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Abstrakt

Im Unterrichisgeschehen kommt seit je her dem Selbststiindi gen, Eigenverantworlichen Lemen — auch Selfstudy genannt -
aufgrund ihres groPen Handlungsspielraums eine tragende Rolle zu. Im Laufe der Zeit und parallel zu Fortschritten im
Bereich Wissenschaft und Technik haben auch Selbstlemerprogramme an Qualitit und Quantitit gewonnen, Die Web-
Seite “Passwort Deutsch” etwa zihlt zu Jenen Programmen, die sowohl selbststindig als auch als Zusatzmaterial im
Fremdsprachenunterricht eingesetzt werden kann. Sie bietet aufgrund mannigfaltiger Faktoren wie etwa der Unterstiitzung
der Interaktivitit zwischen den Lernenden, dem System und dem Lehrenden, der Bekanntschaft mit landeskundlichen
Aspekien deutschsprachiger Linder sowie der unterschiedlichen Ubungsformen eine ideale Lehrumgebung fiir das
selbsistiindige Erlernen der deutschen Sprache. Die vorliegende Arbeit soll den Lehrenden und Lernenden neben der

Vermittlung von Wissen einen Einblick in die Erstellung von Web-Seites fiir den Bedarf des Fremdsprachenunterrichts
vermitteln.

Schliisselwdrter: Lernsites, Sprachliche Fertigkeiten, e-Ubungen, Fiinfte Ferligkeit
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Focus on the Language Classroom

Focus on the Language Classroom is an
introduction to classroom research for
language teachers.

" This book makes accessible to teachers and
~ teacher trainees a research area that has

- largely been the province of academics: the
systematic study of what really happens in
language classrooms. Classroom research is
an important area for all those involved in
education because there is still so much that
we do not understand about how classroom
language lessons work.

[n this book the authors
define the aims and
principles of classroom

. research, present some of
~ the findings in key areas
and guide the reader
through the practicalities
of setting up and carrying
out investigative projects.

S AT T T S T e e e
R T I K e e e

Stylistics

Peter Verdonk

An introduction to language learning research,
which provides a ‘feel’ for what research

activities are like by engaging the reader in
several roles across a range of research design
types, both quantitative and qualitative, The
book explains the characteristics and purposes

of various types of research, including
terminology, the logic underlying selection, and -
the steps typical of each type of research

. design.,
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KEYS TO THE QUESTIONS
Vol. 20, No. 77

BRAIN TEASERS
® Each price was 5/8 of the previous price. So the next price will be $ 156.25.
@ 1: Fill up the 5-gallon jug to the top.
2: Using the 5-gallon jug, fill up the 3-gallon jug.
3: Empty the 3-gallon jug and pour the 2 gallons left over from the 5-gallon jug into it.
4; Fill the 5-gallon jug again.
5: Fill the 3-gallon jug again to the top.,

6: You now have exactly 4 gallons left over in your 5-gallon jug!

MISSING DICTIONARY DEFINITION
@ A college is an institution of higher education created to educate and grant degrees.

"~ @ Aflorist is a person who grows and deals in flowers.

_ SCRABLED:DI\ALOG
\\\ John: Now come on, calm down.
It’; not the end of the world.
Y It \(J]vas just an exam.
{ David: Butﬁ it was absolutely awful.
Ijus,l don’t know why it happened.
JJohn What happened?
fa&l)a\rld ¥ d just started on the third question when my mind suddenly went blank.
o ({ couldn t remember anything of what 'd reviewed for that topic.
‘John: .But you answered the first two questions?
' David_j"}Well yes, but.......
John  Then stop worrying.

# , .
— I’'m sure you did enough on those to pass.

R ————

CROSSWORD PUZZLE Geometry

Across '

2. A three-sided shape

[

4. A round shape

]
m (n|> 1z
z

6. This shape has four equal sides.

W

7.Arectanglehas __ _ sides.

m | e |z (4
2}
-

9. This shape has six sides slalu

10. Math study of points lines and curves and surfaces. .

)

z e [a [= [« [~7]e™

Down

I, Complex system of paths or tunnels.

2. Awianglehas —__ sides. slelo

3. This shape has eight sides.
5. A square is a type of

P O Ll =T - O Fo B [ B

M:mzctax
m
-y
]

8. A parallelogram with four equa] sides.
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TEACHING TIPS " N

Sometimes you have deal with disciplinary problems in your classes, in this issue of ROSHD, you
are provided with some guidelines concerning how to prevent students’ misbehavior.

Misbehavior: Prevention

Be prepared. Your best defense against misbehavior is a clear, detailed lesson plan:

But the best lesson plan won't work if half your class is absent or the students are cranky or tired. Have
a "back-up” plan. Carry a list of students’ favorite games, activities, and stories so that you can quickly
make adjustments if you need to, with no stress to yourself and no wasted time for the students.
Wasted time (you shuffling through your notes or bag for an activity)isan open invitation to misbehavior.

Names. Know the names of all your students. Watch for students who are starting to misbehave,
Sometimes just saying their names can help bring their attention back.

Demonstrate. Clearly demonstrate what you want the students to do. Show the students by doing an
action first for them. If you need to explain something, keep the instructions short and simple. Sometimes
when you are demonstrating, you may show what an inappropriate action would be. Show that such an
action will lead to the students’ being asked to sit down or leave the classroom.

Energy. Everyone wants an energetic class but don’t think that students are only having fun if they are
very energetic. This is probably the single biggest mistakes made by new ESL/EFL teachers. Try to
imagine that the students are your own. Would you want them to be taught that it is alright to run
around the classroom whenever they want to? Or that they can interrupt the teacher or other students?
Do you think it's okay when your nephews or nieces are unruly?

Pacing. Pacing and timing are crucial. While these are skills that cannot really be taught (as they are
intuitive) there are some points to consider.

1) Don't allow an activity to burn itself out. Stop it and proceed to somethin g new before the students
grow bored with it.

2) Follow a high energy game with a calming story or worksheet. Follow a Q&A session with a riddle
and reward the correct student,

3) Don't give up on an activity just because the students didn't like it the first time. If you think it is fun
try it again a week or two later. It's incredible how the same children can have a completely
different response to something one day to the next. This also applies to games they like. If one
day the students seem disinterested, then forget about the game for a while.

b

Foreign Language Teaching Joumnal’

Rewards. Rewards help to prevent or stop misbehavior. Don’t forget that students,no matter how old
they are, respond well to rewards.

0
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SCRAMBLED DIALOG

The following is a scrambled dialog. Unscramble each line, and then there’s a conversation between a
husband and wife. Be careful about the punctuation marks.

Wife:  /guess /1 /Iat / grocery / the /met/ store / who /./

Husband: fimagine / can’t/1/./

Wife:  /do/ you/ Johnso-m‘ neighborhood/ old/ M./ remt;mberf our/ from/?/
Husband: /a/ can’t/ L / place/ rings/ that/ bell/ but/ him/ name/./,/

Wife:  /building/ to/ tof used/ he/ live/ next/ in/ the/ ours/./

Husband: /now/ oh/ I/ yes/ remember/./

/glasses/ he/ dark/ and/ had/ wore/ hair /./

CROSSWORD PUZZLE

Animal Similes

9. as slow as a
I1. as brave as a

Across
l.asproundasa___ 1 2]
4, as wiseasan ___ s DDD ]
6.asblindasa____ 3 D
7.as strong asan___ . 4 — 6
8. as quietasa _ _ ' DD_ j -
10. as slippery as an ___ 7 D D |
12.ashappyasa___ — e —
14, ashairyasa ; D ]9
Down ' —
2. as playfulasa___ IOD D”j 2
3.asslyasa_ 13 —
1 5.asmeekasa____ ] D
‘ 6.asbusy asa ___ 14D j D D |

13.asfatasa__

.
~ Lo T = -
e
- ": :
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people are sharing a single wavelength, they are sending and recei_\rihg the same
nessages. AN
. J Y
BRAIN TEASERS : \*;;
Can you solve these brain teasers?
I. What is the missing number in this sequence? 137 18 105791 126 \ S

A9 F 14 \\ .

B. 1 G. 15 e "
C. 11 H. 16 T
D. 12 I. 17

E. 13 J. None of the above

2. Two cyclists are racing around a circular track. Pierre can ride once around the track in 6 minutes.
John takes 4 minutes. How many minutes will it take for John to lap Pierre?
3. Brown, Jones, and Smith are employed by the City of Stanford as fireman, policeman, and teacher,

though not necessarily respectively. Stanford is a very neighborly little town, and someone once
reported that,

Brown and the teacher are neighbors,

Jones and the teacher are neighbors. ,

Both Brown and Smith are neighbors of the fireman.

Both the policeman and the fireman are neighbors of Jones.
The men are all neighbors.

However, the truth of the matter is that only two of these statements are true. Can you determine the
job which each man holds?

MISSING DICTIONARY DEFINITION

Here is a dictionary definition, but the word being defined has been blanked out from the definition.
Can you guess what word or phrase is being defined? It may be a single word or a compound of an
idiomatic expression. Each missing word is indicated by five hyphens, no matter how many letters
there are in the missing word itself.

l._____ refers to the absence of any or all units under consideration.

(Foreign Language Teaching Journal]

2.A . _ is one who forges and shapes iron with a hammer and anvil and makes iron utensils,
horseshoes. etc.
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JOKES

A man walks into a shop and sees‘a little dog.

He asks the shopkeeper "Does you;r_ dog bite?"

The shopkeeper says, "No, my dog Hoes not bite."

The man tries to find the things he needed, and the dog bites him.
"Quch!" He says, "1 thought you said your dog does not bite!”

LThc shopkeeper replies, "That is not my dog! My dog does not bite."
N _

/" James was walking down the road one morning when he met
his friend Danny. :

"Moming, Danny, Er... Danny, you're wearing a glove on one
hand and none on the other, Did yc;g know?"

"Yes, well. | heard the weather forecast this morning, you see.”
"The Weather forecast?" '
"Yes, the weather forecast. The forecaster said on the one hand
it might be fine, but on the other hand there might be some
| rain”

SLANG FORUM
ON THE SAME WAVELENGTH

Definition: Sharing a common understanding; thinking the same thing as another person

Example: Peter and John have really been on the same wavelength lately; they agree about
almost everything.
Etymology: Wavelength refers to an electronic signal, like an audio or television signal. If two

|:I_]]'
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LETS TAKE A

BREAKY!

Prepared by Parviz Maftoon (Ph.D. in TEFL)
P_maftoon@ivst.ac.ir

QUOTATIONS
® Advice is like snow; the softer it falls, the longer it dwells upon, and the deeper it sinks into
the mind.
Samuel Taylor Coleridge
® Our Age of Anxiety is, in great part, the result of trying to do today's jobs with yesterday's
tools.
Marshall McLuhan
® Besides pride, loyalty, discipline, heart, and mind, confidence is the key to all the locks.
_ Joe Paterno
® We don't know who we are until we see what we can do.
. Martha Grimes
® Setting a goal is not the main thing. Itis deciding how you will go about achieving it and
staying with that plan.
Tom Landry

WORDS OF KNOWLEDGE

® Ability may get you to the top, but it takes character to keep you there.
® The best proof of love is trust.
® When you are playing for the national champlonc‘.hlp, it’s not a matter of life or death. It's
more important than that.
® You, yourself, as much as anybody in the entire universe, deserve your love and affection.
'3
[0

erxzxvzeat (]
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~ in the narrowest sense will not be adequate, and

some broader educational goals must be
recognized. Part of this education involves theory,
so that the teacher will have a basis for thoroughly
analyzing-and evaluating the practical aspects of
methods, materials, and curricula. The

' effectiveness of both the purely educational and

the practical training aspects of the teacher

- preparation program can be increased by not

maintaining the strict separation of these two

. components that is typical in most programs.

Arends (1989) states that for the lifelong
professional, an ii‘nportant goal is flexibility in the
teaching approach. This is partly a matter of
attitude, and understanding that no one teaching

* approach 1s appropriate for every situation. It is
- also a_mattef of education and training, so that the

teacher deve_lops a wide ranging repertoire of
knowledge and skills that can be called upon to
meet the demands of a given student population

~ or classroom situation. For long-term professional

development, education can provide the
confidence and the knowledge to continue to grow,

. while a practicum or prepracticum course can, for

. example, provide experience in accepting
. feedback and implementing suggestions offered

as feedback by another professional—a colleague
or supervisor. Practical training provides the
background for helping the teacher to understand
what type of feedback is appropriate in different
situations; training can teach the candidate how to

. give that feedback, both to students and to

{Foreign Language Teaching Journal]
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colleagues, in a way that will be the most beneficial.

Tﬁey must be able to learn all the time, as the
knowfledgé required to do their work twists and
turns with new challenges and the progress of
science and technology. Teachers will not come
to lhé_ school knowing all they have to know, but
knov\;ing how to figure out what they need to know,
where to get it, and how to help others make
meaning out of it. Teachers must think for

. themselves it they’ are to help others think for

21
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themselves, be able to act independently and

collaborate with others, and render critical .

