
و  پژوهشگران  تحقيقات  حاصل  زبان  آموزش  رشد  .مجله ی 
متخصصان تعليم و تربيت، بويژه دبيران و مدرسان را، در صورتی 

باشد،  مجله  موضوع  با  مرتبط  و  نشده  درج  نشريات  ساير  در  که 

گرفتن  قرار  شکل  باشد. .  شده  تايپ  بايد  می پذيرد. .مطالب 

جدول ها، نمودارها و تصاوير ضميمه بايد در حاشيه ی مطلب نيز 

مشخص شود. . نثر مقاله بايد روان و از نظر دستور زبان فارسی 

درست باشد و در انتخاب واژه های علمی و فنی دقت لازم به كار رفته 

باشد. .مقاله های ترجمه شده بايد با متن اصلی همخوانی داشته 

باشد و متن اصلی نيز ضميمه ی مقاله باشد. .در متن های ارسالی 

بايد تا حد امکان از معادل های فارسی واژه ها و اصطلاحات استفاده 

شود. .زيرنويس ها و منابع بايد کامل و شامل نام نويسنده،سال 

انتشار، نام اثر، نام مترجم، محل نشر، ناشر، و شماره ی صفحه ی مورد 

استفاده باشد. .مجله  در رد، قبول، ويرايش و تلخيص مقاله های 

رسيده مختار است. .آرای مندرج در مقاله ها، ضرورتاً مبين نظر 

به  پاسخگويی  مسؤوليت  و  نيست  کمک آموزشی  انتشارات  دفتر 

پرسش های خوانندگان، با خود نويسنده يا مترجم است. .مجله از 

بازگرداندن مطالبی که برای چاپ مناسب تشخيص داده نمی شود، 
معذور است.
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سخن سردبير

ايام  با  را  آن  هم زماني  و  آفرينش  بهار  رسيدن  فرا 
گرامي   و  گرفته  نيك  فال  به  معلم  مقام  بزرگداشت 
رسالت  انبيا،  مسير  در  گرفتن  قرار  با  معلم  مي داريم. 
هدايت بشر را در مسير تعالي برعهده دارد. پذيرش اين 
با جان آدميان قرار مي دهد  مسئوليت معلم را در تعامل 
كه موضوع رشد و تعالي آن هاست. از اين ديدگاه، معلم 
قرار  با  بتواند  تا  دارد  نياز  خودسازي  به  هرچيز  از  قبل 
تأثيرگذاري  براي  را  زمينه  فردي،  رشد  مسير  در  گرفتن 
بر ديگران فراهم كند. در اين راه، انسان هاي بزرگي قدم 
به  و  رفته  فراتر  نسل  يك  از  تأثيراتشان  كه  گذاشته اند 

هويت تاريخي يك ملت پيوند خورده است. از جمله ي 
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.
به  نياز  درخصوص  را  بحثي  گذشته،  شماره ي  در 
كشور  فعلي  نيازهاي  با  هم گام  زبان،  آموزش  در  تحول 
دو  مي گيريم.  پي  را  آن  شماره  اين  در  كه  كرديم  آغاز 
عنصر مهم در ايجاد هر تحولي در آموزش عبارت اند از: 
با جايگاه  از آن جا كه سخن را  برنامه ي درسي و معلم. 
معلم آغاز كرديم، بحث مربوط به برنامه ي درسي را به 

معلم، انتقال دهنده ي دانش يا...
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ايجاد  در  معلم  نقش  به  و  مي كنيم  موكول  آينده  شماره 
آموزش،  در  مهم  مؤلفه هاي  از  يكي  مي پردازيم.  تحول 
تحقق  آن  در  آموزش  كه  است  موقعيتي  از  آگاهي 
مي پذيرد. به عبارت ديگر، آموزش در موقعيت زماني و 
مكاني ويژه اي شكل مي گيرد كه منابع و محدوديت هاي 
خاص خود را دارد. چنان چه آموزش با عنايت به منابع و 
محدوديت ها سازمان دهي نشود، در مؤثر بودن آن جاي 

ترديد وجود خواهد داشت.
در نگاهي كلي، يكي از مهم ترين امكاناتي كه دنياي 
امروز را از گذشته ي نه چندان دور متمايز مي كند، وجود 
«فناوري اطلاعات» است كه بر زواياي گوناگون زندگي 
بشر تأثير گذاشته است. نماد اين فناوري شبكه ي جهاني 
يعني  آن،  عام  معني  به  را  اطلاعات  كه  است  اينترنت 
كرده  خارج  دولت ها  و  افراد  انحصار  از  بشري،  دانش 
همه ي  اختيار  در  مشترك  سرمايه اي  عنوان  به  را  آن  و 
دارند.  دست رسي  آن  به  كه  است  داده  قرار  انسان هايي 
سرچشمه  وي  دانش  از  معلم  مرجعيت  گذشته  در  اگر 
كه  داشت  دست رسي  دانشي  به  وي  كه  چرا  مي گرفت، 
نبود، در حال حاضر دست رسي  اختيار دانش آموزان  در 
به دانش به راحتي براي دانش آموزان امكان پذير است. لذا 
قرارگرفتن معلم در نقش انتقال دهنده ي دانش با موقعيت 

كنوني آموزش هماهنگي ندارد.
آن چه در موقعيت كنوني مي تواند معلم را در انجام 
فرآيند  در  دخالت  دهد،  ياري  خود  آموزشي  رسالت 
راهكارهاي  و  مهارت ها  بر  تأكيد  طريق  از  يادگيري 
يادگيري است كه دانش آموزان قادر به دست يابي به آن ها 
نيستند.  خودآموز  شكل  به  و  آموزشي  محيط  از  خارج 
مورد  دانش  بودن  دست رس  در  وجود  با  آن،  بر  علاوه 
نياز، به دليل گستردگي و تنوع منابع، دست رسي به آن ها 
چندان  موردنظر،  حيطه ي  از  كافي  دانش  داشتن  بدون 
آسان نيست. بنابراين مديريت و نظارت بر كسب دانش 
از طريق ايجاد نياز به آن ها و معرفي منابع و نظارت بر 
آموزشي  رسالت  از  بخشي  نيز  آن ها  از  استفاده  نحوه ي 
زبان  آموزش  در  مثال،  براي  مي دهد.  تشكيل  را  معلم 
كاربرد  و  يادگيري  راهكارهاي  و  مهارت ها  با جداكردن 
زبان از دانش هاي زباني، شامل دانش دستوري، واژگاني 
و آوايي، مي توانيم از زمان اختصاص يافته به آموزش به 
بهترين وجه در جهت تسلط دانش آموزان به مهارت ها و 
راهكارها استفاده كنيم و ارتقاي دانش زباني را از طريق 

از  خارج  در  پروژه  صورت  به  يا  انفرادي  فعاليت هاي 
محيط آموزشي مديريت و نظارت كنيم.

اين نحوه ي برخورد با آموزش زبان، معلم را در نقشي 
آموزش  كنوني  موقعيت  واقعيت هاي  با  كه  مي دهد  قرار 
زبان تناسب دارد و باعث مي شود كه علاوه بر استفاده ي 
بهينه از زمان آموزش، از امكانات فناوري اطلاعات نيز 
نقش  يكديگر،  با  مقايسه  در  شود.  بهره برداري  به خوبي 
به  از نقش سنتي وي  يادگيري  فرايند  معلم در مديريت 
است  پيچيده تر  مراتب  به  دانش  انتقال دهنده ي  عنوان 
معمولاً  كه  دارد  نياز  فنوني  و  مهارت ها  دانش ها،  به  و 
قرار  توجه  مورد  كمتر  معلم  تربيت  كنوني  دوره هاي  در 
محوري»  «دانش آموز  زبان،  آموزش  ادبيات  در  مي گيرد. 
بسيار مورد تأكيد قرار گرفته است، ولي در تربيت معلم 
تفاوت هاي  نيازها و  لحاظ كردن  براي  مهارت هاي لازم 
فردي دانش آموزان و افزايش خوداتكايي و تقويت خود 
راهبري در آن ها به شكلي عملي آموزش داده نمي شود.

به  اعتماد  تقويت  براي  ممكن  راه هاي  از  يكي 
از  بهره گيري  زبان آموزان،  در  خوداتكايي  ايجاد  و  نفس 
امكانات  به كارگيري  براي  است.  زبان  آموزش  در  رايانه 
از  رايانه اي  سوادكافي  داشتن  زبان،  آموزش  در  رايانه 
زمينه هاي  در  لازم  آموزش هاي  بدون  است.  ضروريات 
ياد شده نمي توان انتظار داشت كه معلمان بتوانند رسالت 
در  بنيادين  (تحوّل  كنوني  موقعيت  در  را  خود  بزرگ 
نكته ضرورت  اين  كنند.  ايفا  به خوبي  آموزش وپرورش) 
و  معلمان  خدمت  ضمن  آموزش هاي  به  جدي  توجه 
نياز،  احساس  دليل  به  خود  كه  را  معلماني  از  حمايت 
مي كنند،  تلاش  لازم  مهارت هاي  به  دست يابي  براي 
گوشزد مي كند. علاوه بر آموزش و حمايت از معلمان در 
جهت ارتقاي دانش و مهارت هاي حرفه اي خود، برنامه ي 
از  استفاده  و  دانش آموزمحوري  زمينه ي  بايد  نيز  درسي 
فناوري هاي روز را براي معلمان فراهم كند. در شماره ي 
آينده به نقش برنامه ي درسي در ايجاد تحول در آموزش 

زبان خواهيم پرداخت.

مديريت و نظارت بر كسب دانش از طريق 
ايجاد نياز به آن ها و معرفي منابع و نظارت بر 
نحوه ي استفاده از آن ها نيز بخشي از رسالت 

آموزشي معلم را تشكيل مي دهد
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چكيده 
با توجه به اهميت زبان به عنوان ابزار ارتباط بين المللي، 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 
مي يابد. با در نظر داشتن اهميت يادگيري زبان انگليسي به عنوان زباني بين المللي در كشورمان، توجه به فرايند آموزش آن از اهميت بسزايي 

برخوردار است.
در پژوهش حاضر، از منظر زبان شناسي مقابله اي، 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 به شمار مي آيد، خطاهاي دستوري فارسي زبانان 

انگليسي آموز بر مبناي تقسيم بندي كشاورز (1994: 81) مورد تحليل قرار گرفته اند.
ابزار اندازه گيري پژوهش دو آزمون پايان نيم سال اول و نيم سال دوم سال تحصيلي 81-1380 در شهرستان رشت بوده است. در دو آزمون 
مزبور، سه سؤال براي دست يابي به هدف هاي تحقيق مورد توجه قرار گرفت. در اين راستا، تعداد 100 دانش آموز پسر پايه ي سوم راهنمايي 
به صورت نمونه گيري خوشه اي چند مرحله اي انتخاب شدند و با استفاده از آزمون هاي پاياني زبان انگليسي در نيم سال اول و نيم سال دوم كه 

با فاصله ي زماني پنج ماه به اجرا درآمد، مورد بررسي قرار گرفتند.
در آزمون هاي طرح شده، در مجموع سه سؤال براي دست يابي به هدف هاي تحقيق در نظر گرفته شده بود. سؤال هاي اول و سوم توانايي 
دانش آموزان را در تشخيص جايگاه صحيح هر يك از انواع كلمات (قيد زمان، قيد مكان، مضاف و مضاف اليه و...) و سؤال دوم، دست يابي به 

توسط زبان آموزان 
دوره ي راهنمايي تحصيلي 

(شهرستان رشت)



مقدمه 
شناخته شده،  ارتباطات  قرن  عنوان  به  كه  قرن حاضر  در 
توجه  با  كشورها،  توسعه ي  در  زبان ها  آموزش  اهميت 
به علوم  با ديگر ملل، دست يابي  ارتباط  برقراري  لزوم  به 
جديد و فناوري، و نيز تبادل  فرهنگ ها، بيش از پيش مورد 
كشورهايي  در  ويژه  به  امر  اين  است.  گرفته  قرار  توجه 
فرهنگ  به شناساندن  نياز  داشتن  نظر  در  با  ايران،  همانند 
مي يابد.  اهميت  پيش  از  بيش  به جهان،  اسلامي  و  ايراني 
زبان انگليسي به عنوان زباني بين المللي از زبان هايي است 
كه در اكثر كشورها به آن توجه دارند. برخي كشورها، با 
وجود برخورداري از زبان هاي محلي متعدد، انگليسي را به 
عنوان زبان رسمي خود برگزيده اند. به علاوه، در برنامه ي 
درسي بسياري ديگر از كشورها از جمله ايران، گرچه زبان 
انگليسي زبان رسمي كشور نيست، آموختن آن اجباري و 
شرط لازم براي ادامه ي تحصيل در دوره هاي عالي است. 
بنابراين، با در نظر داشتن اهميت يادگيري زبان انگليسي 
به عنوان زبان خارجي در كشورمان، توجه بيشتر به فرايند 

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

ساختار صحيح براي انتقال مفهوم موردنظر را بررسي و ارزيابي مي كرد. پس از جدا كردن پاسخ هاي صحيح، طبقه بندي پاسخ هاي نادرست 
بر مبناي انواع خطاهاي دستوري به انجام رسيد و به دنبال آن، منشأ خطاها در دو دسته ي عمده ارائه شد.

