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e difference between 3
successtul person and
others is not a lack of
strength, NOt a lack of
owledge, but rather a

lack of will.

Lombardi Vince
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Zusammenfassung
Interkulturelle Interferenzen lassen eine Integration landeskundlicher Themen im
remdsprachenunterricht umso notwendiger erscheinen, so dass in der Fachliteratur neben den vier
lassischen Fertigkeiten/Kompetenzen Horen, Sprechen, Lesen und Schreiben der interkulturellen
.ompetenz als fiinftes Standbein eine tragende Rolle zukommt. Bei der Entwicklung der sprachlichen
-urricula und/oder Lehrwerke wird der fiinften Fertigkeit eine grosse Bedeutng beigemessen. Aufgrund
er speziellen materiellen Gegebenheiten und multimedialen Prisentationsmoglichkeiten der digitalen
lattform stellen Internet-Angebote eine Chance dar, landeskundliche Szenarien einer breiteren Masse
ur Verfiigung zu stellen und somit einem besseren interkulturellen Verstindnis den Weg zu ebnen.
Me vorliegende Arbeit beschiftigt sich mit der Frage, welche strukturelle Eigenschaften, Moglichkeiten
nd Zwinge landeskundlichorientierte Angebote auf klassischen und digitalen Plattformen aufweisen
nd inwieweit diese aus methodisch-didaktischer Sicht den Grundanforderungen einer interkulturellen
andeskunde gewiihrleisten kénnen, ' '
chliisselworter: Landeskunde, fiinfte Fertigkeit, interkulturelle Kompetenz, interkulturelle
Verstandigung, exploratives Lemen
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Practicing Reading Skills books help
students develop important vocabulary and
reading skills step by step. They immerse
students in refreshing and lively topics while
increasing their vocabulary base and
pfeparing them for university assignments.
They offer robust comprehension activities
that encourage students to access and interact
with text and develop reading and critical
thinking skills. The original and true stories
go across the board of human experiences and
develop both reading skill and oral fluency
through practice with common words and
expressions. Exercises help students in
understanding sequence, finding meaning in
context, learning some synonyms, making
inferences, drawing conclusions, and learning

new words.
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SCRAMBLED DIALOG

Husband: Guess who I met at the grocery store.
Wife: I can't imagine.
Husband: Do you remember Mr. Johnson from our old neighborhood?
Wife: That name rings a bell, but I can't place him.
Husband: He used to live in the building next to ours.
Wife: Oh yes, now I remember.
He had dark hair and wore glasses.

 CROSSWORD PUZZLE )}

Across
l.asproudasa__

Animal Similes

.aswise as an ___

. as strong as an __
.asquietasa 3 f
10. as slippery as an __ 4 5

4
6.asblindasa__
7

8

12. as happy asa __
14. as.hairy as a ___

Down
2. as playfulasa

3.asslyasa __ 101~ e [ 1217 a r k

5.asmeekasa __ _ 13
6.asbusyasa
9
1

.asslowasa__ 14 o 0 r i ! 1 a
11. as brave as a ___
13. asfatasa__

Foreign Language Teaching Journal]
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Assistants. Make the problem student your assistant. This is a popular and often successful method of
dealing with a misbehaving student. It gives the more talented a new challenge, while the struggling
ones get a boost of confidence. For both kinds of students, it may allow them to participate in class in
a non-disruptive way.

Exclusion. Exclude the misbehaving student from activities. This is a later (though not last) step to
take. Do not let the disruptive student work with others in your class until he/she seems willing to co-
operate. Some teachers have a "time-out” spot in their classroom where student go to sit when they are
being disruptive. Ideally the student should not sulk in this corner but think about their behavior and .
allow themselves time to calm down.

Consistency. New teachers often fail to be consistent in their expectations of the class. Too often they
try to stop behavior that they let go for the first few weeks. Decide before you enter a new class what
are your values and limitations. Will you accept an answer if a student has not raised his hand? Will
you allow students to talk to each other while you are teaching? What will you do if one student

punches another? Or calls another a name? If you don' t have a plan, how do you expect to win or even
do well?

Alerting parents. If a student is consistently misbehaved, talk to, or ask the school to talk to, the
parents. Mothers and fathers can often straighten out their children much faster than you can.

' E R XEEXENE
KETS TO THE QUESTIONS
Vol. 20,No.79

BRAIN TEASERS )

1. The missing number is 14.

The first and last numbers added together make 19, as do the second number and the next-to last number.
Moving toward the middle in this fashion, each successive pair of numbers adds up to 19,

2. 12 minutes

3. Brown is the teacher, Jones is the policeman, and Smith is the fireman.

MISSING DICTIONARY DEFINITION

1. Zero refers to the absence of any or all units under consideration.

5 A blacksmith is one who forges and shapes iron with a hammer and anvil and makes iron utensils,
horseshoes, etc.

[ Faar'h‘ﬁ‘ﬁi TeTa_cﬁi'ﬁ"ﬁ_bU—@ﬂ
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5.1 had a fantastic __ of luck last weekend. I picked up a genuine Stradivarius violin for only
£25.
8. He was atall, well-built man witha _______ of red hair.
10. Now remember, Dave, send for the police at the slightest _______ of trouble.
12. Thereisa3-acre ____ of land for sale next to my house.
Across
2. The neighbors must be eating garlic ﬁgain. Ijustgota_______ of it as I passed their door.
6. They have just opened a new _ of motorway between Brighton and London.
7. As he was walking past the bﬁilding site hegotatiny _  of dust in his eye.
8. We' ve been having a marvelous _______ of warm weather lately.
- 11. They jumped even more when it was followed byaloud  of thunder: - S s
13.I'msotired. Ididn'tgeta___ of sl‘eep last night.
14. 1 was working at my desk when asudden ______ of wind blew all my papers onto the floor.

[ TEACHING TIPS,

Sometimes youmh—ave 1o deal with disciplinary problems in your classes. In this issue of ROSHD, you
are provided with some guidelines concerning how to handle students’ misbehavior.

Misbehavior: Handling

Warnings. Prior to any form of discipline, make sure you have given a clear warning to a student that
you are not satisfied with his/her behavior. One method is to get the student’ s attention and then write
his/her name on the board. Another is to change the seating arrangement. Often this alone will alert the
student to his/her behavior. Be clear in your initial warning but don' t make too big an issue of it.

Understanding. Try to understand why there is a problem. Students often act up because a cold or the
flu is coming on or because they didn' t have a good night' s'sleep. Foreign language teaching presents
special challenges to the teacher as she does not often ask her students directly what is wrong. If she
understands where a problem is coming from, she will be in a much better position to prescribe a cure.

[Foreign Language Teaching Journal|
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Can you guess what word or phrase is being defined. It may be a single word or a compound or an
idiomatic expression. Each missing word is indicated by five hyphens, no matter how many letters
there are in the missing word itself.

1. As a numeral, ----- stands for one thousand, both in English and Latin.

2, --—- refers to a document stating the aims and principles of a political party.

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

First clerk:  /and /had/hour/a/just/half/a/T' ve/terrible/./”
Second clerk: /happened/what/why/././

First clerk:  /a/l /buy /pair /a /lady /had/ shoes/comé/customer/who/wanted/in/of/to/
/well/.frange/a/ good/we' ve/you/ and/got/know/really/./

Second clerk: /certainly/do/we/./
/she/buy /a/did/pair/? /

First clerk: ‘/pair/but /her/me/ shop/before/in/leave/had/the/we/no[bring/didn' t/
single/./.
/complained/and/one/single/about/she/every/./

Second clerk: /impossible/she/to/was/please/[' d/say/./

5

Down

1.I know he sounds very convincing, but if I were
you I' d take everything he says with a
of salt.

9

3. The sky was very black and a sudden ... ° ..
of lightning made them all jump. .. -. '
HE |

13

4. Just before the curtain went up, the actor .. .-

suddenly developed a frightening ___of nevers. " ..- .-




Synonym: weirdo

BRAIN TEASERS }

Can you solve these brain teasers?

1. A man and a woman are walking along a railway track. A train passes the man in 10 seconds. Twenty
minutes later, it reaches the woman. It passes her in 9 seconds. How long after the train leaves the
woman will the man and woman meet if all speeds are constant?

2. How many different squares (of any size) are in this figure?

A 12 F 17
B. 13 G.18
C. 14 H.19
D. 15 I. 20
| E -1-6 | J Nt;ne of the above _ )

3. It"s a common five letter word that usually takes up a lot of space in any dictionary. A few of its
definitions are given below. Can you identify the word?

Adjective: enveloping; smooth and full-sounding; well finished-off; periodic;
approximate; full; plain-spoken; candid; honest; unqualified

Adverb: about; on all sides; in a ring; in a curve; in rotation; indirectly; circuitously; in the
neighborhood; towards the opposite quarter; every way

Preposition: about; around; on every side of; all over; past; beyond

Noun: a ladder rung; a slice of toast; a cut of beef; a coil; a bend; a circuit; a cycle;
routine; a bout in boxing

Verb: to surround; to finish off; to turn

MISSING DICTIONARY DEFINITION |

Here is a dictionary definition, but the word being defined has been blanked out from the definition.




.
! When the waiter brought the Englishman the
E%oup, he was a bit dismayed.

. "Good heavens," he said, "what is this?"
"Why, it' s bean soup,” the waiter replied.

"I don' t care what is has been,"” he said angrily.
"What is it now?"

!
,

l
i
|
|
1

e e e i T e e+ e o mmie m e im e s m e e e w e s m e m e =

)

A panda bear walks into a restaurant. He
orders the special and eats it. After eating, he
2 Dulls out a pistol, kills the waiter, and starts to
walk out the door.

The owner of the restaurant says, "Hey, what ;
are you doing? You come in here, you kill my
waiter, and you walk away without saying a
word. I don' t understand.”

The panda says, "Look it up in the dictionary,"
and walks out the door. So the owner gets out a
dictionary and looks under the heading "Panda.”
It reads:

panda black and white animal;lives in central |
China; eats shoots and leaves. |

¢
i
—

freak
Definition: A social outcast or misfit; a strange person.

Examples: 1) John has no friends. He spends all his time in the basement. What a freak!
2) There were a lot of freaks among the audience.

Etymology: In the 1700s, freaked meant covered with spots or colors. By 1900, freak meant irregular
or not normal, perhaps in reference to spots of color as imperfections in a manufacturing process.
Today, freak has a surprising number of meanings, all coming from the sense of irregular, including:
an expert or fan (as in a poetry freak), and crazy behavior (as in He freaked when I told him I wrecked
his car)

20 Foreign Language 'T'é%i&ﬁi"r"i@' Journal
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LET'S TRK

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

QUOT ATIONS

@ The will to win is important, but the will to prepare is vital; ~ ' ' T
Joe Paterno
® The difference between a successful person and others is not a lack of strength, not a lack of
knowledge, but rather a lack of will.
Vince Lombardi
® When [ hear somebody sigh life is hard, | am always tempted to ask, compared to what?
Sydney J. Harris
® Your vision will become clear only when you can look into your own heart. Who looks outside,
dreams; who looks inside, awakes.

Carl Gustav Jung
® To praise is an investment in happiness.

George A. Adams

WORDS OF KNOWLEDGE

Improving our own attitudes and our own state of mind takes time. Haste and impatience can
only defeat our purposes.

The shell must break before the bird can fly.

A winner never whines.

A dream becomes a goal when action is taken toward its achievement.
® Success is getting what you want. Happiness is wanting what you get.

Faraign Canguags Teadhing Jeurmal
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Both (impel and compel) mean "force into action”
but compel is the stronger, suggesting the
application of external force over which one has
no control. Impel implies that the force comes from
within oneself, and can also mean merely urge,
incite or motivate towards action without such
action necessarily happening. But compel has the
sense of obligation to act.

3yl 3l Oy 4 Ledls sha 8

poor : The brain needs a *continual
supply of blood.

improved: The brain needs a continuous supply
of blood. |

In certain contexts continual and continous are

interchangeable. Continual means continuing but |
with interruptions (continual storms/complaints/ |

questions). Continuous means continuing without
interruption (continuous rain/noise/discomfort)

(McArthur 1981: 577). But this pair of words |

cannot be interchangeably used in the above-
mentioned sentences. An experienced translator
discriminates between them. Continual may
convey negative feeling. It 1s used to describe
actions that are repeated many times over a period

of time and are annoying. Since the action of

supplying the brain with blood is not annoying

and it must not be interrupted continual is an |

inadequate equivalent. In this specific context
continuous 18 better.

ot sk 60k bt O 4 ailanslie L 4 6
poor : ¥Regretfully, the storm caused a lot
of damage.
improved: Regrettably, the storm caused a lot of
damage.
Regretful means 'full of regret' and 'feeling sorry’.

