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2. Southeast Asian Ministers of Education Organization
(SEAMEO)

3.The Regional Language Center (RELC)

4. Singapore

5. competency based

6. genre based

7.content based

8. Multiple Intelligences

9. Co-operative Learning

10. Task-Based Instruction
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1 1 Alternative Assessment

2. Dictionary of Language Teaching and Applied Linguistics

13 Richards and Schmidt

14. Approaches and Methods in Language Teaching

15. Richards and Rodgers

16. Methodology in TESOL: An Anthology of Current

Practice
17. Richards and Renandya
18. English Language Teaching Journal
19. English Teaching Forum
20. modernism
21. scientific method
22. postmodernism
23. empowerment
24.World English
25. English as an International Language
26. Britain Culture
27. American Culture
28. Bisong
29. Jenkins
30. local varieties
31. Filipino English
32. Singapore English
33. indigenization
34. Jennifer Jenkins
35. Received Pronunciation (RP)
36. English as an International Language (EIL)
37. critical theory
38. critical pedagogy
39. hidden curriculum
40. linguistic imperialism
41. critical theorists
42.ideologies
43. deskilling
44. political correctness
45. diversity
46. McCarthy
47. Critical discourse analysis (CDA)
48. Communicative Language Teaching
49. Audiolingualism
50. Structural-Situational Approach
51. Total Physical Response
52. The Silent Way
53. Counseling Learning
54. post methods era
55. Richards and Rodgers
56. Reflective Teaching
57. action research
58. Richards and Lockhart
59. Communicative Language Teaching
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60. Content Based Instruction
61. Cooperative Language Learning
62. Task-Based Instruction
63. individualized learning
64. smart schools

65. multimedia center

66. On-line learning

67. Teacher-centered

68. Learner-centered

69. chatrooms

70. methods

71. course design
72.tests

73.Visscher

74. standards

75. Staff development

76. competencies
77.quality assurance

78. strategic planning

79. performance appraisal
80. best practice

81. Practice and Progress
82. Alexander

83. Ellis

84. Chomsky

85. competence

86. performance

87. linguistic competence
88. Kernel Lessons

89. O Neill

90. communicative competence
91. functional grammar
92. Halliday

93. monitor model of language learning
94. Krashen

95. acquisition

96. learning

97. comprehensible input
98. implicit approach

99. explicit approach

100. notional

101. functional

102. content based

103. accuracy

104. fluency

105. paraphrase

106. Higgs and Clifford
107. noticing

108. restructuring

109. focus on form
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New in the Second Edition:

Authentic recordings, including
examples from the Cambridge Corpus
of Spoken North American English,
illustrate the pronunciation features of
real speech.

Two audio CDs (now included) provide
native speaker and nonnative speaker
discourse samples for analysis.
Numerous examples from current
textbooks highlight pedagogical
principles.

A discourse-based revision of the
treatment of prominence and intonation
reflects current research.

Many applications of technology
illustrate state-of-the-art developments
in the teaching of pronunciation.
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answer is ‘No, have you ever tried to find

out why? Why do you enjoy being with
some of your classes and not so much
with others?

2. Are you always conscious of your
teaching content and teaching
plan before you walk into your
classroom? Does this have any effect
on your classroom performance
and presentation? Some language
teachers because of years of teaching
experience find this unnecessary. They
believe since language teaching is
basically textbook based there is no
time and need for doing that. What do
you think?

3. Is your contact with the foreign
language you teach- English in
your case- limited to classroom and
language teaching context? Do you
ever use it for purposes other than
teaching? For instance, reading for
information and pleasure? Do you often
read English novels, watch English
films, or correspond in English?

4. We have suggested certain ways
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his motivation active and alive. What do
you guess those suggestions are?

5.1s there any sort of teachers gathering,
like “The Association of Language
Teachers’, Teachers Club in your town?
Are there a small number of colleagues
with whom you may share your
problems and achievements?

It seems we are suggesting that:
The root of the problem lies in the
personality of the teacher. We are of
the belief that a teacher’s contact with
the foreign language(s) he teaches
need not be limited to
classroom activities. A
teacher needs to have at
least a small number of
colleagues to share ideas
and experiences with set
up group activities. Being
conscious and critical of
your own performance and
conditions under which you
carry out your teaching
seem to be essential.

L
BO0O0000C0
OO0

L
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Motivation is seen here as ‘being
interested, conscious and critical of one’s
thinking and performance,’ or lack of
it, again seen here as ‘being indifferent,
imitative, and habitual’ is a multi-faceted
concept. It has personal/psychological,
social, political, and economical phases.
We do not claim that motivation can be
usefully explained and treated in such a
brief space and time available for us in this
column. We wish to focus on an individual
teacher, make a few general assertions,
and finish up with a list of questions
and implied answers, and hope that the
controversy continues usefully living in the
minds of interested readers. Any teacher
at any time and stage of teaching may
feel that his/her motivation for teaching is
thinning out. Both documented research
and personal experience support that
this could happen under the following
conditions: hostile teaching environment,
insufficient and poor training and
education. A hostile environment is
our umbrella label for a great number
of variables like: lack of readiness
and appetite for learning, no serious
collaboration between decision-making
bodies, and job insecuritylgachers’

'__'---
"-EEB-..,__

. 5

training and education are insufficient
and poor when, for instance, teachers
do not have ideas of their own on ‘what,
how, whom’ of their teaching and cannot
understand or are not willing to share the
ideas of others on such things.

On a more practical and pragmatic side,
a truism like: ‘Language teachers should
know the language that they teach’
means teachers not only need to have
knowledge about it, be skilled in using that
language, they need to learn to live with
it. That is, their contact with that language
cannot be confined to the classroom
context. Outside the school, they should
learn to use if for both pleasure and
information. Thus some of the suffering
which give many teachers ‘yellow eyes’
and thins their motivation can be avoided.

Here we list a number of questions. We
believe thinking about them makes one
sensitive to the question of motivation and
its role in the success and job-satisfaction
of any teacher, even when one suffers
from its absence mainly because of a
hostile teaching environment.
1.You most probably teach more than

uage class each school year.
mt the same degree or level of

&
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| attached a list of questions to my
previous Note hoping one or two may
interest at least a small number of our
readers and encourage them to respond.
Thus we could go truly interactive in
our future Notes. | had purposefully
inserted into the list a number of less
controversial questions which did not
require lengthy response. Questions like:
For what purposes other than classroom
language teaching do you use your foreign
language? Or, what books or journals do
you often read, etc.? To the date of the
present Note, no response has shown
itself onto my desk or into my inbox,
though | finalize my Notes with an email
address.

A few days ago, the Editor called and
demanded the manuscript of the next
note. | ‘apologetically’ grumbled: “But
I have not received any reaction to my
earlier notes.” There was no immediate
response from the other end. After
noticeable number of seconds, however,
the answer hesitantly came: “But, well,
you know, our teachers are not very much
motivated. Most of them shy away from

23| | Vol. 28, No. 1, Fall, 2013
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writing; especially when they have to do
it in English. It takes time and they do

not have much of it” He said other things
which [ fail to recall them now. They were
all true. | could not agree with him less.

| was familiar with the line of argument. |
promised | would do some thinking about
it. | have kept my promise. What you read
in the following paragraphs is the product
of that thinking. | have labeled it: “The
Root of the Problem’.

The visual image of the concept of the
‘root’ is an interesting one: something
which is ‘basic, essential, important,
and fundamental, but at the same time,
branched, varied in length, shape,
thickness, etc. And more importantly, it
is more often hidden in the soil; no harm
done, it is not easily observable, and
what you may observe is only the tip of an
iceberg. “Our teachers are not motivated
enough.” The problem does not seem
to have only one and an easy answer.
Like ‘root’ image it exhibits a network of
branching, lies deep in the soil, and feeds
the rest of the plant. Where does the root
of the problem lie?




[laughs]:: Paralinguistic features in
square brackets, colons indicate start/
finish

.../.....\ ... Simultaneous speech

S S W

? Rising or question intonation

= Continued speech

L Lecturer

S Student \ \

Ss Students )
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Conclusion

The aim of this study was to examine
the functions of instructors’ humorous
verbalizations with regard to their
instructional implications in academic
ESL classrooms. As the data have
demonstrated, the use of humorous
language play in L2 learning environment
provides a wide range of opportunities
for acquiring/learning both L2 form
and meaning and understanding form-
meaning connections, particularly the
non-literal meaning of utterances, as
well as the cultural nuances inherent in
most humorous exchanges. Although
the present data do not evidence the
learners’ development of linguistic and
cultural knowledge, it is evident that
language-based humor in L2 classrooms
can make the embedded linguistic and
socio-cultural information in the target
language accessible to L2 learners,
which can eventually contribute to
their development of communicative
competence (Hymes, 1972). It is also
implied that to understand and appreciate
verbal humor in a second language,
learners need to master specialized
terminologies for jokes and gain the
knowledge of humor communication in
the target language. In the same token,
data suggest that L2 instructors too
need to be linguistically and culturally
competent in order to construct effective
instructional humor. As Bell (2005)
argues “successful construction of humor
requires sophisticated linguistic and
cultural knowledge in order to carefully
select and place appropriate linguistic and
extra-linguistic cues” (p.204)

It was also noticed that some humorous
attempts were not appreciated by the
students. The reasons might lie in their
inability to understand the figurative

25| |vol. 28, No. 1, Fall, 2013

aspect of humorous language and/

or in the culture-specific nature of
humor. Additionally, as our previous
study indicated besides linguistic and
cultural information, updated knowledge
of the current events in the given
context determines the way people
understand and participate in humorous
communication (see Ziyaeemehr et al.,
2011).

Overall, the data suggest that humorous
verbalizations in L2 learning environment
can function as devices for constructing
and broadening L2 learners’ knowledge
of language form, meaning, and cultural
understanding. In other words, use
of verbal humor such as word plays,
funny examples, puns, jokes, riddles,
etc. highlights the linguistic and cultural
information in the target language and
provides opportunities for the learners
to have access to new aspects of L2
resources (e.g., semantic, syntactic,
phonological and pragmatic information).
By the same token, as communication in a
second language requires understanding
both serious and non-serious
interpretation of the utterances, humor
functions as a mechanism that makes
the input related to non-serious side of
the language accessible to the learners.
In light of this view, then, instructors’ use
of verbal humor can be perceived as an
instructional tool to rehearse both the
use and usage of the language, besides
the fact that humor elicits greater student
involvement via its attention-gaining
nature which can eventually prime
increased L2 learning.

Transcription conventions

+ + Pause of up to two seconds

YEAH Capitals indicate emphatic stress

[h] Laughing exhalation

(()) Detailed information



expansion of cultural understanding.

Instances of culture-related humor in
the data included instructors’ sharing
funny experiences, cracking cultural
jokes, and telling personal anecdotes.
Humor surfaced when instructors shared
with students how misunderstandings
happened, particularly in interactions with
newcomers in and out of the campus.

For example, one male instructor told

his experience of supervising a female
student who used to come to supervision
sessions along with her husband and that
the husband used to keep talking and

ask questions more than the wife (the
student). In another session, he talked
about another female student who used to
bring her three year old kid to supervision
sessions. The instructor extended

his humorous comments by saying

that “/ liked to play with the kid rather

than give supervision to the mother’.
Having amused the class, the instructor
acknowledged that although the students’
behaviors seemed funny to him at first,
later on he found that according to those
particular students’ religion/culture, it was
not appropriate for a female adult to be
alone with a man who is not ‘mahram’ to
them. Mahram is an Arabic term meaning
somebody (of the opposite sex) very close
to you by blood or marriage.

These examples indicate that cultural
knowledge is evoked by humor and if
classroom humor is related to the target
language culture, it can greatly benefit
learners’ cultural understanding and
eventually their sociocultural competence
in L2. Several other examples in the data
support this understanding. For instance,
in extract (6) below the instructor is
explaining to an undergraduate class
how a host would treat a drop-by guest
differently in Malaysian and western

cultures and how a guest would/should
behave in a different way according to
each culture.