نتايج پژوهش نمايانگر آن است كه تداخل زبان مادري (فارسي) در يادگيري زبان انگليسي و به كارگيري برابر هاي ترجمه اي ساختارها، 
عامل اصلي بازدارندگي در يادگيري آن زبان است.

كليدواژه ها: زبان آموزي، تداخل، برابر ترجمه اي، ريشه خطاها، بازدارندگي در يادگيري

آموزش و چگونگي آموزش مؤثرتر آن، از اهميتي بسزايي 
برخوردار است.

در آموزش هر زبان خارجي، مي بايد اصول و شيوه هايي 
پيچيدگي  آنان،  به  خاص را در نظر داشت كه بي توجهي 
بيشتر زبان آموزي را به دنبال دارد. از نگاه براون (2007: 
با بروز اشتباه  392)، يادگيري انسان اساساً روندي همراه 
محاسبه هاي  نادرست،  قضاوت هاي  اشتباهات،  است. 
يادگيري  مهم  و  فرضيه هاي غلط، جنبه ي عملي  و  اشتباه 
زباني  يادگيري  محيط  در  اطلاعات  كسب  يا  مهارت  هر 
از  را  زبان  يادگيري  عمل  زبان آموز  مي دهند.  شكل  را 
طريق  از  و  مي كند  آغاز  صفر  به  نزديك  يا  صفر  نقطه ي 
به سطح  آن ها،  به كارگيري  با  و  مهارت هاي خود  افزايش 
 [Dulay, مي يابد  دست  زبان  آن  بر  تسلط  از  خاصي 
[Burt, Krashen 1982; Ellis, 1984. اگر زبان آموز مسير 
او  مهارت  و  دانش  افزايش  دهد،  ادامه  را  زبان  بر  تسلط 
دنبال مي شود زبان هدف  تمامي ساختارهاي  بر  تسلط  تا 

 .[Beardsmore, 1982; Hoffman, 1991]
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اما وقوع اين امر با دشواري بسيار همراه است. زبان آموزان 
به جمع آوري داده هاي ساختاري زبان هدف مي پردازند، اما 
در سازمان دهي متناسب اين داده ها و برقراري ارتباط ميان 
آنان با مشكل مواجه اند. تمايل زبان آموزان هنگام نوشتن و 
صحبت كردن به زبان خارجي، تأكيد بر ساختارهاي زبان 
مادري است. در اين خصوص لدو1 (1957: 2) چنين اذعان 
داشته است: «افراد پيوسته صورت ها و معاني كاربردي را 
از زبان و فرهنگ مادري خود به زبان و فرهنگ زبان دوم 
منتقل مي كنند.» وي به عنوان يكي از پيشتازان «زبان شناسي 
مقابله اي»2، اصول نظري «تحليل تقابلي»3 و نيز اين عقيده 
را كه يادگيري زبان دوم اصولاً مستلزم غلبه بر تفاوت هاي 
مورد  گسترده  به طور  است،  زباني  نظام  دو  ميان  موجود 

بررسي قرار داده است.

تحليل مقابله اي بين سال هاي 1950 و 1960، با گستردگي 
حوزه ي  در  ساخت گرا  زبان شناسي  جايگاه  در  و  مطرح 
آموزش زبان دوم به كار بسته شد. در اين نوع تحليل، يكي 
از دشواري هاي عمده در يادگيري زبان دوم تداخل عناصر 
و ساخت هاي زبان مادري قلمداد مي شود كه با مقايسه ي 
نظام مند دو زبان، قابل پيش بيني و توصيف است، و از آن 
طريق مي توان به داده هايي دست يافت كه به كارگيري آنان 
در تدوين مواد آموزشي، بهبود تدريس زبان هاي خارجي را، 
با كاستن بسامد تداخل زبان مادري در يادگيري زبان دوم، به 

همراه دارد [ميردهقان 1380: 22]. 
بر اين اساس، آن چه كه در زمينه ي فراگيري زبان خارجي 
در  اول  زبان  تداخل  است،  برخوردار  وافري  اهميت  از 
توضيح خطاها در زبان هدف است. تداخل زبان هاي اول 
و دوم و تأثيرات آنان بر فراگيري غيرهم زمان زبان دوم در 
ميان كودكان و بزرگ سالان، از حوزه هاي بحث برانگيز در 
ويليامز4  و  داتي  مي آيد.  به شمار  زبان شناختي  تحليل هاي 
از  غيرارادي  و  خودكار  انتقال  نوعي  را  تداخل   ،(1998)

به  زبان خارجي،  اول روي سطح ساختاري  زبان  ساختار 
مي گويند  آنان  كرده اند.  تعريف  عادت ها،  تداخل  علت 
پي  خارجي  زبان  با  اول  زبان  تداخل  وجود  به  هنگامي 
مي بريم كه بتوانيم مسير خطاهاي زبان آموزان را تا رسيدن 
دارد،  اول وجود  زبان  در  كه  آنان،  مسبب  به ساختارهاي 
تعقيب كنيم. بر اين اساس، فرايندهاي زباني زبان دوم در 
دوم حساس تر  زبان  بر  مادري  زبان  تأثير  به  بزرگ سالان، 
از  با فاصله  فرايندهاي فوق  به ويژه در صورتي كه  است؛ 

يكديگر صورت پذيرند. 
و  دانش  كه  است  اعتقاد  اين  بر   (192  :2000) هادسن5 
اطلاعات اوليه در فراگيري دانش بعدي تأثيرگذارند و اين 
تأثير همان چيزي است كه «انتقال»6 ناميده مي شود. در اين 
ارتباط، بزرگ سالان از پيش زباني را مي دانند، در صورتي كه 
كودكان در حال فراگيري زبان اول خود و از اين لحاظ فاقد 
تجربه هستند (به نقل از: بهرامي، 1382). اليس7 (1997) نيز 
براي تداخل، واژه ي انتقال را به كار مي برد و آن را اثري 
مي داند كه زبان اول زبان آموز بر يادگيري زبان خارجي او 
مي گذارد. وي اعتقاد دارد، انتقال با درك فرد از اين كه چه 
چيزي انتقال پذير است و او در چه مرحله اي از زبان آموزي 

است، كنترل مي شود.
استفاده  با  زبان آموزان  خارجي،  زبان  يادگيري  در 
مي سازند  موقتي  قوانين  خود،  اول  زبان  دانش  از 
[Chan, 2004; Jarvis, 2002; Ellis, 1997]. اين كار زماني 
انجام مي شود كه قاعده سازي به يادگيري آن ها كمك كند، و 
يا به حد كافي بر زبان خارجي مسلط شده باشند تا بتوانند 
انتقال را به انجام رسانند. بر اين مبنا، بزرگ سالان نمي توانند 
به خوبي زبان اول خود، زبان خارجي را بياموزند و غالباً 
كه  معاني  از  انواعي  برحسب  را  خارجي  زبان  از  بخشي 
 [Carrol; 1964; پيش تر در زبان اول آموخته اند، مي آموزند
 Doughly & Williams, 1998; Larson-Freeman &
انتقال  زمينه  اين  در   (113 :2007) براون8   .Long, 1991]
توسط  دوم  زبان  فراگيري  در  اول  زبان  نحوي  الگوهاي 
كودكان را نادر شمرده است و همانند فراگيري زبان اول، از 
وجود فرايند ساختاري خلاقي در يادگيري زبان دوم توسط 

كودكان نام مي برد.
در اين خصوص توجه به اين نكته ضروري است كه تداخل 
زبان مادري را نمي بايد تنها عامل بروز خطا در يادگيري زبان 
دوم دانست9. ميردهقان (1380: 24) كارايي تحليل مقابله اي را 
در محيط هاي آموزشي «زبان خارجي»10، در تقابل با محيط هاي 

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
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از  زبان آموز  آن ها،  در  كه  مي داند  دوم»11  «زبان  آموزش 
زبان  عملي  كارگيري  به  در  اندكي  بسيار  موقعيت هاي 

خارجي برخوردار است.
از ديرباز تاكنون و با تكامل دانش زبان شناسي، به ويژه در 
تحليل مقابله اي، و با در نظر گرفتن اهميت خطاها، عواملي 
زبان شناختي هم چون: شناسايي انواع خطاها، دست يابي به 
تهيه  و  بروز خطاها، چگونگي تصحيح خطاها  علت هاي 
مدرسان  توجه  مورد  خطاها،  با  سازگار  متون  تدوين  و 
«تحليل  را  آن  كه  است  گرفته  قرار  زبان  پژوهشگران  و 
خطاها»12 ناميده اند. كشاورز (1994: 152) تحليل خطا را 
شيوه اي مي داند كه مورد استفاده ي معلمان و پژوهشگران 
قرار مي گيرد و دربردارنده ي نمونه هاي توليد شده از سوي 
شناسايي،  وي  است.  دوم  زبان  يادگيري  در  زبان آموزان 
هم چنين  و  بروز  علل  بررسي  نوع،  براساس  دسته بندي 
ارزيابي ميزان اهميت خطاها را مورد توجه قرار داده است.

به اعتقاد كشاورز (1994: 44)، تحليل خطا نسبت به تحليل 
مقابله اي در يادگيري زبان دوم جنبه ي مثبت بيشتري دارد. چرا 
كه خطاها به عنوان نشانه هاي ناكامي و ناتواني زبان آموزان در 
يادگيري زبان دوم محسوب نمي شوند، بلكه عاملي در سنجش 
زباني زبان آموزان در يادگيري زبان دوم هستند. از اين رو، در 
ديدگاه تحليل خطا، برخلاف تحليل مقابله اي، ريشه كن كردن 
خطاها به هيچ عنوان موردنظر نيست. در واقع، تحليل خطا در 
تلاش براي بررسي كنش زباني زبان آموزان و به كارگيري آن 
در سازمان دهي داده هاي زباني در يادگيري زبان دوم است، 
و يادگيري زبان، همانند ديگر يادگيري ها، نمي تواند فرايندي 

عاري از خطا و اشتباه باشد.
دستوري  خطاهاي  تا  بوده ايم  آن  بر  حاضر  پژوهش  در 
اين  كنم.  تحليل  و  تجزيه  را  فارسي زبان  انگليسي آموزان 
دسته خطاها در سطح جمله مطرح و با حوزه ي نحو مرتبط 
به  مادري  زبان  نحوي  قواعد  و  اصول  انتقال  از  و  هستند 
اين دسته  زبان دوم ناشي مي شوند. كشاورز (1994: 81) 
نادرست  كاربرد  با  مرتبط  خطاهاي  بر  مشتمل  را  خطاها 
زمان ها، حروف اضافه، حروف تعريف، صورت هاي معلوم 
و مجهول، ترتيب واژگان، و صفات و قيود برشمرده است. 
بر اين مبنا، در اين جا بررسي ميزان فراواني نسبي خطاهاي 
ناشي از كاربرد نادرست ضماير و تركيبات اضافي، كاربرد 
عبارت هاي فارسي، و عدم كاربرد صحيح حروف اضافه در 
يادگيري زبان انگليسي در پيكره ي تحقيق مورد توجه قرار 

گرفته است.

