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-oreign Languages Open Doors to New Horizons

We extend our heartfelt greetings to all the
Muslims of the world on the blessed occasions
of Eid-e Mabaath and the anniversary of
Imam Mahdi’s birthday.

Chen (2005), the obstacles confronted by the learners
are multifaceted and each facet carries a probable risk
of comprehension failure. She believes that listening
comprehension barriers are associated with the learners’
internal factors such as their emotions, listening habits,
information processing capacities, level of proficiency, and the
learners’ beliefs about listening activities.
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Abstract

The present study investigated the effect of instructional and linguistic factors on the
development of English language skills among third grade guidance school students. The
research method was a descriptive survey. The samples included 110 teachers, and 340 students
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from Esfahan Board of Education and the instruments consisted of two researcher-made

questionnaires with reliability of 0.95 for teachers, and 0.94 for students. Both descriptive and
inferential statistics were applied for analyzmg the data (one variable t-test, independent t-test).
The research fi ndings indicated that the effect of teaching design, instructional technology,
textbook contents, students’ individual factors, student- -teacher relationship, and social-cultural
factors was more than average on the development of students’ English language. Significant

-differences were also detected between the viewpoints of teachers and students regarding

teaching plan, methods, instructional technology and textbook contents.
Key Words: Instructional Factors, Linguistic educational development, English language skills
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[Carter & Nunan, 2002: 72].

S Uy ol Jalys 3o 6550 5 s o
3 osn s Aot pll S Jalge 4 Lol Ol e
B (ol Jalpe) 2l ol § ol ol se
OYghs Ol Jubge ol il oS Sl gk 58
s bl Lies o Gge sladal, B gl 1
S Gde Jelge S o dheas das ol il
Gl lie (_gLnJLin!)J_,;_«Sa}JL;a el Lass
T Slaaay B S Wl e a5l Julse O3 e

an s

033 SlaantdS g sole 0Ly s egdhe Sos b5 ozl
(SFS s 5> il J et St ly Ay b
ol Gl A8 s lacde o B S af G g L
(Pl Sall; 8k Comal bl nl syl s
o 0393 (glalis Do LB bty o oK 0L 05 5e
Loy piS den o9 5 Sasael s 53 poepl Sl
02 aalp 5l el 5 a8 05 a5 50 Ll ol
30508 glao o
DIYAY wanlsly o]
L as sl zo uﬂ)‘,,e'a FrR R o o) JUNES I ER VL S
P PET ESIERLIPTT RIS POy PR I B Lo el

\._...J'nobbu.aLa..:-lafbl_;

FEAPE P LT SP I PRICH 45 oy 3 Grok s
ol Bus d 2li8 3G L2 Glac b s,
il 30 gt DMkl 5 b dlae Jlasi S
e nlin 0ty o (6l ¢ e Oladaie 4 Clakes
3 S A W15 g obllanit 116 Mo 3wz B0 (5La sae
EIT IO ST L PSR CE By PPt [N e W
B RS - J V¥ [ PRI LU VR VAo 1 S
S8 55 el 3 Wt S5l di g5 ¢ J2s3 2 5 25 gl
e dmaler 3 a3 L,.:J..ul;lj ‘Ls‘amaﬁ’.' PIor) ESg
G Sl gage Aams 5 5l hgel bl S0pu,

DYAY Gl g ]l 2y g8 clelazal glaciin
jnguoum,,;u:u,,ﬁcbosﬂpp
Oyt Gy g ol el (2 o Oy, g
(S e GlB )l 5 o Sy sl 51 e sl
aals uﬂj...f‘;t}.; a5 355 e ST 2 ) 2
TS T PT-POC F g g OV e



AT g

(_s.vﬂ@-’.- Maws S hash Oop pibes o 4y b
St 3 Weets (5 5sTper (51 it Al i S
e 53 ey 4 3 YO b e L2
clold 3 Ol 2 5 Ol (sl bt 2d3e A
S 01y oo i 2 e i Pl
oalind M-AR Lass JL. s Olgasl g0 Ol 40t 5o
Loy ye3 Ol g QLS Jaw 5wl A s oly, S
O bl 288 3 dab 550 0L Sty S ol
Oz $lp g s S G s 8 Jpe 3 Sl oalanal b 50
g o el Cawday 2740 Ol el s (gl st/
bzt 3 ko Sl (6,80, b Wesls oo
w23 8 ol (s tcooiecSS t O ge31)

ek gl

Ny 2 0 b s Sl B iyl i
KRR FCI B S PRSI | [y VS RV TR WO EL G SO0
(Vdgtor & 45

u.:i,L_.n Lals cdms o UL Ol A Y Jade @L':.i
St i el Ol g 53 H10R LTIV i jad
5808 5 80ka b tedas gy 06 S gon 5 Kt 0 by
tebne Jae g 35S 3 b RAIN 4 By 02 a8
S5 e SAMBL (e el TV (S0
o ol e Kile dals o il 0T S0y 0135l 0
G by Sle o ri e Olgi 55 £/T0 G YIVY
neS g LIYO u.:il:.. L “i"l” JORE Rt PEN g.<._...-ll
L Gael 2l L3 SleMbl 4 ax 530 &0 by e ke
_ Al VIVY S
g Oy gt g 98) (5090 Sloalizalo ey g 3 Jl don
(T sl 43 AS S Sl 5 3 o STNO 5 o3 i
el el caas o OLLS O s i 51T U guder el
ol (it el Ol g 53 VAL GY/EV oy il jad
f g 35S (SlalS leslinuhy 4 by 'Lotc....l.; b pos
S estizah 4 by e o Sokee o 208 VAL 0
Oy el _ils 5 sl WAV 5 80ha L b gol (shaac
BTIYE o ol jad el &l oS ol b o 5L S
b go o Ul & b Riloe (s s el Ol 55 3 VAT
ST ke b (2SS GlalS T eslinady 4
Ls‘i'a"}‘i wlacsls Jealin 4 by e u:igt_.» RS

Aale o (ZB SN G e oy g el B s
S s SR ol a0 Sl s i e
Al Jorts 5 8 sk el 2D

Lo 58 5 oo 0Ly Aosel &5 ol ) il
ol s U 5o Tl S8 0250l b (225 Ailes
LR wlallr sha 235 5450 L s 250 el sdalia
T S UB LI RSO \RE, PR VPR PR EEIVS PV
3 g 0 o g gl (slanels 5 ] pad sy
85 D 03 09k 48 X h3 1B (ol ol g8 edions b
B g peem Jadkad o Dk ey s 03 Lol
Ly S i (slaia po adl 015 g (20T 3 (65l
2l el b s

