; you may have your books with you to remember what comes first, what comes
next; your crayon can be used to show colors; whiteboard can be an excellent instrument
to draw pictures, write unknown vocabularies, etc. If I say a teacher is paralyzed with
his/her teaching aids taken away, I am not exaggerating. These instruments can be used,
and are to be used, in every single moment of the class. Tell me, how would you let your
students know what “heart” means? You may use your hands to draw a heart or point to
your left chest: you are using your hands and your body as teaching aids! Good! Gail
Godwin, novelist and short story writer (born June 18, 1937) says, “Good teaching is onefourth preparation and three-fourths theater.”
FLT
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2. What does it mean to you to be a teacher? (sounds similar to questions 1, but it’s
different)
3. When someone talks about a colleague who is a real “teacher”, what characteristics are
you reminded of?
4. How do you define yourself as a teacher in the institution (high schools/language
institutes/universities) you are working?
5. Can you possibly think of being a teacher without being affiliated to any of the
institutions named above? Why?
6. What characteristics make you feel different from:
a) a teacher of other subjects; e.g., a chemistry teacher, a math teacher, etc., and
b) other employees in other organizations, say an employee of a similar rank in an
insurance organization?
Let’s stop here for now!

Quotable Quotes
A trick is clever only once.
Yiddish Proverb
Good teaching is one-fourth preparation and three-fourths theater.
Gail Godwin
What the teacher is, is more important than what he teaches.
Karl Menninger
Teaching is not a lost art, but the regard for it is a lost tradition.
Jacques Barzun

Foreign Language Teaching Journal

The best teachers teach from the heart, not from the book.
Author Unknown
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By learning you will teach; by teaching you will understand.
Latin Proverb
Whatever you want to teach, be brief.
Horace
FLT
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The Note
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Dear friends
Dear colleagues,
This is our 14th issue of English through Fun and we have been together for more than
3 years now! Time flies, huh!? Yep! But the reason I reminded our 3-year friendship is to
ask if we have missed any crucial questions regarding our career. Well, although I cannot
hear you right now(!), I think I can guess your answers!
As a matter of fact, there are some basic questions considering our career. Elsewhere, we
usually hear and ask these questions when we want to know the identity of people. To the
same token, the questions we, probably, could ask earlier (but we deliberately hesitated
to pose because of some rationales), are related to our identity as teachers. Below, you
can find some of these questions. We want you to take your time, read, think, and rethink
about them. When you came up with your answers, send them to (azimi.hz@gmail.com).
We will read your answers and we can come up with excellent information on our English
teachers’ teacher identity. We will give you no further hint now, but in our ETFun ≠15, in
Teaching Tips section, we will talk about it. Your emails will be of much help to us!
We will be glad to hear from you.

Questions
1. How do you define yourself as a teacher?
FLT
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onclusion

MI theory maintains the idea that
effective communication and effective
teaching can only take place if both teachers
and learners are aware of their individual
differences and take various styles and
strategies into consideration.
The present study can be considered as a
means to help fellow teachers realize that MIbased teaching is not a far-fetched theoretical
mirage only applicable to ideal laboratorylike settings; on the contrary, it is a very
down-to-earth practical teaching approach
which is already practiced by many reflective
and creative language teachers here and there
without their full knowledge of its theoretical
background. We tried to show that creating an
MI-based syllabus is quite plausible only if the
teacher (1) is familiar with the MI theory, (2)
differentiates different intelligences and their
manifestations in everyday life activities, (3)
uses an array of intelligence-based activities
in her class, and (4) is aware of each student’s
weak and strong intelligences and hence can
provide them with tailor-made instructional
packages when necessary. In short, MI theory
can empower teachers to substitute cliché
activities with theory-supported tasks that
can boost language learning based on their
mental strengths.

Foreign Language Teaching Journal
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2 Grade, Lesson 1, Part A



Learners don’t need to use their intelligences at all, as
all the information required is already given to them.
A practical solution would be to use the pictures to
answer the questions.

2nd Grade, Page 7, Speaking 3



All learners need to do is to use the words in
parentheses to make new sentences. Therefore, no
specific intelligence is used in the exercise.

2nd Grade, Page 13, A, New
Words

☺


2nd Grade, Page 19, Speaking 2

2nd Grade, Page 20, Speaking 4

☺


2nd Grade, Page 24, Writing 2

This exercise can be of use to enhance the visual and
verbal intelligences of the learners.
Learners don’t get the chance to use their intelligences,
because they only substitute the words according to the
pattern. A good solution could be to ask and answer
questions about real objects in the classroom.
This exercise gives learners the opportunity to use their
verbal, visual, logical intelligences at the same time.
A useful change teachers can make in the exercise
is to ask the learners to use the picture to ask and
answer questions, or use a real-life situation, like the
classroom or their own bedrooms.

2nd Grade, Page 94, Exercise
IV

☺

This exercise gives a great chance to learners to use
their verbal, visual, and intrapersonal intelligences.

2nd Grade, Page 98, Exercise
VIII

☺

By doing this exercise learners are able to work on
their logical, verbal, and intrapersonal intelligences.

3rd Grade, Page I, Exercise A

☺

This exercise is a good practice for learners’ verbal
and intrapersonal intelligences.

3rd Grade, Page 2, Exercise F

☺

This exercise gives a chance to learners to work on
their verbal, logical, and interpersonal intelligences.

3rd Grade, Page 10, Speaking
2



All learners have to do is to substitute the words in
pattern sentences and almost all answers are already
given to them.

3rd Grade, Page 13, Speaking
2



This exercise could give learners the chance to work
on their verbal and interpersonal intelligences if they
were asked to talk about their plans in real life.

3rd Grade, Page 20, Language
Function

By doing this exercise learners have a chance
to work on their visual, verbal, logical, and
interpersonal intelligences at the same time.

☺


3rd Grade, Page 43, Exercise B

Asking the learners to use two-part verbs to command
each other in the classroom instead of doing a
substitution drill could give learners the chance to work
on their bodily, interpersonal, and verbal intelligences.

Pre-University, Page 5,
Exercise 2

☺

The exercise gives learners the chance to work on
their logical and verbal intelligences. And the text is
related to bodily intelligence as well.

Pre-University, Page 7,
Exercise 2

☺

This exercise is useful for verbal, logical, and
intrapersonal intelligences.

Pre-University, Page 21,
Exercise3
Pre-University, Page 23,
Exercises 1&2


☺

Foreign Language Teaching Journal

nd

One way to make this exercise more intelligencebased is to write the topics on the board and ask
learners to make sentences using their own creativity.
These two exercises work a great deal on learners’
natural, logical, verbal, interpersonal, and
intrapersonal intelligences all at the same time.
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teachers differentiate between the two
types of activities, and also figure out
how to change the non-intelligence-based
activities so that they are more related to
learners’ mental strengths. We have chosen
two activities from the first grade English
book as examples. Other activities in the
table are referred to with page numbers
and the grade they are chosen from.
IV. Answer the following questions.
1. How old are you?
2. What are you?
3. What grade are you in?
4. How many brothers and sisters do you
have?
5. Where is your high school?
MI
Based

1st Grade, Page 4, Exercise IV

☺

Learners have a chance to communicate and get
information about each other. (Interpersonal)

1st Grade, Page 12, Exercise III

☺

Learners are able to think logically and choose the
correct option according to the reading text. (Logical)

Explanation

1st Grade, Page 15, Speaking 5



Learners are not able to use any of the intelligences,
as all they have to do is substitute the words following
the pattern.

1st Grade, Page 15, Speaking 6



Learners are not able to use any of the intelligences,
as all they have to do is rewrite the sentences
following the model.

1st Grade, Page 28, Speaking 4

1st Grade, Page 50, Speaking 2
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Learners are able to check the information given; they
can also give reasons why they think each sentence is
true or false. (Logical & Verbal)

☺



1st Grade, Page 27, Speaking 1
Foreign Language Teaching Journal

Speaking 5
Substitute the words in the pattern
sentence.
We had to do the exercise again.
1. I/ clean the table
2. She/ close the door
3. The teacher/ ask the questions
4. The student/ answer the question
5. My sister/ turn on the radio
6. His father/ answer the telephone

Grade and Page Number

1st Grade, Page 25,
Comprehension II

37

Not- MI
Based

6. Who is your English teacher?
7. Where do you live?
8. When do you do your homework?
9. What are you doing now?
10. What do you see in your classroom?
11. What do you usually do on Fridays?

☺



Learners could have a better chance at using their
intelligences if they were asked to talk about a reallife situation. Example: the real time and day and date.
This exercise can help learners work on their logical,
verbal, and interpersonal intelligences at the same
time, especially if they are asked to practice it with
their books closed.
Learners don’t have the chance to work on their
intelligences, because all they have to do is substitute the
words in the pattern sentence, when they could simply be
asked to use the same words about their classmates.

The 3rd Grade,
Page 12, Grammar Exercise
Future tense with “be going to”
After explaining this kind of future tense,
the teacher can ask the students to talk about
their weekend plans, and she can write some
of the ideas on the board like:
Shirin is going to watch a movie.
Ranaa is going to visit her grandmother.
Sanaz is going to catch up on her studies.
Then, the teacher can raise a question
like who is going to have an interesting
weekend? and why? Next, they can do
the exercises on pages 13 and 14 for
more practice on the structure. After that,
students can be asked to sit in different
groups, according to their strong domain
of intelligence. The idea is to talk about
their plans for the summer holidays.
Pre-University Book
Page 11, Lesson 2
At the beginning of the class, the teacher
can ask this question “how many of you are
scared of speaking in public?” Next, students

in the class can ask and answer the questions
on page 12. Then, the teacher can explain that
this fear is really common among all people,
and that it’s the number-one fear of most
people. She can then ask for suggestions on
ways to overcome this fear.
After that, the teacher can encourage the
students to read the text on “How to Give a
Good Speech” and compare their ideas with
the ones given in the text. After they read
the text, the teacher can ask the students who
are logically intelligent to sit together in
one group, and do the same with the verbal,
interpersonal, and bodily groups. The
logical group is asked to do the 1st exercise
on Page 15, the verbal group is asked to do
the 2nd exercise on the same page. The 3rd
exercise is done by the interpersonal group,
and the bodily group is asked to prepare a
short speech to present it in the class later
on. Students in these groups can compare
their answers with each other, so that they
all have the answers to all the exercises and
it’s a good practice for sharing and learning
from each other. Also, before the students
in the bodily group present their speech,
it’s a good idea to ask other students to
do Exercise B on Page 16, and advise the
presenters. They could also use a chart like
the one on Page 17 to actually evaluate and
score the presenters on their speech.
The next part includes two examples
of activities in the four books of high
school and pre-university, followed by a
table categorizing sample activities into
intelligence-based and not intelligencebased activities. This table can help
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other can act it out (bodily), draw or paint a
picture (visual), or give definitions (verbal).
The teacher can do the same thing to help
them out while observing the students’
performance in groups, she can even take
objects to the class, like a camera or talk
about her own desk in the classroom. In
the end, students can open their books and
answer the questions together and/or on
their own (interpersonal & intrapersonal).
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ask their partners in the interpersonal group
comprehension questions in part C, Page
62, like an interview, and check the correct
answers together. The logical group works
together on the true/false statements and
explains the reasons why each statement
is true or false. The students in the verbal
group work on Exercise Three, complete
the sentences, and then check their answers
together. All students are then asked to
check the exercises together and also with
the teacher.