Judgment. They must be people whose knowledge
is wide ranging and whose understanding runs

deep. What this means is that becoming a teacher, -
like becoming anything else, is a process in which -

development progresses rather systematically

through stages with a chance of growth remaining -

static unless appropriate experiences Occur.
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Conclusion
' O Pre-service training

. aggravated the potential for failure. Learning — to

el

+

-

Frnadzy. W e

issues: student behavior problems, teaching tips,
curricular issues, and even difficulties with
administrative bureaucracy. When teachers talk
together, there is almost always a sense of
solidarity and purpose, and ultimately a morale

: boost (Brown ,2001).

The purpose of pre- service programs is moving
the student teachers toward, or in relation to, a
view of the whole of language teaching, that 1s to
help the student teacher do a better job in future.
Teaching can be seen as mediating between
language and the learner within the formal context
of the classroom. There are theories of language
and theories of learning, but a theory of teaching

* can be drawn only from classroom experience, or

at least can be informed only by that experience

* (Richards & Nanan ,1990).

Teacher education programs at universities

" have come under growing criticism in recent years.

It is argued that they often fail to provide the
relevant knowledge base that would enable student
teachers to cope with the complex demands of the
school setting and, more importantly, to become
part of the social change process. The lack of
learning — to — teach studies, particularly in foreign
language teacher education, has undoubtedly

L Rt LT O S P »‘_!7

e

— teach studies have dleOVCI‘ed that the reason
why subject knowledge and pedagoglcal content
knowledge do no become part of student teachers’
personal practical knowledge is’ ,mamly\.t_?ecause
they lack the credibility provided by préctical
experience. Learning - to ~ tc\aéhistud;ie;, that
investigate the development of teai:l:lers"‘ beliefs
generally claim that there is a lack of knowledge
about students. As a result, there \1s a potennal
mismatch between teachers’ lII'lpllCll’ assumptlons
about students and the realities of thelr own
student’s abilities and interests. >

Teachers often fail to appreciate the po'stentlal
of their students’ contributions to clas§room
discourse, and are uncertain how to resppnd o
unexpected students’ contributions, because they
tack a repertoire of instructional routines to help
them do so. Rather, they tend to perceive conn nued
student initiations as off— task behavior and 4 threat
to instructional management. Therefore; one of the
many challenges for future teacher prepa(allon
programs is to enable per-service EFL student
teachers to encourage and incorporate s_tjjdent
initiations into their instructional activities without
perceiving such initiations as a threat to
instructional management (Potter ,2002).

O In-service training
If teacher preparation aims to perpetuate sééond

language teaching as a profession, then trammg /i.

fl.'[[

J
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for teacher preparation. It can be important
because it provides opportunities for student
teachers to discuss not only their teaching, but also
their observatlons, investigations, and other
%:xpenences Through this process, they have the
chance to relate their experiences to those of
others, to gdlll awareness of possible teaching
behaviors andn to consider their own teaching

decisions. To provxde content for discussion,

student teachers can be asked to supply their
fmdlngs from classroom observations and
mvestlganons as well as share video- and audio
tapes of their teachmg, transcripts of short scenes
from these tapes and lesson plans. If discussion
centers on a descnptlon of teaching rather than
on Judgments 1t can be quite productive, often
allowmg3 stu\c\lent teachers to enter into a problem-
solvmgj process in which they share ideas about
how toJ’ solve’a problem and work together in a
decrslon makmg process.

L. i

O In-s serwce trammg

In sewlce oor continuing education for language
teachers rmght mclude training modules focused
on thé use’ "of new techniques, materials or
equ1pment{or on the upgrading of individual
classroom skills or areas of knowledge. In some
cases Ern -service workshops might be intended not
only-to upgrade and expand teaching capabilities
but a%sb to reorient teachers to cope with changing
conclmons in the field or in the society at large
whjchfrmght affect the priorities and objectives
of the school or might require changes in the
Langﬁage program (Ferguson & Donno ,2001).

oo

> |'

B
. Teachmg and Learning

One of the most invigorating thing about
teachmg is that you never stop learning. The
complexlty of the dynamic triangular interplay
between the teacher, the learner and the subject
matter continually gives birth to an endless number

et .
of questions to answer, problems to solve, and

issues to ponder. Every time you walk into a)

classroom to teach, you face some of those issues,
from which you can learn something. You find
out how well a technique works, how a student
processes language, how classroom interaction can
be improved, how to assess a student’s
competence, how emotions enter into learning, or
how your teaching style affects learners. The
discoveries go on and on— for a lifetime.

o Classroom observation

One of the most neglected areas of professional
growth among teachers is the classroom
observations. Teachers should understand that
seeing one’s actions through another’s eyes is an
indispensable tool for classroom research as well
as a potentially enlightening experience for both
the observer and the observee.

e Classroom research

The other area of professional growth among
teachers is classroom research. You are researching
ideas all the time, whether you know it or not. If,
as a growing teacher, you have as a goal to improve
the quality of your teaching, then you will ask
some relevant questions, hypothesize some
possible answers or solutions, put the solutions to
a practical tryout in the classroom, look for certain
results, and weigh those results in some manner
to determine whether your hypothesized answer
holds up.

® Collaboration

The process of continuing to develop your
professional expertise as a teacher is sometimes
difficult to manage alone. The challenges of
teaching in a rapidly changing profession almost
necessitate collaboration with other teachers in
order to stay on the cutting edge. Collaboration
can take the form of gatherings of teachers at a
number of different levels. When teachers get
together, they want to cover a number of possible )

I:['. No.79.Vol.20




providing a “real” classroom setting for student
teachers in which the students’ goal is to learn the
foreign laﬁguage. Teacher educators may provide
such a context through their own or an affiliated
institution, or require student teachers to teach in
a public institution.

Freeman (2002) claims that one obvious benefit

. of teaching a class is that opportunities are
provided for student teachers to use their

accumulated knowledge to make instructional

. decisions. Through teaching a class, they gain the
. chance to put their ideas about teaching into

practice. These activities give them the freedom
to reconstruct their ideas about what to do in the
classroom.

' @ Classroom observation

One activity in which student teachers can
participate is observation through classroom visits
and video recordings. Student teachers and teacher
educators have reported two connected benefits

. of observing the teaching act. First, some student

teachers have reported that observation allows
them to see teaching differently. Observation can
give them many different views of teaching. They
understand how a lesson is being taught, what
teachers and students are doing, and what media
are being used by the teacher.

Second, observation makes them realize that |
there are unlimited ways to teach. They can
understand that teaching is made up of behaviors
and consequences of behaviors and-that they are
not limited in the behaviors they can use in the
classroom. 3 ) |

o Investigative projects :
A system of observation also sets the

groundwork for investigative projects, which can

provide student teachers with the methodology for _'

understanding their own teaching processes and
behaviors. One aim of investigative projects is to
provide the opportunity for student teachers to gain
a new awareness of the interaction that goes on in
their classrooms as well as to consider how they
would approach a lesson differently. _
For example, a student teacher who asks, “How
productive are group problem-solving activities
in the target language” may discover that students
solicit much information from each other in the
target language related to the problem-solving
activity she may also find that students in her class
get into the task more quickly when she writes
instractions down on the blackboard.

& Discussion

Discussion about teaching is another activity

[24]
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Introductlon

- Esk\ey (1982, p. 39) believes that just as in any
i other figld of specialization in which certificate
or deg[fe programs are offered, language teaching
| requireS‘ education and training. A major problem
yworld - wide in the field of language teaching is
| the popular bellef that anyone who can speak a
language can teach it. The fact is, however, that
language teachi'ng requires a special combination
of knowledge and skills that is always hard to find,
|and finding teachers who have it should be the
{ first co;icem of any good administration.

| The teacher, like the learner, brings to language
|leaching- éertai_'n characteristics which may have
‘bearing on educational treatment: age, sex,
previous education, and personal qualities. Above
all, the language teacher brings to it a language
| background and experience, professional training
as a linguist and teacher, previous language

teaching experience, and more or less formulated
|lheorel1cal presuppositions about language,
flanguage learning and teaching. Teachers play a
lcrucm_l role as they establish goals, adopt
| textboé}ks, dgivelop curricula, prepare lesson plans,
‘Condl;(lll classes, set standards, and evaluate
| students’ achievement. They set the tone for the
%class,_-_&}oordin'zlle the learning activities, and bear
éthe responsibility for teaching the material. They
i guide the uncertain, support the faltering, and
encourage all to persevere and succeed. Most
students do not have the knowledge, motivation,
or discipline to succeed without the teacher.
Teac'hers are the driving force in every educational
renterprlsf:, so that the success or failure of any
i particular program rests largely on faculty
!development The single most important feature
of any program is the teaching faculty. Good
; teachers make good programs.

! Johnson (1989) believes that the ultimate
| success or failure of a language program hinges on
i the mmal decisions related to the hiring of instructors

the faculty has been organized, the continuing SuCCCSS\
of a program is dependent on development. In other
words, providing an orientation for the program and
its individual faculty members towards continual
improvement is the key to success.

Discussion
(0 Pre-service training

~ Widdowson (1990) says that pre-service
preparation initiates the prospective teacher into
the basics of professional activity. These are, 1n
general, of two kinds. There are those which relate |
to the craft of classroom management and the use
of routine procedures for organizing class
activities, the tricks of the pedagogic trade. Here
what is important for novices is the development |
of confidence when confronted with a new and
demanding, indeed threatening, social situation,
and for this they need to draw upon a set of
established and reliable techniques and learn to
feel secure in the straightforward business of
actually putting them into practice, whatever their
validity in terms of learning effect might be.
Novice teachers clearly have to feel secure in their
own role, and establish their own identity, before
indulging in experimentation which could
undermine their authority before they have
actually acquired it. The second basic element of
initiation is that which relates new-comers to their
fellow teachers, a process of acculturation
whereby they become members of the group. This
too inclines them to accept a set of conventional
attitudes and practices. To adopt too cntical or
inquiring a position at this stage would be to run
the risk of alienation. In. their initiation into both
the craft and culture of pedagogy, it is in the interests
of novice teachers to conform in order to place their
relations with pupils and fellow teachers on a secure
base and so to get established in their role.

@ Teaching a real classroom

' and the structuring of the faculty as a whole. Once

Forelgn Language Teachm Joumal

Most teacher educators point out the value of /
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The heart of every educational enterprise, the force drtvmg the whole enterprise tawards its
educanonal aims, is the teaching faculty. Hence the nature of the faculty, in both its overall composmon’
and the characteristics of its individual members, to a large extent determines the unique character of

any language program. The present article is an attempt to show the importance of rrammg (pre-
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o Allow immediate application of knowLedge.

Learning involves understanding and then
application by the learners. Give your students the
opportunities to apply their new knowledge and
skills. This reinforces learning and builds
confidence in them.

e Have a fair system for assessing and grading
students.

" Even when students feel they are progressing,
they will be unhappy if their grades don’t reflect
this. Your grading system should be objective,
based on learning, and flexible. '

Conclusion

The end of any a educational activity is to make
changes in the learners, changes which happen as
the result of learning. So, teaching may best be
defined as the organization of learning. Teaching
may be thought of as the establishment of a
situation in which it is hoped effective learning
will take place. And effective learning will not take
place unless learners are involved in the learning
process (Fink, 1999). Learners are more likely to
enjoy the 'subject, and to succeed at it if they are
engaged in the learning process, and as far as
possible, have a chance to influence what happens,
and how it happens (Leblanc, 1998).
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so that they can see the use of information in their
lives. Meaningful learning “subsumes” new
information into existing structures and memory
systems, and the resulting associative links create
stronger retention.” (Brown, 2001, PP. 56-57).

e Encourage students to see patterns.

Whenever the teacher can guide the students
to the perception of a pattern, learning will be
promoted. If we arrange irregular verbs
alphabeticaily, it will reveal no pattern:

feel felt felt

find found found

fly flew flown
forget forgot forgotten

But there are phonological patterns which make
learning easier:

freeze froze frozen
speak spoke spoken

steal stole stolen
weave wove woven

As another example consider the pattern
common in the following words and their
meanings:

- Polish = related to a country named Poland
polish = make something smooth and
shiny by rubbing
- Turkey = the name of a country
turkey = a kind of bird
- Hungary = the name of a country
hungry = in need of food

o Give immediate and frequent feedback.
Active learning requires frequent and

immediate feedback to students to know whether

they are doing well or not. And don’t forget to

build on strengths rather than emphasizing -

weaknesses. Everyone is surely capable of some
achievement and some contribution.

e Use fun in your teaching.

Students will be more successful at learning
something when they enjoy the process. Instead
of a vocabulary test, why not a vocabulary game?
Instead of a written grammar exercise, why not a
grammar puzzie?

o Structure your teaching.

A good lesson has a beginning, a middle, and
an end. Begin your class with a short introduction,
reminding students of what happened last time and
saying what you are going to work on this time.
Then start your teaching. At the end of the class,
provide your students with a brief summary of that
session’s points, and tell them what will happen
next time. Give clear instructions and set clear
objectives for learning so that students know what
to do. When students have a clear idea of class
activities, they learn better.

o Review the taught points from time to time.