Regrettable means 'to be regretted’. The second

translation makes sense, but the first translation
does not because a storm cannot feel regret.
Regretfully, I have to say no 1s fine.

This paper has touched only upon some of the
pitfalis that can mislead the young translators. It
is hoped it will encourage the young translators to
read more deeply on the subject of pitfalls.
Consulting native speakers and reliable dictionaries
and other good sourcés about natural equivalents
may heighten their awareness and help them be
better able to avoid these dangers and produce
decent translations.

Blbhography ___________ !

| Beekman, John, and Callow, (1974) Translating the
Words of God. Grand Rapids, ML:
Zondervan.

. Larson, Mildred L. (1984) Meaning-based

| Transiation: A Guide to Cross-

|
;e
|
\
\

I Language Equivalence, University
| Press of America. i
. McArthur, T. (1981) Longman Lexicon of
! Contemporary English, Longman ;
Group Ltd. ‘
Mollanazar, H., (1997) Principles and Methodology |
of Translation, Tehran: The Center for '
Studying and Compiling University |
Books in Humanities (SAMT). g
Phythian, B.A., (1989)A Concise Dictionary of |
‘ Confusables. 1
Ziahosseiny, S.M., (1999) A contrastive Analysis of
' Persian and English and Error |
Analysis for Students of Translation ,
and English Education, Tehran:

Nashr-e Vira.

| Notes:
1. false frinds !
i 2. Yexical collocation
L___ |
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.

improved: Ted is suffering from persistent
headaches.

.J.OTUAﬂJ n_)'l‘,-n-b L;‘)’.‘A Y
poor . Henry was *consistently late.
- improved: Henry was persistently late.

The words 'consistent’ and 'consistently' are not
adequate equivalents since they suggest a positive
feeling. 'persistent' and ‘persistently’, which convey a
negative feeling, may be adequate equivalents because
‘headaches' and 'late’ convey negative connotations.
Words that convey negative connotations collocated

with persistent and those that convey positive

connotations collocate with consistent:

persistent bad weather/headaches/rain/attacks of
malaria/illness/rise in price

consistent sunshine/punctuality/health

BTN IR PO PR SR E N CH IRV

[y

LWL
poor : The meal left Bob *dissatisfied. He
still needed more food.
improved: The meal left Bob unsatisfied. He still
needed more food.

o

Because the quantity (and not the quality) of food
is under question unsatisfied (and not dissatisfied)
is an adequate equivalent.

<290 0padipS Oy 3,80 A b (e sy 1B L O

poor  :The meal left me *unsatisfied _
because it was not delicious.
improved: The meal left me dissatisfied because
it was not delicious.

unsatisfied is a poor equivalent because it is the
quality (and not the quantity) of food that is under
QUestion. It a meal leaves you dissatisfied you are
discontented with what you have had; if you are
unsatisfied you have not had enough. It is possible

to be unsatisfied without being dissatisfied.

-@Jr@‘bJSUTﬁﬁ)ﬂ“bmrérﬁudu -
poor : We cannot *impel you to do it.
improved: We cannot compel you to do it.

S o Al b Eadse e pds LV
poor : I felt *compelled to investigate the
matter further.
timproved: I felt impelled to investigate the matter

further,




Words are subject to variation across groups
of speakers: Americans and Englanders. A skilled
translator is well familiar with geographically
restricted words (Ziahosseiny 1999: 104); in other
words, he can differentiate between the two
versions of English: British English and American
English.

the following translations are poor because the
translators have neglected the principle of
consistency. In other words, two different versions
are used in the same sentence.

.;;ajgg&iyujaﬁmou)uuq& A
: The dog attacked the mailman (Am.E.)
and tore his trousers (Br.E.).
improved: The dog attacked the mailman (Am.E.)/
postman and tore his pants (Am.E.)/
trousers (Br.E.).

poor

s 53 Lo g s Lol JCIOOR PR YT JPIP FPPAPUE U0 ) ¢

. ﬁ-)b C-u_,s--l (JJ‘
: The elevator (Am.E.) broke down again,
but it doesn' t matter. We live on the

ground floor (Br.E.).

poor

improved: The elevator (Am.E.) broke down again,

but it doesn' t matter. We live on the

first floor (Am.E.)
Am.E. Br.E.
Third floor Second floor
Second floor First floor
First floor Ground floor

v

REPICEHPPY e SOV &
: T had a flat tyre (Am.E.) and ran
out of petrol (Br.E.).
improved: Ihad a flat tyre (Am.E.) and ran

poor

out of gasoline (Am.E.).

38 SU by 5y 15 ¥
: The caretaker (Br.E.) cleaned the
chalkboard (Am.E.).
improved: The janitor (Am.E.) cleaned the
chalkboard (Am.E.).

poor

-’Jﬂdn’—k&ff&ﬂ' Lobes .0
: Ted' s marks (Br.E.) have been a lot
lower this semester (Am.E.).
improved: Ted' s grades (Am.E.) have been a lot
lower this semester (Am.E.).

poor

Finally there is the threat of Confusables words
inviting confusion (Phythian 1989:43). Skilled
translators are well familiar with the problem
words or confusing word pairs, which may give
rise to confusion for a variety of reasons. Perhaps
they merely look or sound alike; perhaps they are
interchangeable in some contexts but not in others;
perhaps they are very closely related, or just
commonly misunderstood or misued because of
public carelessness or ignorance. The translators’
inability to make fine distinctions between some
pairs of words can still be another reason why they
produced the following poor translation.

DA wuk;-j_’ ’JW )Ji A
poor : Fred was *persistently punctual.
improved: Fred was consistently punctual.

The word 'persistently’ is not an adequate
equivalent since it suggests a negative feeling.
'consistently'. which conveys a positive feeling,
may be an adequate equivalent because ‘punctual’
conveys a positive connotation,

BESIEE YTy °)W":" Y

poor : Ted is suffering from *consistent

headaches.

chTrEi“‘ Lani uaie TeﬁﬁinF_ Journal]
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to give the correct meaning in the receptor

Collocates mav be characterized as follows:

language, the translator should have used sooner
or later, more or less, hope and fear, patterns to
be learned as a whole.

st o 4t b el e Ol P

poor : I don' t need a glass. I' 11 *eat from the
bottle.

improved: I don' t need a glass. I' 1l drink from the
bottle.

In English, they drink (and not-eat) liquids.

s o e o Y
. T *eat *coffee with milk.
improved: I drink white coffee.

poor

The translator created a longer, wordier way
of translating the idea, and increased the chance
of further errors.

U (k5 s K o gl 0Laed S 05 51 g Ol - A
conbs ol

poor After having a cup of *powerful tea,

John had a strong argument with his

brother.

_improved: After having a cup of strong tea, John

had a powerful/strong argument with

his brother.

In English strong and tea collocate acceptably,
but powerful and tea collocationally clash: it is
outside of reality to say powerful tea.

Collocational clashes are subtle and sometimes
overlooked by the translator (Larson 1984: 146).
Thus great care should be taken when translating
these sentences into English because combinations
of words differ from language to language. The
following categories may raise the translators’
awareness of the pbssible pitfalls of translation and
may help them avoid the threatening minefield.

‘Foreign Language Teachm Journal i
30.Fall:Vol.2" 25

1. Syntactically and semantically per- missible:
"There was green grass growing every- where."”
2. Syntactically permissible but semanti- cally
impermissible (commonly referred to as
collocational clashes)
"There were green ideas growing everywhere."
3. Syntactically impermissible but semantically
permissible:
"There was green grass grows everywhere.”
4. Syntactically and semantically imper- missible:
"There was green ideas grows everywhere "

Collocates may also be characterized as follows:

1. Syntactically and semantically permissible, but
incidental, as in live metaphors:
"The barn was painted red like a romato."

2. Syntactically and semantically permissi- ble,
but fixed in usage, as in dead metaphors:
"He turned as red as a beet.”

Below are the most easily distinguishable types:
Verb+noun Throw a party/accept

responsibility

Adjective+noun ’ square meal/grim
determination
Verb+adjective+noun take vigorous exercise/
make steady progress
Adverb+verb strongly suggest/
barely see
Adverb+adjective utterly amazed/

completely useless
Adverb+adjective+noun totally unacceptable
behavior
Adjective+preposition  guilty of/blamed for/
| happy about
Noun+noun* pay. packet/window
frame

*also known as compound nouns



of words are introduced into the TL.

The following mistranslations, which are
produced by the unwary translators, may clarify
~ the point. (*= A collocational error)

- ) | G ;_..;T PSR
poor : The water’s not *profound here.
improved: The water’s not deep here.

The combination of water and profound is
nonsense. In English, they use deep, instead of
profound. A wanslator should know that profound
(like superficial) can collocate with such abstract
nouns as idea, thought, knowledge, sympathy, talk,
etc. but deep (like shallow) can collocate with both
such abstractions and concrete nouns as idea,
thought, knowledge, sympathy, talk, water, lake,
river, etc.

S b dd sl g e Y
poor : * Land my brother played football.
improved: My brother and I played football,

The first translation is poor because I and my
brother never occurs in such a context. English
idiom requires that when a person is speaking of

himself or herself or herself and others, s/he must
mention the other person or persons first and leave
himself or herself last. But in confessing a fault,
the speaker mentions himself or herself first: as,
"l and my brother broke the window.”

Rpeeplst gl b plaags ol Y
poor : We' Il *late or soon find out her real
name. .
improved: We' Il sooner or later find out her real

name.

wfd}bﬁéb&uifjrfﬂdw| ¥
poor : It' s an hour' s journey, *less or more.

improved: It' s an hour' s journey, more or less.

poor : Ben has to live in *fear and hope.

improved: Ben has to live in hope and fear.

The inexperienced translators resorted to word-
for-word translation and introduced strange and
unintelligib'le combinations of words-/ate or soon,
less or more, fear and hope-into the TL. In order

@_GJ ‘Foreign Language Téaching Journal]
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improved: Have you read the telegram?

languages look alike they have the same meaning.

r.,\.:;n)_,s)u.;.lgrj ¥
Poor : I *refused last term.
improved: I failed Jast term.

ot S b Amailnd O (5T LY
: Mr. Brown is/has a *gcense in
*physique.
improved: Mr. Brown i1s/has a BSc in physics.

poor

Sl jaiza O3] J_,;.Jj'. Son A
Poor : Henry hates to *ampule.
improved: Henry hates having injections.

v ! r_gé U“"% f))‘j_ .8
:My brother' s in the second *class.
improved: My brother' s in the second grade.

poor

Al Cewgy Ldau |y gy Sl a0l L Y

poor : Children like Walt Disney *cartoon.
improved: Walt Disney cartoon is popular with
- children.
! False Friends
! Persian words | poor and seemningly adequate | adequate equvalents
equivalents
Al a5 terrored = .a assassinated
FiLow cigar =8, 8. cigarette
= theater =dl=L2ls play
3 tuster = 2y chandelier
K telegraph = il K5 o8y telegram
D) refuse =023 gl fail
| anmiland license =jlyr B.A. or B.8c
. S physique = 1$» physics
. Jpedl ampule =58 ¢ b injection
: o class siab ¢ 08 grade
‘ N CArton = plyis 4az- cartoon

Therefore a careful translator should not
assume that because the words in the two

Foreign Language Teaching Journal
[F"_Eg"T &!Eﬂ:}'l%ll'@[ﬁ]]

The translator must be careful not to assume that
a loan word has the same meaning as the same
word in the language from which it was borrowed
(Beekman and Callow 1974:198). In other words,
it is vital to exercise more patience to differentiate
between true friends and false ones.