روش پژوهش 
است  بوده  (غيرآزمايشي)  توصيفي  نوع  از  پژوهش حاضر 
و جامعه ي آماري مورد بررسي در آن، تمامي دانش آموزان 
ناحيه ي يك شهرستان رشت در  پسر سال سوم راهنمايي 
سال تحصيلي 81-1380 را شامل مي شود. نمونه ي پژوهش 
حاضر به حجم 100 نفر و از طريق نمونه گيري خوشه اي چند 
مرحله اي انتخاب شد. بدين منظور، ابتدا از بين تمامي مدارس 
راهنمايي تحصيلي پسرانه ي ناحيه ي يك رشت به طور تصادفي 
پنج مدرسه، و از هر مدرسه يك كلاس، و از هر كلاس فقط 

20 نفر، باز هم به طور تصادفي انتخاب شدند.
پايان  آزمون  دو  پژوهش  اين  در  داده ها  گردآوري  ابزار 
نيم سال اول و نيم سال دوم سال تحصيلي 81-1380 بوده 
است. دو آزمون زبان انگليسي فوق با فاصله ي زماني پنج 
ماه به اجرا درآمدند كه نخستين آزمون در دي ماه سال 1380 
و دومين آزمون در خرداد ماه سال 1381 به انجام رسيد. در 
آزمون هاي فوق، در مجموع سه سؤال براي دست يابي به 

هدف هاي تحقيق مورد توجه قرار گرفت.
تشخيص  براي  دانش آموزان  توانايي  نخست  سؤال  در 
جايگاه صحيح انواع كلمات (قيد زمان، قيد مكان، مضاف 
و مضاف اليه، و...) بررسي شد. در سؤال دوم، دانش آموزان 
موردنظر  مفهوم  انتقال  براي  را  صحيحي  ساختار  مي بايد 
خود پيدا مي كردند. در سؤال سوم نيز روند سؤال اول در 
پيش گرفته شده بود. پس از جدا كردن پاسخ هاي صحيح، 
خطاهاي  گوناگون  انواع  براساس  نادرست  پاسخ هاي 
دستوري طبقه بندي شدند و سپس به منظور بررسي علل 

در يادگيري زبان خارجي، زبان آموزان با 
استفاده از دانش زبان اول خود، قوانين 
موقتي مي سازند. اين كار زماني انجام 

مي شود كه قاعده سازي به يادگيري آن ها 
كمك كند، و يا به حد كافي بر زبان 

خارجي مسلط شده باشند تا بتوانند انتقال 
را به انجام رسانند. بر اين مبنا، بزرگ سالان 
نمي توانند به خوبي زبان اول خود، زبان 

خارجي را بياموزند و غالباً بخشي از زبان 
خارجي را برحسب انواعي از معاني كه 
پيش تر در زبان اول آموخته اند، مي آموزند
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خطاها، دو نوع طبقه بندي 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...).

ضياء  تقسيم بندي  با  هم راستا  مي توان  را  فوق  طبقه بندي 
حسيني (1999: 17) از منشأ خطاها دانست. وي دو نوع خطا 
را به عنوان منشأ توليد خطاها ذكر كرده است كه عبارت اند از: 
خطاهاي «درون زباني»13 و خطاهاي «ميان زباني»14. خطاهاي 
نيز  تداخلي  يا  و  پيشرفتي»15  «خطاهاي  به  كه  درون زباني 
مرسوم اند، خطاهايي هستند كه علت اصلي به وجود آمدن شان 
زبان مادري است، در حالي كه خطاهاي ميان زباني به شمار 

مي آيند كه زبان دوم علت توليد آن هاست.

توصيف و تحليل داده ها
در اين قسمت به بررسي سؤال هاي پژوهش و تبيين يافته ها 

در مورد آن ها مي پردازيم: 
سؤال اول: كلمه هاي زير را به صورت يك جمله ي صحيح 

مرتب كنيد و بنويسيد.
? /teacher/ your/ this/ who/ year/ is/ English

خطاهاي دانش آموزان در پاسخ به اين سؤال به سه صورت 
زير مشاهده شد: 

به كارگيري صحيح  از عدم  ناشي  خطاهاي  مشاهده ي 1. 
از تداخل زبان فارسي ـ 58  مضاف و مضاف اليه (ناشي 

درصد):
Who is your teacher English this year?

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

Who is English teacher your English year?

مشاهده ي 3. خطاي ناشي از عدم به كارگيري قيد زمان در 
جاي صحيح خود (18 درصد): 

Who is this year your English teacher?

در اين دسته خطاها، زبان آموز با توجه به عدم تسلط كافي 
فارسي  زبان  قواعد  از  انگليسي،  زبان  دستوري  قواعد  بر 

آرايشي كلمات استفاده كرده است.

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

Where did you play football?

(school)
پاسخ هاي غير قابل قبولي كه دانش آموزان 
زير  دو صورت  به  دادند،  سؤال  اين  به 

بود: 
اضافه ي  به كارگيري حرف  از  ناشي  1. خطاي  مشاهده ي 
مخصوص فعل در زبان فارسي كه در زبان انگليسي كاربرد 

ندارد (70 درصد): 
I played football on school.
مشاهده ي 2. خطاي ناشي از به كار بردن نادرست قيد مكان 
به جاي ضمير كه به دليل ناتواني دانش آموز در قرار دادن 

قيد مكان در جاي خود رخ مي دهد (30 درصد): 
I at school played football.
فارسي  زبان  ساخت  تداخل  نيز  پرسش  اين  درخصوص 

آشكار است.
سؤال سوم: كلمات زير را به صورت يك جمله ي صحيح 

مرتب كنيد و بنويسيد: 
washing/ kitchen/ was/ yesterday/ the/ in/ the dishes/ 
my sister/ at ten/ 
نادرست حرف  از به كارگيري  مشاهده ي 1. خطاي ناشي 

اضافه در جاي خود (40 درصد):
My sister was washing the dishes the kitchen in at 
ten yesterday.

جاي  در  زمان  قيد  كاربرد  از  ناشي  خطاي   .2 مشاهده ي 
نادرست كه به علت ناتواني دانش آموز در ساختن تركيبات 

قيدي رخ مي دهد (22 درصد):
At ten may sister was washing dishes yesterday in 

the kitchen.
مشاهده ي 3. خطاي ناشي از استفاده ي نادرست از اشكال 

متفاوت زماني فعل (38 درصد):
My sister washing the dishes was in kitchen at ten 
yesterday.

زبان  پيچيدگي  از  ناشي  مي توان  را  دسته  اين  خطاهاي 
انگليسي دانست.

بحث و نتيجه گيري 
تحليل داده ها در جامعه ي آماري پژوهش حاضر نمايانگر 
آن است كه در سؤال نخست كه با هدف بررسي توانايي 
كار  به  كلمات  صحيح  جايگاه  تشخيص  در  دانش آموزان 
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گرفته شده، فراواني نسبي خطاهاي ناشي از كاربرد نادرست 
مضاف و مضاف اليه 58 درصد، عدم استفاده از ضمير ملكي 
در جايگاه اصلي خود 24 درصد، و عدم به كارگيري قيد 
زمان در جاي صحيح خود 18 درصد پاسخ هاي نادرست را 

شامل شده است.
در سؤال دوم آزمون كه دست يابي به ساختار صحيح براي 
انتقال مفهوم موردنظر مورد بررسي و ارزيابي قرار گرفت، 
در  فعل  مخصوص  اضافه ي  حرف  به  خطاها  درصد   70
زبان فارسي كه در زبان انگليسي كاربرد ندارد، و 30 درصد 
استفاده ي نادرست از قيد مكان به جاي ضمير كه از ناتواني 
ناشي  خود  جاي  در  مكان  قيد  دادن  قرار  در  دانش آموز 

مي شود، مربوط است.
در سؤال سوم كه با پي گيري روند سؤال اول در تشخيص 
ناشي  جايگاه صحيح كلمات طراحي شده است، خطاي 
درصد   40 در  اضافه  حروف  جايگاه  نادرست  كاربرد  از 
موارد، خطاي ناشي از كاربرد قيد زمان در جاي نادرست 
(كه از ناتواني دانش آموز در ساختن تركيبات قيدي ناشي 
استفاده ي  از  ناشي  و خطاي  موارد،  درصد  در 22  شده) 
از شكل هاي متفاوت زماني فعل در 38 درصد  نادرست 

موارد مشاهده مي شود.
در بررسي علل خطاها، و هم راستا با تقسيم بندي ضياءحسيني 
(1999: 17)، از منشأ خطاها، دو طبقه بندي زير در پيكره ي 

تحقيق مشاهده شد: 
كاربرد  از  ناشي  خطاهاي  درون زباني:  خطاهاي  الف) 
ساختار زبان فارسي در قالب زبان انگليسي (تداخل زبان 

مادري در يادگيري زبان خارجي).
پيچيدگي  از  ناشي  خطاهاي  ميان زباني:  خطاهاي  ب) 
ساختار زبان انگليسي (همانند كاربرد نادرست زمان افعال يا 

تطابق فعل و نهاد و...).
در مجموع، خطاهاي مشاهده شده در پاسخ به سؤال هاي 
اول و دوم از نوع خطاهاي درون زباني (گروه الف) و ناشي 
در  مقابل، خطاهاي مشهود  در  و  فارسي،  زبان  تداخل  از 
پاسخ به سؤال سوم از نوع خطاهاي ميان زباني (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، سريع ترين راه براي حل مشكل 

دانش آموزان محسوب مي شود.

چنين  مي توان  خطاها،  مسير  كردن  دنبال  و  پي گيري  با 
براي  نيز  خود  ذهنيات  از  دانش آموزان  كه  گرفت  نتيجه 
نشان دادن قالب خاص استفاده كرده اند. در همين رابطه، 
دانش آموزان  معتقدند كه وقتي  فارچ و كاسپر16 (1983) 
و  شكل  دارند،  نقص  خارجي شان  زبان  ساختارهاي  در 
وسيله ي  به  را  خارجي شان  زبان  پاسخ هاي  از  ساختاري 
قواعد دستوري كه بخشي از آن ها متعلق به زبان مادري شان 
است، مي سازند. بلوم ـ كولكا و لوينستون17 (1983) نيز 
بر اين اعتقادند كه تمامي فراگيرندگان زبان خارجي كار 
را با اين فرض شروع مي كنند كه براي هر كلمه در زبان 
اول، تنها يك معادل در زبان خارجي وجود دارد. فرض 
راهي  تنها  مادري  زبان  تكرار  يا  كلمه  به  كلمه  ترجمه ي 
به زبان  برقرار كردن  ارتباط  است كه زبان آموز مي تواند، 
به  بايد  دانش آموزان  كند.  آن تجربه  از طريق  را  خارجي 
خطاهاي خود واقف شوند و با سرعت به مرحله اي 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.
به  مربوط  شد،  ديده  آزمون  در  فراواني  به  كه  اشتباهاتي 
فرايندي بود كه بلوم ـ كولكا و لوينستون (1983) به آن اشاره 
. اصولاً، زبان آموزان تا زماني كه برابري ترجمه اي  كرده اند
را به كار گيرند، بر زبان خارجي تسلط پيدا نمي كنند. يكي 
از مسائل مهمي كه زبان شناسي و ترجمه شناسي را به هم 
با  همواره  ترجمه  يعني  معناست؛  بحث  مي كند،  نزديك 
معادل سروكار دارد، و معادل همواره با معنا، ولي ارتباط 
خارجي  زبان  بر  تسلط  است.  متقابل  ارتباطي  آن ها  بين 
شامل چند فرايند تدريجي است كه كنار گذاشتن برابري 
زبان  دستوري  ساختارهاي  استقلال  تثبيت  ترجمه اي، 
خارجي از موارد مشابه زبان اول، و توانايي فكركردن به 

زبان خارجي، از موارد مهم آن به شمار مي روند. 

تسلط بر زبان خارجي شامل چند فرايند 
تدريجي است كه كنار گذاشتن برابري 
ترجمه اي، تثبيت استقلال ساختارهاي 

دستوري زبان خارجي از موارد مشابه زبان 
اول، و توانايي فكركردن به زبان خارجي، 

از موارد مهم آن به شمار مي روند
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ساختار زبان خارجي در ذهن زبان آموزان به صورت داده 
تجمع  فرايند  بين  اما شكافي  تدريج شكل مي گيرد،  به  و 
اين  در  كه  همان گونه  دارد.  وجود  آن ها  سازمان دهي  و 
پژوهش نشان داده شد، زبان آموزان هنگام توليد پاسخ در 
زبان خارجي، به ساختارهاي زبان مادري شان براي توليد 

پاسخ هاي گفتاري و نوشتاري مراجعه مي كنند.