Language leaming is cyclical. This means that
language points taught before should recur
throughout the course and that you should remind
your students of the previous lessons. It is better
to do this by questioning not telling. This will
deepen their understanding and learning.

F
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- Set an appropriate level of difficulty; the degree
of difficulty should be high enough to challenge
the learners and low enough so as not to scare

them away.

- Set some norms for learning and some rewards
for those who reach the norms. These norms
should be objective and attainable.

o Expand the kind of learning experiences you

create.

Most traditional teaching consists of little more
than having students read a text and listen to a
lecture, and a limited form of dialogue with others.
Incorporate more dynamic forms of activities in
your class procedures. These are some
suggestions:

- Divide the class into small groups and ask them
to make a decision or answer a question.

- Engage the students in authentic dialogue with
people other than their classmates (on the web,
by mail, or live).

- Ask your students to keep a journal or a diary
about their own thoughts, feelings, learning, etc.

- Divide the students into two groups of “for” and
“against” on a topic and promote a discussion
among them. Involving students in discussion
fosters retention of information, application of
knowledge to new sttuations, and development
of higher-order thinking skills. Sharing one’s

(R[0T 20

own ideas and responding to others’ reactions
atso sharpen thinking and deepen understanding.

e Use pre-activities to focus students’ attention.

All language use in real life occurs in situations
which allow the language users to rely on
anticipation and context. So, before you teach
anything, it is better to prepare the students by
doing some pre-activities. Before teaching
reading, work on the new words and the topic.
Before teaching the listening part, start a chat with
your students about their ideas or experiences with
the issue.

e Begin with what students know. _
Learning moves faster when you start with what

“students already know. Teaching that begins by

comparing the old or known information with the
new and unknown information allows the students
to grasp new information more quickly. When
teaching “present perfect progressive”, review
“present perfect” first. When teaching “reported
speech”, review the “tenses”.

e Move from simple to complex.

Students will find learning more rewarding if
they have the chance to master simple concepts
first and then apply these concepts to learning
more complex ones.

e Foster curiosity among students.

Create an atmosphere that encourages and
r‘ewards‘curiosity. This can be done by posing
questions, riddles, and-problems to be solved by
the students. Also, answer all the students’ relevant
questions immediately and kindly to encourage
the habit of questioning in them.

o Make material meaningful.

Another way to facilitate learning is to relate
material to the students’ environment and real life



Good teachers take the above issues into
account and design strategies and practices that

embody them. The following are some suggested

strategies.

e Strategies for the Encouragement of Active
Learning

Let your students tell you what they know.

There are many opportunities for teachers in
class to elicit knowledge and information from the
students rather than simply convey information
to them. Keep in mind that the primary objective
of any course is to improve the students’ language,
and to provide them with opportunities for
productive practice. Even when correcting
mistakes, self-correction by the student is to be
preferred to peer or teacher correction, and peer
correction to teacher correction.

e Bring variety to the classroom.

Vary what you do and how you do it. Every
teacher knows that what works one day with one
class, does not necessarily work with a different
class. (Lewis & Hill, 1985, p. 15). Having variety
in the class encourages learning. Here are some
suggestions:

- Teach the unit in a different order.

- Vary who performs the task: you, your students,
individually, in pairs, or chorally.

- Introduce alternative activities like games,
prdhlem solving, role playing, puzzles, lectures,
film reviews, discussions, project work, etc.

- Change the seating plan for different activities.

- Use a variety of exercises and tests, from
objective samples to subjective ones, from oral
samples to written ones, etc.

e Involve the students in planning.

Learners should be involved in identifying their
learning needs and outcomes. Help them develop
attainable objectives. Giving the students the
chance to test their ideas, to take risks, and to be
creative will promote learning. Also take their
interests, current skills, and aims into account
when selecting methods and materials.

e Accommodate the students’ preferred learning
styles.

The rate of learning depends not only on the
students’ intelligence and prior education, but also
on the students’ preferred leamning style. Visual
learners learn best by seeing or reading, audirory
learners by listening, and tactile or psychomotor
learners by doing. Plan teaching and learning
activities appropriate to different styles. A good

_teacher respects diverse talents and ways of

learning (Chickering & Gamson, 2004).

e Establish rapport with participans.

Prepare your students for learning by creating

a human atmoshere. The foliowing are some

suggest.ionsf '

- Set a friendly feeling or tone and an open
atmosphere.

- Set an appropriate level of concem, i. €., the level
of tension must be adjusted to meet the level of
importance of the objective. People learn best
under low to moderate stress.

{Fareign Language Teaching Journal|
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(Lewis & Hill, 1985). The key to the success of a teacher is to make the students motivated and lead
them to active learning by engaging them in the learning process. In this article, the concept of “active
learning” is explained and some strategies are suggested to encourage active learning in the learners.

Key Words: active learning, motivation, learner-involvement strategies-

1. Introduction

Many teachers today want to change passive
learning to active learning, and to find better ways
of engaging students in the learning process. The
relationship bteween students’ active involvement
and effective learning is so strong that the
effecvtiveness of any educational policy or
practice is directly related to the capacity of that
policy to increase involvement in learning. So,
when selecting among several teaching methods
or techniques, it.is best to choose the ones that
allow the learners to become more involved
(Gardiner, 1998; Fink, 1999).

Part of being an effective instructor involves
understanding how learning takes place and how
learners learn best. Learning a subject seems to
involve three almost simultaneous processes. First,
there is acquisition of new information, then
transformation, i. e., manipulating knowledge to
make it fit new tasks, then evaluation, that is,
checking whether the way we have manipulated
information is adequate to the task. Good teaching
involves the organization of learning and the
establishment of a situation in which effective
learning will take place (Fink, 1999).

Active learning derives from two basic
assumptions: (1) that learning is by nature an
active endeavor, and (2) that different learners
learn in different-ways. So, teachers should make
their students aware of learning strategies and
work out strategies that ensure learning. Learning
strategies help learners become more autonomous,
and enhance their perception that they can
successfully complete their tasks (Oxford, 2001;
Fink, 1999).

§[[No75vo120

2. What is active learning?

Active learning involves the use of a variety of
strategies or pedagogical projects designed to put
the responsibility for creating and/or applying
knowledge on the shoulders of students to enhance
learning. For some teachers, active learning means
changing from traditional classroom procedures
to problem-solving or coliaborative projects.
Others define it in the context of community
language learning activities. Some others define
it as instructional activities involving students in
doing things and thinking about what they are
doing (Lieb, 1991; Fink, 1999).

There are four elements of leaming that must
be addressed to ensure participants learn actively:
1) motivation: If students don’t recognize the need
for the information, they will not learn weli and
teachers’ efforts will be in vain, 2) reinforcement:
Positive reinforcement strengthens good behavior
and negative reinforcement extinguishes bad
behavior; reinforcement ensures correct behavior,
3) transference: Transfer of learning is the result
of training; it is the ability to use the information
learned before in new settings. Transference
occurs when participants can associate the new
information with something they already know,
especially when it is similar to their previous
learning, and 4) retention: Learners must retain
information in order to benefit from learning. To
do so, they must see a meﬁlning or purpose for
that information. They must understand and be
able to interpret and apply the information.
Retention is influenced by the degree of onginal
learning and the amount of practice during
learning (Lieb, 1991). |
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Different teachers use different methods for teaching. Some give themselves fully to explaining the
points, exemplifying, and doing lots of exercises. But sometimes an important point is ignored: that if
learners are not involved in the learning process, even best teachers and methods can’t help them learn
well. Teaching is not the terminal objective of what happens in the classroom. In the end, it is the
changes in students’ behavior upon which success and failure depend. The ultimate test of good teaching
is not how the teacher performed but whether the students learned. The most important role of a
teacher is that of a catalyst _ he helps to make things happen, but the purpose 1s activating the learners
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instructional skills, the students can take benefits
and feel more motivated to learn English more
eagerly and efficiently.
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“ihe results showed that there was’ no

T
ain;
studied TEFL in teacher training centers and
universities and those who have not. Thus, this
null hypothesis was confirmed.

Mirhassani and Beh-Afarin (2004) in their
study concluded that teacher education programs
in teacher training centers and universities are
not well-designed, and such programs are mainly
theory-based. Thus, in this st;udy, we can observe

that there is no significant difference between
" those who have studied TEFL in teacher training
centers and those teachers who have not. This
finding provides further evidence for the mismatch
between the content of these courses and the
trainees' specific needs.

T o .. mﬂl{
L -M} -
Conclusion® ==

This investigation mainly aimed to offer
insights into Iranian EFL In-service Teacher
Education courses. Meanwhile, attempts were
made to reflect EFL teachers’ needs and
perceptions. Foreign language teacher education
has already begun to recognize that teachers, apart
from the teaching methods or instructional
materials they may use, are central to improving
the state of the English language teaching
(Johnson, 1992; Richards & Nunan, 1996).

Regarding the importance of teachers’ role in

.= education; the present study aimed to explore the
* . EFL high school teachers’ perceptions of the

i efficiency of the short-term in-service EFL teacher
'~ education programs.

|! The findings of this study indicate that a
:‘?systematic needs analysis is required and In-
' service EFL Sector should focus on presenting
| pedagogic options, tasks, projects, and techniques
(in a more practical way rather than introducing
i! theories and rationales alone. Moreover, a wide
range of needs of teachers corresponding to their
teaching experiences and contexts should be taken
anto account. Likewise, the characteristics of the
two genders iead to their having different attitudes
towards in-service education and this point should
be considered by the policy makers and course
designers.

i
J

This study has implications for In-service
Teacher Education Sector, EFL teachers, and
students learning English at high schools. In-
service teacher education policy makers should
come (o the idea that teacher education is a great
investment. The fact that EFL teachers should be
competent in the four skills, and their knowledge
needs to be constantly refreshed and updated in
accordance with the rapid changes in the
neighboring sciences as well as technological
advances highlight an urgent need for planning
and implementing in-service teacher education
courses on a regular and systematic basis.
Moreover, teacher educators should be screened
carefully so that they enjoy real experience of
teaching at high schools. Furthermore, The In-

1

s
service EFL Teacher Education Departments had é
better evaluate their services by numerous Jg
summative and formative measures before, during, EE
and after the course in order to assess the §;
improvement in EFL teachers' professional |2
competencies and skills. Once EFL teachers ‘g
improve their pedagogical knowledge and §

EE
-
—
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courses are mainly theory-based and very few
courses are devoted to practice.

In order to examine the third null hypothesns
(i.e. there are no differences in EFL teachers’
perceptions of the content efficiency of in-service
EFL teacher education programs.), a chi-square
test was conducted on the teachers’ answers to the
fourth section of the questionnaire. The results
showed that 43.75% of the teachers agreed with

the content efficiency of in-service EFL teacher
~ education courses while 18.6% of them disagreed
with the matter. On the other hand, the computed
chi-square test indicated a significant difference
between the EFL teachers’ perceptions in this
regard (chi-square is equal t0 29.55 which is much
greater than X?-critical); therefore, the third null
hypothesis was rejected.

However, in this regard, Hayes (1995) believes
that at least the head 'teachers of English
department can consult their own teachers to see
their needs before an in-service course is designed.
Furthermore, as Mirhnssani and Beh-Afarin (2004)
argue, we should work on the syllabus and content
of in-service teacher education courses. Also,
comprehensive needs assessment research should
be carried out in order to provide an objective basis
for designing the syllabus for these courses. They
also declare that the content of such courses should
be evaluated and revised because they lack
appropriate content distribution.

To examine the fourth null hypothesis saying
that there is no relationship between the EFL
teachers’ teaching experience and their satisfaction
of in-service EFL teacher education programs, a
correlation analysis was conducted, the results
should that there was no significant relationship
between these two variables (p<.03). Overall, the
fourth nuil hypothesis was confirmed.

However, a study conducted by Freeman (1989)
indicated that novice teachers and experienced
ones have different needs. While the former group

'[|' NG. 70 Vol 20

look for what to teach, the latter search for finding
answers to how and why questions. Since their
needs are different, the level of satisfaction of in-
service courses should also be different. Thus, in
this case, further research is required.

To investigate the fifth null hypothesis (i.e.,
there is no relationship between EFL teachers’
gender and their satisfaction of the in-service EFL.
teacher education programs.) a chi-square test was
conducted.

The observed chi-square value was 17.98,
which waé greater than the critical value, 5.99,
with 2 degrees of freedom at .05 level of
significance. Thus, there is a significant difference
between the two genders with respect to their,
attitudes concerning the efficiency of in-service
programs. Thus, the corresponding null hypothesis
was rejected.