It is also possible to ask students to work
on an imaginary situation in a restaurant
where the customer doesn’t know the
language and he/she tries to order a certain
food either by miming (bodily), painting
or drawing (spatial), and the waiter tries
his best to understand the customer’s
need (interpersonal), by giving definition
of the food (verbal), nodding in case he
understands and making a confused facial
expression in case he doesn’t (bodily). In
the end, all students and the teacher can
have a revision on why it
is necessary to learn and
know a foreign language.

A. New Words
y.

are in the nav
1. I have two brothers. Both of them
Is one of my brothers a teacher?
Are both of them sailors?

Foreign Language Teaching Journal

you must
2. If you want to take a photograph,
What do we do with a camera?
What does a photographer do?

39
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have a camera.

The 2nd Grade
Page 13, Vocabulary
Exercise
The aim is for the
students to guess the
meaning of the new
words. It is a very good
exercise to observe how
students use their strong
domain of intelligence in
practice. Learners with
different strong domains
of intelligence can sit
in the same group and
work together. They are
free to try and convey
the meaning to each
other in different ways:
one can read a piece of
funny poetry or sing
a song (musical), the

world into the classroom (Armstrong, 2000).
Taking students out for nature walks, or
bringing plants and pets into the classroom
can create a positive learning ambiance for
natural learners.

long time. Finally,
a bullfight.
returned he had two tickets for
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1st Grade of High school
Page 61, Reading Activity
At the beginning of the class, the teacher
asks all the students to think of possible
problems one can face if he travels to a
foreign country and doesn’t know the
language. After giving the class some time
MI in Iranian High Schools
In this section, we intend to demonstrate to think, the teacher asks a bodily student
how some activities selected from the to go to the board and write down ideas as
English course books of high school and the teacher elicits ideas from the students
pre university levels in Iran can be taught (interpersonal & logical & bodily).
Next, the teacher asks students to work
with an MI approach.
in pairs and talk about their real life
experiences, and finally suggests some
practical solutions for these
problems (verbal, logical &
interpersonal). After that, the
teacher asks students to read
the text. The intrapersonal
students can read on their
own (intrapersonal), while
the interpersonal students are
asked to sit in pairs, half of
them read the first story, the
w
kno
’t
don
you
n country. If
other half, the second story,
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of
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a
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every educator should be aware of teaching
approaches that incorporate interaction
among people (Armstrong, 2000). The
easiest activity would be to ask the
students to work in pairs, or ask a student
to teach a special material to another
student. Other examples of Interpersonal
activities are cooperative learning and
social gatherings.

Teaching Strategies for Bodily-Kinesthetic
Intelligence
Activities for Bodily-Kinesthetic Intelligence
can range from simply asking the
students to raise their hands to indicate
understanding to dance and sport classes
(Armstrong, 2000). Even relaxation can be
a tool to practice how to treat their bodies
well. One other useful activity would be
to ask learners to dramatize or role play the
content of the lesson.

Teaching Strategies for Intrapersonal
Intelligence
For individuals with strongly developed
intrapersonal intelligence, the social
atmosphere of the class can be somewhat
claustrophobic. Hence, teachers need to
build in frequent opportunities for students
to experience themselves as autonomous
beings with a deep sense of individuality
(Armstrong, 2000). Intrapersonal activities
can be used as strategies to boost learners’
self-esteem. Giving students the opportunity
to make decisions about their own learning
and to have independent study can
help intrapersonal students digest the
information better.

Teaching Strategies for Musical
Intelligence
Activities like rhythms, songs, and
chants can help teachers integrate music
within their curricula. Teachers can put the
content of what they are teaching into a
rhythmic format. In a reading activity for
instance, the teacher can put the main idea
in a rhythmic format and ask the learners
to do the same (Armstrong, 2000).
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either the images in one’s mind or the images
in the external world: photos, slides, movies,
drawings, graphic symbols, and so forth
(Armstrong, 2000). Spatial learners can
easily visualize things within their minds, and
they can imagine in an active manner. These
learners express themselves by transforming
physical objects like building blocks, drawing
amazing figures, and paintings.

Teaching Strategies for Interpersonal
Intelligence
Since all children have inter-personal
intelligence to one degree or another,
FLT
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Teaching Strategies for Naturalist
Intelligence
Most classroom instruction takes place
inside a school building. For children who
learn best through nature, this arrangement
cuts them off from their most valued
source of learning. There are two primary
solutions to this dilemma: one is to take the
students outside in natural settings and the
other is to bring some parts of the natural

with their educational philosophy:
Table 2. MI-Based Classroom Activities (Adopted from Armstrong, 2000)
Teaching Activities
(examples)

Teaching Materials
(examples)

Instructional
Strategies

Linguistic

Lectures, discussions, word games,
storytelling, journal writing

Books, tape recorders, type
writers, stamp sets

Read about it, write about it, talk
about it, listen to it

LogicalMathematical

problem solving, science
experiments, mental calculation,
number games

Calculators, science
equipment, math games

Quantify it, think critically about
it, put it in a logical framework,
experiment with it

Spatial

art activities, imagination games,
metaphor, visualization

maps, videos, LEGO sets, art
materials, cameras, picture
library

See it, draw it, visualize it, color
it,

Bodily-Kinesthetic

drama, dance, sports that teach,
relaxation exercises

Building tools, clay, sports
equipment,

Build it, act it out, touch it, get a
“gut feeling” of it

Musical

Rhythmic learning, rapping,
using songs that teach

Tape recorder, tape collection,
musical instruments

Sing it, rap it, listen to it

Interpersonal

Cooperative learning, peer
tutoring, social gatherings

Board games, props for role
plays

Teach it, collaborate on it,
interact with respect to it

Intrapersonal

independent study, options in
the course of study, self-esteem
building

Self-checking materials,
journals, materials for projects

Connect it to your personal life,
make choices with regard to it

Naturalist

Nature study, care of animals

Plants, animals, naturalists’
tools (e.g., binoculars),
gardening tools

Connect it to living things and
natural phenomena

Teaching Strategies for Linguistic
Intelligence
Linguistic intelligence is perhaps the
easiest intelligence to develop strategies
for. Linguistic intelligent learners rely
on descriptive language and definitions
to take new information (Makofsky,
1999). According to Lazear (1994), these
students have highly developed verbal
skills and think in words. They tend to
be precise in expressing themselves, and
love learning new words. That is why
word games, storytelling, and journal
writing are vital teaching tools for these
kind of learners. Verbal learners enjoy
getting involved in discussions and
creative writing.

Teaching Strategies for Logical
Mathematical Intelligence
Typically, logical-mathematical thinking
is restricted to math and science courses.
There are components of this intelligence;
however, that are applicable throughout the
curriculum (Armstrong, 2000). Mathematical
intelligence involves a process through which a
problem is identified, recognized, and solved
(Hirsh, 2003). Problem solving, science
experiments, and number games are activities
that help learners realize the use of mathematics
and logic work in the real world.
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Teaching Strategies for Spatial
Intelligence
Spatial intelligence responds to pictures,
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K

ey Material and Methods of
MI-Based Teaching

It might be very helpful for teachers to
know that creating an MI-based lesson
plan is not an unusual or extra ordinary
procedure, as even in everyday activities,
an individual subconsciously resorts to
their different intelligences. Therefore,
being aware of the amount of application
of these different areas gives confidence
to people, since it makes people realize
that most probably they are enjoying a
satisfactory quotient in each area. These
everyday activities can help teachers design
tasks or lesson plans that include or require
various dimensions of intelligences.
The following list, proposed by
Armstrong (2000) provides a broad, but
still incomplete, survey of the techniques
and materials that can be employed in
teaching through the multiple intelligences.
Following him, the more commonly used
techniques are CAPITALIZED.

MI

in Language Classrooms

Educators can create new
curricula by implementing the theory of
Multiple Intelligences. Whatever it is that
they are teaching can be developed into
eight different ways in the context which
is provided by this theory. Therefore, all
strong intelligences of all learners will be
addressed. Through applying the theory
of Multiple Intelligences, educationalists
can create MI learning centers, design MI
lessons and theme units, and tailor special
learning programs to individuals in order
to boost their weak intelligences and/
or deliver the curriculum through their
stronger intelligences (Kagan, 1998).
Teachers aware of MI theory can provide
their students with a variety of activities
based on different intelligences. Armstrong
(2000) has made a comprehensive list of MIbased activities, materials, and strategies that
teachers can pick and choose from suiting to
their own unique teaching style and congruent

Foreign Language Teaching Journal

Table 1. MI-based Techniques and Materials (Adopted from Armstrong, 2000)
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Linguistic Intelligence
 Large-and small-group discussions
 STORY TELLING
 JOURNAL KEEPING
PUBLISHING (e.g., creating class newspapers)

Musical Intelligence
 Playing live music on piano, guitar, or other instruments
 Group singing
 RHYTHMS, SONGS, RAPS, AND CHANTS
 Creating new melodies for concepts

Logical-mathematical Intelligence
 Logical problem-solving exercises
 CLASSIFICATIONS AND CATEGORIZATIONS
 Logical puzzles and games
 QUANTIFICATIONS AND CALCULATIONS

Interpersonal Intelligence
 COOPERATIVE GROUPS
 Interpersonal interaction
 Conflict mediation
 Peer teaching

Spatial Intelligence
 Charts, graphs, diagrams, and maps
 VISUALIZATION
 Imaginative story telling
 Painting, collage, and other visual arts

Intrapersonal Intelligence
 Independent study
 ONE-MINUTE REFLECTION PERIODS
 Options for homework
 Journal keeping

Bodily-Kinesthetic Intelligence
 THE CLASSROOM THEATRE
 Cooking, gardening, and other “messy” activities
 Physical education activities
 Using body language/hand signals to communicate

Naturalistic Intelligence
 NATURE WALKS
 PET-IN-THE-CLASSROOM
 Nature videos, films, and movies
 Nature study tools (binoculars, telescope, microscope)
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4. Bodily-kinesthetic intelligence makes
individuals expert in using their whole body
to express ideas and feelings and gives them
facility in using their hands to produce or
transform things (e.g. as a craftsperson, a
sculptur, a mechanic, or a surgeon).
5. Musical intelligence is the capacity
to perceive, discriminate, transform, and
express musical forms. One can have
a figural or “top-down” understanding
of music (global, intuitive), a formal or
“bottom-up” understanding (analytic,
technical), or both.
6. Interpersonal intelligence is the
ability to perceive and make distinctions
in the moods, intentions, motivations and
feelings of other people. This can include
sensitivity to facial expressions, voice,
and gestures; and the ability to respond
effectively to those cues in some pragmatic
way (e.g. to influence a group of people to
follow a certain line of action).
7. Intrapersonal intelligence is selfknowledge and gives the ability to act
adaptively on the basis of that knowledge.

