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Abstract
Academic vocabulary is an essential part of academic language and a strong predictor of academic 
success; therefore, knowledge of what academic vocabulary is and how it should be taught is an 
important aspect of second language teachers’ pedagogical competence. This paper introduces 
what academic vocabulary is, how it is distinct from general vocabulary, and what role it plays in 
academic achievement. It also introduces techniques that can be used to teach such vocabulary 
to learners of intermediate and upper intermediate language proficiency. The techniques that have 
been suggested in this paper are aimed at engaging learners’ cognitive abilities in the process of 
learning academic vocabulary. The paper argues that technology should be an integral component of 
academic vocabulary instruction and suggests several online tools that learners can use to increase 
and enhance their academic vocabulary. Finally, four English academic vocabulary word lists and 
how they have been developed will be discussed in the hope that Persian language researchers and 
teachers would be encouraged to devise such lists for university level students.   

Key Words : academic vocabulary, second language, techniques of vocabulary instruction, technology, 
                            word lists
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require

like rules
necessary

require

 teacher (you have to write
your first and last name)like cleaning your room

you have to do it

teacher (be quiet when I'm talking)

parents (brush your teeth)

parents (bite one bit of veggie)
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quadrilateral

Non-examples

 circle
 triangle
 pentagon
 dodecahedron

Defintion in our own words
A shape with four sides

Examples

 square
 rectangle
 trapezoid
 rhombus

Facts/ Characteristics
4 sides

 sides may or may not be of
equal length
sides may or may not be parallel

Quadrilateral
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Venus, Earth, Saturn, Milky Way, Jupiter, 
Mars, Mercury, Solar System, Saturn, 
Uranus, Neptune, Sun, Local Group.

Mercury, Mars, Venus, Earth, Neptune, 
Uranus, Saturn, Jupiter, Sun, Solar 
System, Milky Way.
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visualize visuwords

imagination 
imaging 
imagery 

picture 
image
icon

mental
picture 

impression 

imagine 
conceive 

ideate

fancy

effigy 
image 

simulacrum

image
mental
image

figuration

visionary 
illusionist

seer

picturing 
envisioning

illusion
fantasy 

phantasy

change
alter

modify

visualize 
visualise

visualize 
visualise

visualize

visualize 
visualise

visualize 
visualise 
envision

http://www.victoria.ac.nz/lals/resources/
academicwordlist/.

 https:// www.uclouvain. be/en -372126.
html.

http://www.academicwords.info/
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Abstract
The present study tried to investigate the role of project-based learning on improving EFL 

students’ creativity and language learning. The participants were 75 female EFL learners 
studying at a non-profit school in Tehran. Based on the students’ preferences and the available 
facilities at the school, the learners were given the opportunity to learn English language through 
making posters and food, and performing plays and songs all in English. Initiating the language 
by the students made learning enjoyable and also reduced the tension and the stress of learning 
another language. English language learning lost its mere linguistic aspect and instead changed 
into a way of finding solutions to problems and expressing emotions. 

Key Words : project- based learning, English language, creative teaching, dynamic learning
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(Observation, Reflection, Action)

IQ, EQ

 (Observation,
Reflection Action)

IQ, EQ
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Fruit salad
You need different fruits 
(banana, apple, pineapple, mango, grapes, 
orange, pomegranate, strawberry)

Instructions
1. Wash your hands. 2. Peel the fruits. 3. Chop 
them. 4.Put them in a plate. 5. Mix them softly
Now your salad is ready. You can add chocolate 
or jelly.
Yummy! 

mouse

mouse family

kitchen
livingroom bathroom bedroom
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 brother mouse
sister

“Five mouses live in a house. They are four 
brothers and one sister. They have four rooms in 
their house. Livingroom, kitchen, bathroom and 
bedroom …”

 Yes I
can
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« rabbit, tree, kite, peas, grass, rope, leaf big, 
bookstore, bag, stick ...»

22



1. Bajrami Shala
2. Grammar-Translation
3. English Language Arts
4. Fragoulis
5. Pennycook
6. Norton and Toohey
7. Tomlinson
8. Margolis

Bajrami Shala, L. (2014). Methodological approach in 
teaching English language in elementary school through 
action research. International Journal of Education and 
Research, 2 (3),1-10. 

Fragoulis, I. (2009). Project-based learning in the teaching of  
English as a foreign language in Greek primary  schools: 
From theory to practice. English Language Teaching, 2, 
(3), 113-119. 

Margolis, C., S. (2012). Teaching to the right side of the brain 
to achieve whole-brain learning: Its effect on language 
learning with low-level, low-literate adult ESL  students. 
Unpublished thesis, Hamline University, St.  Paul, USA.

Norton, B. & Toohey, K. (2004). Critical pedagogies and 
language learning: An Introduction. In B. Norton & K. 
Toohey, K. (Eds.). Critical pedagogies and language 
learning (1-18): Cambridge: Cambridge University Press.

Pennycook, A. (2010). Language as a local practice. London: 
Routledge.

Tomlinson, B. (2005). Developing Materials for Language 
Teaching. London: Continuum. 

23



  

. .

.
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ... ...

.

www.roshdmag.ir

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

Teaching at College and University 
provides the most practical evidence-
based resource for those involved in 
teaching at universities and colleges, as 
well as researchers and policy makers with 
an interest in good practice in academic 
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Teaching at College 
and Universtiy: Ettective 
strategies and key principles

 How Can I become an effective teacher 
in college or university?

 What teaching tools and techniques are 
available to me and what is the best 
way to use them?

 How do I tackle common difficulties 
associated with college and university 
teaching?

This book is designed for teachers in 
further and higher education particularly 
those who do not have specialist 
backgrounds in education pedagogy or 
academic practice. It presents useful 
theory and literature from the fields 
of organizational behaviour, learning. 
pedagogy and education, to enhance the 
practical advice the book contains. 

Exploring Second Language Classroom 
Research has two overriding objectives. 
The first is to provide an overview of 
and introduction to language classroom  
research. To this end, The authors look at 
both substantive issues (that is, the topics 
and questions that have been investigated 
by classroom researchers) and 
methodological issues (the techniques 
and methods that researchers have 
employed for collecting data, interpreting 
the data, and presenting the results). 
The second objective is to help readers 
develop practical skills for carrying out 
original empirical investigations. Although 
the context of the book is the second 
language classsroom, our intention has 

Sh. Zarei Neyestanak
Email: sh. zarei@yahoo.com

been to cover concepts and techniques 
that will be broadly applicable to a wide 
range of  applied linguistics contexts.

Exploring Second Language 
Classroom Research is a comprehensive 
introductory manual for beginning and 
advanced researchers. Authored by 
two leading experts in the field, the 
text explores research traditions and 
processes. The text is illustrated with 
a variety of qualitative and quantitative 
data and includes tasks for reflection and 
application.

Book 
for Teachers
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7. Sitting at my table during the whole 
teaching session is not a good habit. I 
should move around the class, so I can 
make sure that the students in the back 
rows, particularly in crowded classes, pay 
attention to the lesson as much as those 
who are in the front rows. Nowadays that 
cellphone is popular among the students, 
some of them take advantage of the 
opportunity and instead of listening to what 
the teacher is saying, get themselves busy 
sending and receiving almost anything that 
can be sent via a mobile to one another! 
Moving around the class can event it to a 
great extent.

8. The student who angers me, controls 
me, thus I must be patient as much as 
possible, because anger is the condition 
in which the tongue works faster than 
the mind! Besides, some students enjoy 
making the teacher angry and thus 
preventing him from following the usual 
course. On some occasions, I have to take 
a blind eye on what I see and let some 
things go in one ear and out the other (I 
have tried it and it has paid off)!! If I want 
to split hairs, this will solve nothing and 
make matters worse many times. (To be 
continued...)

Hasan Jahanban Isfahlan, the 5th educational 
district, Tabriz, East Azerbaijan Province

JOKES
1.  Q: Do you ever get stage fright?
    A: No, I'm not afraid of the stage. It's 
the audience that scares me.

2. A psychologist -- interviewed on an 
Allen show -- announced that the only 

two instinctive fears in man are the fear 
of loud noises and the fear of falling. "I 
have a great fear," replied Steve, without 
missing a beat, "of making a loud noise 
while falling."

3. Q: What lies at the 
          bottom of the ocean 
         and shakes a lot? 

A: A nervous wreck!

4. When I was young I 
was scared of the dark, 
now when I see my 
electricity bill I am scared of the lights.

BOOKS: ON RISK TAKING
Here are a couple of book you may want 

to refer to in order to read and learn more 
about risk taking.

1. Supporting Risk-Taking Behaviors 
in English Teachers, by Geraldine E. 
LaRocque (1979)
2. Freedom to fail: How do I foster risk-
taking and innovation in my classroom? 
By Andrew K. Miller (2015)
3. Strategic Risk Taking: A Framework 
for Risk Management, by Aswath 
Damodaran (2008)
4. The Psychology of Risk Taking 
Behavior, by R.M. Trimpop (1994)
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Teaching Tips by You!
Mr. Jahanban has sent us sharing his 

ideas on teaching. Since his letter is a 
bit long, we will publish the letter in two 
sections. This is the first section:

As a(n) ( English) teacher, I have learnt 
that

1. The first impression is the most lasting. 
That is, undeniably, the first session of the 
school year is very important and if I am 
successful during that first session, I will 
not have much difficulty until the end of the 
school year, God willing. Students are very 
intelligent and observant and they pay full 
attention to my teaching, how I speak, how 
I dress, how I walk, and so on. They may 
have learnt many things about me from my 
previous students and now they want to 
know whether what they have heard is true 
or not.     

2. Teaching does not consist of teacher’s 
talk all the class hour and students’ being 
silent and listening attentively to him. 
Sometimes I have to stop talking and let 
students talk, too. I can ask questions, for 
example, about what I have taught and 
they must provide the answers. This way, 
the class will not be boring for my students, 
and also, I will be somehow certain that my 
teaching is effective.

