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. Attention could also be paid
learners’ beliefs about their

. ability as language learners,
along with other aspects of

" their self-efficacy and self-
. esteem. Teachers need to
xplore learners' beliefs about
| their ability as language
learners and take actions
where they discover that
learners lack confidence.
Cotterall (1999)
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Abstract

Die Schaffung gezielter Abwechslungsmoglichkeiten im Fremdsprachenunterricht und damit
Auslosung eines Motivationsschubs im Lerner zur aktiven Teilnahme am Unterrichtsgeschehen kénnen
nicht nur den Lernprozess positiv beeinflussen, sondern tragen auch zusitzlich zur Qualititsstei gerung
der Informationsvermittlung bei. In diesem Sinne kommt dem Spielen im Sprachunterricht besonders
aufgrund der kommunikativen Komponente, die sie in sich vereinigen, eine tragende Rolle zu. Unter
Spielen im Unterricht ist nicht Spielen im herkémmlichen Sinne gemeint, denn mit ihrer Hilfe werden
entweder schwierige Themenbereiche thematisiert und ausgearbeitet oder bestimmte Fertigkeiten
vertieft. Die vorliegende Arbeit umfasst neben einer terminologischen Behandlung des Begriffs
"Lernspiele” zugleich auch die Rolle der Sprachilernspiele im Lehr- und LernprozeB sowie die
wesentlichen EinfluBfaktoren.

Schliisselworter
Didaktische Spiele, Sprachlernsipiele, Lernmotivation, Lernprozess, Lernzielsetzung, Teamarbeit.
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Psychology for Language Teachers | ST 2V |- P
This important book brings together some of | oy Jol (U
the most recent developments and thinking in e L Ll
the field of educational psychology with issues
of concern to many language teachers. Tt
considers various ways in which a deeper
understanding of the discipline of educational
psychology can help language teachers. The first
part of the book presents an overview of
educational psychology and discusses how
different approaches to psychology have
influenced language teaching methodology.
Following this four themes are identified: the

P ALy Y

learner ,the teacher ,the task and the learning hdrmag: i
context. Recent psychological developments in mail:info@roshdmag.ir
: VYIYSSO5 _YYITAVIT A F oS,

each of these domains are discussed and
implications are drawn for language teaching.

Psychology for Language Teachers will be of
central interest to every teacher concerned with
issues such as approaches to learning motivation,
the role of the individual, attribution, mediation,
the teaching of thinking, the cognitive, demands
of tasks and the learning environment.

The book does not assume any previous
knowledge of psychology.
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prepared
Hamburger: a ground or chopped beef
seasoned and fried or broiled

regarding devising a common standard. The first is to
promote the teaching of a prestigious standard. The
other is to set up acommon core for everyone to access

Noodle: a narrow strip of unleavened egg
dough that has been rolled thin and dry.
Pretzel: a crisp dry biscuit, usually in the form
of a knot or stick, salted on the outside

From Spanish
Adobe: a mud-and-straw construction material
used for bricks
Desperado: criminal
Jalopy: beat-up car
Savvy: understand, knowledgeable
From French
Banquette: a raised sidewalk; an upholstered
bench, as along a wall in a restaurant
Beignet: a puffy square pastry covered in
powdered sugar
Boudin: a spicy sausage
Café au lait: a mixture of half milk and half
coffee
Chowder: a thick sea food stew (The Random
House Unabridged Dictionary, 1988)

7

Conclusion j

No one would deny that the sphere of influence of
English is now the entire world, in the extent and
diversity of its uses. English is matched by no other
present or past language of our species. It is
unparalleled in the history of the world. Appropriate
pedagogy considers the way to prepare to the both
global and local speakers of English and to feel at
home in both international and national cultures
(Kramsch, C. and Sullivan, P. 1996). In order to be
fair to the leamers, it is essential to provide them with
some kind of framework for future leaming so that
they can use arange of varieties: international English,
Standard English, i.e. British and American dialects,
as well as internet English, and make a choice
depending on the context. There are two approaches

‘Foreign Languags Teaching Joumal =)
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and acquire (Jenkins, 1999, 1888, 1996).
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N
Expressions B’

British English

to fly into rage

to work at a second job

to take over a plane, ship or motor vehicle

in high gear

a tempest in a teacup

blow one’s own horn

sweep under the rug

American English

to blow one’s top

to moonlight

to hijack

in top gear

a storm in a teacup

blow one’s own trumpet

‘sweep under the carpet

e,

Spelling differences J>

1. Amencan-or versus British-our: honor, color, labor,
humor, etc.
2. American z versus British —s: organize, analyze etc.

3. American —er versus British-re: theater, center,

meler etc.

4. American -1 versus British -11: traveled,
trdveter, woalen etc.

5. American —se versus British —ce: defense,
pretense, offense etc.

6. American -1 versus British ~y: tire, siphon etc.

7. In American English the spelling of words is
very often simplified: dialog, program,
telegram, draft, plow.

8. Some compound words are spelled differently:

British English American English
break-down breakdow
make-up makeup

blow-up blowup

American Loa/n words not Used in
British English )

An influx of non English speakers whose words

sometimes enter American dialect furthermore
changed American English. Many words have
entered American language from either other
languages or Native American languages.
Examples of common American English loan
words, not common in British English Are:

From African Languages
Gumbo: the okra plant or thick stew or soup,

containing okra and chicken or sea food.

From Dutch

Cookie: a small cake made from stiff, sweet dough
dropped, rolled, or sliced, and then baked.

Stoop: asmall raised platform, approached by steps
and sometimes having a roof and seats, at
the entrance of a house, or a small porch.

Caboose: a car at the end of a train used for
observing the train and braking in case it separated.

Coleslaw: a salad of chopped cabbage

Cruller: a light sweet cake

Pit: stone, seed

Pot cheese: a cheese similar to cottage cheese

Walffle: a thin batter cake baked in a heated

appliance

Scow: a kind of boat

Boss: foreman

Dingus: a gadget

Dumb: stupid

Logy: sluggish, lethargic

Santa Claus: Saint Nicholaus

Spook: spy

From German

Blitz: a swift attack; an overwhelming all-out
attack, esp. a swift ground attack using
armored units and an air support.

Bum: a tramp, a hobo

Ouch: an exclamation expressing sudden pain

Poker: a card game

" Delicatessen: a store selling foods already
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British English American English FPubllc. school State school

Amusement park Fun fair To graduate To leave school

Auto, aulomobile Car {as US). van (Tor small commercia) vehicle) Pams Trousers

Baby carriage Perambulator, pram French fries Chips

Bad mouth Slander Gasoline Petrok

Bald man Slap head Generator Dynamo

Barf Puke (colloquial} vomit, be sick Green thumb Green lingers

Barnyard Farmyard Hard liquor Spirits

Bartender Barman Hobo Tramp, vagrant

Bathtub Bath Incorporated limited

Battery Accumulator Installment plan Hire-purchase system

Bill Banknote Intern 'I(';:mporfg;(chploycd f;_rain;:c. I 1;nior hospital
- - octor : house officer/man

Bhn‘dcrs Bl:.nkers Internal revenue Inland (revenuce)

Broil Gril Janitor caretaker

Bullhom Loudhailer, megaphone Kerosene T

Burglarize burgle Kindergarten [nfants” school

can Tin Kleenex Tissue

Candy Sweets Lawyer Burrister

Carriage (for baby) pram Line P

Cart {for shopping) (shopping} trolley Living room Sitting room

Check (bank check) cheque Liquor spints

Check (meal payment) Bill Mailmn Postman

Checking account Current account Math Muths

Collect call Reverse charge call Movie Fim

Commissioned officer Ranker Named for Narmed after

Condominium (or condto) | Block of flats Newscaster Nows render

Cookies Biscuit Normaley Normality

Cookout Informal meal cooked and caten outdoors Oatmeal Porridge

Com Maize Pantyhose Tights

Cotton candy Candy floss Parking lot Car park

Cuss Swear Popsicle lee lolly

D.elour Diversion Private school Public School

Diner - Cafe - Railroad Railway

g:ii‘:;m g::::: prvn Rain check Put off (possibly} indefinitely)

- Raincoat Mackintosh

Duplex (house) Sem1-d¢.atached Restroom Tuilet(s). loo. lavatory.

Eggplant Aubergine Rooster Cock

EL Elevated railway used in urban wansport Rutabaga Swede

Elevator Lif Scatlion Spring onion

Envision Envisage Sidewalk Pavement

Fall Autumn Scotch tape Scllotape

Faucet Tap Sedan (car) Saloon (car)

Flash light Torch Skillet Frying pan

Traffic circle Roundabout Sophomore Sceond (second year stodents)

Tro!le%' “ar Tram Spyglass Telescope

Truck Lorry Squash (vegetable) marrow

Truck stop Transport cafe Station wagon Estate car

Try Go: Let me have a go. Stool pigeon Informer

Tumn Ger Streetcar Tram

Tuxedo Dinner jacket Stroller Pushchair, buggy

Undershirt Vest, singlet Subway “Tube

vacatian Holiday Switchback Hairpin bend or bends

Wall Jack Electricity outlet Tones Ratcs

Wreach Spanncr Tenderloin Filler steak

Xerox Photocopy Theater stage Theater

Zucchini Courgette Thermo bottle Flask

Department Faculty
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-
Grammar j

The grammar is basically the same. Still we can
find some differences:

1. Past participle of get meaning receive, become,
is gotten in Amenican English. Have you got your
grade in history yet? (British English)

2. Some verbs regarded as regular in American
English, are treated as irregular in British English:
learnt, dreamt, spelt, smelt, burnt, spoilt.

3. Americans tend to use past simple tense when
British use present perfect: I lost my key. Did
you see it? He already left. Did you finish your
work yet? Did you ever ride a horse? I never
saw her before.

4. American English often uses "have" as a regular
verb instead of British English "have got"
structure,

5. In American English adverbs are sometimes
used without —ly:

British English
He went out slowly.
I felt awfully sleepy

American English
He went out slow.
He felt awful sleepy

6. In American English shall is unusual: / will be
late this evening; which way should we go?
Modal of form needn’t is also unusual in
American English: We don 't need to hurry.

7. American English normally uses subjunctive
after the verbs demand, insist, order, etc. and
in the construction it’s essential/important/
necessary, etc. I demanded that he apologize,
it'’s essential that he be informed.

8. Collective nouns like government, team, and
family normally take a singular verb in
American English:

The team is playing well.

9. There are some differences in the use of
prepostitions:

British English

in the street

nervous of doing something
chat to

from Monday to Friday

at the weekend

a week on Tuesday

in the circumstances

mad on

to call on neighbors

We weren’t able to catch him up.

He went on a course. ‘
How many were on the course?

American English

on the street

nervous about doing something
chat with

from Monday through Friday
on the weekend

a week from Tuesday

under the circumstances

mad about

to visit neighbors

We weren't able to catch up with him.
He went in a course.

How many were in the course?

Vocabulary and Idioms _}/

In the sphere of vocabulary the difference
between British and American English lies in the
intensity of process. American English is more open
to neologisms. Among the most productive way of
word- formation conversion must be mentioned.
Back formation is also very productive: to bus, to
edit, to laze, to fax etc (Dean , P. Academy of
Foreign Languages, accessed 9/3/2005).
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American English is the language spoken by
the US government officials, network
newscasters, etc. It does not include Canadian

English which falls outside of this definition
of "American English". Canadian pronunciation
is similar to that

in the United States, but spelling more often than
not takes the Commonwealth form. American
English is also used by countries and organizations,
such as Japan, Liberia, and the Organization of
American States, whose use of English is most
influenced by the United States. The US assumption
of a more global role and its development in
economy and technology acquired the language
worldwide significance. According to Leszek
(2000) there are other factors concerned too:

1. Population of the United States (The US
contains nearly four times as many English
speakers as the UK.

2. The leading political and military position of
the US in the world.

3. Wealth of the US economy and its influence.

4. The electronic revolution, in particular
computer technology and the internet.

5. Magnitude of mass media on a worldwide scale.

6. Appeal of American popular culture.

The emergence of the American English
language is the result of a long process of
independent development of the people who
settled in a new place, with the earliest settlers:
the Spanish, the Portuguese, the Dutch and others
to arrange a new way of life. They did not give
new names to old things, but very often they added
new meanings to the old words, and borrowed
new words from their native languages, and this
resulted in having different connotations and
implications from the very word which, denote
the same thing or phenomena for the British and
Americans.

fForeign Language Teaching Journal %
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Phonetic Differences )
As for phonetic differences the following should

be mentioned:

1. [#] is used in American English where in British
English they use [a:] as in plant, grass, half, ask,
command, dance, fast, half, last, can’t, bath etc.

2. [a] is used in American English where they use
{n] in British English, as in body, shot, hot,
college, not, obvious, pot, rock, box, dollar,
stop, top etc.

3. [ai] is used in American English whereas in
British English they use [i) instead: civilization,
specialization, organization, but in some cases
the reverse can be observed.

4. [u] is used in American English instead of [ju]
in British English, as in suit, duty, knew, tuesday,
student.

5. [t] is vocalized (pronounce like d) if it occurs
between two vowel sounds: waiting, writer, or
when preceding a syllabic "1": beetle, little,
kettle, bottle.

6. [t] is lost after "n": twenty, wanted.

7. [r] is pronounced in such positions as father,
dirt, far, ear etc. )

8. Words like fertile, hostile, missile, mobile have
final [ai] in British English, but [3] in American

English.

8. A number of words are stressed on different
syllables.

10. The prefixes anti-and semi- have final [i] in
British English but [ai] in American English.

11. Many polysyllabic words ending in - ory or ary
- have stress on the first or second syllables in
British English, with the penultimate syllables
(last but one) receives secondary stress.

12. As for intonation, comparing to British, American
speak more slowly and with less variety of tone.
American speech is a bit monotonous, American
intonation is more level, lacking the British rises
and falls within sentences.



Those which follow British English and those
which follow American English, and those where
there is a mixture of influence. The United States
and the UK are the two countries whose standard
varieties have held an unchallenged position as
reference models for the teaching of English
throughout the world. It should be remembered that:

American English is destined to be in the next
and succeeding centuries more generally the
language of the world than Latin was in the last,
or French is in the present age. The reason is
obvious, because the increasing population in
America, And their universal connection and
correspondence with all nations force their
language into general use. (Bryson 1990).

