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Teachers Should give students a Tot++==
of choices to take responsibility for
their own learning. students
should be encouraged to choose
how to accomplish learning tasks.
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‘ Researching
& Sccond Languag

Classrooms

This text introduces teachers to research methods
they can use to examine their own classrooms in
order to become more effective teachers. Becoming
familiar with classroom-based research methods not
only enables teachers to do research in their own
classrooms, it also provides a basis for assessing
the findings of existing research. McKay
emphasizes throughout that what a teacher chooses
to examine will dictate which method is most
effective. Each chapter includes activities to help
readers apply the methods described in the chapter,
often by analyzing rescarch data.

* Chapter 1. Classroom Research, introduces the
reader to major research purposes and research
types as they relate to classroom research, the
distinction between quantitative and qualitative
research, the formulation of research questions
and research designs, and ethical issues in
research.

* Chapter 2. Researching Teachers and Learners,
presents research methods that can be used to
examine teachers’ and learners’ attitudes and
behaviors: action research, survey research,
interviews. verbal reports, diary studies case
studies and ethnographies.

« Chapter 3. Researching Ciassroom Discourse,
‘deals with methods that can be used to study the
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oral and written discourse of classrooms:
interaction analysis, discourse analysis, text
analysis, and ways to examine the social and
political assumptions underlying the choice and
presentation of content in second language
teaching materials.

* Chapter 4. Writing Research Reports, provides
guidelines for both thesis writing and journal
articles.

Researching Second Language Classrooms is an
ideal text for TESOL research methods courses and

. an essential resource for inservice teachers who wish

to undertake classroom research.
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Teaching
Languages to
Young Learners

LYNNE CAMERON
L ]

Carnbridge Lamgnga
Traxking Lilerwry

€ anaum:

Teaching Languages to Young Learners ~

Recent years have seen rapid growth in the
number of children being taught foreign languages
at younger ages.

While course books aimed at young learners are
appearing on the market. there is scant theoretical
reference in the teacher education literature. This
book is one of the few to explore with readers what

- happens in classrooms where children are being

taught a foreign language. It will offer teachers and

' trainers a theoretical framework to structure thinking

about children’s language learning. The book gives

- practical suggestions on how to analyse and evaluate

classroom activities.language use and Language

- development. Examples from classrooms in Europe
- and Asia will help bring alive the realities of working

with young lg:amer_s of English.




ranging from formal tests to informal assessments.
However, another important aspect of evaluation
involves the evaluation of the course book. Was
the course book effective? In what ways? Where
did it fall short? To answer these questions, two
different approaches can be taken: formative
evaluation and summative evaluation (see, for
example, Cunningsworth. 1984).

Formative evaluation takes place during the
development and implementation of the course
book for purposes of modifying it as it is being
developed. Summative evaluation, however, takes
place after the course book has been implemented
for purposes of evaluating the effectiveness of the
course book.

Analyzing the situation is the last s'tepl in the
developmental process of a course book. The goal
of needs identification, as stated before, is to
collect data to be used to develop a profile of the
language needs of a group of learners in order to
be able to make decisions about the goals and
content of a course book. Yet other factors are
relevant to the design and implementation of a

successful course book. Course books are taught
" and learned in particular contexts and situations.

The context for course books are varied:
numerous variables come into play in a specific
situation that are often the key determinants of
the success of a course book. Some course books
are developed for centrally organized educational
systems where a great deal of direction and support
for teaching is provided. Others are written for
settings where there are limited human and
physical resources,

In some contexts, proposals for the change of
course books are well received by teachers but

resisted strongly by others. In some situations,
teachers are well trained and have sufficient time
available for preparation, while in other situations,
teachers have little time for preparation. It is
important, therefore, to identify what these factors
are and what their potential effect might be on the
course book. Situation analysis is, in fact, an
analysis of such factors as social, economic, and
institutional.

Based on what has been presented so far, a
course book has no choice but to follow the goals
delineated for it. If the goal of language instruction
is to enhance reading comprehension ability in the
learners, the backbone of the course book should
probably be structural, along with some functions,
situations, and tasks. If the goal of language teaching
is to promote oral communication in the learners, then
functions and notions come to play, and situations and
tasks are used to reinforce the functions presented;
in this case, grammatical points are dealt with only
marginally and unsystematically as they appear
in the functions.

In conclusion it should be stressed once again
that writing a course book is a very difficult
enterprise. If we agree with the traditional
distinction between ESL and EFL, it should be
mentioned that most theories of language and
learning are designed for the ESL, and not for the
EFL, contexts, regardless of the number of people
interested in learning English ;m EFL settings.
Therefore, it is my firm belief that no experts in
the field of applied linguistics, but only the Iranian
textbook writers, who are quite familiar with the
Iranian EFL setting, are qualified provide us with
educationally-sound teaching materials. It is also
my belief that the course books must be sensitive
to our cultural heritage and values, with which no
int_ernationally well-known writers, but only.
Iranian course book developers, are familiar.

14 ‘Foreign Language Teaching Journal
No.82. F LT




Ll — 7

usually available in language classrooms.
e Task-based learning is not what many
learners expect from a language classrooms.
e Task-based learning is not what many
learners expect from a language classroom.
e Evaluation of task-based learning can be
difficult.
e Task gradation is still a controversial issue.

nd
activities is the next step in the process of course
book development. It means how and with what
the course book should be taught. What is the role
of the teacher? What is the role of the learner?

Choosing teaching materials may mean
development of new materials for which there are
no suitable materials, collecting a variety of
materials, or adapting existing materials (for an
excellent collection of papers, see Tomlinson,
2003). '

Course book developers consider a variety of
factors in develbping, choosing, and adapting
materials. Two of the most important factors are
the effectiveness of materials in achieving the goal
. of the course, as well as their appropriateness for
the learners and the teachers. Appropriateness

Foreign Language Teaching Journal’
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includes learner comfort and familiarity with the
materials, their language proficiency level,
interest, and relevance. Developing materials and
activities require time and a clear sense of why,

“how, and by whom the book will be used.

Undoubtedly, part of the coe

book
development is figuring out systems for organizing
the course — the organization of each lesson, as
well as the overall organization of the course.

There are two general, complementary
principles of sequencing:building and recycling.
In deciding how to sequence materials, the text
book developer should consider basing the
materials from the simple to the compiex, from
more concrete to more open-ended. The principle
of recycling means that learners encounter
previous materials in new ways. For example,
materials covered in a listening activity may be
recycled in a writing exercise.

To many teachers, evaluation means ev

uation
within a course: assessing learners’ proficiency,
progress, or achievement. Course book developers
usually design some form of student evaluation,



to demonstrate to be competent in a language,
relatively independent of the situation or the
setting in which the language can occur.

Skill-based contents group linguistic
competencies, such as pronunciation, vocabulary,
grammar, together into generalized types of
behavior, such as listening to spoken language for
the main idea, reading a text for main ideas or
supporting details, and so on. The primary purpose
of skill-based instruction is to teach specific
language skill.

Some of the positive characteristics of skill-based
contents are:

e Skill-based contents are most useful when
learners need to master specific types of
language use, for example, when they need
to read limited types of materials in a
specific area.

e Skill-based contents have relevance to the
needs of language learners.

Some of the negative characteristics of skill-based
contents are:

e It is questionable whether ability to perform
a specific language activity is dependet on
or independent of the overall language
proficiency.

e Serious philosophical questions have been
raised about the social values of skill-based
contents. It is possible that skill-based
instruction can isolate learners from
achievements that skills do not prepare them
for.

Still another way to conceptualize content is
through task-based contents. In task-based
contents, teaching is not organized around

linguistic features of the language being learned,
but around a series of purposeful tasks that the
learner wants or needs to perform to learn the
language. Tasks are, in fact, activities with a
purpose other than language learning. In other
words, language learning is subordinated to task
performance, and language teaching occurs only
as the need arises during the performance of the
given task. Examples of tasks are applying for a
job, getting housing information over the
telephone, completing different forms, etc. (see
Ellis, 2003). '

The learning theory underlying task-based
contents is that the ability to use a language is
gained through exposure to and participation in
using the language. The language theory
un'derlying task-based contents is communicative,
covering linguistic competence, sociolinguistic
competence, discourse competence, and strategic
competence. '

Some of the positive characteristics of task-based |
contents are:

e They are suitable for learners of all ages and
backgrounds.

e Ability to perform a task is equivalent to the
ability to use the language.

e They are very useful for learners who are
not interested in traditional types of
classroom learning.

Some of the negative characteristics of task-based
contents are:

o Task-based learning requires a high-level
creativity and initiative on the part of the
learner.

e Task-based learning requires resources
beyond the textbooks and related materials

6 Foreign Language Teaching Journal,
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A Less well known and less widely used than
structure-based content or function-based content
is one in which the content of language teaching
is a collection of real or imaginary situations. A
situation usually involves several participants who
are engaged in some kind of activity in a specific
setting. The language ocbuning in a situation
involves a number of functions. The most familiar
way of presenting a situation is through a dialog.

Situation-based contents have also positive and
negative features. Some of the positive
characteristics of situation-based contents are:

o Situations can lead to learners' ability to
communicate in specific settings.

e Situations provide contexts of discourse in
which form and meaning coincide.

o Situations can break the sentence level
barrier and demonstrate to learners, of
course, only to some extent, how language
operates in larger units of discourse.

o The use of situations in language teaching
can help provide some social and cultural
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information about the language and its users.

Some-of the negative characteristics of situation-
based contents are:

® They can lead learners to rely on pre learned
routines and patterns of language use rather
than on the creative and negotiated use of
language.

e Here it is extremely difficult to create
authentic language for interactional
purposes.

e Situation-based contents present grading
and sequencing problems.

e The unpredictability of language structures,
functions, notionsl and lexical items used
in a situation makes it less transferable to
another similar situation.

Another type of conceptualizing content is
skill-based content in which the content of
language teaching is a collection of specific
abilities that may play a part in using language.
Skills are abilities that language users must be able



To show a difference between structure-based
contents and function-based contents, one can
- refer to the tdea that imperative and would may
not appear related in the structure-based content,
but they can be grouped together in the function-
based content under the function of offering, as in

Have another piece of cake.

Would you like another piece of cake?

Function-based contents have also positive and
negative characteristics. Some of their positive
characteristics are,

e Function-based contents include information
about language use.

e Materials are closer to authentic target
language use.

e They are related more to current or future
language needs of learners; hence, they may
have motivational benefits.

e They provide reasonable mastery of
communicative competencies in a relatively
short time, of course, within a limited
domain.

Some of the negative characteristics of function-
based contents are:

¢ Function-based contents are limited to short
utterances or exchanges; they do not involve
larger stretches of discourse. Therefore, they
can become a means of teaching routines
and patterns. Routines, such as No, thank
you, are frozen phrases that are used to
convey an understanding of the context
rather than to offer specific information.
Patterns, such as Would you like to.....7, are
utterances with open slots in which
vocabulary items can be inserted.

e Sequencing, as well as grading, of functions
is done arbitrarily.

Some scholars (see, for example. White, 1988)
argue that perhaps as a reaction to the
shortcomings of function-based contents,
structure-function-based contents have become
more common in recent years, in which functional
and structural elements are interwoven. White
proposes six types of structure-function-based
contents:

TYPE A: An amount of structural component
comes before an equal amount of
functional component, with no
connection between the two.

TYPEB: TYPEB is the same as TYPE A, but the
order is changed. Here structural
elements come after functional
elements.

TYPE C: In TYPE C, two parallel streams, one
structural the other functional; usually
with no connection between the two,
move together. However, it is possible
that the content of one interacts with the
content of the other.

TYPE D: TYPE D is an alternative to TYPE A
and TYPE B, but here the structural and
functional components are arranged in
shorter sections. That is, in the same
unit, a functional element comes after a
structural element or vice-versa.

TYPEE: TYPE E is an integration of structural
and functional elements.

TYPE F: TYPE F is identical to TYPE E;
however, here there are free elements
in which course book developers can
also include materials they deem
necessary or important.

The following table summarizes the different types
of structure-function-based contents mentioned above,
in which structural elements are shown by + +,
functional elements by # #, and free elements by 0 0.
1 Foreign Language Teaching Journai.
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conceptualizing and categorizing content. The
course book developer has to decide which
approaches are appropriate, as well as feasible,
for the course book and how they can be combined
or integrated (see Yalden, 1983, 1987).

At first it should be mentioned that
conceptualizing content requires empirical
evidence. But the empirical evidence is not, in a
lot of cases, compatible with one another (see, for
example, Lightbown, & Spada, 1999}, Therefore,
the course book developer should conceptualize
which choices to make among the available
options. In other words, his/her decisions should
be based upon a theory of language and a theory
of language acquisition/learning. For this reason,
sthe has to be fully aware of these theories.

Although the present knowledge about second
language acquisition/learning is still fragmentary,
itis the responsibility of the course book developer
to base all his/her choices on experience and
empirical findings as to what works and what is
most effective in the classroom. However, it should
be mentioned that the options chosen — whether
they are words, structures, notions, functions— and
the way they are to be presented—in isolation, in
context, with grammar rules or without grammar,
rules—will influence the elements of the language
that course book developers include in their books,
which, ina sense, is clearly indicative of their theory
of language and language learning.

The traditional way of conceprualizihg content,
which many of us have experienced in our own
learning of English, is the structure-based content.
A structure-based content is one in which the
content of language teaching is a collection of
forms and grammatical structures, such as nouns,
verbs, adjectives, statements, questions, etc. The
structure-based content may also include such

:Foreign Language Teaching Journa 19
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other aspects of language forms as pronunciation
and vocabulary items.

Structure-based contents have some merits and
demerits. Some positive characteristics of structure-
based contents are: _

e Structures are one of the components of

communicative competence.

e Teachers and learners are familiar with
structures.

o Contents, such as nouns, verbs, adjectives, are
easy to describe.

e Structures are the most measurable component
of communicative competence.

e Structures prevent fossilization.

e Structures serve as the basis for monitoring
the accuracy of production.

» Structures provide the teacher with a basis for
giving feedback on the accuracy of language
output. ' a

e Structures are value free and culture free. They
can be taught without reference to culture.