3. Carrot and stick policy is the most 
useful when I use ‘carrot’ to the greatest 
extent, but ‘stick’ to the least degree. Even 
those students who have seemingly no 
interest in learning and indeed want to 
make the teacher lose his temper, are well-
behaved when I reward and appreciate 

their smallest contributions rather 
than punishing them for their smallest 
misbehavior. It is incumbent upon me not 
to disappoint the student by, for instance, 
giving him the lowest mark one after 
another. In this case, that student becomes 
completely hopeless and will do his best 
to make himself seen by any means at 
his disposal. On the contrary, if I reward 
even his least important positive action 
by giving him a high mark, for instance, 
he will undoubtedly try to repeat his good 
behavior and be the student who is liked 
and rewarded by his superiors.

4. As the English proverb goes, variety 
is the spice of life. If I use chalk or board 
markers, I don’t use only one color. Writing 
in different colors adds variety to what I 
present on the board and is a means for 
highlighting the important points. Variety 
is not restricted to only writing in different 
colors on the board! Rather, it should be 
observed anywhere any time I can apply it.

5. Quality is more important than 
quantity. I may not be able to cover all the 
items in a lesson if I want to make sure 
my students have learnt what they are 
expected to learn, I teach as much as 
my students are able to learn, but leave 
no doubt that they have learnt that small 
amount well.

6. Learning my students’ family names 
and even their first names was very useful. 
When I know my students by their names, 
they feel that I respect them because I call 
them as a unique person. Also, since they 
know that I know their names, this fact will 
have a good effect on their behavior in the 
class.
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to hold onto it a little longer next time 
because when you make a mistake, it’s an 
opportunity to learn. In other words, I will 
be better tomorrow because I was willing 
to take a risk in the classroom today.

2. Be willing to fail
Second, be willing to try something at 

which you are terrible, and insist that your 
students celebrate your willingness to try. 
I do this by trying to translating a random 
Persian poem into English chosen by the 
students. Well, things may get terrible and 
it can be a humiliating experience, but 
students will love it.

Throughout the year, whenever a student 
is afraid to give a verbal presentation, 
participate in a group, or write an essay, 
I ask them if I need to translate another 
poem in English in to remind them that 
we all need to be willing to try. Their 
classmates usually encourage them to 
get involved so that they can prevent their 
teachers’ humulation!!

I still try the translation sometimes to 
repeat the humulating experince. As an 
added bonus, my humiliation shifts the 
attention back off of them so they can 
recover from having taken the risk.

3. Build risk-taking into your classroom 
    management
Develop a management system that 

rewards students who support their 
classmates and provides consequences 
for those who bully, taunt or tease. 
The rewards can be as simple as extra 
points on assignments if the whole class 
applauds after each presentation. The 

consequence could be a seat outside the 
door researching the presentation topics 
instead of listening to what classmates 
have learned.

Other means
Maintaining a positive classroom culture 

is not easy, and my means of introducing 
the topic may not be your style. If that is 
the case, find an approach with which you 
are more comfortable.

Somehow, though, you need to let your 
students know that you understand that 
trying new skills and learning new material 
can be intimidating, especially when so 
many of those efforts are taking place 
in a classroom that is full of their peers. 
Somehow, you need to let them know that 
you appreciate and support all of their 
efforts, and that you will insist that their 
classmates demonstrate that encouraging 
attitude as well.

Finally, make it clear that effort will lead 
to improvement. Your applause for the 
participation is sincere, but so is your 
belief that they can do better — that they 
can achieve mastery of the material. You 
will be there to encourage, guide and 
help them recover from missteps. You will 
also be there to help them celebrate the 
accomplishments born of their courage 
and work.

28



Share your ideas with us: azimi.hz@gmail.com

NO COMMENT! 
 

TEACHING TIPS: RISK TAKING IN 
ENGLISH CLASSES

Encouraging risk-taking
Begin by having an explicit conversation 

about the climate you want in your 
classroom. If you want people to 
participate verbally even when they are 
uncertain, you should say so. If you want 
their classmates to support imperfect first 
attempts by applauding the participation, 
you must tell them how.

Then show them. Here’s a practical 
method: 

1.Demostrate risk-taking
First, find something at which you’re 

pretty good and let your students see you 
do it. Then, make the point that regardless 
of your current performance level, you will 
never improve at that activity unless you 
are willing to push yourself to the point of 
making a mistake.

For instance, I demonstrate this by 
bringing a basketball into my classroom 
and doing a ball-handling drill in front of my 
students. Then, I tell them I have a choice: 
I can do it slowly and perfectly forever, or I 
can try to improve my performance a little 
and risk making a mistake! Well, I want to 
get better, so I start to move it more quickly 
and in few new ways (usually students in 
the front row start to get a little nervous 
at this point, so I move to an area of the 
room where I know a flying ball won’t break 
a window or injure a kid!!) Eventually, I 
mess up, drop the ball, take a bow, and 
remind my students that even though 
the ball escaped me this time, I’ll be able 

“Let's try it without
 the parachute.”
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PREFACE
Hi Everyone!
Whenever I watch a soccer game, I can 

find many similarities between a soccer 
game and language learning classes! One 
similarity, around which the current issue 
spins, is risk-taking. I bet you agree that a 
very cautious and conservative player can 
never touch the ball! Just similar to that is a 
risk-taker language learner: to learn better, 
say speaking, one has to risk actually 
using the language.

I see risk-taking not only a language 
learning strategy, but also an everyday life 
skill. Think about this topic and share your 
ideas.

QUOTABLE QUOTES

“Life is either a daring adventure or 

nothing at all.” 

“A ship is always safe at the shore - 
but that is NOT what it is built for.”

”If you dare nothing, then when the 
day is over, nothing is all you will have 
gained.”

“If there is no risk, there is no 
reward.”

Grimoire
 
“You can’t get anywhere in life 

without taking risks.”

English 
through Fun

betterer!

akersk-ta s
leaearn

Hadi Azimi 
Assistant Professor in ELT, Schools of Medicine and of Paramedical Sciences,edicine and of Paramedical Scien
Shahid Beheshti University of Medical Sciences, Tehran, IranTehran Iran
Email: azimi.hz@gmail.com
Zahra Kobadi Kerman
MA Student of TEFL, Islamic Azad University, Central Tehran Branch
Email: zahra.kobadi@yahoo.com
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towards teaching requirements, learning 
activities as well as humanistic dimensions 
and feeling of students in the classroom. 
This shift of attitude facilitates the process 
of dealing with the challenges of CLT 
classes for teachers.

Conclusion
Given the fairly dramatic change in 

attitudes not only to language but also to 
learners and teachers that came with the 
development of CLT, it is not surprising 
that it has taken some time to work out the 
implications for all aspects of the teaching/
learning process. It is, however, worrying 
that many people’s perceptions of CLT 
seem to have got stuck at its early stage of 
questioning and experimentation, before 
some of the key issues are fully resolved. 
CLT is by no means the final answer—no 
doubt the next ‘revolution’ in language 
teaching is already under way somewhere. 
But whatever innovations emerge, they 
will do so against the background of the 
changes brought about by CLT, and will 
need to accommodate or explicitly reject 
those changes. Some of them are too 
important to lose: the concern with the 
world beyond the classroom, the concern 
with the learner as an individual, the view 
of language as structured to carry out the 
functions we want it to perform. In order 
to ensure that these changes are not 
pushed aside in future developments, it 
seems essential to attempt to clear away 
misconceptions that might otherwise be 
used to damn them and CLT as a whole.
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towards classic skills (Listening- Speaking 
–Reading and Writing). 

Misconception 3: CLT means pair 
work, which means role-play

According to Thompson (1996), many 
teachers have come to this point that the 
foundation of CLT is group work.  However, 
a glance at the principles of CLT can verify 
the falsity of this view. Thompson (1996) 
adds that one of the main features of CLT 
is that learners need to be given different 

roles in different situation to practice 
independently and gain autonomy as 
soon as possible. Learners should 
be provided with choices to make 
decisions. Richards (2006) looks at this 

point form a different angle and argues 
that since CLT is a humanistic approach, 
it values learners’ needs and wants. 
According to Kumaravadivelu (2006), 
students have a voice (idea) in the process 
of planning, implementing and assessing 

different aspects of classroom procedures. 
The implication of this false belief is that 
making pair work as the cornerstone of 
CLT, puts limits on what learners can 
achieve through whole class and individual 
activities while this is not the case.

Misconception 4: CLT means 
expecting too much from the teacher

Though Medgyes (1986) claims that 
CLT places greater demands on the 
teacher than certain other widely used 
approaches, Thompson (1996) clearly 
rejects this view.  He argues that it is true 
that CLT activities and procedures are 
unpredictable and challenging, this does 
not mean that teachers are not ready or 
not willing to face up such challenges.  As 
mentioned by Richards (2006), teachers’ 
roles have changed to facilitators and 
monitors. They are not supposed to act as 
a model in producing error-free sentences. 
A CLT teacher assumes a different view 
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misunderstanding on the part of teachers. 
He provides some reasons. To give some 
examples, Prabhu (1987) claims that it is 
impossible to teach grammar because it 
is too complex to be acquired by learners. 
The other figure who rejects grammar 
teaching is Krashen (1988), arguing 
that grammar teaching is unnecessary 
because the knowledge of grammar is 
of a kind which cannot be passed on in 
the form of statable rules, but can only be 
acquired unconsciously through exposure 
to that given language. Richards (2006), 
rejects this false interpretation and argues 
that the aim of CLT activities is to boost 
students’ communicative competence 
through linguistic features to make 
learners able to   communicate effectively 
and appropriately.  He continues that 
grammar should not be treated the same 
as it was treated in the traditional method. 
The focus in CLT is on both meaning and 
form. In fact, the summary of Richard’s 
claim is that the learner should discover 
grammar inductively through exposure 
to different manifestations of forms in 
different functions (Richards, 2006).

Misconception 2: CLT means 
teaching only speaking

According to Thompson (1996), since 
the primary focus of CLT is communication 

in 
the target 
language, many teachers 
believe that the main goal of this 
approach is developing speaking ability in   
pupils. 