Bering-Jensen (2000) addresses the issue of
liveliness of American English: "Sniff though the
British may at the invasion of Americanism, the
fact remains that many lexicographers consider
American English the most important and dynamic
dialect of English. Not only is spoken by more
people than any other variety, in terms of
creativity... it stands universal."

Trudgill .(1992) discusses the issue of
accommodation by the British to American
English as aresult of residence in the US. Although
pop singers today as well as actors commonly use
American pronunciation in words like girl, body,
dance, and better, to name just a few, there are
major differences between American English and
the British English.

PN
Bt

What is American English? i

Let’s see what American English is, how it
developed to better understand why there are
diversities between this language and the British
English.

Colonists brought the English language to the
New World in the 17t century. War of independence
shaped the language, and a strong language began

evolving to meet the urge of declaring American
English separate from mother English (Leszek
Arsoba, 2000). The earliest settlers were Spanish and
Portuguese and the first settlement was James Town,
Virginia, established in 1607. The next group of
Europeans arrived on the Mayflower in 1620. The
pilgrims spoke Shakespearean English or
Elizabethan English, so to speak.

Strevens (1987) indicates three elements for the
divergence of the two varieties. First, change of
British English as a result of social change.
Second, the English used in America developed
its own particular character. Third, the new settlers
had to do business with American inhabitants, so
they had to learn the native's words, which also
aftected English. Undoubtedly when you leave
your country the language you speak evolves
differently than the one of your homeland, and
that's because of lack of contact between the
tongues. Thus the language of settlers evolved into
what we call American English. .

American English is destined to be in the next
and succeeding countries more generally the

' language of the world than Latin was in the last,

or French is in the Present age. The reason is
obvious,because the increasing population in
America, and their universal connection and
correspondence with all nations force their
language into general use. (Bryson quoted in
Kachru).
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remain unaware of. This is particularly true of
those who learn English as a second language and
the fault lies with the teachers. Those with the
British English education do not make their
students aware that there are other forms of
English, and the American-educated teachers
impose American style on their learners of
Americans have problems understanding both
accent and vocabulary in British English,
especially in British movies, plays and TV soap-
operas, while the British are far more aware of
the differences than their American counterparts.
That is why even installing a soft ware on your
computer you have to choose between English and
American language, and now they have created
different spell-checkers and grammar checkers for
"American” and what they call international”
English, which is actually British spelling and
grammar.
TR

English Speakers Population ).

More than a billion people' almost one fourth of
the whole population under the sun either speak in
English or understand the language. They are
" commonly divided into three groups, which together
form the so-called three circles (Cachru, 1992).
According to him the circles are:

1. The inner circle referring to countries where
English is used as a native language: The United States
of America, United Kingdom, Ireland, Canada,
Australia, and NewZealand.

2. The outer circle like former English Colonies,
such as India, Singapore, Malaysia, and South Africa.

3. The expanding circle involving countries
where English is used as a foreign language, or
namely EFL countries. China, Japan, Iran, Greece,

' Poland, are among them.

In Professor Crystal (1997) estimation there
are 320-380 million English speakers in the inner
circle, 150-300 million English speakers in the
outer circle, and 100-1000 million in the

\Foreign Language Teaching Journal - 9
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expanding circle. But there 1s not broad consensus
of opinion on EFL countries. There may be 100
million fluent speakers, but if all levels of
competency are included, the number may reach
to as many as 1000 million. Overall assessment
of Crystal (Global Language, 1997) is that a total
of 670 million people use English "with a native
or native-like command of English". In other
words if reasonable competence is to be
considered the number of English speakers will
amount to 1200-1500 million. Accordingly we
should admit that non-natives outnumber 4-to-1
native speakers of English.

Then there is no room for astonishment when
professor Grucza from Warsaw's Institute of
Linguistics Contends: "Natives say 'this is our
English, and not yours,' I say it is not true." English
is not the language of American or British natives
only, itis the other peoples' too, and we should admit
that the sphere of English is now the entire world;
that is to say this language is to be counted as a
universal language. '

Emergence of American English/ifﬁ
. Although there are varieties of English such
as Africans English, Cameroon English,
Caribbean English, Indian English, Nigerian
English, Philippine English, Singapore English,
and so on and so forth, Kachru (1992) remarks
that the US and UK compete with each other trying
to sell their varieties of English as models for ESL/
EFL teaching. Meanwhile, "American may be
preferred to British by countries wishing to
express their independence from a traditional
British connection; countries too closely
connected by geography or history to the States
have been known to turn toward British for a
change in models and teaching policy for their
English (Brumfit quoted in Kachru).

Therefore there are three groups of countries:
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Abstract

Americans have problems understanding both accent and vocabulary in British English, especially
in British movies, plays TV, and soap-operas, and the British are far more aware of the differences
than their American counter-parts. Besides American and British English there is also what we call
international English. In order to be fair to the learners, it is essential to provide them with some kind
of framework for future learning so that they can use a range of varieties.

Key Words: British English, American English, International English, The inner circle, the outer
| circle, the expanding circle

- Two Nations Divided by the Same djvided by a single language". There are
| Language D considerable divergences between British and

Despite George Bernard Shaw's description of ~ American English in spelling, vocabulary, and
the British and the American are "two nations  pronunciation which many English speakers
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and should be at the right level of difficulty.

EFL teachers' roles in the reading comprehension
classes are a little different from their roles in other
EFL classes. Teachers in reading classes are
coaches, classroom organizers, trouble-shooters,
consultants, personnel managers, catalysts. As
Williams (1986) says,

Teachers must learn to be quiet: all too often,
teachers interfere with and so impede their
learners' reading development by being too
dominant and by talking too much. Although it
can and should be fostered by collaborative
group work, in the final analysis reading is an
individual skill, like swimming or playing the

. piano. It has to be practiced under guidance, with
copious encouragement, and with carefully set
goals, (p. 44).
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According to Williams (1986),

How do we know what our learners are
interested in reading in English? Ask them what
they like reading in their own language, peer over
their shoulders in the library, ask the school
librarian, spend a few minutes in the local
bookshop; then find text in English, of an
appropriate level, on similar topics, (p. 42).

Another way is to use "Language Experience
Approach", this is "the use of stories elicited from
the students themselves" (Bowen, et al., 1983, p.
222). This is actually based on students' real
experiences in their lives.

The second rule is the level of difficulty. After
selecting the material the teacher thinks is
interesting for students, he/she should check the
level of difficulty. According to Bowen et al.
(1985), there are two major methods for checking
the difficulty level of texts:

1. Give the text to the students and ask them to
read it out loud. If 85% of the words are read
correctly, it is at a suitable level.

2. Make a "modified cloze test” out of part of

the text,"and ask students to answer it. If students
get 50% of the score, it is at the appropriate level.
By selecting the suitable materials, the teacher
can use them as supplementary reading materials
in addition to the course book.

[Conclusion |

Becoming familiar with different and various
types of comprehension and question forms,
becoming familiar with important steps in a lesson
plan, and choosing the best reading materials are
the factors that will help EFL teachers do their
best in their reading classes.

Sometimes, reading comprehension questions of
the reading books are not suitable for students' better
understanding of the passage. In this case, teachers
should be creative enough to add some more exercises
or question types to the reading texts. So that they
can help students understand the texts better.

Also EFL teachers should have the ability to
introduce some extra, supplementary materials to
students. Of course, doing this needs concentrating
on and following some important factors and rules,
for example, text should be interesting for students
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teachers:

1. Questions should be used to "help students
interact with the text". They should have the text
in front of them and refer to it while answering
the questions. It should not be a test of memory
skills.

2. Teachers should avoid "tricky” or "cleverly
worded questions”. Here, the goal is helping
students to develop their reading comprehension
skill not testing their intelligence.

3. Teachers should beware of the "death by
comprehension questions syndrome”. Making a
lot of questions out of a short text is neither
motivating nor interesting. Moderation is the best
(Day and Park, 2005).

The previously mentioned comprehension
types and question forms just form one of the
stages of a reading lesson. According to Bowen et
al. (1985), the reading lesson consists of four steps:

1) Introduction: This step includes creating
mental representations based on students’ past
experiences, introducing the new vocabulary
necessary to understand the main points,
stimulating student interest etc.

2) The reading: This can be in the form of silent
reading or listening to the passage read or listening
and following along. Here while-reading
prediction type of comprehension can be used.

3)Comprehension tasks: All six comprehension
type and five question forms should be used in
this step.

4) Review and related exercises: This can be in the

form of homework but there should be some provision
for students to have an exhibition or display of their

Foreign Language Teaching Journal 3
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hard work. Some of these exercises are: asking
students to write another story like the one they read, .
or to write a dialogue between the father and the boy
when the boy came home late at night etc.

Here, extensive reading can be encouraged
because students should be able to read more and
depart from the teacher so that they may develop
"self-confidence" and "a sense of value"
concerning reading. There is also suggestive
evidence that extensive pleasure reading can
contribute to oral/aural competence as well (Cho
and Krashen, 1994, 1995a, 1995b).

According to Bowen et al. (1985),

From early on, appealing reading material at
appropriate levels of difficulty should be made
enticingly available to encourage students to read
on their own without the stricture of pressure from
the teacher. Specific time available during which
students can read if they choose usually helps to
develop the habit, (p. 228). '

A language teacher should be careful to pay
attention to all of these stages, and should also be
creative in implementing them.

Materials for reading

Teachers are responsible for selecting materials
for reading. Sometimes the course book is not
suitable and motivating enough. In this case
teachers can bring some extra supplementary texts
to the classroom.

Two important rules in materials selection are
mentioned by Bowen et al. (1985). The first rule
is student interest and usefulness. Interest is vital,
because it increases motivation which is an
important factor in the development of reading
speed and fluency. But the question is how a
teacher can make sure the material is interesting
for students.



or. Since again there is the chance of guessing, it
is good to accompany them with some forms of
follow-up questions. These forms are good for
literal, reorganization, inference and prediction
types of comprehension. But they are not suitable
for evaluation and personal response types.

For example: Does this text concentrate on
generation gap or intimacy between fathers and
sons? Why?

3) True or false: Here, students should just say
the statement is true or false. Since there is a 50%
chance of guessing it is good to accompany these
forms with some follow-up questions of other
forms. This form can be used for testing all six
types of comprehension.

For example: Is this statement true or false?
The father was angry because the boy came home
late at night.

4) Wh-questions: These are the questions that
start with wh-words: when, why, what, who, how,
etc. They can be used as.follow-ups to other

question forms. They can be used for testing literal,
reorganization, evaluation, personal responses and
prediction types.

For example: What is the name of the boy's
father?

5) Multiple-choice questions: Here there is a
wh-question with four choices to select. It can be
used for testing literal comprehension, prediction
and evaluation.

Fr example: When did the boy come home?

a. 12:00

b. 1:30 am

c. 4:00 am

d. 6:20 am

Of course, these are not all the possible question
forms in reading, some other forms are possible,
for example, fill-in-the-blanks or cloze. But as Day
and Park (2005) mention, it seems that they are
suitable for "assessing"” and not "comprehending",
the types of comprehension. There are some points
which should be taken into account by EFL

24) Foreign Language Teaching Journal
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2) Reorganization: This type of comprehension
1 based on understanding the whole passage. The
students should be able to use this information in
different parts of the passage and combine them
for "additional understanding". Here, students
should go beyond sentence-by-sentence reading
and understanding.

For example: At the beginning of the text the
year the character was born is given and at the
end, the year he dies, then the question is: How
old was he when he died?

3) Inference: This type of comprehension
involves more than literal comprehension. The
answers of inference questions cannot be found

exactly in the passage. Students should combine -

information from the passage and their own
intuitions and knowledge in order to answer
inference questions.

For example: Is the boy rich? How do you
know?

4) Prediction: In this type of comprehension
students should combine their understanding of
the passage, their own knowledge and experiences
in order to predict what will happen next or at the
end of the story.

There are three varieties of prediction: pre-
reading, while-reading, and post-reading. Pre-

‘reading prediction is not a type of comprehension,
it is an activity to understand how much students
know about the topic. The last two ones depend
on the understanding of the passage, too. The only
difference is that is while-reading prediction
students can test their predictions by going to the
next paragraph or next page. In post-reading
students cannot confirm their predictions since no
more information is given.

For example: Do you think the boy will
continue his new job? Why or why not?

(Foreign Language Teaching Journal (52
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5) Evaluation: After finishing the text students
can evaluate it. Their judgment dependes of their
global understanding of the text and their own
knowledge.

For example: How does this story help you
understand the generation gap?

6) Personal response: This type of
comprehension asks readers to respond with their
feelings for and reactions towards the passage.
Again their responses depend on their
understanding of the passage and their own
knowledge.

For example: What do you like or dislike about
this text?

All six types of comprehension are necessary
for an interactive understanding of the text. It
seems that students perform the best in the literal
comprehension because this is the moist frequent
comprehension type in reading classes. By
practicing the other types, students can perform
better on them, too.

Day and Park (2005) also mentioned five forms
of comprehension questions. All five forms can
be used to some extent for all six types of
comprehension.

1) Yes/no questions: These questions just need
a yes or no answer but since there is a 50% chance
of guessing, it is better to accompany these forms
of questions with some follow-up questions with
other forms. This question form can be used for
testing all six comprehension types.

For example: Did you like this passage? Why?

2)Alternative questions: These question forms
are two or more yes/no questions connected with



Reading is an important skill in foreign
language learning. According to Farhady and
Mirhassani (2005, p. iv), "Reading comprehension
is an important skill because most international
communication is performed through satellites and
web sites that require ability to read. Therefore,
in many EFL contexts, policy makers have decided
to give priority to reading skill in their programs”.
Therefore, this skill should not be ignored, and
enough time and energy should be devoted to
developing it.

According to Bowen et al. (1983),

Oral communication is universal among
mankind; people everywhere can and do
communicate by means of mouth and ear. Infants
have a built-in predisposition to learn whatever
language (or languages) they are in a meaningful
way exposed to. Written communication, on the
other hand, is acquired by study after oral
communication is well established. There are
millions of people living in societies that never
had developed the means for written discourse.
...To be illiterate in a literate society is a
tremendous disadvantage (p. 213).