پيشنهادها 
با توجه به نتايج تحقيق مي توان در نتيجه گيري كلي چنين 
اذعان داشت كه منابع و كتب آموزشي، به ويژه در دوره ي 
راهنمايي، مي بايد با دربرگيري متون، تمرين ها و تكاليف 
درك  براي  دانش آموزان  به  كمك  راستاي  در  مناسب 
خطاهاي خود، و دست يابي به مرحله ي تفكيك تفكر در 
زبان اول و زبان خارجي، تدوين شوند، تا زبان آموزان به 
منظور تثبيت استقلال ساختارهاي دستوري زبان خارجي و 
فكر كردن به آن زبان، از به كارگيري برابري ترجمه اي در 

زبان خارجي خودداري كنند.
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«مهارت بين فرهنگي» 
در كتاب هاي درسي آموزش زبان  
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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   

چكيده
آموزش زبان خارجى در مدارس، به منظور آن است كه دانش آموزان با يك زبان و فرهنگ خارجى آشنا شوند و بتوانند ارتباطي صحيح به 
شكل مستقيم و غيرمستقيم با گويشوران آن زبان برقرار كنند؛ به گونه اي كه از ايجاد سوءتفاهم  هاى احتمالى پيش گيري شود. نوشته ي حاضر 
به بررسى كتاب  هاى آموزش زبان آلمانى دوره ي راهنمايى تحصيلي از منظر انتقال «مهارت بين فرهنگى» مى  پردازد و راهكارهايى را در اين 

خصوص ارائه مى  دهد. 
كليدواژه ها: مهارت بين فرهنگى، آموزش زبان خارجى، ارتباط، سوءتفاهم 
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مقدمه 
اوايل دهه ي 70 (قرن بيستم ميلادى) شرايطى ايجاد شد كه 
ترجمه  واژگان،  يعنى حفظ  سنتى،  به روش  زبان  آموزش 
جملات و آموزش قواعد دستورى، ديگر پاسخ گوى نيازهاى 
به  دوم،  جهانى  جنگ  از  پس  جديد  شرايط  نبود.  جامعه 
نظر سياسى،  از  نزديك تر شدن كشورها  مهاجرت مردم و 
برقرارى  انجاميد.  يكديگر  به  فرهنگى  و  اقتصادى  نظامى، 
جهش  و  ارتباط جمعى  وسايل  رشد  گسترده،  ارتباطات 
زبان هاى  آموزش  و  يادگيرى  اهميت  ديجيتالى،  رسانه  هاى 

خارجى را به شكل جدى و بسيار گسترده نمايان ساخت. 
آلمان، بررسى  از جمله  اروپايى  از كشورهاى  در بسيارى 
شناخت  هدف  با  خارجى  زبان  آموزش  سنتى  روش  هاى 
قرار  كار  دستور  در  آن ها  كردن  برطرف  و  ضعف  نقاط 
 ، گرفت. در نهايت، نظريه پردازان آموزش زبان  هاى خارجى
زبان  دستور  آموزش  بر  كه  سنتى  شيوه  هاى  ناكارامدى  به 
در  تغيير  با  و  بردند  پى  داشت  تأكيد  واژگان  حفظ  و 
برنامه  ريزى  هاى درسى، بر اهميت توانايى برقرارى ارتباط 

زبان  آموزان با متكلمان زبان مقصد، تأكيد ورزيدند. 

ارتباط بين زبان و فرهنگ
براى روشن شدن مفهوم «مهارت بين فرهنگى»، لازم است 
ابتدا در مورد ارتباط بين زبان و فرهنگ، توضيحاتى ارائه 
شود. البته نحوه ي اين ارتباط، در علومى مانند زبان شناسى و 
ترجمه شناسى، مبحث بسيار گسترده  اى را به خود اختصاص 
داده است. با توجه به گستردگى موضوع، در نوشته ي حاضر 
تنها بخش كوچكى از اين مبحث كه در ارتباط با موضوع 
اين مقاله است، مورد بحث قرار مى  گيرد. تعاريفى كه براى 
واژه ي «فرهنگ» ارائه شده اند، از نظريه  هاى  متفاوتى نشئت 
فرد،  هر  براى  واژه  ها  سنجش  و  مقياس  ملاك  مى گيرند. 

زمينه ي فرهنگى آن فرد است. 
واژه ي «فرهنگ» امروزه علاوه بر اين كه در علوم متفاوت 
و به شكل تخصصى مورد استفاده قرار مى  گيرد، در زندگى 
روزمره نيز به كار گرفته مى  شود. در واقع، واژه ي «فرهنگ» 
واژه  اى است با تعابير بسيار گسترده و بدون مرزهاى مشخص 
كه در تمامى زواياى زندگى اجتماعى و علمى انسان مورد 
و  صاحب نظران  از  كثيرى  عده ي  مى  گيرد.  قرار  استفاده 
 ، نويسندگان به تعريف و مرزبندى «فرهنگ» اهتمام ورزيده  اند
اما از آن جا كه موضوع اين مقاله بررسى تعاريف گوناگون 
«فرهنگ» نيست، لذا به يكى از متداول  ترين تعاريف كه در 

 ، حوزه ي آموزش زبان خارجى مورد استفاده قرار مى  گيرد
بسنده مى  كنيم: « فرهنگ مجموعه  اى از تفاوت  هاى بارز و 
اتفاقات در زندگى روزمره در خانواده هايى از قشر متوسط 
تا ضعيف اجتماعى است كه در محيطى به دور از تنش و در 
فرصت  هاى متفاوت رخ مى دهد؛ در كنار جغرافيا و تاريخ 

  .[Byram, 1989: 20] «سرزمين مورد مطالعه
دانست.  يكديگر  از  جدا  نمى  توان  را  «زبان»  و  «فرهنگ» 
كاربرد  آن  در  زبان  كه  فرهنگى  با  آشنايى  بدون  يادگيرى، 
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 نمى  توان آن ها را ناديده گرفت.
هومبولت1 معتقد است كه افراد در سايه ي زبان مادرى خود 
مى  انديشند و در جايى مى  گويد: «زبان زاييده ي روح اقوام 
است» و نمى  توان انديشه و به عبارتى «فرهنگ» يك جامعه 
نظريات   .[Storge, 1998: 27] كرد.  جدا  آنان  زبان  از  را 
ژان  و  ويگاتسكى 2  لئو  از  خصوص  اين  در  نيز  ديگرى 
پل سارتر3 وجود دارد كه معتقد هستند، زبان و انديشه ي 
متكلم، دو جزء لاينفك هستند و در ارتباط تنگاتنگ قرار 
دارند. نمى  توان به زبان و متكلم به عنوان دو جزء جدا از 
هم مانند فاعل و مفعول نگريست. هم چنين، مارتين لوتر4 
و فرانسيس بيكن5 به 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 ترجمه ي لغت به لغت جملات و رعايت قواعد دستورى 
زبان خارجى، امكان انتقال پيام وجود داشته باشد، بايد ديد 
متوجه خواهد  كامل  به طور  را  متكلم  منظور  آيا مخاطب، 
انتقال پيام از يك زبان به زبان ديگر و برقرارى  شد. اگر 
ارتباط با گويشوران يك زبان خارجى با استفاده از روش 
ا  ب مى  توانستند  فراگيرندگان  آن گاه  بود،  امكان  پذير  فوق 
استفاده از كتاب دستور زبان و لغت  نامه  هاى دو زبانه، زبان 
خارجى مورد نظر را به راحتى فرا گيرند و ديگر به برگزارى 
دوره  هاى آموزشى متنوع و تأليف منابع گوناگون و وسايل 

كمك آموزشى و غيره نيازي نبود. 
وجود  مى  سازد،  مشكل  را  كلامى  ارتباط  برقرارى  آن چه 
تفاوت  هاى فرهنگى و تعابير و برداشت  هاى متفاوت بين 
ز  متكلم و مخاطب است؛ به نحوى كه هرچه فرهنگ  ها ا
يكديگر دورتر و متفاوت  تر باشند، مشكل ارتباطى نيز بيشتر 
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خواهد بود. براي مثال، نحوه ي مورد خطاب قرار دادن افراد 
با توجه به سن، جايگاه اجتماعى، رابطه ي ميان متكلم و 
مخاطب، مناسبت  هاى گوناگون و... در هر فرهنگ، متفاوت 
است. بي توجهي به ظرافت  ها و تفاوت  هاى فرهنگى، باعث 
ايجاد سوءتفاهم خواهد شد و انتقال پيام را با مشكل مواجه 

خواهد ساخت.
سوين8،  ساويگنون7،  هايمز6،  دل  مانند  افرادى  نظرات   
«توانش  عناوين   با  كه  اشتيراشتورفر11  گرينگ10،  كنيل9، 
 ، مى  شوند شناخته  فرهنگى»13  بين  «مهارت  و  ارتباطى»12 
در علم آموزش زبان، تحولى اساسى به وجود آوردند. بر 
اين اساس، تسلط كامل بر يك زبان خارجى چيزى فراتر 
و  است  زبان  يك  واژگان  و  دستورى  قواعد  يادگيرى  از 
زبان آموز بايد بداند چگونه متكلمان يك زبان از آن استفاده 

مى كنند. [دوستى زاده، 1387: 69].
هم چنين، مى توان به نظرات كناپ ـ پوتهوف14، پيتر دوى15 
و برند ديتريش مولر16، درخصوص «مهارت بين فرهنگى» 
در فهم و كاربرد زبان خارجى اشاره كرد. در نظرات افراد ياد 
شده، آن چه بيش از همه مشهود است، تأكيد آنان بر آشنايى 
زبان آموزان با «مهارت بين فرهنگى» است كه نه تنها مانع بروز 
ن  سوءتفاهم   در ارتباطات كلامى مى شود، بلكه به زبان  آموزا
مى  آموزد، نظرات مخالف و متفاوت را تحمل كنند و توانايى 
و  گفت وگو با ساير تمدن  ها و ملل و آشنايى با ساير فرهنگ  ها 

.[Volkmann, 2002: 16-17] سنن را به دست آورند
آن چه ضرورت آشنايى با فرهنگ و جامعه را در كنار آموزش 
زبان خارجى مورد تأكيد قرار مى  دهد، تشكيل جوامع چند 
مليتى، گسترش سريع ارتباطات و افزايش تعاملات بين المللى 
ى  است. امروزه به عقيده ي متخصصان، زبان صرفاً نظام بسته  ا
از قواعد دستورى و مجموعه ي واژگان نيست و صرف نظر از 
ساخت  هاى نحوى و واژگان، بازتاب تفكرات، آداب و رسوم 
و به طور كلى فرهنگ خاص يك جامعه ي زبانى نيز هست. 
به عبارت ديگر، زبان هر ملتى، مجموعه  اى از واژگان و قواعد 
دستورى خاص آن زبان در بستر فرهنگى همان زبان است 

[حقانى، 1384: 112].  
«مهارت بين فرهنگى» در آموزش زبان خارجى به طور كلى 
به معناى توانايى و مهارت يافتن زبان  آموزان در تشخيص 
يافتن  بيگانه و  تفاوت  هاى فرهنگ خودى و  از  آگاهى  و 
ى  مناسب  ترين رفتار و گفتار در مواجهه با تفاوت  هاى فرهنگ
ى  برداشت  ها يا  و  سوءتفاهم  بروز  از  مانع  كه  نحوى  به 
ناخواسته از سوى مخاطبان شود مى  باشد. آشنايى با «زبان 

خارجى» و «فرهنگ و جامعه» دو ركن اساسى «مهارت بين 
تاريخ،  ادبيات،  زبان،  با  آشنايى  و شامل  فرهنگى» هستند 
رفتارهاى اجتماعى، ساختار سياسى، قوانين حقوقى، اديان و 
مذاهب، اقليت  ها، جغرافيا و تقسيم بندى كشورى مى  گردد. 
(فولكمن، 15ـ12) زبان  آموزان علاوه بر آشنايى با دستور 
زبان، واژگان و قواعد جمله سازى با مبانى فوق نيز مأنوس 
مى گردند و در برقرارى ارتباط با گويشوران زبان مقصد، 

كمتر دچار سوءتفاهم مى  شوند.                   