However, structure-based contents suffer from
serious problems:
® Structures do not lead to language use.
o Knowledge of structures does not seem to
transfer to language skill easily.
e Structures mislead learners into that they are
learning a language, but, in fact, they are
learning about the language.

The most popular alternative to the structure-
based content is the function-based content. In the
function-based content, the target language is not
presented as isolated linguistic forms, but as a
group of language functions, that are performed
when language is used. Examples of functions -
include greeting, leave taking, requesting,
apologizing (Munby, 1978).



means of obtaining broader input into the content
of a course book, language needs identification is
a very complicated task to carry out, is a time-
consumning activity, is a costly effort, and is not,
in some cases, a practically feasible idea. For this
reason, Long (1985) remarks that necds analysis
is “a notorious bottleneck” (p. 90) in the design of
language teaching materials.

.Qgtermmmg goals and obJectlves ,_J
Another type of question that a course e book
developer should answer is what the goals and
objectives of the course are and what language
learners need to learn to achieve them. Goals refer
to general statements of the overall, long-term
purposes of the course. Objectives, however,
express the specific ways in which the goals will
be achieved. In other words, while goals of a
course represent the final destination, the
objectiv'es specify the different ways leading to

that destination. For example, if the goal of an

English language teaching program is to improve
paragraph writing ability, then some of the
objectives of the course book would be helping
learners with brainstorming, selecting relevant
ideas, paying attention to paragraph organizational
patterns, structural patterns most commonly used
for such type of a topic, the topic sentence,
supporting ideas, etc.

Specification of goals and objectives provide
the course book developer with a coherent

framework in planning the course book. Through .

analyzing goals into objectives, the course book
developer can conceptualize the course in terms
of teachable materials. Clear goals and objectives
also give the course book developer a basis on
which s/he can decide on the inclusion or exclusion
- of content and activities in the course book.
Finally, goals and objectives, if clearly set, provide
a framework for the evaluation of the effectiveness
of content and activities included.

Of course, there is no simple answer to the
question how one chooses appropriate goals and
objectives. If a nationwide course book is to be
developed, the goals are usually specified by the
authorities of Ministry of Education. Then it is
the responsibility of the course book developer to
break down the goal into pedagogically sound
objectives. But if a local text is to be developed,
the content of the book should be compatible with
the specific goal of language teaching in Iran.

3. Conceptualizing content ]

Conceptualizing content means what 1o téach.
In other words, it refers to what should be included
in the course book. When a course book developer
conceptualizes content, s/he is, in fact, thinking
about which aspects of language to include, to
emphasize, and to integrate in the book. This is a

very difficult task to carry out.

Almost four decades ago, language teaching
was heavily influenced by a structural view of
language. This impact resulted in one approach to
content and method. This means that, for example,
the same course book and the same language
activities could be used for all those who wanted
to learn English. However, this is not the case

today. It suffices to mention that a lot of changes

have taken place in the last four decades in the
fields of applied linguistics and language
acquisition/learning, as well as in approaches to
language teaching methodology. Today the choices
a course book developer makes are much more
context depende‘nt; therefore, a number of factors,
such as. who language learners are, what their
language needs and expectations are, what the
course book developer's belief of the nature of
language is, how the learners' language needs are
best met, what the institutional curriculum is, etc.

Let's now take a look at some approaches of

0] Foreign Langua e Teaching Journal'
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developed to address a specific set of educational needs and to cover a given set of unique objectives,
this issue is even more crucial in our case for a variety of educational and pedagogical reasons. Hence,
decisions about the content of an English course book to be acceptable by the authorities of the Ministry
of Education, by Iranian teachers of the English language, and by language learners is not in all
likelihood an easy task. Furthermore, another significant consideration in the decisions regarding the
content of a course book is that the contents should reflect the planner’s assumptions about what the
most essential units of language are and how these units are to be organized in an optimal and effective
way. The purpose of this paper is to help English language teachers, interested in designing teaching
materials, what to observe in developing books or to modify an existing ones to produce textbooks
that are educationally sound, culturally appropriate, and pedagogically compatible with the objcctlves

of teaching English in Iran.

Key Words: course book development, langnage needs identification, goal and objectives, content
specification, structural content, functional content, situational content, task-based content

Developing a course book is not an easy task.
Writing an English course book or modifying an
existing one to be used locally or nationally is not in
all likelihood an easy endeavor at all. There are a lot
of factors to consider in developing an English course
book. English language teachers are interested in, or
are being called upon, designing course book materials
for a variety of educational settings, as well as for
promotional incentives. The purpose of this paper is
to make the interested reader familiar with the
developmental processes involved in the preparation
of a general English course book and determining
whether writers are constructing a solid framework
for their course books in our Tranian EFL context.

Graves (1996) groups the factors concerning the
preparation of a course book in seven broad categories,
namely

1. Identifying language needs

2. Determining goals and objectives

3. Conceptualizing content

4. Selecting and developing materials and

activities

5. Organizing content and activities

6. Evaluating learners as well as the course

7. Analyzing the situation
Each of these categories will be dealt with briefly in
this paper.

oraicH Languags Teaching Jourmal
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{I-Jd?entifying language needs: -~ - |

—

The first question that a course book developer
has to answer 1s what the learners' language needs
are. Needs identification involves determining whar
the learners know and what they need to know.

Concerning needs identification, two different
types of language needs become apparent:
objective needs and subjective needs. Objective
needs are those factal information about learners,
for example, their current mastery of the English
language, their current lacks and deficiencies of
language, and their possible use of language in
the target situation. As a matter of fact, the content
of a course book should bridge the gap between
the learners' current mastery of the language and
a step forward towards their immediate or future
use of language in the target situation. Subjective
needs, however, refer to cognitive and affective
needs of the learners. Here, the question of

_ personality type, attitude, learners’ wants and

expectations concemning the learning of English, as
well as their individual cognitive style and learning
strategies are to be considered. (see, for example,
Nunan, 1999, and, particularly, West, 1994).

Although an extremely crucial factor as a
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Abstract
~ Course book preparation is one of the most basic issues dealt with in teaching English programs,
Course book development is a very crucial question. Considering the fact that a course book has to be
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or activities which devalue the learners, their own
ideology and cultural values.

4-Reordering

When reordering, the teacher decides that it is more
pedagogically meaningful to sequence activities
differently. An example is teaching grammatical
points before teaching readingvcomprehension
passage, or introducing present past participle
adjectives before introducing linking verbs.
Reordering can also depend on the time available
and gradation principle.

5-Replacing materials

This adaptation technique can be the most
frequently used procedure by teachers. When
replacing materials, a teacher may decide that a
more appropriate visual or text may serve as an
activity better than ones used in the book. This
procedure is often the case with culturatly specific
or time-specific activities.

As an example, some texts used in high school
books are not authentic. The teachers can select
some texts from magazines, newspapers or internet
and replace them with those parts which are not
found authentic,

Moreover, the teachers can replace one activity
with another. For example, a “fill in the blank”
vocabulary exercise can be replaced with word-
fromation exercise to engage all learners in
learning activities

Conclusion

Due to lack of congruence between the contents
of recently published materials used in EFL
classrooms and learning theories, innovation in
teaching methods, research findings in SLA, and
learners’ differences in learning strategies, culture
values, cognitive and affective traits, and social
inequality, it is necessary for language teachers to

{Foreign Language Teaching Journal
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getacquainted with adaptation reasons, objectives,
and techniques. Critically speaking, the recently
published materials used for teaching Iranian
language learners need to be adapted One more
reasons mentioned in the earlier part of the study
1s that teachers can make language learning more
effective and challenging for all learners with
different cognitive and affective traits,
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engaging, cater for all sensory learning styles,
provide for more learner autonomy, and
encourage higher-level cognitive skills.

Some researchers expend the list to include the
following objectives.

1- To help teachers and learners to get rid of
unnecessary can tents,

2- To account for individual difference,

3- To account for learners’ learning strategies and
their cognitive traits, )

4- To respect the cultures and values of our
language learners,

5 - To make teaching challenging for the highly-
gifted learners, : '

6 - To lay emphasis on learner’s interests and goals,

7- To involve learners in teaching process,

8- To make learning process less inhibitive and to
reduce learner’s stress by asking them to select
the appropriate materials,

9 - To imply the applied linguists’ research
findings concerning the second language
acguisition issues.

10- To make use of electronic resources, and

11- To make use of learners’ cultural background
to facilitate learning.

Techniques for adaptation

After recognizing lack of congruence between
published teaching course books and linguistic
theories and objectives of the classroom, the
teachers should know that materials adaptation to
their classroom needs is a necessary principle.

A list of techniques that may be used to adapt
materials better to fit a specific class has been
provided by McDonough and Shaw (1993) and
Cunningsworth (1995). The techniques are
mentioned and exemplified as follow.

1- Adding
A teacher may supplement the existing materials
and provide more materials by either “extending”
or expanding
As an example, a teacher can add a dialogue to a
unit in order to contextualize a pattern or a new
structure. Suppose one wants to teach causative
structure. she/he creates the following
conversation between A and B to contextualize
the pattern. ’
"~ A: What are you doing, Ali?
B: I am washing my clothes.
A:Do you always wash your clothes
yourself?
B: No. I sometimes have them washed.
A: Pardon me.
B: I sometimes have my friend wash them or
get someone to wash them. -

2. Simplifying

When simplifying, the teacher can reword or
paraphrase instructions, texts or exercises in order
to make them more accessible to learners, or she/he
can simplify an activity to make it more tangible
for learners. It should be borned in mind that when
simplifying a text, the authenticity of the text should
hot be endangered.

3-Deleting

Sometimes a teacher can delete materials both
quantitiatively and qualitatively. When
quantitatively deleting, for example, one can
decide to do five of the exercises practicing simple
persent tense instead of the 15 in the text book.
When qualitatively deleting, however, one may
decide that one activity may be tedious and
ineffective and decide not to do any of those
exercises. The teachers can also delete the parts

24 Foreign Language Teaching Journal
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| personal traits. They apply different learning
activities and tasks which are appropriate for
different learners. Consequently, learners should
have alternatives in selecting their learning
-activities. As recently published materials do not
provide language learners with a variety of

learning activities and pedagogical tasks,

materials adaptation is actually inevitable.

10- In our education system, some of the
learners are late beginners. That is, there are some
learners who did not have the chance of being
educated at the right age. (Learners at adult schools).
Meanwhile, maturational constraints as mentioned
by (Long, 1990; Selinger, 1978; Cook, 1999) proved
to be of much influence in learning ESL/EFL.

The textbooks used in our schools are taught
to all the learners of different ages, regardless of
the results of second language acquisition studies
which indicate a significant difference between
the rate and amount of learning by early and late
beginners. '

Therefore, bearing these issues in mind,
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teachers actually know that some parts of the
textbooks may not be appropriate to young or
adult learners and they should have the chance
to make some changes in the published
materials.

Objectives of Adaptations

It is necessary to have clear objectives for
adopting any materials. According to Islam and
Mares (2003) clear adaptation objective(s) for
the ‘materials or knowing what works for your
class will help and guide your choice of
adaptation techniques and help to decide the
suitable content of language.

MacD onough and Shaw list the objectives
that a teacher may hope to achieve by adapting
classroom materials. They state that, in order to
obtain greater appropriacy from materials, one
can adapt to: personalize, individualize, localize
and modernize. Islam and mares(2003) expand
the list to include:

Add real choice , make the language input more



negotiation between all participants in the
learning process, and between learners,

e Activities and tasks do not promote enough
meta- communication opportunities and do not
promote co-participation.

A brief look at these reasons for adaptation
proposed by many applied linguists and drawing
conclusion from the case studies done and taking
into consideration the experience of many
English language teachers teaching English to
Iranian students, the following reasons for
adaptation of English textbooks used for teaching

-Eng]ish., at both schools and institutes can be
~ given.

1-Some units of textbooks (e.g.New Stream
Lines, New headways, East West).-are not in
congruence with Iranian learners’ cultural values.

2- There is too much emphasis on some skills
and too little emphasis on some other skills.

As an example, in the textbooks designed for
guidance schools, the number of drills used to
practice structure is greater than amount of
exercise need to teach sounds.

3-Due to inequality between language leamers
in terms of the facilities which they have,

education centers which may benefit from, (e.g
language institutes), some units or the whole
textbook is very easy for one group of learners
and very difficult for other groups. Therefore,
adaptation is totally necessary.

4- Some textbooks are designed based on
traditional approaches to language teaching, and
the recent approaches to language teaching which
are learner-oriented are not involved in the
theoretical and practical dimensions of the
textbooks. Therefore, innovation, and creativity
on behalf of he teacher is felt necessary.

5- Recent theories of learning and teaching lay
more focus on learners’ roles in materials
preparation, but surprisingly even after many years
of English teaching in our country, one can hardly
experience the roles of learners in material
development. It is necessary to ask the learners
what topics, units, or parts of the textbooks they
like the best or not.

6- Sometimes there is no congruence between
the types of structures or vocabulary used in the
course books and the learners’ level of proficiency.
In this case, adaptation can, to a great extent, be
useful and practical.

7- In teaching grammatical structures, the
principle of gradation and order of presentation
have been found influential. As an example, one
can not teach passive unless the learners know
what active sentences are. Wherever the teachers
feel that replacement of structural patterns
facilitate EFL learning, they can adapt the
materials.

8- The second language acquisition studies
verify the negative and positive impacts of cross-
linguistic influence or transfer on learning the
target language subsystems. Therefore, some
subsystems need more exercise than the other
subsystems. Surprisingly, analyzing the English
textbooks taught at our schools, one can conclude
that the issue of cross-linguistic influence is totally
ignored by text developers. Consequently
matenials adaptation is felt as an obligation to make
a change in the types of exercises and drills used
in the course books.

9- Learners’ individual differences and learning
strategies have been explored by many applied
linguists. (Nunan, 1998; 1989& 1999;0xford,
1990) and the results indicate that human beings
are not of the same cognitive, affective and
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McDonough and Shaw (1993) quote that
effective adaptation is a matter of achieving
“congruence”. The good teacher is constantly
striving for congruence among several related
variables: teaching materials, methodology,
learners, course objectives, the target language
and its context, and the teacher’s own personality
and teaching style.