Providing good, suitable, and interesting
materials for reading courses is very important.
The purpose of this article is to help EFL teachers
to select and design good materials for reading
comprehension courses. It does this first by
introducing various types of comprehension and
various forms of questions. Then, it provides the
steps of an ordinary lesson plan. Finally, it helps
EFL teachers in selecting suitable reading
materials for reading classes.

omprehension

orms
In the last several decades, theories and models

of reading have changed, from seeing reading as
primarily receptive processes, from text to reader
to interactive processes between the reader and
the text (Adams, 1990; Eskey and Grabe, 1988;
Perfetti, 1985; Samuels, 1994; Stanovich, 1992;

and Swaffar, 1988). Approaches to the teaching
of foreign language reading have attempted to
show this development through interactive
exercises and tasks. The use of questions 1§ an
integral aspect of such activities. Day and Park
(2005) introduced six types of comprehension of
reading passages and five forms of questions used
to engage students in these six types of
comprehension.

First, the six types of comprehension are
summarized.

1} Literal comprehension: This type of
comprehension refers to an understanding of the
straightforward meaning of the text, such as facts,
vocabulary, dates, times, and locations. Answers
to the questions of literal comprehension can be
found in explicit statements in the text. This is the
most common type of comprehension that
language teachers check. _

For example: What is the name of the boy's
father?

26 Foreign Language Teaching Journal
' ~ F LT




)

Islamic Azad Universi_,ty (Science & Research Branch)

email; mirhas_a@cs.moddares. Ac.IR
Sara Jalali (Ph. D Student)

email:s_jalalil2@yahoo.com
Tarbiat Modarres University

E=
S
o
oL

L
£
=
=

3

L

>

<

=
o
-
P
(7}

v
e

(]

o e 5, adialih g s e e 5 O s o 05 S5 eoh Slen e 51U <O
QJ@GGJ@JLJ@S))&&JAO;U;&_‘}‘ ‘fJ"u:'J"‘f)"‘ .wdgtdiwﬁj)uéﬂbaj.@aw1 cug..l......g_y
(W ;_LSL;a&Jdl)ﬁ]db)ﬁﬁbéd.b\}}@?i}adyl'udl-udl_,:.,b tw;ﬁl)é .deﬁblbb‘..&.nss_p@\”}w
LSG'U])U‘%_;L‘:’}“JJ;G{%JALSUL’l@J"‘)‘@" .lmsdu’.aﬁab\,.lh.ugs_pwbltsajub&l}a cry&q_).: JJ_)‘-:‘L;“
s&}t‘ﬁ‘j\UMﬂlj\uﬂ%Jb tpd ol Lagthe LA.U)'J.J};_.JLQ-‘_’._JLLM LJ;;SJAL&SOL{J'O'D:.{;QJ}.;'IJ| .Jj)l.lfua
g 5 eSO D0 Ol 4 Ol AT O

.L‘).E'I_,;'—u.u_,b aOJJljp'-LgLAQ:A u.".)\”_;...- GLAJ.{J v.g._,.l.h.aus).‘a dy'l ,.b..'LL:.a‘S); ZLbo:,b.L:lS

Abstract

Reading is one of the four skills in language learning. It is a very important skill which should not
be ignored by language teachers.

This article tries to help EFL teachers in selecting and designing appropriate and interesting reading
texts and questions. It does this through introducing various types of comprehension and question
‘forms. It also tries to specify a lesson plan consisting of four steps so that EFL teachers may be able to

plan a good and beneficial reading session. It provides some guidelines for developing reading materials,
too.

Key Words: reading comprehension; types of comprehension; forms of questions; reading materials;
reading lesson.
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learners who are experiencing second language
anxiety. Changing these wrong self-judgments
‘might be helpful in reducing anxiety once evidence
shows that a learner has underestimated his/her
ability to learn a second language. In addition, it
1s crucial to explore methods of providing a non-
threatening and supportive instructional
environment that could lead to a learner's increased
sense of second language self-efficacy. Armold and
Brown (ibid) claim that students can use self-talk
to reduce anxiety by reminding themselves of their
progress, resources available to them, and their
achievable goals. '

Self-efficacy studies also offers significant
implications for curriculum designers. Through
designing a learner-centered language curriculum,
which takes learners' self-efficacy into account in
many ways, they may help language learners
develop positive beliefs of their ability. Regarding
the role of curriculum role in fostering positive
self-beliefs, Amold and Brown (1999) declare:

Participation in the decision-making process
opens up greater possibilities for learners to
develop their whole potential. In addition to the
language content, they also learn responsibility,
negotiating skills, and self-evaluation, all of which
lead to greater self-image and self-awareness

(p- 7). ‘

Reflecting on the value of self-efficacy as
reviewed in the paper, one may come to this
conclusion that foreign language classrooms
should be places where they foster care, respect,
and mutual support. In such a place, a positive self-
. image is enhanced, social relationships are
improved, and learning the foreign language is
inevitable. In such places, as Andres (1999) argues:
"our learners can grow, be beautiful, and unfold
their talents. They can become butterflies. With a

Foreign Language Teaching Journal 7]
F L T'n -‘

gentle flap of their wings, they can tap into reality
of their potential and fly high, very high (p. 100).
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[frequent emotional support and encouragement (p.
35).

In this regard, the role of foreign language
teachers in exploring learners' beliefs about their
abilities as language learners and supporting those
who need to develop their sense of self-efficacy
seems central. They, as Cotterall (1999) asserts,
need to allocate class time and attention to raising
awareness of monitoring and evaluating learners'
beliefs about their abilities. This would allow
teachers to either reinforce or challenge certain
beliefs in their students. She continues:

Providing teachers with a means of identifying
and supporting individual learners who need to
develop their sense of self-efficacy beliefs, before
they engage in learning task, may lead to a crucial
intervention in the language learning experiences
of such learners (p. 509).

Pajares (1997) views teachers as important
persuaders who cultivate learners' beliefs in their
capabilities, while at the same time ensuring that
the envisioned success is attainable by exploring
more efforts. His view is consistent with
Littlewood's (1999) notion that learners should be
encouraged to understand that innate ability does
not determine how much success a person can
achieve, with effort and self-discipline, everyone
can achieve his or her goals, and failure can be
retrieved by making more effort.

Since the literature has proved that learner's self-
efficacy and goal-setting are interrelated, teachers
should guide the unmotivated students to identify
challenging, yet manageable, goals related to their
interests, and encourage them to work towards their
goals. Feeling that they can achieve these goals
will likely result in reducing their anxiety,
increasing self-confidence, and giving them a sense

of success and achievement. To Kondo (1999),
"in order to encourage students to develop specific
short-term goals, the program goals should be
consistent with the students’ learning needs and
interests " (p. 86). Learners, who due to their past
failures have learnt not to try, should be thought
to formulate realistic goals which are within their
grasp so that success in achieving them will bring
the greater self-confidence.

Oxford and Shearin (1994) point out that
extrinsic rewards provided by teachers may be
beneficial, but teachers can also urge students to
develop their own intrinsic rewards through self-
talk and guided self-evaluations. They, then,
suggest that teachers can encourage self-efficacy
" by providing meaningful tasks at which students
can succeed and over which students can have a
feeling of control..., and by giving students a
degree of choice in classroom activities (p. 21).

Positive self-talk as an affective strategy for
increasing self-efficacy was also suggested by
Barnhardt (1997) who defined the term as
"making positive statements like 'Ican do this' to -
help oneself get through challenging tasks" (p.
4). This strategy may increase students'
motivation to continue working at a different task
rather than giving up because they feel that
success is not within their abilities. A relevant
view comes from Arnold and Brown (1999, p.17)
who argue that learners can be thought to tell
themselves 'I did that well’, 'I can learn this', or 'I
can do better next time' in order to reinforce their
beliefs about their capacity to learn.

Considering the existing relationship between
self-efficacy and anxiety, another principal
implication for foreign language teachers

becomes clear: self-efficacy beliefs of second

language competence should be identified for
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the students had a high level of self-efficacy
(80%), and among them half preferred student-
centered learning methods. This implies that
teachers should have a good start towards
implementing a student-centered learning
methodology in foreign language classrooms.

Ergul (2004) conducted a study on the
relationship between students' characteristics and
their academic achievement in distance education
and it's application on the students of Anadolu
university. According to the results of this study,
it appears that the students with higher self-
efficacy beliefs of distance education, which is one
of the variables motivating students, have higher
academic achievement. He continued that a
combination of cognitive style, personality
characteristics and self-expectations is asserted to
be able to predict the achievement in distance
education. ’

Pedagogical mplications

— e

=Pl findings of the relevant literature justifies

B
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the significant role of positive self-efficacy as one
of the major contributors to second or foreign
language success. Consequently, the notion of self-
efficacy, its' origins and effects, as well as the
strategies for developing high and positive self-
beliefs should be given due attention in any
educational programs, including foreign language
learning. Pajares (1997) asserts that research on
achievement, on why students achieve or fail to
achieve, on why they do things they do in school
naturally must focus, at least in great part, on
students’ self-efficacy beliefs.

Pajares (ibid) suggested that the ordinary
practices of schooling must be reexamined with a
view to the contributions they make to students'
sense of self-efficacy:

We can aid our students by helping them
develop the habit of excellence in schooling, while
at the same time nurturing the self-beliefs
necessary to maintain that excellence throughout
their adult lives. This will require not only frequent
intellectual challenge and stimulation, but also



words, our perceptions of efficacy help determine
how we think, feel, and behave (p. 396).

The relevant literature indicates that with high
self-efficacy comes improved academic
achievement and performance. Pajares (1997)
observed that the acquisition of new skills and the
performance of previously learned skills have been
related to efficacy beliefs at a level not found in

-any of the other expectancy constructs. Wen and
Johnson (1997) also stressed that self-efficacy is
crucial when starting and continuing the formal
study in a foreign language. They also suggested
that students who believe they are capable of
performing academic tasks use more cognitive and
metacognitive strategies and persist longer than

- those who do not.

Based on her study on the key variables in
language learning, Cotterall (1999) considers self-
efficacy as a crucial key variable in success of
language learners when she says:

Attention could also be paid to learners' beliefs
about their ability as language learners, along
with other aspects of their self-efficacy and self-
esteem. Teachers need to explore learners’ beliefs
about their ability as language learners and take
actions where they discover that learners lack
confidence (pp. 510-511).

Pintrich & Schunk (1996) investigated the role
of self-efficacy construct in Math and English
achievements. The subjects in his study were given
self-report measures of self-perceptions of ability
and expectancy for success in Math and English
at the beginning of one school year and at the end
of that same year. At the same time, the researcher
also collected data on the students' actual
achievement on standardized tests and course
grades. The study showed that learners’ self-

perception of ability and their expectancies for
success are the strongest predicators of subsequent
grades both in Math and English.

Mills (2004) studied the self-efficacy of
College Intermediate French Students in relation
to motivation, achievement, and proficiency. The
learners' self-efficacy proved to make a positive
and great contribution to the prediction of their
French achievement, and proficiency grades and
their motivation.

Many studies in second language acquisition
have identified an association between self-
efficacy and language anxiety. Cheng (2001),
following Bandura's (1986) claim that self-
efficacy could be a source of second language
anxiety, investigated the relationships among
language learning self-efficacy, beliefs in
giftedness for language learning, and language
anxiety. The results revealed that students' level
of anxiety about English class was positively and
moderately correlated with their belief in the
notion of giftedness, but was negatively and
strongly correlated with their English self-efficacy.
In other words, students who had higher levels of
second or foreign language class anxiety tended
to believe more strongly that the ability to learn a
second language well is a gift and to have lower
self-assessments of their second language ability.
A negative and moderate correlation was also
found between English self-efficacy and belief in
giftedness. That is to say, students with less
confidence in their second language competence
tended to have a stronger belief in giftedness.

Edmond (2005), using a Likert-type scale,
measured self-efficacy and the preferred leérning
styles in terms of student-centered or teacher-
centered activities, which is another subject of
studies on self-efficacy. The data indicated that
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who explain their poor performance as a lack of
effort demonstrate higher self-efficacy than those
who explain it as low ability. Students who have
not done well, but believe that all they must do to
succeed is work harder, may still be very confident
about their skills.

Learners' self-efficacy is also associated with
the goals they set for learning the language. That
is, learners with high self-efficacy set higher goals
and higher personal standards. The amount of
effort, persistence, or attention exerted to reach a
specific goal is also influenced by a perceived
probability of the attainability of the outcome
(Tremblay and Gardner, 1995, p. 507).

Bandura's (1997, in Baron, 2004)) key
contention as regards the role of self-efficacy
beliefs in human functioning is that " people's level
of motivation, affective states, and actions are
based more on what they believe than on what is
objectively true" (p.2). Self-efficacy beliefs
provide the foundation for human motivation,
well-being, and personal accomplishment. This is
because unless people believe that their actions
can produce the outcomes they desire, they have
little incentive to act or to persevere in the face of
difficulties.

Bandura (ibid) successfully showed that people
of differing self- efficacy perceive the world in a
fundamentally different way. People with a high
self- efficacy are generally of the opinion that they
are in control of their own lives; that their own
actions and decisions shape their lives. On the
other hand, people with low self- efficacy see their
lives as somewhat out of their hands.

How self-beliefs affect behavior is described

by Bandura (1986) as follows: First, they influence
choice of behavior. Individuals are likely to engage

{Foreign Language Teaching Journal o
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in tasks in which they feel competent and confident
and avoid those in which they do not. He wrote
that "our assessment of our own capabilities is
basically responsible for the outcomes we expect
and for the knowledge and skills we seek and
acquire. Hence, self-efficacy is a more powerful
determiner of the choices that individuals make"
(p. 394).

Second, self-beliefs help determine how much
effort people will expend on an activity and how
long they will persevere. Low self-efficacy in a
student, for example, creates a self-doubt that may
keep him away from trying. So the higher the sense
of efficacy, the greater effort, expenditure, and
persistence. ’

The third way that self-beliefs influence human
agency is by affecting an individual's thought
patterns and emotional reactions. People with low
efficacy, for example may think that things are
tougher than they really are. This belief may foster
stress and may make them attribute failure in
difficult tasks to deficient ability rather than to
insufficient effort. In this regard, Pajares (2002)
asserts: "the perseverance associated with high
self-efficacy is likely to lead to increased
performance, which, in turn, raises one's sense of
efficacy and spirit, whereas the giving-in
associated with low self-efficacy helps ensure the
very failure that further lowers confidence and
morale"(p.7).

The last way self-efficacy influence behavior
is by recognizing humans as producers rather than
simply foretellers of behavior. In this regard,
Bandura (1986) states:

...Self-confidence breeds success which in turn
breeds more challenging performance; self-doubt
breeds hesitancy, defeat, and failure to try. In other



in developing learners’ positive self-beliefs,
Pajares (1997) states:

I recall one discussion with a doctoral student
who was struggling with a portion of her
dissertation. At a particularly difficult juncture she
said to me, "' You know, professor, I've come to the
realization that although it is important for me to
believe that I can do this, it seems equally
important for me to believe that you believe I can
do this (p. 19).