Thompson (1996) adds that another 
reason for this misunderstanding on the part 
of teachers is the fact that students should 
receive sufficient practice of appropriate 
use of language through talk.  Teacher 
trainers have operationalized this concept 
in the form of TTT (Teacher Talking Time) 
and STT (Students Talking Time).  They 
(teacher trainers) emphasize that the main 
slogan of CLT is reduction in the rate of TTT 
and increasing the rate of STT (Thompson, 
1996). Again, Richards (2006) clearly 
rejects this false belief and emphasizes the 
integration of all four skills in the realm of 
CLT. In fact, CLT provides a balanced view 

Communicative competence 
entails knowing not only the 
language code or the form of 
language, but also includes 
having choice in bridging the 
information gap based on 
the feedback one receives 
from a given situation 
(Kumaravadivelu, 2006)
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shift in the world of language teaching 
and learning because it was thought 
that Situational Language Teaching 
and Audiolingualism were no longer   
appropriate methodologies. CLT appealed 
to those who sought a more humanistic 
approach to teaching, one in which the 
interactive processes of communication 
received priority.

Different studies have reported some 
misunderstandings and misinterpretations 
of CLT principles in different contexts. 
A few of them are mentioned below:  
Burnaby and Sun (1989) reported that 
teachers in China found it difficult to 
deploy CLT. Richards and Rodgers (2006) 
believe that teachers should be able 
to use the target language fluently and 
appropriately and they needs to be familiar 
with the target language culture. One of 
the requirements of a language teacher 
according to the principles of CLT is to be 
familiar with some 
hidden aspects of 
the target 

culture. According to Kumaravadivelu 
(2006) to act as effectively as possible, the 
teacher has three roles in the classroom 
namely, facilitator, participant and 
observer. Based on the study done by 
Dahmardeh (2009), it can be concluded 
that most of the Iranian English language 
teachers who participated in the study 

were not proficient enough to assume 
the right roles in implementing 

CLT demands. Teachers should 
also be ready to provide 
learning opportunities for the 
students. As Echevarria et al. 
(2004) have noted: 

It can be particularly tempting 
for teachers to do most of the 

talking when students are not 
completely proficient in their use of 
English, but these students are precisely 
the ones who need opportunities to 
practice using English the most. (p. 103)

Misconception 1: CLT means not 
teaching grammar

According to Thompson (1996), this 
is the most demanding and challenging 

As Richards (2006) 
clearly puts it, CLT can be 
understood as a framework 
and flexible approach 
for achieving the goals 
of language teaching. It 
facilitates the process of 
language learning and 
paves the way for effective 
and communicative-based 
prospect for learners
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features of language has been replaced by 
culture-oriented and meaning based views 
of language teaching. The importance 
of culture and its roles in the process of 
negotiation of meaning has been given 
a great weight in the course of language 
learning.  In a study regarding the place 
of culture in the Iranian ELT textbooks, 
Aliakbari (2004) concluded that the ELT 
textbooks in use in Iranian secondary 
schools fail to help students develop 
intercultural competence and cultural 
understanding.

Authenticity
 Authenticity has been a very 

demanding issue in curriculum 
development. It is interpreted in 
terms of the degree of closeness 
of the textbook texts and 
activities to the ones used in 
real life situations.  According 
to Dahmardeh (2009), though 
Iranian students receive hundreds 
of hours learning and practicing 
English language during their education 
at schools, they cannot communicate 
effectively and appropriately in real 
situations even greeting or taking a taxi. 
This can be attributed to the type of texts 
and classroom activities that are currently 
in use in language classes. Aliakbari 
(2004) found that 28 per cent of reading 
passages in Iranian English textbooks 
at the time of the study, lacked 
identifiable sources of reference.

Role of Meaning and Form
As discussed in the above 

sections, one of the main 
features of CLT is communicative 
competence. Communicative 
competence entails knowing not 
only the language code or the form of 

language, but also includes having choice 
in bridging the information gap based on 
the feedback one receives from a given 
situation (Kumaravadivelu, 2006). In 
other words, a well-known description of 
communicative competence attributed to it 
is the knowledge of what to say to whom, 
when, where, and to whom and how.

Since CLT has been interpreted as 
an approach rather than a method, it is 
potentially flexible enough to cover a 
wide range of activities and procedures in 
different contexts and at different levels.  
Richards (2006) adds that the emergence 

of CLT was a radical 
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and challenging roles and act as catalysts 
to facilitate the process of language 
learning. According to Richards (2006), 
adaptation involves departure from their 
traditional roles as an authority and model 
to the new roles of being conductors, 
guides and cooperators.   He further adds 
that CLT leads the process of learning in 
a cooperative rather than individualistic 
manner. Students are supposed to feel 
responsible for their own learning as well 
as their peers.  Training independent and 
critical thinkers is the ultimate goal of 
a CLT oriented approach. According to 
Ahmed (2014), a teacher in CLT plays 
the role of a guide and not that of an “all-
knowing knowledge provider” (p. 3). 

Therefore, the roles of the teacher in 
CLT are different from their traditional roles 
and this is one of the most crucial factors 
in the successful implementation of CLT. 
According to Kumaravadivelu (2006), 
information by and from students is used 
in planning, implementing and evaluating 
language programs. He argued that the 
idea is based on a belief that students 
will bring to the learning situation different 
beliefs and attitudes about the nature of 

language and language learning and that 
these beliefs and attitudes need to be 
taken into consideration in the selection of 

content and learning experiences.
 

CLT in Iran: Real or Artificial?
Though CLT is the dominant 

approach in the context of Iran 
nowadays, it will have a long journey 
to go before it is fully implemented.  

Based on a research conducted by 
Ghanbari and Ketabi (2011), Iranian 

teachers have a vague and doubtful 
view regarding the application of the new 
curriculum with its new approach and new 
roles. 

Based on Thompson (1996), certain 
misconceptions about CLT continue 
to survive, making it difficult for many 
teachers to see clearly what is happening 
and to identify the useful innovations of 
CLT. According to Ashari & Zarrin (2014), 
some barriers and constraints that 
challenge the implementation of real and 
original CLT in the context of Iran are as 
follow: cultural issues, authenticity and role 
of meaning and form as well as large class 
sizes, mismatches between curriculum 
and assessment, lack of teacher training 
programs, and teachers’ poor socio-
economic conditions. Some of these 
barriers are discussed below:

 
Cultural Issues
Culture is among the issues that has 

attracted CLT proponents vastly. According 
to Dahmardeh (2009), learning a foreign 
language involves more than just rules 
or linguistic features of that language. 
Acquiring a new language involves 
induction into a new culture with new 
indemnities and linguistic behaviors. As 
Pulverness (2003) argues, the emphasis 
on linguistic structures and isolated 
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based prospect for learners. CLT favors 
those kinds of classroom activities that 
best facilitate learning, and puts emphasis 
on the roles of teachers and learners 
in the classroom. As Richards and 
Rodgers (2001) argue, most experts 
consider CLT as a viable approach 
that boosts communicative ability of 
learners and pays enough attention 
to all four basic skills. If practiced 
appropriately, the outcome will be 
autonomous and competent learners.

  
The Goals of Language Teaching

The main objective of CLT is to help 
students learn a language so that they 
can use it to communicate meaningfully in 
real life situations. As asserted by Larsen-
Freeman (2000), “CLT aims broadly to 
apply the theoretical perspective of the 
Communicative Approach by making 
communicative competence the goal of 
language teaching and by acknowledging 
the interdependence of language and 
communication” (p. 121).

As Ashari and Zarrin (2014) put it, in 
the field of second language acquisition, 
there are many theories about the most 
effective way of acquiring new language 
forms. Recently more language teachers 
have shifted to adopt CLT as a result 
of noticing the failure of form- focused 
methods such as Grammar Translation 
Method (GTM) and Audio-lingual 
Method (AM) in developing learners’ 
communicative ability in real life situations. 
According to Richards (2006), the main 
goal of CLT is teaching of communicative 
competence. He adds that we should 
make a distinction between grammatical 
competence that refers to the knowledge 
we have of a language that accounts 
for our ability to produce sentences in a 
language and communicative competence 

that encourages effective as well as 
appropriate use of language in different 
situations and contexts (Richards, 2006).

 

 

The Roles of Teachers and Learners 
in CLT 

As Richards (2006) argues, with the 
emergence of CLT, teachers and learners 
are supposed to play new and demanding 
roles and depart from their traditional 
views. CLT demands a knowledgeable as 
well as a hard-working teacher to facilitate 
and conduct the process of language 
learning in a constructive and effective 
way.  Teachers now have to adapt to new 

To compensate for the 
limitations of the traditional 
language teaching methods 
such as Grammar Translation 
Method or Audio - Lingual 
Method, CLT has been 
introduced in EFL settings to 
improve students’ ability to 
use English in real contexts 
(Littlewood, 2007)
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Introduction
 During the recent years, Iranian English 

teachers, especially teachers of English 
as a second/foreign language (ESL/EFL 
teachers), have been required to use CLT 
approach in their classes. As English is 
considered as an international language 
all over the world and people use it for their 
different purposes in the fields of industry, 
sciene or business, the importance of 
English learning and teaching has been 
increased significantly. Additionally, the 
increasing demand for internet access has 
increased the importance of English. CLT 
can be interpreted as a set of principles 
about the objectives of language teaching, 
the types of classroom activities that 
effectively promote learning, and the 
responsibility of teachers and learners in 
the classroom (Richards, 2006). 