This finding may be interpreted by considering
the point that men and women have different
orientations and characteristics. Bress (2000)
states that men are more independent while women
are more interdependent. In addition, Bress (ibid)
believes that women feel more comfortable to
cooperate and share their expeﬁise with others.
Thus, what is observed in this study can be
justified by the above explanations. It is observed
that female teachers are less satisfied with these
courses. That observation can be because the time
of such courses is limited and all the problems
can’t be solved. But, women like to find a solution
to their problems; thus, they get disappointed.
Habibi (1999) found that there is significant
difference between the two genders’ attitudes
towards in-service teacher education programs.

The sixth research question addressed the
possible relationship between the EFL teachers’
pre-service education (i.e., education background)
and their degree of satisfaction of the in-service
courses. To investigate the corresponding null
hypothesis, a chi-square test was conducted.
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Results andDiscussion™ “;]

The data in this study were analyzed using both
descriptive and inferential statistics. To probe the
first null hypothesis (i.e., there are no differences
in EFL teachers’ perceptions of the effects of in-
service EFL teacher education programs on
encouraging them to be reflective teachers.), a chi-
square test was run on the teachers’ answers to
the second group of questions in the questionnaire.
86.7 percent of the participants had positive
attitudes towards the effect of in-service EFL
teacher education courses on enabling the trainees
to reflect on their own teaching procedures, and
only 3.9 percent had a negative attitude towards
such courses. The chi-square test depicts that the
observed chi-square value for comparing the EFL
teachers’ perceptions, i.e. 366.14, was greater than
the critical X2 value, i.e. 5.99. Thus, the first null
hypothesis was rejected and it can be concluded
that the teachers have different perceptions
towards the efficiency of in-service EFL teacher
education programs as related to the above-
mentioned aspect.

It is observed that usually the teacher educator
is selected from the teachers but he is the one with
a higher academic degree. This causes a strong
interpersonal relationship between the teacher

educator and the participants, which in turn leads
to better collaboration among all the participants
in a workshop atmosphere.

To investigate the second null hypothesis, (ie.,
there are no differences in EFL teachers’
perceptions of the effect of in-service teacher
education programs on the kind of techniques they
apply in their actual teaching practices.) a chi-
square test was conducted on the teachers’ answers
to the third section of the questionnaire. The results
showed that, from 285 participants; 52.3 percent
agreed on the effect of in-service courses on
selecting the appropriate technique, whereas 26
percent believed that it didn’t help them to apply
appropriate techniques in their classroom teaching.
Furthermore, the observed chi-square (48.80) was
greater than the critical value (5.99), which shows
a significant difference between their perceptions;
consequently, the second null hypothesis was also
rejected.

As Hayes (1995) argues, the activities of the

in-service training sessions should have direct !

relevance to the teachers’ every day classroom
circumstances, though theories should not be
underestimated. Nevertheless, based on the
teachers’ answers 10 the open-ended questions, the
researcher found that in-service teacher education
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In order to examine the above questions, as
objectively as possible, the corrresponding null
hypotheses were formulated and probed.

— i EN
Method«f’“@/"'_" 3
Participants

Two hundred and eighty fire EFL teachers
participated in the study. They were male (50.5
percent) and female (49.5 percent) teachers, with
the teaching experience of 2'to 40 years.

Among the participants, 0.4 percent held Ph.D.
in linguistic, 9.5 percent M. A, 81 percent B. A_,
2.1 percent unrelated B. A, and finally 7-percent
held an associate degree. Moreover, all the
participants had attended in-service EFL teacher
education programs.

Instrumentation

Two types of instruments were developed and
employed: a questionnaire and an interview.

To construct the questionnaire, during an in-
service EFL teacher education program, which
was held in Sari in Summer 2003, the researchers
asked the participants to comment on the in-
service EFL teacher education programs. Then
based on their ideas and the relevant theoretical
and empirical literature and reflective teaching,
the questionnaire was constructed.

The first part of the questionnaire was intended
to elicit teachers’ demographic information. The
second part, consisting of 14 questions, was
designed to elicit the EFL teachers’ perceptions
about the effects of in-service EFL teacher
education in enabling them to be reflective
teachers. The third section, consisting of 13

in-service EFL teacher education programs.
Finally, the fifth section, consisting of 4 open-
ended questions, was intended to elicit the teachers’
free comments and expectations concerning the
in-service EFL teacher education programs.

The second instrument utilized was a structured
interview was mainly used to cross-validate the
questionnaire.

Pilot Study

To validate the questionnaire, it was delivered
to three experts holding Ph.D. degrees in TEFL to
rate each question from 1 (the weakest item) to 7
(the most appropriate item) a) for the clarity of
the question, and b) its relevance to the topic of
the study. Then, the data were analyzed through a
Kruskal-Wallis test, using the SPSS software.

The results showed that, the X?-observed for
each question was lower than the X2-critical (5.99),
indicating a very high degree of agreement
between the raters on the appropriateness of each
question in the questionnaire.

Afterwards, 18 EFL teachers were asked to
answer the questions, to find out if the
questionnaire was reliable and the results indicated
that it was highly reliable («=0.97).

T B

Proceduréss === ) ‘g

After preparing the questionnaire, it was
distributed among the respondents through EFL
Departments in some cities, and some coordinators
in the other cities and districts. Ultimately, 285
questionnaires were collected and the respondents’
answers to each question were coded based on the
Likert scale from 1 (strongly disagree) to 7

Z| questions, was aimed at demonstrating if in- (strongly agree). Then, the data were fed into the
E.‘; | service EFL teacher education programs have been  SPSS database for further analyses.

§, successful to convince teachers to apply fresh At the next step, the choices were tabulated and
% innovative techniques. The fourth part, including ~ given values: disagree=1, undecided=2, agree=3 to
2! 14 questions, was designed to tap the EFL  have a clearer outlook of the teachers’ perceptions
55‘ teachers’ degree of satisfaction of the content of  of the in-service EFL teacher education programs.
i
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teaching foreign languages called Moshirie was
also established.

Then, in 1918 the act of establishing
Darolmoalemin and Darolmoalemat was approved
in the parliament and teacher education started in
Iran. Thereafter in 1928, in order to train teachers
for teaching at high schools, those centers changed
to Darolmoalemin Ali and later in 1974, it renamed
to Teacher Training University (Alagheband,
1995; Safi, 2001).

In-service. EFL. Teache\Educatlonm
. /-/"‘
[tm T

Fathi Vajargah (1997} traces back the history
of in-service teacher education programs in Iran
to 1930s. However, the job was not practiced
systematically paying attention to the needs of the
participants. It was in 1977 that the first serious
programs were organized locally and each city
could design and manage its own in-service
education courses. Then, because of the lslamic
Revolution in 1978, the textbooks and the
educational system underwent a great change;
therefore, there was an urgent need for renewing
the in-service teacher education programs.

Some objectives of the in-service EFL teacher
education, based on the documents of the Iranian
Ministry of Education (1999; 2000) are: to enable
teachers to teach reading comprehension, listening

——T

comprehension, grammatical structures and new
words practically; and to help teachers 10 learn
how to evaluate oral and written examinations.
As Mirhassani and Beh-Afarin (2004) argue,
there is no systematic needs assessment of in-
service EFL teacher education programs and the
content of such courses should be reexamined.
Along the same line, there is no systematic
evaluation or reappraisal study of these programs.
Regarding the important role of in-service
teacher education program in upgrading the
Iranian EFL. teachers’ knowledge and professional

skills, the following questions motivated this

study:

!. Are there any differences in EFL teachers’
perceptions of the effect of in-service teacher
education programs on improving their ability
to reflect on their own teaching praciices?

2. Are there any differences in EFL teachers’
perceptions of the effect of in-service teacher
education programs on the kinds of techniques
they apply in their actual teaching process?

3. Are there any differences in EFL teachers’
perceptions of the content efficiency of in-
service teacher education programs?

4. Is there any relationship between the EFL
teachers’ experience and their satisfaction of
the in-service teacher education programs?

5. Is there any relationship between the EFL
teachers’ gender and their satisfaction of the
in-service teacher education programs?

6. Is there any relationship between the EFL
teachers’ pre-service education and their
satisfaction of the in-service teacher education

programs? )
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perceptions towards the effects of in-service EFL courses on enabling them to be reflective, on presenting
applicable techniques and the content efficiency of such courses; b) EFL teachers with different teaching
experiences had the same perceptions towards in- service courses; ¢) women and men teachers have
different evaluations of the in-service courses; and d) there is no difference in satisfaction of teachers
with TEFL major background compared with non TEFL. majors.

Key Words: EFL teacher education in Iran, In-service teacher education programs, postmethod teacher
education, reflective teacher, teachers’ perceptions.

Introductioh? == ed

It was in the 20th century that language
teaching was developed as a profession currently.

Furthermore, the role of English in the world
is growing rapidly and continuously; therefore,
there is an increasing need for EFL teachers.
Moreover, during the recent 30 years, linguistics,
education, psychology and anthropology have had
direct or indirect impacts on teaching and learning
second/foreign languages. This implies more
pressure on EFL teachers because they should
know much more about learning and teaching
processes than before (Brown, 2001; Richards,
1996; England, 1998).

As Kumaravadivelu (2003) asserts, several
people are involved in each educational system,
namely, administrators, policy makers, curriculum
planners, teacher educators, textbook writers, and
~ teachers. Howevér, the most important one who
shapes and reshapes the learning outcome is the
teacher.

Thus, a teacher should be equipped with a sense:

of plausibility and the recent investigations on
foreign/second language teaching focus mainly on
the teachers’ autonomy (Kumaravadivelu, 2003).
Therefore, as Kumaravadivelu (2003) rightly
argues, the postmethod conditions have changed
the whole relationship between the teachers as
practitioners and the theoretician and the teacher
is a knowledgeable, skillful, and autonomous
person who has adequate amount of information
to design his own method based on practice, which
is coherent and systematic, and then practice what

.[l- No.79.Vol.20

he has theorized (Richards & Rodgers, 2001)
Moreover, The focus of attention should be on
teacher as well as education. The teacher educators .
should bear it in their mind that the teachers
attending the course have an idea of what a good
teaching comprises and what it does not, based
on their previous experience as learners and
teachers. In fact, postmethod teacher education
aims to enable EFL teachers to reflect on their own
teaching practices, so that they could analyze and
evaluate them.

As Ur (1996) states, the teacher should reflect
on his teaching process or ask a colleague to do
improving his
pfofessionalism is consulting journals, manuals,
and books published for preparing EFL teachers
(Ellis, 1996; Ur, 1996; Harmer, 2001). Finally, as
many methodologists have maintained, one of the

so. Another means of

best and the most practical ways to keep oneself
up to date is to attend in-service workshops, which
are usually designed and sponsored by Teacher
Education Departments of universities or the
Ministry of Education.

EFL Teacli"ér’Educatlon in Iran e Q
' As Alagheband (1995) states, in 1849 the first
modern school, namely, Darolfonoon and in 1853
the Ministry of Science were established and the
government took charge of education for the first
time. Moreover, as Almasi (2000) declares, one
of the courses taught in Darolfonoon was foreign
language, mainly French. Almasi (2000) and Safi
(2001) state that between 1872-1882, a school for
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Abstract '

The short-term in-service EFL teacher education programs are assumed to be of crucial importance
in updating teachers’ methodologies and gearing their teaching more closely to the students' needs and
conditions. The present study aimed to investigate the EFL teachers’ perceptions of efficiency of these
programs. 285 EFL teachers from Mazandaran province participated in this study. The data were

collected through a detailed questionnaire and a structured interview. The resulis were analyzed through
both descriptive and inferential statistics. The findings show that: a) EFL teachers have different
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Conclusnon

Questlonnalre data can yield varied
1nterpretat10ns along the lines of the half full or
half empty glass, and indeed looking at the tables
one could be optimistic about student's beliefs
.about the value of pair work tasks. However the
tendency to give up or to speak in Farsi indicate
‘perhaps that some students do not have a clear
grasp, of the key reason for pair work: that
languages are not learned through memorization
of language, but internalizing language that is
made ‘comprehensible through persistence and an
emphasns on understandable conversational
interactions. Therefore, the classroom teacher
'needs to raise student's awareness of the
1mportance of pair work and to teach strategies
e}labling the student to continue the conversation.
After all, simply put, one learns how to "do"
coj’nversation'by practicing it, and it is only when
there is an incentive and a need to communicate
that the necessary communicative "charge” is
ir:ltroduced.

|
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low on-task persistence. Although there is a sense
of pleasure in stating meaning that is felt to be
one's own, there is a danger of frustration as
meanings are neither well-defined nor easy to
articulate. Both Prabhu (1987) and Pica
recommend information-gap activities, involving
the transfer of information in front of each student.
rather than having them always come up with their
own. The participants must work equally and
cooperatively to complete the task, and to reach a
successful conclusion, individual participants
cannot withhold information, nor can
contributions be ignored. A classroom event is
created in which students strive to make
themseives understood.