The above example is in line with Dornyei and
Otto's (1998) suggestion that learners do not exist
in isolation and there are certain external figures
such as parents, peer groups, and teachers who
can exert positive or negative impact on the
development of learners’ self-beliefs, including
self-efficacy beliefs.

As an outcome of his research, Andres (1999)
posited that individuals' self-beliefs greatly depend
on the positive or negative experiences that they
have in their environment, and on how they are
viewed by the significant others,i.e., the people the
learner sees as worthy such as their teachers . They
act like mirrors through which learners see and
judge their images. If the image is positive, the
students will feel worthy of love and value, while
receiving negative responses will make them
believe that they are rejected, unwanted and
unloved, and their behavior will accordingly be
affected.

The final source upon which self-efficacy
beliefs are based are physiological factors such as’
stress, arousal, fear reactions, fatigue, and pains
while performing a behavior. Strong emotional
reactions to task provide cues about the anticipated
success or failure of the outcome. Sweaty hands
or a dry mouth are often interpreted as signs of

nervousness. Students may feel that such signs
indicate they are not capable of succeeding at a
particular task. Conversely, students may be aware
of feeling relaxed before confronting a new
situation and develop a higher sense of efficacy
toward the task they face.

How se1f—efficacy bellefs affect leamers"
behavier —— ~

Chamot (1993), identifying some of the major
academic needs of the students who want to learn
English, reports that one of the basic needs of
language learners is having high self-efficacy.
Students confident in their academic skills expect
high marks on related exams and papers.
Conversely, students who doubt their academic
ability see a low grade on their paper even before
they begin their exam. Throughout her article,
Bambardt (1997) describes the features of self-
efficacious learners as follows:

Self-efficacious learners feel confident about
solving a problem because they have developed
an approach to problem solving that has worked -
in the past. The attribute their success mainly to
their own efforts and strategies, believe that their
own abilities will improve as they learn more, and
recognize that errors are part of learning. Students
with low self-efficacy, believing themselves to have
inherent low ability, choose less demanding tasks
and do not try hard because they believe that any
effort will reveal their own lack of ability (p.3).

What is implied in Bamhardt 's statement is the
point that ability attributions are associated with
self-efficacy . Bandura (1986) asserts: "an
attribution of success to ability is associated with
high self-efficacy, while an attribution of failure
to lack of ability is associated with low self-
efficacy” (p. 308). He continues that a pattern often
exists for students who do not do well: Students
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self-efficacy is specific to the task being attempted.
This view is consistent with that of Scholz and
Schwarzer (2000) who see self-efficacy as being
domain-specific, that is, one can have more or less
firm self-beliefs in different domains or particular
situations of functioning. But some researchers
believe that self-efficacy refers to a global
confidence in one's coping ability across a wide
range of demanding or novel situations. General
self-efficacy aims at a broad and stable sense of
personal competence to deal effectively with a
variety of stressful situations.

Putting together all the definitions given by
different scholars for self-efficacy and it's
theoretical construct, one may come to this
conclusion that self-efficacy is a matter of "I can”
or "I cannot” belief on part of the learners which,
as White ( 1999 ) supports "is instrumental in
defining tasks and play a critical role in defining
behavior” ( p. 443 ). To quote Bandura (1986 ):

Students' difficulties in many academic skills
are often directly related to their beliefs that they
can not learn-when such things are not objectively
true . In fact, many students have difficulty in
school not because they are incapable of
performing successfully, but because they are
incapable of believing that they can perform
successfully, that they have learned to see
themselves as incapable of handling academic
skills (p. 390).

Bandura (1986) explores four sources from
which the efficacy beliefs are developed: Mastery
experience, vicarious experience, persuasions, and
physiological states. To him, the most influential
source of self-efficacy beliefs is mastery
experience which refers to "the interpreted result
of purposive performance” (p.393). Simply put,
success raises self-efficacy and failure lowers it.
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He emphasizes that students who perform well on
English tests and earn high grades in English
classes are likely to develop a strong sense of
confidence in their English capabilities. On the
other hand, low test results and poor grades
generally weaken students’ confidence in their
capabilities. Mastery experience is renamed by
Crozier (1997) as "direct experience” when he
says: "We come to know what kinds of
consequences follow from our actions” (p. 167).
In this view, students bring a wide variety of past
experiences with them when they enter your
classroom. Some of those experiences have been
positive, others have not. How students interpret
their past successes and failures can have a
dramatic impact on their self-efficacy.

Vicarious experience is the second source of
efficacy information. Bandura defines it as "if he
can do it, so can 1" method of developing a self-
belief, In other words, "the consequences of other
peoples’ actions can be just a informative as our
own actions” (Crozier, ibid). In other word, when
a student sees another student accomplish a task,
he makes judgments about his own capabilities.
According to Siegle (2000), the more students
relate to the model being observed, the more likely
the model's performance will have an impact on
them.

The world in which we live is supposed to be
the third source of information: People create and
develop self-efficacy beliefs as a result of the
verbal persuasion they receive from others. What
other people tell us and from what we read or see
on TV, we develop certain self-beliefs (Crozier,
1997). In this view, persuaders can play a
significant role in the development of an individual ‘s
self-beliefs. This stresses the role of teachers as
persuaders who can cultivate EFL learners’ beliefs
in their capabilities. Regarding the role of teachers



interpreting his behavior, on initiating or guiding
behavior based on it's perceived consequences. In
other words, People's behavior is regulated in
terms of the expectations they develop about
themselves, their environment, and the result of
their actions (Crozier, 1997).

To Schunk (1991, in Pajares, 1997), academic
self-efficacy is one's perceived capability to
perform given academic tasks at desired levels .
The concept of self-efficacy is recognized by
Oxford & Shearin (1995) as "a broadened view
of expectancy which is drawn from social
cognition theory” (p.21). They define the term as
"one's judgment of how well one can execute
courses of action required to deal with prospective
situations” (ibid). . A

In his proposed model of the theoretical
construct of language learning beliefs, Yang (1999)
introduces self-efficacy as a motivational
construct. He claims beliefs are composed of two
main dimenstons: metacognitive dimension which
refers to learners' metacognitive knowledge or
beliefs about second language learning, and

motivational dimension which incorporates
learners' attitudes or emotional reactions to second
language learning, and learners' self-efficacy
beliefs, i.e., their beliefs about their ability to learn
a second language and their expectations about
the result of the learning task.

Baron (2004) introduces three types of self
efficacy: self-regulatory self-efficacy (ability to
resist peer pressure, avoid high-risk activities),
social self-efficacy (ability to form and maintain
relationships, be assertive, engage in leisure time
activities), and academic self-efficacy, which is
the concern of the present paper, (ability to do -
course work, regulate learning activities, meet
expectations).

As Siegle (2000) indicates, self-efficacy
reflects how confident students are about
performing specific tasks. In other words, high
self-efficacy in one area may not be matched high
self-efficacy in another area. For example, high
self-efficacy in mathematics does not necessarily
accompany high self efficacy in spelling. Thus
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Albert Bandura first began publishing his work
on social learning theory (SLT) in the early 1960s .
To provide a better description of the theory and
to make himself more distant from the mechanistic
view of behaviorists, he renamed it as Social
Cognitive Theory (SCT) in his book "Social
Foundations of Thought and Action: A Social
Cognitive Theory". Bandura's SCT emphasizes on
cognitive variables. His theory places a heavy
focus on how human beings operate cognitively
on their social experiences and how these
cognitions then affect their behavior (Pajares,
2002).

According to social cognitive theory, learners
are proactively engaged in their own development
and can make things happen by their actions. The
key to this theory is the fact that among other
personal factors, individuals possess self-beliefs
that enable them to exercise a measure of control
over their thoughts, feelings, and actions, that
"what people think, believe, and feel affects how
they behave" (Bandura, 1986, p. 25). Bandura
provided a view of human behavior in which the
beliefs that people have about themselves are
critical elements in the exercise of control and
personal agency. This was the point at which
learners' self-efticacy emerged as a crucial variable
determining their success in EFL leamning (Brown,
1998).

While there 1s ample reason to view self-
efficacy as a powerful variable predicting EFL
learners' performance, it has apparently received
the least attention as compared with -other
cognitive and affective variables. In fact the
concept of self-efficacy in relation to language
achievement is still new and there has been little
research in the area in comparison to the work
done in other areas (Pajares, 1997). The present

article attempts to shed some light on the concept’

of self-efficacy, it's sources, the features of high
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and low self-efficacious learners, the significance
of studying self-efficacy, and the impacts it makes
on learners' behavior in general and foreign
language learning in particular, as presented in the
relevant literature. Finally some pedagogical
implications will be provided for those involved
in educational programs.

If people have high positive self-efficacy about
learning a second language, then they have the
power and abilities to reach this goal. On the other
hand, people with low self-efficacy feel that they
do not have the power and abilities to learn a
language, thus admitting failure from the start.

(Barnhardt, 1997)

Nearly two decades of research has revealed
that self-beliefs are strong predicators of academic
achievements so that a new wave of educational
psychologists are calling for attention to students'
self-beliefs related-to their academic pursuits
(Pajares, 1997). Of all the beliefs, self-efficacy
belief seems to have the most influential power in
human agency and helps explain why people's
behaviors differ widely when they'have similar
knowledge and skills (Bandura, 1986, p. 397).

According to Bandura (ibid), self-efficacy
refers to "peoples’ judgments of their capability
to recognize and execute courses of actions
required to attain designated types of performance
"(p.391). To him, self-efficacy is a type of self-
reflective thought that affects one's behavior. He
states that people develop expectations about their
own abilities and characteristics that subsequently
regulate their behavior by determining what a
person tries to achieve and how much effort they
will put into their performance. He proposes that
there must be some internal processes within the
individual which acts heavily on perceiving and



Abstract

- Two decades have now passed since Bandura (1986) introduced the concept of self-efficacy within
the social cognitive theory of human behavior. He defined it as people's judgments of their capabilities
to organize and execute courses of action required to attain designated types of performances. Much
empirical evidence now supports the idea that self-efficacy touches almost every aspect of people's
lives including foreign language learning; However, it has apparently received the least attention as
compared with other cognitive and affective issues. The present article attempts to shed some light on
the concept of seli-efficacy, the role it can play in foreign language learning, and pedagogical
implications it may have for foreign language teachers.

Key Words: self-belief, self-efficacy, social cognitive theory, behavior, foreign language learning.

Introduction o
"‘\Self-éffica'cy & Social Cognitive Theory

The questidns of why some students succeed
in learning a foreign/ second language while others
fail, what language attainment is related to, why
some learners rate higher in foreign language
achievement than others, and what makes some
learners more eager to learn a foreign language
than others have prompted much of the theorizing
and research done in the field of foreign language
learning. Psychological theories have always had
a direct influence on education so that many
learning theories have their origins in the
disciplines of psychology; Consequently,
educational scholars have been drawing on the
psychologists' views on the nature of learning in
general and language learning in particular to
account for the variances in learners' language
attainment.

From 1910s through 1950s, behavior-oriented
psychologists such as Watson, Pavlov, and Skinner
dominated much of the theories in psychology and
directed attention to observable stimuli and
responses so that the inner resources of the
individuals were labeled as beyond the scope of
scientific studies. In the mind of the behaviorists,
persons are nothing more than simple mediators

between behavior and the environment (Skinner,
1993, p.428, in Naik, 1997). The approach was
an extremely mechanistic one to understanding
human behavior. It asserted that human nature
could be fully understood by the laws inherent in
the natural environment (Brown, 1998). Thus,
according to'behaviorists what makes the learners'
language achievement different is nothing more
than the environment in which they grow up.

Since the time, the stimulus-response pathway
has been a point of debate among the theorists.
They have been trying to find out whether there
exists some mediating factor between stimulus and
response that controls behavior. Social Learning
Theory (SLT) was a theory stemmed from the
debate among behaviorists on the possible
rhediating variables regulating human behavior.
While strict behaviorism represents human
behavior as a simple reaction to external stimuli
and explains human behavior only in terms of
environmental factors, the SLT incorporates the
cognitive process into the behaviorists' approach
to learning (Crozier, 1997). The theory asserts that
there is a mediator (human cognition) between
stimulus and response, representing individual's
control over behavioral responses to stimuli.
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exclusively in their students’ preferred modes, the
students may not dévelop the mental dexterity they
need to reach their potential for achievement in
school and as professionals. An objective of
education should thus be to help learners build
their skills in both their preferred and less preferred
modes of learning. The goal is to make sure that
the learning needs of learners in each category are
met at least part of the time. This can definitely
prove to be beneficial regarding the outcome of
education and the learners' perfomance.
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and reading tests. Also, the data of the study showed
that although the level of sensing style did not make
any significant difference in regards with the writing
skill. Thus it was concluded that more sensing
learners proved more proficient in the writing test.

The study also clarified the fact that the socio-
psychological factors i.e. self-esteem, anxiety, and
risk-taking had no effect on the total proficiency
score of the [ELTS candidates. But the data also
revealed that more confident participants scored
better on the listening and reading skills. Also the
age of the candidates seems to have a role in their
total performance on the IELTS and also its
different skills and that the older the participants,
the more the self-esteem and anxiety they had.
Besides, they had fewer tendencies for taking
risks. Of course the fact that all participants had
been from the educated class was most probably
a defining factor here.

Drawing on language learning styles is the
learners’ way of dealing with the requirements of
foreign language learning (Strong 2001).
Language learning styles are usually neglected in
language textbooks. A series of teaching tasks can
be incorporated into the teaching methodology to
facilitate the development of these styles and to
foster strategic competence. The integration of
styles into regular language instruction is founded
on two premises: the use of strategies in language
learning and the possibility of training learners to
adopt new, more effective strategies and styles
through consciousness rising. Despite the
significance of language learning styles, teachers
are usually unaware of their importance. To
become aware of them, however, affects desired

-learning outcomes by revealing the possible
mismatch between teachers’ and learners' styles.
Input may not turn to intake partly as a-result of
the neglect of learning styles. to remedy such a
condition, teaching strategies and styles, should
not be viewed as a source of creating learning
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activeities. On the contrary, teaching should be
envisaged as a process of utilizing and adapting
to strategy use by learners as the agents of learning.
In addition, such awareness provides teachers with
insights into the process of language learning from
the vantage-point of learning styles and strategies.
As a result, teachers can gain great benefit. First,
they can develop a more reflective approach to
their own teaching, and second, they can help
learners gain more control over their language
learning process, thus promoting learner
performance and autonomy. Information gained
about the learners' learning styles can be
complemented by similar information of teachers'
learning styles since it appears that the instruction
of teachers is tended to be on the basis of their
learning styles. The way learming has worked for
teachers and the way they believe that learning
takes place, probably act as filters on the ways
teachers decide to teach- it also makes it rather
difficult to consider alternative approaches. So if
instructors compare their own styles and strategies
with that of the learners, they may possibly spot
possible mismatches and maybe do something to
counterbalance their biases.