Moreover translators should raise their
awareness of collocations to highlight differences
and similarities between their L1 and English.
Larson (1984: 147) has suggested “the translator
must constantly be alert to the potential pitfalis
of collocational clashes in the translation”.
However some texts translated by the students
who were not alert enough suffered from
inadequacies stemming from very limited
collocational competence. In other words,
collocational clashes occurred in their
translations: they put words together which
should not occur together. It seems that some
students suffer from lack of knowlege of
collocability, of words; consequently, this has
resulted in miscollocation. In Persian we can say
a3+ oA literally, “to eat water”, which translates
correctly to English as "to drink water". Persian
allows the collocation of _1 (water) and os, ,+ (to
eat). But in English we create a collocational
clash if we translate this Persian literally since
unlike Persian, English does not allow the
collocation of _i (water) and 0s, 3= (to eat). It is
noteworthy that "knowing which words go
together is an important part of understanding the
meaning of a text and translating it well” (Larson
1984: 141, italics added). In violation of
collocational range Mollanazar (1997: 12) says:

Inexperienced translators who resort to word-
for-word translation, usually do not pay attention
to the context, the collocates, or to the natural and
acceptable collocations in the TL; therefore the
range of acceptable collocates is violated in the
TL. Thus strange and unintelligible combinations



meaning, Committing collocational errors is another area of concern; language learners may put words
together which do not naturally go together. Neglecting to consider the principle of consistency is
another cause of errors. Language learners may use two different versions (American English & British
English) in the same sentence. Finally language leamers' inability to make fine distinctions between
such pairs of problem words as consistent and persistent can still be another reason why they may

produce poor sentences.

It is hoped that this paper will heighten language learners’ aware@ess and help them be better able
to avoid the hidden dangers in order to communicate more decently:
Key Words: minefield, unwary, false friends, pitfall, collocational error.

Translators may be entrapped if they do not
translate texts with caution. They should
continuously keep a watchful eye on some serious
threats presented by the task of translation. Thus
making the unwary translators aware of possible
dangers that are not easy to notice can be essential
and a key area for study. The ability to avoid the
minefield-the potential pitfalls of translation-is
probably what most distinguishes experienced
translators from inexperienced ones. The present
study intends to help the unwary translators raise
their awareness of subtle problems that are likely
to happen. The present researcher has encoun-
tered many instances of mistranslation in his
different classes. In other words, some poinis were
sadly neglected on the part of the students; they
did not know about possible dangers or problems;
consequently, they were easily deceived. The point
can be clarified by way of exemplification,
Observation and experience revealed that students’
failure to realize that looking the same is not
always meaning the same misleads them: although
the words ,, ; and ‘ferror’ are similar in terms of
pronun- ciation, they are not true friends; on closer
examination they turn out to be false friends or
false cognates: they do not convey exactly the
same meaning. The former conveys the idea of
murdering an important person in Persian;
~ however, the latter means a feeling of extreme fear;
thus ‘terror’ can not be a natural equivalent of the

word , 5. The sound similarity between these two
words is the real trap waiting for .the unwary
translator, who is not aware of false friends or
deceptive cognates.

The English sentences below indicate that
students were misled by some false friends and
produced poor translations. (¥*=inadequate
equivalent)

: Mr Green was *terrored. (Terrored is a
seemingly adequate equivalent.)

poor

improved: Mr. Green was assassinated.
(Assassinated is an adequate equivalent.)

el S 5L Y
poor : Give me a packet of *cigars.
improved: Give me a packet of cigarettes.

Sadodunly sl ol ¥
poor : Have you seen that *theater?

improved: Have you seen that play?

CIUN-3 PRCIPN IR i
Poor : Ted broke the *luster.
improved: Ted broke the chandelier.

AR PP TR {HS

poor : Have you read the *telegraph?
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Abstract

Some problems are likely to happen in the task of translation. Some of these problems are not easy
to notice unless careful attention is paid to them. The purpose of this paper is to help the unwary
translators to stay away from bad situations, from which it is difficult to escape. In his different classes,
the present researcher has encountered many instances of mistranslation: students did not know about
potential pitfalls or possible dangers of translation; consequently, they were easily deceived. The point
can be clarified by way of exemplification. Observation and experience revealed that students' failure
to realize that looking the same is not always meaning the same misleads them; although the words ,,
and ‘terror’ (false friends) are similar in terms of pronunciation, they do not convey exactly the same
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in many places tests are still used as controling

. Anderson, N.J., Bachman, h., Perkins, K., & Cohen,;-

f—___ [P

——

S 2/

McGroarty, 1985). One needs to be careful thatf
the washback effect from tests with as avowed]

-aim of testing strategic behaviour, if developed,|

is not allowed to bias learners in ways that are not{
desirable. We do not want to create a new breed,
of skilled test takers-rather a generation of good
learners who can demonstrate their knowledge and
skills in valid language tests. Alderson and Wall
(1993) have in any case cast doubt on the strength
of washback in various language programs; but,

devices over syllabuses and teaching methods. |
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~—Paraphrasing-{strategy 19) was employved-

particularly with items of medium level of
difficulty, and especially with understanding direct
statements rather than inferences or the main idea.
Guessing (strategy 30) occurred especially with.
inference items and medium difficulty items-those.,

that discriminate well between good and poor’
readers. This supports Nevo's finding that guessing

'was used more by good readers than poor ones.

Matching stem with the previous portion of the
text (strategy 34) was used particularly with
inference items, but less on the main ideas and
direct statements, more often with items of
medium difficulty. Test takers may here be trying
to find answers in a text where the answer rather‘_
lies in a logical inference from the text. !

Anderson ef al. described their study as a pilot,
as it certainly broke new ground. It raises a number:
of serious questions for construct validity, and

some of the answers.

Conclusions © !

There are, a numnber of interesting conclustons
which can be made based on the above discussion.

1. The research to date has had relatively:
limited coverage of skills and test item types. We'
do not know yet what test takers do in all sorts of
itemn types which are differnt to the rather traditions
ones (with the exception of the novel C-test). In.

{particular, test makers are now developing a whole

range of new item types to meet the new certifiction
challenges such as test of communication skills, test
of specific-purpose language using authentic
materials (e.g. the Cambridge English for Industry :

Business English Certificate, the London Chamber-
of Commerce and Industry's Spoken English for

Foreign Language Teaching Journal'
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shows a way (however complicated) of finding

and Business Test. the Oxford Industry and.

Industry and Commerce), tests administered via
video (the British Council/BBC English Video
‘Test)_which make in_some cases_strong claims:

~about task authenticity. -

2. Are strategies always strategies? As with the
discussion about strategies and skills in non-test .
situations, there is only a loose classification
available, and it is not certain that every piece of
research that invokes the notion is using it in the
same sence. Strategies tend to be thought of as |
deliberate. conscious, cognitive, and repotable. -
Bialystok (1990) demonstrates that at least for
communication strategies, each of these features :
can be refuted. It is strange that a reaction such as |
stated failure to understand should be counted as
a strategy for solving a reading problem or a test
item!

' 3. Inaccordance with the shift form preoccupation
with product to interest in process that this approach
implies, test makers are beginning to look at the '
possibilities or testing not simply the language skill
but the skilled language user-the skilled reader,
the skilled talker, the skilled listener, the skilled -
‘writer. As more information on the components
of these skills becomes available, so test makers
can find appropriate means to test them. However,
there are problems: in the Examiner's report on
the first year of operation of the Cambridge
Certificate of Advanced English, there is a mention
that students were asking for more time to
complete a reading test which was timed
deliberately to encourage skim reading and scan-
reading, two of the most obvious reading strategies
considered in the literature. Test takers can thwart
such moves, either by inertia or more reasonably
by adopting more deliberates trategics than the test
maker intended.

4. Test formats and test content, it is often
argued, exert influence on teaching. This is usually
called washback. Studies of teaching as a strategic
!ap_proach and specific strategies for the various
fskills have met with only mixed success (O'Malley
:';ancl Chamot, 1990; Wenden, 1987), and in some
cases the results constitute a warning (Politzer and



idiosyncratic responses. The seventeen strutegies

Were !

« Supervising
- stated failure to understand

- refer to lexical items
- respond affectively to text

* Support
- skim
- scan
» Paraphrase
- paraphrase
- extrapolate from information
presented in text
» Coherence
- reread
- react to author’s style
» Test-taking
- guess
- select answer through elimination |
- select answer through deductive reasoning,
..-.match stem with item o

- select answer because stated in text

- select answer based on understanding text

- make reference to time
- eXpress uncertainty at correctness of answer.
From this list it is easy to see that eight of these
strategies are in the test-taking category. Another
way of putting the same point is to say that half of
the original category of test-taking strategies occur
in the strategies used with frequencies greater than
ten times but only between a third and a fifth of
any other category achieves such a frequency.
They also classified the test items according to
what the test developers themselves thought they
were testing :
» Understanding the main idea
* Understanding a direct statement
» Making an inference

They found that certain strategies were used
significantly more often on certain kinds of
question than on others, implying that the
categories of question had a reality in terms of
how the takers behaved in answering them. .

The authors considered that the most important -
findings concerned the combination of all three
sources of information-verbal reports, item|
characteristics, and question classification.!
‘Strategy 37, making reference to time, when'
looked at from these three points of view, indicates
that when students are coping with direct!
statement-type questions that actually discriminate }
‘well between good and poor readers, they do worry .
‘about the time allocation-not surprisingly! |
 Stated failure to understand (strategy 3) was |
'most frequent on items that discriminated among ;
‘good performers on the test, less frequent on easy |
items, and on items that simply discriminated‘
‘between good and poor readers. It seems that this !
is a claim that students only make under test

'conditions on the most sensitive items. |

53] Foreian Langliage Teaching Journal
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" alternative and the text.

Comparing these strategies with those gleaned
from studies of the reading process, two
-conclusions are immediately obvious. First, there
‘are far fewer strategies mentioned in the test or
quasi-test situation; and second, those that are
mentioned (other than those that involve only test-
format information) do not manifest the range
.discovered 1n the studies of reading itself. One
rreason for the first observation is probably the
both
iNevo's and Dollerup et al.'s research asked about

‘difference in methods of data collection :

the test items, not about reading the passage itself,
and furthermore, while Dollerup et al. gave a
'reasonably free interview for the respondents to
discuss their experiences Nevo used a sixteen -
 point checklist of strategies which the respondents
;ticked off, as well as a verbal report. Since the
:task had to be completed in a certain time to.
1pres&rve the authenticity of the test situation, it is
inot surprising that the respondents did not report
'using other strategies than those on the list
prepared by the researchers.

The second observation concerning the range;
or coverage may be a result of the first: but it is|
striking that in neither the more restricted research 1
of Nevo nor the more open method of Dollerup et
al. did any technical aids or monitoring strategies L

receive a mention. Though background knowledge'
, knowledge of the world, and chronological order
are mentioned, no other coherence-detecn’ngE
moves are mentioned in the test situation; similarly,
using grammar and possibly synonyms (if they
may be deemed to be similar to association) are |
the only clarification and simplification moves.
On this basis, then, one has to conclude that the

strategies reported in studies on these two kinds

of reading test bear only a weak relationship to!

[Foreign Language Teaching Journal)
FL T IR

“the activities reported by readers in a non-test
situation, and no hint is given of individual
differences.

Multiple choice, verbal reports, and
discrimination e—=————=——+
The most thoroughgoing piece of research in

construct validity in multiple-choice reading tests

to date was performed by Anderson, Bachman,

Perkins, and Cohen (1998). This involved Spanish
native speakers enrolled in an ESL program in the
‘United States. The researchers aimed to measure
the relationships between test takers' performance
on the test, what they reported about their reading
and test-taking Strategies, and theoretical analyses
of what the test was supposed to measure, i.c. the
construct of reading skill. The importance of this
study is that it collected both quantitative and

qualitative data, and subjected it both to

mterpretive and to numerical analysis. Thus it can
justifiably claim date triangulation. The most
important findings of the study - apart from the
fact that it was possible to perform it at all — were

the insights about the relationship between:

particular strategy uses and discrimination, i.e.

I . . « s
whether the use of certain strategies on certain item
! . . .
types was associated with good or poor reading

:as measured by the test, and what the test
!developers thought the test was supposed to be
imeasun'ng. They drew up a list of forty-seven
possible strategies using research studies of

reading and of testing (including Nevo's), grouped -

into strategies for Supervising, Support,
IParaphrase, Coherence, and Test-taking. They only
actually used data on the seventeen of the forty-
seven strategies whose overall frequency of use
was ten times or more among their twenty-eight

respondents, to eliminate undue bias from




which is hypothesized in a theory of language
ability, (Hughes, 1989:26)
The traditional means of establishing construct

validity have included statistical comparisons of

the degree of similanity and difference between
scores on tests hypothesized to tap relevant and
irrelevant subskills - the process of convergent and
divergent validation.