Hancock (1997) has noted that durin £ pair work
of participants of the same mother tongue, the
speakers switch between a "literal frame” as their
normal selves and a "non-literal frame” when they
are speaking the target language. The latier implies
a performance and is "on record,” suggesting that
it is for an audience. When participants are tape-
recorded they attempt to keep off record asides
off the tape, and so during regular pair work
practice there is a need to highten task-awareness
Lo encourage extended discourse. The idea of an
audience keeping the student "on record" is
crucial, yet it is impossible for the teacher to be
everywhere at once. An idealized listener needs
to be created, with tape recorders one solution. If
using recorders is not practical, using dummy
microphones or appealing to imagination to create
such an idealized audience can also be tried.

Keeping the students in English

Pair work does not always succeed in creatin g
natural patterns, as task design often makes
learners so intent on "formulating their
contributions as determined by the activity rubric”
(McCarthy, 1991, p.128), that they pay little
attention to the contributions of others. This leads
to students ignoring the natural patterns of back

channel and utterance completion. Richards and
Schmidt (1983) show that pair work conversations
consist of Q-A-Q-A exchanges. Learners need to
answer, then give extra information and then
follow up by asking another question. Awitreness
training in how turns are given and gained may
help sustain on-task concentration, and tape
recording of pair work interactions may be useful
here as well. Students can be asked to consider
communicative problems and evaluate the success
of various strategies. Lexical realizations of turn
management can be taught directly, and
paralinguistic drop in pitch, head turning, eye
contact and gesture can all be made apparent
through authentic video highlighting the student's
own communicative tack and significant cultural
differences. The teaching of "conversation”
requires more than parroting dialogues, in lip
service to communication through situational
encounters; it also must focus on Strategies for
conversational interactions requiring more than
correct, grammatical sentences. Elicitation devices
to receive topic clarification, echoing parts of
sentences for recycling and topic shifts can be
coverd by considering both the transactional and
interactional uses of lagnauge.

Before undertaking a role-play exercise,
brainstorming and topic generation through whole
class discusion of ralated language establishes
schemata and should cover vocabulary that the
student will want to say. After mtroductory
activities, the students practice a dialogue that
serves as a model, and then performs a role-play
with cue cards that have been prepared by the
teacher from authentic dialogues. The students
then listen to, or preferably view on video, native
speakers performing a role-play and then compare

 the differences between language functions and

meanings. Feedback leads to heightened
awareness and the learners can introduce effective
means and a range of expressions into their
strategic competence.

'
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would encourage greater on-task persistence.
The results here can be interpreted positively
with only a small percentage of students claiming
that they never use strategies when there are
misunderstandings in pair work. However a
_ln'ajbrily of studenst admitted they at least
sometimes gave up and over 30% spoke in Farsi.
Ini other words, most learners at some point can
not adjust their speaking to make the speech

production comprehensible to the listener and are

thus reducing chances of language acquisition.
Varonis and Gass (1985) note that learners will
not acquire language by being talked at, they have
to be actively involved in negotiation both the
quality and the quantity. Comprehensibility is
crucial in determining whether spoken language
works as input..

Letting the students into the picture
Looking back, Class A fulfilled the task-goals
and was highly motivated. They perceived the
similarities between pair work and "real word"
dialogues, while Class B was unaware of the
objectives at either the curriculum or individual
lesson levels. Although they have preconceptions
about what form a learning experience should take,
they may be ambivalent about what form a leaming
experience should lake, they may be ambivalent
about expressing them, in the belief that it is the
teacher's job to teach. If the teacher adopts a less
authoritarian role, the students may feel that the
teacher is not doing the job properly. Since students
often translated or talked about somehting else
during pair work, they may well have felt that the
* purpose of the activity was relaxation rather than
~promotion of language acquisition. Therefore it
" sholud be no surprise for learners to let FL
- communicative opportunities pass if 1t is more
- convenient to use Farsi. Yet by doing so, they are
‘I missing opportunities to create modified output.
In addressing a range of learning styles which

are modtfied by the teacher when explaining the .

value of "communicative" activites, Tarone and
Yule (1989, p.9) talk of ways in which both teacher
and student can fulfill their expectations of what
counts in the learning experience: "“fight ‘em, join
'em, or channel 'em, "with the last being perhaps
the most effective, Brown (1994, p. 176) refers to
"setting the climate": impressing on the students
the necessity of pair-work practice for future
success. When students feel that the directions for
a task are not clear, or are unsure of the purpose,
"you are inviting students to take short cuts via
the native language.” Therefore, the teacher needs
to encourage knowledge of the most frequently
used rubrics and using them in an initial learning
exercise or game should ensure future understanding.
Brown goes on to say that appealing to motivational
factors is necessary for the learners to see the real
uses of English in their own lives. Stevick (1980)
has noted that successful communication is
dependent on attentiveness and involvement in the
discourse by all the discourse by all the participants,
leading to necessary "charge.”

As learning takes place through voluntary
interaction, the threat of the classroom can be
alleviated if learners are psychologically prepared. |
In order to impress upon students the importance
of practice for success, the teacher could prepare
a handout for the first class written in the native
language for the students Lo read because they will
be more willing to participate if they understand
how classes operate.

Appropriate pair work tasks

Interestingly, Pica (1987) shows that modified
social interaction was not an inevitable outcome
of student's working together, but instead was
conditioned by the nature of the classroom pair or
group work activities in which they participated.
During the "penguin in a tuxedo" activity,
participants did little work to clarify or confirm
message content, or check comprehensibility. This
leads to nonparticipation, truncated dialogues and



Student Mismatch

Some students in class B were ignoring their
partners, displaying a lack of "learner
receptiveness” (Allright and Bailey, 1994, p. 158),
whereby "able” students may feel "they have
nothing to gain” from interacting with "less
efficient” students who in turn feel demoralized
by the perceived superior performance of their
partner.

Motivational Mismatch

Berwick and Ross (1989) write that the
pressure of university entrance exams channels
motivation to learn into proficiency with little
communicative value. This extrinsic motivation
drops off when the student enters a university and
Englhish is often seen as having little purpose.

"Mug and Jug' Theory
~Arguably, previous learning experiences during
high school with the near synonymous grammar-
translation approach with its overemphasis on
language rules have influenced the students. Even
though the Monbusho seems to support more
communicative teaching (Ministry, 1997),
teachers have complained that approved textbooks
are boring and lack authentic language and
communicative activities (Templin, 1997). High
school education is based essentially on the
traditional "mug and jug” theory (Rogers, 1983,
p. 136), in which the teachers ask themselves,
"How can [ make the jug hold siill while I fill it
from the jug with these facts that the curriculum
planners and I regard as valuable?" The student
may see the role of the teacher to impart knowledge,
and so the communicative classroom, where
feedback and correction play less of a role, may
call for a cultural leap and thus disconcert students.

The Rationale for the Questionnaire
To get some tentative data about these

questions, the researcher decided to give a

questionnaire based on attitudes towards pair work

to the students. Would the students, as Hyland

(1994) observed, be more accepting of paif work

over a period of time, or would the findings back

up the observations of Class B that pair work is

not always seen as a valid learning instruiment? -
recent interest in learner-centered eclu@__t_ion-
implies that all who participate in learming hl'a_l_vg"a

legitimate interest in its quality and prog"refés.

Students are often the most logical evaluators of

the quality and effectiveness of course elements.

The Monbusho (1997) also recognizes that.
improvements in both lesson content and teaching ™
method rely on self-monitoring by teachers and

student evaluation of the extent to which classes

are meeting their expectations.

Results

There were 161 replies, which were converted
to percentages. Due to rounding, the figures do
not always total 100%. After 15 weeks the students
appear to have become acclimatized, to a degree,
to the teaching methods of foreign teachers. There .~
1s a spread of learning styles with only translation
being seen as less than beneficial. It is clear that
the preferred learning instrument is talking to the
teacher, with pair work also highly favoured. In
the absence of direct contact with the teacher, pair
work is seen as the next best option.

This seemingly contradicts Reid's (1987) results

that students had a dislike of group work, as 80%
stated that they learned better by doing something,
with 88% disagreeing that working alone is good.
However, over 40% doubt whether pair work
provides sufficient practice, and 48% saying that
they doubt whether they could leam new words
from their partner, indicating that they perhaps
undervalue, or are unaware of, thé".benefits"-of'
negotiating meaning. Perhaps students need'to be
shown the cognitive benefits of negotiation, which
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replled that he did not know for sure but it could
mean a pubhc restroom, or a refrigerated area or
perhaps directions to a ballroom for social
gathermg This was evidently an unsatisfactory
answer for some students, one of whom flung
down hlS pen in exasperation as if to say, "Now,
*_-wh;'a Was the point of that exercise?”

40!
rou,

[
'.fz'l
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Why is there a gap between teacher intention

and lfearner interpretation?

Nunan (1990) writes that the effectiveness of a
programme depends on the expectations of the
learners, and if their subjective needs and
Tberceptions related to the learning process are not
t'é}ken into account, there can be a "mismatch” of
ideas. Kumaravadivelu (1991) in agreement notes
that "the narrower the gap between teacher
mtentlon and learner interpretation of a given task,
the greater are the chances of achieving desired
learning outcomes” (p.98). Class B, therefore
seéemed to have misconceptions and some possible
ej_icplanations are summarized below:

(

Strategic Misconception

1 _ This refers to teacher and learner perceptions of
the objectives of leaming tasks. Ellis (1998, p. 202)
drawq a distinction between a "content” syllabus
whlch states the target knowledge as a product, and
_,a "procedural” syllabus which describes the kind
';of behaviour which the learner will have to
'Iundertake in order to develop second language
knowledge In the "penguin in a tuxedo" exercise,
i]earmng was seen as a cognitive task which needs
automaticity and integration of skills through
?meaningful opportunities for students to
idemonstrate understanding of modals and adverbs.

'The aim of the task was to generate discussion and -

negotiated conversation. All too often the students
used-the simplest stmtegles to reach a conclusion
7as,quickly as possible;: since they interpreted the
accomphshment of the task to be lts successfu]

c

l_'l]- N©.79.V0l.20

completion, rathér than sustained discussion,. 7

Pedagogic Misconception . .l
The students' observed confusion of process
and final product led them to perceive me as the
ultimate supplier of the correct answer at the end
of the task. Therefore, the students felt that they
did not have to try very hard or persist in commg
up with an answer during the exercise. This led o

5
[
|
1

l
i
i
A

the frustration the researcher noted earlier ofn ai_ﬁ
student flinging down his pen when the researcher Y' ‘-
stated that the researcher was unsure of a symbol's s ‘3

meaning. The students did not have the satisfaction’ \

of a concrete answer in front of them. i

Methodological Mismatch

Good and Brophy (1990, p. 409) note that task

relevance is the learner's perception of how
instruction is related to their personal needs or

goals. Those instrumental needs are served when

é
|

the content of the lesson matches what the students !
themselves believe they need. Some students may

prefer traditional types of learning with a desire [; |‘
for accuracy and a clear sense of progression. i

When students value error correction highly, thef, |

communicative approach, with its game — like *
activities and pictures, may seem amﬁcml and be
relatively unpopular.

Learning Style Mismatch

Oxford et al. (1992, p. 440) write that learning
styles "biologically and developmentally imposed
sets of characteristics that make some teaching
methods wonderful for some and terrible for others.”
Reid (1987), Hyland (1994), and Ozeki (1995)
conducted questionnaire surveys and concluded that
students prefer visual, auditory, kinesthetic, and
individual leaming to pair or group work. Many of
the students' classroom orientation influenced their
behaviour particularly in terms of value placed on,
and attention given to learning tasks.
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the teacher to have a rest from doing the talking? Are our students in Iran often using pair work dyads,
equally convinced of its value? Many come through a rigorous university entrance exam, preparation
for which often entail traditional, teacher ~ fronted lessons, and so perhaps have not been socialized
to pair work as a learning tool. This action research aims to examine learner perceptions and attempts

to explain teacher and learner mismatches.

Key Words: task, perception, questionnaire, dyad, attitude, action research.

Backgrounds
Long and Porter (1985) outline some
~arguments for pair work, noting that it gives
students greater practice opportunities, and
- allows students to escape from traditional teacher
— fronted lessons where the teacher often asks
questions to which the answer is already known.
‘It also individualizes the lesson, as the student is
away from the public arena and is thus free 1o
speak without inhibition with classmates rather
than practicing language for its own sake.
Slightly more complicated is the claim that pair
work involves negotiation of meaning or
communicative consensus which leads to
- grammatical learning. Arguing that "attentiveness
-and involvement” are necessary for successful
communication Gass and Seliger (1991)
maintain, "it is precisely active involvement that
~is the facilitator of communication in that it
charges the input and allows it to penetrate

deeply” (p.219).

In two English classes at different high schools

. the researcher assigned the same pair work
activities in the same week. Students each
received a hand - out which the researcher had
prepared of symbols ranging from everyday
traffic signs to fairly obscure symbols found on
packaging. The object of the task was (in pairs)
to use modals (such as may, might, could, etc.)
and adverbs (probably, perhaps, and maybe). The
students were to ask and answer agree and
~disagree, concede opinions and explain
interpretations and generally to "negotiate
“meaning.”

