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1. CECR: Cadre européen commun de référence pour les 
langues

2. Savoir
3. Savoir-faire
4. Savoir-être
5. Savoir apprendre
6. Didactique
7. Objectifs formatifs
8. Reconstruction
9. Automatisation
10. Spontané
11. Reproduction
12. Compréhension
13. Production convergente
14. Production divergente
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opportunity to integrate the knowledge of 
current trends in the field while developing 
a professional network.

The plenary speakers were Dr. Hossein 
Farhady, Carol Read and Jeremy Harmer. 
All plenary speakers had a big round 
of applause and a long queue of fans 
for photographs. There were also other 
speeches by other renowned featured 
speakers such as Dr. Seyed Mohammad 
Alavi from the University of Tehran, Dr. 
Alireza Ameri from IAU South Tehran 
Branch, Anna Hasper, Christine Coombe 
(on-line), Ken Wilson (on-line), Gareth 
Knight, Rakesh Bhanot, and of course Ms. 
Bita Rezaei. 

More than 150 workshops and 
presentations were held in IELTA 2017. 
The concurrent sessions were very 
informative and well-presented. The 
papers presented discussed different 
topics relating to the teaching and 
learning of the English language in Iran 
and worldwide. The range of topics and 
presentations was extensive, covering 
Continuing Professional Development 
(CPD), to teaching different skills in EFL 
classrooms, to using technology in the 
classroom, and many other things in 
between.

Three special certificate courses were 
another segment of IELTA, 2017 which 
were welcomed by the participants. 
“From Classroom to Boardroom (ELT 
Management)”, “From Playroom to 
Classroom (YLs)”, and “The Essentials of 
Teacher Training (Pre-Course Event)” were 
the topics. 

Having an exhibition along with the 
conference was another new experience 
for the participants. ESOL Armenia 
(Yerevan, Armenia), ITI (Istanbul, Turkey), 
CELT Athens (Athens, Greece), and 

Young Authors Publications (Tehran, Iran) 
were some examples of actively involved 
exhibitors in IELTA 2017.

The other special event which was 
intertwined with the conference was 
the First National Contest of Innovative 
EFL Teachers. The contest was held 
by Young Authors (Nevisandegane 
Javan) Publications. Teachers teaching 
English in the public sector had sent their 
innovative ideas or activities 3 months 
prior to the conference. Out of the 87 
lesson procedures, 10 were selected as 
the most creative ones. These teachers 
were from different provinces of Iran 
such as Tehran, Kordestan, Azarbaijan-
e-Sharqi, Qazvin, Khuzestan, Sistan va 
Baluchistan, and Azarbayejan-e-Gharbi. 
Selected teachers were awarded and 
appreciated by Young Authors Publication 
and distinguished professors like Jeremy 
Harmer, Dr. Hossein Farhay and Dr. Seyed 
Mohammad Alavi. The winning entries 
were announced to be collected and get 
a chance of being published in a book 
as well as the prestigious journal of the 
ministry of education called Roshd ELT 
Journal. 

This three-day conference was a great 
chance for EFL teachers, students, 
lecturers and scholars to network and 
find new academic and professional 
colleagues and friends. Meeting different 
people from other countries and different 
parts of Iran was a great happening 
which made the IELTA 2017 conference 
exceptional. There were two special 
sessions for Iranian public EFL teachers 
of the Ministry of Education with Jeremy 
Harmer and Dr. Farhady in which various 
challenges were discussed. Attending the 
next IELTA event is highly recommended 
since I think it is a great professional 
development opportunity.
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IELTA (Iran English Language Teacher 
Association) successfully organized its 
first conference, IELTA 2017, which took 
place on February 8-10, 2017, in Tehran, 
Iran, with more than 700 participants in 
attendance. The great conference of IELTA 
2017, held at Persian Azadi Hotel hosted 
featured speakers from multiple countries 
including United Kingdom, Greece, United 
Arab Emirates, India, Armenia, and of 
course Iran who were invited to present 
their views and latest findings. This 
influential conference brought together 

My Contribution

Serollah Damavandi Kamali
Imam Sadeq(PBUH) High school, Kordkuy, Iran
Email: Sd.kamali@gmail.com

Aca demic 
Event

EFL teachers of public schools and 
institutes along with university professors 
and scholars from the Ministry of 
Education and private language institutes, 
and lecturers from Iran and overseas 
universities. 

The conference offered professional 
development opportunities to English 
language educators at all levels from 
around the country. In lively interactive 
sessions, educators developed a global 
perspective through the exchange of 
ideas and practices. Participants had the 

A Memorable 
Experience

IELTA 2017
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were used, no meaningful improvement 
was observed and the researcher 
decided to change the type of the 
strategies to physical strategies that 
proved more effective.
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Appendix 1: Classroom Management Checklist 
The items were rated from 1 to 5. (Burden, 1995) 

Behavioral Considerations 
1. Positive reinforcement is used 
2. Students take responsibility for their behavior 
3. Transitions between activities are smooth and without 

confusion 
4. Students can see teacher and teacher can see students-

at all times 
5. Proximity control is used to decrease inappropriate 

behavior 

Instructional Strategies 
6. Uses whole group, small group, independent work  

effectively 
7. Pace and tempo are appropriate for learners 
8. Instruction is matched to skill level and need 
9. Instruction is adapted based on student differences 
10. Strategies are used that capture and maintain student 

interest 
11. Instructional tools and methods are varied Questioning 

is used  

Social Climate 
12. Teacher portrays a friendly, positive attitude 
13. Teacher listens to what students have and need to say 
14. Students are invited to be risk-takers without fear of 

ridicule 
15. Students are provided with opportunities for success 
16. Students are provided with opportunities to interact 
17. Overall safe, non-threatening environment is provided
18. Respect is shown at all times 
19. Humor used appropriately; sarcasm avoided

Figure 1 shows the process of changes 
and improvement of classes during the 
study. In the three phases of investigations 
physical strategies were found as the 
best-recommended strategy for controlling 
students’ behavior. In the concluding 
phase for all three classes, these physical 
strategies were implemented during the 
remaining three sessions of the course 
(i.e. sessions 15 to 18) and finally it was 
found that all groups of students were 
controlled better and the classroom 
management scores increased as it is 
indicated in Table 1.

The findings of this study suggest that 
physical strategies can enable teachers to 
manage their classes quite well especially 
when they face a number of ADHD 
students. Since these students have a lot 
of energy, asking them to sit and keeping 
them on-task seems to be impractical. 
The way out of this problem is to give them 
some extra opportunities to play, jump and 
enjoy what they are doing. By so doing, we 
can add both innovation and energy to our 
classes and in turn effectively motivate our 
students.

Figure 1 Changes in Students’ Behavior
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different types of strategies. In order to 
check the gradual changes in the students’ 
performance, It checked their performance 
three times. These observations were 
accompanied by a description of the 
classroom process which I wrote at each 
phase of observation (i.e. fifth, tenth and 
fiftieth sessions). Where their improvement 
was consistent and growing the practice 
was continued and in case of stagnation or 
reverting back to the earlier stages the type 
of strategy was replaced and once more 
the students were observed. To ensure the 
precision of the evaluation process, I also 
assessed the students’ performance in the 
last session of the course. 

Reflection
Once the data was collected, the 

process of analysis started and since 
it was necessary to investigate the 
changes and progresses longitudinally, it 
was continued during the study. Table 2 
summarizes the results of the assessment 

of the students’ performance obtained 
throughout the course.

As indicated in Table 2 the maximum 
score belongs to the group which 
received behavioral and interpersonal 
strategies (score=51) in the first round 
of observation. In the second round, the 
rank of the classes changed and the 
group of students who received physical 
strategies achieved better marks 
(score=66) and this was followed by 
behavioral and interpersonal group, and 
cognitive- affective group respectively. 
In addition, in the third round again 
the first class which received physical 
strategies achieved better scores. 
Based on Table 2, ADHD students in 
the first class were better controlled 
in general. The scores show that the 
quality of classroom management 
increased significantly; teachers’ 
observation also confirms the numerical 
results. About the second class in which 
behavioral and interpersonal strategies 

Table 2 .
Classroom Management Scores

Type of Strategies 1st 
observation

2nd 
observation

3rd 
observation

3rd observation 
revised groups

Last 
session

1st Class Physical 47 66 71 72
2nd Class Behavioral, interpersonal 51 50 ------ 64* 68
3rd Class 48 54 59 68

        * This column shows that the third observation the strategies of instruction were changed.
                ** The maximum score is 95.
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one educational semester I used various 
potential strategies, as shown in Table 1, in 
my classes. 

After 15 sessions of instruction and 
implementation of 19 strategies from 
3 categories of strategies in my three 
classes I could compare the effectiveness 
of the strategies.

Observation
My main purpose in this study was to 

improve the students’ performance, and 
in order to examine the changes in their 
educational performance I decided to 
record their progress and achievement. 

Several sources of data such as teacher’s 
observation, classroom management 
observation and students’ educational 

progress were used for collecting data, 
which makes the results more reliable 
and dependable. Teacher’s observation 
data were collected in the form of diary 
writing after teaching practices. Classroom 
observations were made based on a 
checklist of classroom management 
(see appendix 1) and students’ progress 
was recorded based on the results of 
teacher-developed summative tests during 
the term. ADHD students were in three 
different classes receiving instruction with 

Table 1.
Types of Strategies for Controlling ADHD Students1*
Strategy Type
1. Speaking with the student individually and respectfully Behavioral & Interpersonal
2. Introducing a sign that you can use to remind them to be on task Behavioral & Interpersonal
3. Making classroom rules clear and concise Behavioral & Interpersonal
4. Explaining the consequences for misbehavior Behavioral & Interpersonal
5. Using rewards for reinforcing appropriate behaviors Affective & cognitive
6. Using effective praise like noticing their improvement Affective & cognitive 
7. Giving opportunities to ADHD students for displaying their skills Affective & cognitive 
8. Creating schedules and homework assignment Affective & cognitive
9. Walking around the classroom and patting the child gently Affective & cognitive 
10. Seating close to ADHD students to avoid distractors Affective & cognitive 
11. Providing opportunities for physical activity and taking responsibilities Physical 
12. Encouraging their sensitivity toward peers when they interact with others Affective & cognitive 
13. Using various teaching instruments Physical 
14. Asking the inattentive student a question to gain his or her focus Affective & cognitive 
15. Using physical games not only in teaching but also in testing situations Physical 

16. Using guessing activities which make students compete with peers Affective & cognitive 
17.Using music for adding excitement Affective & cognitive 
18. Playing videos and asking students to play a role like the movie Physical 
19. Making students teacher in classroom to observe and help peers Cognitive & cognitive 

         * Note that the classification of these strategies is not absolute and the way that they 
 are used determines their type. For instance, using games which do not ask student for any extra
 movement could be considered as affective while it could be considered and physical strategy when it gives
 students opportunities of exiting movement in the classroom.
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Educational strategies: This category 
includes strategies such as incorporating 
various learning styles and cooperative 
learning. These techniques can bring 
innovation to the classroom and may 
engage ADHD children by activating their 
multiple intelligences. These types of 
strategies are at the heart of educational 
systems for achieving their goals;, they 
are normally considered necessary for all 
different classes.

Cognitive and affective strategies: 
ADHD is mainly considered as a cognitive 
barrier and using strategies such as 
guessing, inferencing and memorization 
that facilitate learning as a cognitive 
process may help students succeed in 
and outside of the classroom. Affective 
strategies refer to inner emotional worlds 
of ADHD pupils (Heilveil & Clark, 1990) 
and include techniques like holding a 
positive image in front of other students 
which reduces their stress and anxiety or/
and using positive role models which can 
help them accomplish this objectives.

Physical strategies: One of the most 
visible characteristics of children who 
suffer from ADHD is their erratic physical 
movements which required close attention 
on the part of the teacher. The teacher 
has to find a way to help them remain 
seated and quiet.  This shows that using 
some hands-on instructional strategies 
can provide a strong physical education 
program (Stern, 1992). Strategies such 
as using their hands and whole bodies 
to learn creating things put things apart 
and rebuilding them again are among this 
category of strategies (Turketi, 2010).