S5 ) St 5 gl By (152 53 503 b
B3 3 i gr gl 4 Y e L SN O
ety a0 5 303 damm s DLl el S LS < e
gtaely o1l gk S e OF 5,08 5 0L o)
il (Sl e latse ahar 3l Joand 23 2y
g 3 28l 5 S Glaps ol e 25 s
LIRS ¢z ] b p B IS0l

Jlse el Cmeal 5 oas 85 Clas 5 L
RO YN LGV PR WP U SN L g
s o (G e ay opl 4303 A8 (ola g
Gt e S a3 Ol 042 Lania b
ey I T Tt ST L s

Goad oY) e
M@Ho\xﬁwpcjbajﬂo_}l.ulc;l}.\
RACIU I PRI |4 12 P S
c,.if.?__.‘.;Ql}:njgi)'yng)thjio:Lé:..«laJlJﬂu‘-lS.T
ol 50 (KOS 03 shrnaaos

St Ogee o Olgal Al (65 3 Julye ol am GY
NI I} PR | e | Py T WP

7o SlctS Oy s o ol an B LS
Cch 33 g1 O o3 i by O
Ql_}:;).grl.u_,i)lj_}alutjl: Oba Jolad ojlail 4 G L0
S Jige KA 0L oyd hemand 0
Qﬁgblﬂﬂud@l}‘;{;alj&\fcjlﬁlgu.'\
Sl 30 e85 ot i

e b il 3,

BT/
VPN Bt e gy g S i



B A T

N

/ﬁ
4
L
u.-Jéc_,bql’_,.:,ldb'c.d&d—ﬂ_;#;&b‘jé}f.\ d_’.&:_- .
AN s i 5
lass 8
RECHN IE S RN EION AN PR (RN VI R RN RN = St
ey o< abj -
Tiee AV AL 8A w T4 in iad ri 1 t T VR e G Gl
vaus | vaen | v | owia ] vy G| A | ey ir0 P s
AT Y ¥E a7 A L iy tA ™ ! T sl
FaRe g gla Sy sl eslind
trv | oran 1A7 VoA |oYi ovia | v WY T days
Yive AL A AR 14 m iiey Ti i in T 3 ol ]
e ghad sl 5l ealizd
v AR Yia T L2 VA TV A1 A/ Y WA A2 3
vy | oA | e " | 1t VT s ir ) v RN ] :
Wjpal s i ANl @ 2 5
LA R u vt YviE Yeto tiv Lot AN v-n AFA] g
TIAY VoA Al v ™ 1¢ rivi ™ L} Y 3! \ ERE
it ySn ot C’Jﬂ s
VL | Ta YA AR Ly LAVAEN B it Yin¥ Yirt Aral A 3
£i70 v, ar T4 v Ve iied Ay T 1 3 \ ol
sl 6y g S
v | TV AATAS 1743 )3 LA IRt ke \TA) A At 52
S e R S N DI F I TP A PREY
Syl s a3 e il
lag 8
oS | e | s | b [0 | | o | e | s bega | oS A
i) o 5 o
T AR3| oA YA Te \u T/88 L} TE A ¥ A sl
Sy B3t 5t astind
TOT | vy AAZA Afo YEV WY | YA A175] vi4 an N
s
Yrvg A 1 LR i 81 TivY T 4 T ) 4 ol
ST B NCH P NP
AL Za] Ty Tefe Y ARTE e YA eV uy LTAl Aoy '
v Vv T T4 T M TIAT . A | T ] & bl
’ il (glanld astind
[ ovan LIk} ARTASN T A 711 v | TV Vo an o 1.
A AN v v & ¥ [ TIAL ™ v it £ AP
g S sla s sl
- ¢
oo [ vy [ fovagr o wa e ] orar | e S
Tive YA W By vi LR Y144 Yo Y T 4 r Al
u—:j_'ui wlaa 5l etz
it YoV Y1 Yo ALYL] Vg v U (RT3 i
Loy
v, W L3l s oA TiVA vt iag Yi L] v S
el g, gl 51 ealind
wa wir VWi Vv Vi ™ V- & T Loy

ARV P RSP |




REII L /PR W)
oSS e pm ol A G :f)Lé-': g
Oby ood et Sl Oy 51 (2 SLalS

ol o e
Laly b Jader b edel Cewsay (slaadil 4 ax g L
.;,LUQ 53 8108 GYIAR Ol S 5 Sl e 50k
S350 & by n Lagaly 0l Sk (it o
byt oSk 70 5 U8 e b adllan 03y
a)‘yih;_‘,l; S s,k Sl s b e BLSSh
a5l e oSk Ll aoed TAR G800 L
ot el Ol 53 YVY G YTEY o O el 05
L oalae 059 (63 )80 a2 o g jo Lagely 5 el u‘-g"l':“

el M g3 Jelge 4 by slagly

A YIYE Kl b v 3 el ghmazs Sl eslind
Olgen 2 Oy pal 2505 (53,5 Jalyer o510l 4 U 1 gue e
Sl 30 BT el 0L 53 naan 8 1
el 2y g0 Lozl ¥ J gt SleMbl 51 oS gbites
Ol 3 UTY BYVE o s Bl S e Sl
0 @ by e gk el 5 80le (il o]
@ b Sle 28 5 8TY 0 80la b St
Al YIVE u:i"‘:" Las g gla el jasets 2 330
LNV GYIVe o ol yad oS0l Rals (0l gl 2505 ks 31
4 b n bagenly $yed ke o Al ol Loy 2
S 3 BNV u:f.»t:n Laosls 5 53 Sojlge omdlon
Loy sle Sl asls 55 Cdm g by e u:f.rl.:.n