(6)

1 T:in Malay culture, people invite you to
lunch or dinner when you are a drop-by
but

2 you are not supposed to accept quickly
am | right? [laughs] =

3 Ss: yeah [laugh]

4 T: = especially in their home they are
about to have lunch and you happen to
drop by,

5 they would invite you to share whatever
they have, so after a few repeated

6 invitations ++ coaxing and all that you
reluctantly join them, of course you are

7 very hungry you know [laughs]

8 Ss: [laugh]

9 T: = compare this to western who just
ask you once. you say no, they say ok.
[laughing]

10 and life goes on [laughs]

11 [laughter]

This humorous scenario, while attracts
students’ attention and elicits laughter
from the floor (lines 8-11), creates an
awareness of a subtle cultural dissimilarity
between Malay and Western cultures.

In this example, the instructor describes

how in Malaysian culture, drop-by visitors

expect to be treated when they happen

to visit acquaintances around meal times.

For the international students, who do

not share the same cultural norms as

Malaysians, it is obviously a new piece of

information to know that people are not

supposed to accept the host’s invitation
quickly (line 2) when they are drop-by
visitors, while in similar situations in
western culture such ‘coaxing’ (line 6) and
standing for ceremonies to join the host
for a meal is rarely expected.
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9 S: she devoured the book ((an example
from the handouts))

10 T: ah yeah well done she devoured the
book, very expressive [laughing] so
you

11 have not devoured the article that |
gave you last week? ++ you spit on it

12 probably [laughing] you sat on it
[laughs]

13 [laughter]

In lines 5-7, the instructor uses
examples of metaphor such as digest
the idea and stew over the idea to help
students grasp the point. Following
the instructor’'s examples, one student
adds another example of metaphor, she
devoured the book. Praising her example
(line 10) the instructor extends it with
another metaphorical expression, so you
have not devoured the article | gave you,
(lines 10-11). Then she continues teasing
the students with several humorous
remarks, you spit
on it and you sat
onit(lines 11-12).

Similar to example

(4), the instructor’s

contextualization

of the concept of

“metaphor” through

the use of several

authentic examples

is clearly an effective

strategy to expand

the meaning of

the concept in the target language.

Besides, situating the point in an

amusing play frame, which attracts

attention and exposes the learners to the
different interpretations and meanings

of the concept, makes the point more

‘noticeable’ and easy to remember.

These examples have served to

demonstrate that humor can be used as
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a strategy to facilitate access to different
interpretations/meanings of L2 resources.
Specifically in using figurative language,
which commonly bears double meanings,
use of humor draws the learners’ attention
to various aspects of the meaning
including its serious and non-serious
interpretations which can help the learners
spot the differences between figurative
and literal meaning.

Highlighting Cultural Dissimilarities
A third origin of humor in language is
the ‘incongruity’ in cultural dissimilarities.

In addition to foregrounding form
and reinforcing meaning (discussed
earlier), use of humor highlights cultural
dissimilarities between L1 and L2, the
point that can be used as a strategy to
impart cultural knowledge. With respect
to varying values, views, and attitudes
of the interactants, understanding
and appreciating L2
humor require being
informed of the cultural
knowledge and the
different culture-specific
nuances in an L2
beyond the essential
linguistic input. Hence,
exposing the learners
to culture-related humor
can shed light on the
learners’ sociocultural
competence.
Particularly in multilingual and multicultural
instructional contexts, like the setting
of the present study which hosts an
amalgam of different languages such as
Malay, Chinese, Indian, English, Turkish,
Persian, Arabic, Indonesian, and African,
and various dialects of these languages,
there are many occasions for instilling
humor in language educationand

.
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3 Ss: [laugh]

4 =right? they look like water has gone
inside them...this is immersion

5 Ss: [laugh]

6 T: ...l have told you this before, the
Bangladeshi workers that come and
work in our

7 petrol stations they don’t have special
Malay classes or English classes +
Yeah,

8 but they learn the petrol language in
one week. They work there, they hear
people

9 talking, and they are able to ask you /
merah (red)? hijau (green)?\=

10 Ss: /[laugh]\

11 T: =sepuluh ringgit (10 ringgit)? penuh
(ful)?

12 Ss: [laugh]

13 T: =they don’t need classes+ they don’t
need classes++ it's an immersion

14 Ss: [laugh]

In this extract, the instructor makes a
humorous analogy between “immersion”
and children’s going swimming and that
they sometimes get drowned in water
(line 4). To further elaborate the point she
also refers to the Bangladeshi workers
who work in Malaysian gas stations and
acquire the Malay language from the
environment through the phenomenon
called “immersion” (line 13). Through
several code switchings to the students’
L1, which elicits rounds of laughter
from the class (lines 9-12), she also
gives examples of the language the
workers acquire from the environment.
Contextualization of L2 concepts in
humorous contexts, similar to the
examples provided above, is discerned
to provide opportunities for L2 learners to
notice new aspects of already established
L2 meaning. As Bell (2005) notes, in
such cases, where coherent amusing

language is used to present new L2
resources/concepts, chances for learning
are enhanced and “when acquiring new
meanings from context it is easier to learn
a new word for a familiar concept than one
for a new concept” (p.205).

Similarly,
example (5)
below shows
an instance of
the occasions
where humor
is used as a
strategy to
clarify a point
and reinforce/
expand the
meaning of
L2 concepts.
The instructor
asks students
to define the
concept of
“metaphor”
(line 1). Having
received no response from the class, she
starts teasing them by a metaphorical
expression “your jaw dropped” (line 3) and
through contextualization of the term in a
play frame, she tries to implicitly get the
meaning of “metaphor” across.

(5)

1T: what is a metaphor? | ask you in exam,
define metaphor ++

2 Ss: ((No response))

3 T: you see? your jaw dropped [laughs]

4 Ss: [laugh]

5T: A:::h that is a metaphor [laughing]++
or if you take ideas as food, we can say

6 ‘to digest the idea’++ do we say stew
over the idea? or fry that idea [laughs]

7 ....see? you have not read it Go[h]d

8 Ss:[laugh]
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demonstrate that expressions
contextualized in humorous utterances
provide occasions for the acquisition of
new L2 knowledge. In light of this view,
perhaps it would be sound to claim that
playing with language form to construct
humor serves to construct the knowledge
of the form. This is because in order to
understand and appreciate the employed
humor, learners ought to attend the form
and discover form-meaning relationships.
In the following section we discuss the
opportunities that verbal humor/language
play offers for reinforcement of “meaning”
in a second language.

Reinforcing Meaning

A second source of humor in language
is the incongruity inherent in idiomatic
expressions and figurative speech.
Most idioms in the target language
are comprehended in regard to their
specialized and figurative meaning rather
than their literal meaning. In addition,
most L2 idiomatic expressions often do
not convey the same meaning as in L1.
Hence, the incongruity between the usual
and literal meanings of utterances within
L2 as well as between L1 and L2 often
become potential sources for the creation
of humor - the point that can be used as
an instructional strategy to reinforce and
expand meaning in a second language.
Examples supporting this understanding
abound in the data. In (3) below, the
instructor uses the idiomatic expression
“in one piece” (line 2) meaning “not
damaged or harmed” to construct humor.

(3)

1 T:so | will expect to see your input to the

task later ++ ok when you come back

2 after holidays. alright, please come back
in one piece. what does it mean to
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3 come in one piece? can you come in
two or three pieces?[laughing]

4 Ss: [laugh]

5T: = sometimes you do. at least in your
mind, right?

6 Ss: [laugh]

7 T: ok when you come back we can start
off the task...

As it can be understood from the
instructor’s probing question what does it
mean to come in one piece? (lines 2-3),
on the one hand, he exploits this ironic
expression in such a way as to draw
students’ attention to a linguistic point.
The instructor’s focus on the meaning
of this expression can clearly help
them remember the point. On the other
hand, he uses funny alternatives of the
expression (come in two or three pieces,
line 3) to construct a sense of amusement
and re-engage the students with the point
being made which can help students to
reformulate the concept of “come in one
piece”. Such humorous language play, as
Bell (2005) notes, can bring L2 concepts
into metalinguistic focus. In line with this
view, one of the interviewed instructors,
who used humor in his teaching on
a frequent basis, pointed out that
“Intermingling language with humor is an
effective way of teaching language”.

Additionally, in example (4) below,
in an undergraduate sociolinguistics
course, the instructor is explaining the
term “immersion” (a method of teaching
a second language which uses the target
language as a teaching tool, surrounding
or “immersing” students in the second
language).

(4)

1T: ... children like to go to the swimming
pool and for some reason don’t want to

2 come out [laughing]



articles. another SOURCE will be ++
right,

2 how do you spell source? sourc e not
sauc e ((spelling the words))

3 alright? it is just after lunch probably you
are thinking about whatever

4 SAUCE you had [laughs]

5 Ss: [laugh]

6 T: or people who speak it in American
English will say SOURCE /so:rs/

7 ((pronounced with exaggerated
American accent)), so | am talking
about /so:rs/

8 Ss: [laugh]

In lines 1-2, the instructor draws
students’ attention to the phonological
similarity between the words “source”
(British pronunciation) and “sauce”
while putting it in a play frame (lines
3-4). At the same time, he highlights
the difference between the American
and British pronunciation of the word
“source” through explicit explanation

of the differences involved in
spelling and pronunciation of
the two words. The role of
conscious attention to form

* inL2 learning has been

3 emphasized by previous

research. Schmidt (2001)

suggests that conscious

attention to form, or what is referred to

as “noticing,’ is a necessary condition

to L2 learning. Emphasizing the role of
attention, he notes that “the concept

of attention is necessary in order to
understand virtually every aspect of
second language acquisition” (Schmidt,
2001, p.3). In the same vein, the role of
LP in raising learners’ awareness of L2
forms has been acknowledged by several
humor researchers (e.g., Bell, 2005;
Sullivan, 2000; Tarone, 2000). Consistent
with previous research, the present data
suggest that verbal humor that involves
playing with and focusing on linguistic
information can be a useful device to
make L2 knowledge noticeable thereby
facilitating access to L2 resources and
priming L2 learning.

Further examples of humorous incidents
in the data that involved form-related
language play were the use of pun and
homonymy (words with the same spelling
but different meaning) in utterances such
as I'm five foot. | have two feet but I'm five
foot and Black humor is not black, as well

as the use of homophony in the words /
sum and some, in ...sum of the parts ﬂ f
does not equal the whole; sum of the ) |
parts, not some of the parts. Even
though these examples per se may Q

not convey “new”
knowledge to
- the learners, ?’J’
- they
served to




that occurred in classroom interactions
may contribute to L2 learning. Based

on an inductive analysis of the corpus,
124 spontaneous humor instances were
identified and classified under three sub-
categories labeled “foregrounding form”,
“reinforcing meaning”, and “highlighting
cultural dissimilarities”. Informed by the
employed CDA framework for analysis
these sub-categories represented the
strategies used to fulfill instructional
functions.

Foregrounding Form
One of the natural places that humor

is originated in language is due to the

“‘incongruity” (see, Berlyne, 1960) found in

playing with and manipulation of language
form. The data
suggest that
verbal humor/
language play in
ESL classes can
be used as a
strategy to bring
form-based
information to
the foreground of
attention. Use of
humor instances
such as puns,

wordplays, tongue twisters, alliteration and

so on that entail playing with language

form to construct humor can draw

students’ attention to formal knowledge

of the language. That humor attracts

attention and increased attention can

benefit student learning is well-recognized

by previous research (see Davies &

Apter, 1980; Schmitz, 2002; Ziv, 1979).