What is CLT?
To compensate for the limitations of the 

traditional language teaching methods 
such as Grammar Translation Method 
or Audio Lingual Method, CLT has been 
introduced in EFL settings to improve 
students’ ability to use English in real 
contexts (Littlewood, 2007). According to 

Power (2003), CLT is an overarching term 
that covers different approaches. CLT 
was developed in the 1970s in a critical 
reaction to the audio-lingual teaching 
method. The proponents of CLT criticize 
the mechanistic nature of the audio- 
lingual pattern drills, which fail to prepare 
learners for a productive use of the target 
language in diverse communicative 
situations of everyday life. The common 
goal of communicative approaches is 
communicative competence. Savignon 
(2007) argued:

 It would be inappropriate to speak of 
CLT as a teaching ‘method’ in any sense 
of that term as it was used in the 20th 
century. Rather, CLT is an approach that 
understands language to be inseparable 
from individual identity and social 
behavior. (p. 217)

 
As Richards (2006) clearly puts it, CLT 

can be understood as a framework and 
flexible approach for achieving the goals 
of language teaching. It facilitates the 
process of language learning and paves 
the way for effective and communicative-
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Communicative 
Language Teaching 
and Iranian English 
Teachers: Some 
Misunderstandings

Abstract
If the am of language teaching is to use language effectively, Communicative Language 

Teaching (CLT hereafter) can be the ideal channel to move forward. According to Adi,( 2012), to 
communicate effectively and appropriately, CLT can be a right choice. Recently, CLT has become 
the most fashionable approach in the context of Iran.  When asked about the approach they use 
in their classrooms, most Iranian EFL teachers’ answers will be CLT approach. However, when 
asked to give a detailed and comprehensive picture of CLT, their interpretation will be somehow 
different and personal. Regarding CLT, the main questions are:  What are the basic tenets of CLT?
Does CLT mean teaching grammar or conversation? What is the role of open-ended activities 
in CLT? Do Iranian EFL teachers have a deep and logical understanding of CLT slogans to be 
implemented? Although many applied linguists and teachers have accepted CLT as an effective 
approach, different conceptions of CLT, some of which seem to be false, have diminished its 
efficacy. This paper, then, tries to introduce CLT briefly, set out the main misconceptions and 
discuss them in detail.

Key Words : CLT, Iranian EFL teachers, misconceptions

Knowledge 
Improvement
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I am buying a ticket  I am buying
I am booking a hotel  I am booking
I am filling out a reservation form  I am filling
I am packing for the trip I am packing
I am exchanging money I am exchanging
I am going to the airport I am going
The police officer is checking my passport checking
I am weighing my baggage I am weighing
I am boarding the plane  I am boarding
The plane is taking off  taking off
The plane is landing  landing
I am claiming my baggage claiming
I am going to the hotel  I am going
I am talking to the receptionist I am talking
The receptionist is giving me the keys giving
I am going to my room I am going

Appendix 2: The sequence: I am travelling to Spain

Appendix 3: The materials

Reference
Richards, J. C., & Rodgers, T. S. (2003). Approaches and 

Methods in Language Teaching: Cambridge University 
Press.
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boarding the planebuying a ticket

weighing the baggagechecking the passport

packing for a trip claiming the baggage

talking to the receptionist paying toll

41



sequence in front of the class. 
In case the volunteers forget the 
expressions of the sequence, 
other students are encouraged to 
remind him/her the expressions.

Step 6: Changing the subject pronouns 
and verb conjugations:
Students are given time to 
practice the sequence in their 
groups. Then one or two students 
act out the sequence and other 
group members guess what they 
are doing. Students are prompted 
to use other subject pronouns and 
verb conjugations while describing 
the actions being performed. One 
group may be asked to perform 

the procedure in front of the class. 

Step 7: Free practice: Ask students to 
work in pairs and make a different 
sequence (either in oral or written 
form)  about other possible series of 
actions that might happen around 
the theme “travelling”  (eg, travelling 
by another vehicle like train, car, 
bus ). When students accomplished 
the task, one of the members reads 
aloud the sequence. 

Conclusion: 
Having students perform the actions and 

say the expressions in a logical sequence 
helps students restore and recall the 
expressions better. 

Appendix I: Sample flash cards of  the lesson

checking the time table  exchanging money

taking off filling out a form
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Procedure: 
Step 1: Pre-teach the words: Students 

are told that they are going to 
learn how to talk about travel. 
The new vocabulary items of the 
lesson are presented to students 
by the use of some flash cards or 
pictures (Appendix 1). Students 
are asked to repeat the words so 
that they become familiar with the 
new words of the lesson.

Step 2: Present the series: Students are 
asked to imagine that they are all 
going to travel to a foreign country: 

Teacher: Okay, now we are all going 
to travel to a country. Which 
country would you like to visit?

Students: England, Spain, Italy, Spain…
Teacher: Okay, so we are all going to travel 

to ….. Spain….
The teacher says and acts out the 

expressions of the lesson in a logical 
sequence:

“I am buying a ticket. I am booking a 
Hotel. I am filling out a reservation form.  I 
am packing for the trip. I am exchanging 

money. I am going to the airport. The police 
officer is checking my passport. I am 
weighing my baggage. I am boarding the 
plane. The plane is taking off.  The plane 
is landing. I am in Spain. I am claiming 
my baggage. I am going to the Hotel. I am 
talking to the receptionist. The receptionist 
is giving me the keys. I am going to my 
room.” 

Step 3: Repetition of the series: The 
teacher repeats the series and 
asks students to gesture the 
series with her/him. This happens 
two or three times. 

Step 4: Follow up activities (practice 
reading and writing): The 
teacher arranges students in 
several groups and each group 
receives sentence strips or some 
pictures (Appendices 1 and 2) to 
put them in order, or they may be 
asked to work in their groups and 
write the sequence. The teacher 
monitors and provides support. 

Step 5: 
Have 
students 
act out 
the series:  
Having 
gained a 
mastery 
over the 
sequence, 
students are 
asked for 
one or two 
volunteers 
to act out 
and say the 
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 Prospect 3 – Unit 2
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Quick guide: 
Key words: Travelling vocabulary such as 
buy a ticket, check the passport, check in, 
check the time table, etc. (Appendix 1) 

Proficiency level: Elementary 
Preparation time: 20-30 minutes
Activity time: 60 minutes

Materials: Flash cards (Appendix 1), 
Sequences of actions around 
the theme travel (Appendix 
2), real objects/toys and some 
labled paperes (Appendix 3) 

Introduction:
Gouin's Series is an approach developed 

around situations and themes and 
presents the themes in sequences of 

sentences one after another (Richards 
& Rodgers, P. 8). Gouin emphasized 
presenting new teaching items in a 
meaningful contexts and using gestures 
and mimes to make the meaning of the 
items clear. 

Preparation:
Before starting the lesson, the teacher 

specifies some parts of the class as an 
imaginary hotel, airport, house, and the 
Like. either by tracing lines on the floor or 
by putting the labeled papers in different 
parts of the class. In case of small-sized or 
high populated classes the teacher may 
take his/her students to the school yard or 
praying room.

Talking about
           Travel    
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Guidelines for Publishing in My Contribution
The column entitled My Contribution is a recent initiative which is intended 

to be a forum for sharing lesson plans and procedures for classroom activities. 
Our assumption is that all teachers have original ideas for running their lessons 
which work for them. We welcome a contribution which reflects an original idea. 
Ideas taken from teachers’ guides can be of no help unless they are sufficiently 
modified. The sign of an original idea is that it is a source of excitement and pride 
to the originator to the extent that he/she would like to tell others how it works. You 
can imagine yourself telling your colleague in a very simple clear language how 
you carry out the activity in your class in a stepwise manner. As your account is 
procedural it follows a certain structure which is different from the structure of a 
research article. The column includes instructions which tell the reader how to carry 
out the teaching activities like the ones one can find in a recipe. In some cases 
specially in the conclusion part you might want to provide a rationale for the activity 
by referring to the literature but this needs to be kept at a minimum. 

It should be noted that a lesson plan is the blueprint of those teaching activities 
that are to be done in the classroom to teach the textbook content with the aim of 
achieving its objectives. Every teacher tries to plan the content in his/her own style 
so that he/she can teach systematically and effectively. You can see the detailed 
guidelines for writing My Contribution in in the box below.

Your “My Contribution” should include:
 a title, your name, affiliation, and email address;
 a “Quick guide” to the activity or teaching technique; 
 no more than 700 words excluding the appendixes; 
 an introduction (i.e. overview) followed by preparation and procedure steps and 

a conclusion.
It should be:

 in Microsoft Word format; 
 double-spaced with an extra space between sections.

Co-ordintor: Jafar Dorri
Email: Jafar_dorri@yahoo.com

My
 

Contribution
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In this article, attempts were made 
to highlight the importance of verbal 
communication for language teachers and 
learners, and to provide a brief explanation 
about how common hand gestures are 
usually interpreted in different parts of the 
world. It also illustrated how the ignorance 
of other people’s culture and the wrong 
use of hand gestures can be misread, 
and as a result, generates different 
interpretations and cause unnecessary 
misunderstandings. However, future 
contrastive studies can be conducted on 
other types of nonverbal communications 
such as postures and facial expressions 
to reveal potential differences between 
our local understanding and 
Western interpretations of such 
communications.

Moreover, learning about 
the significance of nonverbal 
communication in intercultural 
interactions should be 
considered as a prerequisite 
to intercultural fluency. It 
seems further research 
are required to explore 
teaching ideas that stimulate 
nonverbal awareness among 
language learners. By using 
strategies and techniques 
that raise learners’ 
consciousness about the 
integral role of body language 
and gestures in speaking and 
listening in a second or foreign 
language, we can take another 
important step in helping our 
students to develop a more native-
like command of the target language.
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to what I am saying. I am your superior and 
I am warning you!” It is totally unacceptable 
in professional environments where it 
is typically interpreted as both rude and 
domineering. 

 
The fig hand
This gesture is formed by a fist where 

the thumb pokes out of the index and 
middle fingers. Like 
the “thumbs up” it 
is interpreted as 
a positive hand 
gestures, as it 
indicates good 
luck and fertility. It 
is also considered 
as a way to ward off 
the evil eye. However, 
it is a very offensive gesture to Italians and 
Turks. Similarly, if this gesture is carried 
out by a person of Asian origin, it roughly 
translates as “I hate you”. 

 
The dog call
The “dog call” is where you curl your 

index finger move it forward and backward 
several times. In the US it 
translates into asking 
a person to step 
forward. In Asian 
countries like 
Iran and Japan, 
the dog call is 
considered a 
rude gesture. In 
the Philippines 
this hand gesture 
is considered very 
offensive and could get you arrested.

 
Stop
In the US and England, if you raise your 

hand up with the palm your hand facing 
towards the opposite person, it means 

“to stop”. It is often 
used by authoritative 
figures, and indicates 
that it is enough. 
If the fingers are 
pushing down, it 
indicates “sit down 
or settle”. This 
gesture is not often 
a defensive sign and 
is used to take control 
over the person it is 
intended for.