doys g P sy ¥ Dy

O3 el At s 5t s )
Wy I IRV IR R (RF S ) (R ST NP R b
B3] s 4 =)
s | | e vi Ve 2 gy | T v " 3 Sl
oL
gony | s |ovon |y | v v [ oa | oa | o s e
v oy | o EA q ° iy Lorv T 1 Y 1 Sl
asks B8 5y ooyl oalis
siv | ven | v | e | owv g [ oaea | vy |y AT IV
riaa | VAl VA U 1. vo | rar | T T At v S
024 jyaal g
gepe Lvug | vy | owa ] en ey | ree | oty | v L
g | e ] e £A 10 vo | ey | otv 4 l T | A
& ok 5 5800
eve [y | vur | en | en sva | vva L oven v o | L S
v Ay W e 14 in AR re Y ¥ Y PTI
’ NSy bl ozt
vare { viv | ovve VE | YA LLVa s B VIR R 4 77 Y RPN T 7
e | oav | ow w w o ovve | o v i £ ¥ A
39 gl glol asuls s Chs
™A | YW A TAl VIA vi\ iV Anvis Ti/A ire Y Ao ys
gy fouv [ ow |y Al v Jur v oy ] o | S
53 4l
sash borwe | e | owv | vim | vy | tea | o Sy
vas | v | oA £4 N r gng | oar o Vi o Y R
B et 4 e
iaa | Yyv v v LTV AT ] YAn Yoiv [Tal Y Lays
e | va | v " Yy o | vav | onm T4 i v L T
G5 bl it
v | v | oy | owie | oA vare | oava b ooy | v | vt | des

. FL

PRALA BT LR SN FLPOE SRR T

C B by il 13,



- Al g i -

0

Lasts QJ:SJg'thnr:_u-qufdh'cab' -L.o-,:_,g'.l,bicj_,: R PRES

gl M1 B Oz 0 3
. e - [ L& . - Ln.uﬂ‘
NvVl R RS IR STON REPCR [ I C Y R SN BT VC R
B ‘.5 L5 (’5
/e VoA YA vy TA Aty io Y LA 32 r T uﬂ_,l,i M bz .
Vi Tvt An'al V14 ViA YEsiv LIRS Yo/ Y/ Y F UL L
T ¥y vV AY ™ vi AFAN LT s 14 13 X ;j‘IJI'j; slasli L Uitk LL.?Jl
ARTATN IR RVATE BNR 7.Vo 0 IRV BRI AN | A T /0 Y P TS
var | oA | oar t\ e LN I 7 CO B B sy " 6 | A e L e B
voroyan oy | v | ua ATLIN I 77N IR VYR o/ A T o 38l
TIvY ARY'] YA By v Vi it i T4 1A i Y sl 3
- wAlae Dy (52,08
‘ vorv | YVE | v | oy A (RIS I TN I ¥ i/0 A P

3 VY 58 b el OLS 4 S b gl
(S 0 (51 plin Jaend 4 b g1 s 800 208
SObe Ll Oy pal Zils 5 51 o YAE 8L b
G cp i el Sl 53 VRS YA ol e
OSe L adins by Sl s B35 4 by e Wngenaly § 505
L (258 S5 4sihen w bgr e 80ls cp a8 5 TYAE

RCIWR /i s WENK W P S UL F S O
2ol 5 (Ka s Jelye o5l ax b gt e

Alae LLI 4 By e Sl 28 5 VY Kk
el TN G 8ha bt a3 a, S5 slajls b

Ol Jolad 5 DBl )i &g o] 4 & ey Ji jm
0L a3 (shoamsd S350 Ol 2 ohes 5 Ol gel 2L
ot g SN

OSole Ll S ol O Kby 0 Jsus claazl
e Sl 3 Y B OVIAE o O S ) Dl e

ﬂf@”bbﬁf@@lﬂb;@;ﬁ@d,ﬁf

an 3 50l 1 Bl Jalas 5 Dlbisb g by e slagaely Ao sa g il el 00 g

gl e B g O s i 3t
S | e | 2 | g ] e | s | b by by S
NESETN R S SN BT O B I L N RS R
) ) s o
LAt S RT AT B2 £A 1L ™| v | oy TV Y T \ Sl
e gy L3l
LVLI IRLVARN RV S IRV Y v | oo | ey | Vi g3
| ey o ! ri AR AR VI § T A Tt H VY RN St SN
rir ) ven | vy | vise |oan gre [ vviy | mye | vy T o el 215
vy Wy | ve £ ia} ¥ TiAL 1o A ¥ T s G 5l ke b
TAT | Yort | ove/d | vese | By LTS - v TofA vit Ay Jis
Yive | vy | oot ov Ty i £t To Ta e ¥ Y S e i b
tg P wr o | o | ARV IR Vi IR VIR NP AT el Ol seay S

~FLT L

ALV Y N S E TR AP



2585 T 2o s S o eSO 3 S
45 3bs QLS Ohy gal 250 o Cladae ool Alas ol i
Gogls o piigal b b o gast ;s el sdallat
3 58800 BLES 5 i3 LS (g gimma ¢ 55 el
R e e ) s A T

210 3 gy Do sl D1 sel 2 5 Oladas

S ot 5 Ly
a4 L".l.._.'.)‘| Laazils r)l.s Ml el ald Ol geas 05 el
o5 b il 030 e (S o 5 35 50 0l gen s o
PRTIY SR PO 2 I R R L I S PO
PERANSERN e adal 2 o gl ah 50 ) g AL
S plataly eobhe o > Lo gt 05 ST
JJHPY EPPIRCIPR RN LI L B3 P S YV PP I
L L N B B Ty P g > L -V
O3 s b i g3 S LG Jelge 5L SN 0L
i g o O e ST L 5 W il IS
p QIJ.:._.J(..AAS.LAJ& olis C}..E:JA_;J.J!\;— L‘,:bu'c:l:.,
% Jagie a3 Gt Uy il ger ol RS O3 el 2000 o

Sl i3e wdN 0L s s b s O e
RIS G Wt FPLELICIK QA Pyt WY PRESICHES Vg
ol Ol s 5 YAV G Y/EY o Ol sl Sh o e
0331 La2 3o 4 do g pe bagedy i jes S0 (At
e (g aS 3 TIAY o Siln b tamalr 53 0L 3 (5534
e VAV S b s S e by 0
/00 BY/AY o O gel ihe 5 51t jad 0 80ke Sl
Dy gy fiad 8l o 2ty ool Dby
S 5 U 58k b g elazrl 5L sl o
ool b ko iy Sass C!g....:) 4 by u.:il.:n