Their list of reasons for adaptation obviously
reflects a concern that communicative language
teaching implies an unsystematic approach to
grammar presentation and a belief that a
systematic approach to grammar presentation is
required. Their main reasons are listed as follows:
_“Not enough grammar coverage in general”
_"“Reading comprehension contains too much

.unknown vocabulary”.
_“Listening passages are not authentic, because
they sound too much little known”.
_"Not enough guidance on pronunciation, and too
much or too little variation of activities”.

According to Cunnigsworth cited in Islam and
Mares (2003) adaptation is necessary and depends
of the factors such as:
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e The dynamics of the classroom,

e The personalities involved,

e The constraints imposed by syllabuses,

e The availability of resources, and

e The expectations and motivations of the
learners.

He also believes that adaptation is appropriate
when materials are ideal in terms of methods,
language content, in subject matter, balance of
skills, progression and grading, and cultural
content.

Candling and Breen (1980) believe that one
reason for materials adaptation is that published
materials are limited in that they do not provide
learners with many opportunities for real
communication, instead they only provide oral
practice of linguistic structures: Their list of
reasons includes:

e communicative materials do not provide
enough opportunities for negotiation between
learner and the text. :

¢ Communicate materials do not provide enough
opportunities for interpersonal or social
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follow the contents and framework of the recently published materials. Sométi}ﬁés, due to the lack of
congruence between the contents of the course books used for teaching English to foreign l_anguagei
learners, learning theories, teaching strategies, learners individual differences, learners beliefs and.
perceptions about their own culture and the target culture, materials adaptation plays a critical role in
EFL classrooms settings. Therefore, to provide teachers with appropriate techniques of mathj_z_a.!fé
jadaptation to make learning process more creative and less inhibitive seems to be very\;\cgs’séhiiél.

Key Words: Materials, adaptation, teachers, learners, learning, EFL.

Introduction

In many cases, the teachers should not
necessarily confine themselves to use the exact
content of published materials. Sometimes there
is no discrepancy between what the students are
asked to do in published materials and what
happens in real life language use. Surprisingly,
sometimes a part of a course book for language
learning and teaching does not seem to be adequate
and effective. (Tomlinson, 1998).

Furthermore, although the recent approaches to
language teaching and learning lay more emphasis
on the role of learners in learning and learner-
centered pedagogy, in many of published materials
designed for language teaching and learning, no
attention is péid to these important issues.

Many applied linguists (e.g. Tomlinson, 1988,
Clarke, 1989, Madison and Brown, 1978)put more
emphasis on a new process in course development
known as adaptation.

As Scarceness (2003) believes, at the moment
the process of material adaptation is, in great
majority of cases, left in the teachers” hand and it
is mainly based on their intuition and experience.
Having assessed the importance of materials
adaptation as probably the most relevant and
useful link between the reality of the language
classroom and the research findings, there is
clearly a great need to develop such a process and

&

put into practice those theories and ideas in a more
systematic manner, especially when published
materials are concerned (Saracen, 2003).
Therefore, this study aims at elaborating on
materials adaptation process, the reasons,
objectives and techniques of adaptation of EFL
materials in general and materials designed for
teaching English to Iranian students in particular.

Reasons for adaptation

There are always sound practical reasons for
adapting materials in order to make them as
accessible and useful to learners as possible.
However, reasons for adaptation have fluctuated
and varied as the field of language teaching has
experienced a lot of innovations and views on
language teaching and acquisition have become
better informed by research and experience. (Islam
and Mare,2003). One reason for adaptation as cited
by Islam and Mares is that published materials
are constrained by the syllabus, unit template and

. space concerns. Not all materials therefore, are

fully developed.

A good teacher’s guide will supplement
materials and useful alternatives and adaptations,
but where this does not happen or a teacher does

not have the teacher’s guide, adaptation will

become part of the creative dialogue between
teachers and published materials.
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helps learners to see their own progress and learn
that the effort pays off. Finally, teachers should
provide non-threatening evaluation. To this end,
evaluation should be ongoing, embedded in daily
activities, focused on personal progress as it
promotes the view that errors are opportunities to
learn (Ley & Young.2001; Perry, et al. 2002,
Thansoulas, 2000; Zimmerman, 2002).

L. Conclusion and Pedagogical

b Implications for EFL Contexts N

The present paper presented an overview of
self-regulated learning (SRL) by giving an account
of two frequently cited models of self-regulation,
characteristics attributed to self-regulated learners
and ways through which SRL can be promoted in
classroom settings. As indicated in the article, SRL
is a valuable construct in educational psychology
and in the field of second or foreign language
leaning since it emphasizes the notion of learner
autonomy and independence. In SRL students are
active participants in their learning process who
have learned how to plan, control, monitor and
evaluate their cognitive, metacognitive, behavioral
and contextual learning process.

Autonomous, self-regulated learning is
essential for development of second or foreign
language profictency both within and especially
beyond the classroom for both fluency and
accuracy (Ehrman, 2000). Research has also
revealed that self-regulated learners are
academically more successful than other students.

Teachers should then try to help students develop
SRL strategies along with their language skills.
EFL teachers can foster SRL in their classrooms
through making students aware of their own
learning strategies (i.e., metacognitive awareness)
and developing the SRL strategies they lack. To
this end, teachers can assign a task such as reading
a text or writing a paper and they can ask students

‘to think aloud while they are performing the task.
If for instance, students do not report the required

‘Foreign LLanguage Teaching Journal 37
FoL TR RTTEAAN >

strategies for reading comprehension of the text,
the teacher can help them with developing the
necessary strategies. In order to create a self-
regulated learning context, teachers should make
students familiar with s-elf-monitoring and self-
evaluating processes proposed by models of self-
regulation. EFL students can self-monitor and self-
evaluate their language learning progress though

- writing diaries and journals.

As illustrated in the literature, goal setting and
self-efficacy are critical components of SRL -
models. Accordingly, if EFL teachers are aiming
at promoting SRL in their classes, they should try
to instruct students to use goal setting efficiently.
When students face a difficulty in achieving their
designated goal (e.g., comprehending a long and
difficult reading or listening text), teachers should
provide verbal encouragement to learners to help
them to sustain their goal and accomplish it. EFL
teachers can help leamners to set some sub-goals
such as learning some vocabulary items or
grammatical points to attain their long term goal
which for example could be speaking English
fluently and accurately. Students’ seif- efficacy can
also be enhanced by providing a strategy that helps
them succeed (Schunk, 1995). EFL teachers can
help students to raise their self-efficacy for
language learning by teaching them language
learning strategies they lack or they are weak at.

In sum, EFL teachers can help students to
become more successful language learners capable
of taking charge of their own learning by
scaffolding, and coaching strategy use. They can
also teach them how to set goals, monitor and
evaluate their own learning process.

IR
| .autonomous

2. self-regulated
3. contextual

4, self-monitoring



strategies such as repetition, note taking and
questioning for clarification (Chamot, 1987). Less-
experienced or naive self-regulated learners and

skillful learners are also differentiated by the .

strategies they employ in their different phases of

the self-regulated learning. In the forethought .

phase, naive self-regulators set nonspecific and
unrealistic academic goals whereas the skillful
learners set specific short term goals which are
achieved more guickly and result in motivation
and better self-regulation. Naive seif- regulators
also tend to have low levels of academic self-
efficacy and interest in the task. In the performance
stage, naive self-regulators do not stay focused
on their original plan and cannot effectively
monitor their own progress. In the self-reflection
phase naive self-regulated learners tend to avoid
self-judgment as compared to skillful self-
regulators. Furthermore, when naive self-
regulators make judgments, they are more likely
to be negative. They consider ability related causes
reé‘.ponsible for their success or failure whereas
the skillful learners attribute their performance to
strategy use and the amount of their practice
(Zimmerman, 1998).

In general, students with higher records of
academic achievement have been found to use
more SRL strategies and monitor their learning
process more flexibly than less successtul learners
(Pape & Wang, 2003). Therefore, knowing that
there is a positive correlation between students’
academic achievement and the amount and type
of SRL strategies that they employ in their learning
process, educational psychologists have proposed
various instructional models and programs to
promote SRL among less successful students.

i Ways to Promote Self-regulated
8t | earning in Classrooms .

Educational researchers have demonstrated that

it is possible to teach self-regulatory processes and
strategies which increase students’ motivation and

achievement. It has then been suggested that
teachers can build the classrooms as self-regulated
learning environments if they pursue the following
guidelines: They should give students a lot of
choices to take responsibility for their own
learning. Students should be encouraged to choose
how to accomplish learning tasks. For example,
students can be asked to decide whether they
should have a shared or individual reading of a
text. Teachers should also emphasize concept
relevance and provide students with plenty of
examples to explain each concept and to relate
new ideas to previously covered ones. They should
model and encourage self-reflection as well.
Teachers can think out loud when they are
demonstrating to students how to perform a
learning task or they can ask successful students
to explain to their peers how they have performed
the task.

Teachers need to assess students’ belief about
learning like their self-efficacy perception in order
to identify cognitive or motivational difficulties
before they become problematic. They ought to
organize instruction and activities in a way that
they foster cognitive and metacognitive strategies.
In case of EFL/ESL contexts, the following
cognitive strategies could be advocated: repetition
(e.g. when students imitate others’ speech in a
listening task), resourcing (i.e., having recourse
to dictionaries and other materials), translating,
note taking, deducing, contextualizing (e.g.,
embedding a word or phrase in a meaningful text)
and the like. These metacognitive strategies can
also be encouraged: planning, self-monitoring
(e.g., checking one’s performance as one speaks),
self-evaluating (i.e., appraising one’s performance
in relation to one’s own standards) and self-
reinforcement (i.e., rewarding oneself for
success). Teachers can make students take charge
of their own learning by keeping track of their
own progress though portfolios. A portfolio is a
collection of a learners” work over time which
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success or failure. For example, if a student thinks
he was successful on a test, he can attribute this to
his own high ability or effort, orhe can attribute it
to other factors such as good luck, the ease of the
test or the instructor’s help and many other factors.
In the same way if a student fails an exam, he can
attmibute it to the lack of ability or effort on his
part, bad luck, the difficulty of the task and so many
other factors. The type and the nature of attribution
that the student makes have profound implication
for future attempts at the task, and the general
motivation and achievement (Pintrich & Schunk,
1996).-

In sum, comparing the two models, we note that
both models share the same underlying
assumption. Self-regulated learning is an active,
constructive process whereby learners set goals for
their learning and make an effort to monitor,
~ regulate, and control their cognition, motivation,
behavior and context of learning.

Students can be described self-regulated to the
extent that they have learned to plan, control and
evaluate their cognitive, affective, behavioral and
contextual processes. Broadly speaking, students
who manage to self-regulate their learning display
the following attributes: They are cognizant of a
series of cognitive strategies like repetition,
elaboration and organization. They apply these
strategies to be able to attend to, transform,
organize, elaborate and recover information. Self-
regulated students know how to use their
metacognitive knowledge to plan, control and
direct their mental processes toward the
achievement of their designated goall. They show
a set of motivational beliefs and adaptive emotions
such as a high sense of academic self-efficacy and
positive emotions (e.g., joy, interest) toward tasks.
They plan and control the time and effort required
for a task. They can create and structure favorable
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learning environments by finding a suitable place
to study and seeking help from teachers and
classmates when facing difficulties in their
learning process. Self-regulated students know
how to avoid external and internal distractions in
order to sustain their motivation (Corno, 2001).
Moreover, self-regulated learners are flexible and
typically take the following steps recursively when
they face a learning task: Based on their current
knowledge and belief, they initiate analyzing the
task to find out its requirements. They set task-
specific goals based on which they select, adapt,
and possibly invent strategies that will help them
to achieve their objectives. After iinplementing
these strategies, they monitor their progress toward
their goals. This will in turn generate internal
feedback about the success or failure of their effort
and might require them to adjust their strategies on
the basis of their perception of their progress. They
also use motivational strategies to sustain their effort
when they get discouraged or encounter difficulties
during the learning process (Butler & Winne, 1995).

Students’ use of SRL strategies has been found
to vary across different contexts of learning. In
this respect, Wang (2004) reports that ESL students
participating in his study are more likely to use
goal setting and planning strategies in reading and
writing contexts and not in listening and speaking
contexts. Likewise, Chinese undergraduate
students who participated in a self-regulated EFL
writing program developed metacognitive
knowledge pertinent to a mature composing
process of EFL composition (Ruan, 2005). In
addition, there is a significant difference in the
use of strategies between ESL beginner and
intermediate level students. Intermediate level
students apply metacognitive strategies such as
self-management, advance preparation and seif-
monitoring while the beginners prefer attention
focusing strategies. However, as far as cognitive
strategies are concerned, both groups use the same



"Within each of these phases, self regulatory
activities are in turn structured into four areas i.e.,
cognitive, motivational/ affective, behavioral and
contextual areas. The four phases suggested in this
model reprecsent a general sequence which a
student steps through as he or she carries out the
learning task. The phases can occur
simultaneously and dynamically and produce
multiple interactions among different processes
and activities which are included in each phase. '

The first phase, planning, includes activities
such as: goal setting, activation of prior knowledge
about the material and activation of metacognitive
knowledge which consists of activities like
recognizing the difficulties involved in a task,
identifying knowledge and skills needed for
addressing them, etc. All of these activities are
related to the cognitive area of the self-regulatory
process. On motivational/affective level, the phase
includes activation of motivational beliefs like
self-efficacy and personal interest in the task or in
the content (for example, the learner holds positive
attitude towards language learning). In behavioral
- and contextual arcas, the activities respectively
consist of planning the time and effort to be used
in the task and the activation of perceptions
regarding the task and the class context.

Within the second phase, the self-monitoring
stage, students become aware of their state of
cognition, motivation, emotions, use of time and

effort, as well as conditions of the task and the
context. Students are then involved in activities
related to self-observation of comprehension.
These activities are evident when students are
aware that they have not understood something
they have just read or heard and when they are
reading too fast for the type of goal they have set
{e.g., reading for the main idea). They are also
aware of their own behavior (e.g., “T have to spend
more time and try more to understand this
chapter”) and the classroom context (i.e., they
know how their performance will be evaluated).