Consistent with this assumption, verbal

humor is considered to be a useful device

for bringing linguistic information to the

foreground of attention and to enhance
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learning. As Bell (2005) summarizes

most studies on metalinguistic aspects of
humor have shown that “explicit talk about
language form and use can be a powerful
learning device” (p.206).

Several examples from the data provide
insights into the role of form-related
humorous verbalizations in L2 learning.

In the following example, the lecturer
addresses a common syntactic error
committed by L2 speakers in a non-native
context such as Malaysia when using the
English expression “pulling somebody’s
leg” (lines 1-2). In the excerpts below

“T” stands for teacher/instructor, “Ss”

for students and “S” for one student
participating in humorous exchanges.

(1)

1T:....’'mjust kidding I'm just pulling your
leg, you know, what pulling a

2legis? ++

3 =You never say pulling legs, that’s
Malaysian version [laughs] you only

4 pull one leg don’t pull both[laughs]=

5 Ss: [laugh]

6 T = don’t know why but don’t[laughs]

7 [laughter]

In this example, while putting it in a
play frame, the lecturer underscores the
correct usage (form) of the word “leg” in
the English expression pulling sb’s leg
(lines 1-2). He also reminds the students
that some L2 speakers use the plural
form legs instead of its singular form leg
as a common mistake, emphasizing that
students should be aware of such errors.

Similarly, in example (2) below, the
instructor explicitly refers to the difference
in pronunciation of the word “source” in
British and American English.

(2)

1T: ...one possible source is academic



humorous utterances were assigned
codes representing the strategies that
were used to convey humor. The analysis
was informed by Fairclough’s (1995,
2001) concept of Critical Discourse
Analysis (henceforth CDA) which employs
a sociological-linguistic approach

to the analysis of communicative/
discursive events conceptualized in three
dimensions: text, discourse practice,

and sociocultural practice. Based on
Fairclough’s 3-dimensional model, the first
level of analysis in this study comprised
identifying instances of verbal humor
created through textual devices/means
realized as semantic, syntactic, and
phonological resources in the language.
The second level encompassed certain
strategies and functions, which draw

on the textual knowledge resources to
formulate and convey humor. Perhaps

it is useful to note that the distinction
between “strategy” and “function” is not
always clear-cut. Hay (2000) suggests
that “strategies can be seen as more
precise descriptions of functions” (p.717).
In effect, there is always some degree of
overlap between strategy and function

in reference to the use of verbal humor

in discourse; however, what makes
strategies distinct from functions is the
difference in their level of abstraction. That
is, strategies are identified as less abstract
representations of functions.

Finally, the third level involved different
social, psychological and instructional
“effects” of using humor which can impact
different aspects of classroom discourse
such as teacher-student relationships,
classroom culture, instructor and student
perceptions and eventually the overall
language teaching/learning processes.

It should be noted that the data for the
present paper come from a larger study

that used qualitative and quantitative
analysis to investigate different social,
psychological, and instructional functions
and effects of instructor humor as a
discursive practice in an ESL context;
however, the focus of this paper is on the
“instructional functions” of verbal humor
and the strategies used to fulfill those &
functions. K\_ uzﬁj
Although any humor used in ESL
contexts might be of potential relevance
to the target language use and/or its
acquisition, as humor is a part of any
language, “instructional function” is used
to refer to introducing, rehearsing and
illustrating the content/material related to
the target language and culture through
specific “word-based” types of humor that
provide explicit or implicit opportunities
for acquisition/learning of target language
use and usage. Schmitz (2002) suggests
that humor used in language classroom
discourse can be categorized into three
groups: universal or reality-based humor,
culture-based humor, and linguistic or
word-based humor. Universal humor
is originated from “the context and
the general functioning of the world”,
culture-based humor involves the cultural
knowledge of the language, and word-
based humor is created “based on specific
features in the phonology, morphology or
syntax of particular languages” (Schmitz,
2002, p.93). In light of Schmitz’s grouping
of humorous discourse, instructional
functions of humor in this paper
encompass the instances of word-based
and cultural humor that can enhance
(socio)linguistic and sociocultural
competence of L2 learners.

Results and Discussion

The following sections present the data
concerning how instances of verbal humor
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devices/means (e.g., semantic, syntactic
and phonological elements) in the
language, verbal humor hosts various
sociocultural and sociolinguistic nuances
which L2 learners have to acquire in order
to be able to communicate effectively
with native speakers who share that
knowledge. In light of this view, infusing
verbal humor in L2 instruction at different
levels (particularly for advanced levels)
can benefit learners’ L2 development
and overall communicative competence
(Hymes, 1972).

The present paper examines the
instructional functions of instructors’
verbal humor, in ESL classrooms
with a focus on areas that L2 learning
and teaching can benefit from closer
examination. More specifically the
paper addresses the question of: What
instructional functions can humor play in
the L2 learning environment?
Method N
Participants

Participants of this study were university
lecturers and students who studied
ESL at a Malaysian university. Both
undergraduate and postgraduate classes
were observed where courses such as
sociolinguistics, genre studies, teaching
principles, English for Specific Purposes
(ESP), and research methodology were
taught. Participants were of different
first language and cultural backgrounds
comprising local ethnic Malays, Chinese,
Indians, and international students
of Iranian, Indonesian, African, and
Arab ethnicities. The lecturers were all
Malaysians and English was the second
language. All the observed lecturers had
completed their postgraduate studies
in English-speaking countries and were
competent users of English due to their
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exposure to the linguistic and cultural
subtleties of English in native contexts

Procedure

Data sources for this paper comprised
classroom observations, audio-
recordings, semi-structured interviews
with ESL lecturers, and the researchers’
fieldnotes which provided useful nonverbal
contextual cues in the identification of the
“play frame” (shift to non-serious mode
of conversation) and the interpretation of
verbal humor. Ethical consent was sought
from the faculty as well as the participant
lecturers and students prior to conducting
the study. The audio-recorded data were
transcribed and coded manually in line
with the principles of coding qualitative
data and category construction (Creswell,
2007; Geisler, 2004; Merriam, 2009).

Keeping the research objectives in
mind, it took several rounds of analysis to
code and categorize the data. Individually
coded and categorized transcripts were
exchanged and the discrepancies were
discussed until a reasonable concordance
on appropriate categories was reached.
In the first round, all verbal humor units
(utterances) were identified. For this
purpose numerous clues from previous
research were used including laughter
and/or smiling responses from the
audience, paralinguistic, prosodic and
discoursal clues such as “unusual voices
and pitch changes, very loud or quiet
voices, and elongated sounds” (Bell,
2005). Also, speaker intended meaning
that “seemed to express non-conventional
meaning and created a non-literal word”
(Broner & Tarone, 2001) were regarded
as instances of humor in the data. In a few
cases of doubt whether an utterance was
intended to convey humor, we decided to
exclude them from the analysis.

In the second round, the identified



N

language-related/verbal humor warrants a
considerable attention in ESL classes.
Narrowing down to L2 contexts, there
is a plethora of studies that support the
effectiveness of humor in understanding
a second language (Bell, 2005) and
facilitating L2 learning (Bruner & Tarone,
2001). Humor can also be used to
sensitize students to phonological,
morphological, lexical, and syntactic
differences within a single language or
between a student’s L1 and the target
language (Deneire, 1995) and is even
suggested as necessary for ESL/EFL
acquisition/learning (Cook, 2002).
Medgyes’ (2002) work that explains
how funny games, stories, jokes,
puzzles, pictures, sketches,
dialogues and so on can be
fruitfully used for all levels of
L2 learners provides additional
insights into the role of humor in L2 1
education.
What becomes evident from
this body of
(8 research is

that there are strong social, psychological
and instructional grounds for the use of
humor in language instruction, as briefly
discussed above; however, research on
instructional functions of verbal humor
in ESL classrooms has received scant
attention. A basic assumption that verbal
humor offers opportunities to benefit
second language learning and teaching
derives from the view that communicating
humor in a second language entails
execution of various linguistic and
cultural ‘knowledge resources’ (Raskin
& Attardo,1991) instilled in different
layers of the language, which
become accessible to the
learners through the
use of verbal humor.
That is, besides
the primarily
linguistic input
transmitted
through
the
4 textual



Functions of Humor

Although humor has only recently
received interest from SLA scholars, its
history dates back to Plato and Aristotle
(Morreall 1983; Raskin 1985). Previous
research has looked into the role of
humor from different perspectives: from
its functions in social interactions to
educational settings. In general social
interactions, humor has been identified
to function as a strategy to express and
reinforce solidarity with the audience (Hay,
2000), reduce and relieve stress and
tension (Martin, 2007; Schmitz, 2002), to
buffer the effects of stressful tasks and
as an essential aspect in relationship
development and maintenance (Fraley &
Aron, 2004; Priest & Thein, 2003). Humor
has also been characterized as a coping
mechanism (Wanzer, et al., 2005), a tool
for communicative support (Bippus,
2000), and as a means of increasing
patient compliance and satisfaction
as well as physician credibility
(Wrench & Booth-Butterfield, 2003).

In educational settings, on
the other hand, the use of
humor is thought to increase
instructional effectiveness
(Wanzer, 2002), create a
more enjoyable (Neuliep,
1991) and conducive to
learning environment
(Davis, 2004; Wanzer, et
al., 2006), draw student
attention (Schmitz,
2002), increase student
motivation (McCroskey
et al., 2006), and
clarify course material
(Downs, et al., 1988).
Similarly, effective
use of humor related
to course content

has been consistently delineated in
previous research (e.g., Garner, 2006;
Gorham & Christophel, 1990; Schmitz,
2002; Wanzer et al., 2009; Ziv 1988).
These studies suggest that humor is most
likely to enhance acquisition/learning

and retention of content. For instance,

Ziv (1988) notes that the use of suitable,
content-specific humorous examples may
provide a student with a new perspective
on the material that may lead to a novel
cognitive insight. In light of this view,




Introduction

The role of effective communication in a
second language has received increasing
attention from second language acquisition
(SLA) scholars in recent years. One of
the most potent and strategic skills an
instructor can draw on to facilitate L2
instruction and enhance the learners’
communicative competence in a second
language is the effective use of verbal
humor. It is now widely recognized that
to communicate effectively in a second
language (L2), learners are required to
know much more than just the vocabulary
and grammar of the target language.
Besides linguistic knowledge, learners
have to have acquired sociolinguistic
and sociocultural input/skills to be able to
comprehend and use a second language
effectively in social interactions. As
such, pressure is on academia to equip
language instructors and educators
with a repertoire of pedagogical skills to
enable them to help learners develop the
required knowledge resources in a second
language. Instructor humor is among
these skills that offers several beneficial
functions to L2 instruction in language
classes.

Humor is an interdisciplinary phenomenon
and has been defined based onits immediate
context of use. This study focuses on ‘verbal

Verbal Humor in
Learning Environment

0
Researchers

humor’, frequently referred to as ‘language
play’ (LP) in L2 research. The two terms will
be used interchangeably throughout this
paper.