Al T4

Gtow slad] s C)yji
ks de 2 edd sdalliat cadkel Caszas Cil"" b
S35 Jolse o pdpal (55508 31 ealiiad o 05 >l
Sl 5l b g ¢ g3 Sl AS Cdlas e Ol gl 2D
otazzle Som b iy 5 ohae 5 015 5o 200 Oln Jalas
FSE o deess piy Glla pdacs 53 g Gl o e )
O3 pal ity 5 Obms B 3356 Malye 06 ol sy o

el s S Jolge 4 b e il dod g Slil5 mis £ dpan

RIFYP L P O
X ' . . .2 " . LAJJ_,S'
ol [ et | s | e | o8 ] A e e | o | B | oS | e -
s oS 5 o5
Y, VEY 04 ar V€ AR T/4v v v Ty Y ) it 4l 3 o . L e
140 / R TRV R £\ PR TR . S
EAfO | Yo YA/r v ASA Yeir | YA YV Yy W Aos wala
g v oA pov v o v o e oy r L B
olazrd 5l G sl
LV ] YA Y Vot A \nratl Rati v/ it 1Y Ao
JJ
vay [ fova | e v v e | v v v T Vo | s e 3 e i
pvv pyve | s | e | 127008 IEATA R A7 B /25 IR VAT RN byl s
r/ar YT Ve O T Yy T/AT Yo Tt Tt -] ] o_f:‘JL".’ ‘.:-_;b Ll - Jusdi oy C‘_a;,
Lo/ | YYUY VA4 i ¥i VAV | TAIY 1470 7 i1l A3 .JL:_} L'.i.'.l;
et ol oar | oet v ] o | miae | ove | e | o ¥ VA s el slecadla s oS L
£Y78 | YA AT ort BIA AN P TYT ) T V4 A Ao s LN Iy | PR I E g I
Y4 AR 4! vi v VA A THV W " T4 AR T J'i‘,l’_i
‘_".;JJU C.")L...d:u_ 5 nda.
gve | vonn | ovevy | e | oen wa fren | oo s | ort | e “

PR LI SV N - P I SRCS T T+

SIS 7e VP



Lb.)l.e-'..:ﬁ

Q'IJ‘_,,JU‘;.;L: Oladrn 4y (Gt £ Js G’lt; 4axg b
SN 5 gl 03 e oy s Disadi g
— wJ‘)\.“L_f J..._:,L‘. Al t_'S;;':“:! rl.q.:-.b‘ w;-lil ‘JL'J oSl
2° "LLL' ‘_s“:lf"' ‘JL’J L;“JJL'S“S oo ""5 UJJSLS‘;

: 25 A s

Kl or s sy X5 8 5 S o ol 0F Sy el
TE PR VRS I SR PIPIN. £ PR P L
la 2l e 52 4 5o sl oLk ol A2
.J}j&ﬁfd)lﬁﬁ{lﬂﬂszﬂéuJJJ;ﬂbw
ot Sln 5 i eedaa Sl Gl e ol
PP

5o 5 S e Gl ) s S 3 6800 slag)
wJaéugLﬁrﬁowy.qu):ﬁLﬁ(rmw)x
2SS slisa 5 2 Ob el A5 LAl 4 am g L
L3l wal b S 5 i el Clhe s
=35t SIS S el e s 4 a5
s b G BLILE 30 (K88 L bl e
S s My s S S B 8 B o L
G his IS 0Ly s JKis e 3 cel
.L:L-a u.ﬁ'l..a;:-'l u—:.l.{;‘ CJL__} o n)_}l;v.n

e e 245 o dms g5 i o Slaail 4 4 5 L
Sdadse o adS OL; oKl Nl Jladt

b
oSS o bl g 5 0l gl 2ilsn VYAV g dge cankily Jlar
ket O3 el A b b el 0G5 o
s 2o e Glajls g iy ooy 2 OFAY) a0 of b
A5l el S RBOLL O Ol sh dgas 3 Olghasl jg3
U.:J_,,J TR VRT CIVNP LR 0! L G JYVCIN| L I

Al S Gln ot 2l g {WWAL) Iy f g ot
ARETTER IS N P T I PR P

A5 5l b phe sla S5 (AYAY) e (3535
O 3005 el A Wl fad gl eelOl

Carter. Ronald. Nunan, D. (2002). Teaching English

to Speakers of Other Languages. Cambrnidge
University Press.
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Apparently, the one who can get more students to laugh is the winner!
Although students’ personalities are key factors in making others enjoy their jokes, they
have to be verbally funny, as well!

6. Speak about Cards

Get some small cards and write a topic of conversation on each one. Give each group a
pile of them. When a student turns over a card he must talk about that subject. This often
leads to spontaneous conversations with the students forgetting about the game which in
my opinion is excellent. Some ideas for topics are:

- the happiest moment of my life, @

- the pets I have had,

- what happened to me last weekend,

- my ambitions,

- my ideal day, etc.

You should change the topics according to the class: beginners may not be able to
talk about ‘legislation of drugs’; neither does ‘talking about my school day’ appeal to
advanced students! '

7. Fairy Stories _

Get the students to tell each other fairy stories or traditional children’s stories. One
variation is to choose a fairy story that everyone knows, e.g. Little Red Riding Hood and
get small groups to tell the story. Each person can only add one word.

Now that you are equipped with rather novel techniques, try to implement them in your
classes and then let us know your experience. We will be happy to let everyone know, too!

EL Close UpD ' Ew/g

Dear friends, - - O

Like our 13* ETFun issue, we are sorry to tell you that in order to respect the current
condition of Roshd FLT in terms of limited space, we have decided to present Close Up
section in our even issues, i.e. 14, 16, 18, etc. Instead we will try to enrich teaching Tips
and all the other sections. However, since we will be introducing fewer scholars based on
this new condition, you are wholeheartedly invited to send us your suggestions as to which
character youn would like to know more. We will try our best to incorporate your ideas. Also,
your own description and review of great scholars of the field will be warmly appreciated.

» Teaching tips section is adapted and medified from: http://www.lingolex.com/speak.htm
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The winner is the person talking at the end of the minute.
This task is mostly useful for advanced students. Students’ speed and accuracy réquires
high levels of proficiency.

2. Yes/No Game
" Everyone must have played the game in which one person must avoid saying yes or no
when asked many questions by the others in the group. The winner is the person who can
survive longest. Strangely it seems to be less difficult for a non-native speaker to avoid
saying yes/no.