Students in Class A attend a small, private high

school. There were twenty five students, studying
English. Class B consisted of forty two. A managéd
to fulfil the goals of the activity most satisfactorily.
The researcher had to draw the exercise 10 a close,
as the students were 50 engrossed in attempting to
communicate their ideas and to share opinions that
the exercise went over the allotted time. It created
a humorous atmosphere and the task obviously
stretched their imagination. A symbol of a penguin
wearing a bow tie and tuxedo led to some interesting
speculations. The students were aware of, and
sympathetic towards their partners, attempted to
keep conversations going and paraphrased when
misunderstandings occurred. . _..._ . . .

However, in contrast, many students in Class B
seemed to display a poor motivation to learn. Using
Good and Brophy's definition, (1990, p. 47) this
meant a tendency to find the task meaningless,
which led to a low persistence in on-task behaviour.
In short, many students did not seem to want to put
their language skills to communicative use,
consistently choosing the quickest route to close
the conversation, often without any negotiation. The
researcher did observe students engrossed in

conversations, but in their mother tongue, and not |

about the task, while many were desultorily flicking
through pages of their textbook or looking out of
the window. Perhaps most unfortunate of all, some
were studiously ignoring their partners, indicating
that they probably had not even attempted to start
the task. Overall, they seemed to be waiting for the
“proper” lesson to resume. During the subsequent
class discussion the researcher was asked for his
interpretation of the penguin ina tuxedo. Recailing
the imaginative responses of Class A, the researcher
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Abstract

| Teachers have for many years used pair work as a panacea for large classes and the accompanying,
problem of individual speaking time. However, do your students share our enthusiasm for the.
pedagogical and psychological reason for pair work, or do they see it in such terms as the chance for
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students conscious of their own reactions to texts
and give them the sense that experienced readers
have when they read. In such classes, the
instructors may raise the topic of the reading
material that the studetns are supposed to read and
nvite them to write about the topic before reading
the material. This not only helps the students to
'understand and analyze the text better, but enables
them to approach the reading from a position of
authority.

On the whole, as White (2003) explained, the
interdependence of reading and writing implies
that teaching these two language processes cannot
be separated. Just as writing a text involves reading
it, reading a text necessilates writing a response
to it, and, according to Spack (1988), if students
are to become better writers, they should become
better readers.
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Data collection was done at the end of the
semester. Both groups were given a topic and were
asked to write a paragraph using one of the
techniques taught during the term. Their papers
were then corrected for further analysis.

Data Analysis, A\

As the data were collected in the form of writing
paragraphs, it was necessary to consider the
number of raters, reconciliation of the differences
between ratings, and the scoring technique to be
used. Papers were scored by two independent
raters. The differences between ratings were
reconciled by averaging the two scores. Besides,
the holistic scoring technique was used to score
the papers. After the two sets of scores were
averaged, the mean and the standard deviation of
both groups were computed as shown in Table 1.

- N

Table 1 i

|

Experimental group Control group l

Mean 14.57 13.53 ‘i

S.D 2.12 1.97

i i
N -

After that the Standard Error of Difference
between the means was computed (SED=0.43).

Finelly a t-test was performed to find the
significance of the differences between the
experimental and control groups. Since the t-
observed value for the writing test (df=76, p=0.05,
t=2.3) is higher than the value of the t-critical, it
is possibie to declare the varification of the
hypothesis safely and conclude that there is a
significant relationship between reading
experience and writing ability. (Table 2).

No.79.Voi.20

Table 2

T — observed 2.3
|| T — critical 2
lat 7
2 Level of significance 0.05

!Conclusums and Imphcatwnsc.. .

This study focused on the relationship between
reading experience and writing ability. The
findings support the idea that instructional
approaches that view writing as a linear, static skill
with their only focus on correctness and form, can
be inappropriate for EFL students. It is also
indicated that if learners are exposed to reading,
that reading can be regarded as comprehensible
input which will be displayed in the learner’s
writing; it can even provide the learners with ideas
to be used by them in writing their own texts.

Besides, our reading courses can make the best
background for the learners’™ writing. As our
writing textbooks usally include reading materials,
the students may be provided with, in reading
courses, materials consisting of assignments which
call for written responses. As Zamel (1992) stated.
“Because the process of writing shares much in
common with the process of learning, it gives rise
to the generation and reconceptualization of ideas
that may not have been possible otherwise. The
heuristic nature of writing allows one to discover
and consider one’s stance, one’s interpretation,
one's immediate reactions to a text Moreover, it
makes these responses to a text overt, concrete,
and tangible “(p.470). Therefore, the apphcation
of writing strategies in reading classes can make



‘Method
subjects
The subjects of the present study were 78
female undergraduate students. They were
majoring in English Translation at Islamic Azad
University, Tehran, South Branch. The subjects
were selected from among one hundred twenty-
four students who had passed “Writing One**and*
Writing Two™ courses and were enrolled in
“Paragraph Writing“course designed to heip
students develop writing ability. In order to choose
the subjects with similar level of language
proficiency, they were given a TOEFL test as a
pretest which considered of 40 grammar items,
30 vocabulary items, and 30 reading compre-
hension items. Those students whose language
proficiency scores were al most one standard
deviation above or below the mean were selected
as the subjects of the study. The subjects were
homogeneous regarding sex, age (20 to 25),
nationality (Iranian), and level of language
profictency. Half of the sample was randomly
assigned to a control group and the rest to an
experimental group. Both groups were taught by
the same instructor.
Materials
Since the study was carried out to investigate
the influence of reading experience on writing
ability, the textbook used in both groups was the
same. But in addition to the textbook, the students
in the experimental group were provided with
extra reading passages in line with the instruction.
Todo so, Amnaudet and Barrett (1990) was selected
as the source material to be used in both classes.
Regarding the content of the course which was
“Paragraph Writing, “six chapters of the book
including instruction, process, chronology, cause

and effect, and comparison and contrast were
taught to the subjects in both groups. Each lesson
consisted of a model paragraph developed on the
basis of the technique taught. At the end of each
lesson. there were suggested topics for writing,

Besides all these. in the experimental group
Colin’s (1998) book was used to provide the
students with more reading materials related to
what they learned from their textbook.

Procedure _

© With regﬁrd to the writing courses the subjects
had passed, it was presupposed that they knew the
grammatical points at the sentential level. In both
groups, during the beginning sessions, different
purts of a paragraph including the topic sentence,
supporting, and concluding sentences were taught
by giving examples for each. After each technique
in writhing paragraphs was taught, students were
given topics to write paragraphs by making use
of the techniques taught. Paragraphs were
corrected and returned to the subjects. Those
students who had problems in one of the areas of
development. Organization, unity, coherence and
grammar, were assigned to rewrite their
paragraphs,

In the experimental group, besides all the
above-mentioned stages, students were provided
with three extra sample readings for each type of
paragraph. They were asked to read the paragraphs
at home, and then in the next session these
paragraphs were discussed regarding the type of
the paragraph, sentence structure, and transition
signals used. It is worth mentioning that in this
group students were asked to write paragraphs as
homework only after all three paragraphs were
discussed in the class.
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basis for the writing of different genres.

Also reading and writing behaviors were
examined during the reading or composing process
itself. Atwell (1981) examined the role of reading
in the composing process of 10 traditional college
students of above average writing ability and of
10 students who needed remedial writing
instruction. Students were asked to write with and
without the texts they were writing in view, lt was
known that under both conditions better writers
produced more coherent and organized texts. The
better writers, having their texts in view, did more
rereading than the those with lower writing ability.
Even without their texts in view, better writers
composed more coherent and organized texts
which indicated their greater reliance on mental
planning.

As a result of studies on the impact of reading
on writing, it is hypothesized that writing
compeience, i.e., “the abstract knowledge the
proficient writer has about writing™ (Krashen,
1984.p.20). develops if the learners do a lot of
reading for interest and/or pleasure. It is also
evident that good writers are able to call upon a

53
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lot of tactic knowledge of conventional or formal
features of reader-based prose.

Literature can also play an important role in
composition courses. In fact, reading, composing,
and responding Lo literature are similar processes
in that they all focus on the process of meaning
making. In a composition course whose reading
content is literature, the kind of interpretation
students learn 1o do, in order to make inferences,
to formulate their own ideas, and to look closely
at a text for evidence to support generalizations,
teaches them to think critically. In this regard,
Belcher and Hirvela (2003) propounded the role
of literary texts in the L2 classroom and described
various methods of using literature to teach writing
to L2/FL learners.

All studies mentioned so far have invesugated
the interrelationship of reading and writing in first
and second languages. However, the importance of
the issue and the need for improving teaching writing
methods in our classes motivated the researcher to
carry out the present study with the focus on the
influence of increasing reading experience on writing
ability in EFL paragraph writing classes.
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Abstract
Research on the relationship between reading experience and writing ability suports the contribation
of reading experience to better writing by EFL students. Therefore, the present research aimed at
investigating the impact of a certain teaching method upon the development of writing ability. The
subjects were seventy-eight female undergraduate students of English Translation at Islamic Azad
University, Tehran South Branch, enrolled in “Paragraph Writing” course. The study was carried out
in a semester long period. The subjects were divided into a control and an experimental group. In the
control group the techniques of paragraph writing were taught and the students were given topics to
write different types of paragraph. [n the experimental group, besides the teaching of techaiques,
students were provided with extra reading materials. The data was elicited through a paragraph writing
test at the end of the semester. Data analysis was done through performing a t-test. the results of the
analysis revealed a significant relationship between reading experience and writing ability. That is, the
learners who were exposed to reading, developed a better writing ability and could get higher scares

on the test.

Key Words: Writing ability, reading experience, paragraph writing, action research, learning.

Introduction

"-_Writing as skill has always been under careful
attention. Linguists with different approaches have
proposed various ways to teach writing to L2/FL
learners. But during the 1970s and 1980s, writing
theory and research witnessed a change which was
based on a shift in linguistics theory and the
application of text analysis in the study of spoken
and written discourse.

The new linguistic theory dealt with the
processes readers and writers go through to
comprehend and be comprehended. Zamel (1983)
pointed out that composing is “a non-linear,
exploratory and generative process whereby
writers discover and reformulate their ideas as they
attempt Lo approximate meaning®(p.169). She also
noted that it was through the shift from “product”

to” process” that researchers could gain insight
into how to teach composition. This shift from
investigation “what students write” to the
“‘composing process” led to a lot of studies on the
relationship between reading and writing in both
first and second languages in which, according to
Carrel and Conner (1991), reading was considered
as “an act of composing parallel to writing”
(p.320).

In the same relation Shuying (2002) used the
process genre approach to help the learners
integrate their writing with reading. In this
approach, not only the linguistic knowledge but
also the writing genre, the schematic stressed. He
believes that with such a teaching process the
learners will be able to achieve multilevel
understanding of the reading materials and a sound
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probleémes essentiels de la plupart des apprenants
étrangers dans la communication orale ou dans
les textes €crits relévent du domaine du lexique et
font obstacle a I'apprentissage d’une deuxiéme
langue.

La comparaison des résultats obtenus i travers
les trois tests montre une baisse au niveau de la
compréhension orale; d'aprés les réponses
données, les raisons de cette baisse sont les
suivantes:

1- Les mots dans les contextes oraux ne se
comprennent pas facilement; I’enchainement des
mots sur la chaine parlée empéche parfois
I"auditeur de distinguer les mots.

2- La compréhension des mots dépend aussi
de la structure des phrases dans lesquelles ils se
trouvent. Par exemple dans les phrases qui sont
syntaxiquement compliquées, la saisie du sens des
mots dépend en partie, de la connaissance
grammaticale des apprenants.

3- Il y a d’autres raisons qui rendent la saisie
du vocabulaire plus difficile, par exemple dans
certains cas, la compréhension du vocabulaire
dépend du savoir culturel des apprenants.

4- Certains problémes lexicaux relévent d'une
interférence avec la langue maternelle.

Bien €videmment retenir les mots d’une langue
dtrangére n’est pas un phénomene simple et cela
cause presque toujours quelques problémes dans
I’apprentissage d’une langue étrangére. Il y a
quand méme quelques moyens pour
I"enrichissement du lexique que nous proposons
ci-dessous:

I- Les activités ludigues et les jeux
pédagogiques peuvent étre de bons outils pour la
mémorisation des mots dans le cerveau. Par
exemple certains jeux comme mots croisés,
puzzles, dominos, jeu de cartes, etc... permettent
d’apprendre beaucoup de mots.

2- Essayer d’apprendre les mots nouveaux dans

un contexte.

3- Ecouter réguhiérement les émissions radio-
t€lévisuelles frangaises peut &tre considéré comme
un facteur efficace pour P'apprentissage et la
compréhension des mots et des structures dans un
contexte naturel. C'est un moyen qui permet 3
I'apprenant d'enrichir son vocabulaire et
d’apprendre de nouvelles structures ainsi que des
exXpressions courantes.

T ps
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support qui, parallélement au cours de langue ol
il y a une interaction entre I'enseignant et le groupe
des apprenants, ag]t trés lentement mais
l'acquisition se réalise inconsciemment et le
résultat obtenu, quoique lent, est trés sdr.