The scope of the development of teaching
materials and their flexibility in terms of providing
alternative approaches can be broadened by
investigating the learners’ styles. However, this
does not mean that learners or teachers are
prisoners, so to say, of their selves. Luckily, people
can and do change, and perhaps one of the most
gratifying aspects of education is the fact that
change in people can be witnessed. Perhaps some
measures can be taken to promote this change, by
helping people to discover their own route to
learning. If instructors teach exclusively in a
manner that favors their students' less preferred
learning style modes, the students’ discomfort level
may be great enough to interfere with their
learning. On the other hand, if instructors teach



Table 2. The Pearson Preduct correlation
Pearson Correlations

age | Seif |[Anxiety | Risk. [1ELTS | Listening | Reading | Writing | Speaking
esieem taking totat
age 1 093 o194 | 2eme | 233 | w2sse | c22am e | Laser
. 140 002 600 | o000 | ooo | o000 | o2 030
Self-esteem | 093 1 ez | 033 | n1a | 459 | aza | 055 048
140 } 000 s04 | oo | onu 848 | LRI 445
Anxicty 194~ | 624 1 098 | 023 | 019 | -028 | -024 | -065
o02 | .000 ) e | ns | s 662 | 708 300
Risk-taking | -298~ | .033 | -098 1 040 | 073 o8 | -051 024
000 | 604 19 . 522 | 246 770 | .18 705
[ELTStotad | -233~ | 114 | -023 | 040 | 254 | 254 | 254~ | 254~ | 254
000 | 069 | s 522 . 000 000 | ooo | 000
Listening | -2557 | 459 | -o19 | 073 | mer 1 679~ | oo8” | s14-
000 | on 765 246 | 000 ] o0 | 600 000
Reading 2z | aze | ooz | R | a2 | Jstem 1 546" | 51~
000 | 048 | 662 770 | ooo | .00 } 000 000
Writing 139 | 0ss | -02a | -051 | 797 | s0s~ | s | 1 614%
027 |381.708| 418 000 | ooo | 000 000 ) 000
Speaking | -136" | 048 | -065 | 024 | 792~ | s1a~ | 511 | 14" 1
030 | 445 | 300 705 | go0 | 000 000 | .boo

*2, Correlation is significant at the 0.01 level (2-iailed),
&, Correlation is significant &t che: 0,05 leve! (2-tailed).
were all used to reading original materials in their
respected fields of study. All and all, the candidates
most feared modules were the listening and the
speaking modules according to the interviews in
spite of the fact that the data revealed that the
speaking module had paid off. The study also
revealed some interesting factors in regards with
the Iranian educated class. It seems that Iraninan
educated class has a very high level of self-esteem.
The interviews also confirmed that most candidates
were so sure of themselves even in regards with
their test results. The majority of the candidates
were rather anxious than calm and also more
cauttous than risk-taking. The interesting point is
that according to the interviews most participants
had come to the conclusion that it is more secure
not to take risks even if it is against their nature.
Also, risk-takers were mostly younger candidates
and the older the candidate, the less the level of
risk-taking. Through the interviews the participants
confessed that they have learnt from life experience
to be careful about taking risks.
Regarding the learning styles, the qtudy
revealed that the major learning style detected in
the participants was the thinking characteristic

which leads to the fact that most partlclpants
instinctively searched for facts and logic in a
decision situation, focused on tasks and the work
to be accomplished, were easily able to provide
an objective and critical analysis, and accepted
conflict as a natural, normal part of relationships
with people. The characteristic which was of minor
existence between the subjects was intuitiveness.
Intuitive people mentally live in the future, they
use imagination and create and invent new
possibilities in an automatic-instinctual manner,
their memory recall emphasizes patterns, contexts
and connections, and they improvise from
theoretical understanding and are comfortable with
ambiguous data and with guessing its meaning,
In addition to the above mentioned it was revealed
that the only learning styles that were significantly
influential on the performance of the test takers
were intuitive and sensing characteristics. It was
demonstrated according to the study that the level
of intuitiveness caused a significant difference in
the performance of the subjects in regards with
the skills of listening and reading.

Therefore, it seems that more intuitive learners
are more successful when it comes to the listening
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Table 1. The data of the ANOVAs

F sig F sig sig F sig F sig
(IELTS (IELTS (IELTS (ELTS (IELTS
total} listening) reading) writing) speaking)

Extrovert 2.92 0.05 1.02 0.15 2.34 0.09 .00 0.05 0.50 0.60
Introvert 1.73 .18 1.94 0.15 1.41 0.32 1.48 0.23 0.13 0.87
Inwitive | 2.86 0.64 3.19 0.04 4.77 0.01 1.77 0.17 2.08 0.13
Thinking 0.21 0.81 0.03 0.96 0.63 0.53 0.21 0.80 0.68 0.50
Feeling 2.05 0.13 0.66 0.51 0.82 044 2.64 0.07 3.08 0.05
Perceiving 1.16 0.31 1.55 0.21 0.50 0.60 0.1 0.89 1.57 0.21
Judging 0.03 096 0.24 0.78 0.36 0.69 0.07 0.92 0.37 0.68

According to the parametric one way ANOVAS
conducted, the data of the extrovert subjects
showed that the f-rations obtained are not
signiticant at 0.05 level of significance. Therefore,
being an extrovert seems not to be significantly
affecting the performance of the participants. The
data of the introverts revealed that the f-ratios
obtained are not significant at a 0.05 level of
significance. Thus, it seems that being an introvert
does not necessarily change performance
singnificantly. According to the data, there was no
significant difference between the means of infuitive
participants and their total score of [ELTS. However
the data showed that the difference between the
means of the intuitive participants and their
performance on the IELTS listening was significant
(F=0.04)(p<=0.05). A post hoc Tukey analysis
showed that the difference was apparent between
the group that had scored 0.48 and the one that had
scored (.60 on the scale of intuitiveness.

The data demonstrated no significantdifference
between neither the thinking nor the feeling
subjects in regards with their performance on
IELTS. The data also showed that there was no
significant difference between the means of neither
the perceiving nor the judging participants and
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their performance on IELTS.

The data of the correlational analysis revealed
that there were no significant correlations between
self-esteem, anxiety, and risk-taking and the total
score of IELTS. However there was a significant
correlation between self-esteem and [ELTS
listening (r=0.145) and IELTS reading score
(r=0.124). The data are presented in table 2.

The results also indicated that at a 0.05 level
of significance there was a significant negative

_correlation between age and anxiety (r=-0.194),

risk-taking (r=-0.298), TELTS total score (r=-
0.233), listening score (r=-0.255), reading score
(r=-0.224), writing score (r=-0.139), and speaking
score (r=-0.136). The correlations also revealed
the fact that there was a negative correlation
between self-esieem and anxiety (r=-0.6f25).

Conclusiens-and lmplications ——»—=
In regards with the performance on the IELTS, the
study revealed that the most arduous part had been
the listening skill which was been confirmed through
the personal interviews with each participant .
Considering the fact that all participants were
university graduates or post graduates, they felt
more comfortable with the reading skill since they



questionnaire, Cronbach's (1951) coefficient alpha
was used in the research study. The reliability of
the questionnaires turned out to be 0.96, 0.88, and
0.79 respectively.

The IELTS ,

The researchers had access only to commercial
versions of IELTS, not the actual standard
versions. Also, the rating procedures of the exam
are only known to official centers for test
administration for confidentiality reasons.
Moreover, there were no facilities to guarantee a
standard authorized administration of the test by
the researchers. Considering the above mentioned
facts, the researchers contacted the Validation
officer at Research and Validation Department,
University of Cambridge ESOL Examinations and
was granted the permission to administer the
questionnaires to the candidates of the actual

"IELTS exam at each exam session and make the
further necessary contacts in order to access the
exam results. 254 participants who took partin an
official IELTS exam received the finalized version
of the MBTI directly after the [ELTS exam. They
were asked to bring the filled out questionnaire
on the day of their speaking test.

The interviews

The researchers contacted the subjects to interview
them on their IELTS results. Also, their opinions of
the test as a whole and its different moduled were
discussed along with the faimess issues. The subjects
were asked to share their views about the difficulty of
the exam on the whole and its different modules. They
also provided the researchers with their ideas regarding
their preferences and their test results.

Furthermore, the researcher would share some
.information about the research and its implications
during the interview.

Results and Discussionr === g=-==—a
The descriptive data of the "IELTS" (M=5.93,

SD=0.81) indicated that females comprised 29.9
percent and males comprised 70.1 percent. The
mean age of the candidates was 30. Participants
scored from 3.5 to 8.5 in their total band score, from
2 10 9 in their listening skill, from 1 to 8.5 in their
reading skill, from 2 to 8 in their writing skill, and
from 3 to 9 in their speaking skill. On a scale of 1-
9, the minimum a candidate gained was 3.5 and the
maximum was 8.5 which was only gained by one
candidate. The maximum mean score obtained by
the participants was 6.15 which belonged to the
speaking skill followed by writing, reading, and
listening skills. This exactly supports the results of
the interviews the researchers had with each
candidate. Through the interviews with the
participants, 72 percent believed that the listening
module had been the most arduous part of the exam.

The descriptive statistics of the MBTI indicated
that 84.6 percent of the participants were highly
self-esteemed in comparison to the 15.4 percent
with a sense of inferiority, 54.7 percent had a high
level of anxiety and 45.3 percent were calm and
not anxious. Also, 29.1 percent were risk-takers
compared to the 70.9 percent of the participants
who did not take risks. 65 percent of the
participants were extroverts in comparison to the
35 percent who were introverts, 28.5 percent were
intuitive characters while 71.3 percent were
sensing characters., Also, the data showed that 67.3
percent of the subjects were perceiving compared
with the judging characters who comprised 32.7
percent. 68.9 percent were thinking characters
while the remaining 31.1 were feeling characters.
In regards with the learning styles the majority of
participants i.e. 29.1 percent were extrovert,
sensing, thinking, judging (ESTJ) and only 2.4
percent of the participants were extrovert,
intuitive, feeling, judging (ENFJ).

The results of the parametric one way ANOVAS
Which were conducted are presented in Tablel.

[44) Foreign Language Teaching Journal,
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and the learning styles of most of the learners have
several serious consequences. Learners who
experience them may feel as though they are being
addressed in an unfamiliar way. They tend to show
poor performance and get lower results on tests and
are less likely to develop a positive attitude towards
their learning. Skehan (1991) characterizes this as
typical of the kind of individual difference research
in language learning which is "to study individuals
through constant categories that apply to everyone".
As Cronbach (1989) maintains: “The explanation
of a test performance depends on the respondent’s
process or style. Therefore, no one explanation for
a test score is adequate. We will have to accepr the
viability of alternative explanations, and then will
need to explain why the person uses one process
rather than another” (293)p .

Based on the above mentioned issues the
following questions were of concern in this study:
1. Is there any significant relationship between

introvert/extrovert, intuitive/sensing, thinking/

feeling, perceiving/judging test takers and their

English proficiency?

2. Is there any significant relationship between the
level of anxiety, self-esteem, ‘and risk-taking
and performance on an English proficiency test?

The participants who participated in this study
were 284 university graduates with different
educational backgrounds and degrees. They took
part in different phases of the study.

Instrumentation

The instruments of this research are
sequentially introduced according to the pertinent
phase of the study in which they were utilized. In
order to assess the proficiency of the subjects, the
test of IELTS was chosen as one of the most
sophisticated and most used means of proficency

‘ Foreign Language Teaching Journal
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assessment around the world. Questionnaires were
the main instruments used in order to elicit
information regarding learning styles and socio-
psychological characteristics of the subjects. The
questionnaires used in the study were the MBTI
or the Myers Briggs Type Indicator, which has
evolved and been perfected through continual
research and development of ever more accurate
questions, over the sixty years from its inception
(Jensen, 1987) (Myers & McCaulley, 1985).

Through phone interviews the subjects’ results
on IELTS test and their opinions regarding the exam
were gathered and discussed. The length of the
interview, ranging from 10 to |5 minutes, depended
on each subject's willingness to share information
and views regarding the IELTS test in general and
the results and fairness issues in particular.

£ 00 LU0 (L) U T et
The Pilot Study

In order to conduct a participating type pretest,
the preliminary questionnaire, i.e. the MBTI was
administered to a number of 30 subjects who had
already taken part in an IELTS exam. The subjects
were asked to answer the MBTI questions and
during an interview they provided the researcher
with their opinions on the format, wording, and the
clarity of the questions. Based on the subjects’ views
elicited through the pretest, it became clear that
there were some vocabularies which had a high
level of difficulty for the participants, Therefore,
some synonyms were added to overcome this issue.

The subjects had no complains regarding the
format and wording of the questions; also no
questions seemed to be ambiguous or
miscellaneous according to the subjects.
Therefore, the finalized version of the
questionnaire merely included the addition of
some synonymous words with regard to the views
of the subjects of the pilot study.

In order to estimate the reliability of the MBTI




relevant to the construct validity of any inferences
made about language ability. The other set, the
characteristics of the tasks, is relevant to
determining the domain to which these inferences
generalize. Bachman (1990) states: “The four
categories of influence on test scores included in
the model are communicative language ability, test
method facets, personal characteristics and
random measurement error” p(384).