Conclusion
In conclusion, during conversations, 

people use not only verbal language 
but also nonverbal communications 
consciously or unconsciously to express 
their intended meaning. It is clear that 
nonverbal communications are very 
important in our social interactions 
and take various forms, each of which 
accompanies or replaces a certain 
part of our verbal message. Nonverbal 
communications include many more 
elements than one might think at first, 
and could be easily misinterpreted even 
amongst close friends. Thus, it must be 
emphasized that as language teachers 
we should incorporate the interpretation 
of body language in our classroom 
instruction and keep our students informed 
of how various gestures are interpreted 
in different cultures, because lack of 
appropriate knowledge about nonverbal 
communication may result in inadvertent 
and unnecessary offences, while 
interacting with foreigners. Of course, 
mastering nonverbal communication is 
a very difficult task for language learners 
and it may take a lot of time and practice 
but it is definitely an important step in 
guaranteeing successful inter-cultural 
communication. 
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obviously means the opposite of “thumbs 
up”. It signals that something is bad, and 
you do not approve of. 
It is also sometimes 
used as an 
arrogant way of 
showing failure 
and indicates 
that things are 
not going as 
expected. The 
“thumbs down” 
gesture is not as 
common as the “thumbs up” sign. 

Fingers crossed
Generally, “fingers crossed” is a sing 

wishing for good luck or fortune. Another 
interpretation could be seen 
as imploring God for 
protection. Younger 
people also use 
this gesture to 
excuse their 
telling of a 
white lie. This is 
perhaps rooted in 
the belief that the 
power of the Christian 
Cross might save one from being sent to 
hell for telling a lie.

 The horn fingers
This gesture is formed by extending the 

index and little fingers while holding the 
middle and ring fingers 
down with the thumb. 
The “horn fingers” 
has a variety of 
meanings and 
uses in various 
cultures. in the 
west, it is mostly 
used as a positive 
sign, indicating 

approval. But in many Mediterranean 
and Latin countries, such as Spain, Italy, 
Portugal, Argentina, and Brazil showing 
this sign to someone is interpreted as 
you are telling them that their spouse is 
cheating on them. In many other cultures 
the “horn fingers” is considered as the 
symbol of the devil. 

 
The “Ok sign”
This gesture is formed by curling the 

index finger over the thumb and the 
remaining fingers extended 
above them. It is widely 
used in north America 
(but not in England) 
to express that 
everything is OK. In 
Australia, it means 
zero, and in Germany 
it may mean “well 
done”. However, in Latin 
America, France and some 
Asian countries including Iran 
and turkey it is considered insulting and 
has negative connotations attached to it. 

 
Snapping fingers
In the US and UK, “Snapping fingers” 

often means that one is trying to 
remember something s/he has forgotten. 
In Latin America, 
snapping fingers 
means asking one to 
hurry up. However, 
in many countries, 
snapping fingers 
close to someone's 
face is considered 
an offensive gesture. 
Parents and instructors 
frequently use this hand 
gesture, and in general it expresses 
warning. If translated into verbal language 
it means “Stop doing that and pay attention 
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time to time and context to context. On this 
basis, language teachers are suggested 
to keep their students informed of the 
functions of various paralinguistic features. 
For instance, a particular change in one’s 
tone of voice may imply that he shows 
uncertainty, or seeks agreement from the 
hearer. Emphasizing particular words can 
mean that a feedback is required.

 Gestures
Basically, gestures refer to various 

types of movements made with a limb, 
particularly the hands to express different 
meanings in different contexts. Gestures 
are often part of the way in which meaning 
is expressed and can be observed 
while people are speaking. Examples of 
gestures include the use of index and 
middle fingers together to show ‘V’ as a 
victory sign, waving goodbye, keeping 
fingers crossed and so on.

In systematic studies of gestures, a 
broad distinction is often made between 
iconic gestures and other types of 
gestures (non-iconic gestures). Iconic 
gestures, or illustrators, are closely related 
to speech and reflect the meaning of the 
spoken message. For example, when 
a person illustrates a physical item by 
tracing a shape in the air to indicate how 
big or small it is, she is showing an iconic 
gesture. Iconic gestures are different 
from non-iconic gestures in the sense 
that they are often used to show physical 
and concrete items. They are particularly 
important in our communication, 
because they can describe more details 
of our mental images when we are 
communicating (Yule, 2010). 

 Aside from the above distinction, it is 
believed that there are a few gestures 
that have more or less the same meaning 
across different cultures (e.g. keeping 
index finger upright in front of one’s nose 
to say ‘shush’ = keep quiet). However the 

meanings of most gestures are culturally 
conditioned and many of them do not 
have universal meanings. For example, 
the use of the zero shape made by the 
fingers is often perceived as ‘everything is 
OK’ in the United States. But in the Iranian 
context, the same gesture is normally read 
as ‘I insult you in a very offensive way’. 
Therefore, it is important for language 
instructors to teach their students to avoid 
misinterpretation and not to get local 
gestures mixed up. 

Within various types of gestures that 
accompany speech, hand gestures are 
the most prevalent. In the following, I will 
briefly present the meaning of some of the 
most frequently used hand gestures and 
attempt to clarify how they are normally 
interpreted in the Western countries. I hope 
that Iranian language teachers find this 
discussion useful and that they can use it 
in their classroom instruction.  

 
Thumbs up
The “thumbs up” sign in most American 

and European cultures means things are 
going according to plans. It also means 
something you approve of. In most Islamic 
countries, and some European Countries 
such as Italy and 
Greece, however, 
this sign translates 
into a rude and 
offensive gesture. 
Citizens of these 
countries often 
nod their head 
up and down to 
send the same signal. In 
Australia, “thumbs up” means 
OK, but if you move it up and down, it is 
interpreted as an insult.

Thumbs down
In the west, the “thumbs down” sign 
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focus on hand gestures is because these 
gestures are most helpful when people 
with no common language are interacting. 
Hand gestures can also be effectively 
used as compensatory strategies by 
those language learners whose speaking 
proficiency is limited and their limitation 
of proficiency prevents them from getting 
their messages across, merely through 
verbal communication. Finally, hand 
gestures are different from other types of 
nonverbal communication in the sense that 
they tend to have a far greater association 
with speech and language. 

Nonverbal communication
Just as the way verbal language is 

broken up into various categories, 
there are also different typologies for 
categorizing nonverbal communication. 
Among various classifications proposed 
by different experts, at the very least, 
distinctions are made among four types 
of nonverbal communications: facial 
expressions, posture, paralinguistic 
features, gestures.

 Facial expressions
The human face is extremely expressive, 

in the sense that countless emotions can 
be expressed without verbalization. Facial 
expressions account for a great proportion 
of our nonverbal communication. Consider, 
for instance, how much information can be 
conveyed with a simple smile or a frown. 
In our social interactions, the look on a 
person's face is often the first thing we 
see, even before we hear what they want 
to say. Unlike other forms of nonverbal 
communication, many facial expressions 
are the same across different cultures. So 
language learners may feel delighted as 
they do not have to struggle how to use 
facial expressions in the target language. 

 Posture
Body posture refers to a rather stable 

state or position of the speaker’s body. 
Posture is different from body gesture in 
that the latter often includes movements 
of speaker’s hands and body.  Body 
posture is also a conduit through which 
various meanings can be communicated. 
Consider, for example, how your 
perceptions of people are influenced by 
the way they stand, sit, walk, or hold their 
head. 

There are basically two types of postural 
signals: open and closed. People’s 
postural signals may vary depending 
on their confidence, status, receptivity 
to other people, and so on. In an open 
posture you might expect to see a person 
directly facing you and showing interest 
and readiness to communicate with you. In 
a closed posture you can see discomfort 
or disinterest in the interlocutor’s body 
position. Body postures are not often 
used to augment spoken language. But 
they normally serve a mirroring purpose, 
indicating people’s interest and approval 
for initiating, maintaining and terminating 
social interactions. 

 Paralinguistic features
Paralinguistic features of our 

communication consist of all aspects 
of our speech which are not part of the 
verbal message. They include, but are not 
limited to, the tone and pitch of our voice, 
speech melody, temporal aspects, manner 
of articulation, speed of communication, 
pauses and hesitations between words. 
Paralinguistic signals are often considered 
as a channel through which the speaker 
implicitly expresses his/her attitude and 
feelings about what is being said. For 
example, consider how someone’s tone of 
voice can indicate sarcasm, confidence, 
anger, affection, etc. 

Paralinguistic signals, however, are 
highly idiosyncratic and context-bound. 
They simply vary from person to person, 
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communication, and regularly make use 
of gestures and facial expressions to 
negotiate their interactions (Gregersen, 
2007).

 Nonverbal communication is also 
important in the process of language 
teaching, because teachers’ nonverbal 
communication can create a fluctuating 
range of children’s engagement or 
disengagement in the process of 
teaching. When teachers are aware of 
their nonverbal behaviors, they increase 
students’ classroom engagement (Park, 
2013). Furthermore, a variety of teaching 
techniques requires extensive use of 
nonverbal forms of communication in 
language classes. Psycholinguistic studies 
have shown that the combination of verbal 
and nonverbal communication makes it 
easier for students to learn and remember 
new vocabulary and structures. Studies 
also suggest that students can recall 
vocabulary and language patterns for 
a longer period of time if the instruction 
is accompanied with nonverbal signs 
(Mehrani, 2014). 

In this article I present a short 
overview of different types of nonverbal 
communications. Then, I will discuss 
the meaning of various types of hand 
gestures that are commonly used by 
native speakers of English speakers in 
communicating with others. My choice of 

Introduction
Nonverbal communication makes up 

most of what we use to communicate in 
our face to face interactions. It consists 
of different messages that are generated 
by both the speaker and his/her use of 
the context that has potential message 
value for the listener (Samovar, Porter & 
McDaniel, 2007).

Basically, nonverbal communication 
includes sending and receiving messages 
in a variety of wordless ways such as 
facial expressions, gestures, eye contact, 
posture, tone of voice, etc. 