Behavioral and interpersonal 
strategies: The behavioral strategies such 
as collaborative discipline, student-chosen 
time out, and feedback are intended to 
give students identified as ADHD a greater 

sense of ownership over their lives in 
helping to change attention and behavior. 
Concerning the interpersonal strategies, it 
should be stated that the social difficulties 
that many kids labeled ADHD have with 
peers, teachers, and parents (Barkley, 
1990) seems to be obvious to everone. In 
this type of strategies since contacting and 
cooperating with native speakers is difficult 
some activities like peer tutoring, class 
meetings, and engineering positive social 
occasions can help many ADHD students 
learn new social skills.  

Action
In order to conduct the present study, 

the researcher used some of the above 
strategies along with a classroom 
management checklist developed by 
Burden (1995) in order to examine 
the teaching process and classroom 
management. Besides, educational 
progress of ADHD students during the 
term was rated by the teacher. 

For the purpose of this research I used 
three categories of the above strategies 
in my three classes, where I was teaching 
some ADHD students.  In the first class, I 
used the physical strategies. In the second 
class I used a selection of behavioral and 
interpersonal strategies. And in the third 
class I used an amalgamation of cognitive, 
affective strategies. During the process 
of research and while employing these 
strategies, I carefully examined ADHD 
students’ performance and also filled 
classroom management checklists for 
each class separately. I regularly checked 
the effectiveness of the strategies at three 
stages, namely the fifth, tenth and fifteenth 
sessions. If a strategy proved effective 
the implementation was continued and 
if not, it was replaced by another type of 
strategy of the same category. During 
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Introduction
Theoretically, the psychological disorder 

of students who are hyperactive and have 
problems to retain their attention is called 
attention deficit hyperactivity disorder 
(ADHD) (Kratochvil et al., 2009). This 
disorder has been defined as a behavioral 
disability which mainly affects learning 
abilities of both male and female students. 
Two main factors are influential in the 
learning process of ADHD students: input 
and output. Students are exposed to a 
large amount of information in their classes 
and whenever they take in a certain 
amount of that information, it would be 
considered as input. The majority of ADHD 
students have a short attention span, and 
they can be easily distracted. Thus, it is 
difficult for them to focus on a certain topic 
for both receiving enough amount of input 
and producing relevant output (Turketi, 
2010). In the present study attempts 
were made to help ADHD students 
manage their verbal and behavioral 
output through employing a number of 
strategies. The strategies are indeed some 
input manipulation techniques and can 
turn the classrooms context into a more 
manageable and enjoyable environment 
for language learners, particularly for 
ADHD students.

For conducting this study, I followed the 
guidelines proposed by Mehrani (2015) for 
conducting an action research.  Thus, the 
design of this study is an action research 
design, and the purpose is to investigate 
the effectiveness of some strategies for 
controlling ADHD student in my English 
classes. In the following, I report how I 
identified five students suffering from 
ADHD and what strategies I employed to 
help them learn better at Kish language 
institute. I also report the findings of the 
study along with a detailed discussion.

Planning
Dealing with ADHD students in language 

classes often makes a lot of difficulties 
and irregularities in the process of my 
language instruction. ADHD students are 
those who are more active in EFL classes 
and are uncontrollable by teachers. 
They usually do not pay attention to the 
instruction and always find something 
to be distracted. Their behavior is often 
erratic in the classroom context. This type 
of behavior, though it might be limited only 
to few students, fundamentally affects 
the performance and efficiency of other 
students and may impede their regular 
willingness to deal with new martials. 
Usually a great portion of my energy is 
devoted to controlling ADHD students who 
finally display unsatisfactory educational 
outcomes. Therefore, I decided to tackle 
this problem through utilizing effective 
strategies so as to improve both the quality 
of my instruction and the achievement of 
ADHD students.  

At the time of conducting this research, I 
was teaching three classes with a number 
of hyperactive students. I identified these 
students using a modified version of 
Vanderbilt ADHD Diagnostic Teacher 
Rating Scale (Wolraich, Feurer, Hannah, 
Baumgaertel & Pinnock, 1988). I also 
consulted my colleagues about the 
identified ADHD students and they all 
agreed with the idea that those students 
are hyperactive and perform differently 
not only in learning contexts but also in 
their daily behaviors. In order to come 
up with a list of potential strategies for 
controlling these ADHD students in my 
language classes I reviewed the related 
literature and found various suggestions. 
The most appealing set of strategies was 
proposed by Stern (1992). In the following 
summarize these strategies very briefly. 
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Abstract
The present paper reports an action research study which was conducted to investigate potential 
strategies for controlling and teaching hyperactive language learners. The study was conducted
as part of the regular classroom instruction in three regular classes in Kish Language Institute. 
The effectiveness of three categories of strategies including physical strategies, cognitive and 
affective strategies, and behavioral and interpersonal strategies were compared. The findings 
showed that physical strategies are the most effective strategies for dealing with hyperactive
students. The study discusses the extent to which using these strategies can help teachers to
manage their classes and students to improve their learning. 

Key Words : action research, classroom management, effective strategies, hyperactive students

An Action Research to 
Reach a Compromise: 
The Case of Hyperactive 
Language Learners
Ali Khodi, Language center, Kish International Campus, University of Tehran
Email: Ali.khodi@ut.ac.ir
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Guidlines for Publishing in Action Research
We have recently specified a special column in Roshd FLT Journal for publishing 

small-scale research studies that teachers conduct in their own classes. We intend to 
publish at least one action research report in each issue of Roshd FLT Journal. Thus, 
we encourage you to submit the reports of your classroom research to be published 
in our “Action Research Column”. 

We accept papers on the basis of their relevancy to our readers, simplicity, 
readability, and freshness of viewpoint. Your papers do not have to follow the 
standards of scholarly, academic research papers. We do not use complicated 
statistical analyses, technical terms or footnotes. Thus, write in a simple, plain and 
easy to understand manner. Please cite all of your sources within the text, and 
provide a list of references at the end of your article. When writing your paper, please 
include the following information in your report:

evaluation

To be accepted for publication, your articles need to:

We are looking forward to your action research reports. Should you have any 
inquiries about how to prepare a report of your action research, you can send an 
email to Dr. Mehrani at the following address: meh.mehrani@gmail.com 

Coordinator: Mehdi B. Mehrani 
 Assistant professor of ELT, English 
Department, University of Neyshabur
Email: Mehrani@neyshabur.ac.ir

Action
Research
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The discussion follows by filling out the 
second column: What they want to know 
about the topic of the text. They can think 
individually or share ideas in groups or pairs. 
They, then, write down what they would like 
to know about the topic of the text. 

Now it is time to read the text and 
find answers to their questions. 
Students, at this stage, read the 
text silently with the aim of finding 
an answer to each question. They 
write what they find in the 3rd column 
(What I Learned). 

The teacher can invite group 
representatives to move to new 
groups sharing their own list of 
questions and answers as a post-
reading activity. They give a report on 
the process and give a summary of 
what they learned from the text. 

If there are still some questions 
whose answers are not in the text, the 
teacher may invite students to Google the 
questions in order to find relevant answers 
and bring to the class in the following 
session. The following session will start 

with the presentation of collected  
information. 

 
Conclusion

KWL motivates students to think, 
explore, and read purposefully. It also 
encourages cooperative language 
learning via which students help each 
other during the classroom time. 
Moreover, KWL brings variety to the 
classroom routine activities which can 
keep students motivated and alert. In 
addition, it promotes learner autonomy 
by giving each student this chance to 
select what they want to know. Finally, 
it gives students a chance of searching 
for what they want to know more about 
the topic which leads to a classroom 
presentation or a written report.  

Memory

What 
I learned

What I
want to know 

about the topic
What I

know about the topic

1. Some people have a 
strong memory.

2. If we study more, our 
memory becomes stronger.

3. By repeating, we can 
memorize easier.

4. Some diseases cause 
memory loss.

5. The speed of 
memorizing is different in 
different people.

6. Some foods make us 
keep something in our 
brain for a long time.

Memory

What 
I learned

What I
want to know 

about the topic

What I
know about the 

topic
1. What is brain 
made of?

2. How much is a 
brain’s capacity? 

3. What makes 
us memorize 
something 
easily?

4. Can we 
change our way 
of learning and 
memorizing?

5. Which 
information is 
forgotten easily?

1. Some people have 
a strong memory.

2. If we study 
more, our memory 
becomes stronger.

3. By repeating, we 
can memorize easier.

4. Some diseases 
cause memory loss.

5. The speed of 
memorizing is 
different in different 
people.

6. Some foods make 
us keep something 
in our brain for a long 
time.
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My Contribution

E-mail

Mehrnaz Hosseini Fard
Kosar High School, Urmia
Email:mehr.fard@yahoo.com

KWL: 

Quick guide
Key Words: Reading comprehension, 
                       student-centered, KWL
Proficiency Level: Intermediate
Preparation time: 15 minutes
Activity time: 45 minutes
Material: a course book text, 
                  whiteboard/blackboard, board 
                   pen/chalk

Introduction
In order to help students to comprehend 

reading texts better and equip them with 
necessary skills to answer comprehension 
questions, one needs to use different 
reading strategies. One good and 
innovative procedure can be KWL (Know, 
Want to know, and Learned). 

Procedure
To help students comprehend a text via 

KWL, one needs to draw the below table 
on the board and ask students to copy it in 
their notebooks. 

what we
Learned

(while-reading or 
post-reading)

what we 
Want to know
(pre-reading)

what we
Know about the 

topic
(pre-reading)

In the first columns, students in pairs 
or in groups of 4-5 brainstorm ideas and 
share their thoughts about the topic of the 
text which, in this lesson, is memory. They 
write whatever they might come up with 
under the first column (What I know). 
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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.

Coordintor: Jafar Dorri
Email: Jafar_dorri@yahoo.com

My 

Contribution
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FUNNY RIDDLES

1. You may enter, but you may not come 
in, I have space, but no room, I have keys, 
but open no lock. What am I? 

2.  What is a math 
teacher's favorite 
dessert?

3. What is at the 
end of a rainbow?

4. What kind of 
room has no doors 
or windows?

(Check below for 
the answers.)

CROSSWORDS

ACROSS
1 New plants grow from tiny ______.
4 Like all living things, plants ______ and 

change.
6 The _____ of a plant grow on the stem.
8 Roots hold plants in the _______.
9 Most plants have ______ that make 

seeds.
12 All plants need sunlight, food, and 
_______.
13 The stem carries _______ and water to 

all the parts of the plant.

14 Plants use _______ to stay healthy.

DOWN
1 A tiny ________ can grow into a 

beautiful plant.
2 The part of the plant that holds the plant 

up straight is the ____________.
3 Plants are _________ things.
5 Plants give off __________ to help us 

breathe.
7 Insects carry ________ from flower to 

flower.
10 The __________ of a plant take in 

water and minerals from the soil.
11 Sometimes, a plant can grow 

_________ that we can eat.

References
Quotable Quotes:
http://www.cognology.com.au/49-best-quotes-on-

feedback/#top

Cartoon
https://www.cartoonstock.com

Teaching Tips:
https://www.teachingenglish.org.uk/article/feedback
https://flteaching.wikispaces.com/Feedback

Proverb: https://www.jumpstartyourdreamlife.com/empty-
your-cup-zen-proverb/

Jokes: http://www.short-funny.com/new-jokes.php
http://www.short-funny.com/
http://www.workjoke.com/teachers-jokes.html

Funny Riddles: http://goodriddlesnow.com/riddles/best/
page:2

http://www.riddlesandanswers.com/v/229819/what-is-a-
math-teachers-favorite-dessert/

http://goodriddlesnow.com/riddles/best/page:5

Crossword
https://www.havefunteaching.com
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3 4 5 Answers to the Funny Riddles:
1. Computer
2. Pi!
3. The letter W
4. Mushroom!
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8. Give feedback less often as learner’s 
progress.” 

Now, do provide feedback! 

PROVERB: A STORY OF A ZEN 
PROVERB ON ACCEPTING 
FEEDBACK
Empty Your Cup!

There is a famous proverb about a 
teacup. This is the story:

Once upon a time, there was a wise 
Zen master. People traveled from far 
away to seek his help. In return, he would 
teach them and show them the way to 
enlightenment. On this particular day, a 
scholar came to visit the master for advice. 
“I have come to ask you to teach me about 
Zen,” the scholar said. Soon, it became 
obvious that the scholar was full of his own 
opinions and knowledge. He interrupted 
the master repeatedly with his own stories 
and failed to listen to what the master had 
to say. The master calmly suggested that 
they should have tea.