\efficace du vocabulgd_l,ge

Jeu comme une activité pédagoique:

Depuis plusieurs années, les activités ludiques
sous forme de jeux pédagoglques ont été
introduites dans la classe de langue vivante et a
priori tous les pédagogues semblent étre d’accord
pour reconnaitre leur utilité.

«Le jeu pédagogique
paradoxalement comme un jeu, au sens propre
du terme et comme un non jeu de par sa vocation
utilitaire. Il doit étre congu et vécu a la fois
comme une activité ludique et comme activité
éducative non ludique; cette derniére bien que
toujours présente est toujours entre paranthése
comme “oublié” dans le processus du jeu» (Y.
Gentilhomme, 1992: 32}

Le jeu et I’apprentissage ont toujours €t€ liés.
Toutes les acquisitions peuvent étre facilitées par
I'utilisation des jeux pédagogiques. En effet les
jeux ludiques permettent aux apprenants de mettre
en pratique leur connaissance lexicale ainsi que
les structures déja acquises tout en s’ orientant vers
I’acquisition des structures et des connaissances
nouvelles. Le jeu pédagogique est alors une
occasion pour utiliser la compétence linguistique
a travers des actes de parole; une communication
ainsi établie, nous permet d’examiner et d’évaluer
la compétence lexicale des apprenants. Mais par
rapport a I’apprentissage du vocabulaire a l'aide
des activités ludiques, on peut préciser que le jeu
peut €tre utile pour enrichir les champs lexicaux
des apprenants. En fait, les jeux pédagogiques
permettent aux apprenants de mieux maitriser la
langue et le vocabulaire.

se présente

o V020

L’efficacité et 'utilité des jeux pédagogiques
dans le développement de la compétence
communicative et |’apprentissage de la
compétence linguistique est incontestable et tes
pédagogues (Y. Gentilhomme, 1992 et . M. Care,
1991) ont beaucoup insisté sur I'introduction du
jeu et des activités tudiques dans le programme
d’enseignement/ apprentissage. D'aprés Care
(1991: 1) «Le jeu conduit a ’emploi, répété d’un
lexique et de structures prévisibles, ce qui peut
le rendre compatible avec la rigeur d’un
programme ou d’une progression
d’apprentissage».”t

{Conclusion Générale //—: % )

A travers cette recherche, nous avons essayé
de montrer le rSle et I’ importance du vocabulaire
dans la compréhension de la langue. En fait, dans
cette recherche, nous avons pu montrer a quel
point, 'incompréhension du texte peut dépendre
de celle du vocabulaire méme si les mots
incompris font partie du lexique de I’apprenant et
ne sont, seulement, pas suffisamment bien pergus.
Nous avons également vérifié pourquoi et
comment I’insuffisance de la compétence lexicale
des apprenants les empéche de bien saisir le sens
d’un message.

Il est présupposé que I’apprentissage du
vocabulaire facilite I’apprentissage d’une langue
étrangére. Sachant que le processus de
I’apprentissage du vocabulaire est long et
compliqué, il occupe une place trés importante
dans le domaine de la didactique d’une langue
étrangeére qui fait appel 2 diverses formes
d’apprentissage (écrit, oral, etc); ces dernieres
doivent étres combinées et renforcées’ par la
pratique.

Nous

avons é€galement constaté gque
I’apprentissage du vocabulaire exige des stratégies
qui doivent aboutir a 'autonomie des apprenants.
Il est & noter quand méme que le plus souvent, les
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dans un dictionnaire et parmi une variété
considérable de synonymes dont il ne maitrise pas
les emplois). Aprés une premiére phase de prise
de conscience, il trouve effectivement ses propres
stratégies (souvent mnémotechniques) afin
d'assimiler ces nouveaux mots, mais lorsqu’il n'a
pas précisé€ ses objectifs, l'apprentissage de ces
mots se fait souvent par plaisir d'étendre ses
connaissances lexicales parce que ceci donne
I'effet d’'une maitrise parfaite de la langue. Or, tout
le monde sait que le fait de retenir des listes de
mots ne signifie pas forcément maitriser les
structures de la langue. Tel est le cas de ceux qui
mémorisent des listes de noms de plantes,
d'animaux et différentes catégories d'existence.
Plus le niveau avance, plus les apprenants ont
tendance 2 retenir des mots et des expressions
souvent familiers ou méme argotiques qui leur
permettent de s'exprimer couramment méme au
risque de se faire passer comme venant d'un milieu
social auquel ils n'hppartienncnt pas vraiment. A
ce niveau, I'apprenant a plus de facilité dans
l'acquisition des mots et des expressions. 11 faut
reconnaitre que c'est toujours 2 l'intérieur d'un
contexte qu'ill a plus de chance, non seulement pour
comprendre le mot, mais aussi pour saisir le mode
d'emploi de ce mot et ses valeurs prégmaliques.
L'observation des résultats de nos

questionnaires montre qu'a la premitre phase,
c'est-a-dire la reconnaissance du vocabulaire hors
contexte, la plus grande partie des mots de notre
liste font déja partie du lexigue intériorisé des
apprenants au niveau avancé. Ils n'ont pas non plus
de probléme pour les comprendre dans un contexte
écrit dans lequel, soit ils connaissent déja les mots,
soit ils peuvent en deviner le sens grice au
‘contexte. Apparemment, il n'y a qu'a l'oral que les
apprenants ont la plus grande difficulté a distinguer
tous les mots de la chaine parlée et A en saisir le
sens. Pour remédier a ce probléme, nous avons
proposé€ a nos €leves d'écouter souvent le francais
en se servant de différents types de documents
audio (différentes chaines de la radio France
auxquelles on peut avoir acceés), des cassettes
enregistrées A partir des émissions radio
télévisuelles, des films vidéo (de préférence sous-
titrés en frangais), différentes émissions diffusées
sur I'antenne parabolique.

Au bout de quelques mois ces efforts ont abouti
a un progres remarquable chez tous nos
apprenants; ceci montre que ces moyens audio-
visuels, employés de fagon systématique, peuvent
fournir 4 Fapprenant un milieu linguistique presque
semblable 2 la communatué langagidre dans
laquelle il serait exposé€ a la langue cible. Bien
évidemment, cette situation passive n'est qu'un

8
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La comparaison des trois diagrammes mene
aux résultats suivants:

1- Pour les apprenants
compréhension du vocabulaire dans les émissions
orales est plus difficile que celle d’un texte écrit.
Certains apprenants interrogés ont déclaré que la
plupart du temp ils n’arrivaient pas a bien
poursuivre le texte oral parce qu’ils n’entendaient
pas bien les mots ni I’enchafnement des most qu’ils
comprendraient éventuellement sils les voyaient
dans un texte écrit.

2- Selon certains apprenants interrogés, la
plupart des apprenants iraniens apprennent le
vocabulaire en s’ appuyant plutdt sur leur mémoire
visuelle que sur leur mémoire auditive.

3- Les apprenants interrogés ont aussi déclaré
que lorsqu’il's écoutent les émissions orales, ils
ne cherchent pas le vocabulaire mais qu’ils veulent
arriver tout simplement au sens global du message
tandis que lorsqu’ils lisent les textes, ils veulent
rouver le sens des mots, ce qui les incite A chercher
dans un dictionnaire.

4- Certains apprenants aussi ont reconnt qu’ils
n’avaient pas souvent la possibilit€ d’écouter les
émissions radio-télévisuelles en frangais. En effet
d'aprés ces apprenants c’est par ’habitude et une
forte sensibilisation des oreilles qu’on peut

iraniens, la

entendre le vocabulaire dans les €missions et
comprendre leurs sens.

5- D’aprés certaints apprenants interroges, la
compréhension du vocabulaire dans les €émissions
radiophoniques est quelquefois trop difficile a
cause de la vitesse, tandis que dans les textes écrits,
cette difficuité n’existe pas.

7- Certains apprenants aussi ont dit, qu’apres
avoir écouté les émissions, ils ne se souvenaient
pas des mots qu’ils avaient entendus et par
conséquent, ils n’en comprenaient qu’une partie,
tandis que dans les textes écrits, ils avaient la
possibilité de revenir sur le texte et deviner le sens
des mots a l'aide du contexte.

ﬂ_'[l' No.79.Vol .20
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Une observation de cours prathue ) 5/

Parallélement a cetie recherche, nous avons
essayé différents moyens de I'enseignement du
vocabulaire dans nos cours particuliers. Le résuitat
de ces essais nous a montré€ que quelle que soient
les activités effectuées dans la classe (cbnstruc{ion
de phrases, exercices lacunaires, devinettes, mots
croisés) le facteur le plus important dans
I'apprentissage des mots nouveaux c'est leur
fréquence. Plus un mot est repris au cours d'un
exercice, mais de différentes maniéres et chaque
fois dans un contexte nouveau, mieux il est
assimilé. En tout cas, ce qui est siir, c'est que les
stratégies d'apprentissage du vocbulaire ne sont
pas tres différentes au niveau débutant par rapport
aux niveaux moyen et avancé, mais la motivation
et la facilité d'apprentissage & ce niveau changent.

Les apprenants débutants sont plus motivés en
ce qui concerne l'apprentissage du vocabulaire;
tous les mots introduits au niveau débutant
intéressent les apprenants et les suscitent a les
mémoriser; mais un manque d'expérience et
d'habileté de la part de I'enseignant risque d'aboutir
A un échec et entrainer la déception de l'apprenant
si le nombre de mots nouveaux introduits dans
chaque séance dépasse une dizaine; en plus, la
difficulté de prononciation que I'éieve n'a pas pu
encore surmonter dans cette phase, réduit
considérablement ses capacités dans I'acquisition
des mots nouveaux.

Un autre point qui attire I'attention au niveau
débutant, c'est que l'apprentissage des mots
s'effectue avec plus d'aisance dans un contexte,
donc il se fait de fagon plus logique et en fonction
des besoins réels de 'apprenant, tandis qu'a partir
du niveau moyen, vu la facilité que Fapprenant
ressent dans Yemploi des structures, il acquiert plus
facilement les mots nouveaux (souvent cherchés



Le test est composé de deux questionnaires
concernant divers problémes de la compréhension
lexicale observés chez les apprenants iraniens.

Le questionnaire N°l concerne la comp -
réhension d'un vocabulaire hors contexte. Dans
ce questionnaire, une série de mots extraits des
€émissions enregistrées a été proposée aux
apprenants qui devaient ensuite choisir le
synonyme cotrect parmi toutes les possiblités.

Le questionnaire N°2 a ét€ deux fois utilisé pour
¢tudier d'abord la compréhension du vocabulaire
dans un texte oral et ensuite pour vérifier 3 quel
point cette compréhension augmentait quand le
méme texte, par écrit, se mettait a la disposition
des apprenants.

Le test a donc été réalisé en 3 étapes différentes:

6 La premlere etape e

" Dans un premier temps, ,le duesnonnalrc N‘; la
€té distribué entre 50 apprenants 4 qui i) a été
demandé de choisir le synonyme de chaque mot.
Le résultat du test a montré que la plupart des
apprenants iraniens avaient choisi les réponses
correctes lorsque les mots étaient présentés sous
forme d'une liste hors contexte. Ce test nous a
rassuré que les mots qui devaient étre mis 2
I'épreuve dans les étapes suivantes étaient
majoritairement connus par les étudiants testés,
Le résultat de ce test est présenté sur le schéma
suivant avec 70% de réponses correctes.

II s’ensuit qu'au niveau avancé, la connaissance
de base des apprenants leur permet de distinguer
le sens du mot méme s'ils n'en maitrisent pas toutes

les acceptions.
(2- La deuxiéme etape du test )
La deuxiéme étape du test était conque pour
vérifier le degré de la compréhension orale; pour
ce faire, certaines émissions radio-télévisuelles
enregistrées auparavent ont ét€ diffusées pour les
personnes qui subissatent I'épreuve. Elles ont éié

T/

invitées & choisir ensuite la réponse correcte. Au
contraire du test 1, dans cette étape, le degré de
compréhension baisse; Les étudiants ont eu du mal
a trouver les réponses correctes, alors qu'ils
connaissaient déja les €léments constitutifs des
phrases.

Le résultat de ce deuxiéme test se trouve sur le
schéma suivant avec 63% de réponses correctes.

Q La troisieme te étape du teS_tZ-—'f"'z)

Pendant la troisiéme ét étape, le méme texte a été
distribué€ par écrit et ceux qui passaient I' épreuve
étaient censés trouver la réponse correcte en
s'appuyant sur le texte. Cette fois, le nombre des
réponses correctes a nettement augmenté; ce qui
montre qu'un support écrit permet toujours de
mieux comprendre et que 13, méme les mots qu'ils
ne connaissaient pas n'ont pas bloqué la
compréhension globale du texte.

Le diagramme N°3 nous montre le résuitat de
ce test.