Research suggests that nonverbal 
communication plays an important 
role in the process of communication 
by accompanying our speech and 
contributing to the overall meaning of our 
statements. Birdwhistell (1970) estimates 
that in our social and interpersonal 
communications up to 65% of what is 
transmitted is conveyed nonverbally. 
This suggests that a considerable part 
of any social message that we send and 
receive is communicated nonverbally. 
Regarding the significance of nonverbal 
communication, Abercrombie asserts: 
“We speak with our vocal organs, but we 
converse with our entire bodies” (1968, p. 
55). Therefore, even if we do not speak, 
our nonverbal behaviors constantly 
communicate information that can be 
meaningful (Surkamp, 2014).

When people communicate in a foreign 
language the significance of nonverbal 
communication may be even greater than 
normal, because the verbal content may 
not be as clear as it is in an intra-cultural 
interaction (Singelis, 1994). The numerous 
cases of compensation strategies 
employed by second language learners 
to augment their verbal reference support 
this.  Language learners, and teachers 
alike, often depend heavily on nonverbal 

Basically, nonverbal 
communication includes 
sending and receiving 
messages in a variety of 
wordless ways such as 
facial expressions, gestures, 
eye contact, posture, tone of 
voice, etc. 
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de la progression prévu par la méthode. 
Mais un aspect principal de l’approche 
communicative s’est fait presque toujours 
négliger dans nos cours communicatifs en 
raison surtout des limites institutionnelles 
et techniques ; il s’agit de l’application 
de l’enseignement dans l’espace, dans 
une situation simulée qui permettrait aux 
apprenants d’exercer pratiquement leurs 
acquis linguistiques dans une situation 
créée sous forme des activités ludiques et 
théâtrales.

Conclusion 
L’approche communicative est 

fondée sur la linguistique fonctionnelle 
(dans le sens de fonction du langage) 
et cette «linguistique fonctionnelle 
décrit le langage comme un moyen 
de communication permettant d’agir 
socialement. La définition de la parole 
n’est plus seulement un moyen d’exprimer 
sa pensée, mais de transmettre un 
message à un interlocuteur aussi bien à 
l’oral qu’à l’écrit. »1 

En effet, sans prétendre donner des 
leçons ou apporter des réponses toutes 
faites, l’AC essaie de proposer une gamme 
de thèmes à l’enseignement des LE. C'est 
une idée linguistique, sociale et culturelle 
que nous présente l'AC à travers des 
éléments théoriques variés. Enfin on peut 
dire que proposer à découvrir le sens dans 
l’apprentissage d’une langue étrangère à 
travers la réalité pragmatique et culturelle 
de celle-ci et entrer en interaction 
avec la réalité langagière est l’une des 
préoccupations principales de l’AC. 
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rappeler les deux courants théoriques qui, 
à partir de 1995, ont fortement influencé et 
modifié les pratiques de classe en France. 
D’après Narcy-Combes :

L’enseignement des langues demeure 
résolument communicatif, mais la prise 
en compte combinée des théories de la 
linguistique énonciative (Adamczewski 
et Culioli) et du courant constructiviste 
en psychologie modifie le point de vue 
théorique sur l’apprentissage des langues. 
(Ibid.)

On voit que dans le mode constructivisme 
de l’enseignement, le savoir préexiste, mais 
comme le dit Narcy-Combes :

Il ne peut pas se recevoir tel quel. 
Chacun doit le reconstruire par le biais 
de l’action. L’environnement fournit les 
données et l’individu va chercher à lui 
donner du sens. L’apprentissage est un 
processus essentiellement individuel, 
même s’il suppose des interactions. 
Le système n’est jamais clos ni figé et 
se concentre sur l’apprenant, et sur 
l’apprentissage. (Ibid., p. 41) 

 Fonction de l’enseignant dans l’AC
Le rôle de l’enseignant dans cette 

approche n’est pas seulement de 
transmettre un savoir mais d’apprendre à 
apprendre. Il doit organiser des activités 
de classe comme un conseiller tout en 
analysant les besoins des apprenants. 
Dans cette approche, le rôle de 
l’enseignant est moins directif, moins 
autoritaire, ce qui permet de développer 
l’autonomie des apprenants.

Pour enseigner la langue dans cette 
approche, on commence par les formes 
linguistiques les plus simples, on enseigne 
aussi différentes formes linguistiques d’un 
même message. Au niveau du discours, 
il faut initier les apprenants aux notions 
de cohésion, c’est-à-dire la relation entre 

deux énoncés, ainsi que de cohérence 
qui est la relation entre les énoncés et les 
situations de communication. La conduite 
de classe doit être très dynamique. 
La communication est la phase la plus 
importante de cette approche ; c’est 
pourquoi chaque activité dans la classe 
doit conduire les apprenants vers 
l’utilisation des énoncés d’une langue qui 
s’adapte à la langue réelle utilisée dans la 
vie de tous les jours ; et enfin l’enseignant 
doit évaluer ses apprenants et les mener 
vers une sorte d’auto-évaluation.

En ce qui concerne l’interaction entre 
l’enseignant et l’apprenant, il pourra laisser 
les apprenants agir entre eux tout en 
jouant le rôle d’un guide.

Le matériel didactique
Les manuels qui appliquent l’approche 

communicative proposent, selon les 
objectifs des leçons, différentes activités 
à faire en classe ; un enseignant peut 
travailler selon les besoins et les intérêts 
des apprenants sur les documents 
authentiques comme des émissions 
télévisées, des journaux, des films, 
des annonces publicitaires, etc., ce 
qui demande beaucoup de travail et 
une bonne préparation de la part de 
l’enseignant.  D’autre part il est une 
relation directe entre le matériel utilisé 
en classe et les compétences visées 
par l’enseignement ; s’il s’agit du 
développement des capacités d’écrit on 
aura affaire aux supports promettant les 
activités d’écriture.

Dans le contexte iranien de 
l’enseignement-apprentissage du FLE et 
depuis près de quinze ans, les manuels 
communicatifs sont régulièrement utilisés 
à des fins pédagogiques. L’avancement 
du processus d’enseignement, dans ces 
cours, s’adapte naturellement au rythme 
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cette approche a rendu inévitable l’idée 
de la structuration des intentions de 
communication. Dans le Niveau Seuil on a 
eu une liste thématique de micro fonctions 
qui, ne se voulant pas exhaustive, procura 
un ensemble cohésif des formules 
relatif à un ensemble de situations de 
communication; un syntagme, une 
interjection ou une série des mots dans 
une situation donnée pourront, d’après 
cette catégorisation fonctionnelle, à la 
fois englober les deux aspects discursif 
et fonctionnel que le cadre attribue à la 
définition de la compétence pragmatique. 

Dans un contexte, pas forcément 
linguistique (situation), un mot ou une 
phrase satisfait son rôle fonctionnel au 
moment où il est prononcé par l’un des 
protagonistes de la communication qui a 
comme souci une production linguistique 
en développant un thème précis – 
organisation thématique - qui apporte 
une nouvelle information (rhème) sur le 
sujet tout en prenant en vue l’organisation 
logique, ou les nécessités logiques, de 
l’ensemble énonciatif préexistant avant 
son dernier énoncé (cohésion/cohérence). 
L’appartenance socioculturelle des 
protagonistes ou bien le cadre social de la 
situation d’énonciation amènent ceux-ci à 
adopter un style de communication qui se 
compose de registres variés par rapport 
à tout instant d’énonciation. La question 
de la sensibilité aux registres se pose, 
normalement, aux derniers niveaux sur 
l’échelle progressive des compétences 
communicatives. Nous constatons que les 
modalités énonciatives citées plus haut 
(thème, rhème, cohésion...) sont prises en 
compte dans la liste des micro-fonctions 
communicatives présentée par le Niveau 
Seuil. Et comme insiste Louis Porcher 
dans son petit guide d’emploi pour un 
Niveau Seuil :

Ces énoncés exemples ne fonctionnent 
évidemment pas sur le principe de 
l’équivalence sémantique formelle ; on ne 
cherche pas des énoncés synonymes ; on 
exhibe simplement diverses possibilités 
existant en français et entre lesquelles 
il faut choisir (comme le fait à chaque 
instant un locuteur natif) en fonction de la 
situation de communication, du statut des 
locuteurs, du lieu d’interaction, du type de 
sujet dont on traite, etc. (Porcher, L. 1980 : 
11).

Dans l’AC la maîtrise de la grammaire, 
la connaissance des règles et du 
vocabulaire sont importants, mais le 
plus important c’est de pouvoir les 
appliquer et les employer dans les 
situations de communication pertinentes. 
Il faut employer de préférence la langue 
étrangère dès le début de l’apprentissage, 
mais l’utilisation de la langue maternelle si 
nécessaire n’est plus considérée comme 
un tabou en classe de langue.

 Conception de l’apprentissage
dans l’AC

La psychologie de l’approche 
communicative est aussi différente de 
celle de la méthodologie précédente, la 
méthode audio-orale. Dans la psychologie 
cognitive qui sert de base à l’AC, le savoir 
de l’apprenant et la participation de celui-
ci à son apprentissage jouent un rôle 
très important.  L’apprentissage est un 
procès individuel qui se passe plutôt à 
l’intérieur de l’individu (apprenant) que 
sous influence des éléments externes 
(l’enseignant).

Dans son livre intitulé Précis de 
didactique, M.F Narcy-Combes présente 
l’état actuel du concept communicatif 
de l’enseignement des langues en 
soulignant un paradigme communicatif et 
constructiviste (2005 : 40). Cela afin de 
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les documents authentiques à la place des 
exercices structuraux appelés «drills».
Les compétences langagières dans 
l’AC

Étant donné que selon l’AC la 
langue par sa nature est un instrument 
de communication et d’interaction 
sociale, les 3 compétences 
communicatives langagières (d’après 
le CECR, compétences : linguistiques, 
sociolinguistiques, pragmatiques) 
se développent dans cette approche 
selon les besoins des apprenants. 
Les compétences linguistiques 
comprennent les compétences lexicale, 
grammaticale, sémantique, phonologique, 
orthographique et orthoépique. 