So the master poured his guest a cup. 
The cup was filled, yet he kept pouring 
until the cup overflowed onto the table, 
onto the floor, and finally onto the scholar’s 
robe. The scholar cried “Stop! The cup is 
full already. Can’t you see?” “Exactly,” the 
Zen master replied with a smile. “You are 
like this cup — so full of ideas that nothing 
more will fit in. Come back to me with an 
empty cup.”

I think of this story often because it 
reminds us that we need to stay humble, 
open ourselves to new ideas, and be 
willing to change our preconceptions.

It’s simple in theory, but difficult to 
practice. As we get older, we fill up our 

cups with our past experiences and 
knowledge. When someone comes along 
and tries to change our minds, it is difficult 
to mold someone else’s words to fit our 
existing beliefs. To counteract this problem, 
I try to say “thank you” whenever someone 
gives me a piece of advice. Even if I don’t 
feel like receiving advice from someone, 
thanking the person causes me to 
internally become more open to listening 
to what they have to say. If the person 
provides feedback such as “Your ideas are 
wrong”, thank the person and ask them to 
elaborate. Whether or not they choose to 
do so is up to them, but at least you’ll have 
opened up a channel for discussion and 
sharing. So consider new thoughts and 
opinions. Even if you disagree, at least you 
can understand the basis behind them. 
Bruce Lee sums it up nicely: “Empty your 
cup so that it may be filled; become devoid 
to gain totality.”

JOKES
1. I’ve read so many horrible things 

about smoking recently that I made a 
new, firm New Year’s 
resolution: NO MORE 
READING!    

2. - Anton, do you think I’m 
a bad mother?

- My name is Paul.   

3. "Dad, can you write in 
the dark?"

"I think so. What is it you 
want me to write?"

"Your name on this report card."   

4. Teacher: Johnny, you know you can't 
sleep in my class.

Johnny: I know. But maybe if you were just 
a little quieter, I could.   
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o Example:
 A smile or a word of encouragement.

B. Why is feedback beneficial?
The benefit of feedback can be 

discussed from two perspectives.
1. For teachers.
Teachers benefit from feedback because 

it (hopefully) motivates their students 
to continue learning and acquire more 
and more language skills, based on the 
responses from the instructor. As a result, 
teachers may feel more satisfaction in 
their task of instructing less experienced 
language learners and users.

2. For students.
Feedback allows students to progress 

from one plane to another in their language 
learning. Without feedback, students may 
not have a sufficient understanding of what 
they are achieving successfully and which 
areas still require more attention.

C. What are some ground rules and 
tips for giving feedback?
1. Establish and maintain rapport with 

learners.
2. Cover the major strengths and 

weaknesses. Try to be specific; give 
examples if possible.

3. Avoid trying to discuss everything. 
A few well – made points may be 
more beneficial than numerous, but 
inadequately developed points.

4. Try to avoid comments with “never” or 
“always”; most rules have exceptions. 
Your feedback may be incorrect or 
inappropriate for certain situations.

5. Do not criticize something that cannot 
be corrected.

6. Do not criticize when you cannot 
suggest an improvement.

7. Avoid being maneuvered into the 
unpleasant position of defending 

feedback. If the feedback is honest, 
objective, constructive, and supported, 
no defense should be necessary.

8. If part of the feedback is written, it 
should be consistent with the oral 
feedback.

D. Some Tips
1. Reinforce correct performance by letting 

learners know what they are doing well. 
Your encouragement and support will 
mean a great deal to your learners.

2. Make sure to base your feedback on the 
evaluation criteria.

3. When you see someone doing 
something differently than you would 
ordinarily do it, consider whether it 
matters. Ask yourself questions such 
as:

a. Will it work the way he/she, they are 
doing it?

b. Is this a better way?
c. Will it cause problems for them later?
d. Is it safe?
4. Allow for individual variations. Consider 

the learner’s openness to suggestions 
before recommending changes that are 
not based on the criteria.

5. Identify incorrect performance as early 
as possible. Give feedback as soon as 
you see the incorrect performance.

6. Try to provide feedback in the most 
constructive way possible. Help 
learners understand how to do a task 
correctly – do not just tell them what 
they are doing wrong.

7. Be aware of the learners’ sensitivity to 
correction, especially in front of other 
people (generally avoided whenever 
possible). Keep your voice down when 
providing individual feedback. Avoid 
the temptation to point out one person’s 
mistake to the whole group as an 
example.
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TEACHING TIPS: WHAT IS 
FEEDBACK?

Feedback is information a teacher or 
another speaker, including another learner, 
gives to learners on how well they are 
doing, either to help the learner improve 
specific points, or to help plan their 
learning. Feedback can be immediate, 
during an activity, or delayed, at the end 
of an activity or part of a learning program 
and can take various forms;

A. Typology
1. Recast: A recast is an instructor's 

rephrasing student's utterance, so that 
the utterance is correcting its grammatical 
form and-or its meaning.

o Example:
 S: "Yesterday I am sick, and I stay 

home."
 T: "Yesterday I WAS sick, and I STAYED 

home."
2. Error correction: Error correction 

refers to the assistance provided by either 
expert, peer, or self, with reference to any 
shortcomings on the part of a second 
language student in the target language. It 
can be oral, written, or non-verbal.

o Example:
 S: "Yesterday I am sick, and I stay 

home."
 T: "Yesterday I WAS sick, and I STAYED 

home. Remember, we're trying to 
create sentences in the past tense, 
not the present."

3. Self-correction: Self correction is the 
correction made by the speaker on his/ her 
own error or mistake.

o Example:
One example of self-correction may be 

a student figuring out on his own which 
errors necessitate correction based on 
input/hints provided by an instructor, 

without that instructor actually doing the 
correcting. It appears to be scaffolding 
within the realm of learning how to 
recognize and remedy one's own errors 
through expert assistance. One article 
covering self-correction is by Taka-Yoshi 
Makino (1993).

4. Positive feedback: Positive feedback 
encourages a student to repeat and/or 
expand upon a given contribution in the 
target language. It is very similar to what 
psychologists would refer to as a positive 
reinforcer.

o Example:
 T: "What is today's date?"
 S: "Today is Tuesday, October 31."
 T: "Very good! And which year?"
 S: "2006."
 T: "Great job!"

5. Negative feedback: Negative 
feedback, according to Merriam Webster, 
is "feedback that tends to dampen a 
process by applying the output against the 
initial conditions."

o Example:
 S: "Last weekend I go to movies and 

write paper for class."
 T: "No, that's not exactly how we would 

say that. Listen, Last weekend I went 
to the movies, and I also wrote a 
paper for class."

 The Teacher might follow this recasting 
with an explanation of past tense verbs 
as well as definite and indefinite articles 
if the student's language doesn't have 
them, as this example suggests.
6. Informational and/or motivational 

feedback: “Informational feedback 
corrects errors that the learner commits. 
Motivational feedback motivates the 
learner to try harder. Informational 
feedback should always be motivating, 
but motivational feedback does not always 
provide information.”
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Do Feed-Do d-Ba

PREFACE
Hi Everyone!
Every day we communicate with each 

other in different ways. Our speech, body 
language, facial expressions, and even 
clothing are our means of communication. 
Not only do we communicate, we also 
provide “feedback” as well. Imagine a 
friend who says he is going to take part 
in an MA entrance exam. We may say, 
“Great!” and encourage him or “Come on!!” 
and discourage him! Our feedback can 
make a change!

In the present issue of English through 
Fun we encourage every one of you to 
focus on feedback in language teaching. 
The significance of this concept in our 
classes is irrefutable.  

QUOTABLE QUOTES
1. “We all need people who will give us 

feedback. That’s how we improve.”
– Bill Gates

2. “Feedback is a gift. Ideas are the 
currency of our next success. Let people 
see you value both feedback and ideas.”

– Jim Trinka and Les Wallace

3. “There is no failure. Only feedback.”
– Robert Allen

4. “Make feedback normal. Not a 
performance review.”

– Ed Batista

5. “Examine what is said and not who 
speaks.”

– African proverb

NO COMMENT! 

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

English 
through Fun

Don’t Sit-Back!

Hadi Azimi 
Assistant Professor in ELT, School of Medicine
Shahid Beheshti University of Medical Sciences, Tehran, Iran
Email: azimi.hz@gmail.com
Zahra Kobadi Kerman
MA in TEFL 
Email: zahra.kobadi@yahoo.com

The job may 
not be working out 

Dean, but that's a nice 
shirt you're wearing.

When giving feedback, there will always be something 
positive for you to comment upon. It's up to you to find it ...
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of journal writing. However, in the present 
study the teachers were selected as the 
participants, and the investigation of the 
effectiveness of journal writing in their 
critical thinking on the teaching process 
and its challenges was the aim.  

Conclusions, Implications, and 
Suggestions for Further Studies

To answer the two research questions, 
the present qualitative study was conducted 
through several techniques of data 
collection including weekly journal diaries, 
weekly semi-structured interviews during 
the process of research, observations, 
and field notes. As the findings indicated, 
through experiencing the weekly writing of 
the journal entries as a way of enhancing 
critical thinking on teaching, the English 
teachers considered the causes of all 
the problems of the English classes and 
also they gradually increased their self-
confidence to the degree that they declared 
themselves as the possible sources of some 
of the problems in their classes. Based on 
the finding of the study, it can be concluded 
that writing journal entries could be helpful 
in improving the EFL teachers’ ability to 
think critically on the problems happening in 
their English classes. Also, as the findings 
of the journal entries, the interviews, and 
the observation notes in the last month of 
the study showed, both participants were 
aware of the effectiveness of the journal 
writing in improving their critical thinking. 
Therefore, it can be concluded that they had 
a positive view of reflecting on the events 
and the problems in their classes through 
the technique of writing journal diaries. 

Indeed, the findings of the present study 
would help the EFL teachers realize the 
benefits of journal writing in  enhancing 
critical thinking as a useful way of facing 
the challenges of teaching English to EFL 

students. Also, these findings can be of help 
to other stakeholders such as  designers 
of teacher training courses. They can 
become aware of the potential of diary 
and journal writing and the positive view of 
EFL teachers about these activities. They 
can include these activities in their teacher 
training programs.  

Since the present study was conducted 
with the contribution of two female 
participants and in one English institute, the 
results need to be corroborated with future 
studies with more cases and both genders 
and  several English institutes.
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Figure1. The Distribution of Common 

Points (1: Describing the Class, 2: 
Describing the Problems of the Classes, 
3: Teachers’ Attempts to Continue the 
Process of Teaching Even When They 
Dealt with the Problems, 4: Satisfaction of 
Teachers with the Process of Teaching, 
5: Teachers’ Attempt to Find the Origins 
of the Problems, 6: Teachers’ Self-
Confidence to Blame Themselves as the 
Causes of Problems) in Journals and 
Interviews During Three Months

To answer the second research question 
and to know about the participants’ 
perceptions of the process of the study 
and its effectiveness in reflective teaching, 
the following points were extracted from 
the journal entries and the interviews in the 
last month of the study. 

-I think it was a nice experience, 
because journal writing makes me 
think about what happened in my 
class. Since I started to write journals, 
I’ve become more careful about the 
events in my class. I think I can pay 
more attention to the details in the 
class. (12th interview, A)
- It (journal writing) affects the view that 
a teacher has about her class. When 
we come to the teachers’ office, we 
usually mention the serious problems, 
but I think journal writing makes a 
teacher think about the problems. I 
suppose that it would be good if all the 
teachers of the English institutes write 
one journal after each session of their 
classes. (11th interview, B)
- I think that writing journals helps me 
a lot with understanding my students 
in my classes. Now I really like thinking 
more about the problems of my 

classes. (11th journal, A)
- When I think more deeply about what 
happened in the class, I find more 
than one way to treat my students in 
that situation. So I think about the best 
alternative to be used for the same 
situation in the future. To do so, journal 
writing is very helpful. (11th journal, B)

In fact, their mentioned points in the 
journal entries and the common responses 
in the interviews pointed out that they were 
aware of the benefits of journal writing 
procedure in drawing their attention to the 
origins of the problems of their classes. 
Besides, they had a positive view of the 
process of journal writing. 