Phase three involves efforts to control and
regulate different aspects of the self or task and
context. For instance, as the students are
performing a reading task they monitor their
learning and they might realize that they are not
understanding as much of the text as they had
hoped to. Therefore, in the light of such
metacognitive monitoring, they may decide to
reread the whole text, go back over certain parts
of the text or take notes on different parts of the
text to repair their comprehension. Such strategies
help the learners to control and regulate their
learning process to get closer to the goal they had
set for themselves which in this case is reading
comprehension of a particular text.

The final stage, the reflection or evaluation
stage involves judgments and evaluation that
students themselves make about their task
execution. They try to find out the causes of their
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active participants of their own learning process
(p.4).” Based on this definition, self-regulatory
processes fall into three cyclical phases:
Forethought, performance or volitional control
and self-reflection.

The forethought phase refers to processes and
beliefs that precede efforts to learn and consists
of cognitive processes such as students’ self-
efficacy beliefs, motivation, goal setting and
planning. Self-efficacy, defined as a learner’s
belief about his or her capabilities to learn or
perform behaviors at designated levels, is
considered to play a key role in developing self-
regulated learning. Research has indicated that
there is a positive relation between self-efficacy
and self-regulatory strategies. In other words,
students who believe they can learn and are
confident in their skills are more likely to report
the use of self-regulatory strategies. This finding
is compatible with Ellis’s (1989) argument that
good language learners would rather take charge
of their own learning rather than rely exclusively
on the teacher. Thus, incorporating SRL strategies
in instruction and enhancing students’ self-
efficacy beliefs help ESL students to learn English
more efficiently. Students benefit from this since
they have a variety of SRL strategies at their
disposal when facing problems in their language
learning process and since they are self-
efficacious enough to persist in using these
strategies (Wang, 2004). :

Goal setting — the other sub process of the first
phase—involves establishing a standard or
objective to serve as the aim of one’s action. Goals
motivate learners to try hard enough to meet task
demands and persist over time. Goals also help
learners to focus on the task, to select and apply
appropriate strategies and to monitor their
progress (Schunk, 1995). Researchers have found
that allowing individuals to set their goals
enhances self-regulation. In an investigation into
Iranian EFL learners’ goal-orientated and self-

'Foreign Language Teaching Journal <
F L TR 5

regulated learning and their language proficiency,
Dehghan (2005) demonstrates that there is a
positive relationship between students’ goal-
oriented and self-regulated learning and their
language proficiency. Therefore, those language
learners who focus on learning a foreign language,
choose challenging tasks and are concerned with
their own progress are more successful in learning
a foreign language. '

The second phase, the performance or
volitional control, refers to processes that occur
dhring learning and help students to focus on task
and optimize their performance. Examples of
these processes include attention focusing
processes, imagery and self-monitoring. Self-
monitoring, pivotal to SRL, refers to systematically
monitoring ones’ own performance. Research has
revealed that students who monitor their own
understanding during the learning process achieve
a better outcome. Self-monitoring helps students
focus their attention on the task and discriminate -
between effective and ineffective performance.
Students can also use imagery to help them to
encode information on a memory task and to
visualize the implementation of a strategy
(Zimmerman& Paulson, 1995).

The self-reflection phase, which is the third
stage in this model, occurs after performance and
learners start responding to their efforts_through
self judgment processes. The individuals compare
the information gathered about their performance
with a standard or goal. They make a judgment
about whether their failure is due to their inability
or inadequate effort.

Similarly, Pintrich’s model of self-regulated
learning (2000) attempts to clarify and analyze
the different processes which play a role in self-
regulated learning. In this model, regulatory
processes are organized based on four phases:
planning, self-monitoring, control and evaluation.



individuals who have learned to plan, control, and evaluate their cognitive, motivational, behavioral,
and contextual processes. Much empirical evidence has demonstrated that the characteristics attributed
to self-regulated learners coincide with those attributed to the learners who are academically high
achievers. Therefore, it seems essential that teachers be aware of self-regulated learning strategies
and processes to help their students to be autonomous and independent learners. To this end, the
present study attempted to shed some light on the concept of self-regulated learning (SRL), attributes
associated with self-regulated learners, ways to promote SRL strategies in the classroom as well as its
possible pedagogical implications in an EFL. context.

Key Words: self-regulated learning, goal setting, self-efficacy, self-monitoring, self-evaluation.

_Introduction

Since the mtroclucuon of the concept of ‘learner
strategy’ in educational psychology, many
attempts have been made to define the notion of
learning strategy in order to shed some light on
its conceptual ambiguity. However, the ‘clearing
away’ never happened and educational
psychologists in the 1990s simply dropped the
term ‘strategy’ which seemed to cause most of the

confusion and focused on what was seen as the K}

essence of strategic learning; that is, the learner’s
. conscious and proactive contribution to
development of his/her own learning process. The
new term introduced to cover this learner-specific
perspective was “self-regulation” (Dornyei &
Skehan, 2003). Self-regulation is a more versatile
concept than ‘learning strategy’ highlighting the
learners’ own strategic effort to manage their own
achievement through specific beliefs and
- processes (Zimmerman & Risemberg, 1997, p.
105). Recently, the second or foreign language
field has come to recognize such a transition in
the psychological literature and L2 research on
the concept of self-regulated learning (SRL) in
EFL/ESL context is still in its infancy. Due to
widely advocated view of ‘independent learning’
in EFL/ ESL pedagogy and the fact that the
ObJGCHVE of SRL programs is to help learners to
assume greater control over their own learning to
become independent learners, it seems crucial to

introduce the principles of SRL to language
teachers. To accomplish this aim, the present
article attempts to give account of two frequently
addressed models of SRL processes, self-regulated
learners’ attributes, ways to foster SRL strategies
and processes in classrooms as well as some
pedagogical implications for EFL teachers.

I'eglll,-at._ed learning§

Over the past few decades a great deal of
research has focused on self-regulated learning
(SRL) from the constructive, socio-cognitive,
developmental, and instructional perspectives.
The most commonly referred to models of self-
regulation in the literature are the socio-cognitive
models proposed by Barry, J. Zimmerman (1989)
and Paul, R. Pintrich (2000). A brief review of
each model and its subcategories appear below:

Zimmerman (1989) defines academic self-
regulation as “self-regulated thoughts, feelings
and behaviors intended to obtain specific
educational goals, such as analyzing a reading
assignment, preparing to take a test or writing a
paper.” Self-regulated learners are individuals
whose “view of academic learning is something
they do for themselves rather than something that
is done to/ for them. Accordingly, they are
motivationally, meta cognitively and behaviorally
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Abstract

- The shift from behaviorism to cognitivism in educational psychology has placed a premium on
learners as active participants in their own learning process. Increasingly, learners are perceived to
have more responsibi]ity'for their learning,_ and self-regulated learners are then defined as those




Teaching. New Jersey: Prentice Hall.

* Brown, ). D. (1988). Understanding Research in Second

Language Learning. New York: CUP.

Chomsky, N. (1980). Rules and Representations. New York:

Columbia University Press.

Dulay, H. and Burt, M. (1974). You can’t learn without
goofing: An analysis of children’s second
language errors. In J. Richards (Ed.). 1974, Error

Analysis. London: Longman.

Ellis, R. (1985). Understanding Second Language

Acquisition. Oxford: Oxford University Press.

Fallahi, M. (1991). Contrastive Linguistics and Analysis of

Errors: the Grammatical Structure of English and

Persian. Vol. 1. Tehran: Iran University Press.

! Fowler, W. S. and Coe, N. (1976). Nelson English Tests.

Middlesex: Nelson.

Haghighi Irani, F. (2002). The {mpact of Language
Proficiency on Adjacency Condition Detection
among Iranian EFL learners. Unpublished M.
A_ thesis, Azad University. Tehran.

' Hatch, E. and Farhady, H. (1981). Research Design and

Statistics for Applied Linguistics. Tehran:

Rahnama.

‘ Hirmandi, R. (1369). Tosif-e Moghabele’i-e Zaman-ha dar

Inglisi va Farsi. (A Comparative Analysis of the
Tenses in English and Persian.) Tehran:
Organization for Educational Research and
Planning under the Ministry of Research and

Education.

. Jain, M. P. (1974). Error Analysis: Source, Cause and

Significance. In J. Ricards (Ed.) Error Analysis:
Perspectives on Second Language Learning.
London: Longman.

Jordan, G. (2004). Theory Construction in Second Language

_ Acquisition. Amsterdam: John Benjamins.

Keshavarz, M. H. (1999). Contrastive Analysis and Error
Analysis. Tehran: Rahnama,

Krzeszowski, T. P. (1984). Tertium Comparationist. In
Contrastive Linjuistics: Prospects and Problems.
pp. 30i-312. Ediled by J. Fisiak, The Hague:

Mouton.

Littlewood, W. (1984). Foreign and Second Language
Learning: Language Acquisition Research and
Its Implications for the Classroom. Avon:
Cambridge University Press.

McLaughlin, B. (1987). Theories of Second Language
Learning. New York: Edward Arnold.

QOdlin, T. (1989). Language Transfer: Cross-linguistic
Influence in Language Learning. Cambridge: -
CUP.

Quirk, R., Greenbaum, $., Leech, G. and Svartvik, 1. (1985).
A Comprehensive Grammar of the English
Language. London: Longman.

Richards, J. C. (197 1a). Error Analysis and Second Language
Strategics. Langnage Science 17, 12-22.
(1971b). A Non-contrastive Approach to Error
Analysis. English Language Teaching 25, 204-
219.

Ringbom, H. Contrastive Analysis. In The Encyclopedia of
Language and Linguistics, Vol. 2. Edited by R.
E. Asher. New York: Pergamon Press, pp. 737-
742.

Rowshan Zamir, M. (1995). On the Relationship Between
General English Proficiency and EFL Students’
Errors in Writing Free Compositions.
Unpublished M. A. thesis. University of Tehran:
‘Tehran.

Seliger, H. W. and Shohamy, E. (1989). Second Language
Research Methods. Hong Kong: OUP.

Selinker, L. (1972). Interlanguage. IRAL 10, pp. 209-230.

Thomas, M. (2004)., Universal Grammar in Second
Language Acquistion. London: Routledge.

Windfuhr, G. I. (1966). Persian. In The World's Major
Languages. Edited by Bernard Comrie. London:
Routledge, pp. 523-545.

Yamini, R. (2000). A Survey of Lexical Cohesion in Written
Texts: Its Effect on Reading Comprehension for
Foreign Language Learners. Unpublished M. A, -
thesis. Shahid Beheshti University, Tehran.

Yang, S. and Huang, Y. Y {2004). The impact of the absence
of grammatical tense in L1 on the acquistion of
the tense-aspects system in L2, [RAL, 42, 49-70. /,.

3g Foreign Language Teaching Journal:
ElINOG.82.5pring.Voi.2 1 F LT



the errors persist at the INT level, the iearners do
not in general slide in their efforts to master the
tenses. To some extent they have developed their
ability to use the English tense system. The
development has mostly taken place in the use of
the past tense in main and embedded clauses (Cat.
I and 2). However, the learners are still lingering
on a developmental stage.

Pedagogical Implications and Applica-
tions

To address the language learning problems
assumes shifts in the mode of teaching and the
factors related to it. First, it is essential that the
teacher be aware of the difficulty in learning
caused by the linguistic contrasts between Persian
and English. Thus she will be able to teach at the
point of the errors, explaining more carefully those
. areas where the error frequency is firm, as well as
the areas where the errors are persistent at the
_ higher levels of proficiency.

The remedial methods applied in class should
take into consideration not only the amount of the
practical drills of the tenses, but also the context
of the tenses they occur as for example tense
consistency in paragraphs. The practical drills may
take place in oral and written forms. The use of
embedded and indirect clauses may also be
practiced orally and in writing in class by asking
the learners to give descriptions of scenes, pictures,
events and situations, as well as letting them
summarize films they have waiched, and retelling
what people in them said. Film classes can be
arranged entirely for this specific purpose.

Also, the teacher has to create confidence for
the learners in using the various types of tenses as
well as in using the various types of embedded
clauses. For this purpose the learner should be

'encouraged to read authentic texts increasingly
more, making it into a habit for her. Then, the texts
are an ideal theme for discussion in class, the mode
of the oral performance being the past tense.

Foreign Language Teaching Journal 39’
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In creating confidence for the foreign language
learners the role of the correction is vital for .
learners acquiring the language in formal
instruction. It will strengthen their linguistic
security. The teacher may point out the errors to
the learner individually or explain frequent errors
to the class. The task of the teacher is also to make
the learner realize and correct the errors she makes.
There are several ways to go about it; Writing
classes should be held important. They give
feedback to the teacher for what the learner has
been learning. Also, writing reflects the learners’
proficiency very exactly as well as it reveals their
linguistic weaknesses in the target language. On
the other hand, emphasis in the writing classes
should be put on the variety of the linguistic forms;

.compositions should not only comprise main

clauses. The learners’ habit to write long chains '
of main clauses put together with various
conjunctions should be remolded. The redundant
use of main clauses can be decreased by teaching
the learner to use relative and other embedded
clauses, as well as to-infinitives, gerunds, past
participles, and preposition phrases.

Attaching significance to the oral and written
drills and practices of complex sentence structures,
the teacher should continuously get feedback for
thern. The fact is that the more complex the
sentence structure 1s, the more the first language
has influence on the target language. Feedback will
keep the dedicated teacher aware of the learners’
errors and give her ideas for tackling their learning |
problems.
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" compositions. The occurrence of the correct tense
in main clauses tense (Cat. 1) is very high.
| Similarly, the occurrence of the correct past tense
- in embedded clauses tense (Cat. 2) is rather high.
Writing mainly these two types of clauses grants
the learners at this level a higher percentage of
correct occurrences. On the contrary, the learners
at the INT level are more familiar with the different
_types of clauses, taking into consideration their
scarce knowledge of the correct tense use. The
overal tigures demonstrate incontestably that the
initial null hypothesis is invalid. The difficulty of
Iranian EFL learners in using the English past and

- past perfect tenses is obvious.
Below a qualitative linguistic analysis of the
- errors is conducted with reference to books on the

grammar of Persian (Hirmandi 1369, Boyle 1966, .

Windfuhr 1966) and English (Quirk et al. 1985)
" to identify the different types of errors on

grammatical grounds, and the subsequent
- psycholinguistic considerations account for their
' source.