In this game, students must be asked to participate in asking questions. In fact, the more
questions are asked, the less the likelihood of finishing the game soon!

" 3. Call my bluff -

To manage this task, you need a big (bilingual) dictionary. A student looks in the dictionary
and finds a word which seems very incomprehensible. That student gives a definition of the
word to the others. The definition must be either 100% true or 100% false. When the student
has finished, the others must decide if the definition was bluff or true. The student receives a
point for each person who is deceived! A variant of this game is like this: one of the students
talks about his/her personal stories/experiences. Others must decide if he/she has lied or not!
As a matter of fact, the best liars are probably the most fluent people!

This game triggers students’ listening comprehension and ability to stay tuned to a
specific piece of foreign language information as well as their linguistic intuition. This
game, also, is mostly appropriate for advanced students.

4. Negotiating Games

In this game, a group of students have to decide what to take from a series of objects for a
particular situation, e.g. to get to the North Pole, or survive on a desert island. One variation
that works well is like this: All your students are going on holiday or emigrating to another
country in a small car. Each student has a maximum of 3 options to take, e.g. a violin, a big
dog, and a doll! Each person must argue in favor of their own choices. The student with the
most inventive argument rather than the most sensible idea wins the game.

5. Invent Jokes

One of the highest levels of language learning/acquisition is understanding jokes and
humor in another language. But, probably higher than that, 1 think, is the capability of
saying or (even higher than this) inventing jokes! Students should be asked to think of

Foreign Language Teaching Journal -

a joke before the class begins and retell it in their own language, in front of the class.
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other how to live.

James Truslow Adams

O
What sculpture is to a block of marble, education is to the soul. *
Joseph Addison

The true teacher defends his pupils against his own personal influence. He inspires
self-distrust. He guides their eyes from himself to the spirit that quickens him. He will
have no disciple.

Amos Bronson Alcott §/\
O

Education is the best provision for old age.

Avristotle _ *

I had a terrible education. 1 attended a school for emotionally disturbed teachers.
Woody Allen

Just think of the tragedy of teaching children not to doubt. \M-\
Paul Anderson

e . . F /f

‘Teaching Tlps}

If you have experienced teaching conversation classes, you have certainly noticed
that sometimes one of the chores of conversation classes is to manage and to originate
discussion techniques! I call it a “chore” because you need to reconcile students’ interest,
class objective, and the class’ proficiency level! These three hindrances make it a bit
complicated for any English teacher to handle conversation classes.

The following is a 7-item list of ideas for your conversation class, You may want to check
them before actual classroom use by discussing and practicing thermn with your colleagues.

1. Speaking for 1 Minute:

If your class is small, say 5 to 8 students, you can start with a list of subjects to talk about,
e.g. movies, friendship, etc. You choose one person to start talking about the subject. If
the person repeats a word, hesitates or makes a grammatical error, another person in the
group can take over by saying error, hesitation or repetition. 1t is the teacher’s job to
decide quickly if the interruption is valid. The person who interrupts them must continue.

kY
@ﬁazga}nmer.vm.zs ;
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B. Dadvand (babak dadvand(@gmail.com)
H. Azimi (azimi.hz@@gmail.com)
O PhD Candidaters in English Language Teaching
Tarbiat Modares University

The Note

Dear colleagues, ‘

This is our 15" ETFun and we have been together for a long time! Changes have always

" been with us, too. These changes have sometimes been applied unintentionally, like

limited space problems, and some other times we have decided to act in proactive ways.

These lines bring me to the point that in this issue of ETFun, we have applied a couple
of changes in terms of the various sections we used to have, such as What You Need to
Know section. You, dear teachers, dear colleagues, as the main addressees of ETFun,
and in fact this journal, are kindly invited to send us your comments and suggestions to
improve this section. Our email address (etfun@roshdmag.ir) is there, waiting for you!

Take care, _ M .
W "\

. ;//?
Quo‘l‘qble Qua‘?e@ k&\@

Nothing in education is so astonmishing as the amount of ignorance it accumulates in
the form of facts.
Henry Brooks Adams

There are obviously two educations. One should teach us how to make a living and the
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When !
FVho? (spoakers? their relationship?) —

Wh
_ Why? (goal? particular circumstances?)
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pformance checklist for listening

Pe comprehension

|
W
——

V= Verification (check in this column when your guess has been verificd)
What | found gasy: e

What 1 will do the next time:

.‘\Source: Adapted from Mendelso

Appendix C

hn (1994: 94), Larry Vandergrift

Appendix \,
I

Meta-cognitive Awareness Listening QueStionnaire (MALQ)

Srrategy of belief/ perception

Planning-evaiuation 1. Before 1 start ta listen, 1 have a plan inmy head for how tam going ta listen. 1 2 3 4 5 6 |

; Directed atiention 2. 1 focus harder on the text when 1 have trouble understanding. ;2 3 4 5 6 \
_\ Person wnowledge 3.1 find that listening in French is more difficult than reading, speaking, OF writing in French. 1 2 3 4 5 6

“Z‘ Mental translation 4. 1 transiatc in my head as 1 listen. p 2 03 4 5 6 :;-E\

| Problem-solving 5. 1 use the words | understand to guess the meaning of the words L don't wderstand. 1 2 3 4 5 6 ﬂ'?g \

I Darected atiention 6. When my mind wanders, | recover my concentration right away. 1 2 3 4 5 6 a:é_ |

Problem-solving 7. As | listen, 1 compare what 1 understand with what 1 kenw about the topic. 1 2 3 4 5 6 % ;

Person knowledge . | feel that fisteming comprehcnsion in French is a challenge for me. 1 2 3 4 5 6 a l

| Problem-solving 9. 1 use my expericnce and knowlege to help me understand. 1 2 3 45 6 \

1 Planning/evaluation 10. Before listening, 1 think of sioitar tex18 that 1 may have listened to. 1 2 3 4 3 6 !

Mental transhation 11. | wranslate key words as 1 listen. 1 2 3 4 5 6 i

Directed attention 12,y 10 get back on track when T lose concentration. 1 2 3 4 5 6 s \1

: Problem-solving 13. As 1 listen, quickly adjust /Y interpretation it 1 realize that it is not correct. 1 2 3 4 5 6]%& i

‘f P!.anning,’cvaluaﬁon 14. After listering, | \hink back to Dow 1 listened, and about what 1 might to differently pext time. 1 23 4 5 6 Z‘ 1\

Person knowledge 15. [ don't fech nervous when 1 listen fo French. 1 2 3 4 5 6 “ ‘

Y Directed attention - 16, When [ have difficulty understanding what 1 hear, I give up and stop listening. 1 2 3 4 5 6 l
‘ Problem-solving 17.1use the gencral idea of the text to help me guess the meaning of the words 1 2 3 4 5 6

' that | don’t understand.
Mentak rranslation 18, | translate word by word. s 1 listen. 1

Problcm-solving 19. When | guess the meaning of aword, 1 think back to everything else that 1 1 2 3 4 5 6 l

have heard, to se¢ if my pucss makes sense. !