A recent concern among researchers in the field
of language testing has been the identification and
characterization of the individual chatacteristics
that influence performance on tests of English as
a foreign language (EFL). One group of
characteristics that has been identified and
characterized to some extent is what is broadly
called test taker characteristics (TTCs) or
. background characteristics (Bachman, 1990).
These test taker characteristics include personal
characteristics or attributes such as age, native
language, culture, and gender; educational
characteristics such as background knowledge,
previous instruction or exposure to English, topical
knowledge, as well as cognitive, psychological
and social characteristics such as learning
strategies and styles, affective schemata, attitude
and motivation, aptitude, intelligence, field
dependence/independence, extroversion/
introversion, anxiety, personality, risk taking and
language ability(Kunnan, 1995)

The ways in which an individual charac-
teristically acquires, retains, and retrieves
information are collectively termed the
individual's learning style. Evidence suggests that
the interaction among teaching styles and learning
styles is primary to the structure and process of
learning (Riding & Rayer, 2000). Mismatches
often occur between the learning style of students
in a language class and the teaching style of the
instructor, with unfortunate effects on the quality
of the students' learning and on their attitudes

toward the class and the subject and on their
performance on tests (Felder & Henriques, 1995).
Individual students respond to tasks in very
different ways, so that the same strategy has a
different appeal to different students and therefore
meets with various degrees of acceptance or
rejection (Feist, 2004}. In a way this means that a
student's general approach to learning is perhaps
even more important that his or her use of a
particular strategy or technique. It also means that
it may be interesting and valuable to investigate
not just how learners go about learning in terms
of strategies, but also how students use their more
general preferences about learning (Mariani,
1996).

of th@“stﬂdVT - B _ o

The purpose of the present study was to
determine whether Iranian EFL test-taker's
learning styles, as well as their socio-psychological

“factors, had any significant impact on their

performance on an English proficiency test. The
goal of this study was to investigate the influence
of some of these test takers' characteristics on EFL
test performance. The specific purpose was to
provide empirical evidence for the factors that
influence test performance.

Recent educational research shows that learners
are characterized by significantly different
learning styles. They preferentially focus on
different types of information, tend to operate and
perceive information in different ways, and

“achieve understanding at different rates. Learners

whose learning styles are compatible with the
teaching style of a course instructor tend to retain
information longer, apply it more effectively, and
have more positive post-course attitudes than do
their counterparts who experience learning/
teaching style mismatches (Felder, 1993). The
mismatches between the prevailing teaching style
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Abstract

The current study aimed at investigating the effect of test taker’s characteristics on performance on
an English proficeincy test. To this end, the study was instigated with an analysis of personal
characteristics which was carried out by means of a questionnaire. The Myers-Briggs Type Indicator
(MBTI) was administered to a number of 30 participants who had previously attended IELTS proficiency
test. Through statistical estimation, the reliability of the questionnaire was assured and the questionnaire
was then administered to a number of 254 |ELTS candidates who were all Iranian graduates of different
majors and different degrees. Throughout its bimethodological design, the research study qualitatively
investigated the participants’ learning style, their socio-psychological preferences and their opinions
on the [ELTS. The research study also quantitatively investigated the performance of the participants
on the proficiency test of IELTS. The scores the participant had obtained on the proficiency test were
compared to the results of their questionnaires. The statistical analysis indicated that only intuitive/
sensing subjects significantly differed in their performance on the IELTS. This significant difference
was not found in the overall proficiency but rather on reading, listening, and writing skills.

Key Words: learning styles, socio-psychological factors, extrovert, introvert, intuitive, sensing, thinking,
- feeling, perceiving, judging, anxiety, self-esteem, risk-taking.

nireduction :

There is sufficient indication that research language use situation and tasks and of the language
needs to focus on the factors that influence users and test takers. Moreover, the characteristics
language test performance in order to achieve of individuals are to be considered in order to be
more informed construct validation results. able to demonstrate the extent to which these
Several types of factors influence language test characteristics are involved in language use tasks
performance, but there is no single over-arching and test tasks (Moody, 1988). Thus, two sets of
model that could be used to investigate the effect  characteristics that affect both language use and
of all these factors on language test performance.  language test performance are of central interest.
As a language test is designed, there is the One set, the characteristics of individuals, is

i ST S —m necessity to consider the characteristics of the
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students. In addition, other researchers could
collect data from both males and females and also
on a much larger scale.

It is hoped that the results of the present study
can shed some light on the validity of using cloze
tests in high school and other academic contexts.
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are safe in supporting the null hypothesis stated
earlier, In fact, we can assume that the difference
in means can be due to chance and all the groups
have performed equally well on the different types
of cloze regardless of the intactness of the first
and last sentence of the passage.

Conclusion o
Overall, we may conclude that at least for the

population sampled in this study, being provided -

with context, the first sentence and the final
sentence of the cloze passage does not significantly
affect the testee’s performance. This prediction
might have several implications. One may infer
rather indirectly the possibility of performing
reasonably well (with a mean of around 50) on a
cloze test without being completely aware of the
context. As was mentioned earlier (Carroll 1972;
189), the testee might supply the missing word by
depending chiefly on what may be called “local
redundancy” of a passage. Again, a word of
caution is in order here; That is, the population
sampled for this study had a very limited
proficiency in English and the case might be as
language users become more proficient, they also
become increasingly competent in the use of
discourse constraints. (Chihara et. al 1977)
These writers also add that the discourse

constraints measured by the cloze procedure have
arelatively greater facilitating effect for the natives
than for the non-natives.

Apparently, the subjects in the present study
are non-native, low proficient students and we
might not expect more than what the results of
this research has indicated, they start reading the
first sentence, perceiving separately every item
and respond to it in relation to other linguistic cues -
surrounding the deleted word and not totally from
their “expectancy grammar”.

Another support for this claim is that while
performing on the test, some testees were not able
to answer e.g., four or five items in a row, and
they just left them blank, but then from the fifth
or sixth item onwards they started responding,
some of which were correct.

It seems probable that these observed effects
can be generalized to other EFL populations, but
such possibility requires further study. In order to
make the results of this research generalizable to

.other situations, further study in this domain is
required.

One research could test problem in this study
on various levels of students, ranging from
elementry to advanced, to see if more proficient
students would gain more from having an intial
and final intact sentences than less proficient

50 Foreign Language Teaching Journa!
F LT



weight to each sets of scores.
Results and discussion = . —— 7=
To test the hypothesis of the present study
certain statistical techniques were conducted. The
first analysis was concerned with determining the
reliability coefficients of the cloze tests. To
determine the reliability coefficients, KR-21
reliability formula was used for cloze tests. Table
(1) presents the descriptive statistics and the
reliability coefficients of the above-mentioned
tests.

Table 1. Basic standardized descriptive statistics and reliability coefTicients for the
cloze tests

No Del N n < S r(KR-21)
t 7 30 32 5001 6.13 4
2 ) 30 33 50.13 1.06 86
3 7 30 34 49.76 60.49 A3
4 7 30 s 96 834 90

The second analysis dealt with determining the
validity of the cloze tests. To determine the validity
of the cloze tests against an external criterion,
Pearson Product Moment Correlation was
computed for the cloze scores and the total scores
on two short reading comprehension Passages
from Nelson test. The correlation between the
subjects' scores obtained on the cloze tests and
the scores they received on the criterion test
(Nelson) was found to be, .54, 44, .64 and .71,
respectively. The results of this analysis are
presented in Table (2) below:

Table X Correlation of 4 1ypes of cloze

with Nelson reading comprehension passages

No rxy Pos.rxy | Com.V
1 54 70 29
2 44 .63 .19
3 64 .66 41
4 a1 13 50

"Foreign Language Teaching Journal 51
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Correlation coefficient, however, is just a
measure which indicates how closely the two
variables go together. According to Hatch &
Farhady (1982), a more useful way of interpreting
a correlation coefficient is to convert it into
common variance between the two measures.
Regarding the common variance, in spite of the
relatively low common variance, especially for
cloze type 2, all correlations are shown to be
significant at the .02 level.

The significant corrélation provides a
substantial confidence in the validity of the cloze
procedure as a measure of EFL reading
comprehension. \

By looking at the descriptive statistics (Table
1), it appears that type 2 (first intact, last blank)
has resulted in a slightly better performance. Now
the question is whether or not the mean scores are
significantly different, not due to error variability.

Summary of the results is shown in Table 3.

Table 3. Summary of data in cloze types

Type 1 Type 2 Type 3 Type4 |Rowtotals
N 30 30 30 30 N=120
X 1503 1504 1493 1488 5988
x* 18219 78338 77145 76638 310340

To determine the significance of differences
among the four means obtained from 4 types of
cloze tests, a one way ANOVA statistical test was
used. The results of the one way ANOVA for the
four types of cloze tests are presented in Table 4
below:

“Tabie 4. The resulls of ANOVA of four types of cluze tesis

Scores of variance 58 ar MS Fration Feritical
Belween groups 6.3 a Xl 02 2.69
Within greups 1153.7 116 99.41
P<.05

Since the Fratio is smaller than 1 (and much
smaller than Feritical) we know that there is not a
meaningful difference among the means. Thus we
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present study, an attempt is made to investigate
whether or not the intactness of the first and the
last sentence in a cloze passage significantly affect
the obtained results.

Method
Participants

Fourth grade pre-university students studying
English as a foreign language at Hatef High School
in Isfahan were selected randomly for the study.
The subjects included 120 male students with
Persian as their native language.

Materials

‘The materials used in this study were:1) a
reading subsection of Nelson’s Reading
Comprehens
questions serving as a criterion test; 2) a converted
passage adopted from A Basic Course in Reading
English (one passage with four conditions). For
the purpose of the present research there were four
combinations of conditions (intact or blank), of
sentence (first or last), and order (first or last),
and (first intact, last intact; first intact, last blank;
first blank, last intact; first blank and last blank)
labeled as types 1,2,3,and 4, respectively with
32,33,34,35 deletions each.

ion test which consisted of 13 .

Procedures

To prepare a passage of appropriate level of
difficulty for reading comprehension, the Fog
index Readability Formula was applied and the
obtained readability of the passage was found to
be 13.85. This passage with the desired readability
(13.85) was converted in to a 32,33,34, and 35
item multiple choice test.

It is necessary to mention here that in order to
avoid any variations due to the change in the
blanks, the first sentence was adopted so that to
contain 14 words, and thus allowing for exactly
two blanks.

Then all the converted passage were
administered, scored, and the results were
analyzed. It is worth noting that the tests were
scored objectively. There was only one correct
answer for each item and the scores were not
influenced by the judgment of the scores.

The Reading subsection of Nelson's test
containing a total of 13 comprehension questibns
was administered to the subjects two weeks before
the cloze tests. Scores on the reading subsection
of Nelson's test and four types of cloze passage
were then, transformed to Z scores to obtain the
distance of the scores from the mean as measured
by standard deviation units and thus give equal

5901 =4 Foreign Language Teaching Journal]
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Iranian students on four types of cloze tests was investigated. The overall reading ability was measured
by the reading subsection of a version of Nelson test. In addition, participants were provided with four
converted passages adopted from "A Basic Course in Reading English". The results of the study
supported the hypothesis that students perform equally well on different types of cloze regardless of
the presence or absence of first and last sentence intactness within the chosen passages.

Key Words: cloze test, intactness, converted passage, EFL performance.

Introduction

The use of cloze procedure as a test of guaging
learners’ reading comprehension level has long
been in vogue in the English teaching profession.
However, the utility of the instrument has given
. rise to a number of controversial issues. On the
one hand, many writers (Farhady et al, 1994; Oller
et al, 1994; Birjandi et al, 2000;Mc Namara, 2000)
strongly support the application of cloze for
measuring the learners' global English proficiency.
On the other hand, some concerned practitioners
have tried critically to investigate the effectiveness
of cloze tests and to attest their validity (Alderson,
1980; Farhady, 1983; Chapelle 1988; Jafarpur,
1995; Brown, 2002).

There have also been quite different claims on
what the cloze test measures. According to
Alderson (1979), cloze tests measure only a small
part of what is involved in the reading process
especially short-range grammatical constraints.
Chihara et al (1989), have also tried to demonstrate
that the ability to fill in cloze items is not just a
matter of perceiving local redunancy of passage,
but rather an awareness of the flow of discourse
across sentences and paragraphs.

In a similar vein, Jonz (1990) has maintained
that in attempting to replace the deleted items, the
subject has to utilize contextual constraints ranging
form syntax to inferred extra-linguistic situations.

Accordingly, context is also said to play a vital.

role in answering cloze tests; therefore, it is
suggested that the first sentence or a few initial
sentences be left intact at the beginning and the

‘Foreign Languags Teaching Journal s,
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end of the cloze passage to provide context. But
how important this can be!

Writers trying to explain what a (standard)
cloze test is and what it consists of agree that a
cloze test is a passage from which after every ny,
word, a word is deleted (cohen 1988;91).

Indubitably, most researchers conducting
research on a given feature of cloze suggest that a
few sentences should be left intact at the beginning
and at the end of a passage to provide context.
(Hinofotis 1980;23). In addition, it is generally
assumed that deletions in a cloze test may begin
at any point in a passage providing that an initial
sequence without deletions is preserved. Since the
initial sentences of the passage include the main
or controlling idea and the last sentence most hikely
includes the conclusion of the paragraph. Thus,
the test developers should make sure that these
parts of the passage are not mutilated (Birjandi et
al, 2000:110).

Consequently, the first sentence in a passage is
most probably the topic sentence and contains a
maximum information load, it contributes to the
understanding of the context, thus, one may
conclude that the intactness would have a positive
effect on test results. However, most EFL students
who are regarded as LEP (Limited English
Proficiency Students) cannot recover the impact
of the context and have to focus on linguistic cues
in the immediate environment of a missing word
for filling the gap with an appropriate word. On
this basis, the intactness should not play a crucial
role in the results of a cloze test. Therefore, in the
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Abstract

The purpose of this study is to determine the effect of the persence or absence of first and last
sentence intactness on the results obtained on a cloze test. To address this issue, performance of 120
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doivent Etre exploitées: repérage du systéme
provisoire constitué, affinement de ce systéme par
la confrontation 2 des situations dans lesquelles il
peut éire remis en cause. Toute la technologie du
monde ne sera d'aucun avantage si on l'enferme
dans une pratique traditionnelle de I'enseignement,
dirigée par l'enseignant et centrée sur la
grammaire; ceci n'est qu'un oubli de tous les
blocages auxquels sont affrontés les apprenants
méme s'ils ont bien appris la sturcture de L2. Un
bon enseignement des langues donne la possibilité
d'un espace communicatif d'apprentissage de la
langue, provoque une attention linguistique en
relation avec la communication orientée sur le
contenu, aide les apprenants a assumer la
responsabilité de leur propre apprentissage. En
effet, un bon enseignement des langues devra voir
I'apprentissage d'une langue sous multiple angle
sans oublier surtout les dimensions
psycholinguistiques qui sont différentes d'une
" personne & l'autre. Il faut inculquer aux apprenants
des le début d'apprentissage que faire des erreurs
est un phénoméne tout a fait normal, que tout le
monde en fait et que 1'essentiel est d'avoir le
courage de prendre la parole. 11 ne faut pas non
plus corriger systématiquement et a tous les coups

les erreurs commises par les apprenants et ainsi

accroitre le manque de confiance préexistante chez
les apprenants.
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surtout, 14 ou on ne le désire pas.