The difference between the errors in main

" clauses (Cat. 1) at the two levels is that the
unsystematic errors are more outstanding at the
PER-INT level, decreasing drastically at the higher

" level. By contrast, the interlingual and intralingual
errors are not so outstanding at the lower level,
and their frequency decreases very remarkably at
the INT level.

In Cat. 2 the majority of errors for the PRE-
INT level are interlingual. Although less
~frequently, there also occur intralingual errors. At
‘, the INT level, in contrast, only some interlingual,

and even fewer intralingual errors occur.

The majority of the errors occurring in the use
5 of the past perfect in embedded clauses (Cat. 3)
for the PRE-INT level are interlingual. Only very
few unsystematic errors occur. On the contrary,
there occur both interlingual and intralingual
errors, as well as very few unsystematic errors at
Qhe INT level. Moreover, there are occurrences of

unmotivated use of the past perfect, which reveals
their intralingual source; the learner tries to use ¢ .
the complex tense, which however is wrong in the ‘ -
context where it has been used. -
The errors occurring in the use of the pasttense
in indirect clauses (Cat. 4) are entirely interlingual
at both levels. The learners commit the frequent "
error to use the present tense to report indirect -
speech, as it is done in Persian.
Similarly, all the errors in the use of the past
perfect in indirect clauses (Cat. 5) for both levels
are interlingual. Again the learners fail to use the
past perfect tense in reporting speech whose main |
verb is in the past tense. i
Finally, a descriptive analysis of the use of the !
past and the past perfect tenses in embedded |
clauses within indirect clauses (Cat. 6 and 7)
allows us to maintain that the vse of the tenses in
such clauses generally follows the pattern from
L1: Partly the present tense has been used when it
was the tense at the time of reporting. Partly the
past tense has been used when that was the tense
at the time of reporting. All the errors are typically .
interlingual.
To sum up, the tense use in embedded clauses
within indirect speech is fully influenced by the |
use of the tenses in the learners’ L1. For both -
levels, the linguistic and psycholinguistic analyses
of the errors display that the influence from L1 is
greatest in Cat. 6 and 7 and then in Cat. 4 and 5.
This indicated that these are the most difficult
types of clauses for the correct use of tenses for 1
the Iranian EFL learners. In making estimation on
the basis of the sources of errors and their
predominance, it is also possible to maintain that i
the use of the past tense in main clauses (Cat. 1), .
and the use of the past and the past perfect tenses
in embedded clauses (Cat. 2 and 3) are difficult |
for the PRE-INT level. Similarly, the use of the
past perfect in embedded clauses (Cat. 3) 1s
difficult for the INT level. On the other hand, it -
can be claimed on the same grounds that, aithough |
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"henceforth referred to as the PRE-INT and INT
~ levels. The study takes interest in the correlational

relationship between the two groups of learners

. on the independent variable. On these grounds this
- ex post facto design has the following schematic

Gl Ti
G2 TI

representation:

The data analysis of this correlational study will .

be based on statistical procedures of the empirical
data, which will allow us to arrive at interpretable
resulits on the nominal data on the tense use. First,
a chi-square test {Seliger and Shohamy 1989: 236)
will be run on the frequency counts of the incorrect
occurrences of the tense use in categories -6

 specified below. The chi-square test will help to

display whether the differences in the obtained

- figures are large enough to say that they are truly
different, as the raw occurrences are not
- comparable and interpretable as such. Category 7
~ will be subjected to a descriptive analysis owing

. too few occurrences in that category.

Second, a t-test will be tun to determine that

' the differences found between the proficiency

between the two groups are not due to chance
(Brown 1988). At-observed value of 1.96 was

~ obtained at 58 degrees of freedom, which is much

lower than the critical value of t, i. e. 2. Thus, it
can be concluded that there is no significan
difference between the mean scores of the two

- groups of learners. That is, differences in their

performance aré not due to proficiency.
The following categories of clauses and tenses
are surveyed.

: Category 1. The past tense in main clauses

© Category 2. The past tense in embedded clauses
~ Category 3. The past perfect in embedded clauses
1‘ Category 4. The past tense in indirect clauses

|
i

Category 5. The past perfect in indirect clauses

~ Category 6. The past tense in embedded clauses

within indirect clauses
Category 7. The past perfect in embedded clauses

N within indirect clauses

‘Foreign Language Teaching Journal [+
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Results and Discussion

The students at the PRE-INT level heavily rely
on writing only main and the most common
embedded clauses that is, categories 1 and 2.
Categories 3 and 5 are difficult, but categories 4
and 6 are easy for the PRE-INT level. The figures
indicate that these learners of English have learnt
to use the past tense, even in embedded and
indirect clauses (Cat. 4 and 6), whereas the past
perfect (Cat. 3 and 5) is still difficult for them.
Although the occurrence of indirect clauses is very -
rare, the use of the past tense is most often correct
in them, which implies that one or two learners
are able to use the correct tense in indirect clauses.

Categories 3, 4, 5, and 6 are difficult for the
INT level, while they do not have problem using
the past tense in embedded clauses (Cat. 2).
Although the correct occurrences for the past tense |
in embedded clauses (Cat. 2) are high, learners
have problem with the correct use of the past
perfect in embedded clauses (Cat. 3), which they
also clearly avoid using. Similarly, difficulty in -
using the past tense in the indirect clauses (Cat. 4)
grants them a high number of incorrect
occurrences of the tense. Despite the difficulty, =
these learners generally make more outstanding
efforts in using the more complicated modes of
clauses and tenses. They are used noticeably more
often at this level than at the lower level.

On the whole, Cat. 3, 4, 5 and 6 are seemingly
easier for the PRE-INT level than for the INT level.
The figures for the occurrences for the PRE-INT
level show the fact that there are very few
occurrences in these categones, but there are one
or two learners who can, however, use the tenses
correctly.

Finally, the PRE-INT level has a considerably
higher percentage of the total occurrences of the
correct tense use than the INT level. The reason is
that the learners at the PRE-INT level rely on
writing only main clauses and ordinary embedded
clauses with the past tense (Cat. 1 and 2) in their-



phases; define the subject groups, administer the
selected tests and the writing task. The subjects
'of the study are selected from among the 90
| students who take the Nelson English Test and
| fill in a questionnaire after writing a composition.
EThe'criteria for selection are partly the scores in
| the English grammar test and partly the answers
| in the questionnaire. As the scores of the grammar
| test range from 14 to 45 on a scale from 1 to 50, a
: more homogeneous range of scores is considered
=a;_)l;&ropriate for the purposes of the survey: The
| learners with very low and very high scores are
%cxcluded so that the learners who score between
' 26 and 45 are discriminated from the rest for the
11inguistic survey. The mean scores of the 30
}. subjects of the pre-intermediate and intermediate
evels of the study are 33.9 and 32.0, respectively.
| Consequently, two homogeneous groups of

isubjects at two levels of proficiency, whose

performance in writing forms a representative
source of data, are obtained.

Nelson English Test starts the survey. All 90
learners take the test: 45 learners take the test
i 150C, and the other 45 learners respond to the
test 250C. The tests are administered without
previous notice. They are taken in the course of
the learners' ordinary Eng]jéh lessons. The learners
have 45 minutes to answer the 50 multiple-choice
questions of the tests. The time is determined
suitable as they hand in their answer sheets before
\the time is over.

First La'nguage ,;f
Interference
LN oy .

The composition writing takes place 20 days
after the English grammar tests. Again all the 90
students of Law participate. They all write on the
same topic, Last 'Year_] Traveled to Mashhad
together with My Friend/Family. The narrative
form of writing is their common genre. The
subjects are given clear instructions on the writing
task. A sheet or written instructions is given to each
learner. The instructions are read and explained to
the class before the composition writing. The role -
of the instructions is vital for a good elicitation of
the types of sentences that the study focuses on. It
is emphasized that the students write about a real
journey. Those students who have never visited
Mashhad are alternatively asked to write about a
real trip to any other place. The composition
writing assignment is arranged in the course of
the learners' ordinary English lessons without prior
announcement. They have 80 minutes time to
perform the task. The time ts determined
appropriate as they neither ask for more time for
the task nor linger on longer than the time allotted.

Design and data analysis

The study has an ex post facto design. It does
not include any experimental treatment of either
of the subject groups. (Hatch and Farhady 1981:
26) It purports to define the type and degree of
relationship between the independent variable, -
i. e. the learners’ performance, and the dependent
variables, i.e. the two levels of proficiency,

4,, " Foreign Language Teaching Journal
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employed to determine the sources of errors. The
methodology will identify Ll-related and L2-
related features in the learners’ errors. It will also
specify unsystematic errors in accordance with
Jain (1974). Major manual work is to extract the
difficult structures and display them in the context.
The contextualization is essential for the objective
of disambiguation in order to establish the sources
of errors.

A pilot study precedes the main study. It is
carried out in order to obtain tentative results,
indicative of the problem areas in the main study.
The pilot study is conducted on two sample groups

' from each level, both involving 13 learners, totally
26. The pilot study is part of the main study.

- Subjects

The subjects of the study are female students

of Law, studying at Imam Sadiq(p.) University,

_ Girls’ College, Tehran, for the degree of Bachelor
of Arts. Two groups of subjects are selected, one
at the pre-intermediate and another at the
intermediate level of proficiency in English.
Nelson English Test is used as a placement test to
establish the groups at these levels. The two

~ subject groups of the study have 30 learners each,
totatly 60 subjects.

By the time of the survey the subjects of the
two levels will be taking part in an extended
program of English along their major; the former
will have accomplished one full semester, the latter
five full semesters. The language study is based

- on the Headway series of books. Both groups are
~ taught and instructed in English by very much the
same method in the classroom. Both had had the
- same English teacher during their first semesters,
- and the intermediate level had continued studying
the language by the same method employed in

- their book.
The two subject groups are homogeneous.
. There are fully controlled variables, such as the

‘Foreign Language Teaching Journal i/
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subjects’' major, age, sex and linguistic background\

as well as the formal form of instruction. Others
are considered as relatively controlled; the
subjects’ motivation for English studies, which is
generally very high, and also the criteria of
enrolment and the amount of language practices
engaged in.

Instrumentation
Three types of instruments are used in the study.

First, Nelson English Test 150C and 250C are '
employed. They consist of 50 multiple-choice .
questions on English grammar each. The tests are |

administered in order to define the levels and to

discriminate among the subjects. Test 150C is

given to 45 learners of English at the pre-
intermediate level, and test 250C to another 45

learners at the intermediate level, Totally 90
Iranian EFL learners, majoring in Law, take part .
in the grammar test. Two groups of 13 subjects -

are selected from them for the pilot study.
Second, the collection of the data for the study

1s performed as an assignment to the same group

of 90 students of Law to write a free composition

in English. The topic for it is Last Year I Traveled .
to Mashhad together with My Friend/Family. The {
topic is easy for all the learners in the sense that .

as Mashhad is the most famous city of pilgrimage

in Iran, families and school groups travel there

frequently. Therefore, most students have visited
the place and have real travel experiences to write
about.

Third, the subjects fill in a questionnaire
directly after handing in their writing tasks. It asks
the learners to give information about their
linguistic background, language studies and the
language of everyday communication. Moreover,
they evaluate the degree of difficulty and interest
of the writing assignment.

Procedure

The procedure of this study comprises three,



/7-clré\'/el.opm-e;1tal, errors (Od-lin 1989:33). Dulay and

Burt find convincing evidence for universal
congnitive mechanisms in cases where language
is learnt naturally in the target language

- environment. (Dulay and Burt 1974:52).

As a remedy for the inefficiencies of CA, error
analysis is employed to look more profoundly at
errors and the specifics of the language learning
process. It is able to account for cross-linguistic

" influences. (Richards 1971 a and b).

Previous analyses of the acquisition problems

~ of the Iranian learners of English in the L1

environment have described the problems

- taxonomically or observed their existence in the

learners’ written production in classrooms relating

- it to different levels of proficiency. Major Iranian

contributions to the taxonomy of learners’ errors
have been made by Keshavarz (1999) and Fallahi

 (1991). An analysis of the fourth grade students’
~errors in writing has been carried out by
 Abdolshahi Rad (1993). Another study of the
~tmpact of language proficiency on adjacency
' condition detection among Iranian EFL learners

has been conducted by Haghighi Irani (2002). A
survey of the relationship between general English
proficiency and the EFL students’ errors in writing,
carried out by Rowshan Zamir (1995) and a survey

- by Yamini (2000) of lexical cohesion in written
texts with a focus on its effect on reading

comprehension for foreign language learners are

. other examples of EFL studies.

The present study is a cross-sectional analysis

‘of errors made by Iranian EFL learners. It focuses

. on the use of the English past tense in main,

embedded and indirect clauses in free writing, as
well as the past perfect in embedded and indirect
clauses. The study describes the acquired language
behavior of two groups of learners of English at
the pre-intermediate and intermediate levels of

- proficiency. It offers the possibility to correlate

1

J

\
N

the learners’ performance at the two levels. The
subjects receive formal instruction, which

expectedly enhances an early start of tense use in -
learning the new language in L1 environment.
(Yang and Huang 2004)

The study allows us to draw conclusions about | +
the problems of learning the grammatical feature :
submitted to scrutiny. 1t also enables to determine
whether the errors are outstanding for the Iranian
EFL learners. '

The objective of the study is, first, to find out
how Iranian learners of English perform in using
the past and the past perfect tenses. This is first
done by way of a statistical analysis, which
elaborates on the scope of the difficnlty in using
the tenses. Secondly, the linguistic analysis carried
out on the written data illuminates the grammatical
aspect of the learners’ difficulty. Thirdly, the study
scrutinizes the sources of the errors, defining them °
in light of a psycholinguistic analysis. Finally, on -
the basis of the results the study gives pedagogical '
dircctives and implications for thoroughness in
teaching.

The main impetus for the study is to respond |
analytically to the following research question on -
the basis of the empirical data. How do the learners
perform in using the past and the past perfect
tenses in free writing? Initially, a null hypothesis -
is formulated for the study to the etfect that there
is no difficulty for the Iranian EFL learners in using
the tenses. The results of the correlative analysis -
enable us to determine if certain clause structures :
are problematic for the subjects.