Planning/cvaluation 20, As 1 listen, | per'\odically ask myselfif ] am satisfied with my level of wmprehension. 1 2 3 4 5 6 I"

Planning/evaluation 1.1 have a goal i mind as [ listen. 2 3 4 5 6 J"

- \
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Metacognitive knowledga about listening

Metacognitive knowledge

Examples form listening

Person knowled ge

Knowledge about how factors such as age,

aptitude, gender, and learning style can influence

langauage learning. 1t also includes beliefs about

oncself as a learner.

Task knowledge
Knowledge about the purpose,
the demands, and the nature of learning tagks.
It also includes knowledge of the procedures

involved in accomplishing these tagks.

Strategy knowledge
Knowledge about strategies that
are likely to be effective in achieving

learning goals,

Self-concepts and self-efficacy
about listening
Specific listening problems, causes,

and possible solutions

Mental, affectjve and social processes
involved in listening skills {e.g., listening for
details, gist) needed for completing

listening tasks. Factors that influence
listening (e.g., texi, speaker)

Ways of improving

e —
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listening outside class (£
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=
General and specific  strategies 1o facilitate i
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comprehension and cope with difficulties =g
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Strategies approptiate for specific types of listening E o
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e Inform them that translation is time-
consuming in listening comprehension
tasks and that saving time is crucial in
listening tasks.

® Inform them that translation is the strategy
of the low level proficiency language
leamers and that it should be avoided.
Leamers might be encouraged not to
translate the words by giving them
the impression of the importance of
understanding the general idea of the text.
5. Assuming a problem solving approach:

® Activate the learners’ schemata.

e Make the

learners aware of the

significance of speed in understanding in

listening comprehension. Teachers might

be of a help during the listening task by

giving hints to the students to adjust their
probable incorrect guesses or answers.

o Inform the students that it is not necessary
to understand every single word in the
text and that understanding the general
idea is of significant value in listening.

e Inform the students that their guesses
might be wrong and that they can evaluate
their guesses using the information from
the other parts of the text.

Teaching listening skills is one of the most
difficult tasks for any ESL teacher. This
is because successful listening skills are
acquired over time with lots of practice. In
addition it is frustrating for students because
there are no rules of listening similar to the
rules of grammar. Consequently, leamners
confront a lot of barriers. To Chen (2005),
the obstacles confronted by the leamers
are multifaceted and each facet carries a
probable risk of comprehension failure.

She believes that listening comprehension
barriers are associated with the learners’
internal factors such as their emotions,
listening habits, information processing
capacities, level of proficiency, and the
learners’ beliefs about listening activities.
Other barriers are concerned with the nature
of listening strategies and the listening
material being used. The pedagogical
implications based on the research findings
have demonstrated that to deal with the
problems; first, they should be diagnosed.
Overall, one of the tasks for instructors is to ,
find learners’ learning difficulties in strategy
acquisition and help them to overcome the
barriers. The pedagogical purpose, then, is
to hefp learners recognize the problems and
tackle them while they proceed towards
processing autonomy in listening strategies.
In this regard, the learners’ awareness
of their
comprehension is of much value since they
can actively help them to deal with them.

own problems in listening

Teachers are recommended to raise the
learners’ consciousness using the MALQ.
By focusing explicitly on individuals, task,
and strategy knowledge, meta-cognitive
instruction will raise leamers’ awareness
of key aspects of the listening process. This
can help them develop a range of skills and
strategies for listening. Such an approach
using meta-cognitive instruction in listening
will help learners improve their listening
skills.

REFERENCES
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texts they might have listened to before.
check
list (for example, Mendelsohn 1994°g

® Distribute a self-assessment

checklist for listening comprehension,
cited in Vandergrift 1999, Appendix 3)
which instruct the learners to discover
their own problems.

® Create self-satisfaction by asking them
to fill in the checklist. Self-satisfaction
can only be achieved by evaluation of
one’s performance.

® Address questions prior to the listening
task to direct the students’ attention to
the goal of the task. Goal-oriented tasks
will result in more successful listening.
2. Directing learners’ attention:

® Convince the learners that failing to
understanding is OK. One of the largest
inhibitors for students is often mental
block. While listening, a student suddenly
decides that he or she doesn’t understand
what is being said. At this point, many
students just tane out or get caught up in
an mnternal dialogue trying to translate a
specific word. Some students convince
themselves that they are not able to
understand spoken English well and
create problems for themselves. The key
to helping such students improve their
listening skills is to convince them that
failing to understand is OK. This is more
of an attitude adjustment than anything
else, and it is easier for some students to
accept than others.

® Inform the students to be attentive during
listening tasks. It is a good idea for the
teacher to explain to the learners that
listening is different from the other skills

in that losing concentration for a second

may have consequences since they will not .‘
have access to the text. Therefore, listening §

tasks require more attention compared with
tasks related to other skills.

® Spot the learners who are intolerant of g
ambiguity. Those who are not tolerant }
of ambiguity might quit quickly when
they face a problem. (There are some
questionnaires which can be helpful in
finding out about the learners’ personality
tactors for example, see Ely’s (1995)
questionnaire of tolerance of ambiguity
in Reid (1995, p. 216)

3. Removing negative feeling toward

R T T

listening: _
® Removethenegative feeling created bythe

assumption that listening comprehension L.
is the most difficult skill in language .~

learning through explicit instruction and
using more listening tasks in classes.

¢ Give positive feeling toward listening |
tasks though having some simple and
enjoyable tasks to make the students
interested.