LP has been viewed from two different
perspectives in L2 research: (a) as a
matter of “rehearsal” (Lantolf, 1997)
which entails not necessarily fun but a
means of developing linguistic skills,
and (b) as “the use of language for fun
and amusement” (Bell, 2005, p.195).
Consistent with the first view, Cook
(2000) notes that LP involves patterning
and repetition of linguistic forms (e.g.,
rhythms, phonological and grammatical
parallels), semantic meaning, and
pragmatic use. In the same vein, Belz
(2002) and Weir (1962) view LP as “the
conscious repetition or modification
of linguistic forms such as lexemes or
syntactic patterns” (Weir, 1962, p. 16). For
the proponents of the second perspective
(e.g., Norrick, 1993; Holmes, 2000),
however, humor comprises utterances
intended as amusing by the speaker and
the presence of linguistic and contextual
clues is necessary to support this.
Examples of verbal humor are identified
as puns, alliteration, riddles, songs,
rhymes and rhythms, teasing and joking,
funny stories, tongue twisters, and oral
narratives.
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@ Abstract

Instructor humor, which serves a wide range of functions in educational contexts,
can provide insights into second language learning and teaching practices. This
paper reports on a study that investigated the instructional functions of instructors'
humorous verbalizations in ESL academic classrooms. Data were collected through
audio-recordings, classroom observations, and interviews with ESL instructors. The
results of an inductive analysis led to a development of three major categories labeled
“foregrounding form”, “reinforcing meaning” and “highlighting cultural dissimilarities”
indicating the strategies that served instructional functions. Findings indicate that using
verbal humor in ESL classrooms offers opportunities to facilitate access to L2 linguistic
and cultural knowledge resources embedded in humorous exchanges. Additionally,
findings suggests that L2 instructors have to have specific (socio)linguistic and
sociocultural humor competence in order to engage L2 learners in understanding and
communicating effectively in a second language. Implications are explored within the
context of second language learning and teaching.

Key Words: word-based humor, humor functions, language play, competence, ESL, L2 resources, foregrounding
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4.
What is the difference between a school
teacher and a train?

(Check below for the answers.)

Literature: Haiku

Haiku is a Japanese verse form, notable
for its compression and suggestiveness.
It consists of three unrhymed lines of five,
seven, and five syllables.

Traditionally and ideally, a haiku
presents a pair of contrasting images,
one suggestive of time and place, the
other a vivid but fleeting observation.
Working together, they evoke mood and
emotion. The poet does not comment on
the connection but leaves the synthesis of
the two images for the reader to perceive.
A haiku by the poet Basho, considered to
have written the most perfect examples of
the form, illustrates this duality:

“Now the swinging bridge
Is quieted with creepers ...
Like our tendrilled life.”

Here are some examples of Haiku in
English.You can try writing your own
Haiku and let us know!

1.

The petals fall in the fountain,
The orange-colored rose leaves,
Their ochre clings to the stone.
(Pratt, 1963)

2.

Among twenty snowy mountains,
The only moving thing

Was the eye of the blackbird.
(Stevens, 1971)

Crossword

The answers to this crossword are
phrases using ‘make’. Check your
knowledge of vocabulary! Send your
correct answers and we will let others

know you!
1] 2]
e L1 ]

] - -
S ]
] 6[ ] [] [ 1]
[ [ ] [] [ ]
[ 1] [ ] [
7 ][] 1]
[ 1] [ 1

3. make over; change
4.a remake; a new .

5. How did you make out? How did you
?

7. make-up products

1. make into; change

2. make up with someone

5. make for a destination; go straight to a
place.

6. unmade; not tidy

Answers to the Funny Riddles:
1. Because they don’t know the words!
2. Because it’s too far to walk!
3. A garbage truck!
4.The teacher says spit your gum out and
the train says “chew chew chew”.

References
Haikus by Pratt and Stevens are adapted from: http://ray-
web.net/fall-haik wede.html
The crossword is adapted from: http://iteslj.org/cw/1/dt-
make.html
The description of Haiku is adapted from Microsoft Encarta,
2009
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Jokes

Teacher: Why are you late?

Student: Because of the sign.

Teacher: What sign?

Student: The one that says, “School
Ahead, Go Slow.”

Teacher: What do you call a person who
keeps on talking when people
are no longer interested?

Pupil: A teacher!!

Sylvia: Dad, can you write in the dark?
Father: | think so. What do you want me to
write?

Sylvia: Your name on this report card.

Teacher: Desmond, your composition on
“My Dog” is exactly the same as
your brother’s. Did you copy his?

Desmond: No, teacher, it’s the same dog!

Teacher: Ellen, give me a sentence
starting with “1.”
Ellen: lis...
Teacher: No, Ellen..... Always say, “l am.
Ellen: All right... “l am the ninth letter of
the alphabet.”

Tongue Twisters

One of the excellent word games,
which is both educational and fun,
is asking students to repeat some
sentences/phrases which are phonetically
challenging. These “tongue twisters” are
difficult for people to pronounce (let alone
to repeat!) because they comprise of
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phonemes whose places and manners of
articulation are close to each other (e.qg.
/s/ and /f/in the example 2 below). This
makes repeating them difficult. Here are
some examples!

1. Mix a box of mixed biscuits with a boxed
biscuit mixer.

2.The shells she sells are surely

seashells.

3. Which wristwatches are Swiss

wristwatches?

4. A proper copper coffee pot

Funny Classroom Moments

This new section should actually be
written by you! | am thinking of collecting
funny classroom moments sent by English
teachers. The collected funny classroom
moments will be published under the
name of the senders.These accounts of
funny momets can be both interesting and
inspirational. For this issue, one story is
given from teachers abroad, but when you
send your own stories, they will be even
more exciting to read!

“Once | gave my class of elementary
students a simple test on geography. One
of the questions was: ‘Name six animals
which live specifically in the Arctic.
James, a little clever student, wrote on his
paper: ‘Two polar bears, and four seals.!!”

Funny Riddles

1.

Why do bees hum?

2.

Why do birds fly south for the winter?
3.

What has four wheels and flies?



taught” awaken joy in creative expression and
- Attributed to Oscar Wilde (1854 - 1900), knowledge.”
poet, playwright, and wit. - Attributed to Albert Einstein (1879 -

“It is the supreme art of the teacher to 1955), physicist.

No Comment!

In Roshd FLT No. 105, we provided a caricature of a teacher and her student dealing
with the chalk board (and to the students’ astonishment there was no icon on the board
to click on!), remember? A dear colleague from Tabriz, has sent us his comment about it.
We publish it with no further explanation.

"At first glance, it seems weird, but such a case may happen nowadays for at least
some learners. There may be some pupils who are born to parents for whom life is
very difficult without having access to the Internet, anywhere and anytime. It is crystal
clear that such a child will learn, without even making a deliberate attempt, how to work
with and operate a computer. In fact, he/she, like his/her parents, finds a computer an
indispensable part of life. Now, the same child attends a school having the traditional
books, teaching aids, teaching methods, etc. You can guess the rest of the story."

Hasan Jahanban
English teacher in Tabriz, Isfahlan, district 5

Good point, indeed! Thank you Mr. Jahanban! We will be waiting for more comments
from you and your colleagues all around the country. And now this issue’s caricature:

OH,OH... IWONDER IF THE
TEACHER NOTICED | HAVEN'T READ
ATHING TODAY...

-~ e, " — B
I ~

P /HMMM... N
i) I WONDER IF
o [ THE STUDENTS NOTICED
=] | HAVEN'T READ ATHING

You know what to do! My inbox at azimi.hz@gmail.com is waiting!
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Hadi Azimi

Hello Everyone! | hope you are just
great!

This English through Fun is a
different one, at least to me, because
was alone in composing it. During the
past 8 years my friend and colleague,
now Dr. Babak Dadvand, and | had been
coauthoring English through Fun section
for Roshd FLT; however, from this issue
on, you will have to rely on my resources!
Dr. Dadvand has been busy with some
personal and professional concerns and
found it difficult to concentrate on ETFun
issues. That is why he decided to leave
us. Dr. Anani and | decided to respect his
decision and we wish him a healthy and
wealthy life! Babak: wherever you are,
whatever you do, there are people here
who think of you! Take care, my friend!

As you might have noticed, in the
past 5 ETFun issues, we included new
sections in order to see which ones are
more of interest to you. This issue will also
introduce new titles, like Funny Classroom
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Roshd
& Teachers

Moments. Now, what | want you to do is
really easy: check our past issues plus the
current one, make a list of your favorite
titles, rearrange them in priority order, and
send it to me at azimi.hz@gmail.com. | will
compare all your emails and will come up
with a final list based on your suggestions.
So, your turn now!

Quotable Quotes

“A professor is one who talks in someone
else’s sleep.”

- Attributed to W. H. Auden (1907 - 1973),
poet

“A good clinical teacher is himself a
Medical School”

- Oliver Wendell Holmes (1809 - 1894),
physician and writer.

“A teacher affects eternity.”
- Henry Adams (1838 - 1918), historian.

“Education is an admirable thing, but it is
well to remember from time to time that
nothing that is worth knowing can be



language studies.

Finally, the responses implied that the
teachers are hardly satisfied with these
textbooks and they are not likely to choose
it again for teaching purposes, if they did
have the option.

Table1 below summarizes the ranking of
each category, along with their means as
obtained from the statistical data.

Table1. Ranking of the questionnaire’s categories

Rank Category Mean
1 Layout and Design 8.21
2 Practical Considerations 5.16
3 Language Type 3.77
4 Subject and Content 3.49
5 Activities 3.27
6 Skills 3.11

In the realm of language teaching
and learning, there is little doubt on the
significant role of textbooks, since in
most cases both teachers and students
rely on these textbooks. Besides, in
Iranian junior high schools, there is not
any option for teaching EFL materials
except using the textbooks offered by
Iranian Ministry of Education. The present
study demonstrated that teachers are
not generally satisfied with the EFL
textbooks which are taught in junior high
schools, believing that these books are
not concerned with students’ needs and
desire nor are they compatible with the
criteria of an EFL textbook. Generally
speaking, it can be concluded that English
language textbooks that are currently
taught at junior high schools in Iran do not
meet the teachers’ expectations.

The findings of this study may
offer insights for those involved in
educational administration and materials
development, especially those authors
who work in the Ministry of Education

to re-evaluate the current textbooks

used in junior high schools and provide
revised versions of them with sufficient
supplementary sources available for both
teachers and students. The results can
also be useful for syllabus designers and
curriculum planners to consider teachers’
expectations as well as students’
interests and needs while developing EFL
materials.
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and productive sKkills and provide an
appropriate balance between the two sets
of skills.

As the junior high school textbooks are
designed based on Audiolingualism, they
provide opportunities for oral practice
but the probability is that because
teachers have not been trained to teach
audiolingual materials they revert to
grammar translation and therefore they
tend to change the oral activities to written
ones. This point is central and should
be considered especially in teacher
education programs.

The mean composite score of the
respondents is 3.77, and the standard
deviation is 2.45, which indicate that there
is a general tendency among teachers
to view the language of the textbooks as
neither authentic nor representative of
different registers and accents.

In the next group of items, the teachers
commented on the language used in
the textbooks. As the data indicated,
the language used in the textbooks
was judged as not being realistic and
representative of real life language use.
In fact, it was observed that, seemingly,
no real life context is provided in the
textbooks and the language used in the
textbooks is mostly formal and there are
no samples of language that may be used
in informal situations.

Another important weak point of the
textbooks was found to be that there is

very little emphasis on language functions.

The focus of these textbooks appears to
be more on language usage rather than
language use. Furthermore, there is no
diversity in terms of register and accent.
All in all, it seems that the teachers
tend to perceive the language type used
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in junior high school textbooks as not
appropriate and authentic. These results
are in line with what Yarmohammadi
(2002) and Abdollahi (2011) found about
the authenticity of senior high school
textbooks.

With respect to the subject and content
of junior high school textbooks, the
composite score and standard deviation
were 3.49 and 2.32 respectively. This
entails that teachers tend to see the
subject and content of these textbooks
as neither interesting and challenging
nor generally realistic. Just like other
parts of the textbooks, subject and
content of these books turned out to be
lacking many of the criteria mentioned
in the questionnaire from the teachers’
perspectives. The subject and content
of these textbooks were reported to be
neither relevant to students’ need nor
interesting and challenging for them.

Moreover, it was evidenced that the
teachers see little variety in the subject
and content of the books. The teachers’
point of view was neutral toward culturally
biased texts and negative stereotypes.

The last part of the questionnaire is
regarded as the conclusion, since in this
part the teachers were asked for their
overall views toward junior high school
English textbooks.