This common point was admitted by 
the researchers’ observations and field 
notes. As it was observed, at the last 
weeks of the data collection process the 
two participants had a more positive view 
of following the process of study and even 
were interested in writing weekly journals 
and taking part in the weekly interview 
sessions. 

Indeed, the findings of the present 
study had some common points with 
Ghahremani-Ghajar and Mirhosseini 
(2005); as the findings of both studies 
indicated, the process of dialogue 
journal writing provided the individuals 
with opportunities for reflective thinking. 
Also, the participants of both studies had 
positive views of writing journal entries 
as they acknowledged that this process 
increased their ability to think more 
critically. It is worth noting, Ghahremani-
Ghajar and Mirhosseini (2005) included 
high school students as the participants of 
their study and they helped their teenage 
participants be empowered and “express 
their voice” (p. 286) through the process 
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- Maybe if I had said one or two 
sentences in Persian, it would have 
made them (the students) talk a little 
more, or helped them not be shy any 
more. I mean, in this way, maybe they 
felt better and were more comfortable 
to talk in the class. (9th interview, A)
-After teaching the entire reading text, 
the students were still puzzled about 
the meaning of the new text. It was 
because I taught the first part (some 
new words) in the previous session. 
I shouldn’t have done  so. (11th 
interview, B)
- Maybe it was because of my behavior. 
Sometimes it is our fault. But, we do 
not acknowledgc our fault. Only, we 
blame the students that they do not 
understand, or they are stupid ... but 
sometimes we are responsible for the 
fault. We don’t understand, or we would 
like to blame others. (10th journal, A)

What they mentioned regarding this 
common point was in line with the 
researchers’ field notes. In fact, the two 
participants were more comfortable while 
they were discussing the problems of their 
classes in the interview sessions at the 
end of the study in comparison with the 
first interviews. In other words, in the last 
weeks they stated some possible sources 
including themselves as the origins of the 
problems of their classes without being 
embarrassed and without being worried 
about  the possibility of being blamed for 
their lack of ability to manage their classes.

The following figure illustrates the rate of 
occurrence of each common point during 
the three months period.

Based on the finding of the 
study, it can be concluded 
that writing journal entries 
could be helpful for improving 
the EFL teachers’ ability 
to think critically on the 
problems happening in their 
English classes
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- After the class I was thinking 
about this problem … . I wished the 
writers of this method (CLT) hadn’t 
given theories and principles before 
experiencing four or five sessions 
themselves …  .What they said (the 
writers) is based on this method (but) 
it doesn’t work at all in my classes. (6th 

journal, A)
- At the end of that session of the 
class, at last I asked her (one of the 
students) about the problem that why 
she was always late. she apologized 
and said because she had been at 
work (before class) she was late. (10th 
journal, B)
-  In my opinion, it was the other 

Some sentences in the journal entries 
and interviews indicated that the teachers’ 
critical minds were activated to search for 
the origins of the problems in the class. 
This common point was more evident in 
the semi-structured interviews in the last 
two months and in the journal entries in 
the last month (i.e. in 25% of the journals 
and interviews in the first month, in 25% of 
the journals and in 75% of the interviews 
in the second month, and in 75% of the 
journals and in 100% of the interviews 
in the third month). In fact, through 
comparing the rate of occurrence of this 
common point with the ones mentioned 
above, it became clear that reflecting on 
the events which occurred in the classes 
and thinking critically on the origins of the 
perceived problems improved during the 
three months. The observed improvement 
can possibly be the result of the process 
of journal writing and also the discussions 
held in the interview sessions between 
the researchers and the participants. 
Some instances of teachers’ reflection are 
presented below.

This point was supported by the 
observation notes, too. As one the 
researchers had the opportunity of 
observing all the discussions in the 
teachers’ office between the two 
participants and between the two 
participants and the other teachers, 
she realized that not only did the two 
participants gradually raised fewer 
objections to the problems of their classes 
in comparison with the beginning of 
the process of the study, but they also 
encouraged their calleagues to find out the 
probable sources of the problems in their 
classes.  

 Also, quite a few of the journals and 
interviews conducted in the last month 
included some sentences showing the 
teachers’ self-confidence to acknowledge 
themselves as the possible causes of 
some of the problems in the English 
classes (i.e. this point was mentioned 
in 25% of the journals and 50% of the 
interviews in the third month). This result 
suggests that the process of journal writing 
was helpful in enhancing the teachers’ 
critical thinking and also it was effective in 
encouraging them to declare themselves 
as the sources of some of those problems. 
This finding was possibly induced by 
the interview sessions in which some 
questions regarding the vague points 
of journal entries were asked and the 
commented points of the researchers on 
each journal entry were discussed. Some 
of these examples are as follows:

teachers’ fault that these students still 
have problems with accuracy. They (the 
previous teachers) should have worked 
more on these structural points.
(4th interview, A)          
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- I was angry because I couldn’t find 
the extension to turn on both TV and 
DVD. As a result, I couldn’t show the 
film extract to my students. (3rd semi-
structured interview, A)
- Some of them [students] were shy 
and reluctant to speak, so the class 
was so quiet, or sometimes they talked 
in Persian to each other. (7th journal, A)
- The problem was that my TTT 
[Teacher Talking Time] went up and 
the students were mostly silent. (9th 
journal, B)
-I don’t know why it happened. But she 
was late again. She was always late. 
So every session she interrupted my 
lesson. (6th semi-structured interview, B)

-I made a great effort to persuade 
them to share ideas and take part in a 
friendly chat.  (1st journal, A)
-I spoke in Persian for 5 minutes and 
explained that if they didn’t understand 
80% of what I say, it’s not important 

 -At the end of that session of the 
class, I was happy that they could use 
that grammar in their own words. (2nd 
semi-structured interview, A)
- Finally, I succeeded to cover the 
other half of the page … . I felt that 
they learnt a lot and were pleased with 
learning. (5th journal, B)
- It was apparent that they enjoyed 
a lot. They (the students) thanked 
me when they went out. (8th semi-
structured interview, B)

 In the gathered data, some sentences 
indicated the teachers’ attempts to keep 
the flow of the lesson even when they were 
experiencing problems in their classes. In 
fact, no significant differences were seen 
in the occurrence of this point in the data 
collected over the period of three months 
(i.e. in 100% of the interviews in three 
months, in 50% of the journals in the first 
month, and in 75% of the journals in the 
second and the third month). Indeed, this 
common point was possibly mentioned 
because the participant teachers of 
the study were so experienced and 
professional that they did their best to 
follow the process of teaching and learning 
in their classes even under the challenging 
circumstances. Some of these examples 
are as follows:

Repeatedly in the journal entries and in 
the semi-structured interviews, we came 
across statements which evidenced the 
satisfaction of teachers at the end of the 
classes with the process of teaching and 
learning. This common point was more 
repeated in the journals and the interviews 
in the first month (i.e. in 100% of the 
journals and interviews in the first month, 
in 75% of the journals and interviews in 
the second month, and in 75% of the 
journals and 50% of the interviews in the 
third month). As this finding showed, the 
teachers’ satisfaction with what they had 
done in their classes decreased during 
the period of three months. Although they 
were totally satisfied with their teaching 
process and class management in the first 
month, they paid increasing attention to 
the other aspects of their classes in the 
other months which caused their feeling of 
satisfaction to decline. Some instances are 
as follows:

because I could explain what 1 said to 
them again. (4th journal, B)
-Only I could control the others’ 
laughter [when they were laughing at 
their classmate], and I helped her keep 
calm a little bit. (7th interview, A)   
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that came to their minds regarding their 
perceptions of the process of journal 
writing in their weekly journal entries. 
Also, in the last-week interviews the 
participants were asked to comment on 
their perceptions of journal writing and its 
impact on the teaching process.  

Analysis and Discussion
Having collected the data through 

several techniques, the researchers 
coded the gathered data systematically 
by “initial coding” (Dornyei, 2011, p. 251), 
and “second-level coding” (Dornyei, 2011, 
p. 252). In other words, the researchers 
considered the instances of the common 
points and consequently counted and 
classified them into special categories.

To answer the first research question 
of the present study, the researchers 
investigated each source of data and 
coded the common points indicating 
the reflection of teachers on the events 
happening in their classes. Then, by 
comparing the rate of occurrence of 
the common points in the main sources 
of gathered data including the journal 
entries and the interviews over a period 
of 90 days, it became clear that the rate 
of occurrence of some of these points 
during the three months was the same, but 
some of the others were merely apparent 
in the gathered data in the last month. 
Also, some of the other common points 
indicated an increase in frequency in the 
last month in comparison with the first 
two months. The common points are as 
follows:

All the journal entries and the semi-
structured interviews started with some 
sentences describing the situation of the 
classes, the students, the topics, and the 
time of the classes. (i.e. this common point 
was mentioned in 100% of the journals 

and 100% of the interviews over the period 
of three months). The high frequency 
of this common point was possibly due 
to the need felt by the participants to 
contextualize the events they wanted to 
report. In fact, they set the scene in the 
introductory part of their journal entries 
and the interviews and then introduced 
the issues they wanted to specify. The 
following examples further clarify this 
common point.

- It was the second session of UnitI 3 
class for me but not for the students. 
I couldn’t come to the class for two 
sessions because of my illness. (1st 
journal, A)
- In the last 20 minutes of the class, 
I asked students to watch a film. 
Usually I do it every other session. (3rd 
interview, B)
- This class is about 7:45´ in the 
morning in Ramezan. Although it is so 
early in the morning, every student is 
present. (8th journal, B)

      
 The next common point indicated the 

problems occurring in the classes; the 
description of one or two of the problems 
was included in most of the gathered 
data (i.e. in 100% of the interviews in 
three months, in 75% of the journals in 
the first and the third month, and in 50% 
of the journals in the second month). 
The high rate of the occurrence of this 
common point can be attributed to the 
fact that EFL classes normally include 
some unpredictable problems that make 
the teaching process challenging. The 
following excerpts exemplify the mentioned 
point.
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with their 
colleagues in the 

teachers’ office.
 Field Notes

 While investigating each 
journal entry, audio recordings, 

and observation sessions, “field 
notes” (Cowie, 2009, p. 185; Friedman, 

2012, p. 184) were gathered by the 
researchers.

Procedure
As it was mentioned, since the study was 

conducted in Kish Institute of Science and 
Technology as one of the Private institutes 
of Tehran, the process of data collection 
took 3 terms including 90 days. To collect 
data, the researchers selected journal 
diary writing as the main source of data 
collection. The participants were asked to 
write one journal diary at the end of each 
week; 24 journal entries were written by 
the participants. At the beginning, they 
were asked to write narratives about 
the events happening in their classes 
that they preferred to write about. Then, 
through the process of journal writing, the 
researchers tried to lead the participants 
to the problems occurring in those classes. 
Therefore, every week, the participants 
willingly selected one of their classes and 
wrote a journal entry about the problem 
that occurred in that class. The journals 
took half a page to two or three pages, 
and they were written in English. In fact, 
some of the journal entries only included 
a narrative of the class, but in some of the 
entries submitted to the researchers the 
narratives focused on a specific problem. 

To respond to every journal entry, and 
consequently to activate the participants’ 
critical thinking on the problems, the 
researchers conducted weekly interviews. 
Having read each journal entry, the 

researchers commented on the mentioned 
points in the journals, and raised some 
questions about the general points or 
vague issues mentioned in the journals 
to be asked and then to be discussed by 
the researchers and each participant in 
the weekly semi-structured interviews. 
Therefore, not only was each participant 
requested to retell the narratives of the 
entries and to clarify the obscure parts 
by replying to the researchers’ questions 
but the commented points were also 
discussed in the interview sessions. In 
this way, the researchers indirectly guided 
every participant to view each event of 
her classes more critically. Each semi-
structured interview lasted for about 20 
minutes. The interviews were recorded and 
transcribed. The scripts were appended to 
the related journal entries, every week. 

It is worth noting that since one of the 
researchers and the two participants of the 
present study taught English in the same 
institute, one of the researchers could 
observe the participants’ reflections on the 
events happening in their classes through 
the teachers’ discussions about the 
problems of their classes in the teachers’ 
office. 