La compétence sociolinguistique 
porte, d’après la 
définition du 
CECR, «sur la 
connaissance 
et les 
habilités 

exigées pour faire fonctionner la langue 
dans sa dimension sociale.» (CECR, 2005 
: 93)

Et finalement la compétence 
pragmatique traite, d’après le CECR :

de la connaissance que l’utilisateur/
apprenant a des principes selon lesquels 
les messages sont

a.   organisés, structurés et adaptés 
(compétence discursive) 

b. utilisés pour la réalisation de 
fonctions communicatives (compétence 
fonctionnelle)

c. segmentés selon des schémas 
interactionnels et transactionnels 
(compétence de conception   
schématique). (Ibid., p.96)

L’approche communicative a essayé 
depuis ses débuts d’adopter un cadre 
textuel pour les structures de la langue, au 
moins au niveau grammatical, et on voit 
que la grammaire textuelle fait partie de la 
conception linguistique de cette approche. 
Mais ensuite l’aspect fonctionnel de 
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C’est grâce à ce savoir que le locuteur 
peut produire et comprendre une série 
infinie de phrases. En d’autre terme la 
grammaire générative institue un locuteur-
auditeur idéal nécessaire à la constitution 
de son objet d’étude, construit dans et 
par l’abstraction. La théorie linguistique 
distingue la compétence (la connaissance 
implicite de la structure de la langue) et la 
performance (les processus d’encodage 
et de décodage). Cette position se 
situe à l’opposé d’une perspective 
ethnographique ou sociolinguistique, 
centrée sur des descriptions empiriques, 
c’est-à-dire sur les usages d’une langue, 
sur des situations et des réalités effectives. 
Selon D. H. Hymes : 

Chomsky propose non une théorie 
de la compétence, de la performance 
et de l’usage créatif de la langue mais 
une rhétorique sur ces termes. C’est 
une rhétorique de la métonymie, de la 
partie pour le tout. Dire «compétence» 
mais entendre «grammaire» ; dire 
«performance» mais entendre «réalisation 
psychologique» ; dire «créativité» mais 
entendre «productivité syntaxique». (1984 
: 125-130). 

Hymes dans un article intitulé «On 
communicative competence» publié en 
1972 dans le recueil Sociolinguistics réuni 
par Pride et Holmes, critique Chomsky 
de ne pas tenir compte des traits sociaux 
du langage et de limiter sa réflexion à une 
conception, en quelque sorte, formaliste 
de la langue. Pour communiquer, 
la connaissance de la langue et du 
système linguistique ne suffit pas. On doit 
également savoir s’en servir en fonction du 
contexte social. 

Pour D. H. Hymes la notion globale de 
«compétence de communication» est 
capable de recouvrir les compétences 
d’un individu dans plusieurs langues et 

d’inclure le langage non verbal : 
[…] quand nous considérons des 

individus comme capables de participer 
à la vie sociale en tant qu’utilisateurs 
d’une langue, nous devons, en réalité, 
analyser leur aptitude à intégrer 
l’utilisation du langage à d’autres modes 
de communication, tels la gestualité, la 
mimique, les grognements, etc. […] En 
somme, ce que l’on sait et ce que l’on fait 
d’une langue tient aussi à la place que 
celle-ci occupe dans l’ensemble plus vaste 
des savoirs et des capacités entrant dans 
les divers modes de communiquer. (1984 : 
128).

En fait, Dell Hymes bâtit sa notion de 
compétence de communication à partir 
de la notion de compétence linguistique 
de Noam Chomsky (Evelyne Bérard 
1991 : 18). Il s’agit moins pour lui de dire 
que la notion de compétence est fausse 
mais de montrer qu’elle est incomplète. 
Hymes se propose de la compléter en 
ajoutant des conditions d’adéquation 
sociolinguistiques.

En conséquence, la compétence de 
communication est déterminée comme 
«ce que le locuteur a besoin de savoir 
pour communiquer effectivement dans des 
contextes culturellement significatifs» (J. 
Gumperz et D. Hymes, 1964).

L’avantage de l’approche 
communicative

D’après Nadine Bailly et Michael Cohen 
(2009), dans l’approche communicative, 
on ne travaille plus sur les structures 
grammaticales et on ne demande pas 
de les apprendre par cœur ; par contre 
le «sens de communication» prend une 
valeur importante pour l’enseignant qui 
essaie de faire intervenir ses apprenants 
dans un contexte de communication. Ainsi 
dans cette approche on essaie d’exploiter 
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dans une perspective anthropologique, 
Dell Hathaway Hymes (1972) introduit le 
langage en acte – verbal et non verbal – au 
cœur de l’analyse sociolinguistique.

La langue en acte, son utilisation et 
ses évolutions à l’intérieur des collectifs 
est l’objectif d’étude de D. H. Hymes ; 
cet objectif se base sur l’observation et 
l’analyse des relations qui existent entre 
les usages de la parole – les «actes de 
discours», la parole comme action – et 
les structures sociales. Hymes plaide 
en faveur d’une linguistique socialement 
constituée et d’après lui :

La conséquence d’une telle option est de 
ne plus s’en tenir à la grammaire comme 
cadre de description, de l’organisation 
des traits linguistiques, mais de prendre 
en compte les styles de parole, les 
façons de parler des personnes et des 
communautés. (Hymes, 1984 : 20)

Dans la linguistique de la parole, centrée 
sur l’utilisation d’une langue, telle qu’elle 

est développée par D. H. Hymes, la 
parole est un système géré par 
des règles : 

Les règles de la parole 
correspondent aux manières dont 
les locuteurs associent des modes 
d’élocution particuliers, des sujets 

ou des formes de message, avec des 
activités et des contextes particuliers. 
(Hymes, 1972 : 36). 

La compétence de communication 
correspond à «ce dont un locuteur a 
besoin de savoir pour communiquer de 
manière effective dans des contextes 
culturellement significatifs» ; En 
s’appuyant sur «l’acte de discours» 
(speech event), ou acte de parole, 
l’analyse vise à décrire les stratégies, les 
valeurs et les contraintes combinatoires 
qui portent le «sens social» des actes 
de parole dans un certain cadre culturel. 

En fait, «le terme d’acte de discours sera 
limité aux activités, ou à certains aspects 
d’activités, qui sont directement gouvernés 
par les règles et les normes de l’usage du 
langage.» (Hymes, 1972 : 56)

 Il faut ajouter que selon Hymes :
Cette compétence de communication 

est indissociable de certaines attitudes, 
valeurs et motivations touchant à la 
langue, à ses traits et à ses usages et tout 
aussi indissociable de la compétence et 
des attitudes relatives à l’interrelation 
entre la langue et les autres codes 
de conduite en communication. […] 
L’acquisition d’une telle compétence 
est bien sûr alimentée par l’expérience 
sociale, par des besoins, des mobiles et 
elle se traduit en actions qui sont elles-
mêmes nouvelles sources de mobiles, de 
besoins, d’expérience.  (Hymes, 1984 : 74). 

Deux travaux de Chomsky, Syntactic 
Structures (1957) et Aspects of the Theory 
of Syntax (1965) distinguent compétence 
et performance en considérant la 
compétence comme la capacité innée 
d’un «locuteur-auditeur-idéal» à produire 
des énoncés nouveaux. La compétence 
s’intéresse donc à la connaissance 
implicite de la structure de la langue. 

Langue
Discours

Actes
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que les phrases théoriquement possibles, 
parce que des facteurs extralinguistiques 
(attention, mémoire, débit de la voix, bruit 
environnant, etc.) influencent et limitent la 
production théorique des phrases. Ainsi 
la différence du nombre de qualificatifs 
ou de relatives dans un texte ou dans 
un échange oral montre bien ce 
phénomène.

Il vaut peut-être la peine 
cependant de mentionner 
l’hypothèse du linguiste 
Chomsky (1966, 
1967) selon laquelle 
l’homme viendrait 
au monde avec 
des mécanismes 
innés particuliers 
(soumis à maturation) 
qui joueraient un rôle 
dans l’acquisition du langage. 
La linguistique de Chomsky est à la 
source de l'approche communicative. En 
effet il faut dire que les travaux de Noam 
Chomsky ont causé une révolution ; en 
appuyant sur le concept de Language 
Acquisition Device qu’on traduit par 
«dispositif d’acquisition du langage», il 

aborde la question de la possession d’une 
compétence innée chez l’être humain 
grâce à laquelle il peut comprendre 
-comme les enfants qui maîtrisent leur 
langue maternelle sans apprentissage 
formel et structural- un code langagier. 
Donc la genèse des approches cognitives 
de l’apprentissage des langues découle 
de cette théorie de base de la construction 
de la langue chez les enfants en partant 
de surgénéralisations des syntaxes afin 
d’aboutir à une maîtrise parfaite de la 
langue.  

La notion de compétence de 
communication nait des critiques 
formulées par Hymes (1972) en 
réaction à la linguistique générative et 
transformationnelle de Noam Chomsky 
(1965). En situant la communication 
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l’apprentissage chez les animaux, 
trouvait une similitude entre la situation 
d’enseignement d’un élève et la situation 
d’apprentissage d’un animal ; en effet 
comme le procès d’apprentissage d’un 
animal consistait dans l’augmentation 
et le renforcement des corrélations 
entre le stimulus et la réponse, on 
utilisait le renforcement pour créer des 
comportements déterminés.

On s’est vite aperçu de l’insuffisance 
de tels principes pour analyser la 
complexité des processus d’acquisition. 
C’est Chomsky (1959) qui critique de 
façon décisive le livre de Skinner Verbal 
Behavior en un long article (voir Gréco, 
1965 ; Leplat, 1968-1969).

On s’est rendu compte que pour être 
utile et bien efficace, comme le dit Greco 
et Leplat :

La programmation ne pouvait se 
contenter d’être un simple découpage de 
connaissances et qu’il fallait également 
définir une méthode de présentation ; 

qu’il ne s’agissait pas de transmettre à 
l’élève une connaissance toute faite mais 
qu’il fallait lui fournir des instruments de 
connaissance propre à la découverte. 
(Gréco et Leplat : 472.)