This intelligence includes having an
accurate picture of oneself (one’s strength
and limitations), awareness of inner moods,
intentions, motivations, temperaments,
and desires; it also refers to the capacity
for self-discipline, self-understanding, and
self-esteem.
8. Naturalistic intelligence is the expertise
in the recognition and classification of
the numerous species of an individual’s
environment. This also includes sensitivity
to other natural phenomena (e.g. cloud
formations and mountains) and the
capacity to discriminate among nonliving
forms such as cars, sneakers, and music
CD covers.
The intelligences described above work
together tightly. Although the intelligences
are anatomically separated from each
other, Gardner (1993) claims that the
seven intelligences very rarely operate
independently. Rather, the intelligences
are used concurrently and typically to
complement each other as individuals
develop skills or solve problems. For
example, an architect can excel in his art
if he has (1) mathematical intelligence to
do the calculations needed for the plan
of a building, (2) spatial intelligence to
have the ability to visualize the building
before the actual action, (3) interpersonal
intelligence to be aware of the needs and
taste of people he’s making the building
for, and (4) bodily intelligence to be able to
work with his hands and draw a plan that
matches the plan he has in his head.
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3. Spatial intelligence is the ability to
perceive the visual-spatial world accurately
and to perform transformations on those
perceptions (e.g. as an interior decorator,
architect, artist, or inventor). It includes the
capacity to visualize, to graphically represent
visual or special ideas, and to orient oneself
appropriately in a spatial matrix.
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bringing out the individual’s potential. Until
recently, this view was considered utopian
and unrealistic (Carvin, 1999); but now a
new theory of learning and intelligence has
finally forced educators and policy makers
to consider the pedagogical methods of
the last century – the theory of Multiple
Intelligences.
The idea for investigating multiple
intelligences came from Gardner’s
experience as a teacher. He noticed that
while an individual may be highly proficient
in one skill or ability, similar competence
in another skill may be greatly lacking
(Gardner, 1987). A talented musician, for
instance, might encounter difficulty in
learning the lexicon or mastering even the
rudiments of syntax in a second language,
though it had once been thought that the
abilities to create music and to write both
emerged from the same hemisphere of the
brain (Snider, 2001). This pragmatic view
of intelligence has helped to make Multiple
Intelligences (MI) theory accessible to
classroom teachers for use in curricular
planning (Snider, 2001).
Gardner also noticed that the current
psychometric tests only examined the
linguistic, logical and some aspects of
spatial intelligence, whereas the other
facets of intelligent behaviour such as
athleticism, musical talent, and social
awareness were not included (Neisser,
1996). Gardner found seven different areas
of the brain, and so his theory consisted
of seven different intelligences including
Musical, Mathematical, Linguistics, Spatial,
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Kinesthetic, Interpersonal and Intrapersonal,
each related to a specific portion of the
human brain (Li, 1996). Later, Gardner
added an eighth one, naturalistic, to his list
of multiple intelligences (Gardner, 1995).
Hence, a human intelligence must entail
both the potential for identifying a need
and filling it, and is recognized to a certain
extent by the pragmatic manifestation of
its various products.

I

ntelligences in MI Theory

Gardner’s theory of multiple
intelligences posited that human beings
possess at least eight intelligences, to a
greater or lesser extent. Armstrong (2002)
summarizes Gardner’s theory as the
following:
1. Linguistic intelligence is the capacity
to use words effectively, whether orally or
in writing. This intelligence includes the
ability to manipulate the syntax or structure
of language, the phonology of sounds of
language, the semantics or meanings of
language, and the pragmatic dimensions or
practical uses of language.
2. Logical-mathematical intelligence is
the capacity to use numbers effectively
(e.g. as a mathematician, tax accountant,
or statistician) and to reason well. The
kinds of processes used in the service of
logical-mathematical intelligence include:
categorization, classification, inference,
generalization, calculation, and hypothesis
testing.

Abstract
While intelligence is one of the most talked about subjects in psychology and education, there
has never been a fixed definition of what exactly constitutes “intelligence”. Despite the fact
that the notion of general intelligence had long been broadly accepted by psychologists, it
was replaced by Multiple Intelligences (MI) theory proposed by Howard Gardner in 1983.
MI theory emphasizes the necessity of acknowledging and developing multiple dimensions of
human intelligence and suggests that learners possess individual learning styles, preferences,
or intelligences. The present paper is an attempt to promote the use of MI-based activities in
English classes particularly in Iranian secondary schools.
Key Words: Multiple Intelligences theory, MI-based techniques, MI-based activities, Iranian
high school English textbooks

It is the right of every human being
to discover his/her innate strengths,
to develop new ones, and to use these
strengths to learn, unlearn, and relearn in a
rapidly changing world (Dickinson, 1980).
Among these strengths, there is a very
general mental capability that involves the
ability to reason, plan, solve problems, think
abstractly, comprehend complex ideas,
learn quickly, and learn from experience,
and that is called “Intelligence”.
The concept of intelligence has been a
cornerstone in all educational theories and
practices, as intelligence is modifiable at
every age and ability level (Feuerstein et al.,
1980). In recent years, programs teaching
intelligence are being applied in every
setting from homes to schools to board
rooms, at every ability level, and at every
age (Dickinson, 1998). The objective of
these programs is to recognize and nurture
all of the varied human intelligences, and
all of the combinations of intelligences
(Gardner, 1989).

In the traditional view of intelligence, it
was believed that people are born with a
fixed amount of intelligence, and that this
intelligence level does not change over
time. This type of intelligence consisted
only of ability in logic and language
(Hampton, 2009). As a result, teachers who
believed in the traditional practice taught
the same material to everyone. Because the
traditional understanding of intelligence
assumes that our ability to learn and do
things comes out of a uniform cognitive
capacity, some researchers such as Binet
began to experiment with the possibility
that such an intelligence would be fairly
easy to measure – and thus be very useful
in assessing students in order to place
them at an appropriate academic level. At
the turn of the century, Binet formulated a
test that could be used to analyze a child’s
intelligence in order to uncover his or her
weaknesses.
However, students should not be judged
by what they cannot do, but what they
can do, and education should focus on
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ﭼﻜﻴﺪﻩ
ﺑﺎ ﻭﺟﻮﺩ ﺍﻳﻦﻛﻪ ﻣﻔﻬﻮﻡ ﻫﻮﺵ ﻳﻜﻰ ﺍﺯ ﺑﺤﺚﺑﺮﺍﻧﮕﻴﺰﺗﺮﻳﻦ ﻣﻮﺿﻮﻋﺎﺕ ﺩﺭ ﺣﻮﺯﻩﻯ ﺭﻭﺍﻥﺷﻨﺎﺳﻰ ﻭ ﺁﻣﻮﺯﺵ ﻣﻰﺑﺎﺷﺪ ،ﻫﻴﭻﮔﺎﻩ ﺗﻌﺮﻳﻒ ﺛﺎﺑﺘﻰ ﺍﺯ ﻣﻌﻨﺎﻯ
ﺩﻗﻴﻖ ﻫﻮﺵ ﺩﺭ ﺩﺳﺖ ﻧﺒﻮﺩﻩ ﺍﺳﺖ .ﻫﺮ ﭼﻨﺪ ﻭﺟﻮﺩ ﻫﻮﺵ ﻋﻤﻮﻣﻰ ﻣﺪﺗﻰ ﻃﻮﻻﻧﻰ ﻣﻮﺭﺩ ﺗﺄﻳﻴﺪ ﺭﻭﺍﻥﺷﻨﺎﺳﺎﻥ ﺑﻮﺩﻩ ﺍﺳﺖ ،ﺍﻳﻦ ﺑﺎﻭﺭ ﺑﺎ ﺗﺌﻮﺭﻯ ﻫﻮﺵ ﭼﻨﺪﮔﺎﻧﻪ
ﻛﻪ ﺩﺭ ﺳﺎﻝ  1983ﺗﻮﺳﻂ ﻫﺎﻭﺍﺭﺩ ﮔﺎﺭﺩﻧﺮ ﺍﺭﺍﺋﻪ ﮔﺮﺩﻳﺪ ،ﺟﺎﻳﮕﺰﻳﻦ ﺷﺪ .ﺗﺌﻮﺭﻯ ﻫﻮﺵﻫﺎﻯ ﭼﻨﺪﮔﺎﻧﻪ ﺑﺮ ﻟﺰﻭﻡ ﺩﺭ ﻧﻈﺮ ﮔﺮﻓﺘﻦ ﻭ ﺷﻨﺎﺳﺎﻳﻰ ﺍﺑﻌﺎﺩ ﻫﻮﺵ
ﺑﺸﺮﻯ ﺗﺄﻛﻴﺪ ﺩﺍﺭﺩ ﻭ ﺑﺮ ﺍﻳﻦ ﺑﺎﻭﺭ ﺷﻜﻞ ﮔﺮﻓﺘﻪ ﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺩﺍﺭﺍﻯ ﺭﻭﺵﻫﺎﻯ ﻳﺎﺩﮔﻴﺮﻯ ﻣﺨﺘﻠﻒ ،ﻧﻴﺎﺯﻫﺎﻯ ﮔﻮﻧﺎﮔﻮﻥ ﻭ ﭼﻨﺪﻳﻦ ﺑﻌﺪ ﻣﺘﻔﺎﻭﺕ ﺍﺯ ﻫﻮﺵ
ﻣﻰﺑﺎﺷﻨﺪ.
ﺍﻳﻦ ﻣﻄﺎﻟﻌﻪ ﺗﻼﺵ ﺩﺍﺭﺩ ﺍﺳﺘﻔﺎﺩﻩ ﺍﺯ ﻓﻌﺎﻟﻴﺖﻫﺎﻯ ﻛﻼﺳﻰ ﺑﺮﺍﺳﺎﺱ ﻫﻮﺵﻫﺎﻯ ﭼﻨﺪﮔﺎﻧﻪ ﺭﺍ ﺩﺭ ﻛﻼﺱﻫﺎﻯ ﺁﻣﻮﺯﺵ ﺍﻧﮕﻠﻴﺴﻰ ﺑﻪﻭﻳﮋﻩ ﻣﻘﻄﻊ ﺗﺤﺼﻴﻠﻰ
ﺩﺑﻴﺮﺳﺘﺎﻥ ﺩﺭ ﺍﻳﺮﺍﻥ ﮔﺴﺘﺮﺵ ﺩﻫﺪ.
ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ :ﺗﺌﻮﺭﻯ ﻫﻮﺵﻫﺎﻯ ﭼﻨﺪﮔﺎﻧﻪ ،ﺗﻜﻨﻴﻚﻫﺎﻯ ﻣﺒﺘﻨﻰ ﺑﺮ ﻫﻮﺵﻫﺎﻯ ﭼﻨﺪﮔﺎﻧﻪ ،ﻓﻌﺎﻟﻴﺖﻫﺎﻯ ﻛﻼﺳﻰ ﻣﺒﺘﻨﻰ ﺑﺮ ﻫﻮﺵﻫﺎﻯ ﭼﻨﺪﮔﺎﻧﻪ ،ﻛﺘﺐ
ﺁﻣﻮﺯﺷﻰ ﺍﻧﮕﻠﻴﺴﻰ ﺩﺭ ﻣﻘﻄﻊ ﺩﺑﻴﺮﺳﺘﺎﻥ ﺩﺭ ﺍﻳﺮﺍﻥ
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progress in their post-test compared to
high proficiency ones. So the rate of
progress is as follows: EL > INT > AD.
Ihis finding indicates that dictogloss
was more beneficial to low proficiency
learners than high proficiency learners.
Thirdly, it was found that the effect of