For various reasons, researchers are turning to
other ways of pursuing this goal. One fairly simple
way of doing this is to compare the strategies
claimed in the test situation with those mentioned
in non-test situations. The contributory strategies
of Nevo's research (1989) with multiple-choice
test items are presented here in order of frequency
in L! and FL were
approximately the same :

of use. The orders

1. returning o the passage : returning to the text
 to look for the correct answer, after reading the
*questions and the multiple - choice alternatives
2. clues in the rext: locating the area in the test
that the question referred to and then looking
for clues to that answer in that context
3. elimination: selecting an alternative because the
others did
~understandable

not seem reasonable or

4. ceasing search at plausible choice: reading the
alternative choices until reaching one thought
to be correct, not continuing to read the other
choices

5. background knowledge: general knowledge
outside the text called up by the reader in order.
to cope with the written material

6. chronological order: looking for the answer in
chronological order in the passage

7. key word: arriving at an alternative because it
had in it a word that appeared to be a key word
in the text

8. association: selecting the alternative because it
had aword in it that evoked an association with
a word in the native language or in another
language known by the reader.

Clearly, the difference between ordinary
reading and doing a multiple-choice reading test
is reflected in the number of these strategies that .
are closely (but not solely) tied with the traditional
format of the test: a test taker will use a process of
elimination 1o solve the puzzle of which alternative
seems the most appropriate; ceasing search of
plausible choice reflects the format of distractors, .
although the reason for ceastng is recognition of
some kind of correspondence between the

34 Foreign Language Teaching Journal
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” because the mine must be closed during the strike. -

Nobody wants to work. {23.2] they refuse to work.
When the majority refuses to work, the individual
worker does so, too".

Both these two exploratory studies attempt to
draw a distinction between what students do in order
to solve the test item problern — test-taking strategies
— and what they might do normally in order to read
a text — reading strategies — comparing the two to
see in an informal and unquantifiable way what kind
of overlap there might be between them. Not
surprisingly, they conclude that some activities —
for example fragmented reading — are particularly
associated with test taking, and some might occur
in both situations.

Part of a much more thoroughgoing study by
Nevo (1989) on multiple choice test-taking
strategies concerned the use of what he calls non-
contributory strategies. These were strategies that
he, by a decision process not explatned in his paper,
decided would not lead to correct answers. They
were:

* guessing

+ choosing the exception

« length

» location

+ matching alternative with stem

» matching alternative text.

These are in contrast with the contributory
strategies which are more like the reading
strategies found in studies of reading, and which
we shall discuss in the next section. Nevo found
that, not surprisingly, significantly more use was
made by his subjects in their second language
(French) of these non-contributory strategies than
in doing the reading text in their first language
(Hebrew), and also that, even in the second
language, significantly more use was made of the
contributory strategies than of the non-
contributory. Thus, performing in a second
_ian guage —at least at this level —encourages greater

use of strategies that refer to the physical format
.of the test items, which perhaps indicates a degree

of test-wiseness; but students nevertheless use
reading strategies to find the clear majority of the
items. Of these fest-wise strategies, referring to
the format of the test items, by far the most
frequent was guessing, defined as "blind guessing
not based on any particular rationale”. This was
some three to four times as frequent in FL as in

L1. Of the others, only 'matching alternative with

text’ was used in considerable frequency, and then

more often in LI than in FL. Such matching at
Jeast requires consideration of the text as well as
the test item, and therefore might be considered a
kind of hybrid between Nevo's two broad
categories of strategy.

Presumably the greater use of non-contributory
test - taking strategies in FL is a result of the greater
uncertainty the candidates have that more
conventional sources of information will lead to
the correct answer. However, it is noteworthy in
Nevo's results on this point that the frequency of
these kinds of strategies in LI is but a tenth of that

“of contributory strategies, and this proportion rises

4

to one - third in FL.. It remains to be seen, of course, -

whether the contributory strategies on which the
students spend most of their time bear any kind of
close relationship to the sort of reading strategies
and styles they report when engaged in reading
for purposes other than being tested. It is this issue
of whether reading tests measure reading to which
We Now turn.

Construct validity —=—=—= =

The following definition is offored by Hughes
(1989) for construct validity.

A test, part of a test, or a testing technique, is
said to have construct validity if it can be
demonstrated that it measures just the ability
which it is supposed to measure. The word

construct refers to any underlying ability (or trait)
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mainiine reading, where the students uses the
central idea of the passage as a point of reference
for solving the individual questions,
fragmented reading, where the questions
themselves acted as the focus for the activity. It
would be tempting to suggest that mainline reading
equates with fairly normal reading, whereas
fragmented reading is a response to a particular
kind of text, one interspersed with multiple-choice
questions, i.c.a test. The authors comment that both
. styles of reading were used by the same readers at
- different points, and this is consistent with many
' of the studies of the reading skill itself.
| Dollerup et al. also gathered data on how their
'test takers solved the problem of decoding
I unfamiliar words, whether the correct answer or
. the distractors. There was considerable use of
 approximation-the belief that hesitant was cognate
‘ with Danish haste and therefore meant 'hasten’;
|translat10n use of background knowledge; and
| others. The authors point out that these strategles
- are just as likely to lead to the correct answer as;
g not. They also refer to common sense, but thelré
example is more of a rigid belief that, in a passage;
about a strike, everything must be about not
working, whereas their text was actually about ai
Lsmall cadre of volunteers who, in the 1974 miners’

and

1o help taking safety measures with their Union's

strike in Britain, kept working in the pits to keep
them usable after the strike (Dollerup et al., 1982:
95, 97): |
Volunteer miners kept coal mines safe.i
Voluntary safety work |
[21.1] carried out ‘
[21.2) obstructed !
[21.3] neglected |
by miners during their strike in 1974 meant that ;
all coal rines could resume production when the
strike ended. After the previous strike 25 out of%
about 800 coal mines were lost, but this tlmes
cooperation between miners and management |
ensured that the pits were
[22.1] operating
[22.2] kept safe
[22.3] closed
during the strike. In addition to deputies and
inspectors, who reported for duty each duty each
day, many miners
[23.1] were forced
- [23.2] refused
. [23.3] volunteered

approval...
Onc student's report: '[21.3] I pick 3 because they
5re_fuse to work during the strike; [22.3] ‘closed‘




“and the testing world has not been exempt from’

this atmosphere of development.

}What test takers do: test - taking

strategies :

pr——

Cohen (1998) reports a number of small-scale
mvestlgatlons which aimed at finding out what
candldatcs report as they try to solve various types
~of test items, what they pay attention to, and how
ithey arrive at the right answer. It was exploratory
\and informal work; so no firm conclusions can be
clrawn However, Cohen’s work opener up an area
=‘of research which has since produced a number
;of well-controlled and sophisticated studies. A
| general problem was the difficulty of obtaining

authentic data from test situations, and another was

'that most of these studies did not employ the
mormal time span of test. In both Cloze and
'multiple choice reading tests, it was clear that the
‘majority of test takers ignored the explicit

/instructions in the rubric about how to perform’

‘'the test. Test-takers did not read the whole cloze
‘passage through before attempting to fill in the
'gaps; test-takers tried to read the questions before
ithe text in the multiple choice, or read a portion
of text and tried to find a question about it. Both
-of these behaviors are characteristic of test taking,
not of reading in a non-test situation; whether they
iare motivated by skill or experience or anxiety to
get started on .producing answers is not clear.
(Anx1ety was greater with the Cloze passages).
In the Cloze situation, different strategies were
.associated with proficiency: when they did not
‘know how to complete a gap, poor scorers were
reluctant to guess from context and used
:translatlon while high scorers guessed from the
Ilmmedlate context.
i In the multiple-choice reading tests, a number
|

of strategies were found which enabled the reader
.to get the right answer without actually knowing
it from internal linguistic evidence. Surface

“matching of test item and reading passage, or clues -

even in the stem itself which matched with one of
the options, allowed students to get the right
answer for the worng reasons. Cohen guotes one
study where students were given the multiple-
choice questions without the passage they were
based on (Cohen, 1998). These were four-choice
items (correct answer and three distractors), so the
chance score would have been 25 per cent, but
both advanced and intermediate students scored’
nearly twice as well as chance would predict (49
per cent respectively), so they were using internal .

‘evidence rather than a random ticking procedure.

In some cases, with a text, students used internal
evidence and inappropriate background knowledge
to make inferences leading to the wrong answer-
as in the following example (Cohen, 1998: 76):

most dollars are earned in the fishing:
industry.... In spite of the fact that there are
resources other than fish, such as timber in the

forests of the foothills, agriculture on the upland”

plateaus, and, of course, oil, these latter are highly
underdeveloped. ‘

Question:

O The most highly developed industry in
Filanthropia is

(a) oil

(b) fishing

(¢) timber

(d) none of the above _

A student who chose ‘ol had reasoned that only
o1l would be highly developed, reading 'developed'
in the technological sense. This procedure is also
characteristic of ordinary unskilled reading.

Another study, this time of multiple-choice
questions embedded in a continuous reading
passage, was conducted by Dollerup, Glahn, and
Hiansen (1982). They were interested also in how
their Danish students (first-year college and final-
year school students) processed these items. They
isolated two broad strategies, called by them



Introduction ==—=—== =)
One of the most obvious difficulties is that
most, if not all, test item types and formats are to

some extent unnatural. Nobody uses multiple
choice in natural language use. Word deletion as
in a Cloze test is analogous to interruptions of
intelligibility on a bad telephone line, but is hardly
the norm. One is not normally quizzed after
reading a book or listening to the news, The more
recent moves towards authenticity of task within
tests, to be seen in, for example, the Oxford
Delegacy of Local Examinations test of general
English, specific purposes tests such as the
Cambridge English for Business and Industry Test,
and the now withdrawn Test of English for
Educational Purposes, demonstrate a recognition
of this unnaturalness and a willingness on the part
of testers to adopt more direct or job-sample item
types. However, no such steps can remove the
basic contrast between using language for normal
communicative purposes and using a language to
demonstrate proficincy. Van Lier (1989), in a paper
with an amusing title and very serious message,
has documented how far removed even the
straightforward Oral Proficiency Interview is from
the ordinary conversation it is supposed to
represent. Although Van Lier's criticisms are
specifically derived from experience in the Inter-
Agency Roundtable format (a development of the
Foreign Service Institute's Oral Proficiency
Interview), the general points he makes are
probably true as well of the more structured
formats of tests like the International English
Language Testing Service (IELTS) (British
Council/ University of Cambridge Local
Examinations Syndicate — UCLES) and the
Spoken English for Industry and Commerce Test
.offered by the London Chamber of Commerce and
Industry. Work has to be done on these, and even
newer formats such as the Cambridge Advanced
English or the Certificates in Communicative

Skills in English have hardly figured in the
literature so far at all.

Test makers' concerns have rightly been with
rectifying the serious flaws their products contain
in terms of traditional validity and reliability as
measuring instruments. However, this newer
concern with task authenticity leads one inevitably
to question many of the assumptions of older and
well-understood item types and, further, to open
up the apparently orderly world of testing to the
seeming disorder of theorizing about the way
learners behave and the ways in which learners
perform language tasks.

It is not necessarily the case that unnatural
language use can give no estimation of likely
proficiency: evidently, there are many tests whose
ability to give an estimate of a true score or true
level of proficiency is fairly good. This can be
documented by traditional means, such as
estimating whether the proficiency ranking of the

. learners by a newly-developed test is more or less

matched by the proficiency ranking by in a
standard test by ranking based on another task-
first-year or preliminary results in an academic -
subject in the case of academic-purpose tests-the
so-called concurrent or predictive validity.
Similarly, tests can be compared with themselves
in various ways to estimate their consistency of
generating the same score for the same individual,
thus establishing the average error score in the
test, which gives an indication of the faimess of
the test scores, traditionally called reliability.
Sophisticated devices exist for checking out test
formats in this way, and the argument that a
statistically valid and reliable test, despite using
indirect formats and therefore unnatural samples
of language use, can be a valuable instrument has
been familiar for many years. However, it is
evident that conceptions of what learners actually
do when faced with language use and language -
learning problems have been changing radically,
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Abstract

Leading to success in language test-taking through avoidance of frustration implies subversion of
the purpose of language tests, which is to provide a true reflection of proficiency, and at worst calls
into question the basis of our judgements about the truth of what language tests measure. This article
will explore what is meant by test-taking strategies and their implications for the design of tests and
test items. Further issues to be raised are the notion of construct validity, and the possibility of test
formats reflecting a view of language competence which includes strategic competence as one of its
components.