The present researchers 
tried to provide the teachers 
with the opportunity to write 
weekly journal diaries about 
their problems in their English 
classes and helped them find 
the causes of the problems

Moreover, at the last week of the data 
collection process, the participants 
were asked to mention whatever points 
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thinking were the main aims of the study. 
The following research questions guided 
the present study. 

1. How does dialogue journal writing 
assist English teachers to reflect on the 
origins of the problems occurring in their 
classes?

2. How do the participants perceive the 
process of journal writing regarding its 
impact on reflective teaching?

Methodology
Participants and Setting

Kish Institute of Science and Technology 
was selected as the site of research, and 
two of the female experienced teachers 
with the age range of 28-34 years old 
and 8 years of teaching experience were 
invited to participate in the present study. 
In fact, since these two teachers had been 
the colleagues of one of the researchers 
for some time, a good rapport had already 
been established between the researchers 
and the participants. The study was 
conducted over a period of 90 days 

including three terms in the Institute in year 
2012. To keep the participants anonymous, 
they would be named as A, and B in the 
following sections.

English teachers normally 
share the problems that 
happen in their classes with 
their colleagues through 
the discussions they have 
with them in the teachers’ 
office. However, they make no 
attempt to assist each other 
in finding the root causes of 
those problems

Instrumentation
The following instruments were used to 

collect the data: 
 Journal Diary

 As the main source of data, every 
week a journal diary was written by each 
participant of the study.

 Semi-Structured Interview
To clarify the vague points of each 

journal diary and to discuss them, the 
researchers provided comments on 
each journal entry. Every week a “semi-
structured interview” (Mackey & Gass, 
2005, p. 173) was conducted.

 Audio Recording
Not to miss any important points, all the 

interviews were recorded and transcribed 
carefully.

 Observation
Not to lose any single important point 

regarding teachers’ reflections, one of the 
researchers observed the two participants 
while sharing their reflections on the 
events and problems of their classes 
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Introduction
The main focus of foreign language 

instruction in high schools has been 
mostly on linguistic features. The 
emphasis on acquiring linguistic features 
as the final goal has led teachers to 
leave intact important semantic and 
pragmatic features which have been 
emphasized as contributive to the ability 
to communicate (Pennycook, 1990, as 
cited in Ghahremani-Ghajar & Mirhosseini, 
2005). One important aspect that has 
been ignored in this regard is reflective 
teaching that includes reflection on action 
(Zellermayer, 1990). It is worth noting 
that to reflect on action, not only should 
the teachers have the knowledge of the 
domain but they should also be able to find 
solutions for the new problems that they 
encounter for the first time. Besides, the 
teachers should be able to reflect on their 
reactions to discover what they can do in 
different situations (Zellermayer, 1990). 

 Examining the ability of EFL teachers 
to gain this capability was the goal that 
was followed in the process of the present 
study. In other words, English teachers 
normally share the problems that happen 
in their classes with their colleagues 
through the discussions they have with 
them in the teachers’ office. However, they 
make no attempt to assist each other in 
finding the root causes of those problems. 

Since acquiring a “self-analytical 
approach” in teaching takes time and 
writing journal diaries is considered as a 
useful tool, in this regard (Hoover, 1994), 
the present researchers tried to provide 
the teachers with the opportunity to write 
weekly journal diaries about their problems 
in their English classes and helped them 
find the causes of the problems. The 
frequently repeated complaints made by 
the researchers’ colleagues such as “I 

don’t know why my students were silent 
in the class” or “I don’t know why my 
students don’t understand” and also other 
“whys” led the researchers to conduct a 
qualitative study to see how the English 
teachers’ reflective views on the possible 
problems in their classes could be taken 
as a starting point in a process which 
could help the participant teachers realize 
that they themselves could be one of 

the possible 
sources of those 
problems.  
A further aim of the study was to check the 
perceptions of the participants regarding 
the effectiveness of the process of journal 
writing in reflective teaching.

It is necessary to mention, since in the 
present study “everyday life and practices 
of EFL teachers in institutionalized 
contexts and learning societies” (Mesami, 
2011, p. 59) were considered and in this 
process “teacher-researcher link” was 
evident (Dornyei, 2011, p. 191), action 
research was the design of the study. As a 
result, investigating the influence of writing 
on reflection and improving the teachers’ 
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another one of its advantages. Memrise 
claims that “research suggests that 
reminders are most effective when 
they occur just before a memory fades 
completely and that successive reminders 
should be separated by longer and longer 
intervals.” With this statement in mind 
Memrise presents itself as a spaced 
repetition learning tool which helps with 
the remembering of the fading memories – 
as the app’s name suggests. 

But Memrise is not perfect. As a matter 
of fact, it has several inherent weaknesses. 
One is that it simply does not have a 
strong structured base for learning 
languages. Memrise’s courses do not 
offer a comprehensive learning system. 
Learners are not likely to come across 
any explanation about the grammar, 
the phonology, or the exceptions of the 
language; instead Memrise expects them 
to deduce those rules on their own, and by 
doing so, it puts the learners in danger of 
the abnormalities of the target language. 
Another downside to this app is its crisp 
and computerized voice (In the case of 
some less popular languages, there are 
no voices whatsoever), Moreover, the app 
does not have voice recognition for the 
learners to practice speaking. Listening 
and speaking (mostly the latter) are surely 
ignored in the learning process. Instead 
Memrise tries to plant new words and 
phrases in the learners’ minds as quickly 
as possible. 

Conclusion
Memrise is a great free online 

learning tool that offers its courses as a 
smartphone app and as a browser-based 
web app. The courses are mainly designed 
to teach languages, but are also used 
for other academic and nonacademic 
contents. It uses many vivid images 

that aid memory with retention of the 
materials, although personalized images 
might work better. In fact, developers 
of the software believe that creating 
mental associations or "vivid encoding" 
is key to learning anything. The app also 
systematically reminds users to attend to 
the words or phrases they have planted 
through adaptive testing. The plants will 
wither if not attended to. This aspect of 
the game, according to its developers, 
infuses emotions into the learning process 
and makes it more effective. The main 
criticism levelled against the app is that 
it is currently focused on getting users to 
memorize words and phrases, and that 
other language skills and components are 
largely ignored. Furthermore, Memrise 
does not have a strong structured base 
for learning a new language; learners are 
simply and directly presented with some 
vocabulary, which are not necessarily 
grammatically beneficial, can skip around 
their built-in syllabus (Ellis, 2005) and go 
through any level of any course anytime 
they want. Despite the shortcomings, 
the authors of this review recommend 
Memrise as a useful secondary learning 
aid, one that can definitely help its users 
learn new things in the target language. 
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short span of time, which works in favor of 
the mnemonics of this learning tool (See 
Figure 4).

 

Figure 4. Speed reviewing a sentence in 
Esperanto 

In the learning sessions of the more 
popular language courses, learners are 
presented with listening skills as a bonus. 
They hear, for example, a sentence or a 
word in the target language and have to 
choose the correct translation in the second 
language (See Figure 5).

 

Figure 5. A listening exercise in a French 
course

One of the most important features of 
this app is its gamification of the learning 
process. Learners find mems playful and 
funny, strive to achieve their daily goals 
so they do not lose their “daily streak”, 
and generally experience a different 
atmosphere than the one they do in the 
classroom. Many of the interesting features 
of this app happen in the Pro Version. 
If learners upgrade from Free to Pro, in 
certain language courses, for example, 
they can work on their listening skills.

 They are provided with a platform to 
meet native speakers, and are able to 
review their difficult words (the ones they 
have learned with a lot of mistakes).

Evaluation
As a language learning tool, Memrise 

has many strengths. With its slogan 
“learning, made joyful”, Memrise motivates 
and keeps track of the learner’s progress 
neatly and on a regular basis. The 
mems and the fact that it gives learners 
points for each correct answer adds to 
the gamification of the app. Learners’ 
interest and focus can be retained for a 
long time. Memrise’s large community 
of learners, who add mems and courses 
every day is another one of its great 
features. Thanks to its community, learners 
have huge possibilities of choices for 
learning languages. Even though for every 
word only 7 mems are shown, learners 
themselves can add their personal mems 
to the already huge collection, and that 
says a lot about the engagement that 
learning needs to be completed (Miller, 
2010). Members of Memrise are not just 
learners who passively look at their mobile 
screens. They can be actively engaged 
with the app and the community it presents 
them. 

Memrise’s scheduled reminders are 
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in which they choose to learn the target 
language. They do not just learn the 
words; rather, they “plant” and “grow” them 
through time. Learners can swipe left to 
see more “mems” which are designed 
to make the learners remember more 
effectively (See Figure 1). According to the 
Memrise website “a mem is anything that 
helps you create a connection between a 
word and its meaning. Often colloquially 
called "educational mems", a mem could 
really be a photo, GIF, mnemonic, video, 
cartoon, example sentence, etymology or 
even a witty remark.”

 

Figure 1. The flashcard and the “mem” in 
an Esperanto course

Immediately after learning the words 
or phrases in the target language, 
learners are “tested”. Memrise tests 
them in different ways: Sometimes they 
are presented with the learned words 
or phrases and are asked to choose the 
correct translation from among three other 
wrong translations (See Figure 2).  Other 
times they have to type the word or phrase 
correctly in the app (See Figure 3). If 
they are wrong, they are again presented 
with the flashcards and the mems. This 
continues as long as learners can pass 

the tests, and their “plant” of words and 
phrases are fully grown.

Figure 2. Choose the correct translation      
Figure 3. Type in the word 

Based on their setting preferences about 
how much they want to learn, Memrise 
presents learners with materials. They can 
go to “Learning Settings” to choose how 
many items they want to learn per learning 
session, and how many they want to review. 
When a learning session is over and 
learners have long before “planted” new 
words and phrases in their minds, and see 
them fully grown now, Memrise reviews the 
previous materials. There are two types of 
reviewing in Memrise. One is called “The 
Classic Review”, which is basically the 
same exercises learners were presented 
with in the learning sessions (See Figures 
2 and 3). Learners are prompted to review 
them from time to time, and if they answer 
incorrectly, they are presented with the 
flashcard and the mems again. Another 
way Memrise reviews the already learned 
words is through “Speed Review”. In this 
type of review, learners are presented with 
the learned words or phrases and have 
to choose the correct translation among 
six possible answers in a very short time. 
Speed Review makes it possible to review 
everything from the beginning in a really 
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Introduction
Mobile assisted language learning 

(MALL), a subarea of the field of 
M(mobile)-learning, is a thriving research 
field with important implications for 
second language acquisition (see 
Ballance, 2012; Kukulska-Hulme & 
Shield, 2008). Mobile devices such as 
smartphones, tablet computers, laptops, 
MP3 and MP4 players, iPads, and so 
on are appealing to language learners 
because they afford them the possibility 
to study anytime, almost anywhere and 
at their own convenience. The potential 
is a great advantage for people who are 
pressed for time due to work and family 
commitments. There are many studies 
(See Burston, 2013 for a review) that show 
the effectiveness of mobile technology 
in learning the different aspects of a 
second language. New mobile language 
learning applications (e.g., Busuu, Babbel, 
Duolingo, enTeacher,…) now allow 
learners to not only learn a new language 
in an entertaining and personalized 
manner but also to interact with learners 
of other countries and cultures. The 
developers of these applications, who are 
usually from outside of the field of second 
language pedagogy, claim their creations 
provide learners with an easy and effective 
tool to learn a new language. This paper 
focuses on one such application by the 
name of Memrise, and explores the 
possibilities the app offers for learning a 
second language. 

Memrise: A Detailed Description
Memrise is readily accessible to learners 

in Android or IOS, and can be downloaded 
from Google Play/iTunes respectively. 

Since the app is hugely community-driven, 
the number of languages and courses 
presented in it, is enormous. Languages 
offered to English speakers range from 
European to Asian and Pacific, to African 
languages and many others. This is mainly 
because any member of Memrise can 
create a course if they so wish and have 
others learn from it. In this way, Memrise 
is a very special language learning tool, 
compared to others such as Duolingo or 
Anki. Memrise users can even take part in 
courses such as Ainu; a dying language 
spoken only by a very small number of 
speakers in Japan. The content of other 
non-language learning courses in Memrise 
includes Trivia, Geography, Memory 
Training, and so on. 