Method

By way of systematic observation of frequent .
errors in the use of the English past tenses the study
looks for some linguistic features that may be .
interfering the correct tense use. To reach the
objective, it is necessary to combine a quantitative :
and a qualitative approach, comparing the
statistical frequencies and the errors subjected to
a linguistic analysis to identify the type of errors. |,
A non-contrastive psycholinguistic analysis is,i
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" response patterns. Learning problems and errors

in performance are due to poverty of stimulus. By
contrast, Universal Grammar (UG) theory
stipulates that the speaker of any language

. inherently knows a set of principles that apply to
- all languages; learning is a cognitive process,

which comprises learning, in the first place, of the
values of parameters that differ in particular

~ languages. Facilitating L2 leamning UG sets the
- boundaries of what a learmmer need not acquire, as

UG is what the learner already knows about L2 in
advance of exposure to it. (Thomas 2004:8)
Consequently, learning difficulties and errors
occur when the learner is not able to acquire the
new settings of the parameters in the target

- language. (Chomsky 1980:134)

Inferable from this is the fact that when the
learner is incapable of acquiring the new settings

~ of the parameters she draws on the settings of her
- mother tongue. Then transfer from the first
language occurs. It is shown as negative transfer
 inher learner language, the socalled interlanguage.,
- introduced by Selinker (1972). These types of
- errors are classified as interligual due to native

language influence.
Differences between language systems were

- considered to be the ground for learners’

difficulties. Contrastive Analysis (CA) first
predicted these in the 1950s and 1960s. However,

. the predictive power of CA was challenged as

empirical research in the 1970s showed that
learning difficulties were not attributable to the

- differences between the L1 and L2 grammars.

Researchers observed that the learning problems

" did not always arise from cross-linguistic
differences, and that the problems that did arise
- were not fully predicted by CA (Brown 1994:206).

\
N,

Many studies even revealed that the majority
of errors the learners used to make reflected the

~ influence of the target/second language rather than

the influence of the first language, i.e. the errors
are of the type that monolingual children make

'Foreign Language Teaching Journal ;!
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when acquiring their mother tohgue {McLaughlin
1987:67). Such errors are indicators of
developmental processes found in both first and
second language acquisition. They show that all
language acquisition proceed largely in terms of
developmental mechanisms. These errors are
intralingual. They are language independent and
totally out of the reach of CA. Moreover, a third
type of errors is what Jain (1974) calssifies as
unsystematic. They are caused by physiological
factors such as performance errors. )

Littlewood (1984:27) and Ellis (1985:40) point
out that the researchers can not yet clearly tell to
how great an extent each error arises due to cross-
linguistic influence. Observations of the nature
of language acquisition for learners with different
native languages show that for example omitting
an article in English may be a case of simplification,
which is intralingual by nature, with Spanish, but
a case of transfer, an intertingual error, with
Finnish or Russian learners. Here the former
native langunage has the system of articles,-while:
the latter languages do not. Subsequently, inerors
such as the omission of articles, the influence of
simplification and interference, i.e. the
intralingual and interlingual influences, converge.
(Ringbom p.740) On these grounds one could
expect that when the cross-linguistic influences
are at work, the researcher would find different
performances from learners speaking different
languages. The fact is, however, that the
occurrence of errors in learning language is not
at all as varying as all that.

Language learning environment itself is yet
another factor. Students in elementary and less
advanced classes in the L2 environment as well
as students learning the new language in class
through formal instruction in the L1 environment
make more errors of the interlingual type due to
interference from their native tongue. By contrast,
the students of more advanced level in an L2

environment make more intralingual, i.e.
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Abstract
The present survey focuses upon how Iranian learners use the past tense in main, embedded and
indirect clauses. The past perfect in embedded and indirect clauses is also investigated to give more

insight into the issue. The study is carried out on data from free compositions written by two groups of -
. university students at the pre-intermediate and intermediate levels of proficiency in English,
. respectively. A null hypothesis to the effect that there is no difficulty for the Iranian EFL learners in
+ using the English tenses is formulated for the study. The results from the statistical chi-square analysis

run on the empirical data contradict the initial hypothesis.

As the second stage, a linguistic analysis identifies the tenses the learners fail to use. A more
qualitative psycholinguistic analysis of the errors reveals three types of errors, i.e.interlingual,
intralingual and unsystematic errors. The analysis shows strong evidence of influence from the first
language. A contrastive analysis is conducted on the errors termed as interlingual in order to ascertain
their source. It is concluded that interference from L1 is greatest in indirect clauses, notwithstanding
the tense required. The observation holds for both levels.

More specific for the pre-intermediate level is the noticeable difficulty caused by L1 interference
in the use of the past tense in main clauses, as well as the past and the past perfect tenses in embedded

-~ clauses. Similar difficulty is evidenced in the use of the past perfect tense in embedded clauses for the -
' intermediate level.

In contrast, comparatively less L1 interference is observed in the use of the past tense in main and

embedded clauses for the intermediate level, which seems to be progressing in its efforts to master

this area of the English tense system. Besides the errors duc to influence from L1, even intralingual
and unsystematic errors emerge. Their share in the errors is less outstanding, in general but remarkable
in main clauses for the pre-intermediate level, in particular the unsystematic ones.

Finally, special attention is paid to the procedures and techniques of teaching the past tenses to

" Tranian EFL learners by presenting ways to tackle the learning difficulty.

|

B

Key Words: foreign language learning, first language interference, interlingual, intralingual, error,
main clause, embedded clause, indirect clause.
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From among methodologles believed to though in methodological contrast to each other;
' promote language acquisition Jordan according to the behaviorist view, language
(2004 125, 169) presents two theories of Ianguage competence is acquired through learning stimulus-
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This research like the pervious researches on the
effect of computer on language learning proved
that CALL has a significant impact on the teaching
paragraph writing. Therefore, it is recommended
to all language teachers to use the computer
technology for better teaching. As Davidson et al.
(1994) view: .
"... A computer lab can invigorate teaching
practices, inspire creative assignments
development, and even bring inveterate computer-
resisters into the community of enlightened
practitioners of the new technology.”

In this regard, it becomes clear that the use of .

computer as one important teaching tool facilitates
the teaching languages in all stages (primary
school, high school and universities), also for all
ages (children and adults). Today, there are many
CALL softwares and programs at hand, and most
of them are applicable on the personal computers
(PCs) and they can be presented easily on all
conditions and situations. Teachers with some
instructions about CALL will simply manage and
teach the classcs which are accompanied by
Computer Assisted Language Leamning. Therefore,
it is recommended to all language teachers to use
he computer technology for better teaching.
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are presented in table (2)

\_ P-value=0.05,

(" Table 2 | h
T-test of the two groups’ performance on the wriling lest at the pre-test stage.
Group Mean | Standard | Variance | t-observed
Deviation
Experimental | 37.04167 | 8.059178 64.95035 | 0.14852
Control 37.45 12.72005 161.8225
n=30, df=58, t-¢riticat=2,000

According to table 2, there was no significant
differences between the experimental and control
groups in their writing ability before the

instruction.
It should be said that, although the researchers
selected the necessary groups from the

undergraduate students existing at Islamic Azad -

University of Garmsar, there appeared no
significant differences between the two groups
prior to the instruction.

After the instruction, the next step for the
researchers to undertake was to determine if any
significant change appeared between the
experimental and control groups regarding the
subjects’ writing ability after receiving the
instruction. To do so, it was decided to compare
the results of the performances of the experimental
group with those of the control group on the
writing test at the post-test stage. The statistical
technique of t-test was applied for achieving this
purpose. The results are given in the table (3):

g ™
Table 3
T-test of the two groups' performance on the writing test at the pre-test stage.
Group Mean | Standard | Variance | t-observed
1 Deviation ‘

Experimental | 82.58 8.451413 | 71.42632 | 7.654069
Control 57.61 15.7407 247.7697
P-value=0.05, - n=30, df=58, t-critical=2.000

N i A

As Table 3 demonstrates, a significant

difference appeared between the experimental and
control groups after receiving the training (t-
observed > t-critical). The experimental group
surpassed the control group. This means that the
subjects in the experimental group benefited
significantly from the instruction in teaching
paragraph writing with computer, and hence this
made of training was significantly more beneficial
than the traditional way for teaching paragraph
writing.

To assure and determine if any significant
change appeared in writing ability of our groups
of subjects, in general, and the experimental group
in particular, after receiving the treatment, the
results of the performance of each group at the
pre-test stage was compared with the results of
its performance at the post-test stage applying
matched t-test, Table (4) presents the results:

(" Table 4 )

Maiched 1-test for comparing each groups' performance ai the pre-tesi, and
posi-test stage.

Group Mean | Standard Deviation
11 2 t1 t2
Experimental | 37 | 8258 [ 8.1 | -84
Caontrot 37 | 57.61 13 15
P-value=0.05, n=30, df=58, t-critical=2.000
\. S

As table 4 shows, the means of experimental
and control groups at the pre-test stage (tl) were
close together but at the post-test stage (t2) the
experimental group improved significantly in the
writing ability after receiving training on the
computer.

HONS = 2y

L el A A RRER

Coirclusion-and-Pedagogical Tmplica:

The conclusion of this research ernphasizes the
facilitating role of CALL on language learning.
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paragraphs, with transitions and linking sentences.
Again, students moved from a subjective response
('Itook this note because I found it interesting”) to
a more reader-based response, where the
considerations were different ('What will a reader
understand about these notes?. How can they
make sense according to the point I want to
make?'). At the same time, they increased their
word-processing revision skills.

The fourth assignment asked students to use the
computer to organize their notes in a table. (Students
used the table's column to organize the following
information: source; page number; note; purpose of
the note. This assignment asked them to think about
their work rhetorically and consider how research
can help in writing a paper. Students saw how the
computer could help them write outlines in greater
detail than they had before. Again, they discovered
the rhetorical value of a word-processing skill.

The sixth assignment asked the students to
write two introductions in two separate files, each
one serving a different rhetorical function. The
students shared the introductions with their peers
on thc LAN, getting immediate feedback which
then went into the text. Finally, the strongest
elements of both texts were merged on the screen.
Students increased the sophistications of their
revision skills at a point in the semester where
they were more comfortable with the revision
process and had spent time writing drafts.

For the seventh assignment, students wrote a
list of references, using a model which they could
call upon a previously copied file. Using the switch
function, students could move back and forth
between their own list and the model list. This
kind of modeling was introduced toward the end
of the §@qg§n\ec; The final assignment using the
computer was the paper itself. In this last step,
students were introduced to the ways in which the

‘computer could help them improve the

Foreign Language Teaching Journal]
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presentation and the academic 'look’ of their work:
formatting and spell-checking. These tasks were
presented in.a way which encouraged them to
think about the academic community and its
standards, and the audience which is the ultimate
'reader’ of their prose.

All the groups were post-tested on the first day
after the instruction had been compieted. The post-
test had exactly the same format as the pre-test.
The results provided for the pre-test and post-test
of experimental group and the control group are -
presented in the next part.

DatiAnalysissifidInterps

To assure that there was no significant
difference between the experimental and control
groups' language proficiency, before the
instruction, all the subjects were tested through
the Michigan test of English language proficiency.. - )
Then the performances of the experimental and
control groups, on this test, were compared with
using the statistical technique of t-test.

-

Table 1
T-test of the two groups’ performance on the Michigan test

Standard
Deviation

Group Mean Variance | t-ohserved

Experimental | 2833333 | 9967726 | 99.35556 | 0.252051

Control 29.03333 | 11.49053 | 132.0322

.

P-value=0.05, n=30, df=58, t-eritical=2.000

vy

A careful study of table 1 reveals that there was
significant difference between the
Experimental and Control groups regarding their
language proficiency prior to the experiment. .
After the proficiency test, all the subjects were
pre-tested through the writing test, for examining
their writing ability.
And also the results of the comparison of the
performances on the writing test (applying t-test)

1
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study, one testing instrument for gathering the data
needed for answering the questions of the study
and two others for controlling some variables
which might affect the reliability and validity of
the study. The first testing instrument was
Michigan Language Test. This test aimed at
controlling the proficiency level of the subjects.

The second and third testing instruments of the

study were a composition topic and also one

picture for writing composition.

T L
R
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Procedure——=—""% =5

Linda Flower (1979) has pointed out that
writing development should move from producing
'writer-based' to ‘reader-based' prose. The
traditional structure of writing classes recognizes
this, moving from a 'subjective’ approach where
students write from their own experience, to one
where they enter into dialogue with texts, and
approach sources critically to write their
arguments. Computer skills can also follow this

progression.

The first lesson of this study allowed students
to pace themselves depending on how much
experience they already.had in the lab. It asked
for an assignment which is 'writer-based’, so that

students who have never used a computer before
could see it as a tool for self-expression before
they worry about how computérs can help shape
or revise their texts in relation to academic
audiences. The first assignment asked students to
answer a series of questions about their research
topic, designed to get them to think about why
they were interested in the topic and how research
can help them understand it. This was a subjective
activity, a kind of journal-writing. They
encouraged to write without concern for correct
spelling or grammar, and to express themselves
directly on the screen.

The second assignment demanded a more
difficult computer-based task and asked for
feedback and revision; so that students could begin
to see the ways in which computers can help them
revise. The class wrote research questions which
were given to the instructor for comment and
reworked. Students moved away form a purely
subjective response to their topic to one where they
began to consider the question of audience at the
same time that they learned how to use the
computer to revise.

The third assignment involved writing a
synthesis. Students brought in handwritten notes
and put them into the computer. They used the
block and copy function keys to creat two coherent

@ Fareign Language Teaching Journal] -
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Finland, these classes became much more learner-
centered, with learners' time and effort devoted to
authentic reading and writing tasks related to the
authentic communication with partners in
England. Warschauer (1997) looked at the use of
e-mail between a teacher and her students in a
graduate ESL writing class; he found that e-mail
was a powerful medium for apprenticeship
learning, with the teacher able to provide students
with detailed and rapid feedback on the immediate
problems and questions that they had. In another
study Wang (1993) compared dialogue journals
written with paper and pencil (by one group of
ESL students) and transmitted over e-mail (by a
second group). She found that the e-mail group
communicated more frequently, asked more
questions, responded to more questions, and used
a greater variety of language functions than did
the paper-and-pencil group.