Key Words: strategy, construct validity, test, competence
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depuis une vingtaine d’années, plus précisément
depuis que les conceptions méthodologiques, |
1I’€laboration des matériels et les propositions de
pratiques ont commencé a accepter I'idée de
variation et de différenciation de la part de leurs
concepteurs. Le manuel et les supports
pédagogiques sont trés importants pour rendre plus
vivant la classe, cect étant il ne faut pas oublier le
role principal de 1’enseignant dans 1’exploitation

du manuel et des supports pédagogiques.
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langagiers des apprenanis iraniens, d condition que™

l'enseignant soit bien formé et ceci surtout pour
une telle démarche., et les exercices de ce manuel
correspondent aux cours destinés aux apprenants
iraniens si 'emphase est mise sur les besoins des
apprenants iraniens.

Dans ce travail de recherche nous avons essayé
d’analyses la méthode Reflets, dans la mesure de
notre possible, et de proposer I’'une des démarches
pédagogiques pour faciliter et varier I’application
de cette méthode dans une classe de langue
destinée aux apprenants iraniens, afin de
surmonter les difficultés préalables et de combler
des lacunes éventuelles.

Sachant qu'on ne peut jamais déployer toutes
les composantes et les démarches d'une méthode
nous ne prétendons pas avoir pirésenté toutes les
composantes de la méthode Reflets ou toute les

~ démarches proposées mais nous pouvons nous
demander les questions suivantes: -
" Quels seraient d’autres éventuels moyens de
mise en application de cette méthode? Notre
objectif dans cet article n'est pas uniquement de
critiquer ou de valoriser les démarches mais aussi
de montrer 2 partir de quelles stratégies peut-on
espérer une meilleure efficacité de la méthode en
question.

Conclusion

A I'aide d'une étude analytique nous avons
examiné dans cet article les composantes du
manuel et notre analyse s'est effectuée dans le
cadre d’une recherche expérimentale sur le
déroulement des legons proposées par ses auteurs.

La méthode Reflets s’inscrit dans I’orientation
du genre Eclectisme, mais les auteurs la considére
dans la série des méthodes communicative.

ignL Teachi st
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I’adaptation de chaque démarche, de la part de
I’enseignant bien formé, au public a qui la méthode
est destinée. C’est-a-dire la nécessité de prendre
en compte ce qu’il est convenu de considérer
comme les besoins langagiers des apprenants. Du
fait que nos apprenants étaient considérés comme
un groupe homogene sur le plan culturel et social,
|’utilité générale et un intérét commun avaient €€
sentis. Rien ne nous empéche de dire que pour
rendre la méthode plus utile, il faudrait qu’elle soit
enseignée avec des exercices progressifs
complémentaires.

L objectif principal de cette recherche était de
montrer a partir de quelles stratégies et démarches
peut-on appliquer la méthode Reflets en Iran pour
un apprentissage plus réussi du frangais langue
étranggre. En réalité ce que nous voulons méttre
en relief est que dans cette méthode, les démarches

présentées dans le guide pédagogique ne sonfpas

les seules possibilités et que certaines des
propositions peuvent étre modulées en fonction
des objectifs d’apprentissage visés et des
conditions d’enseignement, ainsi qu’en fonction
de la langue maternelle des apprenants et de leur
spécificité socioculturelle.

Nous avons observé également que cette
méthode n’appuie pas seulement sur 1’aspect
purement linguistique mais elle met en ceuvre les
aspects sociolinguistique, psycholinguistique et
pragmatique. Par conséquent certains critéres de
I'approche communicative ont été respectés dans
ce manuel étant accompagnés d'une sorte
d'éclectisme qui s'est mis en cours de route depuis
1994. C'est ici que nous découvrons que la
didactique des langues est entrée dans une période
d'éclectisme. C’est I’évolution des cours de FLE

1



apprenants doivent savoir au préalable la
différence entre celui-ci et le pronom sujet.

Des le début on est témoin de nombreuses
interjections comme euh, ah, eh (page 14). Est-il
vraiment nécessaire a ce stade?

Au troisieme épisode, on observe que le
rythme est entierement changé. Les apprenants
sont confrontés aux diverses expressions comme

", n

"elle fait un de ces cafés”; "un point c'est tout”.

Nous avons remarqué que le décalage de 1’écrit
par rapport a 1’ oral est réduit. Ainsi, on est témoin

-des exercices de compréhension et d’expression
écrite dés le début de l’apprentissage.

Quant aux démarches méthodologiques de ce
manuel nous avons constaté quelques
inconvénients sur la présentation et la progression
des matieres a enseigner.

Nous avons ‘également remarqué que les
mati¢res grammaticales sont parfois trés
condensées. Par exemple l’enseignement
simultané des modes indicatifs et impératifs ou
celui du pluriel des verbes (épisode 4, page 42),
la négation et les adjectifs qui sont A I’origine de
nombreuses confusions pour les apprenants. En
revanche, pour certaines matiéres il existe un
décalage excessif, comme I'article défini et
partitif (épisode 2, page 27), ou la différence entre
le passé composé et I’imparfait (épisode 13, page
113). _ - '

Christian Purin (1994, p.13) propose deux
types d’éclectisme. L’éclectisme d’adaptation et
I’éclectisme de principes. L’une des variantes dans
I’éclectisme d’adaptation c'est I’enseignant qui
doit adapter son cours aux situations
d’enseignement/apprentissage. L’éclectism du
principe se trouve au niveaun didactologique. Ceci
veut dire que malgré la diversité des méthodes

(grammaire traduction, directe, audio-orale, audio-
visuelle, structuro-globale et approche
communicative qui proposent différentes voies
pour U'enseignement/apprentissage du francais, il
est convenable d’opter pour les chemins qui
menent au bon endroit. Les rapports entre la
théorie (didactique et méthodologique) et la
pratique (I’enseignement) ne sont plus hiérarchisés
mais ils sont considérés comme deux activités
complémentaires. '

Dans la démarche pédagogique de cette
méthode nous avons remarqué que l’enseignarit
peut organiser son cours en fonction des besoins
langagiers de ses apprenants et de mettre I'accent
oil te besoin est senti.

Nous avons constaté que dans cette méthode,
il existe de nombreux exercices qui correspondent
a la compréhension et 2 la production. Toutefois
il est convenable de fournir aux apprenants des
exercices complémentaires a partir de ceux qui se
trouvent dans la méthode Reflets. Ou si
I'enseignant est permis, de sélectionner des
exercices du genre "Exercices progressifs". Ou
"Les 350 exercices de Sorbonne”

Pour revenir a la question des difficultés des
apprenants iraniens, étant donné que ’anglais est
la premiére langue étrangére que les iraniens
apprennent pendant sept ans au collége et au lycée,
I"influence de cette langue est incontournable dans
I"apprentissage du frangais. C’est la raison pour
laquelle nous devons tenir compte de I’ interférence
de I’anglais en frangais pour justifier certaines
difficultés des apprenants iraniens en ce qui
concerne la prononciation, le lexique et
I'ortographe du frangais. L’évaluation des
apprenants sur la méthode (documents joints),
monire bien qu’elle pourrait répondre aux besoins
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une vie professmnnelle Les personnages
principaux et secondaires réagissent spontanément
dans les différentes situations de communication.
Ces personnages ne sont pas compromettants; et,
ils sont parfois marginaux et difficilement
compréhensibles sur le plan culturel. Le manuel
est considéré comme la base de cette méthode sur
le plan chronologique. Chaque dossier est
composé de deux épisodes dont les démarches sont
constituées de trois étapes successives
(compréhension, apprentissage, et production).
Nous avons observé que 1’étude du langage dans
le contexte est au premier degré d’importance
_grice A I'image et la vidéo dans la premiére €tape.
La deuxiéme étape c’est l’analyse du

fonctionnement plus formel de la langue. Dans

cette étape on apprend la grammaire, la phonétique

et les actes de paroles et finalement la derniére
- étape est-consacrée & aider 1’appropriation du
langage par les apprenants au moyen des exercices
d’écoute et les jeux de réles.

A la fin de chaque dossier une partie est
consacrée a }'enseignement de la civilisation, Cette
derniere est basée sur la manifestation de la vie
intellectuelle, sociale, artistique, politique et

juridique.

thode’)

Les critéres qui peuvent nous amener a choisir

Certains pumt.s critiques sur la meé

de tel ou tel manuel sont en fonction de notre

expérience ou inexpérience, de notre
indépendance ou dépendance vis  vis de cet outil
de travail. Evidemment le choix d’un manuel se
fait aussi en fonction du type de public que nous
avons devant nous, de nos attentes, de notre fagon
de travailler. A ceux ci se rajoute ’idée qu’un

manuel de langue doit &tre représentatif de trois

[Foreign
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objectifs (linguistique, conceptuél et Cilturel) et
des quatre compétenées (compréhension écrite et
orale, expression €crite et orale).

Ce manuel commence par un dossier de
démarrage (page 6), faisant une présentation des
divers personnages, le premier dialogue montre
la mani¢re de se présenter (le nom, le prénom, la
nationalité, la profession et 1'adresse).

Le deuxié¢me dialogue va plus loin en
employant "les pronoms toniques” et (les pronoms
début
d’apprentissage, sans que les apprenants sachent

personnels) simultanément au
bien articuler les trois personnes du singulier. 1l
valait mieux qu'on présente les emplois des
pronoms personnels et des pronoms toniques dans
un autre dialogue apres les avoir enseignés.

L'apprentissage du vouvoiement et tutoiement
se fait au premier épisode par le rapport formel
entre le premier candidat (Pierre Henri de Latour
pour étre locataire et Julie (épisode 1, page 14),
ou le rapport trés poli entre une candidate Ingrid
et Benoit (épisode 1 page 15) et le rapport familier
entre Thierry Mercier et Julic (page 15). |

Déja il faut dire avec une certitude absolue que
le nom composé de trois noms est vraiment
difficile a apprendre. Les premiers noms pouvaient
étre choisis parmi les noms les plus simples
comme Paul, Jean, etc.

Dans la deuxieme séquence du premier épisode
I'emploi simultané des mots "agent de voyages”
et "agence de voyages" (page 14) est a l'origine
de la confusion. Les apprenants emploient l'un a
la place de l'autre.

Dans le deuxiéme épisode, (page 22), a Benoit
je te présente 4 mes parents; (2 ses parents) je vous
présente Benoit Royer, les apprenants rencontrent
le pronom complément "vous” et "te". Les
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sections comme le dialogue, le tableau de
grammaire, les exercices de grammairé, la
phonétique, la civilisation, les textes et les
documents riches, divers et complexes, qui se
révelent attrayants ou motivants pour le professeur
et les apprenants. Lorsqu’ on opte pour un manuel,
on a parfois du mal A résister aux attraits d’une
présentation colorée, originale, branchée qui est
un €lément de progres et qui prend en compte de
fagon positive les tendances et les intéréts de nos
apprenants, la question principale que nous nous
posons est de savoir si les composantes de ce
manuel sont - elles utilisables, et fiables. Cela
étant, nous avons décidé de vérifier les points forts
et les points critiques de cette méthode.

s points forts de 1o méthode
Les images animées et fixes de manuel, en
général et les supports pédagogiques ont pu jouer
un rdle important pour faciliter 1’enseignement/
apprentissage a partir d’une approche globale pour
la construction globale du contenu de chaque
épisode.

Nous avons considéré que les aspects

s

sociolinguistiques, socioaffectifs, socioculturels et
pragmatiques ont été suffisamment travaillés dans
cette méthode.

Quant & la partie de civilisation, nous dirons
tout de suite que cette activité a permis de
connaitre le goiit, I’habitude, la culture et la
civilisation des Francais. Ces connaissances sont
réservées a une catégorie sociale et intellectuelle
qui mettent en valeur tout particuliérement les
performances des apprenants iraniens.

Ce qui est évident est qlie pour les concepteurs
de cette méthode les apprenants sont considérés
comme des communicants, c’est 3 dire comme un
partenaire dans la négociation du sens ou du
message communiqué, de méme les besoins des
apprenants est pris en considération en fonction
de leurs objectifs.

En examinant les différentes composantes du
manuel Reflets nous avons constaté que les thimes
choisis sont variés, et qu'il y a une adaptation 2 la
vie professionnelle. Dans les séries de petites
histoires présentées dans cette méthode les jeunes
gens apreés, avoir terminé leurs é&tudes 2
’université, quittent leur famille pour commencer




données non linguistifjue.;:- gesfes, mfmiqziés',i
environnement, images, films, etc.
2- La démarche utilisée pour enseigner la
grammaire (morphosyntaxe) de L2.
3- Le troisiéme critére porte sur la maniére dont
la langue L2 est présentée.
4- Le quatriéme choix concerne I'ordre et les
regroupements selon lesquels les éléments
lexicaux et morphosyntaxiques de L2 sont
introduits et travaillés dans la classe.