After registering on the app via their 
Google, Facebook, or email accounts, 
learners choose from a variety of courses 
that they see before them. When they 
touch “start learning” from their selected 
course and level, they immediately see 
a flashcard containing a word or phrase 
in the target language, and the meaning 
of the word or phrase in the language 

Novice teachers’ schooling 
experience is an umbrella 
term that covers a wide range 
of issues such as all levels 
of training from the basic 
and elementary to university, 
something that Lortie (1975) 
mentions as knowledge 
gained through observation
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The second approach involves building 
school teacher educator partnerships. 
With a reduced teaching load, and the 
assistance of teacher educator mentors, 
novice second language teachers would 
have time to absorb and reflect on the 
various challenges they face during their 
first year as teachers.

Conclusions
In order to ensure EFL teaching and 

novice teachers to benefit from more 
effective structures of teacher professional 
development, there is a need for the 
educational environment to be formed 
consistent with the current trend of 
more self-directed, collaborative and 
inquiry-based approach of professional 
development programmes as well. 
Besides, the adoption of these alternative 
structures will address the importance 
of more individual oriented notion of 
professionalism as a crucial part of the 
prevailing forms of teacher professional 
development programs, which generally 
pivot around institutionally endorsed 
and publicly heralded definition of 
professionalism (Leung, 2009).
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member within an 
established school 
discourse community. 
He employed the 
procedures of narration 
and description to 
shape a story structure 
framework that can be 
used as a model for 
setting complication-
resolution. The aim 
of this attempt was to 
impose an order on the 
work of novice teachers 
and a make sure that 
they are on the right 
track (Farrell, 2006). 
His qualitative analysis 
revealed that novice 
teachers grapple with 
three major concerns 
during their first year 
of teaching: learner 
centered approach to 
teaching versus the 
teacher-centered views 
of schools, the conflict 
between novice teacher 
intended curriculum and 
that of  the school and 
collegial relationships. 

Future Directions
the unpredictability  

and demanding 
requirements of the 
new context (Brock & 
Grady, 1997)  as well as 
concerns and tensions 
that novice teachers 
struggle with during 
the first year, lead  to 
feeling of incompetency 
or abandonment 

(Kuzmic, 1993). In addition, due to the 
employment of the traditional definition 
of teacher professional development, 
which considers development as 
something that is done by others for 
teachers, workshops, seminars, courses 
and conferences have become the 
predominant forms of professional 
development practices in Iran. In contrast, 
recent trends of teacher professional 
development in other countries such 
as the United Kingdom, United States, 
Australia and Japan, highlight alternative 
professional development structures 
that provide teachers with a platform 
for self-directed, collaborative, inquiry-
based learning that is directly relevant 
to teachers’ classrooms and teachers’ 
informal social and professional networks, 
which constituty as powerful sites for 
professional learning (Johnson, 2009). 
These alternative structures include 
teacher inquiry seminars, peer coaching, 
cooperative development, teacher study 
groups, narrative inquiry, lesson study 
groups, and critical friends groups. Such 
alternative structures encourage teachers 
to engage in on-going, in-depth, and 
reflective examination of their teaching 
practices and their students’ learning by 
recognizing the critical role that context 
plays in teacher learning and L2 teaching 
(Rogers, 2002) while embracing the 
processes of teacher socialization that 
occurs in classrooms schools, and the 
wider teacher professional communities. 
Two approaches can be suggested in this 
area: the introduction of specific courses 
dedicated to first-year teaching and the 
development of school -teacher educator 
partnerships. The first approach addresses 
the issues of transition raised above by 
making direct linkages to teaching in the 
first year in teacher preparation courses. 
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moments of their first year of teaching 
(Little, 1990). However, recent research 
also cautions that the no mere solution of 
a mentor is to guarantee that the novice 
teacher will be successfully socialized into 
teaching within the school culture (Farrell, 
2003).

Current Approaches and Practices
Although the process of socialization 

experiences of novice teachers has 
been the focus of many studies in 
general education, very few studies have 
addressed this issue in the realm of 
foreign language education (Freeman & 
Johnson 1998). Regarding the process of 
socialization, two important studies have 
considered the professional development 
of novice English language teachers 
in their first year of teaching and have 
provided insights about second language 
education programs (Farrell 2003, 2006; 
Richards & Pennington, 1998). According 
to Richards and Pennington’s (1998) study, 
the main concerns of novice teachers 
graduated from teacher education 
programs in Hong Kong were to sustain 
a rapport with their students and cover 
the preselected curriculum. An interesting 
point was that novice teachers completely 
ignored or gave up many of the principles 
and procedures that were central to their 
teacher education programs. They refer 
to the role of context as a crucial factor 
for teacher priorities for familiar routines 
and practices. At the end, Richards and 
Pennington (1998) suggest that teacher 
education programs must consider local 
demands as important components of 
teacher preparation. In another study, 
Farrell (2003, 2006) explained a case 
study in Singapore in which a novice 
teacher tried to strike balance between 
teaching and learning to become a 

The quality, duration, belief 
system and theoretical 
foundations of language teacher 
education programs as well 
as mentoring and practicum 
experiences, all, affect the work 
of beginner teachers
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that educational experiences of being 
a leaner could enable a novice teacher 
to easily overcome new challenges and 
adapt to his/her new career, much of the 
empirical research in education has shown 
controversial results. The obtained results 
show that it is not easy to change the role 
from student to teacher; instead, teaching 
is viewed as a demanding and arduous 
job that exerts its own impacts on the 
professional maturity of novice teachers 
(Featherstone, 1993). As the novice start 
to learn to teach, his/her prior beliefs, 
values and background presuppositions 
are challenged and even rejected in some 
cases (Loughran, Brown, & Doecke, 2001). 
As a result, it is obligatory for teacher 
educators to consider the prior knowledge 
and beliefs as a lens through which the 
beginner teacher analyzes the process of 
teaching. If ignored, these assumptions 
can downplay the importance of new 
procedures, methods and skills that the 
novice teachers are acquiring. Regarding 
the powerful influence of prior experiences 
and assumptions and the weak role of 
teacher education instructions on the 
decisions of novice teachers, Freeman 
(1994) warned teacher educators as 
well as novice teachers that the first year 
experiences might marginalize what has 
been presented in language teacher 
education programs. Tarone and Allwright 
(2005) argue that the content presented 
by language teacher education programs 
may not be in harmony with what happens 
in real classroom settings; they add that 
inexperienced novice teachers cannot 
easily resolve the controversies and gaps 
between the content of academic courses 
and realities of classrooms. The experience 
of teaching in the first year is a complex 
and demanding task for novice teachers 
(Bruckerhoff & Carlson 1995; Featherstone 

1993; Solomon, Worthy & Carter 1993).  
Previous studies maintain that if different 
stakeholders do not address novice 
teachers’ challenges and problems, it is 
probable that they give up their careers 
after a short time (Varah, Theune& Parker 
1986).  According to Fuller and Brown 
(1975), novice teachers face with concerns 
and challenges during two general stages. 
The first stage refers to survival and 
mastery stage while the second is about 
settling into a state of resistance to change 
or staying open to adaptation and change 
of practice. In the former, novice teachers 
grapple with concerns and challenges to 
survive as a teacher (Johnson 1992; Tsui 
2003). They are concerned about the ideal 
(ideal classroom before experiencing the 
real one) which is suddenly replaced by 
challenges and problems of survival in the 
real classroom.  Class control and content 
of instruction are the main challenges of 
novice teachers at this stage. While in the 
latter, teaching performance becomes 
the main challenge for novice teachers, 
which includes awareness of limitations 
and dynamicity of the teaching context. 
As Fuller and Brown (1975) argue, at this 
stage novice teachers are concerned 
about their students' achievements and 
the consequences of their instructional 
strategies on students’ learning. Because 
of various challenges and concerns that 
novice teachers face in their first year of 
teaching, it is recommended that they 
receive full support and assistance to 
navigate calmly through their experiences 
(Fuller & Brown, 1975). One way to help 
novice teachers is through mentoring 
during which they receive emotional 
support and feedback formally and 
informally.  It is believed that those novice 
teachers who have been mentored are 
more effective in resolving the critical 
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Introduction
Beginner teachers are usually those 

teachers who have completed a teacher 
training course as well as practicum and 
have just started their new career in a real 
context. They are supposed to feel the 
process of teaching wholeheartedly more 
than any other time in their professional 
lives. Doyle (1997) calls this experience as 
learning about the structure of classroom 
and orchestrating the procedures 
consistent with the demands of the new 
situation. It is believed that three main 
types of influence can mediate that novice 
teachers’ first year of experience: the first 
one refers to school experiences of novice 
teachers as learners; the second is about 
the quality of teacher training programs 
from which they have graduated and finally 
the process of their socialization into 
the discourse community of educational 
setting generally and school culture 
specifically. Novice teachers’ schooling 
experience is an umbrella term that 
covers a wide range of issues such as 
all levels of training from the basic and 
elementary to university, something that 
Lortie (1975) mentions as knowledge 
gained through observation. The quality, 
duration, belief system and theoretical 
foundations of language teacher education 
programs as well as mentoring and 
practicum experiences, all, affect the work 
of beginner teachers. Bliss and Reck 
(1991) argue that teacher socialization in 
the first year is a dynamic stage through 
which novice teachers become accepted 
members of the community practices of 
teachers and includes mentoring feedback 
as well as collegial support they gain 
through their membership in different 
teachers’ societies. Beginner teachers 
face many challenges and obstacles as 
they struggle to learn to teach in the first 

year of their career. Fundamentally, novice 
teachers are reshaping new conceptions 
of themselves as teachers; they are on 
the way of forming new identities in new 
discourse communities consistent with 
educational, personal and professional 
demands of the role of a teacher. This 
review article tries to shed light on the 
challenges novice teachers grapple with in 
their first year of teaching

Literature Review
According to Johnson (2002), the 

first year of teaching is a milestone 
and an unpredictable activity in every 
teacher’s professional life. He adds that 
this stage is a reality shock in which the 
beginner teacher tries to make a balance 
between learning to teach (expanding the 
professional development and identity 
formation that began in teacher training 
centers) and struggling to shape a new 
discourse based on the needs, wants and 
demands of the established framework 
of school discourse. Calderhead (1992) 
claims that the novice socializes into a 
new discourse community with shared 
beliefs, values, goals and standards. 
He believes that novice teachers have 
accumulated an array of internalized 
belief systems, premises and different 
kinds of assumptions about teaching and 
learning objectives. Though some experts 
like Urzua (1999) have long assumed 

Freeman (1994) warned 
teacher educators as well 
as novice teachers that the 
first year experiences might 
marginalize what has been 
presented in language teacher 
education programs
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pouvons déduire que la caricature réussit, 
à l'aide du niveau figuratif qui se glisse 
sur des figures iconiques et abstraites, 
de susciter les apprenants, d'une part, à 
pratiquer des  lexiques prérequis, et d'autre 
part, à chercher des lexiques nouveaux 
afin de s'exprimer de façon spontanée. 
Ce projet d’utilisation de la caricature 
en classe de français langue étrangère 
a été particulièrement réussi: le résultat 
constaté par le graphique nous a montré 
que le vocabulaire est l'élément le plus 
efficace de la caricature. De plus, selon nos 
observations dans la classe, on peut dire 
que les réactions de nos apprenants, face 
aux caricatures présentés, rendaient le 
cours particulièrement ludique et constructif. 
La caricature facilite la compréhension et 
incite l’apprenant à s’exprimer avec plaisir. A 
fortiori, elle a cet avantage de provoquer de 
vives réactions de la part des apprenants.

 Dans ce qui précède, nous avons relevé 
le statut de la caricature à l’acquisition 
du vocabulaire. Nous avons choisis ce 
cheminement dans un but de connaître si 
un support visuel apporte une habileté aux 
apprenants de communiquer correctement 
dans la langue française en utilisant des 
lexiques convenables pour s'exprimer. 

Au terme de cette modeste contribution 
à ce travail de recherche, nous rappelons 
que la caricature englobe différents 
types de signes tels que linguistiques 
et iconiques qui s’interagissent et se 
complètent pour produire, sous une forme 
agréable, un message compréhensible.