Comment peut-on empécher ce genre de
blocage? En réalité, ce n’est pas le niveau
langagier de ce blocage qui est essentiel mais le
fait qu'il existe.

Les erreurs fournissent au chercheur des
indications sur la fagon dont une langue s’apprend
ou s’acquiert, sur les stratégies et les processus
utilisés par l'apprenant dans sa découverte
progressive de la langue. Les apprenants d’une
langue seconde ont alors €té percus comme
construisant activement leurs régles a partir des
données auxquelles ils €taient confrontés, les
adaptant progressivement en direction de la langue
cible (aussi appelée L2). Cela signifiait que les
erreurs de I’apprenant n’avaient plus besoin d’étre
vues comme des signes d’échec. Ces erreurs
étaient les preuves que ’apprenant développait son
propre systéme de régles. Emergeant de ces études,
plusieurs processus cognitifs ont alors é1€ proposés
comme sources possibles d’explications des
erreurs. Les quatre séries d’explications le plus
souvent reconnues sont:

- L’interférence avec la langue maternelle:
I'apprenant utilise son expérience précédente
acquise dans sa langue maternelle (aussi appelée
L1) comme un moyen pour structurer ses
connaissances sur L2.

- L’interférence avec le milieu institutionnel:
I'apprenant, en milieu institutionnel, est toujours
sous l'influence de 'enseignant et des auteurs de
livres pédagogiques qui, inévitablement, mettent
I'accent sur certains aspects de la langue cible pour
en négliger d’autres, d’apres leurs propres
‘croyances et expériences. Cette présentation peut
avoir 'indésirable effet d'amener I’apprenant a
utiliser ceite connaissance a mauvais escient.

- Les stratégies d’apprentissage de 1’ apprenant:
certaines des stratégies mises en ceuvre par
I’apprenant afin d'alléger la tiche d'apprentissage
de L2 peuvent avoir l'effet de bord d'étre
génératrices d'erreurs, par sur-généralisation des

régles de la langue cible. Dans ce cas, I'apprenant
a acquis une part de savoir linguistique avec des
stratégies qu'il trouve utiles pour l'organisation de
ses données sur L2, mais qu’il applique trop
largement. Ce phénomene est trés fréquemment
rencontré. ‘

- Les stratégies de_communication de
Iapprenant: I’apprenant a recours a certaines
stratégies de communication lorsqu’un savoir lui
mangque, ou encore qu’il ne peut accéder aux
ressources linguistiques nécessaires a la
formulation d’un contenu sémantique déterminé
et qu'il se trouve dans une situation le contraignant
a4 communiquer. Il peut utiliser des stratégies de
réduction en essayant d’esquiver le probléme
(omission de mots non essentiels au maintien de
la communication); ou des stratégies
d’accomplissement lui permettant de composer ses
moyens limités par I’utilisation d’expressions
originales.

On peut voir les sources des erreurs aussi dans:

- L'échec de |’apprentissage,

- L'inefficacité de I'enseignement,

- Le produit inévitable et transitoire de tout
apprentissage. L'erreur, elle, étant inévitable dans

tout usage d’une langue: les natifs en font aussi.

--Le résultat d’une volonté de communication
malgré un risque d’insuffisance.

Si ’acquisition et le développement de toutes
les compétences communicatives sont essentiels
dans la langue maternelle, ils ne sont pas toujours
requis dans leur intégralité dans 1’apprentissage
d’une autre langue.

COHC]USiOﬂ%W!\N\M/Wv

Dans Y'acquisition d'une langue étrangére,
I’erreur est le signe d'apprentissage, étant donné
qu'il est considéré comme la preuve de la
construction d'un systéme langagier, dont
I’application peut conduire a l'erreur. Les erreurs
ne doivent donc pas étre simplement interprétées

comme une force négative. Tout au contraire elles
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types de contraintes qu’clles révelent. D aprés
Garrett, la production de la phrase commence au
niveau du message, 1a ou le locuteur décide de
quoi il veut parler. Ensuite, le locuteur décide des
mots qu’il va utiliser et de leurs relations
grammaticales dans la phrase, ¢’est ce que Garrett
appelle “une ébauche fonctionnelle”. An niveau
suivant, le niveau positionnel, le locuteur choisit
une représentation syntaxique pour la phrase,
introduit les petits morphémes grammaticaux et
les représentations phonémiquement spécifiées
des mots & contenu. Cette représentation est
ensuite “épelée” dans ses détails phonétiques (au
niveau des sons) et ces représentations sont
utilisées pour envoyer les instructions aux
articulateurs assurant I’émission de la phrase.
Puisque différents processus sont impliqués a
chaque niveau, différents types d’erreurs
apparaissent; ainsi que différents types
d’interaction entre les erreurs produites a des
‘niveaux “supérieurs” ou “antérieurs”, et celles
produites aux niveaux “inféneurs”. Du niveau du
message jusqu’au niveau de 1’ébauche
fonctionnelle, ce sont principalement des facteurs
“sémantiques” qui sont €n jeu. _

C’est durant cette application du message sur
'ébauche fonctionnelle que surviennent les erreurs
sémantiques comme les substitutions de mots
(ouvrez la porte, au lieu de fermez la porte), et les
mélanges (boulcité = bouleversé + excité). Les
erreurs de substitution lexicale, telles que les
incongruités, se produisent probablement aussi &
ce niveau.

Du niveau fonctionnel au niveau positionnel
on a les erreurs du type de permutations de mots
et de morphémes, ainsi que des déplacements de
mots et de morphémes. Ainsi, & ce niveau nous
trouvons des mots et des morphémes a des
emplacements incorrects. Au niveau des sons nous
trouvons des permutations de sons. Il est
intéressant de noter que la distance séparant les
mots permutés est habituellement plus importante
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que celle entre les éléments impliqués dans les
permutations de sons. Ceci suggére que ces deux
niveaux soient, dans un certain sens, indépendants.
On peut distinguer encore le niveau positionnel
du niveau sonore griace aux erreurs dites
d’accommodation. 11 semble que les échanges et
les déplacements de mots ou de morphemes se
produisant au niveau positionnel viennent
"alimenter" le processus au niveau des sons.

Rappelons que c’est au niveau des sons que
les détails phonétiques de la phrase sont
spécialisés.

Ainsi, des erreurs du niveau positionnel se
poursuivent jusqu’au niveau des sons. Par
exemple, la forme de I’article indéfini
s'accommode a I’environnement crée par l'erreur.
(Si tu donnes a la tétine un nourrisson... au lieu
de si tu donnes au nourrisson une tétin... ou une
tante d’argent au lieu de ’argent d’une tante).

Apparemment, il existe un niveau auquel les
mots et les morphémes sont choisis et insérés dans.
la structure syntaxique (et ou ils peuvent étre
mélangés) qui précéde le niveau ou la
prononciation précise est formulée. Ainsi, les
phrases seraient planifiées a différents niveaux et
certaines unités de la phrase seraient
cognitivement disponible plutét que d’autres.

Le rapport du lapsus avec le processus
d'apprentissage -~ Aamm s A

On peut affirmer que, quand on fait une erreur
11 y a sirement un blocage quelque part a l'acces
lexical et cela arrive dans des deux langues, la
langue maternelle et la seconde langue. Bien que
'erreur soit un phénomeéne normal et fréquent, on
pense que cette normalité est "anormale”; en
d'autres termes tout ce qui est fréquent ce n'est
pas forcément normal mais, faire un lapsus en
langue maternelle fait souvent rire, alors qu'en L2
décourage celui qui le commet et ¢'est considéré
comme la non maitrise de la langue étrangére. Plus
on a peur de faire une erreur, plus on le fait, et



sont différentes de celles que nous avons appelées
déplacement, parce que ces parties ne semblent
pas avoir bougé, mais plutdt avoir été€ copiées. La
majorité des lapsus sont des erreurs par
anticipation (61%).

- Le palais p (€) r <é> sidentiel, p* *résidentiel.

- Ce matin la doi (gn) e <n> ne des francais,

do*y*enne.

Persévérations: certaines erreurs ressemblent
aux anticipations, mais l'influence d'un mot se
manifeste sur un mot ultérieur dans la phrase.

- Les russes onft réussi a accrocher un <n>
ouveau (n) odule a la station Mir, *m* odule.

La langue "fourche", lorsqu’on utilise un mot
incorrect & la place d’un autre. Dans la plupart
des erreurs de ce type, les mots incorrects
ressemblent aux mots justes quant au nombre de
syllabes et au pattern d’accentuation:

- Nous avons besoin d'un tout petit quelque
chose pour rompre la monogamie (monotonie).

Ces erreurs sont souvent utilisées pour produire
des effets comiques.

Mélanges: nous pouvons aussi trouver des
mélanges dans lesquels les deux mots sont
enchevétrés. Les exemples classiques, ceux de
Lewis Caroll, Les "mots valises"”, tels que:
personne ne devient aussi boulcité a ce propos
(boulversé + excité). On peut rencontrer certains
de ces exemples dans les discours spontanés.

Erreurs sémantiques: lorsqu’un mot impropre
est utilisé. Dans ce cas, le mot erroné est souvent
associé sémantiquement au mot substitué
(infirmiére survient a la place de médecin), ou
encore, c'est son contraire (ouvre la porte 2 la place
de ferme la porte). Les exemples classiques sont
les lapsus de Freud. Un exemple de ce type de
lapsus provient d'un professeur qui était en
observation chez Freud: “Dans le cas des organes
génitaux féminins malgré de nombreuses
tentations-je vous prie de m'excuser,
expériences...”.

Cependant, les lapsus freudiens sont rares, mais

suffisamment fréquents pour faire sourire les
connaisseurs.

Oue pouvons-nous apprendre des
EITEUIS 7o ™ musueas e A g i i SA sReroas

Nous voulons savoir ce que nous pouvons
apprendre sur les processus de production des
phrases a partir des erreurs. 1l semble que les
erreurs de permutation soient les plus instructives.

Remarquons d'abord que les permutations se
produisent entre les éléments appartenant 3 des
environnements semblables (t'as les clés Pierre?
devient t'as les pieds Claires?). Ouand des mots
sont permutés, ils occupent souvent des positions
syntaxiques similaires. Quand des segments ou des
syllabes sont échangés, ils proviennent des
positions similaires dans les mots. Les items
permutés sont également similaires. Ainsi, les
erreurs se produisent uniquement entre les items
qui sont décrits au méme niveau linguistique. Ceci
est une preuve de I'existence de différents niveaux
de description pour les énoncés. 1] est également
intéressant de noter que les permutations des mots
ont tendance a se produire entre des mots de la
méme classe. Nous pouvons aller un peu plus loin,
et proposer que si les échanges se produisent entre
des éléments linguistiques, c’est que ces €léments
apparaissent au méme niveau du traitement. Par
exemple, si deux mots sont échangés nous
supposerons qu’ils étaient mentalement
disponibles au méme moment. Ceci peut étre
utilis€ comme un argument en faveur d’un niveau
dans la production des phrases, auquel les mots
sont insérés dans la phrase.

En utilisant des arguments de ce type, un certain
nombre de théoriciens ont construit ce qu'on peut
appeler “des théories a €tapes” pour la production
des phrases.

Garrett (1980, p- 177-220) a proposé I’idée
selon laquelle les locuteurs planifient leurs phrases
a plusieurs niveaux. Il a basé ses arguments sur
les différents types d’erreurs et sur les différents
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certains chercheurs, comme Garrett (1988,
Edward Matthet, Thomas Roeper, p. 148) a
proposer des modeles de production qui mettent
en jeu différents niveaux de planification.
Différents lapsus témoignent de la présence
simultanée, dans la représentation mentale, des
deux unités entre lesquelles s'effectue 1'échange
ou la substitution. Or le mécanisme de production
de la parole est doté d'une architecture cognitive
construite sur une structure biologique. Les lapsus
apparaissent ainsi comme le résultat de
dysfonctionnement, liés & des conditions externes
a la structure dotée des fonctions de production.
Ces conditions externes sont relatives a l'attention
sélective et aux attentes de I’organisme, au contenu
du message qu'il entend transmettre, aux liens
sémantiques de ce message avec l'environnement,
a la prégnance des conditions langagicres, aux
contraintes du discours, a fa structure du langage
et a la fréquence d'occurrence des unités
linguistiques. Le fonctionnement des lapsus
apporte des informations précieuses qui éclairent
le comportement cognitif du locuteur. On pourrait
penser a l'existence d'une construction a I'étage,
I'étage lexical et I'étage phonologique entre
lesquels il n'y a pas de dialogue.

‘Foreign Language Teaching Journa! -
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Les erreurs les plus communes en L1 et
en 1.2

Permutations: une des erreurs qui se produit
fréquemment dans la parole, se caractérise par
I’échange de place de deux éléments linguistiques.-
Les contrepeteries sont des exemples classiques
de ce type d'erreurs, quand des mots ou des parties
de mots sont échangés. Exemple: “f'as les clés
Pierre?’” devient "t'as les pieds, Claire?". Les
échanges se produisent & tous les niveaux
linguistiques, au niveau des mots, des syntagmes,
des morphémes, des sons et des traits phonétiques.

Déplacements: les déplacements se
caractérisent par le rattachement d'un fragment
d'un mot a un autre mot. Ce type d'erreur implique
souvent le "mouvement” d'un suffixe. Exemple:

- Le livre ou il parle du () parti des (grands)

mécontents, du *grand parti des mécontents*®

- Le notaire qui a () digé (ré), qui a *rédigé*

l'acte de vente.

-Le di()x (o) ide *dioxyde*

- Les députés ne quitteront pas 'hémis (1) yqu

(e), *hémicycle*

Anticipations: Quelques fois, les parties d'un
mot qui aurait di venir plus tard dans la phrase,
apparaissent dans les mots du début. Ces erreurs



c'est arrivé.

- Les cé (né) rémonies de fu <né> railles, cé *

* rémonies.

- Anato (1) miquement, anato * * miquement.