Puisque les auteurs de cette méthode la-

consideérent dans la lignée des méthodes
communicatives, il est important de connaitre les
objectifs de l'approche communicative et de se
demander pourquoi les auteurs du manuel se sont
basés sur une telle approche. Donc, il est
nécessaire d’élucider pourquoi on a tendance vers
- I’approche communicative.
Les bases de I’approche communicative

Définissons d’abord le terme «communicatif>,
D’aprés le dictionnaire de didactique du frangais
(Jean-Pierre CUQ, 2003, p. 46), «ce terme est
attesté notamment a partir des années 1970 dans
des expressions telles que compétence
communicative et approche(s) communicative(s).
L'insistance sur la communication n’est pas
nouvelle: elle caractérisait déja I argumentaire de
la méthodologie audiovisuelle et sous d’ autres
formes et désignations, celui de la méthodologie
directe.

Le méme dictionnaire (p. 24), définit
I’approche communicative comme suivant: «La
désignation approche(s) communicative(s)
s’applique au(x) dispositif(s) de choix
méthodologiques visant a développer chez
I'apprenant la compétence @ communiquer.

Foreign Language Teaching Journal]
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 Les méthodes et les cours de type communicatif
sont en général organisés autour d objectifs de
communication a partir des fonctions (des actes
de parole) et des notions (catégories sémantico-
grammaticales comme le temps, I’ espace, ets.). Ces
catégories ont été définies dans un niveau-seuil
(1976). Les supports d’ apprentissage sont autant
que possible des documents authentiques et les
activités d’ expression (simulation, jeux de réles,
etc.) ou de compréhension quise rapprochent de
la réalité de la communication. Si I'approche
communicative se caractérise par son caractére
souple, elle a eu quelques difficultés a articuler
de facon claire les composantes de la compétence
de communication. L accent mis sur les dimensions
pragmatiques et sociolinguistiques s’ est souvent
fait au détriment d’ options claires quant @ la mise
en place systématique des composantes
grammaticales de la compétence a communiquer.

Présentation de la méthode

Année de parution: 1999

Type de méthode: méthode communicative
avec une ouverture vers I’Eclectisme

Public visé: adolescents et adultes Matériels:
trots livres d’éleves, trois guides pédagogiques
accompagnent des cassettes audio et vidéo pour
trois niveaux.

Organisation de la méthode: dialogue, histoires
suivies, gramrmaire, exercices.

D’autres composantes: paraphrases
linguistiques, paraphrases communicatives, écrit,
civilisation, éléments socioculturels, découverte

~

de la culture frangaise a travers des thé¢mes
différents.
La méthode Reflets, comme les autres ouvrages

récents en FLE, est composée de différentes



Résumé

Actuellement, le progrés de I’homme dans la science de télécommunication et ’avénement des
technologies de pointe mettent en évidence la nécessité d’apprendre une ou deux langues étrangeéres.
Le manuel est un des éléments principaux dans 1’enseignement/apprentissage d’une lan gue étrangere.
Reflets méthode de frangais en revendiquant son droit dans la série de I’approche communicative qui
s’adresse aux adolescents posséde certains traits significatifs, dignes d’une analyse pour dévoiler ses
avantages et ses inconvénients. Tout d’abord pour comprendre comment un manuel de langue est
présenté nous avons défini les principes de I’approche communicative, puis grice a la démarche
analytique, nous avons examiné les composantes primordiales de la méthode. Cette analyse générale
nous a donné I’acces a I’examen en détail des composantes du manuel Reflets. Ensuite, nous nous
sommes consacrés a analyser les points forts et les critiques sur cette méthode. Nous avons conclu que
cette méthode met en place une sorte d’éclectisme en se situant dans la lignée des méthodes
communicatives.

Les mots clés: ['analyse, la méthode Reflets, I’approche communicative, éclectisme.

Introduction .)

lorsqu’il est confronté a un dilemme toujours

De nos jours, I’apprentissage d’une langue
étrangére n’est plus considéré comme
I’acquisition des connaissances linguistiques qui
érait préconisée dans les méthodes traditionnelles,
mais il est orienté vers 1’application de ces
connaissances dans une situation réelle. L’ objectif
de cet article est de montrer jusqu’ ot une méthode
récente comme Reflets est capable de préparer les
apprenants jraniens pour les situations réelles de
la communication en frangais.

Les concepteurs et les éditeurs nous offrent un
choix varié et abondant et il est souvent difficile
de sélectionner avec la plus d’objectivité possible,
ce qui pourra s’avérer comme le meilleur
compagnon de route pour un certain nombre
d’années.

L’enseignant devant cette profusion des
méthodes, se trouve dans une situation difficile,

renouvelé: le choix d’un nouveau manuel et de
nouveaux programmes.

Notre tache est également de mettre en relief
les points forts et les points faibles de cette méthode
et de montrer comment peut-on 1’appliquer dans
une classe de langue en Iran.

Criteres pour analyser cette méthode
Nous allons nous baser sur les criteres présentés

par Henri BESSE pour la typologie et I’analyse

des différentes démarches possibles utilisées dans

la présentation des manuels du FLE (BESSE, P21-

23):

1- Démarche choisie pour aider les étudiants a
saisir le sens.

soit le maitre ou le manuel propose une traduction;

soit il refuse cette traduction et les étudiants
doivent deviner le sens en s’appuyant sur des

'Foreign Language Teaching Journal|
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vocabulary. Respectively, as Raimes (1983)
indicates, writing helps the students learn because
first, writing reinforces the general structures,
idioms, and vocabulary that is taught to the
students. When they write, they necessarily
become very involved with the new language.
Second, the effort to express ideas and the constant
use of eye, hand, and brain which is a unique way
to consolidate learning, Third, it allows the
students to be adventurous with the language, to
go beyond what they have just learned to say, or
to take risks. As a matter of fact, teachers equipped
with the knowledge that students are more
susceptible of learning when they write composit-
ions, and this matter leads them to meaningful
vocabulary learning. Learning by composition
writing strategies is one side of the coin; the other
side is that writing strategies provide a feedback
for teachers to monitor themselves to problematic
areas, and eventually check the bulk of knowledge
absorbed by learners. Virtually, writing strategies
have back-wash effect on teaching because
teachers locating and diagnosing the difficult
words or ambiguous ones, adjusting themselves,
try to remove the obstacle.

The findings of the present study shed light on

the nature of writing strategies. The resuits yielded -

by the research suggest a wider application of
composition writing strategies as a testing device
in the field of EFL testing. It may contribute to
the establishment of good ideas toward
administering compositions to test the students'
vocabulary and grammar.

The rationale behind this research was to
facilitate learning words. This was achieved by
having the students write a composition while
using writing strategies, applying the new words.
In order to learn, learners need to examine and
explore, and this need i1s met by writing

'Coady, I. {1997). "L2 Vocabulary Acqmsnon\ though'

compositions and composition writing strategies
such as Self-regulated and Mnemonics strategies.
It deems necessary and important to let the learners
be adventurous and autonomous at the same time.
Therefore, the syllabus designers, too, need to be
aware of the fact of applying composition-writing
strategies as a facilitative device for vocabulary
learning. It may be the syllabus designers'
responsibility to include composition-writing
strategies in language classes and programs, so
the meaningful learning takes place incidentally.
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of t-value, at 76 degrees of freedom was greater

than the critical t-value, i.e., 2.

Based on these results, it was concluded that
the first null-hypothesis stating that composition
writing strategy instruction has no impact on the
student's vocabulary knowledge was rejected. The
EXP, and EXP, groups, whose mean equaled
25.92, performed better than the Control group 2

(CONT?2) whose mean was 22.25.

; . e o

1 Table 2
‘ A-priori comparison of Means Post-test

Comparison T observed | D.F | T critical
EXP,+EXP, VS Cont, 3.28 76 2
EXP,+EXP, VS Cont, 1.31 76 2

L

However, the t-observed value for the
comparison of the EXP, + EXP, VS Cont,, 1.31,
did not show any significant difference between
the two means, becaues at 76 degrees of freedom
this amount of t-value was lower than the critical

value, i.e. 2. (Table 2)

Thus, the second null hypothesis as
composition writing strategy compared with
sentence making ones did not have any effect on
the student’s ability to learn new words was
supported. The difference between the

EXP,+EXP, mean scores, 25.92 and Cont,, 24.45

was not significant.

.s_

& NS
Conclusion

learning a second language. Simply put, people
with large vocabularies are more proficient
learners than those with limited vocabularies
(Begtar & Hunt, 1995; Luppescu & Day, 1993).

and—ﬁlﬁfrh—p

Building a large vocabulary is essential when

lications

Foreign Language Teaching Journal!
e SR o

However, this study investigated the impact of
composition writing strategies (Self-regulation
and Mnemonic strategies) on the students’ learning
of newly- taught words. This study was generally
concerned with the effect of instruction in the use
of these strategies for vocabulary learning with
foréign language students. The results support
those of previous studies in which these strategies
improved students’, memory and cognition for the
use of the words and definitions. The overall

. finding of the study was that students trained in

the Mnemonic and Self-regulated strategies could
recall the newly taught vocabulary items better
than the students in the control conditions. The
results suggest that training in these strategies
allowed students to recall more words than was
possible with rote rehearsal. The Self-regulated
and Mnemonic strategies, consequently, proved
to function as aneffective vocabulary learning and-
remembering strategy.

Based on the above results the following
conclusions can be drawn. The results could put
us on a safe ground to reject the first null
hypothesis and to confirm the second one. In other
words, the subjects in the experimental group who
had the opportunity to receive composition writing
strategy instruction, outperformed the subjects in
the control group who did not have that chance
but the second null hypothesis was supported. That
is, there was a difference between those who wrote
compositions and those who made sentences but
the difference was not significant.

Pedagogically speaking, the findings of this
study suggest manifold implications mostly for
EFL teaching. According to Laufer (1997), there
is increasing evidence that semantic relationship

. is more important than syntactic relationship for

receiving messages, and one thing that most
interferes ‘with the students’ writing is poor
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In order to answer the research questions of

the present study, the collected data were analyzed
in the following way:

To determine whether the prospected
experimental and control groups met the criterion
of equality of variance, a CELT test was used. A
pretest of 33 multiple-choice vocabulary items was
given before the treatment. A posttest of those

vocabulary items was given after the treatment of

10 sessions. To investigate the results of the
treatment, the researcher conducted One Way
ANOVA to either reject or confirm the null
hypotheses.

Results and Discussions
Statistical procedures for selecting the homo-
geneous groups

The next stage in the statistical procedures of

the research pertained to the selection of two
homogeneous groups. A population of 95 upper-
intermediate students at Kish English Institute took
a CELT test. Their papers were scored and the
descriptive statistics of the test scores were
calculated. The results are indicated in table 1.

Table 1
The descriptive statistics of the scores in CELT test
N | K [Mean| Std

95 1174 83 14

On the basis of the values indicated in the above
table, the students whose scores were within the
range of one standard deviation above and below
the mean were selected, so eighty students were
selected as the actual subjects of the research.

To make sure whether samples meet the

criterion of the homogeneity, the descriptive
statistics of the selected subjects were calculated
on the basis of 33 vocabulary items that was
administered as their pretest. A one-way ANOVA
was run to compare the mean scores of the four
groups on the pre-test, the F-observed value 1.20
at 3 and 76 degrees of freedom was much lower
than the critical F-value, i.e., 2.76. Thus, it was
concluded that there were on significant
differences between the four mean scores on the
pre-test. Therefore, it can be claimed that the four
groups the
administration of the treatment.

were homogeneous before

Statistical’Procedures on the Post-test |

According to Best (1977), since a mean is
probably the most satisfactory measure for
characterizing a group, the researcher found it
important to determine whether the difference
between the means of sample groups is significant

or not.

In order to answer the first research question
(i.e. Does composition writing strategy instruction
have an impact on the students' enhancement of
vocabulary learning?) and in order to compare the
mean scores of the four groups on the post-test, a
one-way ANOVA was run. The F-observed value,
4.15, at 3 and 76 degrees of freedom was greater
than the critical F-Value, 2.76.

These results indicated that there were

. significant differences between the mean scores

of the four groups on the post-test. The two null
hypotheses proposed in this study necessitated the
application of the a priori comparisons to compare
the following mean scores.