Les linguistes de l’école de Chomsky 
parlent plutôt de compétence et de 
performance : la langue est considérée 
comme un ensemble structuré d’éléments 
en nombre fini. Ce mécanisme fini permet 
de comprendre et de produire une infinité 
de phrases par le maniement de ces 
éléments et des modèles d’assemblage 
de ces éléments, c’est ce que l’on appelle 
la compétence du sujet parlant.  

Parler de la compétence du sujet parlant, 
c’est en même temps souligner l’aspect 
créateur du langage (Chomsky, 1964). 
Dans ce cas afin de pouvoir produire des 
phrases infinies, il faut qu’on passe de 
règles récursives qui sont en nombre fini 
et qui se fondent sur des opérations finies. 
Ainsi on peut dire que ces phrases sont 
liées à des situations nouvelles et qui sont 
en même temps grammaticales, c'est-
à-dire bien formées et produites dans la 
langue envisagée. Néanmoins quand un 
locuteur produit des phrases –ce qu’on 
appelle sa performance- ses phrases sont 
en nombre bien plus réduit et restreint 

A demain!
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meilleure communication s’est fait sentir. 
En 1971 le Conseil de l’Europe commence 
à déterminer les objectifs de l’approche 
communicative. Analyser les besoins de 
communication minimaux, identifier les 
structures grammaticales et le lexique 
susceptibles d'y répondre dans chaque 
langue sont considérés comme les 
objectifs principaux de cette approche.  
Ainsi le Conseil de l’Europe fait appel à 
des linguistes de l’Ecole Anglaise et ce 
n’est qu’en 1975 on publie le Threshold 
Level de Van Eck and Alexander, (traduit 
en français sous le titre : Niveau Seuil, 
1976) puis le Notional Syllabuses (1976) 
de D. Wilkins (un découpage de la 
langue fondé sur le sens plutôt que sur la 
grammaire).

Les origines scientifiques
 Selon les travaux de Saussure, chaque 

langue possède un système de structures, 
une théorie qui était appliquée dans 
les approches précédentes. D’après 
Saussure (1916), le langage est avant tout 
un instrument de communication entre les 
hommes ; il n’existe pas de langage qui 
soit fonctionnel et qui n’agit pas comme 
moyen de communication. Le langage 
est donc une institution sociale d’un 
type particulier. Saussure a établi une 
distinction nette entre la langue et la 
parole (1916 : 30-32).

L’approche béhavioriste concoit en fait 
l’apprentissage comme une modification 
des conduites des individus en fonction 
de séquences stimulus-réponses 
appropriées. L'apprentissage est étudié en 
termes de répétition, de conditionnement 
et de renforcement. Skinner et Pavlov 
sont considérés comme les auteurs de 
prédilection des manuels d'Organizational 
Behavior.

Selon une définition de Gagne (Berkeley) 
citée par Perriault, l’enseignement 

programmé (né en 1954 des travaux de 
Skinner) est une «création de modèles 
didactiques où sont pris en compte les 
comportements initiaux et terminaux de 
l’élève, dont la progression est connue 
de façon planifiée et détaillée, et tels que 
les stratégies soient mesurées en cours 
d’exécution». Selon Perriault, il faut que 
ces modèles soient «effectuables par une 
machine, c'est-à-dire décomposables en 
une suite d’opérations explicites» (voir 
Perriault 1968 : 11-19 et 1969 : 47-52).

Pour répondre à une question, souvent 
sous forme d’un blanc à remplir, l’élève 
doit lire l’information. Il examine tout de 
suite l’exactitude de sa réponse (étant 
donné que le fonctionnement des items 
doit simplifier l’acquisition et diminuer le 
nombre d’erreurs, la réponse est souvent 
bonne). Dans le cas d’une réponse 
inexacte, l’élève fait une lecture de la 
réponse correcte qui peut lui fournir une 
rectification ; en plus l’élève rencontre plus 
loin assez d’items similaires pour pouvoir 
donner une réponse correcte. 

L’enseignement programmé a été 
d’abord le reflet d’une théorie de 
l’apprentissage ; Skinner, qui avait 
beaucoup étudié les mécanismes de 
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Le communicatif privilégie la globalité 
du discours et le sens par rapport aux 
formes. Il installe l'apprenant au centre 
de l'enseignement en prenant en 
compte ses besoins de communication, 
ses motivations et attentes en 
l'aidant à développer des stratégies 
d'apprentissage.

Les méthodes et les cours de type 
communicatif sont en général organisés 
autour d'objectifs de communication 
à partir des fonctions (et des actes 
de parole) et des notions (catégories 
sémantico-grammaticales comme le 
temps, l'espace…) ; ces catégories ont 
été définies dans le Niveau-Seuil (1976 : 
225-306). Les supports d'apprentissage 
sont autant que possible des documents 
authentiques et les activités d'expression 
se rapprochent de la réalité de la 
communication : simulation, jeux de rôles.

Cette approche par son caractère souple 
et par la difficulté d'articuler de façon claire 
les composantes de la compétence de 
communication génère des réalisations 
diverses.

où le conflit interminable entre la 
théorie et la pratique laissait une marge 
pour la création, la «libéralisation» 
des conceptions, car la linguistique 
appliquée apparaissait comme enfermée 
dans un seul champ scientifique, et on 
préférait parler de didactique des langues 
étrangères où un réseau de disciplines 
informait et ouvrait la possibilité de 
chercher les raisons, les hypothèses et 
les réponses nécessaires aux nombreux 
problèmes qui surgissaient et surgissent 
au fur et à mesure que l'on veut cerner 
plus étroitement l'enseignement / 
apprentissage des langues. (1996 : 152)

Cette approche essaie de se libérer 
de la domination de la linguistique 
appliquée, mais elle ne veut pas 
l’éloigner complètement de sa visée 
méthodologique. Cette nouvelle 
approche introduit un changement dans 
la didactique des langues étrangères en 
insistant sur le mouvement et l’action, sur 
les actions d’enseignement qui peuvent 
créer des actions d’apprentissage.    

L’approche communicative est apparue 
à un moment où l’élargissement des 
recherches non seulement en linguistique 
appliquée mais plus largement en 
didactique des langues étrangères 
s’avérait indispensable. Une volonté 
méthodologique entend structurer les 
principes de l’AC pour être en relation avec 
la réalité de l’enseignement/apprentissage 
; mais il existe toujours l’envie de ne définir 
pour cette approche aucun plan inflexible.

Les origines de l’approche 
communicative

 Les origines politiques
L’approche communicative a des 

origines politiques et scientifiques. À 
partir de la création de la Communauté 
européenne, le besoin d’un enseignement 
efficace des langues qui permette une 

La notion de compétence 
de communication nait des 
critiques formulées par 
Hymes (1972) en réaction à 
la linguistique générative et 
transformationnelle de Noam 
Chomsky

Les raisons de l’apparition de 
l’approche communicative

L’approche communicative a essayé 
dès le début de son apparition d’établir 
une relation entre la pratique et la théorie ; 
selon Atienza :

L'AC s'est développée à une époque 
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Introduction 
Le concept d’approche communicative 

correspond à un aspect de l’apprentissage 
des langues qui est basé sur le contexte 
et le sens de l’énoncé dans une situation 
de communication. De cette manière 
l’approche communicative s’éloigne de 
plus en plus des aspects précédents qui 
insistaient plutôt sur la forme et la structure 
des langues et pas sur le contexte.  La 
problématique de cet article est d'explorer 
les différents aspects de l'approche 
communicative qui la différencie des 
méthodes précédentes. Notre question 
est de savoir si ces différents aspects de 
l'approche communicative influencent le 
choix des méthodes et l'enseignement 
pratique du FLE chez les enseignants du 
FLE en Iran. Cette recherche est basée 
sur cette hypothèse que l’approche 
communicative s’éloigne de plus en plus 
des aspects précédents qui insistaient 
plutôt sur la forme et la structure des 
langues et pas sur le contexte et il semble 
que cette un élément primordial dans le 
choix et l’application de cette approche 
par les enseignants du FLE en Iran.

Dans le présent article, qui est basé 

sur une méthodologie descriptive et 
analytique, on va vérifier les différents 
aspects pédagogiques de l’approche 
communicative comme l’approche la plus 
fréquente et applicable en Iran.

L’objectif de cet article est de rediscuter 
certaines notions clés de l’approche 
communicative et de présenter une 
analyse du degré d’efficacité de cette 
approche en didactique du français langue 
étrangère.

Histoire de l’approche 
communicative

Le dictionnaire de didactique des 
langues étrangères (2003 : 85) nous 
propose cette définition de l’approche 
communicative : « En didactique des 
langues, le communicatif est en général 
l'équivalent d'approche communicative. »

Cette méthodologie se développe à la 
fin des années 70 et dans les années 80 ; 
elle est élaborée à la suite des méthodes 
audiovisuelles et à partir d'emprunts 
théoriques diversifiés. Le concept central 
de cette approche est la "compétence de 
communication", concept emprunté à Dell 
Hymes (1972) et revu par Canale et Swain 
(1980), Moirand (1982). 

Résumé
A la fin de l’époque des méthodologies pédagogiques structurales, l’approche communicative, 

fondée sur les notions comme la centration sur l’apprenant, la situation de communication, etc., a 
fait son apparition causant une grande évolution dans la didactique des langues. Le présent article 
cherche à repenser certains aspects de l’approche communicative en présentant les raisons 
principales de son apparition et met en avant les concepts clés et les objectifs pédagogiques de 
cette approche cette fois dans un but plus pratique: en tenant en compte l’utilisabilité des concepts 
abordés et analysés ici auprès des enseignants-usagers qui feront une lecture de ces lignes. La 
problématique de cet article est d’explorer les différents aspects de l’approche communicative qui 
la différencie des méthodes précédentes. Notre question est de savoir si ces différents aspects de 
l’approche communicative influencent le choix des méthodes et l’enseignement pratique du FLE 
chez les enseignants du FLE en Iran. Après une étude des caractéristiques de l’approche 
communicative, on poursuit comme objectif de présenter une analyse du degré 
d’efficacité de cette approche en didactique du français langue étrangère.

 
Mots-clés:  approche communicative, FLE, Apprenant
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