The most recent medium of computer-mediated
communication used in the second language
classroom is the World Wide Web (Hewer &
Davies, 2005). Part library, part publishing house,
part telephone, part interactive television, the Web
represents one of the most diverse and revolutionary
media in human history. It is already starting to
transform academia, business, and entertainment;
there seems little doubt that it will eventually have
a profound impact on education as well. '

The World Wide Web can be used in a myriad
of ways for language teaching. (Felix, 2001, 2003;
Gitsaki & Taylor, 2000; Windeatt et al., 2000:
LeLoup J. & Ponterio R., 2003) Published
accounts have discussed the use of the Web for
providing linguistic exercises (e.g., Li, 1995), for
accessing authentic reading materials (e.g., Lixl-
Purcell, 1995), for stimulating communicative

‘exercises such as student discussion of trips or
vacations (Rosen, 1995), and for a medium of
student publishing (Bowers, 1995). Because of the

relative newness of the Web, as well as the
difficulty in investigating use of such a broad and
complex medium, relatively little research has
been conducted. An exeeption is an ethnographic
study by Warschauer (1997), who examined the
uses of the Web by four language and writing
classes over the course of two years. Students in
all four classes published their writings and
multimedia documents on the World Wide Web.
The study found that the impact of the Web-based
work rested in large part on the social and cultural
relevance of the writing assignments. |

o
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Réséarch-questionz.csd” oo s

This research attempted to highlight the role
of computer in improving the quality of students’
paragraph writing and aims at answering the
following question:

"What is the effect of computer in the quality
of students' paragraph writing?"

Based on the above question, the following null
hypothesis was developed.

"The use of has no significant effect on the
quality of students’ paragraph writing."

- METHOD

~ e

Subjects>— -~ neeT T

There were 60 students at the Islamic Azad
University of Garmsar Branch were in their fourth
semester and some were in their fifth semester.
After taking the Michigan English Language Test,
they were randomly divided into two groups of

30.

e

Tristriumentation===, . o7 7=
Three testing instruments were used in this
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interacted (Dickinson, 1986). An ethnographic
study that described a high school classroom
(Herrmann, 1986) found a similar result. A variety
of types of peer collaborations developed, having
various kinds of influence on writing and revision;
but not all students learned to collaborate
successfully. The success the students had in
revising their work appeared to depend, in part,
on their ability to form effective collaborative
relationships.

The literature suggests that the effects of peer
comments on revision is not a simple cause and
effect matter, but rather a complex one, dependent
upon the interrelationship of multiple factors
within the evolving social environment. While
some of the students studied appeared to benefit
from the comments of their peers, not all students
in all classrooms did. Some students were unable,
unwilling, or even ill-advised to follow peer
reactions in revising what they had written. While
there may be no one-to-one relationship between
peer comments and revision, these studies,
particularly the qualitative ones, suggest a range
of real and potential benefits for students
participating in an effective community of
responsii/e peers. ‘

In another study, Lewis (1997) recommends

that composition for beginning learners should be
a guided activity so students do not become
frustrated. Writing paragraphs in a language that
is still somewhat unfamiliar to students can be
difficult. When using a computer, howeyer, the
use of graphics can make this much more
enjoyable. Using clip art can also help students to
convey their thoughts more clearly.

Mireia Trenchs (1996) performed a case study
of three students learning Spanish as their second
language. She discovered that using electronic
mail as a supplement to the classroom curriculum
can be effective. The major benefit of using e-mail
as a language learning activity i the fact that
students are using meaningful language and
authentic text. (Turkic, 1998 )

Researching the uses of e-mail in the language
classroom is complicated by the fact that much of
the communication takes place outside class hours
and in uncontrolled conditions (Meskil, 2005;
Lankshear & Snyder, 2000). At least two
ethnographic studies have attempted to describe
the processes and results of using e-mail over the
period of a semester. Tella (1992) followed several
Finnish high school classes as they carried out an
exchange with classrooms in England. He found
that, compared to the ordinary English classes in
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Research on writing has traditionally explored
how students felt about and performed with word-
processors. Daiute's (1985) Writing and
Computers, while not empirical research, set the
stage for much of what teachers did with writing
in the classroom, in the language arts as well as in
foreign language teaching. Studies by Neu and
Scarcella (1991) and Phinney (1991) found that
students had positive attitudes toward writing with
computers and less apprehension about writing,
respectively. Thaipakdee (1992) found better

attitudes toward writing and computers

corresponded with better writing.

Researchers concerned with student writing
outcomes have determined that writing
performance is superior when the teaching
approach emphasizes "writing as a process”, rather
than focusing only on the end product - the finished
composition. The writing-as-a-process approach
encourages students to engage-in prewriting
activities, followed by drafting, revising, editing,
and final publication, with each step receiving
considerable attention and often feedback from
teachers or peer editors. :

Word processing programs, with their
capability to add, delete, and rearrange text, are
seen as being far more congruent with the writing
process than more laborious pencil-and-paper
approaches. And indeed, most research in this area
indicates that the use of word processors in writing
programs leads to better writing outcomes than
the use of paper-and-pencil or conventional
typewriters. (Rendall & Davies, 2005)

Researchers are careful to point out that these
improvements are obtained when computers are
used as part of a holistic, writing-as-a-process

approach. Only using computers for drill and"

practice on isolated sub-skills, such as grammar
and mechanics, is not associated with improved
writing achievement. As expressed by Sommers

| Foreign Language Teaching Journal)
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and Collins (1984) in their article on computers and
writing, "microcomputers are counterproductive
when used in a theoretical vacuum" (p. 7).

According to Lewis (1997), grammar skills can
also be demonstrated and reinforced using
computers. The teacher can direct students to
somehow highlight a specific part of speech (e.g.
nouns) throughout their writing. To highlight,
students have a lot of choices, such as underlining,
italicizing, or changing the font size, color or type.
Using a computer as a medium for studying
grammar is much more motivating for a student
as opposed to writing with a pencil. (Ybarra &
Green 2003)

There are two useful articles that discuss in
detail the effectiveness of grammar and style
checkers. The first describes an experiment with
students of English as a Foreign Language
conducted by Yu Hong Wei at Thames Valiey
University. This article is available on the Web:
"Do grammar checkers work?" (Yu Hong Wei &
Davies, 1997). The second describes an
experiment conducted by Jacobs & Rodgers
(1999) with university level students of French.
Both articles come to similar conclusions: -that
grammar checkers do have some value for learners
of foreign languages but students must be made
aware of their shortcomings and to treat every
piece of advice with caution.

Preliminary evidence suggests that the nature
of peer collaboration and feedback in classrooms
where computers are used to teach writing differs
from that in regular writing classrooms. Under
certain conditions, computers as writing tools
appear to promote a collaborative environment,
both in learning to write and in learning to use the
technology (Herrmann, 1986).

In a classroom of first and second grade
children, the computer created a whole new social
organization that affected the way the children



~Abstract |

The present study investigated the effect of CALL (Computer Assisted Language Learning) on the
quality of students' paragraph writing. To do so, a pre-test/ post-test design was devised. Right after
taking the pre-test, 30 students out of 60 subjects were randomly selected to form the experimental group
and the rest of them formed the control group. One instructor taught paragraph writing to both groups
using CALL and traditional way. The two groups were post-tested after the instruction and the results of
study showed that there was a statistically significant difference at the level of p<0.05 between the two
groups. Therefore, it was concluded that "computer can improve the quality of students’ writil‘*lg skill."

Key Words: computer, CALL, teaching, paraéraph writing.
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Introduction«"" <.

In recent years, great strides have been made
in the development of micro-electronic
technology, in general, and the microcomputer, in
particular, leading to personal computers which
are capable of running large and sophisticated
pieces of software. This so-called micro revolution
has put computing facilities at the disposal of a
greater public, resulting in the spread of computer
technology to schools and homes, with greater
emphasis being put on information technology by
politicians and educationalists alike. Therefore
more people have become involve in the use and
development of software, including members of

language teaching profession.

But still there is some ignorance to the nature
of computer technology and its potential as an
educational aid. The contact of teachers with
computers in their ordinary lives does r‘1'0t seem
to hold out great promise for their use in language
teaching. Some teachers may justifiably wonder
how computers can fit into the kind of teaching
prevalent in today's classroom, both at a practical
and a theoretical level. They find it hard to
reconcile the somewhat mechanical, mindless
operation traditionally linked with computers, with
" the way language teaching has evolved over last
ten to twenty years.

The microcomputer is too flexible a tool to be
squeezed neatly into a niche, and is too récent for
all its applications that have already been
developed. Moreover, technological advances are
constantly opening new doors, and language and
pedagogy keep on renewing themselves. The
intention, therefore, is simple to share some
personal views, based on our reflections on the
results of language and psycholinguistic research,
and our own involvement in language software
development; and to examine and assess, in light
of this, a number of possible avenues.

Réview of relatedliteratire

A decade ago, the use of computers in the
language classroom was of concern only to a small
number of specialists. However, with the advent
of multimedia computing and the internet, the role
of computers in language instruction has now
become an important issue confronting large
numbers of language teachers throughout the
world.

The question of how students interact at and
with the computer has been addressed in a number
of studies, with Piper's (1986) one of the earliest.
In her study, the type of software and the tasks
teachers set for students had a large effect on the
type and quality of student interaction with each
other when working in pairs or smatl groups.
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onclusion )

Au cours de cet article, nous avons remarqué
que chaque film n’a pas forcémen une valeur
pédagogique. Il y a des criteres pour le choix
du film. Nous devons considérer le niveau des
étudiants, le théme, le contenu linguistique,
socioculturel et vérifier la facilité d’acces aux
éléments non verbaux. Nous avons proposé une
démarche qui comprend quatre étapes. Aprés
avoir appliqué la dérmarche ci-dessus nous avons
constaté que:
o.L'image sert aussi comme un aide-mémoire.

L'utilisation d'un support visuel aide les
apprenants a surmonter le stress d’oublier les

- événements. L'information visualisée reste plus
longtemps dans la mémoire.

e L'utilisation d'un support visuel aide les
apprenants a surmonter la crainte d'une
mauvaise compréhension: le visuel assure
I'accés au sens. Tout cela indique bien le rdle
des documents vidéo dans la compréhension
des messages. Mais, a partir de ces documents,
"la compréhension va du sens a la langue”.
L'éléve comprend la situation avant de
comprendre 1'acte de parole, mais il fera
automatiquement le lien entre la situation et
I’acte de parole; ce qui facilitera le réemploi
par la suite.

e L'image animée se réveéle mieux adaptée a

" P’activation des connaissances qu’a

I’apprentissage. Mais notre travail montre que

des techniques comme [l'arrét sur l'image, le

ralenti ou le retour en arri¢re aident l'enseignant

a attirer I’ attention des apprenants sur le script.

C’est juste que la phase du visionnement sans

le son fait réactiver des connaissances déja

acquises des apprenants, mais la phase des
arréts sur I’image avec le son augmente leurs
et donc leurs

bagages linguistiques

apprentissages.

Nous avons tenté de souligner que ’essentiel
pour I’ utilisation du document authentique vidéo
en classe de langue €trangere, n’est pas que
I’enseignant devienne spécialiste de I’éwde des
médias, mais que sa démarche prenne en compte
la nature linguistique, vocale et gestuelle de
I’oralité langagiere ainsi que la dimension
interactionnelle dans I’apprentissage d’une
langue étrangere.
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Jeunet. I y a une adéquation parfaite entre I’'image
et le son, qui permet aux apprenants de deviner
aisément le vocabulaire.

Le scénario: "le pére d’Amélie, ancien médecin
militaire, travaille aux Etablissements thermaux
d’Enghien-les-Bains. Raphaél Poulain n’aime
pas: surprendre sur ses sandales un regard de
dédain; sortir de I’eau et sentir coller son maillot
de bain. Raphaél Poulain aime: arracher de
grands morceaux de papier peint; aligner toutes
ses chaussures et les cirer avec soin; vider sa boite
a outils, bien la nettoyer et tout ranger, enfin.

Lameére d’Amélie, Amandine Fouet, institutrice
originaire de Gueugnon, a toujours été d’une
nature instable et nerveuse. Amandine Poulain
n’'aime pas: avoir les doigts plissés par ’eau
chaude du bain; étre, par quelqu 'un qu ’elle
n’aime pas, effleurée de la main; avoir les plis
des draps imprimés sur la joue le matin. Amandine
Poulain aime: les costumes des patineurs
artistiques sur TF1; faire briller le parquet avec
des patins; vider son sac & main, bien le nettoyer
et tout ranger, enfin.”

Comme nous avons déja mentionné, avant
visionner le film nous posons des questions
globales sur des relations familiales et le milieu
professionnel. Dans cette procédure nous pouvons
préparer des questions ci-dessous:

- Quelles impressions ces deux personnages
vous provoquent? comment trouvez-vous leurs
caractéres?

- Ou se passe la scéne? Est-ce que ce sont des
lieux publics ou privés?

- Quels objets vous aident a distinguer les
lieux?

- Quelles sont leurs professions?

- Comment ils s habillent?

- Quelles sont les couleurs utilisées?

Maintenant c’est-le tour du visionnement de
la totalité de 1a séquence avec le son; nous posons
des questions générales sur le document.

- Qu’est-ce que vous avez compris?

_Foreign Language Teaching Journal 2
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- Quel est le sujet principal?

- Quelle est I'image de Paris présentée dans
le film? (époque, lieux, ambiance. ..)

Il faut répéter des séquences avec des arréts
sur I'image. Cela implique des questions plus
détaillées sur le document:

- Le pére (la mére) d’Amélie, s’appelle
comment?

- Quel est son métier?

- Qu’est-ce qu’il (elle) aime faire?

- Qu’est-ce qu’il (elle) n’aime pas faire?

Vous avez remarqué que cette scéne parle de
personnages, leurs caractéres et de ce qu’ils
aiment ou n’aiment pas. La compétence lexicale
et sémantique, c’est d’exprimer les goiits et les
préférences. La compétence grammaticale
consiste a l’acquisition des catégories
grammaticales: aimer, préférer + infinitif, la
négation.

L'utilisation de la vidéo en classe de frangais
langue étrangere facilite 1’acte pédagogique, et
rend le cours plus attrayant aux yeux des
apprenants, souvent habitués  des supporis plus
classiques. Il s’agit également d’avoir une vision
plus claire de I'univers francophone, qu’ils
commencent & appréhender.