آموزش زبان آلمانى در دوره ي راهنمايى تحصيلي
در  آلمانى  زبان  آموزش  درخصوص  حاضر  پژوهش  در 
دوره ي راهنمايى در مدارس ايران، كتاب  هاى آموزش زبان 
آلمانى از نقطه نظر چگونگى انتقال «مهارت بين فرهنگى» 

مورد بررسى قرار گرفت.
آموزش زبان خارجى در مدارس ايران، شامل آموزش زبان 
مدارس،  اغلب  در  البته  است.  آلمانى  و  فرانسه  انگليسى، 
ناچيزى  بسيار  درصد  و  مى  شود  ارائه  انگليسى  زبان  تنها 
فرانسه  و  آلمانى  زبان  هاى  فراگيرى  به  دانش    آموزان،  از 
نظام  در  آلمانى  زبان  آموزش  سابقه ي  مى  پردازند. 
 . آموزش وپرورش ايران به قبل از جنگ جهانى دوم برمى  گردد
ى  فن هنرستان  هاى  در  آلمانى  زبان  آموزش  زمان،  آن  در 
متداول بود. پس از پيروزى انقلاب اسلامى، تدريس زبان 
آلمانى با هدف ايجاد تغيير در سياست آموزش تك زبانى در 
مدارس ايران از سال 1362 در دوره ي راهنمايى و با كمك 
ى  برنامه  ريز و  پژوهش  «سازمان  جديدالتأليف  كتاب  هاى 
آموزشى» وزارت آموزش وپرورش مجدداً از سرگرفته شد. 
در حال حاضر نيز، آموزش زبان آلمانى در برخى از مدارس 
كشور به وسيله ي كتاب هاي يادشده صورت مى    پذيرد [گروه 

برنامه ريزي درسى زبان آلمانى، 1381: 3].

آن چه برقرارى ارتباط كلامى را 
مشكل مى  سازد، وجود تفاوت  هاى 
فرهنگى و تعابير و برداشت  هاى 

متفاوت بين متكلم و مخاطب است؛ به 
نحوى كه هرچه فرهنگ  ها از يكديگر 

دورتر و متفاوت  تر باشند، مشكل 
ارتباطى نيز بيشتر خواهد بود
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انتقال «مهارت بين فرهنگى»  بررسى چگونگى آموزش و 
به دانش  آموزان، از طريق تجزيه و تحليل كتاب  هاى يادشده 
انجام شد. در «برنامه ي توسعه ي آموزش زبان، سال 1381» 
سازمان  درسى»  كتب  تأليف  و  برنامه  ريزى  «دفتر  در  كه 
پژوهش و برنامه  ريزى آموزشى تهيه شده است، ضرورت 
 ، سياسى بخش  هاى  در  را  ملل  ساير  با  ارتباط  برقرارى 
اجتماعى و اقتصادى، به منظور كارامدى و موفقيت بيشتر در 
عرصه ي جهانى شدن، مورد تأكيد قرار مى  گيرد و تسلط بر 
زبان  هاى خارجى و مهارت  هاى فناورى اطلاعات به عنوان 
كليد برقرارى اين ارتباط، معرفى مى  شود. از اين رو،  وزارت 
(انگليسى،  زبان  هاى خارجى  آموزش  به  آموزش وپرورش 

آلمانى و فرانسه) اهتمام ورزيده است [همان، ص 2]. 
جوهر  و  روح  انتقال  به  ملت  ها  علاقه مندى  هم چنين، 
ى  ارزش  هاى فرهنگى خود و آشنايى با فرهنگ  ها و انديشه  ها
گوناگون كه آموزش زبان خارجى از ضروريات آن است، و 
آشنايى زبان  آموزان با جنبه  هاى مثبت فرهنگ آلمان كه نظم 
و انضباط از جلوه  هاى بارز آن است، به منظور ايجاد ارتباط 
قرار  تأكيد  مورد  بروز سوءتفاهم،  از  صحيح و جلوگيرى 

گرفته است [همان، ص 2 و 5].
زبان  آموزش  ارزشى  حيطه ي  و  كلى  اهداف  برنامه،  اين 
خارجى را آشنايى با اديبان آن كشور، دست يابى به منابع 
علمى، فرهنگى و فناورى كشورهاى ديگر، درك لزوم و 
نياز به فراگيرى زبان  هاى خارجى براي راه يابى به دنيايى 
براي  ميان ملل مختلف  به گفت وگوى  نهادن  ارج  جديد، 
انتقال علوم، و تفاهم با هم نوعان خارجى عنوان كرده است 
[همان، ص 7]. با توجه به آن چه در «برنامه ي آموزش زبان 
آلمانى» در مدارس عنوان شد، توجه به انتقال «مهارت بين 
فرهنگى» به دانش آموزان، امرى بسيار ضرورى و يكى از 

اهداف آموزش زبان محسوب مي شود. 

بررسى كتاب  هاى آموزش زبان آلمانى دوره ي 
راهنمايى تحصيلي

خارجى،  زبان  آموزش  حوزه ي  گستردگى  به  توجه  با 
ش  آموز كتاب  هاى  بررسى  براي  گوناگونى  شيوه    نامه  هاى 
زبان از زواياى متفاوت وجود دارد؛ براي مثال، هوير، مولر 
و شرى، 1973؛ پيپو، 1975؛ رايزنر، 1978؛ فيلاو، 1981؛ 
كولديك، 1981؛ برتولتى و دالت 1984؛ انگلس، 1977 و 
1979. البته معيارهاى بررسى كتاب  هاى آموزش زبان، نسبى 
و غالباً تك بعدى و وابسته به معلم، متعلم و منبع آموزشى 

هستند. با توجه به هدف اين مقاله كه بررسى انتقال «مهارت 
ش  بين فرهنگى» است، شيوه  نامه ي بررسى كتاب  هاى آموز
ى  زبان كروم، (1985: 105- 100) كه در بررسى مؤلفه  ها
فرهنگى كاربرد دارد و شيوه نامه ي كاست (1994: 42-88)، 
براى بررسى تصاوير موجود در منابع درسى، در نظر گرفته 
راهنمايى،  دوره ي  آلمانى  زبان  آموزش  كتاب  هاى  شدند. 
سه  شامل  آموزش وپرورش  وزارت  جديد  برنامه ي  طبق 

كتاب مجزاست: 
� آلمانى 1، كد 113، 64 صفحه، 1385.
� آلمانى 2، كد 129، 65 صفحه، 1383.
� آلمانى 3، كد 145، 82 صفحه، 1386.

زمان اختصاص  يافته به آموزش زبان در دوره ي راهنمايى 
جمعاً 10 ساعت در هفته است كه در سال اول دو ساعت 
و در سال هاى دوم و سوم چهار ساعت در هفته به آموزش 
دوره ي  طى  دانش آموزان  مى  شود.  پرداخته  آلمانى  زبان 
كتاب،  هر  مى  شوند.  آشنا  لغت   900 با  حدوداً  راهنمايى 
مباحث  نقاشى شده،  تصاوير  همراه  به  درسى  متن  شامل 

دستور زبان و تمرين  هاى مربوط به آن هاست. 
در  موجود  متون  فرهنگى،  مؤلفه  هاى  بررسى  منظور  به 
كتاب  هاى يادشده بر پايه ي سه محور برگزيده از شيوه  نامه ي 
به شرح زير، مورد  بررسى كتاب  هاى آموزش زبان كروم 

تحقيق قرار گرفت:
1. زندگى روزمره 

2. اطلاعات جامعه شناسي عمومي
3. مناسبت  هاى ملى، فرهنگى و مذهبى 

نتايج حاصل از بررسى و مطالعه ي منابع آموزشى يادشده بر 
اساس پرسش  هاى فوق بدين قرار است:

� در كتاب  هاى آموزش زبان آلمانى دوره ي راهنمايى، از 
مسائل و موضوعات مربوط به زندگى شهرى يك خانواده ي 

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، اقليت  ها، 
جغرافيا و تقسيم بندى كشورى 

مى  گردد
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متن  تهيه ي  براى  تهران  در  جامعه  متوسط  قشر  از  ايرانى 
روزانه،  خريد  مانند  مواردى  است.  شده  استفاده  دروس 
مطرح  آن  نظاير  و  منزل  امور  فراغت،  اوقات  مدرسه، 
د  مى  شوند. تمامي وقايع در ايران و در شهر تهران رخ مى  دهن
و هيچ گونه اشاره  اى به زندگى روزمره ي مردم كشورهاى 

آلمانى زبان نمى  شود.  
� كتاب  هاى آموزشى با كد 113، 129و 145 فاقد هرگونه 
نقشه ي جغرافيايى مربوط به آلمان و يا كشورهاى آلمانى 
زندگى  كه  تصويرى  يا  عكس  هيچ گونه  و  هستند  زبان 
اجتماعى آن كشورها را به نمايش بگذارد، در اين كتاب ها 

مشاهده نمى شود.
� در كتاب  هاى يادشده، هيچ گونه مطلب يا موضوعى كه 
ن  دانش  آموزان را با آداب و رسوم مردم كشورهاى آلمانى  زبا
ى  آشنا كند، به چشم نمى  خورد. به مسائلى مانند مناسبت  ها
مذهبى يا اجتماعى، نحوه ي برگزارى مراسم سال نو، اعياد 
حتى  يا  فرهنگى  مسائل  است.  نشده  اشاره   ... و  مذهبى 
آلمان  و  ايران  كشور  دو  مردم  ميان  فرهنگى  تفاوت  هاى 
به طور كلى ناديده گرفته شده اند. حتى نام و نام خانوادگى 
فارسى  زبان  معمول  و  متداول  نام  هاى  ميان  از  نيز  افراد 

انتخاب شده اند.
بررسي دقيق و تحليل عميق فرهنگ هاي مبدأ و مقصد و 
گزينش موضوعات و محتوا مبتني بر اصول و اهداف برنامه ي 
درسي در هنگام تأليف كتاب هاي درسي زبان هاي خارجي 
فرهنگ  به  بي توجهي  زيرا  است.  مؤلفان  وظايف  ازجمله 
بومي و حذف  ارزش هاي  به  نكردن  توجه  معناي  به  مبدأ 
فرهنگ هاي مقصد به معناي سردرگمي زبان آموز در برقراري 
ارتباط با متكلمان زبان هاي 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 ترجمه ي واژگان، زبان  آموزان را براى رويارويى 
مستقيم و غيرمستقيم با حقايق فرهنگى كشور مقصد آماده 
كند و توانايى درك تفاوت ها و شباهت  هاى فرهنگى را در 

وى به وجود آورد.  

تصاوير كتاب هاى آموزش زبان آلمانى دوره ي 
راهنمايى تحصيلي

خارجى  زبان  آموزش  كتاب  هاى  تصاوير  تعداد  امروزه 
يافته  افزايش چشم گيرى  با كتاب  هاى قديمى  در مقايسه 
از  هستند.  رنگين  تر  كتاب  هاى جديد  كلى،  به طور  است. 

منظرهاى گوناگون، دلايل متفاوتى براى وجود تصوير در 
كتاب هاى آموزش زبان خارجى مطرح شده است. وجود 
تصوير در منابع آموزش زبان از نظر اشتورم داراى چند 

علت عمده است:
� آشنايى با مؤلفه  هاى فرهنگى؛

� ايجاد سهولت در انجام تمرين  هاى درسى؛
� كمك به فهم بهتر مطالب دستورى؛ 

� ساده كردن فرايند يادگيرى؛
.[Kast, 1994: 85] زيباسازى كتاب  هاى آموزشى �

 آ ن چه در مورد گزينش تصاوير اهميت دارد، مرتبط بودن 
تصاوير با مطالب و متون درسى از يك سو و رعايت معيارها 
و ارزش  هاى فرهنگى مخاطبين و تناسب تصاوير با سن و 

جنس زبان  آموزان از سوى ديگر است [همان، ص 86].
آلمانى  زبان  آموزش  كتاب  هاى  در  كه  تصاويرى  تعداد 
دوره ي راهنمايى به صورت نقاشى رنگى به چاپ رسيده، 
288 عدد است. در كتاب آلمانى سال اول دوره ي راهنمايى 
125، در كتاب سال دوم 112 و در كتاب سال سوم 51 
تصوير وجود دارد. تصاوير موجود در كتاب هاي آموزش 
زبان آلمانى دوره ي راهنمايى، افراد، نقش  ها و وقايع موجود 
در متون درسى را به تصوير كشيده  اند و ارتباط تنگاتنگى با 
متون درسى دارند. اين تصاوير، جنبه  هاى متفاوت جامعه ي 
ش  ميوه  فرو مثال،  براي  مى  گذارند.  نمايش  به  را  ايرانى 
سنتى  (بقالى)  خواربارفروشى  سنگكى،  نانوايى  دوره  گرد، 

ايرانى، تاكسى  هاى ايرانى و غيره. 