® Create a relaxing atmosphere in language
classes to reduce anxiety during listening
tasks which are found to be stressful
activities, E

4. Avoiding mental translation:

® Explain the fact that thinking in English
(L2) is a practice which requires time
and patience. Remind them that they
should use their competence in L2
while listening and that any resort to L1
may lead to blockage. The learners can
practice this by trying to decrease the
rate of transfer from L1 to L2.
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to Vandergrift et al. (2000), an individual’s
meta-cognitive knowledge includes beliefs
about factors present in learning and the way
these factors act and interact to affect the
course and outcome of cognitive enterprises
which include:

Person knowledge: This knowledge
consists of judgments about one’s learning
abilities and knowledge about internal and
external factors that affect the success or
failure in one’s learning.

Task knowledge: Knowledge about the
purpose, demands, and nature of learning
tasks which can enable an individual to take
into account factors that.might contribute
to the difficulty of a task, including the
characteristics of the oral text/message.
Strategy knowledge: This is useful for

have the greatest impact on learning by
helping learners to choose the strategies
that they use. Wenden (1998) has also
emphasized the application of these
categories of meta-cognitive knowledge to
the field of L2 learning. Table 1, (Appendix
A), gives examples of the three types of
meta-cognitive knowledge that have been
reported by L2 Tlisteners. There is a general
consensus among researchers in the fields
of education and L2 learning about the
important role that meta-cognition plays in
enhancing thinking and comprehension.
Meta-cognitive instruction in listening
takes different forms. Mendelsoh (1998)
argues that one common approach is a
sequence of activities that ~encourage
and evaluating

planning, monitoring,

strategies used for the selected listening

achieving learning goals and appears to .

task. Chamot (1995 cited in Goh and
Taib 2006) suggested a procedure through
which teachers model how they themselves
use strategies when listening to a tape or
watching a video with new information.
Before listening, the teacher thinks aloud
about what he or she already knows about
the topic and what words one might expect
to hear. Goh and Taib (2006) continue that
after listening to a short segment of the text,
the teacher thinks aloud again, describing
the mental processes involved during
listening, commenting also on whether the
predictions have been confirmed or rejected.
Finally, the teacher evaluates his or her use
of strategies for the particular text. Goh
(1997) proposed that the post-listening
should not stop with using the information
gathered from the listening passage. It
should extend further to include learners’
introspection of their mental processes

during the listening task.

mplications for the Teachers:
Trouble Shooting Using MALQ

The . meta-cognitive awareness can

be achieved through the application of

Vandergrift et al. (2006) questiormaire

(Appendix B). What follows are some

suggestions for the teachers to tap the
learners’ listening comprehension problems
and to assist learners to improve their
listening skill.

1. Planning their listening evaluation:

e Activate the learners’ schemata by asking
questions and asking them what they
think the listening text might be about.

e Draw the learners’ attention to similar




the present ‘comprehension’ approach,
success in listening is measured by correct
responses to questions. Teachers focus upon
the outcomes of listening, rather than upon
listening itself, upon product rather than
process. When a learner supplies a correct
answer, there is no indication as to how that
answer has been arrived at: Has meaning
been constructed by correctly identifying
all the words in a particular piece of text,
or by identifying one word and making an
inspired guess? Consequently, itis beneficial
to  improve listening  comprehension
ability by investigating  the problems
through exploring the process of listening
compreheﬁsion not the product.

Diagnostic-Oriented Approach

There is a direct relationshi p between
the learners’ awareness of their own
problems and their success. Accordingly,
it is worth informing learners of their own
problems. This would help the teacher to
diagnose the problems and make correct
decisions and use correct strategres to
tackle the problem. Vandergrift et al.
(2006) point out that attention in listening
comprehension research is increasingly
being directed at learners’ self-reports of
their understanding and awareness of the
processes involved in listening in another
language. It has been argued that awareness
of strategies and other variables in learing
can have a positive influence on language
learners’ listening development (Bolitho,
Carter, Hughes, Ivaniv, Masuhara, and
Tomilson, 2003; Victor and Lockhart,

1995,  Wilson, 2003). Lynch (2002)
considers the ‘solution-oriented approach’
of strategy-based teaching as an altenative
to the current ‘problem-oriented approach’,
He refers to Brown’s (1986) emphsis on
the need to enable teachers to identify
particular patterns of behavior in listening
manifested by unsuccessful listeners and
to provide exercises for the students which
will improve their superior patterns of

behavior. For this propose, Lynch (2002) -

reports  Tauroza’s - (1997)

remedial technique as follows:

1. Identifying the students’ - listening
problems |

three-phase

2. Finding out how many students share
the problems
3. Focusing students’ attention on the
problem points
Field (1998) argues that from a process-
oriented perspective, wrong answers can be
seen to be of more significance than correct
ones. Instead ofjudging understanding by the
number of learners who answered correctly,
teachers need to follow up incorrect responses
in order to determine where understanding
broke down and how to put things right,

Meta-Cognitive Strategies for
Listening Comprehension
Trouble Shooting

Meta-cognitive knowledge is defined as tha
segment of one’s stored world knowledge that
has to do with people as cognitive Creatures
with their diverse cognitive processes, goals,

actions, and experiences (Flavell 1976, citeq
in Vandergrift et al, 2000, p. 433), According
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' ntroduction ' relatively recent development. The purpose
1 Raising learners’ meta-cognitive of the present article is to introduce and
awareness  about listening has been discuss the learners’ problems in listening
advocated for some time now (Valiﬁdergriﬁ comprehersion and the way they can be
2003). vandergrift, Goh, Mareschal, | tackled using the notion of meta-cognitive
and Tafaghodtari (2006) note. that strategies as conceptualized.in MALQ.
research on the effects of meta-cognitive
instruction has  provided preliminary Difﬁculﬁes in Listening
evidence that performance, confidence, Comprehension
and motivation can be enhanced through Field(1998)asserts that learners experience
classroom  instruction. They developed difficulties at certain points of the listening
the Meta-cognitive Awareness Listening  text. These are dealt with through focusing
Questionnaire (MALQ, Appendix C) for on language and meaning of the text; No
tapping language learners’ awareness Of attention is paid to what may g0 wrong in
the process of 1.2 listening which was built  the process of listening. The problem with
on constructs such as meta-cognition and this approach is that, if the learners confront
self-regulation. However, research that with a similar text next time, they are likely
elicits language leamers’ meta-cognitive 10 use€ the same, unsuccessful techniques.

n a systematic mannet s a Field (1998) emphasizes  that under
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for prioritizing the given feedback. The
comments on student writings ought to be
clear, pertinent, and selective (Ferris, 1999).
Priontized feedback makes the teacher
response a time-saving and pedagogically
fruitful action:

Erroneous Production

Most of the people are worry about...