Hi EXPi1+EXP: VS Cont2

H: EXP1+EXP2 VS Conti

The t-observed value for the comparison of the
EXP1+EXP2 VS Cont2 (Hi) was 3.28. This amount

(Foreign Language Teaching Journal]
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control groups (CONT1, CONT?2) and those of
the other two classes were regarded as the
experimental groups (EXP1, EXP2). Each of these
classes consisted of nearly twenty female students
between 18 to 30 years old. They had been exposed
to English for almost 160 hours. It is worth
mentioning that all the subjects were Iranian and
native speakers of Persian.

— —_— .,,__m_‘

5Data colléetion—="

The first testing instrument used for data
collection was the CELT. This test (CELT) was
previously validated by Ahmadian, 1998. And the
second testing instrument was a multiple-choice
test, composed of 33 vocabulary items, and
administered at the end of the term.

:Procedures

To elicit the requlred data four levels of upper
intermediate classes in KEI (Kish English
Institute) were chosen. The researcher chose her

own classes as experimental groups to minimize
artificiality.

The CELT was administered in the very first
session to test the homogeneity of the students.
The homogeneity of the subjects was proved based
on the scores of the testees in their CELT.

Students took a standardized vocabulary test
as their pretest. Then, the answer sheets were
collected and scored by the researcher.

After the pre-test treatment was conducted. In
each session after teaching the new words, the
Experimental Groups (EXP1, EXP2) which
consisted of two classes were assigned to write a
composition about the given topics using the new
words taught and applying the strategies assigned
to them. The first experimental group (EXP1) was
assigned to follow Self-regulation strategy.

The second experimental group (EXP2), on the

|Foreign Language Teaching Journal! 33
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otHer hand, was assigned to follow mnemonic
strategy.

The treatment sessions took two weeks (10
sessions) and the subjects were asked to write only
ten compositions,

The first control group (CONT1) received
Placebo treatment. The students were merely
asked to make sentences with the new words as
homework for the next session. The second control
group (CONT?2) on the other hand, followed their
own routine classes, i.e. they followed their own
Headway units. '

Conducting ongoing assessment, rather than
assessing only at the end of the instruction, allows
teachers and students to determine what is working
and what changes need to be made. SRSD and
Mnemonics facilitate meaningful, ongoing
assessment. The researcher allocated about ten
minutes for peer evaluation and portfolio
assessment at the end of each session. At the end,
the teachers evaluated the sentences and
compositions gathered. Composition writing was
the treatment applied for the sake of improving
students’ learning and reinforcement of the newly-
learned words. Sentences and coml:;ositions were
collected, corrected, and returned to the students.
This was done in order to provide an appropriate
feedback for the students. In order to have as high
interreliability as possible, the researcher followed
Heaton's rating scale which was the result "of
considerable and careful research conducted in the
scoring of compositions in the United States"
(Heaton, 1990: 146).

At the end, the standardized test including the

- words taught during the term was given to both
-groups. As pointed out earlier, the test was

standardized by test-retest method; consequently,
it proved to be reliable and valid. Meanwhile the
grades were sorted and compared.



are many things that students must do to succeed
in school, and remembering content information
is only one part of the entire picture. However,
when there is academic content to be remembered,
mnemeonic strategies may be an important
instructional component,

The strategies mentioned here are not the whole
strategies involved in composition writing but other
strategies such as Mmemonics (memory strategies)
in direct strategies, Cognitive strategies,
Metacognitive, Social and Affective strategies are
involved in composition writing. These strategies
should not be looked at as a panacea, promoting
students' academic competence and literacy but they
require a complex integration of skills, strategies,
processes, and attributes and they represent an
important contribution to teachers' instructional
repertories. It 1s hoped that by following the
conditions set out above, composition courses will
not only afford students the chance to develop as
independent writers, and enjoy the creativity of
writing, but also help to consolidate the basic
vocabulary knowledge they are building up through

T

these courses. Attempts are made to answer the
following main research questions:

Q,- Does composition writing strategy
instruction have an impact on the student's learning
of vocabulary?

Q,- Is there any difference in the effect of
composition writing strategies and sentence
making ones on students' ability to learn new
words?

Method :* "
Subjects

Eighty EFL students participated in this study.
They were chosen (Intact selection) from among
ninety-five students studying English at Kish
English Institute (KEI). This study was conducted
with four female English classes at upper

intermediate level. In order to have eighty
homogeneous subjects, those eighty students who
clustered around the total mean of the students'
scores,obtained in a CELT (Communicative
English Language Test), were cliosen. The
students of two classes were considered to be the
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others to maximize learning effectiveness (Cohen
& Weaver, 2004; Oxford, 2001).

Literature has elaborated on the significance
of self-regulation strategy, mnemonics, and the
extent to which each should be implemented to
have great vocabulary learning and enhancement.
Students who are self-regulated learners set goals
for themselves and then independently plan,
manage, and evaluate what it takes to reach their
goals. Developing the ability to understand and
regulate their own behavior is an important
undertaking for children too (Harris and Graham,
1996). Indeed, the call to cultivate self-unders-
tanding and self-control has sounded repeatedly
throughout the ages.

To date, over 20 studies using Self-regulation
strategy to teach writing strategies have been
conducted (cf. Case et al., 1995; Harris, Graham,

- & Schmidt, 1997). Self-regulation strategy has
made significant differences in children's
development of a variety of planning and revisin g
Strategies, including brainstorming (see Harris &
Graham, 19835); self-monitoring (Harris, Graham,
Reid, McElroy, & Hamby, 1994); reading for
information and semantic webbing (MacArthur,
1996); generating and organizing writing content
using text structure (Graham & Harris, 1989;
Sawyer, Graham, & Harris, 1992); advanced
planning and dictation (De La Paz & Graham,
1997); goal setting (Graham, MacArthur, &
Schwartz, 1995; Graham, MacArthur, Schwartz,
& Voth, 1992); revising using peer feedback
(MacArthur, Schwartz, & Graham, 1991); and
revising for both mechanics and substance

(Graham & MacArthur, 1988; Graham et al.,

1995). These improvements occurred among
normally achieving students as well as students
with learning problems (Graham et al., 1991). In
several studies, in fact, improvements for students
[Foreign Language Teaching Journall 53]
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with learning disabilities have been so pronounced
that following Self-regulation instruction, these
students did as well as their normally achieving
peers (cf. Danoff et al., 1993; Graham & Harris,
1989). |

Numerous studies have shown the adva{ntages
of mnemonic techniques to aid memory (Dretzke,
1993; Harris & Blaiser, 1997; Hill, Schwob, &
Ottman, 1993; and Scruggs & Masteropieri, 1992),
but few have tested the interactions of mnemonics
with different types of learning styles of
individuals. Hill, et al (1993) studied the rate of
recall of older adults in a memory task who
reported the self-initiated use of mnemonic
encoding techniques for number recall. They
found several interesting trends. Primarily, the age
group of adults most likely to use mnemonics
strategies was the group of under 30 adults (mean
age 23.9),-at a rate of 77.5% of subjects reporting
spontaneous use of mnemonic techniques. The age
group of 30-49 was the second highest (74%).
Self-report of mnemonic strategies sharply
declined with age, the age group of 70 being the
lowest at 26.7%. Secondly, those subjects who
reported using mnemonic strategies recalled more
information than those sujects not reporting the
use of these techniques. Thus the use of
mnemonics aids in memory recall. Finally,
although it 1s difficult to categorize the strategies
used, those reported seem to be primarily
organizational type mnemonics: "[R}anking the
numbers from lowest to highest, changing the
physical nature of the digits (a 4 looks like an
umbrella), or linking the number to personal infor-
mation...aided in recall” (pp.469-470). Which is
of particular interest in this study since the
information recalled was numerical. Finally, it
should be emphasized that mnemonic strategies
do not represent an educational panacea. There



vocabulary pedagogy has benefited in the last
fifteen years or so from theoretical advances in
the linguistic study of the lexicon, from
psycholinguistic investigations into the mental
lexicon, from the communicative trend in teaching
which has brought the learner into the focus, and
from developments in computers.

Vocabulary has a great role in readirig
comprehension as well as other skills such as
writing, speaking and listening. The number of
high—frequency versus low frequency core
vocabulary items necessary for reading and

writing, the role of background knowledge, the

implications for L2/LF vocabulary acquisition
from L1 vocabulary reaearch, how words are
learned in context, and other strategies in writing
and reading in an L2/LF are all great points of
consideration in vocabulary acquisiton (Coady,
1997; Dubin & Olshtain, 1993; Grabe & Stoller,
1997; Swaffar, Arens, and Byrnes, 1991).

In many cases students will know most target
language words in the most basic sense of being
able to match each with a meaning and will not
move through what Ellis (1994) describes as a
gradual process of adding depth to an initial, shallow

representation. Direct vocabulary instruction does

not necessarily involve teaching specific words but
rather equipping learners with the strategies
necessary to expand' their vocabulary, as well as
allowing them considerable freedom (Grace, 1998,
2000; Hulstijn, 1993; Laufer & Hulstijn, 2001) in
choosing which strategies to apply and when to
apply them. Ellis (1994) agrees that successful
learners use sophisticated metacognitive knowledge
to choose learning strategies that facilitate their
second language acquistion.

One focus of research has been that of the
identification of the strategies used by the good
learners in general (Purdie & Oliver, 1999),
because this is in line with the assumption that
once the strategies of good language learners are
identified, they can be made available through
teaching to less successful learners to help them
learn a second or foreign language more
effectively (Hosenfeld, 1979).

It goes without saying that it is difficult to
winnow out from the extensive listing of strategies
and techniques which ones are fundamental for
learning, which ones might be most useful to other
learners, and which should be combined with
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Abstract
Exploration of the steps the students take and the strategies they may employ while writing as well
as the complexities involved have been extensively researched in ESL/EFL contexts. In relation to
these notions, this piece of research tried to probe the possible impact of composition writing strategy
instruction on the learning of the newly-taught words. It also tried to compare the effect of composition
writing strategies, as compared with sentence making ones, on the students’ ability to learn new words.
After making the students homogeneous and putting them in the same proficiency level, the main
sample consisting of eighty female students at upper intermediate levels - was selected. The subjects
were divided into four groups: Two Control and Two Experimental. The first Experimental Group
~ (EXP1) was assigned to write compositions about the given topics while using Self-regulation Strategies
and with the newly taught words at the end of each session. The second Experimental Group (EXP2), -
(on the other hand), was assigned to write compositions about the given topics while using Mnemonic
Strategies and with the newly taught words at the end of each session. The first Control Group (CONTI)
was assigned to make sentences with newly taught words. The second Control Group (CONT2), on
the other hand, followed their own ordinary classes i.e. they followed their Headway umts. All groups
were then tested and the mean scores of the groups were compared, using One way ANOVA procedure.
Based on the results it was concluded that the first nuil-hypothesis was rejected. The EXP, and EXP, -
groups performed better than the Control group 2. However, the comparison of the EXP, +EXP, vs
Cont1 did not show any significant difference between the two means. Thus, the second null hypothesis
was supported, i.e. the difference between the EXP, +EXP, mean scores and Contl
was not significant. The results can be interpreted to have pedagogical implications for teachers, testers
and syllabus designers.

Key Words: composition writing, writing strategies, vocabulary learning, Iranian EFL learners.

fﬂalmrod;“éﬁhon il the first scholars to draw our attention to the fact
Teaching and learning vocabulary have long

been undervalued and neglected in the field of

that voacabulary is typically neglected in foreign
or second language instruction. However, recently,

second language acquisition (Nation, 2001;  ¢aer and Mc Carthy (1998) believe that although
zimmerman, 1994). Richards (1976) was one of
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vocabulary suffered neglect for a long time,
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see Schumann (1978), it may be said that many of
the omissions occurred in our date are mainly
caused by this universal tendency and not by the
learners’ mother language. This will sharply
decrease the role of L1 in the acquisition of the
English as the Target Language (TL) of our
subjects. Consequently, it is shown that negative
transfer from Persian into English written
productions is neither the only source of errors,
nor the major one. "Misinformation” which 1s
mostly related to the lexical aspects of the
language acquisition is the most influential source
of errors.

Therefore, according to our findings in this
study, putting too much effort on comparing and
contrasting the structural patterns of the two
languages (L1/TL) will possibly retard the

acquisition of the same items by language learners.
In this respect, we suggest, the best option will be
to invest more on the general/universal patterns/
principles of language acquisition; while, it may
be more profitable to refer to the native language
items when introducing the lexical patterns of the
target language. Reference to vocabulary items
borrowed from the target language, for instance,
will of great help here.
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Appendix A: Sample test
In The Name of God
Headway 3, Final Exam

I. Compare eating customs in Britain with that in Iran.

2. How do you take a room at a hotel? '

3. Suppose that you are going to describe Iran for a
foreigner, what do you say?

(history, places...)