راهكارهايى جهت انتقال «مهارت بين فرهنگى» 
آلمانى  زبان  آموزش  كتاب  هاى  بررسى  نتايج  به  توجه  با 
راهكار  چند  كروم،  شيوه  نامه ي  منظر  از  راهنمايى  دوره ي 
اساسى براي بهبود وضعيت انتقال «مهارت بين فرهنگى» در 

 : كتاب هاي ياد شده پيشنهاد مى  شود
� معرفى خانواده  هاى آلمانى و ايرانى و مقايسه ي زندگى 
روزمره اين دو با يكديگر، ساختار خانوادگى، نقش اعضاى 
خانواده، ارتباط اعضا با يكديگر، نحوه ي خطاب قرار دادن 
يكديگر، اوقات فراغت و مشغله ي اعضا، آشپزى و غذاهاى 
ملى، چگونگى برقرارى ارتباط با بستگان و ايجاد زمينه ي 
ى  برا شباهت  ها  و  تفاوت  ها  درخصوص  بحث  و  مقايسه 
زبان  آموزان، به نحوى كه زبان  آموز از فرهنگ خانواده ي ايرانى 
خودى آگاه  تر شود و با ساختار و شرايط حاكم بر خانواده ي 
آلمانى آشنايى پيدا كند و توانايى درك و رويارويى با مسائل، 
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و حل مستقل سوءتفاهم  هاى احتمالى را به دست آورد.
� ارائه ي اطلاعات در مورد شرايط جغرافيايى، آداب و رسوم 
 ، محلى و سنت  ها در مناطق گوناگون كشور  هاى آلمانى  زبان
ى  آب وهوا، اسامى شهر  ها، رشته  كوه ها، درياها و رودخانه  ها
دام دارى،  كشاورزى،  جمعيت،  پراكندگى  نحوه ي  مهم، 
سياسى  ساختار  اقتصادى،  قطب  هاى  معرفى  و  باغ دارى 
معروف،  و  بزرگ  علمى  مراكز  و  دانشگاه  ها  فرهنگى،  و 
گويش  ها و گونه  هاى زبانى كه همگى ريشه در فرهنگ يك 
جامعه ي زبانى دارند، مى  تواند باعث ارتقاى دانش زبان آموز 
در مورد كشور زبان مقصد شود. بدين ترتيب، بافت فرهنگى 

و اجتماعى نيز مورد بررسى قرار مى  گيرد.
� چاپ تصاوير مستند از زواياى گوناگون زندگى اجتماعى، 
طبيعت،  گوناگون،  شهرهاى  اقتصادى،  سياسى،  فرهنگى، 
 ، جغرافيايى نقشه  هاى  اجتماعى،  و  فرهنگى  مناسبت  هاى 

مكان  هاى تاريخى و باستانى.
علاوه بر موارد فوق مى  توان با توجه به انعكاس ويژ  گى  هاى 
تهيه ي  براى  متون  اين  از  ادبى،  متون  در  جامعه  فرهنگى 
مواد آموزشى و تنظيم متن درس ها استفاده كرد. بدون شك 
استفاده از ادبيات كلاسيك و مدرن، معرفى اديبان و اشاره 
ن  به تاريخ ادبيات نيز در ارتقاى دانش فرهنگى زبان  آموزا

مفيد خواهد بود.

نتيجه  گيرى
از  هدف  آموزش و پرورش،  وزارت  درسى  برنامه ي  در 
آموزش زبان آلمانى، برقرارى ارتباط با كشورهاى آلمانى 
به  ايرانى  فرهنگ  ارزش  هاى  جوهر  انتقال  هدف  با  زبان 
ن  دانش  آموزا آشنايى  و  آلمانى  فرهنگ  و  زبان  گويشوران 
ايرانى با زبان، فرهنگ و انديشه ي آلمانى عنوان شده است. 
اين امر بدون در نظر گرفتن «مهارت بين فرهنگى» تحقق 
 ، ديگر فرهنگ  هاى  با  ارتباط  برقرارى  نمى  پذيرد. 
از  بيگانه و جلوگيرى  و  فرهنگ خودى  مستلزم شناخت 
سوءتفاهم  هاى فرهنگى مى  باشد. در اين نوشته، كتاب  هاى 
آموزش زبان آلمانى دوره ي راهنمايى از منظر انتقال «مهارت 
بين فرهنگى» مورد بررسى قرار گرفته و راهكارهايى نيز 
بين  «مهارت  با  زبان آموزان  آشنايى  بهبود  درخصوص 
فرهنگى» ارائه شده است. از آن جا كه امكان انتقال «مهارت 
ميسر  دانش آموزان  براى  واقعى  محيط  در  فرهنگى»  بين 
و  نيست، اين امر بايد در كلاس  هاى درس و با برنامه  ريزى 

مطالعه ي دقيق و جامع انجام گيرد. 

* Many thanks to the “Resea rch Center for Foreign 
Languages” (ReCellt) at the University of Tehran
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كنفرانس ها؛ 
يكي از مهم ترين منابع 
آموزشي براي دبيران

اشاره
هشتمين كنفرانس «انجمن استادان زبان و ادبيات انگليسي» 
(TELLSI)، 23-21 آبان ماه در دانشگاه الزهرا برگزار شد. 
مجله ي «رشد آموزش زبان»، به منظور ايجاد ارتباط و تعامل 
هرچه بيشتر با شركت كنندگان، در اين كنفرانس حضوري 
فعال داشت. از جمله توانستيم با سركار خانم دكتر سيده 
سوسن مرندي، دبير محترم كنفرانس، درخصوص تاريخچه 
و نحوه  ي عملكرد انجمن مزبور به گفت وگو بنشينيم كه 

گزارش آن در ادامه تقديم علاقه مندان مي شود.
دكتر سيده سوسن مرندي متولد آمريكاست و تا 10 سالگي در 
آن جا زندگي مي كرد. بعد از انقلاب به اتفاق خانواده ي خود 

به ايران بازگشت. وي دانش نامه ي ليسانس خود را در رشته ي 
زبان و ادبيات انگليسي از «دانشگاه تهران» و كارشناسي ارشد و 
دكتراي خود را در زمينه ي آموزش زبان از همان دانشگاه اخذ 
كرد. مدت چهار سال مدير گروه زبان انگليسي دانشگاه الزهرا 
بود. هم اكنون عضو هيئت علمي دانشگاه الزهرا و هم چنين، 
عضو هيئت مديره ي انجمن استادان زبان و ادبيات انگليسي 
فعاليت  بين المللي  و  ملي  كنفرانس هاي  در  عموماً  است. 
چشم گيري دارد و سال هاست به اتفاق اعضاي گروه زبان 
دانشگاه در زمينه ي آموزشي زبان با استفاده از رايانه و يا همان 
فعاليت   «Computer Assessted Language Learning»

مي كند.
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گفت وگو با خانم دكتر سيده سوسن مرندي، دبير كنفرانس «انجمن زبان و ادبيات انگليسي»

هشتمين كنفرانس استادان زبان و ادبيات انگليسي، اتاق سخنراني 
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مديره ي  هيئت  عضو  سركار  اين كه  به  توجه  با   
TELLSI هستيد، لطفاً برايمان از تاريخچه و فعاليت هاي 

فعلي انجمن بگوييد.
� البته بنده دو سال است كه عضو هيئت مديره ي انجمن 
استادان زبان و ادبيات انگليسي هستم و تجربه ام از ساير 
دوستان كمتر است. يعني ترجيح دارد در اين زمينه از دوستان 
ديگر سؤال بفرماييد. در مورد فعاليت هاي فعلي آن چه كه به 
بنده مربوط مي شود، كيفي كردن آزمون MCHA است 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 گروه هاي تخصصي 
از سوي سازمان ها  پروژه اي  اين صورت چنان چه  در  بود. 
به انجمن واگذار شود كه با زمينه ي فعاليت هاي گروه هاي 
تخصصي انجمن سازگاري داشته باشد، مي تواند آن ها را به 
انجام برساند. همان طور كه گفتم، چون اين دو موضوع را 

خودم پيشنهاد دادم، در حال پي گيري آن ها هستم.
كه  هشتم  كنفرانس  راه اندازي  نحوه ي  درخصوص   
انتخاب شده،  تعداد  بوديد، موضوعات  سركار دبير آن 

مقالات رسيده و مقالات ارائه نشده توضيح بفرماييد.
� در كنفرانس هفتم كه در يزد برگزار شد، اعلام كردند 
از  برگزار خواهد شد.  الزهرا  دانشگاه  در  بعدي  كنفرانس 
آن جا كه دانشگاه الزهرا در زمينه ي آموزش زبان با استفاده 
از رايانه تجارب زيادي دارد، موضوع كنفرانس  را با همين 

عنوان انتخاب كرديم.
براي كنفرانس هشتم در مجموع 600 چكيده به دبيرخانه ي 
14 آن ها در ارتباط با موضوع كنفرانس  كنفرانس رسيد كه 
بود. به منظور ارزيابي اين 600 چكيده، آن ها را براي 50 
تن از استادان دانشگاه هاي سراسر كشور، اعم از دولتي و 
آزاد، فرستاديم كه 30 نفر به درخواست ها پاسخ دادند. تمام 
چكيده ها توسط دو نفر مورد ارزيابي قرار گرفتند. آن دسته 
از چكيده هايي كه مثبت ارزيابي شدند، پذيرفته و آن دسته 
كه منفي ارزيابي شده بودند رد شدند. در مورد بعضي از 
چكيده ها كه در ارزيابي آن ها 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، مقاله اي كه در ارتباط با موضوع كنفرانس 

بود، انتخاب شد.
از  استفاده  با  زبان  «آموزش  مورد  در  چكيده  حدود 150 
به طور  كه  داشتيم  سخن راني   121 شد.  پذيرفته  رايانه» 
هم زمان در 10 اتاق سخن راني كردند. سه سخن ران كليدي1 
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 11 كارگاه 
مورد  در  نيز  كارگاه  دو  و  كنفرانس  موضوع  با  ارتباط  در 
ي  «تجزيه و تحليل انتقادي گفتمان»2 و مدل معادله  ي آمار
 29 ارائه ي  و  سمپوزيوم  دو  برگزاري  شد.  اجرا   3«SEM»

پوستر در دو نوبت،  ديگر فعاليت هاي اين كنفرانس بودند.
 سخن رانان كليدي مدعو شما چه كساني بودند و بر 

چه اساسي انتخاب شده بودند؟
� اولين سخن ران آقاي دكتر حسين فرهادي از «دانشگاه 
آمريكايي ارمنستان» بود. ايشان از استادان صاحب نظر در 
هستند.  كشور  داخل  و  خارج  در  آزمون سازي  زمينه ي 
موضوع مقاله ي ايشان مقابله ي روش تحقيق كمي و كيفي 
بود كه امروزه براي دانشجويان دوره هاي كارشناسي ارشد و 

دكترا بحث انگيز است.