L'interversion est le déplacement réciproque

de deux items et dite encore métathése pour

les interversions de phonémes. L'interversion
est contextuelle:

- Y a ceux qui se mettent sur (les femmes) de

(leurs genoux) sur *les genoux de leur femme*.

- Des (miir) tes et des (vér) es, des *vertes et

des pas miires™*.

- Il se foutait dans un tr (a) de r (ou) t, dans un

*trou de rat).

- On fixe un certain nombre de (m) or (n) es,

de *normes*.

- Le texte sous-(z) a (ch) ent, *sous-jacent*,

Ces exemples sont respectivement des
interversions de mots, de syllabes, de voyelles et
de consonnes.

La substitution est I'opération par laquelle une
cible est remplacée par un intrus de méme classe
linguistique, susceptible par conséquent de
postuler pour la position usurpée (Garrette, 1980,
p- 177). La substitution est provoquée par un item
présent ou non dans le contexte.,

- Nous avons une auditrice en I (ai) gne,
[*i*gne.

- Il se trouve qu'on (dépasse), qu'on *dépense*
énormément de pognon.

- Une longue expli (t) ation, expli *c* ation.

- Vos (p) leurs, vos *f* leurs résistent bien.

- Dans la (barre), dans la *mesure® on
Monsieur <Barre>.

- ll a gagné par deux buts a (rien), deux buts a
*un® devant <Amiens>.

- Les <attaches> de ski, je les ai (attachées),
*achetées* au magasin.

- Les saveurs comprennent le s (a) cré, le
s*u*cré, le s<a>lé, l'amer...

Dans chaque type, les lapsus sont classés sur
1a base de leur origine selon deux critéres:

a- Le lapsus est-il d'origine syntagmatique ou
paradigmatique? Autrement dit est-ce que l'origine
se trouve dans le contexte de parole ou dans l'une
des mémoires auxquelles a accés le locuteur?

b- S'il est d'origine syntagmatique, est-il
Lerésultat d'une persévération, l'origine se trouve-
t-elle & droite ou 4 gauche de I'erreur, autrement
dit Forigine se trouve-t-elle dans ce qui n'est pas
encore dit mais qui est déja programmé, ou bien
dans ce qui a déja été dit et qui est encore présent
dans une mémoire dite a court terme a laquelle le
locuteur a acces?

En ce qui concerne le critére de contextualits,
il existe une différence fondamentale entre les
erreurs de mots et les erreurs phonologiques .
(Mario Rossi, Peter-Defare, 1998, p. 45): les
erreurs de mots sont majoritairement
paradigmatiques (62%), tandis que les erreurs
phonologiques sont massivement syntagmatiques
(94% en moyenne). Parmi les erreurs
syntagmatiques, les erreurs par anticipation sont
plus nombreuses que celles par persévération. La
dominance de I'anticipation dans les lapsus résulte
du fait bien connu selon lequel, dans le processus
de production de la parole, 1'attention du locuteur
est essentiellement orientée vers la planification
de I'énnission a venir. 1l reste une forte minorité
de persévération (environ 40%) qui met en
€vidence le rdle de la mémoire & court terme dont
l'incidence sur la production de la parole interfere
fortement avec la planification.

Cutler (1982, p. 7-28) et Fromkin (1983, p. 104- .
112) insistent sur Ia nécessité de distinguer
clairement entre cause et mécanisme. Le
mécanisme définit les processus mis en ceuvre
dans les modéles de production et I'accés au
lexique, la cause en revanche est intimement lide
aux types de lapsus. La source la plus importante
d'information sur la structure de la planification
vient d’¢tude des erreurs spontanées dans des
situations naturelle de conversation.

Une analyse approfondie des erreurs a conduit
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Le lapsus doit étre considéré comme une déviation
de I'intention du locuteur ayant pour résultat une
modification non intentionnelle de 1a forme, c'est-
a-dire altération d'une unité du niveau symbolique
‘et non du niveau de la substance. La production
~des lapsus est involontaire et le processus en est
inconscient.

Critéres de classement
Les lapsus sont classés selon plusieurs critéres
essentiels: (Le corpus présenté dans cet article
provient exclusivement de parole spontanée. Il
‘s'agit de 2808 lapsus relevés soit dans les
conversations de la vie courante, soit dans des
dialogues et tables rondes diftusés sur les médias
entre 1992 et 1996 par Mario Rossi, Evelyne
Peter-Defare, 1998, p.17). Les erreurs qui sont le
résultat d'une mauvaise articulation ou d'une
utilisation erronée d'un mot mal connu n'ont pas
été retenues. Les hésitations et les reformulations
" non plus.
1-En fonction de l'unité impliquée dans
lI'erreur: le mot, la syllabe et le phongme
(voyelle, consonne).
-Erreur de mot: /ls font chanter la (cloche),
la classe politique.
-Erreur de syllabe: Pour (co)
prendre, *reprendre* le <co> dage.
-Erreur de voyelle: Les hommes et les d(o)
mes, les dames.
- Erreur de consonne: Le Figaro Maga (r)
ine, Magazine.
Le total des erreurs phonologiques (Mario
rossi, Eveline Peter-Dgfare, 1998, p. 24),
(consonnes, voyelles, syllabes..
est largement supérieur aux erreurs de mots.
L'essentiel des lapsus (plus de 90%) sont des
erreurs de mots et de phoneéme. Il signifie que les
erreurs de syllabes (3.20) sont peu représentatives
~des lapsus, mais il ne permet pas de conclure que
la syllabe n'a pas de réalité psychologique dans
-la production de la parole.
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2. En fonction du type d'erreur, par lequel se
maniteste la cause: L'amalgame, I'haplologie,
I'omission, l'insertion, l'interversion et la
substitution.

-L'amalgame est une erreur de mot, en principe

paradigmatique, donc non contextuelle qui
provoque la fusion de deux unités lexicales en
compétition: une cible et un intrus activés avec
une force équivalente. La cible et l'intrus sont
sémantiquement apparentés, connaissent la
méme distribution syntaxique et présentent la
plupart du temps une parenté phonologique
(Crompton, 1982, pp.138-140, Rossi et Peter
Defare, 1995, pp.26-27). Généralement le
résultat de 'amalgame est un non-mot;

- Un monde de chansons (ébouristou...),

ébouriffant+époustouflant.

- Y a pas beaucoup d'étudiants, mais y a tout le

{circus), circuit+cursus.

- C'est une idée a (pieuser). Piocher+creuser.

L'haplologie, (Hill, 1973, p. 206): cas particulier
de la dissimilation du semblable par le semblable,
accident qui conduit & n'énoncer que I'une de deux
articulations pareilles. Haplologie dite haplolalie,
pourrait étre une simple télescopage. L'haplologie
est syntagmatique:

- A" vous vu? Avez-vous vu?

- La (dégralité), la dégradation de la qualité.

- Les (jourraient), les jurys pourraient.

- Le (pimnier), le pinot meunier.

L'omission: toute suppression d'une unité
linguistiquement constituée (phonéme, syllabe,
mot), quelle que soit la cause de suppression.
L'omission est syntagmatique ou paradigmatique:

- Aujourd'#hui#je n'en () plus, je n'en ¥suis*

plus siir.

- Une exposition de () militaires, de *véhicules™

militaires.

L'insertion est 'opération par laquelle un item
(phonéme, syllabe, mot) est ajouté dans le mot ou
le syntagme cible:

- <II> se produit & Paris et (il) c'est arrivé, * *



superposition de multiples plans et arriere-plans
contextuels.

A) Effets cosmologiques, atmosphériques et
climatiques: '

Certaines personnes sont plus “en forme” le
matin que le soir, les saisons influent sur notre
humeur. Discuter du temps qu’il fait est une
maniére fréquente d’établir le contact. parler de
la pluie ou du beau temps revient en fait a créer le
contexte le plus ouvert et le plus large possible.

B) Effets de lieu:

Le lieu de I'échange participe fortement a
I'établissement du sens de la conversation. On ne
parle pas de la méme maniére selon que I'on reste
debout ou que 'on prend le temps de s’asseoir a
la terrasse d'un café. Le batiment, la salle, le
mobilier specifient également le cadre de
I'interaction.

C) Effets de temps:

Le temps s'organise en une série d'échelles
permettant de distinguer le passé, le présent et
. I'avenir. Une production langagiére advient dans
le présent, se mémorise comme fait passé,
s’anticipe comme fait & venir. Donner de ses
nouvelles revient & réactualiser un passé récent
ou plus ancien, en fonction de l'interlocuteur
rencontré dans le présent. '

D) Effets de forme:

La conversation présente un caractére formel
ou informel. Une conversation est formalisée
lorsque les partenaires s'identifient fortement a des
réles et des statuts sociaux. Elle présente un
caractere informel lorsque les partenaires arrivent
a quitter ces formes protocolaires, et & jouer sur
des interactions plus imprévisibles et spontanées.

G) Effets de position:
Les effets de position concernent la

“proxémique”, c’est-a-dire l'ajustemeént des
distances interpersonnelles, des phénoménes de
rapprochement et de distanciation.

H) Effets de méta -communication et para-
communication:

L’influence méta -communicative ou para-
communicative est volontaire ou involontaire,
consciente ou inconsciente. L’ apparence physique,
I'habillement et la tenue réveélent en partie 1’état
d'esprit, le style de la vie, certains aspects de la
personnalité, les références culturelles et les
appartenances ethniques.

M/Effets de connaissances et de reconnaissances
intentionnelles:

La personnalité des interlocuteurs produit des
incidences particuli¢rement complexes & la nature
de Ia production langagiere. Elle détermine en

_partie le cours de I’échange, le style de
I’interaction, voire ses prolongements éventuels.

Enfin, la conversation repose sur la mise en
oeuvre d’inférences que chacun fait des intentions
d’autrui, et sur les implications et les finalités
mémes de la rencontre: ce qui conduit a
reconnaitre les dimensions affectives et cognitives
des contextes de la communication.

Les erreurs de la productions A A_A A~
On considére les lapsus comme des

phénomeénes normaux dans le flux de parole, un
reflet des processus sous-jacents de production du
langage et une émergence des structures
linguistique elles-mémes. Ainsi les lapsus ont été
utilisés comme preuves pour étayer divers modeles
de production du langage. Le lapsus est un
phénomeéne normal, mais relativement rare (un
lapsus sur 600 mots). Les lapsus suggeérent que le
locuteur planifie des parties importantes de la
phrase avant de la produire. L'esprit est, en un
certain sens, en avance par rapport aux
articulateurs, pendant la production des phrases.
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soi, par contre une production erronée, est a considérer trés positive, car elle montre la réalisation d’un
grand pas, difficile et dur, 2 franchir. On constate que ce dysfonctionnement n’est pas propre a une
langue seconde; ce probléme a des racines dans I'éducation et la culture de chaque individu. C’est
exactement pour cette raison qu’on peut le rencontrer en langue maternelle mais, les résultats et les
conséquences de ce dysfonctionnement sont plus flagrants en langue seconde car on en est moins

performant et plus vulnérable.

Les mots clés:

Langage, erreur, production verbale, apprenant, enseignant

Introduction

Le langage est une production verbale qui
suppose une série de processus de traitement et
de production d’information. Tout au long de cette
chaine qui conduit a la construction de la phrase
et du discours, il est possible d’isoler et d'étudier
des mécanismes élémentaires dont les éventuetles
caractéristiques atypiques peuvent expliquer
certain dysfonctionnement langagier.

~ Qu’est-ce qui fait que nous pourrions étre
bloqués quelquefois dans notre production
verbale, incapables d'aller de I’avant, et d'entrer
en contact avec les autres?

Pourquoi on dit le contraire de ce qu'on voulait
dire, pourquoi deux mots se t€lescopent, pourquoi
souvent les consonnes et les voyelles jouent les
intrus indésirables? Pourquoi certaines personnes
semblent-elles a l'aise en toutes circonstances
tandis que d’autres osent a peine entreprendre
quoique ce soit, de peur de I'échec ou de la
catastrophe?

Le fait que nous pouvons dire quelque chose,
puis conclure que ce n'est pas ce que nous avons
“youlun dire” implique qu'il existe une sorte de
représentation de ce que nous voulions dire; cette
représentation témoigne du fait que la chose dite
ne correspond pas au domaine linguistique (mot,
phonétique...) qui devrait €tre mis en oeuvre.

Ces incapacités occasionnelles ou permanentes
montrent la nécessité d'une étude systématique a
partir de laquelle on pourrait montrer l'intrusion
des éléments qui font obstacles a la production
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langagiére sous l'angle psycholinguistique.

Les difficultés liées aux mécanismes de
production, ont conduit la plupart des chercheurs
intéressés par ce sujet, 4 entreprendre des études
basées sur I'observation. Ils se sont intéressés en
particulier, a différentes déviations- par rapport a
la production idéale- comme les hésitations, ou a
des erreurs de prononciation, comme les
"contrepéteries” (une sorte de lapsus).

Notre tiche consistera dans cet article a voir
comment il est possible de relever et d'analyser
les erreurs d'ordre psycholinguistique dans
l'apprentissage d'une langue étrangere.

Par la suite il faut s'interroger sur le sens des
fautes et des erreurs et l'utilisation gqu'on peut en
faire. La faute résulte d'un manque de
connaissance, d'une inaptitude, tandis que l'erreur
vient du fait que l'apprenant s'est constitué une
norme différente.

L'influence de différents effets
(cosmologique, formel, proxémique et para et/
ou méta communicatif...) sur la production
langagiére . .

En linguistique et en psycholinguistique, nous
devons &tre vigilants car le langage est relié a
maints aspects de la vie mentale. 11 s’avére que
certains traits du langage n'appartiennent pas
réellement au langage.

Lorsque deux ou plusieurs personnes entrent
en contact et se mettent A discuter, la nature de
leur conversation est mise en perspective par la
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Résumé
Apprendre une langue étrangére, sans commettre des erreurs, est une illusion. En fait, plus on

- maitrise une langue, plus on a I’occasion de faire des erreurs car an moment de la production verbale

on fait sans cesse une sorte d’autocorrection, ce qui empéche une concentration 4 cent pour cent sur ce

qu’on est en train de dire.

Apprendre une nouvelle langue est un processus de longue haleine ol 1'on expérimente et oit I’on

“doit formuler et essayer des hypotheéses sur les rapports entre les contenus linguistiques et les formes

linguistiques.
L’apprenant et I’enseignant dotvent savoir que faire des erreurs n’est pas une réalité péjorative en
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