En effet malgré le diagramme N2, ce
diagramme montre qu’aprés avoir lu le contexte
et apres avoir vu les mots dans le contexte auquel
ils n’avaient pas accés dans le test N°2, le nombre
des réponses correctes augmente et leur
compréhension se facilite proportionnellement.
Dans ce test 76% de réponses données par les gens
soumis au test étaient correctes.
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mesurer, se compter et correspond a une
réalisation concrete de cette entité théon'que.

3 EEATT. o

L' apprentlssage du vocabulalre—*f" <

L’ apprentissage du vocabulaire consiste a
1’apprentissage de ses deux aspects: ’aspect
formel c’est-a-dire 1’aspect sonore et graphique
et ’aspect sémantique c'est-a-dire le sens du mot.
Lorsqu'un certain nombre de mots sont déja
entreposés dans la mémoire a long terme et
organisés en réseaux formels et s€émantiques,
1’apprenant intégre les mots nouveaux en
€tablissant des liens entre eux et les connaissances

acquises en langue maternelle. Si le lien |

sémantique (c'est-a-dire la relation de
signification) ne s’établit pas, le processus
d’association formelle ne permet pas de réaliser
un apprentissage suffisamment approfondi dans
la mémoire et cela aboutit enfin &

partielle dans la mémoire mais s’il y a une

une fixation

association, le mot nouveau s'intégre dans des
types de réseaux divers qui se manifestent sur les
axes syntagmatique et paradygmatique. par
exemple le mot «chien» , entre en relation
paradygmatique avec «chat», «oiseau», «chevaly,
etc. et en relation syntagmatique avec «aboyer»,
«mordre», etc, en relation hyponymique avec
«gardien», «police», «chasse» etc. Cet exemple
simple peut étre vrai pour un nouveau débutant,
mais au niveau avance, le probléme se pose surtout
avec des notions abstraites ou une fourchette

ND 79.V0l.20

linguistique se forme face 4 la langue

maternetle de l'apprenant et plus on
s'approche des domaines affectifs et abstraits gui
dépassent méme les limites des mots et
comprennent les expressions, plus le probléme
s'aggrave.

L'apprentissage du vocabulaire doit permettre
de mieux exprimer des idées, d'effectuer des
démarches et des expériences dans la langue
seconde; il est préférable que 1'apprentissage se
fasse a travers un texte riche et signifiant pour
I'éléve. En fait, 1'apprentissage d'un nouveau mot
passe par différentes étapes que définissent Brown
et Payne:

«l-Accéder @ un nouveau mot, 2 -Avoir une
image auditoire et visuelle de la forme de ce mot,
3-Apprendre le sens du mot, 4-Faire de fortes
connaissances entre la forme et le sens de ce mot,
S5-Utiliser le nouveau mot». (htip:// Plessner.lJ-
Strasbourg.fr)

"T.e niveau de comprehensnon du/ @

| vocabulaire chez les apprenants

\iraniens 4

A partir d'un test effectué sur 50 apprenams
iraniens du niveau avancé, cette recherche a pu
montrer concretement le processus de la
compréhension du vocabulaire dans les textes oraux
et écrits. Pour ce faire, les extraits de quatre émissions
diffusées a laradio et A la télévision frangaise se sont
servis de base pour la réalisation de ce test.



et sa place réelle dans I’apprentissage d’une
langue étrangere ont éi€ longtemps le centre
d'intérét des initiateurs de la didactique des
langues. Mais dans la plus grande partie du xx*™®
siecle, 'enseignement du vocabulaire a longtemps
été négligé dans les cours de langue.

Ceci a été souligné, a juste titre, par des
spécialistes comme Tréville et Allen qui affirment
que, dans l'enseignement des langues, la
grammaire a depuis toujours occupé une place
primordiale au détriment du vocabulaire. Mais,
aujourd’hui, les spécialistes s’intéressent de plus
en plus a l'enseignement/apprentissage du
vocabulaire dans les cours de langue parce qu'on
s'est rendu compte que “la communication
s'arréte quand les apprenants ne disposent pas
des mots nécessaires” (V.F, Allen, 1983: 5).

Ainsi, I'enseignement du vocabulaire n'est plus,
aujourd'hui, limit€ & une maitrise de 1a grammaire.
La maftrise de la langue passe par la maitrise des
deux ensembles de connaissances constitutifs
d'une langue que sont le lexique et la grammaire.
Le lexique occupe une place centrale dans la
langue. Plusieurs auteurs ont d'ailleurs trés bien
is0lé la spécificité du lexique par rapport a la
grammaire; Schmitt (2000:4) reconnait que la
grammaire d'une langue est constituée d'un
nombre limité de régles qui s'apprennent
facilement, tandis que 1'apprentissage du
vocabulaire ne s'arréte pratiquement jamais.

Les phénomenes linguistiques ne peuvent donc
étre étudiés sans détailler les interactions
gu’entretiennent lexique et grammaire. En effet,
les erreurs commises par les apprenants lors de la
production ou de la compréhension (orale ou
écrite), peuvent relever de 1'un ou 1’autre des
composantes en question ou de 1'interaction entre
elles. '

Le terme vocabulaire recouvre deux cas de
figure a savoir le vocabulaire d'un texte et celui

d'un individu. Niklas-Salminen (1997: 28-29)

définit le vocabulaire individuel comme 1'acquis
des mots rencontrés durant sa vie. Ce vocabulaire
a donc un caractére variable et non limité.

Chaque personne posséde un vocabulaire
propre a lui-méme, appelé aussi idiolecte, et qui
forme le lexique de sa langue parlée, c’est-a-dire
que le vocabulaire de chaque individu est unique,
aussi bien par la nature que par la quantité des
mots qu'il connait.

D'aprés Niklas-Salminen (1997: 28) «selon le
niveau socioculturel des individus, le vocabulaire
varie pour une langue de civilisation entre 3000
et 4000 mots. Les termes dont un individu donné
se sert généralement appartiennent & plusieurs
catégories différentes: des mots du langage
soutenu, des mots du langage familier ou
quotidien, des mots d’argot, des mots triviaux,
des mots grossiers, voire obsénes, des mots
techniques...ll semblerait que chague usager
adulte de la langue frangaise maitrise & peu prés
tous les mots grammaticaux et les mots lexicaux
les plus fréquents en discours».

Selon Saussure, le lexique d’un individu
appartient a la langue alors que le vocabulaire d’un
texte releve de la parole. Le premier renvoie i une
unité théorique alors que le second peut se
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trouver les solutions. Les résuitats de cette étude montrent 1'importance du vocabulaire dans la

compréhension des documents oraux et écrits.

Enfin, ce travail sera complété par des propositions faites dans le but d'aider les enseignants et les
apprenants & mieux maitriser leur tache dans ce domaine.

Mots-clés

Apprenants iraniens, apprentissage, vocabulaire frangais, compétence lexicale, connaissane lexicale.

=

Per¢gu comme plus ou moins important dans
1’apprentissage d’une langue €étrangere, le
vocabulaire a toujours suscité un certain int€rét
dans le cadre pédagogique; alors que dans les
méthodes traditionneiles, les mots prennent une
place centrale dans l'apprentissage d’une langue
étrangere et le vocabulaire se trouve aussi au centre
de 1'enseignement des langues, on a minimisé son
importance dans les nouvelles méthodes.

En tant qu’éléments fondamentaux de chaque

langue, les “Mots’ occupent une place importante

dans le systeme de la langue. La compréhension
et 1’utilisation des mots deviennent donc un des

- probléemes essentiels dans 1’apprentissage des

[Foreign Language Teaching Journal)
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langues.

Le besoin du vocabulaire dans 1’ apprentissage
d’une langue étrangere est aujourd’hui, un point
sur lequel les enseignants et les apprenants ont
consensus. En fait, les enseignants expérimentés
connaissent trés bien I’ importance du vocabulaire;
ils sont également conscients du fait que les €léves
doivent apprendre des milliers de mots utilisés par
les locuteurs natifs.

Au niveau avancé, les apprenants iraniens se
trouvent, souvent, confrontés 2 un blocage dans
la compréhension globale des textes qu’ils lisent
ou des films qu’ils regardent, par exemple, a la
télévision; ce blocage est, principalement, dii au
lexique limité que maitrise 1'apprenant. Pour ces
apprenants, Ja compréhension des textes différents
dépend érroitement de la compréhension de
chaque mot et de 1a traduction des mots dans leur
langue maternelle; en plus, il semble que les
apprenants étrangers tiennent beaucoup a la

l.]]'

7La place du vocabulaire dans, ——.—
I'enseignement //7?/

compréhension des mots nouveaux dans le texte
écrit ou oral car, en lisant les textes ou en écoutant
les émissions radiophoniques ou télévisuelles, le
sens des mots leur échappe et ceci dbO'I.lllt a
1'incompréhension globale du texte.

Pour ces apprenants la saisie du contenu du
texte, ¢’est avant tout, la saiste du sens de tous les
mots nouveaux ou difficiles auxquels ils sont
confrontés au moment de la lecture ou de 1’€coute.
On voit le plus souvent, un grand nombre
d’apprenants éirangers qui se pleignent de la
difficulté des textes & cause des mots nouveaux
qui s’y trouvent. Il parait que 1'incompréhension
des mots empéche la compréhension globale du
texte au moins en partie.

Cette recherche vise dans un premier temps a
déterminer les cas de blocage dans la
compréhension du vocabulaire frangais par les
apprenants iraniens au niveau avancé et ensuite &
proposer des activit€s pédagogiques pour enrichir
la compétence lexicale des apprenants.

Des hypotheses sous-tendent, effectivement,
cette recherche. Il semble que dans beaucoup de
cas la compréhension est bloquée par le manque
de connaissance de divers emplois d’un méme mot
dans différents contextes. Les tournures originales
et inhabituelles peuvent également mener a
I'incompréhension des mots dans un texte oral ou
écrit. Cette recherche présuppose les jeux et les
activités ludiques comme les meilleurs moyens
d’appropriation du vocabulaire.
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Résumé

Le présent article est une recherche menée dans le but de décripter les problémes des apprenants
iraniens dans la compréhension du lexique frangais au niveau avancé. Il se propose comme finalité de
préciser les cas ot la compréhension des mots au niveau avancé est bloquée pour pouvoir, ensuite, en

Fl'ﬂ'

[Foraign Language Teaching Journgi]



IN THE NAME OF GOD

® Managing Editor:
A. Hajianzadeh
@ Editor-in- chief
Akbar Mirhassani , Ph. D. (TEFL)
Tarbiat Modarres University
® Executive Director
Shahla Zarei Neyestanak, M.A.(Educational Planning)
Organization of Research & Educational
Planning Ministry of Education, Iran
©® Editorial Board
0 Parviz Birjandi, Ph. D. (TEFL)
Allame-e- Tabatabai University
= Hossein Vossoughi, Ph. D.(Linguistics)
University for Teacher Education
2 Parviz Maftoon, Ph. D. (TEFL)
Iran University of Science and Technology
n Jaleh Kahnamoiipour, Ph. D (French Literature)
University of Tehran
= Hamid-Reza Shairi, Ph. D. (Semiotics)
Tarbiat Modarres University
7 Nader Haghani, Ph. D. German as a Foreign
Language (DAF), University of Tehran
© Advisory panel
A.Rezai, Ph. D. (English Literature)
Tabriz University
Mohammad Hossein Keshavarz, Ph.D. (Linguistics)
University for Teacher Education
J. Sokhanvar, Ph. D. (English literature)
Shahid Beheshti Unversity
Ghasem Kabiri, Ph. D. Gilah University

Roshd Foregin Language Teaching Journal (FLTJ) is
published four times a year under the auspices of the
Organization of Research & Educational Planning, Minsitry
of Education, Iran.

@ Contribution of Roshd FLTJ:

The Editorial Board welcomes unpublished articles on ]

foreign language teaching/learning, particularly those based Fl O S h d
upon experiences gained from and/ or researches done at
Iranian schools.

® Manuscripts: F "
If you intend to submit an article for publication, please send O re I g n

three type-written copies of your manuscript together with

three copies of its abstract to: La n g u a g e

Teaching Aids Publications Bureau

Teaching
Journal

A manuscript in Farsi is to be accompanied with an English abstract, and if in English. French.or German
with a Farsi Abstract.

The opinions expressed in Roshd FLTJ are the contributors' and not necessarly those of the Ministry of
Education or the Editorial Board.




ROSHD FLT

No. 79, Summer ,VOL.20, 2006




	فهرست
	سخن سر دبير ارتباطات و زبان
	بررسي ساختاري و محتوايي سايت آموزش زبان آلماني Password Deutsch
	گفت و گو با احمد رضا اقتصادي رودي آيا رسالت مجله معرفي تکنيک هاي عملي تدريس است؟
	Books
	LET'S TAKE A BREAK!
	Teachers Training in ELT
	How to Involve Learners in Active Learning
	Iranian EFL Teachers' Perceptions of the Efficiency of Short-Term In-servise Teacher Education Programs
	Pre-University Students' Perceptions of Pair Word Tasks
	The Relationship of Reading Experience and Writing Ability in EFL Writing Classes
	Apprentissage du Vocabulaire francais par Les apprenants iraniens au niveau avance'