دومين سخن ران كليدى، خانم دكتر كريستين بوئر رمضانى 
بود. ايشان استاد آموزش زبان با استفاده از رايانه هستند. بنده 
با ايشان از طريق دوره هاى مجازى آشنا شدم و دوره هاى 

دكتر سيده سوسن مرندي
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مجازى را زير نظر ايشان گذراندم. هم چنين به عنوان دستيار 
پروژه ى  چند  هم  با  و  بودم  ايشان  خدمت  در  تدريس 

بين المللى ارائه كرديم.
نفر سوم آقاى دكتر نساجى از «دانشگاه ويكتوريا» بود كه 
در زمينه ى آموزش دستور زبان انگليسى به روش ارتباطى 
سخن رانى كرد. ايشان به  نظريه هاى آموزش دستور زبان 
به روش  آموزش دستور  در دهه هاى گذشته و هم چنين 
ارتباطى اشاره كرد. در ادامه ايشان به پيشرفت هاى اخير در 
زمينه ى آموزش دستور زبان از طريق ارتباطى و گزينه هاى 
گوناگون آموزشى براى تحقق بخشيدن آن ها در كلاس هاى 

درس، اشاره نمود.
در  تأثيرى  چه   TELLSI كنفرانس هاى  شما  نظر  به   
بهبود آموزشى زبان، به ويژه در آموزش و پرورش دارد؟
آموزش  پرورش  و  آموزش  در  اين كه  به  توجه  با   �
مهم ترين  از  يكى  مى شود،  برگزار  به ندرت  ضمن خدمت 
منابع آموزشى براى دبيران همين كنفرانس هاست كه باعث 
با  اين طريق  از  آن ها  دبيران مى شود.  بين  انگيزه  و  نشاط 
و  مى شوند  آشنا  صاحب نام  استادان  و  جديد  ايده هاى 
اطلاعاتشان به روز مى شود. شايد شركت در كنفرانس براي 
روزمرگى  دچار  مى كنند  احساس  كه  دبيرانى  از  دسته  آن 
شده اند و يا اعتقاد دارند كه سركلاس خيلى نمى توان كار 

كرد، تغيير نگرش و انگيزه ايجاد كند.
 به نظر شما چگونه مى توان ارتباط معلمان زبان را با 

انجمن و كنفرانس هاى سالانه ى آن تقويت كرد؟
� سؤال خوبى است. به خاطر مى آورم آموزش و پرورش 
كنم.  شركت  جلساتي  در  بود  خواسته  من  از  نوبت  چند 
يكى از اين جلسات در ارتباط با كتاب درسى بود و اين كه 
چگونه مى توان آن ها را اصلاح كرد. يا در جلسه ى مربوط به 
سند ملى آموزش و پرورش دعوت شدم. در تمام جلسات 
و  آموزش  مورد  در  مى خواهيم  اگر  كه  بود  اين  تأكيدم 
پرورش تصميم بگيريم، بايد از معلمان نمونه ى آموزش و 
پرورش دعوت كنيم؛ آن هايى كه سر كلاس درس مى روند 
و 20 يا 30 سال سابقه ى تدريس دارند. آموزش و پرورش 
دبيراني دارد كه در سطح كارشناسى ارشد و دكترا هستند. از 

وجود اين عزيزان به درستي مى توان استفاده كرد.
در  دكترا،  درجه ى  گرفتن  محض  به  دبيران  اين  متأسفانه 
علوم مى روند.  به وزارت  و  نمى مانند  پرورش  و  آموزش 
بيشتر  (دريافتى شان)  دارند، چون حقوقشان  البته حق هم 
كافى  حد  به  به علاوه،  مى شود.  كمتر  كارشان  ساعات  و 

مورد احترام و قدردانى نيز قرار مى گيرند. اميدوارم كم كم 
انجمن با آموزش و پرورش ارتباط نزديك ترى بگيرد تا در 
برنامه ريزى ها و ساير موارد تعامل و همكارى مؤثرى بين 

آن ها برقرار شود.
 نظر شما در مورد «رشد آموزش زبان» چيست؟ حضور 

اين مجله را در كنفرانس چگونه ارزيابى مى كنيد؟
� مجله ى رشد آموزش زبان كارش را خيلى خوب انجام 
بايد علمى ـ  نشريات  كه همه ى  ندارم  اعتقاد  مى دهد. من 
پژوهشى باشند. تعداد مجلاتى مثل رشد آموزش زبان كه 
علمى ـ ترويجى است، بايد بيشتر از اين ها باشد. ما در حال 
به  متأسفانه  داريم.  نياز  بيشتر  مجلات  نوع  اين  به  حاضر 
مى شوند،  درج  پژوهشى  علمى ـ  نشريات  در  كه  مقالاتى 
امتياز بيشترى تعلق مى گيرد. واقعيت اين است كه خيلى 
از مطالبى كه معلمان نياز دارند، در نشرياتى كه مطالبشان 
روزمره ى  مشكلات  با  ملموس  به طور  و  است  كاربردى 

دبيران مرتبط هستند، درج مى شود.
حضور مجله در اين كنفرانس باعث مسرت و خوش حالى 
من شد. خيلى خوش حال  شدم كه آقاى دكتر عنانى، سردبير 
كه  است  افتخار  باعث  ما  براى  افتادند.  فكر  اين  به  مجله 
در خدمت اين عزيزان باشيم. حقيقتش من اين نشريه را 
دوست دارم و چند بار كه موضوعات آن را ديده ام، به نظرم 
مفيد آمد. احساس مى كنم ارتباط ما با مجله كافى نيست 
و به اندازه ى كافى در دست رس قرار نمى گيرد. حتماً بين 
معلمان آموزش و پرورش بيش تر توزيع مى شود. اما فكر 
مى كنم بهتر است ارتباط دوسويه باشد. همان طور كه ما به 
سوى دوستان دست دراز مى كنيم، دوستان هم بايد افكار، 
ايده ها و نظرياتشان را به ما بدهند و به ما كمك كنند كه در 

مسير درست حركت كنيم.
اكبر  سيد  دكتر  آقاى  مرحوم  از  يادي  كنيم  اين جا  در 
زمينه ى  در  مقاله اى  بودند،  گفته  من  به  ايشان  ميرحسنى. 
«آموزش زبان با استفاده از رايانه» تهيه كنم كه متأسفانه به 

فاصله ى كمى بعد درگذشتند. خدا بيامرزدشان.
برنامه هاى  فراوان، مديريت گروه و  دليل مشغله ى  به  من 
كنفرانس، تاكنون نتوانستم مقاله اى براى مجله ى شما تهيه 

كنم. ان شاءاالله در آينده همكارى بيشترى داشته باشيم.

پي نوشت
Keynote Speakers .1

Critical Discourse Analyses .2
Structural Equastion Modeling .3
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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. 

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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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 

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/.

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 
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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.

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.

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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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 project-
based 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), non-
verbal 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 

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

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.

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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ايده ها، تجربيات، پيشنهادهاى
دبيران و مدرسان آموزش زبان

همان طور كه مى دانيد در بخش رشد و معلم مطالبى در حوزه ى آموزش زبان كه حاوى نظريات، ايده ها، تجربيات 
و پيشنهادهاى ارسالي از سوي دبيران و مدرسان است، به چاپ مي رسد. مجله ى 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 
 Use of Video Recordings of Spoken Presentations by ESL/EFL» اين شماره مقاله اى ارائه مي شود تحت عنوان

Students in an Iranian University» از آقاى محمدامين مذهب از دانشگاه خاتم كه تقديم علاقه مندان مى گردد.

چكيده
شايد مهم ترين هدف يادگيرى زبان در جهان كنونى، برقرارى ارتباط با ديگران است كه يكى از شيوه هاى آن ارتباط كلامى است. تحقيق 
حاضر بر اين هدف تأكيد داشته است. يكى از راه هاى دست يابى به هدف مذكور استفاده از ضبط ويديويى كلاس مكالمه است كه در عين حال، 

مستلزم نقش گذارى براى زبان آموزان و ترغيب آن ها به كار گروهى است.
در اين مقاله گزارشى از نحوه ى استفاده و مشاهدات صورت گرفته پس از به كارگيرى تكنيك فوق به اختصار بيان شده است. در اين تحقيق 
12 دانشجوى يكى از دانشگاه هاى 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. نكته ى حائز اهميت درباره ى 
دانشجويان مذكور، از دست دادن اعتمادبه نفس هنگام سخن گفتن به زبان انگليسى بود. پس از مصاحبه ى گروهى، در جلسه ى ابتدايى كلاس 
مشخص شد كه دليل صحبت نكردن آن ها به زبان انگليسى، دو عامل ترس و كمرويى است. به علاوه، در مورد علائق آن ها اين گونه استنباط شد 

كه تمامى افراد علاقه ى شديدى به فيلم و سينما دارند. اين امر مهم ترين مبناى به كارگيرى تكنيك مذكور توسط محقق بود.
سناريوهاى از پيش آماده شده در اختيار زبان آموزان قرار گرفت و به آن ها گفته شد كه هركدام شان يك بازيگر و در عين حال منتقد سينمايى 
است. زيرا پس از فيلم بردارى هر سناريو، زمانى از وقت كلاس به بازبينى فيلم و يافتن ايرادهاى كلامى آن توسط خود آنها تخصيص مى يافت. 
هم چنين، توجه آن ها به اين نكته جلب شد كه فيلم هاى ضبط شده فقط در محيط كلاس مورد بازبينى قرار خواهند گرفت و اين فيلم ها در معرض 

ديد همگان قرار نخواهند گرفت.
تنها پس از گذشت شش هفته از اين كلاس تأثير قابل ملاحظه اى در زمينه ى توانايى اين دانشجويان در برقرارى ارتباط به زبان انگليسى 
مشاهده شد. به واقع آن ها اعتماد به نفس خود را به دست آوردند و  توانستند بر سندروم كمرويى فائق شوند. بر اين اساس مى توان استفاده از اين 
روش را براى بسيارى از معلمين و مدرسين زبان مفيد دانست. مقاله با اين نتيجه گيرى خاتمه مى يابد كه يكى از روش هاى مؤثر در افزايش قدرت 

كلامى زبان آموزان، مى تواند استفاده از تكنيك ضبط ويديويى كلاس مكالمه باشد.
كليدواژه ها: سندروم كمرويى، توانش كلامى به زبان خارجى، ضبط ويديويى كلاس مكالمه، كار گروهى.

Mohammad Amin Mozaheb
Khatam University (Iran)

Email: mozaheb.mb@gmail.com
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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 

Books



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



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.

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 thinking-
from teacher roles, styles, attributes, and 

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. 

Ros
hd & Teachers

Promoting
Reflective Thinking 

in Teachers
Author: Germaine L. Taggart & Alfred P. Wilson

Books

FLT27 No.3.Spring.Vol.25

Fo
re

ig
n 

La
ng

ua
ge

 T
ea

ch
in

g 
Jo

ur
na

l



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!

No Comment? I

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.

No Comment? II

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
http://webspace.ship.edu/cgboer/piaget.html
Sternberg, R. J. (2004). Intelligence in Humans. In C. D. Spielberger (ED.), 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? 
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
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 
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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
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.

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 one-
fourth preparation and three-fourths theater.”
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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

The best teachers teach from the heart, not from the book.
Author Unknown

By learning you will teach; by teaching you will understand.
Latin Proverb

Whatever you want to teach, be brief. 
Horace
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English Through

B. Dadvand (babak.dadvand@gmail.com)
H. Azimi (azimi.hz@gmail.com)

Ph.D candidaters in English Language Teaching
Tarbiat Modares University

The Note
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?

Ros
hd & Teachers
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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 MI-
based teaching is not a far-fetched theoretical 
mirage only applicable to ideal laboratory-
like 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.
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Pre-University, Page 51, 
Exercise2 �

The exercise can easily be turned into an intelligence-
based exercise if the teacher asks the learners to do an 
interview with a partner and then write down some 
sentences comparing themselves with their partners.

C
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2nd 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 ☺

This exercise can be of use to enhance the visual and 
verbal intelligences of the learners.

2nd Grade, Page 19, Speaking 2 �

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.

2nd Grade, Page 20, Speaking 4 ☺
This exercise gives learners the opportunity to use their 
verbal, visual, logical intelligences at the same time. 

2nd Grade, Page 24, Writing 2 �

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 �

One way to make this exercise more intelligence-
based is to write the topics on the board and ask 
learners to make sentences using their own creativity.

Pre-University, Page 23, 
Exercises 1&2 ☺

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?

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?

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 MI
Based

Not- MI  
Based Explanation

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)

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 25,  
Comprehension II ☺

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 �
Learners could have a better chance at using their 
intelligences if they were asked to talk about a real-
life situation. Example: the real time and day and date.

1st Grade, Page 28, Speaking 4 ☺

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.

1st Grade, Page 50, Speaking 2 �

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.
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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).

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 intelligence-
based activities. This table can help 
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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.

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 

A. New Words

1. I have two brothers. Both of them are in the navy.

Is one of my brothers a teacher?

Are both of them sailors?

2. If you want to take a photograph, you must have a camera.

What do we do with a camera?

What does a photographer do?
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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.

MI in Iranian High Schools     
In this section, we intend to demonstrate 

how some activities selected from the 
English course books of high school and 
pre university levels in Iran can be taught 
with an MI approach.