According to their responses, most
of the teachers believed that current
English textbooks are not appropriate for
language-learning objectives followed by
the Ministry of Education. These textbooks
seem not to be suitable for homogeneous,
co-educated classes and they do not
motivate students to further their English




the classrooms are teacher-centered
and learning is believed to take place as
a result of drills and memorization. This
might reflect the observation that there is
too little emphasis on meaning-focused
activities, student-centeredness and
fluency in the textbooks under study. The
teachers’ responses also confirm this
conclusion.

In the same vein, the majority of the
teachers believed that the textbooks do
not provide a balance of activities, nor
are their activities communicative and
meaningful. Also, there appears to be
no room for pair and
group work and the
grammatical points
and vocabulary items
are not introduced
in motivating and
realistic contexts.

In addition, both

language types and

pictures that are used

in these activities

seem artificial and

boring. This may

reduce the creativity

and originality of the

responses produced

by the students. However, few teachers
agreed that textbook activities could be
modified or supplemented easily. This
could be attributed to the fact that they
have to follow the activities provided in the
textbooks due to the constraints imposed
by the exam system. These findings are

in line with Riazi’'s and Aryasholouh’s
(2007) study, where only one percent of
vocabulary exercises were categorized as
consciousnhess-raising as these types of

exercises lend themselves to modification.

Regarding such modifications, Azizifar et
al. (2010) suggested that there should be

enough opportunities for the learners to
practice the language they are learning
communicatively.

The composite mean of the respondents
regarding the skills is 3.11, and the
standard deviation is 2.06 for these
textbooks. The English textbooks which
are used in Iranian junior high schools
seem to be based on the Audio Lingual
Method. Speaking is presented just in
the form of pronunciation patterns and
memorization of dialogues. This can be

regarded as one of
the most important
weak points of
these textbooks,
as asserted by
the respondent
teachers. In fact,
most teachers
agreed that the
textbooks pay no
attention to essential
skills and sub-
skills, nor is the
practice of individual
skills integrated
into the practice
of other skills. The same observations
have earlier been made as for the senior
high school English textbooks. As Riazi
and Mossallanejad (2010) concluded,
the main focus of senior high school
textbooks is on the development of lower-
order cognitive skills. Yarmohammadi
(2002) also mentioned that ignoring oral
skills is one of the shortcomings of senior
high school textbooks. However, it is
suggested that teachers can compensate
for these shortcomings by supplementing
the textbook with some activities that
are designed to foster both receptive
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for in evaluating a textbook is the
approach followed by the author(s) as
to teaching. This could not be evaluated
as for the textbooks under study though,
since there are no notations on the
author’s viewpoints toward language
leaning and methodology.

However, it was observed that the
teachers tend to see the textbooks
mostly in favor of structural approaches
to language teaching and maintain
that particular emphasis is placed
on grammatical structures, lexical
development and reading skills, having
little focus on establishing communicative
competence. The responses thus implied
that most of the teachers did not favour
this approach toward language learning
and teaching.

Given the second category of items, it
was observed that the textbooks do not
provide a detailed outline at the beginning
of each lesson and it seems that the
authors have limited themselves to the
table of contents at the beginning of the
books. The obtained mean and standard
deviation for this section are 8.21 and 2.36
respectively. The responses showed that
most teachers believed that the textbooks’
design and layout is not appropriate
and clear. In fact, different parts of the
textbooks are organized as follows.

Each lesson starts with a dialogue. The
second part of each lesson is grammatical
patterns followed by exercises and drills
(most of them related to grammatical
points). And finally we have pronunciation
patterns and readings. However, most
teachers asserted that they tend to start
teaching with vocabulary and then come
to the dialog and grammar. This finding
suggests that the design of the textbook
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does not provide enough clues about the
way each section of the lesson should be
taught.

Regarding vocabulary, however, most
of the teachers agreed that there was an
adequate list or glossary of vocabulary
items. Each junior high school English
textbook has a glossary at the end of the
book.

Besides, each of the textbooks has two
review sections, one in the middle and
one at the end of the book. Teachers’
point of view toward these review
sections and exercises was found to be
neutral. However it was observed by the
researchers that these sections are just
repetitions of each lesson’s exercises and
do not provide learners with opportunities
to apply their knowledge and skills in new
contexts.

Regarding the teachers’ manual
guidelines, most teachers believed that
the guidlines provided in the teachers’
manual is not useful. One of the important
goals of language learning is to improve
learners’ communicative competence,
however, as also comfirmed by the
results; these textbooks tend to stick to
grammatical points and reading skills.
Moreover, based on the teachers’
responses, the materials’ objectives are
apparent neither to the teacher nor to the
students.

The size of the composite mean is 3.27
and that of the standard deviation is 2.08
for junior high school textbooks. Given
the third category, i.e. the activities, the
data revealed that the textbooks under
study are viewed as being deficient in
terms of the number of activities that
encourage communicative practice. This
is corroborated by the fact that most of




They were from different cities of South
Khorasan province, Iran. For the purpose
of the current study, three Iranian EFL
textbooks entitled “Right Path to English

I, I, and III” written by Iranian authors and
prescribed by Iran’s Ministry of Education
for the junior high school level, were
evaluated.

To conduct the evaluation, a textbook
evaluation questionnaire developed
primarily by Litz (2000) was used. The
questionnaire consists of 40 items
(statements), coming in several categories
each of which addresses a certain
aspect of the textbooks. The categories
include practical considerations, layout
and design of the book, activities, skills,
language type, subject and content of
the book. Moshfeghi and Ajabshir (2011)
reported the reliability of the teacher-
version of this questionnaire to be 0.91,
obtained by means of test-retest method
which implies a high degree of reliability.

The questionnaire was administered to
35 junior high school teachers either in
paper or via e-mail. The participants were
required to express their level of (dis)
agreement with the 40 statements on a
ten-point Likert scale (ranging from highly
disagree to highly agree).

To provide the answer to the research
question, descriptive statistics such as the
mean and and standard deviation were
calculated for each of the items, using
SPSS 16 (statistical package for the social
sciences).

In the first step, the Cronbach’s alpha
(a) was calculated for the questionnaire
to ensure the reliability of the scale. The
overall reliability of all the 40 individual
statements of the questionnaire was
0.96, which is regarded as an acceptable

indicator of reliability. In the following
sections, the findings based on an
analysis of the data collected using

the questionnaire are presented and
discussed for each of the categories on
which the teachers were asked to express
their opinions.

The composite mean and standard
deviation of this section for these
textbooks are 5.16 and 2.31, respectively.
Undoubtedly, an important point to be
considered in choosing a textbook is its
cost. In this regard, the data showed that
the teachers did not find the textbook
too expensive. The other criterion which
is regarded as rather important is the
textbook accessibility. That is to say, the
selected textbooks should be currently in
print and readily available in the market.
As also approved by the respondents in
this study, most of the books published
by Iranian Ministry of Education are
easily available in the market. Yet another
point that is worth considering is that the
textbooks should be recently revised.
Taking this into account, it was observed
that although the latest version of the
textbooks being investigated for the
purpose of this study were published in
2010, their content, subject and even
activities have not changed dramatically
in comparison to the previous editions.
This could probably be the reason why
most teachers tended to disagree with
statement 3.

It was also confirmed by the data that
the textbooks contain supplementary
materials like teacher guide or audiotapes.
However, they are not accessible. This is
considered as one of the shortcomings of
the textbooks.

An additional criterion to be accounted
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individual words are more important for
students than the combinations of words.

In another study, Jahangard (2007)
critically evaluated English textbooks
in Iranian public high schools. His
findings are worthwhile to mention
since all sections of EFL textbooks were
scrutinized regarding ten different criteria
proposed by various authors to conduct a
thorough evaluation.

Elsewhere, using Tucker’s (1975)
textbook evaluation model, Azizifar et al.
(2010) carried out an evaluation of two
series of ELT textbooks used to teach
English to Iranian students at junior and
senior high schools. They tried to show

how | pronunciation points, content and
grammar are dealt with in each series.
The fresults suggested that there should
be enough opportunity for the learners to
practice the language they are learning

communicatively.

In a similar vein, Riazi and
Mossallanejad (2010) used Bloom’s
taxonomy to investigate the types of
learning objectives represented in Iranian
senior high school and pre-university
English textbooks. The researchers
concluded that the main objectives as
followed in the textbooks revolved around
the development of lower-order cognitive
skills. In other words, regarding the
cognitive levels in the textbooks, lower-
order components were dominant in the
high school textbooks.

Yet another study was carried out by
Abdollahi (2011) on the authenticity of
Iranian English textbooks for schools,
based on Dougills’ textbook evaluation
checklist. The results showed that
the textbooks lack the authenticity of
natural English in terms of content and
presentation. Additionally the passages
were found not to be attractive for

47 | | Vol. 28, No. 1, Fall, 2013

students and tended to avoid cultural and
communicative points.

Amini (2012) also attempted to examine
the extent and types of gender bias in
two of the Iranian high school textbooks
(books 2 & 3). He investigated sexism in
five categories of visibility, first, generic
masculine constructions, sex-linked
occupations and activities. Taking into
consideration both texts and illustrations
of the books, it was evidenced that sexism
is still practiced in Iranian EFL materials.

Looking from a different perspective,
Cheng and Biglar Beigi (2012) focused on
the religion and education with particular
reference to EFL textbooks which are
taught in Iranian junior high schools. They
scanned Iranian secondary-level EFL
textbooks prescribed by the Ministry of
Education to find religious concepts in
the form of linear and nonlinear content.
The findings of this research showed that
religion is not overtly depicted nor is it
explicitly taught. At the same time, EFL
textbooks were viewed as not exposing
students to the culture of the language
that is being taught.

Most of these studies have evaluated
Junior high school English textbooks with
regard to various models, frameworks, and
checklists and few ones have considered
teachers’ perspectives toward junior high
school English textbooks as the target of
their evaluation. Therefore, the purpose of
the present study was fo evaluate English
textbooks in Iranian junior high schools
from teachers’ point of view.

The participants of this study were 35
Iranian EFL teachers (both male and
female) who were teaching at junior high
school level. Their teaching experiences
were within the range of 2 to 30 years.
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There is general agreement on the
crucial role played by textbooks in the
process of language teaching and
learning. In EFL contexts such as
Iran, English textbooks and textbook
evaluation. assume a more important
role. In Iran, the Ministry of Education has
the responsibility of designing textbooks
for schools. Due to the fact that English
language is one of the compulsory
subjects in the Iranian school curriculum
and most students start encountering
English as a foreign language from junior
high schools, it becomes important to
evaluate the available English textbooks
for this purpose. On the other hand, since
the primary users of textbooks are the
teachers, a comprehensive evaluation
can only be carried out when the teachers
and their view points are also taken into
consideration.

Most of the studies have evaluated
senior high school English textbooks and
few ones have considered junior high
school English textbooks as the target of
their evaluation. Therefore, the present
study was an attempt to evaluate English
textbooks in Iranian junior high schools
from teachers’ point of view.

In the realm of textbook evaluation,
different authors and researchers have
conducted a vast body of studies in
different contexts. In this regard, they
have used various textbook evaluation
schemes, models or checklists for
evaluating different textbooks or materials.
Similarly, many studies have been done
on textbook evaluation in the Iranian
context, the majority being focused on the
evaluation of senior high school textbooks

and only few ones on junior high school
textbooks.

Among all the studies done on various
course books, Yarmohammadi (2002)
listed a number of the shortcomings
of the senior high school textbooks.

He concluded that lacking authenticity,
ignoring oral skills and using English
and Persian names interchangeably are
among the weaknesses of these books.

Elsewhere, Ansary and Babaii (2003)
performed two types of analyses to
examine the manifestation(s) of sexist
attitudes and values in two textbooks
(Right Path to English | & I1). In their
guantitative analysis, they investigated
sex visibility in both texts and illustrations
and female/male topic presentation in
dialogs and reading passages. As for the
qualitative part of their analyses, they
studied sex-linked job possibilities, sex-
based activity types, stereotyped sex,
and masculine generic conception. Their
results found the books biased in terms of
all the categories investigated.