Les fonctions didactiques du document @

L'image animée nous aide & montrer ce que
l'enseignant ne peut évoquer dans la classe, éviter
des explications verbales qui accapareraient
l'attention des apprenants au lieu de la focaliser
sur, par exemple, un comportement socioculturel
que l'image animée rend explicite. Elle facilite la
mémorisation d'éléments langagiers. Le document
déclenche une curiosité qui incite 2 I'analyser pour
mieux le comprendre et en utiliser les
informations.

L’tmage consiste a utiliser le document en
dehors de 1'étude de celui-ci, essentiellement
comme moteur d'un travail sur le theme qu'il
présente ou sur son genre.




de I'étude explicative de la classe.

Des autres possibilités du travail sur une
sequence filmique @

1. Nous pouvons utiliser une séquence pour
compléter une histoire. Les apprenants
visionneront ce passage crucial dans I’action, et
devront imaginer les raisons pour lesquelles nous
sommes arrivés a cette situation. On fait imaginer
la scéne précédente. Les apprenants travailleront
une fois de plus sur I"hypothese, en utilisant toutes
les formes du possible. Ils devront aussi se justifier,
et-on travaille ainsi I’argumentation, et la
cohérence.

Le méme exercice peut étre réalis€ sur la suite
de la séquence vidéo. Quelles sont les
conséquences? Nous pourrions les faire travailler
sur le futur proche, le futur simple et le présent a
valeur de futur.

2. 11 existe aussi un exercice qui s’appelle
«|’exercice du blanc vidéo». 1l est intéressant de
recopier une bande vidéo en remplagant par un
blanc un passage d’environ 1 minute. Les
apprenants visionneront, par conséquent, une
séquence de 3 minutes dont il manquera une partie
et ils devront imaginer le déroulement de cette
séquence manquante.

3. Nous pouvons aussi faire sortir la moitié€ de

la classe en leur laissant une image fixe et faire
visionner le document pour les autres. Ils
raconteront ce qu’ils ont vu aux autres. Puis, ils
racontent ce qu’ils ont entendu de leur voisin a
I’enseignant. Une autre démarche c’est que la
moitié de la classe visionne le document vidéo et
le décrit & ceux qui ont simplement entendu le son
(il suffit de mettre le téléviseur de fagon a partager
la classe en deux). _

4. Utiliser la vidéo comme amorce de débat:
La vidéo peut étre le moyen de lancer également
un débat autour d’aspects culturels ou d’aspects
polémiques. Toute vidéo est porteuse d’aspects
caractéristiques d’une société, d’une culture, et

peut facilement entrainer une discussion. Vous
devrez leur faire deviner de quoti il est question
aprés avoir visionné la séquence, et ensuite leur
faire décrire la situation, le déroulement de
I’action.

5. Utiliser un film visionné dans son intégralité
et en faire une synthe€se: nous imaginerons un tout
autre travail lié davantage & I’expression écrite. Il
peut étre demandé aux apprenants de:

- Faire un résumé de I’histoire;

- D’imaginer la vie d’un des personnages, suite
au film;

- De composer un scénario sur la méme trame.

6. Utiliser un passage de film choisi pour une
activité de grammaire: dans certains films, nous
pouvons choisir des extraits qui exploitent plus
spécialement un point grammatical précis. Par
exemple, sur I’injonction, sur 1'utilisation du
subjonctif, sur I'impératif.... Ce sont des points
grammaticaux que les €léves savent généralement
utiliser mais sur lesquels ils font encore des
erreurs. Lors du visionnement de 'extrait, les
apprenants devront, aprés avoir répondu aux
questions de compréhension de I’enseignant,
deviner quel est le point grammatical qu’ils vont
traiter, ce qui est le plus récurrent et les relever
sur un papier. (http://www.edufle.net)

plication pratique des séquences en

Nous avons choisi une séquence de film "le
fabuleux Destin d’ Amélie Poulain" de Jean-Pierre
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effets humoristiques a forte connotation
socioculturelle;

- lorsqu’on considere les €léments visuels (le
personnage, le décor, les actions) (Carmen
Compte, 1993, pp. 22-28).

ossibilités de la constitution des

séquences @

Plusieurs schémas d’exploitation sont
possibles. On peut utiliser une ou plusieurs
séquences d'un film ou plusieurs séquences de
films différents, constituant une sorte de
regroupement thématique (par exemple
Vinterrogatoire policier dans le cinéma frangais
ou les scenes de repas...

De méme, on peut avoir des séquences de films
différents proposant une représentation singuliére
ou une expression de I'imaginaire collectif. Cela
peut étre 'image d'autres civilisations et le travail

" peut, dans ce cas, adopter une perspective
diachronique ou synchronique. L’ étude comparée
~ de séquences de films frangais et de leur
adaptation par un autre cinéma est possible aussi.

Travail d’une séquence vidéo dans les

cours de langue@

1. Le parcours préparatoire

La premiére proposition est de demander des
extraits courts de texte portant principalement sur
le contenu encyclopédique du theme du film aux
éleves; ce qui prépare 1'éléve aux exercices
scolaires futurs (résumés, lectures-écritures de
textes argumentatifs. ..).

2. Visionnement du document au moins deux
fois sans le son

La recherche d’informations en analysant
I’image est un. bon moyen d’amener les
apprenants a une production orale.

Nous considérons les documents vidéo en tant
qu'images parlantes qdi donnent des
renseignements sur {'espace, le décor, les acteurs’

‘Foreign Language Teaching Journal sl
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les lieux culturels, etc.

- Qu se passe la situation?

- Ot se trouvent les personnages?

- Est-ce que c'est un lieu public ou privé?

- Quels sont les objets décoratifs? (Une
vase, un tableau, etc.)

- Comment s'appellent-t-ils?

- Quelle est sa profession?

- Quel age a-t-il?

Lors du second visionnement, ils devront
s’intéresser a ce que font les acteurs de la
séquence vidéo, a I’enchainement des actions.
Ils décriront a I’oral ce qu’ils ont vu, et feront
des hypotheéses. C'est ainsi que Gisele’
Gschwind-Holtzer parle de l'image dans sa
fonction didactique: «la représentation au
service de la compréhension». (Gschwind-
Holtzer, 2000, p. 94).

3. Visionnement d’une séquence avec le son

Les séances sont exploitées en fonction de
toutes les possibilités des ressources
linguistiques de la bande son. Les apprenants
vont devoir focaliser leur attention sur I"image
et le son a la fois, sachant que I’image sera
cette fois-ci (dans bien des cas) une aide 3 la
compréhension. La bande son permet par
conséquent d’aller plus loin dans 1’analyse.

4. Visionnement répété d’une séquence avec
le son et arréts sur 'image

A partir de 1a transcription d'un passage de
la séquence avec des voix ou de toute la
séquence il faudra insister sur:

- le vocabulaire et la parole des
personnages; .

- les actes de parole particuliers: les plus
intéressants a étudier dans la perspective qui
est la nOtre seront peut-étre ceux qui visent
une pratique sociale du langage (par exemple
«saluer quelqu'un» ou encore «prendre
congé»....) et ses implicites.

Ces derniers éléments sont liés a I'habitude
linguistique et pourront réapparaitre au cours
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Nous considérons donc que le film (I’image
animée) appartient a la catégorie de I'image
situationnelle. «Son langage et ses sujets souvent
familiers rapprochent 1’apprenant de la vie
francaise et de son langage quotidien» (Tina Van
Arkel, 2005, pp. 26-27). L'image animée permet
de décoder a la fois des termes clés, des mimiques,
toute une gestuelle. L'image apparait donc comime
un médiateur opératoire pour la transmission
d'informations tant linguistiques que
socioculturelles ou affectives.

Elle sert d'abord A «faire fonctionner une sorte
de systéme ‘traduction’ d'équivalences entre la
langue maternelle et les images.» L'image apporte
ensuite une information culturelle, chaque
illustration étant dessinée a partir de lieux, de
personnages ou de décors réels. Enfin, «présenter
une image, c'est encore communiquer sur et a
propos de cette image.» En ce sens, les films
permettent de relier a la fois la situation
d'apprentissage en milieu institutionnel et
acquisition en milieu naturel.

Le choix de la séquence filmique

Tous les films ne peuvent donner lieu a une
utilisation didactique. Il y a des criteres de choix
en fonction de I’ objectif pédagogique. Le role des
séquences est a souligner pour leur dimension 2
la fois langagigre et communicative.

11 ne faut pas retenir comme un premier critere,
les films avec un «gros succés», les films

commerciaux.
. 11 faut éviter de choisir les films aux difficultés

d’ordre linguistique ou discursif, les films aux
contraintes culturelies, les truquages qui rendent
premicres les actions techniques, les adaptations
de textes littéraires de la tradition, des séquences
ol I'image est redondante par rapport au verbe
(Frangoise Demougin et Pierre Dumont, 1999, pp.
36-38).

De méme, nous devons considérer les
remarques suivantes qui délimitent notre projet
pédagogique: la durée de séquence doit étre
comprise entre cing et dix minutes; 1l doit y avoir
une unité du point de vue diégétique qui permet
une prise de reperes simple pour I’apprenant; le
niveau concerné ne doit pas dépasser des
connaissances techniques et culturelles nécessaires
a I’étude des séquences.

- Visionner sans le son

Cela permet de juger de la relation image/verbe
et de s'assurer que les éléments non verbaux et les .
composantes techniques fournissent suffisamment
de points d'accroche pour la compréhension.

- Repérer les éléments socioculturels

Les critéres qu’on utilise spontanément lors du
choix d'un document sont: 1a durée, le format, le
théme, le contenu socioculturel, le contenu
linguistigue.

Leur présence a I'écran ou leur évocation doit
étre faite en fonction du niveau de I'apprenant.

Certaines formes d'écriture télévisuelles
facilitent la compréhension chez 'apprenant:

- lorsque le sujet de l'action est présent & I'écran,
s'il est dans le champ pendant qu'il agit ou parle,
'image et I'audio sont alors plus transparentes que

-s1 on évoque (en parlant sur l'image ou en voix

off) une action qui se déroule hors champ;
- lorsqu'on utilise des structures narratives

‘classiques et trans - culturelles (avec un début, un

développement et une conclusion);

- lorsqu'on emploie des stéréotypes et des
archétypes «universaux» (scénes d’amour, de
haine, de vengeance, etc.);

- lorsque 1'écriture ne s'appuie pas trop sur des
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socioculturels en méme temps. Ainsi donc, on considére le film comme un outil d’apprentissage. De
méme cet article nous aidera a prendre des considérations sur le choix du film et celui de la séquence.
A ce propos, il faut éviter la sélection des films esthétiques, traditionnelles et des films aux troubles
linguistiques ou culturelles. Pour le choix de la séquence, nous devons considérer le niveau des
apprenants, la présence des €léments socioculturels, Ja relation de 1'image avec la parole, etc. Cet
article nous initiera des démarches pédagogiques sur lesquelles nous pouvons impliquer notre séquence
préférée. La séquence sur laquelle nous travaillerons, comprendra quatre €tapes: le parcours
préparatoire, le visionnement sans le son, le VISlonnement avec le son, le visionnement répété sur

séquence avec les arréts sur I’image.

Mots clés: didactique, des démarches pédagogiques, des €léments socioculturels, film.

Parmi tous les moyens utilisés pour
I’apprentissage des langues étrangéres, on constate
que, dans la catégorie des aides visuelles, I'image
est de tout temps présente. L'utilisation des
documents authentiques, c’est-a-dire "tout
document sonore ou écrit qui n'a pas été congu
pour la classe ou pour I'étude de la langue, mais
pour répondre a une fonction de communication,
d'information ou d'expression linguistique réelle"
a €t€ largement justifiée depuis les années 80 (R.
Galisson, p. 59). En pédagogie, I'image est un
"auxiliaire visuel" qui favorise la compréhension
et la production. "On constate que la vidéo donne
certes a ’apprenant le sentiment qu’il comprend
et sait beaucoup de choses, mais ne lui laisse guere
le temps d’approfondir ses acquisitions” (Paul
Rivenc, 2000, p. 144). Le support pour lequel nous
opterons dans cet article est le film. Le
magnétoscope et la cassette vidéo ont facilité des
manipulations qui intéresseraient directement
"approche pédagogique. "Les diverses fonctions
du magnétoscope (arrét, pause, visionnement
rapide vers |’arriere ou vers l’avant)
permettraient désormais un travail sur des
séquences” (http://www.fdlm.org). A I’heure on
le cinéma rencontre ces supports, il faut tenter de
comprendre les avantages que 1’on peut tirer de
ces nouveaux modes de diffusion du cinéma. Nous
nous efforcerons de montrer les critéres du choix

' Foreign Language Teaching Journal:
F LT . .

du film et la diversité de la constitution des
séquences filmiques pour nous orienter & organier
un cours de langue rendant les apprenants plus
interactifs. Sur la base d’une démarche descriptive
et analytique, nous essayerons de présenter les
parcours a partir desquels 1’on peut mettre en
pratique le film dans une classe de langue
étrangere.

La diversité de 'image @

Le recours 4 I'image en didactique des langues
remonte a I’ Antiquité. Coménius, au XVII® sigcle,
aurait ét€ le premier 2 recommander formellement
son utilisation pour 1’ apprentissage d’une langue.

On distingue en didactique quatre sortes
d’images:

- 'image pure et simple, qui reproduit une
personne, un objet, un lieu (personnage d’une
méthode, ballon, école),

- 'image codée trés employée par les méthodes
audio-orale et audiovisuelle au tableau de feutre
et dans les films fixes: interrogation (?), négation
(x), déplacement (—),

- l’image situationnelle qui reproduit une
situation donnée (lieu, temps, personnages, etc.)
dans un document écrit (bande dessinée), muet
ou sonore (film fixe ou animé),

- 'image que 1’on pourrait gualifier de
fonctionnelle (schéma, croquis, diagramme, plan,
carte, etc.) (Jean-Pierre Robert, 2002, p. 88).
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Comment profiter de I’ |mage

animée en cours de langue?
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i Résumé
) Cet article vise I’image animée et I’importance que celle-ci joue en didactique des langues. Le film
'cmematographlque en cst l exemple Nous y trouvons des éléments lmomsthues non verbaux et )
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