Bibliographie
Bertrand, D. (1993). “Le langage spatial 
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 (1993). "Le langage spatial 

dans La Bête humaine", in AA. VV., 
Mimesis et Semiosis. Littérature et 
Représentation. Miscellanées offertes à 
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Selon le graphique ci-
dessus, les apprenants 

reconnaissent la 
caricature très appropriée 

pour apprentissage 
du vocabulaire. Ainsi, 

l'apprentissage du vocabulaire 
par l'intermédiaire de la caricature 

s'avère le plus fort parmi les facteurs 
témoignant de l'efficacité de la caricature.

Deuxième facteur étant efficace, 
c'est l'attractivité. Cela veut dire que la 
caricature permet d'avoir une ambiance 
attractive dans la classe qui la fait sortir de 
la monotonie.

La mémoire visuelle s'occupe la 
troisième place qui joue un rôle très 
important selon le point de vue des 
apprenants. Par cet élément et à l'aide de 
la question posée dans le questionnaire, 
nous avons montré que les apprenants 
avouent qu'ils peuvent mieux apprendre 
la langue française par un document 
visuel image qu'un texte écrit. Ainsi, la 
caricature qui est un document visuel sous 
ensemble de l'image facilite le processus 
de l'apprentissage de la langue française 
aux apprenants. 

Le graphique ci-dessus indique que la 
participation s'occupe la quatrième place. 
Ainsi, selon les apprenants, ils ont la 
volonté de participer facilement dans les 
discussions, et ils osent parler.

La cinquième place est accordée à 
la spontanéité. Ce qui prouve que la 
caricature est capable de provoquer les 
apprenants de parler de manière spontané 
et à posteriori sans préparer eux-mêmes à 
priori, chez eux.

Le facteur expression orale apparaît 
dans la sixième place. Ce qui montre 
que la caricature peut être efficace dans 
l'apprentissage de la production orale 
chez les apprenants.

Le graphique indique bien que les deux 
facteurs expression écrite et affection 
se placent dans le septième degré 
d'influence. De ce fait, la caricature donne 
moins de l'envie de rédiger un texte et 
d'exprimer des sentiments personnels.

La culture s'affirme comme élément 
suivant qui se place dans le huitième 
degré d'influence. Ce qui signifie que les 
apprenants font moins d'attention à la 
culture.

Le facteur de l'autonomie s'avère comme 
le plus faible parmi les facteurs témoignant 
de l'efficacité de la caricature. 

Ainsi, ce facteur en comparaison avec 
les autres facteurs nous montre que la 
caricature n'a pas tellement réussi à aider 
les apprenants à être autonome face aux 
situations identiques dans la société et 
dans des situations réelles.

Ainsi, le premier pas est 
une lecture dénotative 
qui est réalisé par les 
apprenants. Il s’agit en réalité 
d’une identification des 
composantes élémentaires de 
la caricature sans établir un 
lien cohérent entre les figures 
visibles dans la caricature. 
Le lexique du genre plutôt 
concret est privilégié dans 
la première lecture qui est 
d’ordre de la description de la 
caricature présentée

Conclusion 
Au terme de cette étude du terrain et 

à l’appui des résultats obtenus, nous 
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et qui lie cette dernière au monde réel. De 
ce fait, la caricature est davantage comme 
un stimulateur verbal ou un facilitateur 
sémantique qui nous a aidé à enseigner 
des concepts qui sont très difficiles ou 
même impossible à enseigner par le texte 
sans avoir recours à la langue maternelle 
des apprenants. 

Somme toute, ils ont très bien décrit la 
caricature; et de même, ils ont facilement 
trouvé le thème principal à l'aide du 
niveau figuratif de la caricature. De plus, 
nous avons, très facilement, enseigné 
les vocabulaires concrets ainsi que les 
vocabulaires abstraits à travers les figures 
iconiques et les figures abstraits de la 
caricature. Selon nos objectifs, nous avons 
enseigné en moyenne 70 mots concrets 
et abstraits à l'aide de chaque caricature 
appliquée dans nos cours. 

 Simultanément, nous avons trouvé 
qu’il y a des erreurs au niveau de la 
prononciation; alors, nous avons essayé 
de corriger ses erreurs et encourager les 
élèves à mieux prononcer. 

Finalement, nous avons exploité la 
caricature dans le but de motiver les 
apprenants à  s’exprimer et à interagir 
verbalement dans la classe. Dans cette 
perspective et selon nos constatations, 
la caricature a pu très bien motiver les 
apprenants à avoir des interactions 
dans la classe, et s'exprimer de manière 
spontanée. Donc, l’utilisation de la 
caricature permet à motiver les apprenants 
à interagir et à s'exprimer dans la classe.

L'évaluation des intérêts de la 
caricature dans les cours du FLE   

Après avoir appliqué les caricatures 
dans nos cours du FLE, nous essayerons 
d'examiner le degré d'efficacité de 
quelques facteurs importants dans 
l'utilisation de caricatures en classe à 
partir d'un questionnaire.

A l'aide du graphique suivant nous 
allons montrer le degré d'influence des 
éléments langagiers des cinq caricatures 
enseignées dans les cours du FLE, chez 
les apprenants iraniens.
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En somme, la caricature 
devient le point de départ 
d’une médiation personnelle. 
L’apprenant est acteur de 
son propre regard qui le lie à 
la caricature regardée et qui 
lie cette dernière au monde 
réel. De ce fait, la caricature 
est davantage comme un 
stimulateur verbal ou un 
facilitateur sémantique qui 
nous a aidé à enseigner 
des concepts qui sont très 
difficiles ou même impossible 
à enseigner par le texte sans 
avoir recours à la langue 
maternelle des apprenants

ë Réemploi: L'enseignant demande 
aux apprenants de réutiliser les mots 
qu'ils viennent d'apprendre. Dans ce cas, 
l'enseignant crée un contexte pour que les 
apprenants puissent réemployer. 

Le commentaire du travail 
expérimental

A travers notre travail expérimental 
et après plusieurs observations en 
classes, nous pouvons remarquer que les 
apprenants ont participé de manière active 
dans les différentes parties des activités 
à faire. D'abord, ils ont fait la lecture de la 
caricature par un simple relevé d’éléments 
et des figures. Ainsi, le premier pas est 
une lecture dénotative qui est réalisé 
par les apprenants. Il s’agit en réalité 
d’une identification des composantes 
élémentaires de la caricature sans 
établir un lien cohérent entre les figures 
visibles dans la caricature. Le lexique du 
genre plutôt concret est privilégié dans 
la première lecture qui est d'ordre de la 
description de la caricature présentée.

Ensuite, la lecture demandée est 
psychologique et les apprenants restent à 
l’intérieur de la narrativité de la caricature 
soit qu’ils la répètent et ils font une 
paraphrase narrative, soit qu’ils la répètent 
en l’expliquant. On est là dans une activité 
de description dans laquelle l’apprenant 
accomplit un effort de transposition verbale.

Puis, l'apprenant déchiffre le sens de 
la caricature. L’espace de l’interprétation 
s’ouvre, la dimension connotative de 
l’image s’affirme. C’est une lecture 
personnelle liée à sensibilité du regard 
singulier de l'apprenant. Le discours 
produit par l’apprenant va vers l’abstrait, 
tout en étant organisé au sein d’une 
proximité avec son quotidien. Ainsi, 
le lexique du genre plutôt abstrait est 
privilégié dans la partie de l'interprétation 
de la caricature ainsi que la reformulation 
de la thématique de la caricature. 

En somme, la caricature devient le point 
de départ d’une médiation personnelle. 
L'apprenant est acteur de son propre 
regard qui le lie à la caricature regardée 

grammaticale
Étant donné que l'enseignement 

de grammaire n'est pas notre objectif 
principal dans ce travail, nous n'abordons 
pas des notions nouvelles et nous 
proposons des exercices adaptés au 
niveau de nos apprenants et selon leur 
connaissances prérequis pour faire une 
révision des structures grammaticales.

Enfin, pour avoir une meilleure 
récapitulation, les apprenants doivent 
accomplir une tâche en écrivant un texte 
selon le contexte présenté par l'enseignant. 
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Le Corbeau, le Renard                                                                           
L'arbre florissant, le baril de pétrole 
La main sur la hanche gauche
Le regard de Renard, le regard de 
Corbeau
Le Corneau en haut et le Renard en bas, le 
baril de pétrole en haut et l'argent en bas
Le déroulement du baril de pétrole du haut 
en bas
La couleur noir, la couleur blanche                                                       

L'application de la caricature en tant 
que document authentique 

Après avoir fait une analyse figurative 
de la caricature, nous tenterons, par la 
suite, de voir comment peut-on se servir 
de la caricature comme un document 
authentique en classe de FLE. 

La démarche d'exploitation de la 
caricature en classe du FLE

D'abord, le visionnement de l'image 
caricaturale est souhaité. 

Ensuite, il existe des questions guidant 
les apprenants à mieux comprendre la 
caricature visionnée. Ces questions sont 
organisées de manière qu'elles dirigent 
les apprenants d'une compréhension 
globale, mi- globale, mi- détaillée à une 
compréhension plus détaillée de la 
caricature.

Après avoir très bien compris le 
thème de la caricature et le message 
recherché par le réalisateur, arrive 
le temps de produire ce que l'on a 
compris. Ainsi, l'enseignant pose des 
questions provoquant les apprenants 
à s'exprimer. Les questions dirigent 
les apprenants d'une production 

Figuratif iconique

 figuratif abstrait

globale, mi- globale, mi- détaillée à une 
production détaillée. Puis, il existe des 
questions que chaque apprenant doit 
livrer son propre point de vue qui est 
plus loin de la caricature en relation 
avec la société et la culture.

vocabulaire:
Par la suite, l'enseignant entame à 

enseigner le vocabulaire de manière 
suivante:

ë Mettre à la disposition des 
apprenants un support: l'enseignant met 
à la disposition des apprenants un support 
lui aidant d'enseigner le vocabulaire 
souhaité. 

ë Repérage (ou sensibilisation): 
L'enseignant demande aux apprenants de 
relever et nommer ce qu'ils voient.

ë Reformulation: L'enseignant demande 
aux apprenants de reformuler et l'aider à 
écrire le vocabulaire sur le tableau.

ë Systématisation: L'enseignant 
demande aux apprenants de donner 
des exemples, des synonymes, des 
antonymes pour les mots appris. Il existe 
aussi des exercices à faire pour aider les 
apprenants à mémoriser et pratiquer les 
vocabulaires appris.
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les politiciens essayent de tromper les 
pays ayant du pétrole pour faire diminuer 

 Isotopie figurative
Isotopie actorielleLes personnages sont: le Corbeau et le Renard 

Isotopie spatialeLa scène se passe dans une forêt

Isotopie temporelleLe temps pourrait être nuit, parce que le ciel est noir.

Isotopie thématiqueLe thème principal est la baisse des prix du pétrole.

 Relation entre les figures et les thèmes

Relation figure/ thèmeThèmeFigure

Le motifressources naturelles

Le motifnaturelles

Le symbole
Renard en bas

Le symbole
et l'argent en bas

La parabole

Le motif

Le motif

Le symbole
gauche 

Le symbolede pétrole du haut en bas
Le motif

Le symbole

le prix du pétrole.  

Figuratif iconique vs figuratif abstrait
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est au pied de l'arbre tenant de l'argent à 
la main droite et mettant la main gauche 
sur la hanche gauche. En comparant cette 
caricature avec la fable de la fontaine, 
on peut expliquer que le Corbeau et le 
Renard se trouve dans la même position 
que ceux de la fable. Ainsi, le corbeau de 
la fable est sur un arbre perché tenant en 
son bec un fromage et le renard est au 
pied de l'arbre. Le renard par la stratégie 
de flatterie essaie de manipuler le corbeau 
et lui prendre son fromage qui est un objet 
de valeur. Le corbeau face à la flatterie 
de renard a une réaction. Pour montrer sa 
belle voix, il ouvre un large bec et laisse 
tomber sa proie. Pour conclure, dans cette 
caricature, on peut comprendre que le 
Corbeau est manipulé par le Renard et il 
va laisser tomber le baril de pétrole.