dictogloss is an effective
method to encourage
students to create
meaning and process
language syntactically

dictogloss was not moderated by gender.
In other words, the typical performance
of male vs. female participants in all
groups who received dictogloss did not
significantly change according to gender.
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variable of gender, table 4 clearly
shows that the male and female groups
show no difference toward the effect
of treatment and the difference is not
significant, F=1.21,df=1 and p=0.27. To
sum up, table 4 also shows no interaction
between the proficiency and gender level
(F=.787, df=2 and P=0.45) indicating that
dictogloss is an effective task to improve
EFL general writing skills regardless of
the learners’ language proficiency levels
and their gender.

Table 2: Between-Subjects Factors

Value Label

N

Proficiency

1,00

primary

88

Level

2,00

Intermediate

80

Gender

3,00
1,00
2,00

Advanced
Boys
Girls

80
120
128

Dependent Variable: all scores
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Gender

Mean

Std.
Deviation

N

Primary

Boys
Girls
Total

15,8250
15,7083
15,7614

2,61051
2,24042
2,40208

40
48
88

Intermediate

Boys
Girls
Total

16,7250
17,3750
17,0500

2,23018
1,79297
2,03700

40
40
80

Boys
Girls
Total

18,2750
18,5750
18,4250

1,43201
1,10680
1,28058

40
40
80

Boys
Girls
Total

16,9417
17,1250
17,0363

2,35966
2,15903
2,25560

120
128
248

Advanced

Total

FLT
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Tests of Between-Subjects Effects

Dependent Variable: all scores
Source

Type III
Sum of
Squares

Corrected
Model
Intercept
Proficiency
Level
Gender
Level
Proficiency
*Gender
Error
Total
Corrected
Total

307,882a

df

5

Mean
Square

61,576

F

15,706

Sig.

.00

72019,430 1
294,967
2

72019,430 18369,367 .00
.00
37,617
147,484

4,762

1

4,762

1,215

.27

6,167

2

3,084

,78

.45

948,792
242
73235,000 248
1256,673 247

3,921

Discussion and Conclusion

Table 3: Descriptive Statistics

Proﬁciency
level

Table 4: A Two way ANOVA analysis of the effect of
dictogloss on writing skill

We can draw three main conclusions
from this study.
First, the present limited study found
that dictogloss had a significant effect on
the learners’ writing ability. This findings
is in line with Kagan and McGroarty
(1993) who hypothesize that in the
traditional classroom, input is often not
comprehensible, but when there is
collaborative learning, the input becomes
comprehensible through the negotiation
process.
Secondly, it was found that not only
the study found a greater improvement
in writing using dictogloss, but it also
found that low proficiency learners
(EL) made more progress in their posttest compared to intermediate ones
and intermediate ones made more

Scoring
To score the stories rewritten by the
students, the researchers considered the
following grammatical and discourse
points in their measurement. They are
usually included in the evaluation process
of learners’ L2 writing skills (Wajnryb,
1998). Subject-verb agreement, correct
verb tenses, corrects use of articles,
determiners and prepositions, correct
singular/plural forms of the words.
Maximally 15 scores were allocated
to the accuracy of the above-mentioned
grammatical points. An extra 5 scores

were given to the correct use of coherent
and cohesive ties used within and between
sentences used in their rewritten stories.
They composed of transitional words like
then, and, ﬁrst, correct forms of anaphoric
devices making connections between the
references and referents. Clearly they cause
meaningful connection between sentences
for linguistic and pragmatic purposes
(Yule, 2007).

R

esults

This section presents discussion of
the findings of the study. The results will
be discussed systematically beginning with
research question one and concluding with
research question three.
Univariate Analysis of the Variance
A univariate analysis of variance on the
posttest scores as the dependent variable
and dictogloss intervention at three
diferent language proficiency levels as the
independent variable. To show the effect
of the moderator variable of gender, the
researchers also included the effect of
gender level in the analysis.
As table 4 shows, the main effect of the
study which is the effect of dictogloss on all
proficiency levels at male/female groups
is significant (F=15.70), df=5, P<0.05).
Concerning the role of proficiency level
on the effect of dictogloss, we can see
that all the groups have been under the
effect of the treatment as F=37.61, df=2
which is significant at p<.05.
To show the effect of the moderator
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Materials and Procedures
To conduct the research, 42 stories were
needed , 14 stories for the elementary groups,
14 stories for the intermediate groups and 14
stories for the advanced groups. Since the
researcher intended to include the stories
in which the students were interested , he
decided to choose the stories from a comical
book. The stories were chosen from the
book ‘‘steps to understanding” by L.A Hill.
The book had already divided the stories
to three levels of elementary, intermediate
and advanced. The stories were parts of the
participants’ syllabus and formed a major
part of their class activity evaluation but
they were not graded except for the first
(pre-test) and the twelfth (post-test) one.
So twelve of the stories were not graded
and only were commented on and returned
to the group. The time allocated to each
writing assignment was about twenty to
thirty minutes.
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M

Participants
The participants were 124 Iranian EFL
students between the ages of 15 and 50.
They were selected from an English
Language Institute in Yazd, and were both
males and females. All participants were
native speakers of Persian. None of them
had stayed in English speaking countries
for more than a week. All had studied
English in senior and junior high school as
compulsory foreign language for 3-7 years
before starting their extra English classes.
Educational background of the participants
ranged from high school students to
university students, but none of them
majored in English. The participants of the
study were divided into three groups (high,
intermediate and low proficiency levels)
based on ILI placement test. The term
elementary and intermediate and advanced
levels have been used by the ILI to divide
its language learners into three proficiency
groups. The participants were also divided
into six groups based on their proficiency
levels and genders: 1) Elementary females,2)
Elementary males, 3) Intermediate females,
4)Intermediate males,5) Advanced females
and 6)Advanced males. In all six groups
the students were asked to work in small
groups and practice to improve their English
including writing skills through dictogloss
activities. The participants of each class
were randomly assigned to small groups of
4 or 5 according to the number of student in
the class. Approximately there were equal
numbers of students selected naturally in
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ethod
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each of the six groups.
All participants took a pre-test, followed
by the treatment and the post-test. Only
those students who completed all 12
sessions of treatment were included in
the data analysis. Due to this requirement,
4 students were later excluded from
the study. In addition, 7 other students
were not included in the study due to an
exceptionally high error rate on writing
assignments. The final 124 students
participated in the study. As for their pretest, all the participants had to write one
in-class reconstructed story by him/herself
within 20 minutes time limit. Three of the
classes were taught by the researcher and
the other three were taught by a colleague
of the researcher. The classes met for 4
hours a week for seven weeks. It is worth
noting that the classes were not writingoriented ones, rather all skills were taught
and practiced with especial attention to the
writing skill.
Table 1 shows all the groups who
participated in the study and their
abbreviations used throughout the
study.
Table 1: The three language proﬁciency groups
and their gender levels
Groups