1 Let’s think you are in a foreign country. If you don’t know 

the language of that country, you may have a lot of problems.

2 Here is the story of a Frenchman who was traveling in 

the United States. One day he was eating in a restaurant and 

wanted to order some mushrooms. Because he didn’t know 

English, he asked for a pencil and paper and carefully drew 

a picture of a mushroom. But his drawing was not very good. 

The waiter looked at his drawing and went away. He returned 

in about twenty minutes with a large umbrella.

3 Another story is about two Americans traveling in Spain. 

They could not speak a word of Spanish and one day, while 

sitting in a restaurant in a small village, they wanted to order 

their food. One of them wanted a glass of milk. The waiter was 

not able to understand. Finally, on a piece of paper the man 

drew a picture of a cow, and tried to show to the waiter that 

from a cow one gets milk. The waiter looked at the picture a 

long time. Finally, he left and was away for an hour. When he 

returned he had two tickets for a bullfight.

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 
to think, the teacher asks a bodily student 
to go to the board and write down ideas as 
the teacher elicits ideas from the students 
(interpersonal & logical & bodily). 

Next, the teacher asks students to work 
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 
other half, the second story, 
and then tell each other 
a summary on what they 
have read (interpersonal & 
verbal).

After reading the text, 
the teacher can arrange 
groups in a way that the 
interpersonal group and the 
bodily group work together.  
The students with high 
bodily intelligence can 
walk around the class and 
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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 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 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). 

Teaching Strategies for Interpersonal 
Intelligence

Since all children have inter-personal 
intelligence to one degree or another, 

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

INTELLIGENCE    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

Logical-
Mathematical

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.

Teaching Strategies for Spatial 
Intelligence

Spatial intelligence responds to pictures, 
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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.

 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 MI-
based activities, materials, and strategies that 
teachers can pick and choose from suiting to 
their own unique teaching style and congruent 

Table 1. MI-based Techniques and Materials (Adopted from Armstrong, 2000)
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)

K MI
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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.

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 self-

knowledge 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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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, 

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.  

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. 

I
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ntroduction
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 

I

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
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چكيده
با وجود اين كه مفهوم هوش يكى از بحث برانگيزترين موضوعات در حوزه ى روان شناسى و آموزش مى باشد، هيچ گاه تعريف ثابتى از معناى 
دقيق هوش در دست نبوده است. هر چند وجود هوش عمومى مدتى طولانى مورد تأييد روان شناسان بوده است، اين باور با تئورى هوش چندگانه 
ابعاد هوش  لزوم در نظر گرفتن و شناسايى  بر  تئورى هوش هاى چندگانه  ارائه گرديد، جايگزين شد.  كه در سال 1983 توسط هاوارد گاردنر 
بشرى تأكيد دارد و بر اين باور شكل گرفته كه دانش آموزان داراى روش هاى يادگيرى مختلف، نيازهاى گوناگون و چندين بعد متفاوت از هوش 

مى باشند.
اين مطالعه تلاش دارد استفاده از فعاليت هاى كلاسى براساس هوش هاى چندگانه را در كلاس هاى آموزش انگليسى به ويژه مقطع تحصيلى 

دبيرستان در ايران گسترش دهد.
كليدواژه ها: تئورى هوش هاى چندگانه، تكنيك هاى مبتنى بر هوش هاى چندگانه، فعاليت هاى كلاسى مبتنى بر هوش هاى 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 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

Table 3: Descriptive Statistics

Dependent Variable: all scores
Proficiency 
level

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

Advanced

Boys
Girls
Total

18,2750
18,5750
18,4250

1,43201
1,10680
1,28058

40
40
80

Total

Boys
Girls
Total

16,9417
17,1250
17,0363

2,35966
2,15903
2,25560

120
128
248

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

Tests of Between-Subjects Effects
Dependent Variable: all scores

Sig.FMean 
Square

dfType III 
Sum of 
Squares

Source

.00

.00

.00

.27

.45

15,706

18369,367
37,617

1,215

,78

61,576

72019,430
147,484

4,762

3,084

3,921

5

1
2

1

2

242
248
247

307,882a

72019,430
294,967

4,762

6,167

948,792
73235,000
1256,673

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

Discussion and Conclusion
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 post-
test compared to intermediate ones 
and intermediate ones made more 
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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. 

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). 

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 

R
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ethod 
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 

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 pre-
test,  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 writing-
oriented 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

M
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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 lower-
middle 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 

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.
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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.

eview of literature
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 

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 

R
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ntroduction
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 

I

چكيده
برخوردارند،  نگارش  در  كمى  توانايى  و  پختگى  از  كه  زبان آموزانى  با  خارجى)  زبان  (به عنوان  انگليسى  زبان  دبيران  برخورد  نحوة  مورد  در 
در كلاس هاى  هم كلاسى  و  معلم  بازخورد  به  مربوط  مسائل  به  متعددى  پژوهش هاى  درحالى كه  است.  رسيده  به چاپ  معدودى  پژوهش هاى 
«نگارش محور» پرداخته اند، به تأثير فعاليت هاى مشاركتى به ويژه dictogloss بر مهارت هاى نگارشى كمتر پرداخته شده است. فعاليت هاى 

مشاركتى توليدى، ازجمله فعاليت هاى آموزشى هستند كه براى بهبود مهارت هاى نگارشى توصيه مى شوند.
پژوهش حاضر دو هدف را دنبال كرده است:

الف) مقايسة تأثير فعاليت هاى مشاركتى توليدى بر كيفيت نگارش زبان آموزان سطح پايين، متوسط و بالا؛
ب) مقايسة اين تأثير بين زبان آموزان دختر و پسر.

مشاركت كنندگان در تحقيق را 124 زبان آموز ايرانى سنين 15 تا 50 سال در يكى آموزشگاه هاى زبان تشكيل مى دادند. تحقيق حاضر به سه 
نتيجة مشخص دست يافت:

الف) dictogloss تأثير معنى دارى بر توانش نگارشى زبان آموزان دارد و باعث مى شود اشتباهات آن ها در نگارش كاهش يابد.
ب) زبان آموزان سطح پايين در مقايسه با دو سطح ديگر، پيشرفت بيشترى داشته اند.

ج) عامل جنس بر نتايج تأثير معنى دارى بر جاى نگذاشته است.
كليد واژه ها: فعاليت مشاركتى توليدى، مهارت نوشتن، آموزش زبان فعاليت محور.
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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 well-
known 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

Subscale No. of 
item Theme

Fo
rm

-f
oc

us
ed

 in
st

ru
ct

io
n

1 Importance of language components 
in learning English

2 Important role of memorizing 
vocabulary and grammar rules

3 Preference for grammatical 
explanation  

4 Preference for translation exercises 

5 Preference for Persian language for 
explaining grammar

6 Preference for Persian for analyzing 
passages

7 Preference for speaking in Persian 
in class

8 Importance of accuracy over fluency

9 Preference for memorizing the 
Persian equivalence of English words

10 The vital role of grammar in learning 
English

C
om

m
un

ic
at

iv
e-

ba
se

d 
in

st
ru

ct
io

n

11 Importance of communication in 
learning English

12 Importance of listening and speaking 
skills

13 Preference for use of real-life 
activities in class 

14 Importance of teaching listening and 
speaking strategies

15 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

In
te

gr
at

iv
e 

m
ot

iv
at

io
n

20 Learning English for meeting and 
conversing with foreigners

21 Learning English for enjoying 
English TV programs and movies

22 Learning English for chatting with 
English-speakers

23 Learning English for reading English 
stories

In
st

ru
m

en
ta

l m
ot

iv
at

io
n

24 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 Learning English for passing a 
compulsory course

29 Learning English for being an 
English teacher or translator

30 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 communicatively-
based 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 

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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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 

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.

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 
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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.    

iscussion
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 form-
focused instruction. This type of instruction 
is more appealing to the students than to their 
teachers. The results of item analysis are also 

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, communicatively-
focused instruction, as an alternative, was 
supported more noticeably by the teachers. 
A brief look at the mean scores shows that 
the teachers advocate communicatively- 
based 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 
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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 grammar-
based instruction, communicative-based 
instruction, integrative motivation, and 
instrumental motivation, respectively.

Procedure
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, twenty-
one teachers and 113 students were qualified 
as the final sample of the study.

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 

by teachers and students. Communicative-
based 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. 

Figure 1. Parlicipants’ evaluation of each item

table 1. Descriptive statistics of all subscales

Subscales form-focused 
instruction

communicatively-
based instruction

integrative 
motivation

instrumental 
motivationParticipants

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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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 
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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 form-
focused 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 

assessing students’ attitude in four subscales 
of form-focused instruction, communication-
based 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 
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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 

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?

ethod
Participants

High school freshmen and their teachers 
were selected as two groups of participants in 
this study. A convenience sample of twenty-
one 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. 

Instrument  
The instrument used in this study was a 

modified version of a questionnaire developed 
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نتايج، با وجود اين كه دانش آموزان به آن شيوه ي آموزشي كه واژگان و گرامر را در كانون توجه قرار مي دهد، تمايل دارند، دبيرانشان اثربخشي اين 
نوع آموزش را ناچيز ارزيابي مي كنند. از سوي ديگر، نگرش آزمودني ها نسبت به شيوه ي ارتباطي، خلاف نگرششان نسبت به شيوه ي ساخت محور 
ارزيابي كردند. درخصوص عوامل  دانش آموزانشان  از  بالاتر  به طور معني داري  را  آموزش  نوع  اين  اثربخشي  ميزان  دبيران  بدين معني كه  بود. 
انگيزشي، تفاوت معني داري بين سطوح نگرشي دانش آموزان و ارزيابي دبيرانشان از اين عوامل مشاهده نشد. براساس اين نتايج مي توان نتيجه 
گرفت، گرچه معلمين تصورات كاملاً واضحي از اهداف دانش آموزان از يادگيري زبان انگليسي دارند، اين تصورات از روش هاي تدريس كه ابزار 

تحقق اين اهداف هستند، با تصورات دانش آموزان در يك راستا قرار ندارند.
لذا به معلمين توصيه مي شود با به كارگيري تكنيك هاي موجود در روش هاي ارتباطي، دانش آموزان را در دست يابي به بازتعريفي از زبان، 
زبان آموزي، و شيوه هاي كارامد زبان آموزي ياري دهند. مطمئناً گذر از فضاي سنتي حاكم بر كلاس هاي زبان انگليسي، در گام اول مستلزم تغيير 

هم زمان نگرش ها در معلمين و دانش آموزان است.
كليدواژه ها: آموزش ساخت محور، آموزش ارتباطي، انگيزش يكپارچه شدن، انگيزش ابزاري

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 

ntroduction
In recent decades, pedagogy has shifted 

from teacher-directed instruction to learner-
centered 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, 

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 تفاوت هاي احتمالي بين باورهاي دانش آموزان و باورهاي دبيرانشان در چهار حوزه ي آموزش ساخت محور، آموزش 
ارتباطي، انگيزش يكپارچه شدن، و انگيزش ابزاري بود. در اين راستا، 21 دبير زبان انگليسي دوره ي متوسطه ي استان مركزي، به همراه 113 
دانش آموز شان در پايه ي اول دبيرستان به عنوان نمونه ي در دست رس، انتخاب شدند. ابزار به كار رفته در اين تحقيق دو پرسش نامه ي نسبتاً مشابه، 
مشتمل بر 30 گويه بود كه براساس «پرسش نامه ي زيون فنگ» (2007) طراحي، و روايي و اعتبار آن در جامعه ي تحقيق مورد تأييد گرفت. 
پرسش نامه ها درخصوص شيوه هاي تدريس داراي گويه هاي كاملاً مشابه، و درخصوص عوامل انگيزشي، اندكي متفاوت بودند. بدين صورت كه 
پرسش نامه ي دانش آموزان عوامل انگيزشي آنان را براي يادگيري زبان انگليسي مورد بررسي قرار مي داد، در حالي كه پرسش نامه ي دبيران، استنباط 

آنان را از سطوح انگيزشي دانش آموزانشان در اين خصوص ارزيابي مي كرد.
نتايج تحقيق نشان داد كه بين باورهاي دانش آموزان و باورهاي دبيرانشان، درخصوص شيوه هاي تدريس تفاوت معني داري وجود دارد. طبق اين 
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