Amalsaleh (2004, cited in Azizifar et al.,
2010) also evaluated junior and senior
high school textbooks in terms of inclusion
of social factors. He used Van Leeuwens’
(1996) model and concluded that high
school textbooks tended to shape
normative views of gender and class
relations in which a middle-class urban
male was considered to be the norm.

In the same line, Riazi and Aryasholouh
(2007) examined the four high school
and pre-university English textbooks
with a focus on the consciousness-
raising aspect of vocabulary exercises.
They concluded that only one percent
of exercises could be categorized
as consciousness-raising. Also, the
researchers found that the meanings of
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Abstract
In Iran, English is taught formally at state schools from junior high school up to the
end of secondary education. Thus, the role of English textbooks becomes evident in
junior high school. The purpose of the present study was to evaluate the three English
language textbooks (Right Path to English) currently used at junior high schools in
Iran from the junior high school English teachers’ point of view. For the evaluation of
these textbooks, thirty five junior high school teachers were asked to fill the Litz (2000)
questionnaire. The results indicated that the junior high school textbooks were not
acceptable from the teachers’ point of view. It is concluded in the present paper that
the English language textbooks that are currently taught at junior high schools in Iran
do not meet the teachers’ expectations. Findings of this study may offer insights for
those involved in educational administration, syllabus design, curriculum planning, and
materials development.

Key Words: textbook evaluation, junior high school, Litz questionnaire, Right Path to English
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Conclusion

The findings of the present study
revealed that Iranian high-school students
held various beliefs and opinions about
English language learning. The highest
means in all belief categories were in the
category of motivation and expectations
which suggests that the students were
motivated to learn English. Also, they
held strong beliefs in using learning
strategies. Male and female students’
beliefs were found to be slightly different
but the difference was not statistically
significant. Consistent with Horwitz’s
(1988) suggestion that certain beliefs
about language learning would facilitate
or restrict the students’ language learning
abilities, the results of this study showed
that in some cases, high school students
had restricted views of language learning

which can influence their learning process.

For example, the overwhelming majority
of the students believed that language
learning is mostly a matter of learning

the vocabulary and grammar or how to
translate into their mother tongue. Gaining
insights into the students’ beliefs about
language learning can lead language
teachers to more effective instructional
planning and implementation. They can
try to modify the students’ misconceptions
and erroneous beliefs that restrict learning
and foster positive beliefs that facilitate it.
Since the students in this study reported
strong motivational beliefs for learning

the English language, the teachers can
direct the students’ motivation to the right
path and use it as a lever to improve their
students’ language learning abilities.
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permitted to make errors in English, it will
be difficult for them to speak correctly
later on”. Sixty percent of the participants
agreed with this statement. It seems that
the students held somewhat contradictory
beliefs with regard to this category. This
category received a relatively high mean
average (M= 3.76, N= 462, SD= 1.16)
suggesting that the respondents were
willing to use certain strategies in learning
a second language.

Motivation and expectations

The last category, motivation and
expectations, concerns the desire
and expectation for language learning
opportunities. Eighty-two percent of the
students believed in finding better job
opportunities after learning English.
This is consistent with the findings of
Horwitz (1999) who found overwhelming
agreement of EFL learners’ with this item.
When the students were asked whether
they would want to speak the language
to get to know the native speakers better,
seventy-five percent agreed. Also, sixty-
five percent of the participants stated that
they liked to have native speaker friends
and ninety percent agreed that they
wanted to learn English well. The highest
mean average among all belief categories

Categories Groups
Female
Beliefs about foreign language aptitude
Male
Beliefs about the difficulty of language Female
learning Male
Beliefs about the nature of language Female
learning Male
Beliefs about learning and communication Female
strategies Male
Female
Beliefs about motivation and expectations
male

+ p<0.05
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was in motivation and expectations
category (M= 4.08, N= 462, SD= 1.16)
which indicates that high-school students
were both extrinsically and intrinsically
motivated to learn English.

Gender-related differences

The independent samples t-test was
done to investigate the existence of any
significant differences between male and
female beliefs about language learning.
The results of the t-tests indicated no
significant differences (p<0.05) between
boys’ and girls’ responses to the BALLI
items (Table 1). This implies that high-
school students’ beliefs about language
learning are not influenced by gender. This
result is in agreement with the findings
of Tercanlioglu (2005) and Ustunel and
Samur (2010) but contrary to those of
Bernat and Lloyd (2007) and Siebert
(2003) who found significant differences
in male and female beliefs in some of
the BALLI items. This might be explained
by the fact that gender roles are heavily
influenced by culture and social contexts.
Yet, more research on the effect of gender
factor on language learning beliefs in the
Iranian EFL context need to be conducted
since the results in this regard are not still
decisive.

M SD  Sig. (2-tailed)
3.52 .56

.58
3.35 .70
54 54
3.5 5 70
3.70 A1
3.76 .14

.97
3.75 .13
3.78 .25

.89
3.73 .28
4.07 31

.89
4.09 .32




of the students believed that they would
learn to speak English very well. The
mean average of this category was 3.61
(N=462, SD= 1.14) which implies that
the students as a whole believed in the
concept of relative difficulty of language
learning.

Foreign language aptitude

The category of foreign language
aptitude considers the general existence
of a special ability for language learning
and beliefs about the characteristics of
successful language learners. Seventy-six
percent of the students believed that some
people have a special ability for learning
foreign languages. However, forty-nine
percent agreed that they had a special
ability for learning foreign languages. This
indicates that many Iranian high-school
students have fairly positive estimates
of their own language learning abilities.
When asked whether it is easier for
someone-who already speaks a foreign
language to-learn another one, fifty-seven
percent agreed and twenty-five percent
were neutral. Also, fifty-nine percent of
the participants believed that people
who speak more than one language are
very-intelligent. The mean average of this
category was lowest among all belief
categories (M= 3.43, N= 462, SD=1.15),
but revealed that the participants tended
to acknowledge the existence of language
learning gift and agreed that speaking two
languages indicates intelligence.

The nature of language learning
BALLI items on the nature of language
learning, concern issues related to
the nature of the language learning
process. Half of the students believed
that knowing about culture is important

in foreign language learning. Contrary to
the common belief that it is best to learn
English in an English-speaking country,
only sixty-five percent of the students
agreed with this notion. The majority of
the students (89%) perceived learning
vocabulary as the most important part of
language learning, sixty percent favoured
grammar, and fifty-nine percent supported
translation. Also, half of them believed
that language learning involves a lot of
memarization. These beliefs and the fact
that they are supported by a considerable.
number of the participants are probably
reflecting the prevalence of grammar-
translation method in their English classes
(Dolati & Seliman, 2011). The mean
average of this category was 3.75 (N=
462, SD=1.12) which suggests that the
students had certain approaches, such

as focusing on grammar or vocabulary, in
English language learning.

Learning and communication strategies

Items in the category of learning and
communication strategies refer to various
strategies learners use to master a second
or foreign language. The majority of the
students believed in the importance of
repetition and practice. Eighty-two percent
stressed the importance of speaking
with an excellent pronunciation. When
the students were asked to comment on
the items, “You shouldn’t say anything in
English until you can say it correctly” and
“It's OK to guess if you don’t know a word
in English”, half of the students disagreed.
It can be concluded that the students are
aware of the importance of guessing and
the inevitability of making mistakes in
language learning. However, these beliefs
are in contrast with their responses to the
statement “If beginning students were

Vol. 28, No. 1, Fall, 2013 |52



language learning beliefs of students as
relates to their gender.

Participants

Four hundred and sixty-two high-school
students from different cities in Iran
participated in this study. Two-hundred
and fifty-two students were female and
two-hundred and ten students comprised
the male group. Their age ranged from 14
to 18 years. The sample included students
of the first grade in high school (25%),
second grade
(24%), third
grade (30%)
and fourth
grade (21%).
All students
had studied
English for at least three years at junior
high-school and they were at a lower
intermediate level of proficiency.

Instrumentation

The instrument in this study was
the Beliefs About Language Learning
Inventory (BALLI, ESL/EFL version)
developed by Horwitz (1987). The BALLI
assesses learners’ beliefs within five
categories: the difficulty of language
learning , foreign language aptitude, the
nature of language learning, learning and
communication strategies, and motivation
and expectations. ltems are scored
on a five-point Likert scale: 1=strongly
disagree, 2=disagree, 3=neither agree
nor disagree, 4=agree, 5=strongly agree.
The inventory was translated into Persian
by the researchers. A few questions
regarding demographic information were
also added to the questionnaire. Cronbach
alpha reliability for the translated version
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was found to be .66.

Procedure

The questionnaire was administered
during students’ regular class time in
February and March 2012 by their English
teachers. Before the administration
procedure, a brief explanation on
the purpose of the study was given
to the students. The gathered data
were analyzed using SPSS version
18.0. Descriptive statistics, including
frequencies, means, and standard
deviations, were computed. To find out
the significance of the difference between
male and female students’ responses,
independent sample t-tests were run.

Results and Discussion

Descriptive analyses of the belief
categories

The results of the descriptive analyses
of the five categories of the BALLI are
presented and discussed in this section:
the difficulty of language learning, foreign
language aptitude, the nature of language
learning, learning and communication
strategies, and motivation and
expectations.

The difficulty of language learning
BALLI items on the difficulty of language
learning category concern the general
difficulty of learning a foreign language.
The students showed seventy-two percent
endorsement of the idea that some
languages are easier to learn than others.
This is in line with Horwitz’s (1988) result
in which the Asian learners’ agreement
with this item ranged from 63% to 72%.
Forty-six percent agreed on the statement
“It is easier to speak than understand a
foreign language”. Also, fifty-two percent



Introduction

Since the mid 1980s, the growing
interest in the role of individual learners
in language learning led researchers
to investigate affective variables as a
means of explaining success differences
in learning a foreign or second language.
Learners’ beliefs about language learning
are among these affective factors which
have been explored and investigated
for more than twenty years in the field of
second language acquisition.

Language learning beliefs have been
defined as “ general assumptions that
students hold about themselves as
learners, about factors influencing
language learning, and about the nature of
language learning and teaching" (Victori &
Lockhart, 1995, p. 224). Barcelos (2000)
defines belief as a way of perceiving the
world that generates confidence to act
upon matters accepted as true, but which
may be questioned in the future. Beliefs in
such a contextual approach are dynamic,
socially constructed, situated, paradoxical
and related to action. Learning beliefs
tend to shape students’ perceptions as
well as influencing what students do in
the classroom. He suggests that teachers
should understand beliefs as resources
the students use to make sense of
their context and to deal with it. Horwitz
(1999) also insists that it is important to
understand learner beliefs in order to
better understand learner approaches to
language learning, and learners’ use of
learning strategies to better plan language
instruction.

So far, belief studies have been mostly
concentrated on English language
learners’ beliefs using BALLI as the
instrument in different ESL and EFL
contexts. These studies have investigated

the link between beliefs and gender
(Diab, 2006; Tercanlioglu, 2005; Bernat

& Lloyd, 2007), language proficiency
(Abedini et al., 2011), language learning
strategies (Yang, 1999), the effect of
culture on beliefs (Horwitz, 1999), and the
dimensions underlying language learners’
beliefs (Sakui & Gaines, 1999).

Regarding the gender factor,
Tercanlioglu (2005) found that the
difference between males’ and females’
beliefs was not statistically significant.
However, Siebert’s (2003) BALLI-based
study, examining international university
students in the United States, showed
significant gender-related differences.
Also, Bacon and Finnemann (1992; cited
in Rieger, 2009) found that the women
in their study were more motivated,
more open to authentic input and had a
more positive attitude to target language
speakers. Furthermore, Bernat and Lloyd
(2007) found significant differences in
male and female beliefs in only two BALLI
items.