Initials

Numbers

Elementary Level, Males

ELM

20

Elementary Level, Females

ELF

24

Intermediate Level, Males

INTM

20

Intermediate Level, Females

INTF

20

Advanced Level, Males

ADM

20

Advanced Level, Females

ADF

20

the dictogloss is an effective method to
encourage students to create meaning and
process language syntactically. The other
task used was a cloze activity. Before
conducting this activity, the teacher had
reviewed two past tenses with the class. In
the cloze activity, the students were given
a resume of a story. They were given the
infinitive of the verbs and required to fill
in the blanks.
Kowal and Swain claimed that both tasks
can make students become aware of the
role that French syntax plays in conveying
meaning. Thus, they can be important help
for encouraging skills that can be overlooked
in the French immersion classroom.
LaPierre (1994) also conducted a study
looking into the effects of comprehensible
output in a collaborative learning setting on
French second language learning of students
in an immersion program. The subjects were
69 grade 8 students who were divided into
three groups: The Individual Production
Group (IPG), the Paired Negotiation Group
(PNG) and the Paired Negotiation and
Reflection Group (PNRG). The task used by
LaPierre was also the dictogloss. The data
analyzed consisted of transcripts of students’
talk as they reconstructed the passage in
pairs. From these transcripts, pair specific
tests were developed. The results of the
study showed that when students negotiated
and reflected on language, their learning
of French was enhanced. Moreover, when
these students worked in a collaborative
learning setting, they engaged in syntactic
processing.
FLT
No.3.Spring.Vol.25
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example, said that DGs encourage learners
to reflect on their output, an activity that
Swain believed to be important to push
acquisition along. Qin (2008) said that
DGs push learners to “notice the gap” or to
make “cognitive comparisons”, something
that causes learners to “notice their
possibly insufficient current developing
linguistic competence and then restructure
it after exposure to the target model” (p.
63). What one gleans from the various
discussions about DG and the research
used with them is that DGs invite learners
to produce language, which in turn prompts
them to compare what they produce with an
original text. Thus, DGs are neither purely
output nor purely input in orientation, but
a blend of both.
What are the tasks which would encourage
students to produce output? Kowal and
Swain (1994) conducted a study in a grade
8 French immersion classroom in a lowermiddle to middle-class area of Toronto.
According to Swain’s output hypothesis
(1985), speaking and writing can help
students move from semantic to syntactic
processing. Here, Kowal, the teacher, tried
to identify collaborative tasks which would
encourage students to think and talk about
the function and application of French
grammar in specific writing activities. Two
tasks, a dictogloss and a cloze activity,
were used. Four dictoglosses were given
to the class over a two-month period
at bi-weekly intervals. The interaction
occurring in pair work during the third
dictogloss was taped. It was found that
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change the input into intake. One of the
ways that makes this viable is dictogloss.
Dictogloss is a teaching procedure that
involves the speedy dictation of a short
text to a group of language students. The
students take notes during the reading of
the text and then, working in small groups,
proceed to piece together the text as a
cooperative endeavor. This is achieved by
the pooling of the group’s notes and the
making of grammatical decisions about
the text: specifically about word choice,
sentence formation, and cross-sentence
connections. Finally, after each group has
produced its own version of the text, the
whole class reconvenes and the groups’
versions are analyzed and corrected.

R

The Output Hypothesis
This last point about comprehensible
output is particularly important. While
Krashen (1985) stresses the importance
of comprehensible input, saying that the
only role of output is that of generating
comprehensible input, Swain (1985) argues
that there are roles for output in SLA that
are not related to comprehensible input. It
is normally accepted that output improves
fluency, but Swain (1995a) suggests that
output serves at least three other functions
in SLA. They include the noticing function,
the hypothesis testing function and the
reflective/metalinguistic function. She
believes that the three functions can help
promote accuracy. Promoting accuracy has
become an important issue because people
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have become aware that a focus on form
within communicative settings may be the
best way to enhance performance. Swain
also supports the use of collaborative
tasks because she thinks that they can
help learners to focus on both form and
meaning which can stimulate learners to
test hypotheses and reflect on their own
language production.
Some Related Studies
Within contemporary second language
acquisition research, the effect of instruction
on the formal properties of language has
been debated ever since Krashen(1985)
proposed his famous acquisition-learning
distinction. Krashen’s claim was that
instruction of formal properties would
not affect acquisition (the creation of
an implicit linguistic system) but would
affect what he called learning (the creation
of an explicit linguistic system). Positions
about the relative effects of instruction
included those that were in alignment
with Krashen’s position (Truscott, 1996)
and those that aligned themselves with the
idea that instruction did have some kind of
effect (Ellis, 1994).
Dictoglosses (DGs) have recently
received attention in the focus-on-form
literature. It first described in Wajnryb
(1990), and later featured in works by
Swain (1995) and Qin (2008).
Proponents of DG claim that this
particular activity type prompts learners
to pay attention to form while working
through meaning. Swain (1995), for

ﭼﻜﻴﺪﻩ
،ﺩﺭ ﻣﻮﺭﺩ ﻧﺤﻮﺓ ﺑﺮﺧﻮﺭﺩ ﺩﺑﻴﺮﺍﻥ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻰ )ﺑﻪﻋﻨﻮﺍﻥ ﺯﺑﺎﻥ ﺧﺎﺭﺟﻰ( ﺑﺎ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻧﻰ ﻛﻪ ﺍﺯ ﭘﺨﺘﮕﻰ ﻭ ﺗﻮﺍﻧﺎﻳﻰ ﻛﻤﻰ ﺩﺭ ﻧﮕﺎﺭﺵ ﺑﺮﺧﻮﺭﺩﺍﺭﻧﺪ
 ﺩﺭﺣﺎﻟﻰﻛﻪ ﭘﮋﻭﻫﺶﻫﺎﻯ ﻣﺘﻌﺪﺩﻯ ﺑﻪ ﻣﺴﺎﺋﻞ ﻣﺮﺑﻮﻁ ﺑﻪ ﺑﺎﺯﺧﻮﺭﺩ ﻣﻌﻠﻢ ﻭ ﻫﻢﻛﻼﺳﻰ ﺩﺭ ﻛﻼﺱﻫﺎﻯ.ﭘﮋﻭﻫﺶﻫﺎﻯ ﻣﻌﺪﻭﺩﻯ ﺑﻪﭼﺎپ ﺭﺳﻴﺪﻩ ﺍﺳﺖ
 ﻓﻌﺎﻟﻴﺖﻫﺎﻯ. ﺑﺮ ﻣﻬﺎﺭﺕﻫﺎﻯ ﻧﮕﺎﺭﺷﻰ ﻛﻤﺘﺮ ﭘﺮﺩﺍﺧﺘﻪ ﺷﺪﻩ ﺍﺳﺖdictogloss  ﺑﻪ ﺗﺄﺛﻴﺮ ﻓﻌﺎﻟﻴﺖﻫﺎﻯ ﻣﺸﺎﺭﻛﺘﻰ ﺑﻪﻭﻳﮋﻩ،»ﻧﮕﺎﺭﺵﻣﺤﻮﺭ« ﭘﺮﺩﺍﺧﺘﻪﺍﻧﺪ
. ﺍﺯﺟﻤﻠﻪ ﻓﻌﺎﻟﻴﺖﻫﺎﻯ ﺁﻣﻮﺯﺷﻰ ﻫﺴﺘﻨﺪ ﻛﻪ ﺑﺮﺍﻯ ﺑﻬﺒﻮﺩ ﻣﻬﺎﺭﺕﻫﺎﻯ ﻧﮕﺎﺭﺷﻰ ﺗﻮﺻﻴﻪ ﻣﻰﺷﻮﻧﺪ،ﻣﺸﺎﺭﻛﺘﻰ ﺗﻮﻟﻴﺪﻯ
:ﭘﮋﻭﻫﺶ ﺣﺎﺿﺮ ﺩﻭ ﻫﺪﻑ ﺭﺍ ﺩﻧﺒﺎﻝ ﻛﺮﺩﻩ ﺍﺳﺖ
 ﻣﺘﻮﺳﻂ ﻭ ﺑﺎﻻ؛،ﺍﻟﻒ( ﻣﻘﺎﻳﺴﺔ ﺗﺄﺛﻴﺮ ﻓﻌﺎﻟﻴﺖﻫﺎﻯ ﻣﺸﺎﺭﻛﺘﻰ ﺗﻮﻟﻴﺪﻯ ﺑﺮ ﻛﻴﻔﻴﺖ ﻧﮕﺎﺭﺵ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺳﻄﺢ ﭘﺎﻳﻴﻦ
.ﺏ( ﻣﻘﺎﻳﺴﺔ ﺍﻳﻦ ﺗﺄﺛﻴﺮ ﺑﻴﻦ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺧﺘﺮ ﻭ ﭘﺴﺮ
 ﺗﺤﻘﻴﻖ ﺣﺎﺿﺮ ﺑﻪ ﺳﻪ. ﺳﺎﻝ ﺩﺭ ﻳﻜﻰ ﺁﻣﻮﺯﺷﮕﺎﻩﻫﺎﻯ ﺯﺑﺎﻥ ﺗﺸﻜﻴﻞ ﻣﻰﺩﺍﺩﻧﺪ50  ﺗﺎ15  ﺯﺑﺎﻥﺁﻣﻮﺯ ﺍﻳﺮﺍﻧﻰ ﺳﻨﻴﻦ124 ﻣﺸﺎﺭﻛﺖﻛﻨﻨﺪﮔﺎﻥ ﺩﺭ ﺗﺤﻘﻴﻖ ﺭﺍ
:ﻧﺘﻴﺠﺔ ﻣﺸﺨﺺ ﺩﺳﺖ ﻳﺎﻓﺖ
. ﺗﺄﺛﻴﺮ ﻣﻌﻨﻰﺩﺍﺭﻯ ﺑﺮ ﺗﻮﺍﻧﺶ ﻧﮕﺎﺭﺷﻰ ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺩﺍﺭﺩ ﻭ ﺑﺎﻋﺚ ﻣﻰﺷﻮﺩ ﺍﺷﺘﺒﺎﻫﺎﺕ ﺁﻥﻫﺎ ﺩﺭ ﻧﮕﺎﺭﺵ ﻛﺎﻫﺶ ﻳﺎﺑﺪdictogloss (ﺍﻟﻒ
. ﭘﻴﺸﺮﻓﺖ ﺑﻴﺸﺘﺮﻯ ﺩﺍﺷﺘﻪﺍﻧﺪ،ﺏ( ﺯﺑﺎﻥﺁﻣﻮﺯﺍﻥ ﺳﻄﺢ ﭘﺎﻳﻴﻦ ﺩﺭ ﻣﻘﺎﻳﺴﻪ ﺑﺎ ﺩﻭ ﺳﻄﺢ ﺩﻳﮕﺮ
.ﺝ( ﻋﺎﻣﻞ ﺟﻨﺲ ﺑﺮ ﻧﺘﺎﻳﺞ ﺗﺄﺛﻴﺮ ﻣﻌﻨﻰﺩﺍﺭﻯ ﺑﺮ ﺟﺎﻯ ﻧﮕﺬﺍﺷﺘﻪ ﺍﺳﺖ
. ﺁﻣﻮﺯﺵ ﺯﺑﺎﻥ ﻓﻌﺎﻟﻴﺖﻣﺤﻮﺭ، ﻣﻬﺎﺭﺕ ﻧﻮﺷﺘﻦ، ﻓﻌﺎﻟﻴﺖ ﻣﺸﺎﺭﻛﺘﻰ ﺗﻮﻟﻴﺪﻯ:ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ

No matter how fluent language learners
are at speaking, they sure have challenges in
second language writing. Second language
writing became an important instructional
issue in the mid-20th century since writing
would enable learners to plan and rethink
the communication process (Celce-Murcia,
2001). Due to the fact that writing involves
not just a graphic representation of speech,
but the development and presentation of
thoughts in a structured way, it is often
considered to be the hardest skills even for
native speakers of a language.
Many scholars believe that collaborative
tasks will work because they often demand
positive interdependence among the students.
And when students know that they are all
in the same boat, they will be motivated
to help their teammates, to tutor them or
practice with them. In writing too, if the
students try to share their knowledge and

try to use the experience of their teammates,
they will gain more. When they are writing
individually, there is no motivation for
them and they don’t try to use their full
competency and energy.
Writing skill is a productive skill which
require learners focus more on form in
order to improve to accuracy. In writing
what learners notice in input becomes
intake for learning. In other words, the
first condition for converting input to
intake is noticing. Ellis (1994, p. 708)
defines intake as “that portion of the input
that learners notice and therefore take
into temporary memory”. According to
Ellis (1994), corrective feedback provides
such “noticing” by drawing learner’s
attention and therefore helps learners with
opportunities to produce comprehensible
output. This won’t be realized unless
they can work in some kind of group so
that they can interact with each other and
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Abstract
There is less published research on how teachers in EFL contexts respond to students who are
relatively less mature and less competent L2 writers. While writing researchers have examined
various issues concerning peer and teacher response in writing-oriented classes, little research
has centered on the effect of collaborative tasks particularly dictogloss on writing skills. Output
collaborative tasks are among the methods applied to enhance students’ writing skills.
The purpose of this study was twofold. First, it was intended to compare the effect of pushed
output collaborative tasks in particular dictogloss on overall writing quality of Iranian EFL
learners at high, intermediate and low proficiency level. Second, it was meant to examine this
effect on male vs. female groups. The participants were 124 Iranian EFL students at a wellknown Language Institute ranging in age from 15 to 50.
The study led into three main conclusions: First, the present study found that dictogloss had
a significant effect on writing proficiency and helped students reduce their errors. Second, it
was found that low proficiency learners (EL) made more progress in their post-test compared
to intermediate ones, and intermediate ones made more progress in their post-test compared
to high proficiency ones. Third, it was found that the effect of dictogloss is statistically
independent of gender for all groups.
Key Words: dictogloss (DG), collaborative pushed output task, writing skill, task-based
language teaching
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Appendix: Themes assessed in each item of subscales
No. of
item
1

Form-focused instruction

2
3
4
5
6
7
8
9
10

Integrative motivation

Communicative-based instruction

11
12
13
14
15

Theme
Importance of language components
in learning English
Important role of memorizing
vocabulary and grammar rules
Preference for grammatical
explanation
Preference for translation exercises
Preference for Persian language for
explaining grammar
Preference for Persian for analyzing
passages
Preference for speaking in Persian
in class
Importance of accuracy over fluency
Preference for memorizing the
Persian equivalence of English words
The vital role of grammar in learning
English
Importance of communication in
learning English
Importance of listening and speaking
skills
Preference for use of real-life
activities in class
Importance of teaching listening and
speaking strategies
Preference for speaking in English
in class

16

Preference for teaching daily English

17

Preference for pair or group activities
to practice speaking skill

18

Priority of listening and speaking
skills over reading and writing

19

Importance of oral skills in
enhancing written skills

20

Learning English for meeting and
conversing with foreigners

21

Learning English for enjoying
English TV programs and movies

22
23
24

Learning English for chatting with
English-speakers
Learning English for reading English
stories
Learning English for succeeding in
the future career

25

Learning English for being a more
knowledgeable person

26

Learning English for getting a job

27

Learning English for its prestige

28
29
30
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Subscale

Instrumental motivation
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Learning English for passing a
compulsory course
Learning English for being an
English teacher or translator
Learning English for computer and
internet applications
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instruction while their daily practices make
their students define language learning
as mastering grammar and vocabulary.
Therefore, in order to increase the quality
and efficiency of English classes, the
hidden reasons behind such as perceptual
gap should be investigated. Moreover, the
students’ evaluation of communicative
language teaching showed that different
principles and techniques of this instruction
raised different reactions on the part of
students. That is, some were accepted
wholeheartedly while others were rejected
strongly. Therefore, It can be suggested
that some techniques of communicative
language teaching are embedded in current
English classes especially those which the
students were more willing to experience. It
should be noted that the students’ lower mean
score for evaluation of communicativelybased instruction doesn’t mean that they are
unwilling to enjoy communicative classes.
What their answers signify is that the
students consider grammar and vocabulary
as the main components of language which
can be supplied by some principles of
communicatively-based instruction.
Relative resemblance between students
and their teachers in their evaluation of
the students’ motivation is promising. It
can be attributed to teachers’ description
of advantages of knowing English as an
international language. Because the teachers
are aware of their students’ needs and wants,
they can play a vital role in arousing their
students’ interest to invest more on their
English learning activities. They can also
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put their fingers on those components of
motivation which were listed as top priorities
by the learners. Participants’ answers to
motivation subscales are also important
from another angle. The students showed
moderate motivation to learn English
particularly in the context of the study where
the learners had few opportunities to use it
for integrative and instrumental purposes.
Based on the findings of this study, it is
time for English teachers to update their
perceptions about their students’ attitudes
about teaching methods. They need to
employ the communicative principles
and techniques but not at the expense of
marginalizing grammar and vocabulary. In
spite of teachers’ negative attitude towards
form-focused instruction, their students
are positive towards this deeply-rooted
instruction, and the alternative approach,
although evaluated differently, is enjoying
satisfactory status in the eyes of both groups.
Therefore, the context of the study seems to
be ready to experience some transition from
a traditional approach to an innovative one.
Moreover, teachers’ correct perception about
learners’ motivation paves the way for such
a transition to occur truly and thoroughly.
Note
1. De Vaus (2004) suggests anything less than .30 is a
weak correlation for item-analysis purposes.
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which shows that teachers are aware of
the instrumental purposes behind their
students’ efforts to learn English. A further
look at individual items shows that item 25
and 30 which propose English for getting
knowledge and English for computer and
internet use respectively ranked the first
among all items of instrumental motivation
subscale. This can indicate that both groups
prefer immediate use of learning English to
delayed ones in future like getting a good
job or occupying English related careers.

C

onclusion and implications

The results of this study showed
that there is some perceptual gap between
teachers and their students as far as method
of instruction is concerned. The students
in this study showed their noticeable
preference for form-focused instruction
which is prevalent in traditional approaches
while their teachers were to a large extent
reluctant to follow the principles of this type
of instruction. On the other hand teachers
believed in principles of CLT and techniques
of communicative language teaching while
their students were less willing to experience
communicatively-based instruction. In the
realm of motivation, teachers had a clear
picture of what their students expected from
their English learning program.
The results of this study imply that English
language classes in the context of the
present study are experiencing some sort of
innovation in values but not in approaches
and techniques on the part of teachers. In
fact, teachers downgrade form-focused

Foreign Language Teaching Journal

students. Students’ answers revealed great
inconsistency from item to item. Item 15, in
which speaking English in classrooms as a
technique was proposed, ranked the last item
in the questionnaire by the students (M=
2.20; SD= 1.29) while item 13, in which real
life activities as a communicative technique
was suggested, ranked the topmost among
the nine items of communicative subscale
(M= 4.10; SD= 1.05).
The answers in the third subscale, integrative
motivation, enjoyed close congruence across
the two groups. Both teachers and students
were conservative in their responses. This
can be attributed to the perceived social and
cultural distance between the context of the
study and the English language context.
Such distance was perceived similarly
by both groups. Among the four items
assessing integrative motivation, only item
20 was answered as significantly different
by students and their teachers. The students
claimed that talking with foreigners was
their major integrative purpose in English
language learning while their teachers found
this purpose as the least important one among
other integrative purposes.
The items in the last subscale of the
questionnaire which aimed at investigating
instrumental motivation as a probable
area of mismatch between the intended
groups turned out to overlap in a similar
pattern. In spite of the similar pattern of
rising and falling, three items out of seven
were significantly different across the
groups. But the overall mean scores in this
subscale were not significantly different
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except for item 1 and 9 were significantly
different across the groups. There was also
a significant difference between the learners
and their teachers in their evaluation of
communicative-based instruction U=471.5,
p=.000. Results of Mann-Whitney U tests
for individual items also revealed significant
differences between the two groups in items
11, 12, 14, 15, 16 and none-significant
differences in items 13, 17, 18, and 19. But
the results of a Mann-Whitney U test for
integrative motivation subscale didn’t show
any significant difference between learners’
integrative purposes and their teachers’
evaluation of these purposes, U=1155.5,
p=.84. Among all the four items of this
subscale, only item 20 was significantly
different across the teachers and their
students. The same results for instrumental
motivation were also obtained because no
significant difference was observed between
learners’ and their teachers’ answers, U=
1138.5, p= .76. As far as individual item
difference in this subscale is concerned, items
24, 28, and 30 were significantly different.

D

The purpose of this study was to
consider how far learners’ beliefs differ from
those held by their EFL teachers. Regarding
some potential mismatches in the realms
of instruction and motivation. The results
of the study showed that teachers and their
students had different ideas about formfocused instruction. This type of instruction
is more appealing to the students than to their
teachers. The results of item analysis are also
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revealing in this regard. Such discrepancy
can be attributed to the gap between theory
and practice. The teachers downgrade the
role of grammar and vocabulary in learning
English in theory but their actual practice
in English classes implies vital importance
of these two components for their students.
Interestingly, item (3) in which the status
of explicit instruction of grammatical
points was investigated was evaluated
most differently among all 30 items by the
teachers and their learners (M= 4.27; SD=
0.98 vs. M= 2.42; SD=1.07) which overtly
signifies a huge gap between the two groups
in explicit teaching of grammar.
The participants’ answers to items of
communicatively-focused instruction subscale
also revealed significant differences between
the two groups. Contrary to the first subscale
in which form-focused instruction was
welcomed by the students, communicativelyfocused instruction, as an alternative, was
supported more noticeably by the teachers.
A brief look at the mean scores shows that
the teachers advocate communicativelybased instruction as much as the students
support form-focused instruction. Teachers’
inclination for communicative approaches
indicates the prestigious status of this
approach within the high school teachers’
ideology. Teachers’ answers to the items of
this subscale showed less fluctuation than
those by students. This, in turn, implies
that the teachers agree with principles of
communicative language teaching regardless
of its possibility or plausibility or probable
resistance or opposition on the part of their

When the questionnaire was validated in
the pilot study, thirty teachers who were the
participants in the pilot study completed
the validated questionnaire with thirty
items. Because they were supposed to be
both participants and research assistants,
they were informed of the purpose and the
procedure of the study. They were asked
to select about ten to fifteen students from
among their freshmen randomly and give
them the student version of the questionnaire.
After two weeks, the questionnaires were
collected and evaluated. Based on their
performance on the questionnaires, twentyone teachers and 113 students were qualified
as the final sample of the study.