4. Which one do you prefer for living? Village ot city?
Why?

5. How do you give direction to your house from the
Institute?

6. How do you describe Miss Shariati to others?

7. Which weather do you like? Why? What do you do
in that kind of weather?

8.What do you know about Cathertine Destivelle?

9. What are you going to do in the future?



Table. 1. A surfoce stralegy taxonamy of errors:*

Category Description Example
QOmissions The absence of an item that mu.s( *She sleeping
appear in o well-formed utterance
1n Britain poople ealing

The presence of an item that mus | *We didn't went there
not  appesr o well-formed

utterances

Additions
She climbed from

The us¢ of the wrang form of the
morpheme o structure

Misinformations *The dog ated the chicken

They cat tea
*Whal daddy is doing?
She became betier than the older

Misorderings The incorect placement of a
marpheme ar group of morphemes

in an utierance

members club,

“Categorics and sigrred examples have been taken from Dulay, Buri, and Krashen 1982, and alf the
other exampler were produced by the informants of this siudy.

Table 2. The frequency and percentage of each category in the total number af ervors
{ roral N: 1070)-

Category Number %%
Omissions 285 26.64
Additions 173 16.17
Misinformations 530 49.53
Misorderins 42 7.66

As shown in Table 2,from the total number of
students’ errors (1070), the majority of them are
the result of "misinformations” that comprises
49.53% of all the errors. The smallest proportion
of the errors was the result of "misordering”. Then
we differentiated between errors made based on
the students’ L1 and the other errors. Of the total
number of errors, 320 were made as a result of
negative transfer, which comprise only about 30%
of the data. Errors were considered as transfer
errors if their grammatical behavior showed
similarities to Persian, being different from the
English grammar. In this regard we followed Lock
(1996) who introduced four levels of analysis for
language: phonology, lexis, grammar, and
semantics. Grammar, among the others, is
analyzed into two aspects, 1) arrangement of
words; and 2) structure of words and parts of
speech, and four ranks: word, phrase, clause and
sentence. Considering the above levels closely
along with the knowledge of the two languages,

320 errors were found to be the result of the
negative transfer in the students' written
production.

Table 3. The frequency and percentage of each category in the total mumber of ervors
made by negative transfer (320;:

Category Number % of afl the errors | % of all NT errors
Omisslons 145 13.55 45.31 ‘
Additions 115 10.75 3594
Misinformations k1 2.90 9.69
Misorderings 29 27 9.06

In table3, we present the distribution of these

errors in the four categories: Omissions; Additions;

Misinformations and Misorderings. As seen, more
than 45% of these errors are classified as
"Omissions", i.e.,some grammatical items are
missing from the sentence. Only 9% of the errors
are duc to "Misorderings". The second important
category is "Additions" in which some foreign
elements are incorporated into the sentences.
"Misinformations” include only 9.7% of the data.

To sum up, it is shown that negative transfer
trom Persian into English written production is a
source of errors, but not the only source of errors.

It- only accounts for less than one-third of all the -

errors and "Misinformations” are the biggest

source of errors, more important than Negative

Transfer.

L}

Conclusions and Implications e
Considering the total number of omissions in |

the data (26.64%) and the number of omissions
due to Persian interference (13.55%), and having
studies on Pidgin and Creole languages where

arguments are made that there is a universal -

tendency to delete several functional categories

from the speech of other language learners (e.g.,

‘€01 [Foreign Language Teaching Journal |
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- that Chinese and Japanese produced far fewer
ralative clauses than did the Persian and Arabic
students. Then she went on saying that it was

. - because of the difference between Chinese and

* Japanese on the one hand and English on the other.
. Schachter (1994) also did a study and considered
presence of resumptive pronouns in the English
interlanguage of Persian speakers as transfer. But
Samar (1998) did the same study and showed the
~ presence of resumptives accounted for only 4%
- of the data and concluded that it is not transfer.
. Their findings were different because of their

different sources of the data: the former took from
| grammar prescriptive books but Samar took the
data from the real situations.

Some alternatives to CA also emerged like
George’s mechanism of Cross-Association (1972)
and Newmark and Reibel's Ignorant Hypothesis

~ (1968, cited in James 1981) but with the emergence -

of Cognitivism and collapse of CA, the direction
of the analysis reversed. CA gave way to Error
Analysis (EA) which starts from errors. As it is
cited inEllis (1994),it was not until the 1970s that
EA became a recognized pate of applied
Linguistics. Corder (1974) talks about the steps
- in EA research: collection of a sample;
identification of errors; description of errors;
explanation of errors; and evaluation of errors.

Classification of errors is another controversial
issue because the experts do not see eye to eye on
it. Corder (1974), for instance, introduced a
- framework for describing errors according to their
. systematicity. Dulay, Burt and Krashen (1982)
+ provided a surface strategy taxonomy of errors:
: omissions; additions; misinformations; and
. misorderings. Taylor (1986) classified the sources

of errors as psycholinguistics; sociolinguistic;
Journ
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epistemic; or in discourse. Dulay and Burt (1974) _
talked about different types of goofs.

Despite its shortcomings, EA is still alive and
in the recent studies there is no mention of any of
the methodological problems involved in EA (Ellis,
1994). It has made a great contribution to second
language acquisition research. And some (e.g.
Mirhassani, 2003) even believe that "CA with all

-its limitations is useful in teaching...".

Data and Method »
To gather data, we follow Selinker (1972) and
consider the vital notion'that an empirical account

of the actual usage is essential and "evidence
should come from scientifically collected and
analyzed empirical data.” (Samar, 1998).
Therefore, the data used in this study represent the
writing of 40 Persian English learners ranging in
age from 18 to 26 who are at pre-intermediate
level.They were given a mid-term exam on 9
questions that all involved either description,
explanation or discussion (The sample exam can
be found in appendix A). All of the written
production is read to find the errors (grammatical
and lexical) and are coded and analyzed with the
taxonomy of errors introduced by Dulay, Burt and
Krashen (1982). In the end, we show how many
errors are the results of native language transfer
and then contribution and percentage of each
category in this regard is presented statistically and
discussed followingly. '

Data Analyses and Conclusion r—

After finding the errors in students’ writings and
coding them according to the categories, shown in
table 1, the tortal number of errors (1070) and
frequency of each category as well as the frequency
of negative transfers are gauged (Table 2).



and then contribution and percentage of each
category in this regard will be presented
statistically and discussed followingly.

Review of the literature: s

Foreign language teachers even from 2000
years ago were obsessed with the practical
question that what the sources of learners' errors
in their production were. They wrote contrastive
observations about students’ native language and
the language they were learning as early as the
schools of the ancient world (Kelly, 1969). Then
the idea of the influence of native language on the
second language acquisition was inspired by
Jesperson (1912), Palmer (1917) and especially
Fries (1945) who "subscribed to the behaviorist
analysis of linguistic competence as a series of
habits. Errors considered to be the result of transfer
of L1 "habits" but the transfer of some habits are
useful and some others harmful” (Lado, 1957).

Contrastive Analysis emerged and it was
founded on the assumption that L2 learners will
tend to transfer to their L2 utterances the formal
features of L1 (James, 1981). Accordingly,
learners, he state, are greatly influenced by their
L1.IfL1 and L2 match, learning will be facilitated
and if they differ, learning will be impeded. In the
first case, there 1s positive transfer and in the
second, negative transfer.

The problem but starts with the notion of
“transfer” itself. It has created vexing problems
and turned to be a controversial notion. It means
different things to different people. For Lado
(1957) and Fries (1945) transfer is the imposition
of native language information on an L2 utterance
or sentence, but for Kellerman (1986) and Odlin
(1989) it refers to cross-linguistic influence.
Schachter (1983-1992) has considered all prior

linguistic knowledge including the imperfect
knowledge a learner may have of the L2 as transfer
and even she claims that transfer is not a process
at all, but rather a constraint on the acquisition
process(Gass, 1996). Odlin (1989) after discussing
the problematic nature of transfer, has brought
some observations about what transfer is not and
concluded that "Transfer is the influence resulting
from similarities and differences between the
target language and any other language that has
been previously (and perhaps imperfectly)
acquired” (p. 27). And then he stresses that it is
only a working definition. And even recently,
Pavlenko and Scott (2002) argued that transfer is
not unidirectional but bidirectional and
simultaneous that is shown by paradigmatic and
syntagmatic categories. All this indicates that how
much the notion is complex without any
consensus.

According to their own assumption and in order
to eradicate errors, contrastive analysts compared
and contrasted L1 and L2 to find the similarities
and differences and consequently predicted learner
difficulty. In other words, the processes of CA
involve providing insights into similarities and
differences between languages; explaining and
predicting problems in L2 learning and finally
developing course materials for language teaching
(Mirhassani, 2003). CA was successful in
phonetics but because of its problems it is not
practiced much, but it is still alive.

Evidence of analyses regarding Persian learners .
of English is scant. Strain (1968) has worked on a
contrastive sketch of the Persian and English
sound systems. Schachter (1974) examined the
production of English ralative clauses by Persian,
Arabic Chinese and Japanese students. She found

@1 Foreign Language Teaching Journal
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Dulay, Burt, and Krashen(1982) that focuses on four categories: Omissions, Additions, Misinformations,
and Misorderings. After finding the errors and coding them, the frequency and percentage of each category
are shown. Furthermore, to gauge the effect of “Negative Transfer 'that is believed by Contrastive Analysis
(CA) as the only source of errors, the frequency and percentage of each category in the total number of
errors made by negative transfer are evidenced. Based upon data, it is shown that despite CA's claim,
negative transfer accounts for only 30% of all the ervors, less than one-third of the all errors and most of

the errors are the result of "misinformations”.

Key Words: Error Analysis; Contrastive Analysis; negative transfer; error; misinformation;

addition; omission; misordering.

- Introduction -————s———

Errors made by language learners in their

. production are so frequent that they have turned

[

heads of so many specialists and language teachers
especially who are at the front. More noticeably
are the errors observed in learners' written
production that are more eye-catching may be just
because of non-transitory, let us say, permanent
nature of writing. Even at upper-intermediate
level, these errors do not disappear.

From the five to six decades before, it has been
seriously questioned that "what are the sources of
these errors?" In an attempt to find an answer to
this question, a ot of voices(in disagreement) have
been arisen: some consider just learner's native
languages as the only source of errors(Contrastive
Analysts), but some (Corder, 1975; Dulay and
Burt, 1972) distinguish other possible sources. The
former consider errors as evil signs of failure, but
latter consider them significant and signs of
learning(Richards, 1971; Jain, 1974). Regarding
the role of native language in a second language
context, there is not any consensus. As Gass(1996:
P.317) says "[it] ... has been debated for over 2000

- years.” Some (Lado, 1957) consider native

language as the primary source of errors and
accordingly give the utter role to NL (the first
extreme). On the other extreme, Dulay and Burt
Foreign Language Teaching Journal’ 63
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(1974Ja) stand who give little role to NL. in Gass's
words again, "in both cases, extreme posttions
were taken in that the native language was seen
as having either a major or a minimal role in the
learning on an L2" (p. 317). '

While Contrastive Analysts started from the
comparison and contrast of two languages and then
went to prediction of errors, after the collapse of
CA by the emergence of cognitivism, EA reversed
the direction (starting from errors) and obviously
it could give us a more complete picture of L2
learning. More careful studies on these errors,
actually, are essential and of great value to find
the sources of these errors in the production of
Iraman English learners.

In pursuit of this goal, this paper elaborates on
the errors made by some 40 Tranian English
learners at pre-intermediate level in their written
production and then analyzes them based upon
taxonomy of errors introduced by Dulay, Burt and
Krashen(1982). :

An attempt is made to find all the errors
(grammatical and lexical) and mark them with
codes to gauge the effect of each category and its
percentage. In the end, we will show how many
errors are the results of native language transfer;
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Abstract _

In the ongoing study of language learners’ errors, the question "what is the source?" has still remaincd
a vexing problem and a controversial issue. To elaborate on the above question and put it in the picture,
the objective of this paper is to do an Error Analysis of errors made by Iranian English learners in theirﬁ
written production. The data are collected empirnically from written productions of some 40 learners at;
- pre-intermediate level and then analyzed scientifically based upon taxonomy of errors introduced b),!|
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