To date, most of belief studies in Iran
have focused on the relationship between
learners’ beliefs and learning strategy
use or language proficiency (Ghabanchi
& Meidani, 2012; Ghavamnia Kassian
Dabaghi, 2011; Dehghan Harati, 2011;
Yamini and Dehghan, 2005; Zare-ee,
2010; Khodadadi, 2009; Abedini et al.,
2011). These studies have been done
almost exclusively with students at tertiary
levels. Also, there has been a scarcity
of empirical research that investigate
the difference between beliefs of Iranian
male and female students. Therefore,
this study aimed to (a) investigate the
language learning beliefs of Iranian high-
school students, and (b) to compare the
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The present study investigates high-school students’ beliefs about English language
learning. It also addresses the possible difference between males and females regarding
their language learning beliefs. The participants (n=462) completed the Persian version
of Beliefs About Language Learning Inventory (BALLI). Descriptive analyses of the
students’ responses to the BALLI items revealed that the students held various beliefs
concerning Englishlanguage learning. The highestmeansinall belief categories belonged
to the category of motivation and expectations which suggests high motivational beliefs
among students. No gender-related differences were found in the students' beliefs. The
educational implications of the results are also discussed.
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enseighants ne sont pas assez bien
formés.”

Lapprenant: parfois la correction
d’erreurs de I'enseignant ne peut pas
couvrir toutes les erreurs de tous les
apprenants, les apprenants peuvent
apprendre en corrigeant eux-mémes
leurs erreurs. Selon Wingfeild cité par
Hendrickson (1981:16) “La correction
d’erreurs par I'apprenant convient plutét
aux erreurs grammaticales tandis que
cette méthode est inefficace pour les
erreurs lexicales.”

Donc, on peut dire que chaque méthode
est bien utile dans la classe mais chacune
a ses limites. Lenseignant devrait les
utiliser toutes a la fois dans la classe selon
la situation, aucune recherche ne pouvant
indiquer la meilleure maniére de corriger
les erreurs.

Conclusion

Lerreur est un passage obligé dans le
processus de I'apprentissage, d’'une part
la difficulté de la langue cible et d’autre
part les ressemblances et les différences
entre les deux langues cause des erreurs,
jusqu’a ce que I'apprenant maitrise bien
la langue cible. Pourtant on ne peut pas
Voir ces productions erronées comme un
‘attentat’ contre la langue-cible puisque
“lerreur commise par un apprenant est
une bénédiction: étape nécessaire dans
un processus d’acquisition, révélatrice
d’un état de compréhension, elle est un
tremplin pour une explication adaptée et
profitable” (Kiyitsioglouvlachoui, 2001:30).

On peut dire qu’elles sont pour
'enseignant 'occasion d’un diagnostic
pédagogique permettant d’atténuer I'écart
entre ce qui est a faire ou a souhaiter
et ce qui est réellement fait. Pour la
correction, on a constaté que cela n’est
pas seulement la tache de I'enseignant,

mais elle doit étre le résultat d’'une
concentration ou 'apprenant se sent
responsable de son propre apprentissage,
grace aux directifs de I'enseignant.

“Loin de dirigisme, 'enseignant doit

alors étre davantage un guide ou un
maieuticien plutdét qu’un juge ou un simple
examinateur.” (Nizard, 2002:25).

Selon Corder: “Elles [les erreurs] sont
indispensables a I'apprenant, car on peut
considérer 'erreur comme un procédé
utilisé par I'apprenant, pour comprendre.
C’est pour lui une fagon de vérifier ses
hypothéses sur le fonctionnement de la
langue qu’il apprend” (1981:13). Cette
conscience doit étre aussi assimilée par
I'apprenant qui ne doit pas avoir peur
de les commettre et les voir comme une
chose naturelle dans tout apprentissage.
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tels que «vraiment» ou «absoluments.
Pour la correction, les erreurs des regles
majeures sont plus importantes et
doivent étre corrigées en premier lieu et
ensuite les erreurs des régles mineures.
Si 'apprenant ne peut pas appliquer
correctement les regles majeures, il a
tendance a ne pas respecter non plus les
regles mineures.

2. Moment de la correction d’erreurs

Un des problémes de 'enseighant
est de savoir quand il doit corriger ou
ignorer les erreurs de ses apprenants.
Dans la classe de langue, I'enseignant
rencontre frequemment des erreurs des
apprenants et il est censé de les corriger.
Lenseignant s’empresse donc parfois de
le faire immédiatement. En fait, les erreurs
sont un phénoméne normal et
nécessaire dans I'apprentissage

de la langue, I'enseignant Vi

doit donc les identifier, ;

ainsi que leur

cause. Quand

il connait
bien leur

."
-

origine, il peut les corriger. De toute
facon, le moment de la correction
d’erreurs dépend du jugement de chaque
enseignant.

3. Qui est-ce qui corrige les erreurs?

Pour cette question, les réponses
possibles comprennent I'enseignant,
lapprenant. Ces deux possibilités ont des
avantages différents:

Lenseignant: Généralement, la
correction d’erreurs est la responsabilité
de I'enseignant parce qu’il est la meilleure
source d’'information
sur la langue cible
enclasseetilena
plus d’expérience.

Il peut donc fournir

des données, des

exemples, des

descriptions et des

explications sur les

erreurs et en outre vérifier les hypothéses
de I'apprenant sur la langue cible. Selon
S.P.Corder (1981:349) “I'enseignant ne
peut pas corriger efficacement toutes

les erreurs des apprenants parce qu’un
enseignant est responsable de plusieurs
apprenants et parfois

certains



n'est pas bien forme et il n’a peut-&tre pas
assez de connaissance et de compétence
sur la langue cible aux niveaux
phonétique, morphosyntaxique, etc. En
second lieu, le style d’enseighement
peut aussi causer des problémes. Dans
le cas ou I'enseighant emploie une
méthode d’enseignement qui n'est pas
convenable pour la classe comme la
méthode traditionnelle dans la classe
de conversation, les apprenants vont
acqueérir du lexique ou des structures qui
sont anciennes ou qui ne sont pas de la
langue parlée contemporaine. Finalement,
dans le cas ou I'enseignant enseigne
des éléments ou
des structures qui se
ressemblent en méme
temps, les apprenants
peuvent les confondre
qui est le cas de
'emploi du complément
d’objet indirect :

Il parle a son voisin.
- Il lui parle. / Il écrita
son voisin. — Il lui écrit.

Il sourit a son voisin.
= |l lui sourit. Mais I
pense a son voisin. — |l
pense a lui.

Certains apprenants peuvent confondre
ces structures et produire un énoncé
comme « *Il lui pense» a la place de
dire “il pense a lui”. C’est pourquoi,
'enseignant doit étre bien formé et choisir
la méthode ou la présentation des legons
qui conviennent a la situation dans la
classe.

Pour conclure, nous pouvons dire que
les sources importantes des erreurs
comprennent l'interférence de la langue
maternelle, 'analogie abusive des regles
de la langue cible, la surélaboration, et le

transfert d’apprentissage.

Correction d’erreurs

Tout enseignant est conscient qu’on
ne peut pas tout corriger a tout moment.
Lintervention de C. Engelen intitulée
« Un probléme, une probleme, pas de
probléeme » présentée au Xlle Congreés de
FIPF au Québec en 2008, nous le montre
parfaitement : qu’on dise « un » ou « une
» probléme, ne pose pas beaucoup de
probléme !

Pour la correction des erreurs, J. Norrish
(1983:98) et J. Hendrickson (1981:18):
suggeérent aux enseignants de prendre

en compte quatre
choses avant de
corriger les erreurs de
leurs apprenants :"la
gravité des erreurs, le
moment approprié de
correction d’erreurs,
les techniques de
correction d’erreurs et
'acteur qui est envisagé
dans la correction
d’erreurs’”
1. Gravité des erreurs
J. Norrish (1983:21)
propose des critéres pour juger de la
gravité de I'erreur. Pour J. Norrish, la
gravité de I'erreur s’associe “aux régles
et a leurs exceptions: les regles majeures
et les regles mineures.” Il considére
les régles majeures, comme le cas de
la formation d’'un adverbe en ajoutant
“—ment” apres un adjectif au féminin :
« heureuse + ment », « vive + ment ».
Quant aux regles mineures, il s’agit
de I'exception des régles majeures,
auxquelles on donne moins d’'importance
gu’aux regles fondamentales, comme les
formes irrégulieres de certains adverbes
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Confusion entre des regles deja

apprises et des regles nouvelles
Lapprenant peut appliquer

incorrectement des regles déja apprises
dans une situation donnée, c’est-a-dire
qu’il crée d’aprés son expérience un
énonce anormal avec la langue cible. Par
exemple, “ *« Ah ! Ce n’est pas vrai. C’est

un réve. » je m’ai dit” Dans cet énoncé, on

peut expliquer que I'apprenant confond
les structures régulieres « j'ai dit » et « je
me suis dit ».

Reduction de la redondance
C’est le cas ou 'apprenant se trompe
en croyant que les éléments existant
dans un énoncé sont suffisants pour
communiquer, il N’ajoute donc pas les

éléments qu’il pense inutiles ou superflus.

Par exemple, «* Hier, je vais au parc
avec mon amie. ». On remarque que
'apprenant croit que « hier » est suffisant
pour indiquer le moment du passé, il
n’ajoute alors pas la désinence du temps
du passé.

Non-respect des restrictions de regles

Le non-respect des restrictions de
regles est I'application des régles ou des
structures dans des contextes ou elles
ne s’appliquent pas. On considere cela
comme une analogie abusive comme
dans le cas de la structure de certains
verbes ayant une signification proche :

Je demande a Pierre./ J'ordonne a
Pierre./ Je parle a Pierre.

mais J’interroge Pierre.

Dans ce cas |a, 'apprenant risque de
commettre une analogie abusive en
utilisant la construction «*J’interroge a
Pierre.» qui n’est pas correcte.

Simplification des régles
Comme 'apprenant a une expérience
limitée, il ne connait pas toutes les
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régles ou toutes les structures dans la
langue cible. C’est pourquoi, lorsqu'il
veut communiquer et doit employer une
structure ou un mot qu’il maitrise mal, il
risque d’utiliser une régle apprise dans un
autre contexte en I'appliquant 1a ou elle ne
convient pas. C’est le cas du genre des
noms en frangais : I'enseignant dit souvent
a ses apprenants que le nom terminant
par un « e » est fréquemment au féminin.
C’est pourquoi, on entend assez souvent
des apprenants dire « *un photo », «
*un moto » ou « *une disque », « *une
arbre » etc. Les apprenants appliquent la
regle en la simplifiant sans consulter un
dictionnaire ou un manuel de grammaire.
3. Surélaboration (Overelaboration)
Selon E. Tarone et son équipe (1983:9),
la surélaboration intervient “lorsque
'apprenant essaie de trop bien faire,
au point que I'énoncé est incorrect ou
inacceptable par rapport a la situation
ou au contexte donnés. C’est le cas,
par exemple, quand les apprenants
ont souvent affaire a la langue écrite et
utilisent donc la langue écrite pour parler”
Ce type d’erreur se rencontre dans les
domaines phonétique, morphosyntaxique
ou lexical, par exemple un apprenant
peut demander le golt des pommes a un
marchand francgais : «Pourriez-vous me
dire quelle en est la saveur ? ». En fait, il
veut simplement lui demander quel godt
cela a, mais en raison du style, méme si
I'interlocuteur peut arriver a comprendre,
cet énoncé n’est pas approprié dans cette
situation.
4. Transfert d’apprentissage
Il arrive parfois que I'étudiant
apprenne de son professeur une fausse
prononciation ou de fausses structures
par cceur. Ce probléme peut provenir de
trois causes. Premiérement, I'enseignant



apprenant iranien peut créer un énonceé
fautif comme «je remercie de ma mere»
a la place de dire “je remercie ma mére”
en imitant la syntaxe de sa langue
maternelle “. s o Sias pille 5l 00"

2. Erreur intralinguale : Ce type d’erreur
résulte de 'apprentissage défectueux ou
partiel de la langue cible de I'apprenant .
Elle révele une difficulté chez I'apprenant
qui ne parvient pas a appliquer toutes
les regles concernées afin de produire
des énonceés en langue cible. Il commet
parfois des erreurs en mélangeant les
régles grammaticales. Par exemple,
I'apprenant peut produire un énonceé
fautif comme « jai étudié beaucoup. »
en mélangeant les structures francaises
de “étudie beaucoup” et “j’ai beaucoup
étudié”.