R

esults

Table (1) shows the descriptive
statistics of all types of the subscales based
on the participants’ answers to questionnaire
items. As the table shows, form-focused
instruction was evaluated most differently

Figure 1. Parlicipants’ evaluation of each item
5
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3
2.5
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To find any probable significant
differences between the groups a series of
Mann-Whitney U tests were conducted. The
results showed that the learners’ attitude
towards grammar-based instruction was
significantly different from their teachers’
attitude, U=166.0, p=.000. The results of
individual item comparison showed that all
grammar-focused instruction subscale items

table 1. Descriptive statistics of all subscales

Subscales
Participants

form-focused
instruction

communicativelybased instruction

integrative
motivation

instrumental
motivation

Teachers (N=21)

M= 2.78; SD= .46

M= 3.88; SD= .45

M= 3.27; SD= .68

M= 3.42; SD= .41

Students (N=113)

M= 3.90; SD= .53

M= 3.22; SD= .62

M= 3.29; SD= .90

M= 3.34; SD= .55
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Procedure

by teachers and students. Communicativebased instruction was the second mostly
differentiated area of mismatch between
teachers and their students. As far as types
of motivation are concerned, teachers had
a clear picture of sources of motivation for
foreign language learning on behalf of their
learners.
As far as individual item analysis is
concerned, item 3 which assessed the status of
explicit detailed explanation of grammatical
points scored most differently across the
two groups and item 26 which assessed the
role of learning English for getting a job
was evaluated the most similarly. Figure (1)
shows the preferences of the the two groups
of each item individually.

Mean Score

other items were omitted in the same way.
The results of the final analysis showed
the Cronbach alpha reliability coefficient
of 0.88, 0.81, 0.77, and 0.78 for grammarbased instruction, communicative-based
instruction, integrative motivation, and
instrumental motivation, respectively.
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and validated first by Zhiwen Feng in China
in 2007. It was validated for the context of
the study in a pilot study and was used to
elicit information regarding four potential
mismatches between teachers and their
learners. The questionnaire had two versions:
the English version for the teachers and the
Persian version for their students. These two
versions were similar for types of instruction
and a bit different in sources of motivation.
That is, in form-focused instruction and
communicative-based instruction subscales,
students and their teachers identified their
own attitude towards two types of instruction
in their respective questionnaires, while for
two sources of motivation students expressed
their own purposes for learning English
while teachers noted their evaluation of their
students’ purposes in language learning. For
example, in the student version there was an
item like: “Learning English is important for
me because I need it for my future career”;
the same item in the teacher version was
presented as: “Learning English is important
for my students because they need it for their
future career”. The questionnaire was in
5-point Likert scale format with thirty items
in which ten items (1-10) measured formfocused instruction subscale, nine items
(11-19) measured communicative-based
instruction subscale, four items (20-23)
assessed the students’ integrative motivation
and seven items (24-30) assessed their
instrumental motivation.
The questionnaire used in this study was
developed based on Feng's questionnaire
which had sixty 5-point Likert scale items for
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assessing students’ attitude in four subscales
ofform-focusedinstruction,communicationbased instruction, integrative motivation
and instrumental motivation. First, the items
of the questionnaire were evaluated for
content validity by four English language
teachers. Based on their comments, thirteen
items were omitted for being irrelevant to
the context of the study. The remaining
forty-seven items constituted the teachers’
version of the questionnaire. For the
sake of clarity, the English version of the
questionnaire was translated into Persian
for students. Moreover, items of integrative
and instrumental motivation subscales in
teacher version which aimed at evaluating
the teachers’ interpretation of learners’
motivation were changed to evaluate the
learners’ attitudes towards their own sources
of motivation. The translated form was also
evaluated for wording by the four teachers.
In a pilot study, the two versions of
questionnaire were given to the respective
target participants. Thirty-three English
language teachers and ninety-one high school
freshmen completed the teacher version and
the student version, respectively. To evaluate
the reliability of the questionnaire, their
answers were plugged into SPSS (version
17) and a Chronbach α was calculated for
each subscale separately while combining
both sets of results. Based on the statistical
results for reliability analysis, fifteen
items whose correlation was less than .30
(r≤.30)1 and whose omission increased
total alpha were omitted. The remaining
thirty-two items were reanalyzed and two

the time needed to attain fluency, the relative
difficulties of languages, the right age to
start language learning, the role of grammar,
vocabulary and communication in language
learning and other aspects of the learning
process. These factors are numerous and
may vary from one situation to another. In
the present study, the perceptual gap between
Iranian teachers and their freshmen regarding
four areas of form-focused instruction,
communication-based instruction, integrative
motivation and instrumental motivation will
be identified. More specifically, the stady
tries to answer the following questions:
1. Are high school freshmen and their teachers
different significantly in terms of their
evaluation of form-focused instruction
and communicative-based instruction?
2. Do high school English teachers have
a correct perception of thier students’
integrative and instrumental motivation?

M

ethod
Participants

High school freshmen and their teachers
were selected as two groups of participants in
this study. A convenience sample of twentyone high school English language teachers
constituted the first group of participants. The
student group was made of 113 first graders
whose teachers were also participants in this
study. All participants were from different
cities in Markazi province.
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learning event. Other studies support the
view that “the more we know about the
learner’s personal approaches and personal
concepts, the better and more productive
our intervention will be” (Kumaravadivelu,
1991; p. 107). Therefore, understanding the
gap between teacher and learner beliefs is
the first step to bridge the gap.
Some of the beliefs held by learners and
teachers are counterproductive and may
hinder the learners’ progress (Borg, 2003,
Freeman, 2002). If learners have negative
or incorrect expectations about how foreign
languages are learned, learners’ satisfaction
with the course and their confidence in their
teachers may be affected. In fact, studies
show that beliefs are of critical importance to
the success or failure of any student’s efforts
to master a foreign language (Horwitz, 1988;
Peacock, 1999).The other side of the coin is
also of vital importance. If teachers do not
have a clear picture of what is going on in
their learners’ minds, particularly if it differs
significantly from what commonly recognized
by teachers, their efforts and practices may
be doomed to failure. Therefore, in order to
remove such deficiencies, it seems necessary
to develop plans to overcome learners’ and
teachers’ counterproductive beliefs about
foreign language learning and to reduce
gaps between learners’ and teachers’ beliefs
(Horwitz, 1985; Wenden, 1986; Kern, 1995;
Peacock, 1999).
Research studies indicate some areas
of mismatch between learners’ beliefs on
language learning and the teachers’ evaluation
of these beliefs. These areas include beliefs on

Instrument
The instrument used in this study was a
modified version of a questionnaire developed
FLT
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 ﺩﺑﻴﺮﺍﻧﺸﺎﻥ ﺍﺛﺮﺑﺨﺸﻲ ﺍﻳﻦ، ﺗﻤﺎﻳﻞ ﺩﺍﺭﻧﺪ، ﺑﺎ ﻭﺟﻮﺩ ﺍﻳﻦﻛﻪ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺑﻪ ﺁﻥ ﺷﻴﻮﻩﻱ ﺁﻣﻮﺯﺷﻲ ﻛﻪ ﻭﺍژﮔﺎﻥ ﻭ ﮔﺮﺍﻣﺮ ﺭﺍ ﺩﺭ ﻛﺎﻧﻮﻥ ﺗﻮﺟﻪ ﻗﺮﺍﺭ ﻣﻲﺩﻫﺪ،ﻧﺘﺎﻳﺞ
 ﺧﻼﻑ ﻧﮕﺮﺷﺸﺎﻥ ﻧﺴﺒﺖ ﺑﻪ ﺷﻴﻮﻩﻱ ﺳﺎﺧﺖﻣﺤﻮﺭ، ﻧﮕﺮﺵ ﺁﺯﻣﻮﺩﻧﻲﻫﺎ ﻧﺴﺒﺖ ﺑﻪ ﺷﻴﻮﻩﻱ ﺍﺭﺗﺒﺎﻃﻲ، ﺍﺯ ﺳﻮﻱ ﺩﻳﮕﺮ.ﻧﻮﻉ ﺁﻣﻮﺯﺵ ﺭﺍ ﻧﺎﭼﻴﺰ ﺍﺭﺯﻳﺎﺑﻲ ﻣﻲﻛﻨﻨﺪ
 ﺩﺭﺧﺼﻮﺹ ﻋﻮﺍﻣﻞ. ﺑﺪﻳﻦ ﻣﻌﻨﻲ ﻛﻪ ﺩﺑﻴﺮﺍﻥ ﻣﻴﺰﺍﻥ ﺍﺛﺮﺑﺨﺸﻲ ﺍﻳﻦ ﻧﻮﻉ ﺁﻣﻮﺯﺵ ﺭﺍ ﺑﻪﻃﻮﺭ ﻣﻌﻨﻲﺩﺍﺭﻱ ﺑﺎﻻﺗﺮ ﺍﺯ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻧﺸﺎﻥ ﺍﺭﺯﻳﺎﺑﻲ ﻛﺮﺩﻧﺪ.ﺑﻮﺩ
 ﺑﺮﺍﺳﺎﺱ ﺍﻳﻦ ﻧﺘﺎﻳﺞ ﻣﻲﺗﻮﺍﻥ ﻧﺘﻴﺠﻪ. ﺗﻔﺎﻭﺕ ﻣﻌﻨﻲﺩﺍﺭﻱ ﺑﻴﻦ ﺳﻄﻮﺡ ﻧﮕﺮﺷﻲ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻭ ﺍﺭﺯﻳﺎﺑﻲ ﺩﺑﻴﺮﺍﻧﺸﺎﻥ ﺍﺯ ﺍﻳﻦ ﻋﻮﺍﻣﻞ ﻣﺸﺎﻫﺪﻩ ﻧﺸﺪ،ﺍﻧﮕﻴﺰﺷﻲ
ً  ﮔﺮﭼﻪ ﻣﻌﻠﻤﻴﻦ ﺗﺼﻮﺭﺍﺕ ﻛﺎﻣ،ﮔﺮﻓﺖ
 ﺍﻳﻦ ﺗﺼﻮﺭﺍﺕ ﺍﺯ ﺭﻭﺵﻫﺎﻱ ﺗﺪﺭﻳﺲ ﻛﻪ ﺍﺑﺰﺍﺭ،ﻼ ﻭﺍﺿﺤﻲ ﺍﺯ ﺍﻫﺪﺍﻑ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺍﺯ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺩﺍﺭﻧﺪ
. ﺑﺎ ﺗﺼﻮﺭﺍﺕ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺩﺭ ﻳﻚ ﺭﺍﺳﺘﺎ ﻗﺮﺍﺭ ﻧﺪﺍﺭﻧﺪ،ﺗﺤﻘﻖ ﺍﻳﻦ ﺍﻫﺪﺍﻑ ﻫﺴﺘﻨﺪ
، ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺭﺍ ﺩﺭ ﺩﺳﺖﻳﺎﺑﻲ ﺑﻪ ﺑﺎﺯﺗﻌﺮﻳﻔﻲ ﺍﺯ ﺯﺑﺎﻥ،ﻟﺬﺍ ﺑﻪ ﻣﻌﻠﻤﻴﻦ ﺗﻮﺻﻴﻪ ﻣﻲﺷﻮﺩ ﺑﺎ ﺑﻪ ﻛﺎﺭﮔﻴﺮﻱ ﺗﻜﻨﻴﻚﻫﺎﻱ ﻣﻮﺟﻮﺩ ﺩﺭ ﺭﻭﺵﻫﺎﻱ ﺍﺭﺗﺒﺎﻃﻲ
 ﺩﺭ ﮔﺎﻡ ﺍﻭﻝ ﻣﺴﺘﻠﺰﻡ ﺗﻐﻴﻴﺮ، ﻣﻄﻤﺌﻨ ًﺎ ﮔﺬﺭ ﺍﺯ ﻓﻀﺎﻱ ﺳﻨﺘﻲ ﺣﺎﻛﻢ ﺑﺮ ﻛﻼﺱﻫﺎﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ. ﻭ ﺷﻴﻮﻩﻫﺎﻱ ﻛﺎﺭﺍﻣﺪ ﺯﺑﺎﻥﺁﻣﻮﺯﻱ ﻳﺎﺭﻱ ﺩﻫﻨﺪ،ﺯﺑﺎﻥﺁﻣﻮﺯﻱ
.ﻫﻢﺯﻣﺎﻥ ﻧﮕﺮﺵﻫﺎ ﺩﺭ ﻣﻌﻠﻤﻴﻦ ﻭ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﺍﺳﺖ
 ﺍﻧﮕﻴﺰﺵ ﺍﺑﺰﺍﺭﻱ، ﺍﻧﮕﻴﺰﺵ ﻳﻜﭙﺎﺭﭼﻪﺷﺪﻥ، ﺁﻣﻮﺯﺵ ﺍﺭﺗﺒﺎﻃﻲ، ﺁﻣﻮﺯﺵ ﺳﺎﺧﺖﻣﺤﻮﺭ:ﻛﻠﻴﺪﻭﺍژﻩﻫﺎ
Abstract
This study aimed at investigating the perceptual gap between high school freshmen and their
teachers in four areas of form-focused instruction, communicative-based instruction, integrative
motivation and instrumental motivation. A convenience sample of twenty-one high school English
language teachers and 113 high school freshmen being taught by these teachers took part in this
study. They answered thirty items of their own respective questionnaires which were validated
for the context of the study by the researcher. The results of Mann-Whitney U test showed
that the two groups were significantly different in their evaluation of form-focused instruction
and communicative-based instruction. But in areas of integrative and instrumental motivation
no significant difference was observed between learners’ self evaluation and their teachers’
assessment of their learners’ motivation. Based on the results, it is recommended that teachers
embark on bridging the pedagogical gap between their own perceptions and those of their students.
Key Words: perceptual gap, form-focused instruction, communicative-based instruction, integrative
motivation, and instrumental motivation