Le Renard, tout ce qu'il possède est un 
billet qui n'est pas très précieux. Mais, il 
semble qu'il veut l'échanger avec le baril 
de pétrole qui est très coûteux. Ainsi, il 
dirige son regard vers le haut, c'est-à-
dire vers le Corbeau, et il lui montre de la 
monnaie en le regardant d'un air charmant. 
Etant donné que le Renard pourrait être le 
symbole de la ruse et le Corbeau celui de 

Corbeau et le tromper afin d'échanger son 
billet avec le baril de pétrole. Puisqu'il ne 
peut pas lui donner un ordre pour prendre 
son baril de pétrole, il essaie de le tromper. 
Sa main sur la hanche gauche révèle 
un orateur exclusif qui est orgueilleux. 
Donc, par ses actes, il veut manipuler le 
Corbeau. 

Par le regard de Corbeau, on peut 
comprendre que le Renard a réussi et il a 
pu le tromper. 

La disposition du baril de pétrole en 
haut, et celle de la monnaie en bas 
pourrait montrer la supériorité du baril de 
pétrole en comparaison avec argent. De 

même, la disposition du Corbeau qui est 
sur l'arbre et plus haut que le Renard qui 
est au pied de l'arbre pourrait montrer la 
supériorité du Corbeau par rapport au 
Renard. Mais, malgré la disposition plus 
haut de Corbeau, ce qui est donné à voire 
montre deux positions:

1) Position dominante pour le Renard.
2) Position dominée pour le Corbeau.
On pourrait considérer la partie de 

gauche de l'image et celle de haut pour 
le Corbeau. Donc, c'est la partie la plus 
fertile. De même, la couleur noire pourrait 
évoquer la couleur de Corbeau ainsi que 
celle de pétrole, et ce dernier montre les 
ressources naturelles. Ainsi, le Corbeau 
peut être le symbole des pays qui 
possèdent des ressources naturelles.

Le Corbeau est sur un arbre florissant et 
verdoyant et il possède un baril de pétrole. 
Alors, il semble qu'il habite dans un endroit 
confortable et il est riche; car, il possède 
l'or noir et il bénéficie de la richesse 
pétrolière. 

Prenons le cas du Renard, qui est en 
bas et dans la partie de droite de l'image 
qui est vide et en couleur blanche. Ainsi, 
le Renard pourrait symboliser les pays 
sans ressources naturelles qui voudraient 
manipuler les pays ayant du pétrole afin 
d'acheter l'or noir d'un très bas prix.

Après la manipulation du Corbeau par le 
Renard, le baril de pétrole roulerait du haut 
en bas en évoquant la baisse des prix du 
pétrole.

Ce qui est donné à voir dans cette image 
caricaturale voudrait dire que malgré 
l'importance des ressources naturelles 
comme le pétrole, les arbres, etc., ce qui 
précise la valeur des choses c'est l'argent. 
Ainsi, Il s’agit surtout de montrer comment 
la ruse domine et donc conduit le monde. 
Alors, cette caricature montre que l'argent 
précise la valeur du pétrole; et de ce fait, 
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L'étude du niveau figuratif d'une caricature

 

 Analyse figurative de la caricature
Du premier regard, nous pouvons 

comprendre que cette image évoque un 
texte poétique. Ainsi, cette caricature à 
un référent dans le monde littéraire et 
nous renvoie donc à la fable intitulée "le 
Corbeau et le Renard" de La Fontaine. 
C’est ce qui indique que la caricature 
représente le monde socio-politique par 
le biais du monde déjà connu d’un conte 
littéraire. Donc, la caricature possède 
une double visée. Premièrement, dans le 
but d'enseigner, cette caricature est très 
importante étant donné que l’enseignant 
peut renvoyer d’abord les apprenants au 
texte célèbre de La Fontaine; et ensuite, 

passer à la caricature. Donc l'enseignant 
peut:
1) Etablir un rapport entre la fable célèbre 
de la Fontaine et la caricature
2) Mettre en relation les deux faits : le 
fromage et le pétrole 
3) Etablir un rapport de sémiosis entre le 
plan de l’expression et le plan du contenu 
4) Etablir le lien entre les faits nouveaux et 
anciens

En ce qui concerne la description de 
cette image caricaturale, nous pouvons 
dire qu'elle représente deux personnages 
dont un Corbeau et un Renard. Le 
Corbeau est sur un arbre perché tenant 
en son bec un baril de pétrole. Le Renard 

Le titre Chute des prix du pétrole

Le dessinateur Islem

La date et la source de publication 04/03/2015, Le Temps d’Algérie

Le type d'image Peinture, en couleur

Le thème général Chute des prix du pétrole
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figurativité. Bertrand défini ainsi cette 
notion:

« La figurativité se définit comme tout 
contenu d’un système de représentation, 
verbal, visuel, auditif, ou mixte, qui se 
trouve corrélé à une figure signifiante du 
monde perçu lors de sa prise en charge 
par le discours. Les formes d’adéquation, 
labiles et culturellement façonnées par 
l’usage, entre ces deux sémiotiques – 
celle du monde naturelle et celle des 
manifestations discursives des langages 
naturels-, font l’objet de la sémiotique 
figurative. » (Bertrand, 1993: 190)

Le figuratif et la thématique
Le figuratif pourrait être considérer 

comme une opposition de thématique. 
Celle-ci concerne le monde intérieur 
et elle n’est pas sensible par les cinq 
sens. D’après Courtés, « la thématique 
est à concevoir comme n’ayant aucune 
attache avec l’univers du monde naturel » 
(Courtés, 1991: 163). Bien que le figuratif 
s’oppose à la thématique il y a un rapport 
entre les thèmes et les figures. Millogo 
définit la notion du thème comme suivant: 
« le contenu d’une langue naturelle ou 
d’un système de représentation qui est 
caractérisé par son abstrait ou général» 
(Millogo, 2007: 53). La notion de la figure 
est ainsi définie par Courtés: « tout signifié, 
tout contenu d’une langue naturelle 
et, plus largement, de tout système de 
représentation (visuel, par exemple), qui 
a un correspondant au plan du signifiant 
(ou de l’expression) du monde naturel, de 
la réalité perceptible » (Courtés, op. cit.). 
Selon Courtés (ibid.: 168) les relations 
entre les thèmes et les figures relèvent 
du symbole qui « met en rapport terme 
à terme une unité figurative et une unité 
thématique » (Ibid.), du semi-symbolique 

qui « joue, lui, sur l’association, la 
correspondance de catégorie à catégorie»  
(Ibid.), de la parabole qui «présente un 
même donné conceptuel (=un thème) 
sous des expressions figuratives diverses»  
(Ibid.) et du motif qui apparaît quand «un 
même donné figuratif ou une même figure 
(de l’ordre, donc, de la perception) puisse 
correspondre à des thématisations, à des 
thèmes différents» (Ibid.).

L'iconisation et l'abstraction
La sémiotique analyse les différents 

niveaux d’articulation du figuratif. Il donne 
lieu à des manifestations graduelles 
entre les pôles iconique et abstrait.  
«L’iconisation et l’abstraction ne sont […] 
que des degrés variables et des niveaux 
variables de la figurativité. » (Greimas, 
1984: 11). Ainsi, selon D. Bertrand, « 
La figurativisation du discours est, plus 
précisément, un processus graduel 
tendu entre l’iconisation qui garantit la 
ressemblance avec des figures du monde 
sensible et l’abstraction qui en éloigne. » 
(Bertrand, 2000: 146).

L'isotopie figurative
Une isotopie se construit par la répétition 

d’un même sème, dans au moins deux 
positions. « Le sème ou figure sémique, 
est l’unité minimale de signification. 
C’est une unité différentielle » (Ibid.: 
106). Ainsi, les éléments se rapprochent 
vers un point du contenu d’entente pour 
construire un univers de signification 
cohérente. «L’isotopie produit une relation 
d’équivalence entre les signifiés qui 
possèdent le sème définissant cette 
isotopie.» (Hébert, 2014 :48). 
Les différents types de l’isotopie 
sont "actorielle", "spatiale", 
"temporelle" et "thématique". 
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Une isotopie se construit par 
la répétition d’un même sème, 
dans au moins deux positions. 
« Le sème ou figure sémique, 
est l’unité minimale de 
signification. C’est une unité 
différentielle » (Ibid.: 106)

Introduction
Beaucoup de discours 

en activant le niveau 
figuratif créent un parcours 

grâce auquel se dessine un 
espace graphique qui dirige le 

lecteur à saisir le sens recherché. 
Ainsi, le figuratif se définit comme une 
image extérieure d'un contenu abstrait 
qui s'active dans une relation perceptivo-
sensorielle. Celui-ci sera considéré 
comme tout contenu d'un système de 
représentation, dans un univers de 
discours (verbal ou non verbal), qui peut 
être directement en rapport avec l'un 
des cinq sens traditionnel. Ainsi, il est en 
relation avec le monde réel.

 La caricature, qui est notre sujet 
de recherche dans ce travail, prend des 
contenus présents dans le monde réel et 
en leur donnant des figures inattendues 
reconstruit les contenus. Elle exprime les 
réalités de la vie en amplifiant certains 
traits caractéristiques du sujet. Les 
traits essentiels de la caricature sont la 
déformation et la dérision. Les sujets 
traités par la caricature sont ceux qui 
touchent la société; tels que, la politique, 
l'économie, la culture, etc. 

La présente étude voudrait envisager 
le fonctionnement du processus de 
figurativisation dans la caricature pour 
ensuite voir comment le niveau figuratif 
pourrait être utile dans l'enseignement 
du FLE, et plus particulièrement du 
vocabulaire, à des apprenants iraniens. 
Ainsi, telle est la question qui se pose: 
Comment la caricature pourrait provoquer 
le développement lexical chez les 
apprenants iraniens du français langue 
étrangère (FLE) grâce au niveau figuratif 
de la caricature? Notre hypothèse pourrait 
s'articuler comme suivant: La caricature, 
en utilisant des thématiques déjà connues, 

pourrait, d'une part, rappeler des lexiques 
prérequis, et d'autre part, provoquer les 
apprenants à produire et utiliser des mots 
nouveaux.

Cet article aura pour objectif d'étudier 
le processus de figurativisation dans 
la caricature et considérer le parcours 
de réception du message grâce aux 
figures qui dirigent les lecteurs à mieux 
saisir le sens. De plus, cette recherche 
examinera le rôle de la caricature dans 
l'apprentissage du vocabulaire à l'aide du 
niveau figuratif.  

La méthodologie de cette recherche 
est à partir d'une démarche descriptivo-
analytique accompagnée d'une étude du 
terrain sur corpus composé d'un ensemble 
de 20 apprenants du niveau A2+, B1 selon 
Cadre Européen commun de référence 
pour l’apprentissage et l’enseignement 
des langues (CECRL).

La sémiotique de la figurativité
 « Le figuratif peut être qualifié comme 

tout signifié qui a un correspondant 
au plan du signifiant du monde naturel 
» (Moein, 2009: 54). Ce qui revient à 
dire que le figuratif recouvre tout ce qui 
évoque le sensible et le perceptible. 
La figurativisation du discours est un 
processus qui permet aux concepts 
et aux contenus, d’avoir des images 
verbales suggérant ses caractéristiques. 
Les figures qui sont les images spéciales 
d’extériorisation d’un monde s’appellent 
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Research

L’étude du niveau figuratif 
de la caricature et son 
rôle dans l'apprentissage
du vocabulaire chez les
apprenants iraniens du FLE

Résumé
Cette étude vise à envisager le fonctionnement du processus de figurativisation dans la caricature pour 
ensuite voir comment le niveau figuratif pourrait être utile dans l’apprentissage du vocabulaire chez les 
apprenants iraniens de français langue étrangère (désormais FLE). Le projet se donne deux objectifs 
principaux: d’une part, d’étudier le processus de figurativisation dans la caricature et considérer le 
parcours de réception du message grâce aux figures qui dirigent les lecteurs à mieux saisir le sens; et  
de l’autre, il examinera le rôle de la caricature dans l’enseignement/ apprentissage de français langue 
étrangère (désormais FLE) à l’aide du niveau figuratif. 
Dans notre travail du terrain, nous abordons notre démarche d’utilisation de la caricature à l’aide des 
fiches pédagogiques en classe du FLE auprès des apprenants iraniens. Ensuite,  nous évaluons, à 
partir d’un questionnaire, le rôle de la caricature dans l’enseignement/ apprentissage du FLE, en nous 
fondant sur le champ de l’analyse  figurative. 
 
Mots-clés: La caricature, le figuratif, la sémiotique figurative, l’enseignement/ apprentissage du FLE, le vocabulaire
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