3. application abusive
d’une regle : Il s’agit
du développement
de lacquisition de
'apprenant qui essaie
de construire des
hypotheses sur la
langue cible d’apres
son expérience limitée

dans la classe ou avec la méthode de
la langue utilisée en classe. C’est le
cas de certains participes passés du
francais: 'apprenant en crée souvent
comme «ouvri» ou «offri» au lieu de
«ouvert» ou «offert». Ces erreurs sont
faites parce que 'apprenant apprend la
regle de la formation du participe passé
de verbe régulier —ir et 'applique a tous
les verbes se terminant en —ir. Ce type
d’erreur disparait normalement lors de
laugmentation de la capacité de langue
de l'apprenant.

Selon Christine Tagliante en général,

il existe cing types d’erreurs dans la

didactique des langues étrangeres, ce
sont les « erreurs de type linguistique,
phonétique, socioculturel, discursif et

stratégique » (2001 : pp.152, 153).

Sources des erreurs

Dans la procédure de I'analyse des
erreurs, aprés avoir identifié les erreurs
des apprenants, on doit rechercher
les sources de ces erreurs, afin que
I'enseignant puisse les corriger et que les
apprenants en commettent moins ou qu'ils
ne les commettent plus si possible. En ce
qui concerne ce sujet, plusieurs linguistes
tels que Larry Selinker, S. P. Corder, John
Norrish, Jack C. Richards, etc., identifient
certaines sources d’erreurs possibles
dans leurs ouvrages. Selon ces linguistes,
les erreurs des apprenants proviennent de
cing sources principales :

1. Interférence de la langue maternelle

Depuis le commencement des études
contrastives, on pense que la langue
maternelle peut influencer I'étude de la
langue étrangére. Selon R. Lado (1981:2)
“les individus ont tendance a transférer les
formes et les sens, et la distribution des
formes et des sens de leur langue native
et leur culture a la langue et la culture
étrangéres”.

2. Généralisation abusive des regles de
la langue cible

Selon P. H.Lindsay et D. A. Norman cité
par D. Gaonac’h (1991:113) on appelle la
geéneéralisation abusive “un phénomeéne ou
I'apprenant crée lui-méme une structure
aprés avoir appris quelques structures
de la langue cible, généralisée a des
structures ayant certaines caractéristiques
communes avec la bonne, mais dont
'emploi reste inadéquat.” On peut
subdiviser la généralisation abusive en
quatre types:
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énonce fautif comme “le lundi est un jour
gue beaucoup de magasins sont fermés.
A la place de dire “le lundi est un jour ou

beaucoup de magasins sont fermés.”

A propos des fautes, Marquillo Larruy
dit gqu’elles correspondent a “des erreurs
de type (lapsus) inattention/fatigue
que I'apprenant peut corriger (oubli
des marques de pluriel, alors que le
mécanisme est maitrisé)”. (2003:20) .
Cela se produit dans le cas ou le locuteur
est fatigué, stressé, incertain ou lorsqu'il
se situe dans un état d’hésitation. Parfois
la faute provient du changement du plan
ou du sujet par le locuteur quand il a déja
commence ses eénoncés. Par conséquent,
ce n'est pas seulement les apprenants
qui commettent des fautes mais aussi les
natifs. Parfois, le locuteur est capable de
reconnaitre ou de corriger lui-méme sa
propre faute “par
exemple : * Mon

»

mere... ma mere... monte le....la voiture
pour conduire ma sceur et moi a I'école”
(H. Besse et R. Porquier, 1984:183). Vu
gu’il N’y a pas d’article qui précede le nom
dans la langue persane, on confronte
fréquemment a ce genre de probléme
dans les devoirs des apprenants.

En raison de la différence entre les deux
phénomeénes, nous pouvons conclure
gu’un apprenant ne peut pas corriger ses
erreurs sans 'aide d’un professeur car
elles sont représentatives de la grammaire
intériorisée ou de l'interlangue, mais
en principe il peut corriger ses fautes,
imputables a des lapsus, a la fatigue, ou a
diverses causes psychologiques, par des
autocorrections spontanées.

Types d’erreurs
Les auteurs classent les types d’erreurs
selon des différents critéres. Par exemple,
pour J C. Richards (1980:173) I'erreur se
divise en trois types:
1. Erreur interlinguale: c’est un
probléme provenant de
la langue source
de 'apprenant.

On trouve ce type
d’erreur dans le cas
ou I'apprenant n’arrive

pas a distinguer un

trait de la langue cible
qui est différent de la

langue source pour

la production en

langue cible. Par

exemple, au niveau

syntaxique, un
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réle crucial : celui de prévoir toutes les
difficultés, d’éviter a priori toutes les
erreurs » (2008 : 1397) Alors l'erreur
apparait comme un défaut du systéme
d’apprentissage;

- De 1960 a I'époque actuelle, I'erreur
est considérée comme un repére sur
litinéraire de I'apprentissage et elle
acquiert un statut positif.

Cependant en ce début du XXle siécle,
gu’en dit le Cadre européen commun des

references ?

«a- les fautes et les erreurs sont la
preuve de I'échec de 'apprentissage

b- les fautes et les erreurs sont la preuve
de l'inefficacité de I'enseignement

c- les fautes et les erreurs sont la
preuve de la volonté qu’a 'apprenant de
communiquer malgré les risques

d- les erreurs sont inévitables ; elles sont
le produit transitoire du développement
d’une interlangue par 'apprenant. Les
fautes sont inévitables dans tout usage
d’'une langue, y compris par les locuteurs
natifs» (Conseil de 'Europe, 2001)

Nous n’allons plus nous attarder sur les
détails d’un tel rappel historique et nous
essayerons d’entrer tout de suite dans le
vif du sujet. Afin d’analyser I'erreur dans
'apprentissage de la langue étrangere,

il nous faut d’abord distinguer les termes
“erreur” et “faute” qui désignent deux

concepts différents. Déja dans le passage
qui précede nous avons vu « l'erreur » et
« la faute » bien gu’inévitables, sont a étre
distingués l'une de l'autre.

Définition de I’«<erreur» et la
différence entre I'erreur et la faute

Selon J.P.Cugq les erreurs sont
comme un «écart par rapport a la
représentation d’un fonctionnement
normé » (2004:86). En didactique des
langues étrangeéres, les erreurs «relévent
d’'une méconnaissance de la régle de
fonctionnement (par exemple, accorder
le pluriel de “cheval” en chevals lorsqu’on
ignore qu’il s’agit d’un pluriel irrégulier)»
(Marquillo Larruy, 2003:120). Lerreur
est parfois systématique et reléve alors
de l'interlangue de la compétence des
apprenants. Ceux-ci en commettent non
pas a cause d’une incapacité mais a
cause de leur niveau de connaissance de
la langue étrangere étudiée a un moment
donné. Commettre des erreurs manifeste
leur connaissance imparfaite de la langue
etudiée et montre que les apprenants ne
la maitrisent pas encore bien. Par exemple
un apprenant iranien avant d’apprendre
les différents pronoms relatifs produit un




Introduction

La conception de I'erreur s’est beaucoup
développée au cours de I'histoire de la
didactique des langues étrangeéres. Elle
fut longtemps considérée comme partie
intégrante mais negative du processus
d’apprentissage. De nos jours on est
d’accord sur certains aspects positifs de
I'erreur, ¢’est pourquoi la correction des
erreurs et son effet sur 'apprentissage
des apprenants prennent une certaine
importance et attirent I'attention d’'un
grand nombre de didacticiens.

Lattention portée a la correction des
erreurs dépend en partie des besoins
immeédiats des apprenants et de la
gravité de I'erreur dans des situations
communicatifs.

Etant donné que I'erreur n’est pas un
constat d’échec pédagogique, dans
cet article notre objectif est de savoir
comment elle aide 'apprenant dans
I'apprentissage d’'une langue étrangere.

Cela dit, aprés avoir fait une bréve
récapitulation historique de la notion des
« erreurs et fautes », nous tenterons de
répondre aux questions suivantes: quelles
sont les types d’erreurs? Quels sont les
sources des erreurs? Quand est-ce qu’il
faut corriger les erreurs? Qui est-ce-qui
doit prendre la charge de la correction de
Ierreur: 'apprenant ou I'enseignant?

Nous essaierons également de définir
la faute et I'erreur pour voir quelle est la
distinction entre ces deux termes.

Historique de I’erreur

Les premiéres approches sur le statut et
la place accordés a I'erreur apparaissent
d’abord dans I'ouvrage intitulé manieres
de langages de Walter de Bibbeswort
en 1296 (cité par Cuq et ali, 2004: 86)
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sur la grammaire de la langue frangaise.
Ensuite, les recherches similaires sont
apparues dans les travaux de John
Palsgrave en 1532 (Ibid.:86) pour le
premier manuel de grammaire qui a été
préparée pour les Anglais, plus tard dans
ceux de Claude Mauger a partir de la fin
du XVlle siécle jusqu’au début du XVllle
siecle. John Palsgrave au XVle siécle et
beaucoup plus tard Claude Mauger ont
tenté de comparer les microsystemes

de la langue source a ceux des langues
étrangeéres ou cibles. Puis, c’est par les
travaux du linguiste suisse Henri Frei

en 1929 (Ibid. : 86), dans son ouvrage
intitulé La Grammaire des fautes, que
I'analyse de la production du mécanisme
de changement des langues a été mise
au premier plan. En s’inspirant des
recherches d’Henri Frei, Stephen-Pit
Corder et Rémy Porquier (lbid. : 86)

ont développé I'analyse des erreurs
selon les principes de régularisation

des microsystémes grammaticaux et
analogiques. .

Toutefois, il est possible de trouver
une référence systématique concernant
Perreur dans Evolution de I'enseignement
des langues:5000 ans d’histoire de
Claude Germain en 1993. En ce qui
concerne les démarches d’enseignement
et le statut de I'erreur en didactique
des langues, dans les travaux sur
acquisition des langues, «trois reperes
fondamentaux» (Marquillo Larruy,
1993:56,57) ont été proposés:

- De la fin du XIXe siecle au début du
XXe siécle, I'erreur est signe de faiblesse
; il est un échec, une défaillance de
lapprenant ;

- De 1940 a 1960, « 'enseignement
inductive vise un apprentissage sans
erreurs. Dés lors, 'enseignant joue un
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Cet article traite une analyse sur l'erreur en tant qu’'un élément intrinseque de
'enseignement/apprentissage d’'une langue étrangére. Dans I'apprentissage actuel
des langues étrangéres on considere I'erreur comme un moyen dynamique qui pousse
'apprenant a chercher la raison de cette erreur pour qu’il puisse s’auto-évaluer d’une
part et se corriger d’autre part.

La réponse a la question « faut-il corriger les erreurs des apprenants » pousse les
enseignants a réfléchir sur les stratégies de la correction des erreurs. Comment décider
sur ce qu’il est a corriger et ce qu'il faut laisser passer ? C’est une question a laquelle
nous avons essaye de répondre dans cet article.

enseignement, erreur, apprentissage, correction, enseignant, apprenant.
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