I

In recent decades, pedagogy has shifted
from teacher-directed instruction to learnercentered learning. Therefore, numerous
studies have been conducted to see the issues
from the learners’ perspective. Among these
perspectives are learners’ beliefs which,
according to Richardson (1996; cited in
Peacock, 2001), are psychologically held
understandings, premises, or propositions
about the world that are felt to be true. These
beliefs are a result of a number of factors
such as past experiences, culture, context,
and personal factors (Bernat & Gvozdenko,
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2005). Foreign language learning, like other
fields, is almost certainly the subject of many
firm beliefs and convictions among both EFL
learners and teachers around the world.
Research findings indicate that there is
a gap between learners’ beliefs and those
held by teachers (Block, 1994; Kern, 1995;
Peacock, 1998). Based on research findings,
some believe that the principal reasons for
this gap are the mismatch between what
learners think and what teachers suppose
their students think. Allwright (1986) points
out that teachers and learners may not look
at the same classroom event as a potential
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ﭼﻜﻴﺪﻩ
ﻫﺪﻑ ﺍﻳﻦ ﺗﺤﻘﻴﻖ ،ﺑﺮﺭﺳﻲ ﺗﻔﺎﻭﺕﻫﺎﻱ ﺍﺣﺘﻤﺎﻟﻲ ﺑﻴﻦ ﺑﺎﻭﺭﻫﺎﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻭ ﺑﺎﻭﺭﻫﺎﻱ ﺩﺑﻴﺮﺍﻧﺸﺎﻥ ﺩﺭ ﭼﻬﺎﺭ ﺣﻮﺯﻩﻱ ﺁﻣﻮﺯﺵ ﺳﺎﺧﺖﻣﺤﻮﺭ ،ﺁﻣﻮﺯﺵ
ﺍﺭﺗﺒﺎﻃﻲ ،ﺍﻧﮕﻴﺰﺵ ﻳﻜﭙﺎﺭﭼﻪﺷﺪﻥ ،ﻭ ﺍﻧﮕﻴﺰﺵ ﺍﺑﺰﺍﺭﻱ ﺑﻮﺩ .ﺩﺭ ﺍﻳﻦ ﺭﺍﺳﺘﺎ 21 ،ﺩﺑﻴﺮ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﺩﻭﺭﻩﻱ ﻣﺘﻮﺳﻄﻪﻱ ﺍﺳﺘﺎﻥ ﻣﺮﻛﺰﻱ ،ﺑﻪ ﻫﻤﺮﺍﻩ 113
ﺩﺍﻧﺶﺁﻣﻮﺯﺷﺎﻥ ﺩﺭ ﭘﺎﻳﻪﻱ ﺍﻭﻝ ﺩﺑﻴﺮﺳﺘﺎﻥ ﺑﻪ ﻋﻨﻮﺍﻥ ﻧﻤﻮﻧﻪﻱ ﺩﺭ ﺩﺳﺖﺭﺱ ،ﺍﻧﺘﺨﺎﺏ ﺷﺪﻧﺪ .ﺍﺑﺰﺍﺭ ﺑﻪ ﻛﺎﺭ ﺭﻓﺘﻪ ﺩﺭ ﺍﻳﻦ ﺗﺤﻘﻴﻖ ﺩﻭ ﭘﺮﺳﺶﻧﺎﻣﻪﻱ ﻧﺴﺒﺘ ًﺎ ﻣﺸﺎﺑﻪ،
ﻣﺸﺘﻤﻞ ﺑﺮ  30ﮔﻮﻳﻪ ﺑﻮﺩ ﻛﻪ ﺑﺮﺍﺳﺎﺱ »ﭘﺮﺳﺶﻧﺎﻣﻪﻱ ﺯﻳﻮﻥ ﻓﻨﮓ« ) (2007ﻃﺮﺍﺣﻲ ،ﻭ ﺭﻭﺍﻳﻲ ﻭ ﺍﻋﺘﺒﺎﺭ ﺁﻥ ﺩﺭ ﺟﺎﻣﻌﻪﻱ ﺗﺤﻘﻴﻖ ﻣﻮﺭﺩ ﺗﺄﻳﻴﺪ ﮔﺮﻓﺖ.
ﭘﺮﺳﺶﻧﺎﻣﻪﻫﺎ ﺩﺭﺧﺼﻮﺹ ﺷﻴﻮﻩﻫﺎﻱ ﺗﺪﺭﻳﺲ ﺩﺍﺭﺍﻱ ﮔﻮﻳﻪﻫﺎﻱ ﻛﺎﻣ ً
ﻼ ﻣﺸﺎﺑﻪ ،ﻭ ﺩﺭﺧﺼﻮﺹ ﻋﻮﺍﻣﻞ ﺍﻧﮕﻴﺰﺷﻲ ،ﺍﻧﺪﻛﻲ ﻣﺘﻔﺎﻭﺕ ﺑﻮﺩﻧﺪ .ﺑﺪﻳﻦ ﺻﻮﺭﺕ ﻛﻪ
ﭘﺮﺳﺶﻧﺎﻣﻪﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻋﻮﺍﻣﻞ ﺍﻧﮕﻴﺰﺷﻲ ﺁﻧﺎﻥ ﺭﺍ ﺑﺮﺍﻱ ﻳﺎﺩﮔﻴﺮﻱ ﺯﺑﺎﻥ ﺍﻧﮕﻠﻴﺴﻲ ﻣﻮﺭﺩ ﺑﺮﺭﺳﻲ ﻗﺮﺍﺭ ﻣﻲﺩﺍﺩ ،ﺩﺭ ﺣﺎﻟﻲﻛﻪ ﭘﺮﺳﺶﻧﺎﻣﻪﻱ ﺩﺑﻴﺮﺍﻥ ،ﺍﺳﺘﻨﺒﺎﻁ
ﺁﻧﺎﻥ ﺭﺍ ﺍﺯ ﺳﻄﻮﺡ ﺍﻧﮕﻴﺰﺷﻲ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻧﺸﺎﻥ ﺩﺭ ﺍﻳﻦ ﺧﺼﻮﺹ ﺍﺭﺯﻳﺎﺑﻲ ﻣﻲﻛﺮﺩ.
ﻧﺘﺎﻳﺞ ﺗﺤﻘﻴﻖ ﻧﺸﺎﻥ ﺩﺍﺩ ﻛﻪ ﺑﻴﻦ ﺑﺎﻭﺭﻫﺎﻱ ﺩﺍﻧﺶﺁﻣﻮﺯﺍﻥ ﻭ ﺑﺎﻭﺭﻫﺎﻱ ﺩﺑﻴﺮﺍﻧﺸﺎﻥ ،ﺩﺭﺧﺼﻮﺹ ﺷﻴﻮﻩﻫﺎﻱ ﺗﺪﺭﻳﺲ ﺗﻔﺎﻭﺕ ﻣﻌﻨﻲﺩﺍﺭﻱ ﻭﺟﻮﺩ ﺩﺍﺭﺩ .ﻃﺒﻖ ﺍﻳﻦ
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