Written Feedback

— Check the category of this word (noun, verb ...).
Revised form .

Most of the people are worried about...

Erroneous Production

Most of the people are worried about...

Written Feedback

— Change this word with a more formal one to fit
the level of formality of your writing.

Revised form

Most people are cancerped about...

By and large, findings of the present
study can have implications for EFL
teaching practice from several aspects.
These implications are not merely bound
to particular institutional or school settings.
language
education levels. Teachers can tune into

Writing is practiced at all
the writing skill needs of their learners and
recognize the lin guistic boundaries to which
they are entitled to respond. Teacher written
feedback 1s an effective medium as of the
only applicable sources for the students
to improve their EFL writing ability,
specifically in Iranian language institutes or
in secondary and high schools.

FLT . .
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Afterwards, the students received the
commentaries as the treatment on the first
drafts of their compositions and wrote the
revised drafts based on the commentaries.
Then, the participants sat for the posttest
composition. The inter-rater reliability of
the two sets of ratings was relatively high
(r=0.82). Another r-test was employed
to explore the significance of the mean
differences of the experimental and control
groups.

As displayed in table 2, the mean
difference of the post-test compositions
(1.82) was significant with alpha set at
0.05 level of significance (t=4.26, df=38,
p=0.00<0.05). This verifies that the post-
test composition scores indicate a dramatic
improvement on students’ writing ability
after receiving the written commentaries
and using them for revision purposes.

onclusion and pedagogical
C implications

The critical domain of research within
EFL  writing pedagogy is linked to
exploring the best and the most viable
methods of providing feedback to EFL
learners’ written production. There exist
several techniques to provide feedback
to students’ compaositions including peer
response groups (Berg, 1999; Zhu, 2001),
teacher-student conferences (Perpignan,
2003, Shin, 2003), audiotaped commentary
(Kroll,2001), reformulation, and computet-
based commentary on students’ diskettes
or via e-mail {(Matsumura & Hamn,
2004). Stll, for many writing teachers,

handwritten commentary on student drafts
1s the primary method of response (Ferris,
1997).

The positive response to the research
question of this study, along with the
findings of other similar empirical studies,
reemphasizes the need for EFL teachers
to consider more elaborate use of written
commentaries as means of providing
feedback to students’ writings. Writien
feedback is of utmost significance due to
its interpersonal nature; it reflects teachers’
attitude toward writing and initiates a social
relation between the teacher and leamners
whichis applicable to all levels and contexts
of language education. Teacher written
feedback helps EFL writing instructors
systematize their instructions in order to
give this opportunity to student writers
to achieve specific goals and expected
products at different stages of learning to
write in English through problem-solving
skills. These expected goals and products
need to be introduced and reviewed for
students in all drafts and through several
revisions.

Speaking of the implications for the
classroom, one that can be drawn from this
study, therefore, is that teachers need to
allocate some time during the composing
processes to negotiate feedback issues in
face-to-face discussions with individual
students. This assists the students not to
misinterpret the commentaries and clarifies
the ambiguous or illegible points in the
feedback.

Another implication would be the need
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end of each class. However, the teachers
did not directly explain the erroneous
points or provide the students with the
correct altermatives. Those participants in
the control group were encouraged by the
instructors to revise their drafts based on
their classmate’s comments, their textbook,
“or other outside sources.

Once the treatment was over, the students
were asked to write another expository
composition on the same topic as “the
pretest to examine whether there had been
any improvement in their writing ability.
After computing the inter-rater reliability
of the two ratings, r-fest of the two groups
was calculated to find out whether the
difference between the scores of the pretest
and post-test essays had been significant.

Results
The standardized PET

administered to the initial - pool of this

was

study and the participants whose scores

lay between one standard deviation above
and below the mean were included in the
investigation (M=41.50, SD=7.65).

To insure the homogeneity of the two
groups ph'or to sitting for the pretest, an
independent t-test was run. The result
(t=0.29, df= 38, p= 0.76> 0.05) indicated
that the difference between the means of the
two groups was not statistically significant
with the alpha set at 0.05.

At the next stage, the two groups were
compared based on the scores of their
compositions. The inter-rater
reliability was computed to be 0.87. The
following independent t-test, as can be
seen in table 1, revealed that the mean
difference of the pretest compositions

pretest

. (0.42) was not significant at 38 degrees

of freedom at 0.05 level of significance
and the students seemed to be at the same

* level of composition writing ability before

receiving the teacher feedback (t==0.93,
df=38, p=0.35>0.05),

Table 1 +-Test Results for the Pretest Compositions

Levene’s Test for Equality of Variances

t-test for Equality of Means

Equal Sig. (2- Mean Std.Error
variances ) tailed) Difference Difference
assumed F sig. t df
606 441 .935 38 355 .50 534
%
E .
3 Table 2 r-Test Results for the Posttest Compositions
g Levene’s Test for Equality of Variances t-test for Equality of Means
E, Equal Sig. (2- Mean Std.Error
3 variances F sig. t df tailed) Difference Difference
5 assumed .
5 1.89 17 4.26 38 000 1.82 42
w
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e Organization: introduction, body, and
conclusion
e Content: logical development of ideas
® Grammar (i.e. structure)
® Mechanics: punctuation and spelling
e Style and quality of expression
In order to reach a partial consistency
in the rating of the participants’ pretest
and post test compositions, the two raters
compiled their expected behaviors in the
form of rater protocol to increase the
conformity of their ratings. Considering
the categories and score levels specified
in the analytic scale, the purpose of the
protocol was to elucidate the overall focus
of the ratings (see Appendix).

Procedure

After piloting the proficiency test (PET) for
its suitability for the subjects of the present
study the test was administered to the initial
poot of subjects of this study to insure their
homogeneity. Then, the participants were to
write a five-paragraph essay on an [ELTS-
based topic which was common for all three
classes. The topic of the pretest composition
was: If you had the authority to change the
education system at your school, what would
you change about it?

The students
preferably type their essays. Handwritten
though. The
collected compositions were then rated by

were encouraged to

essays were acceptable
two experienced raters based on Brown’s
(2005) rating rubric. A t-fest was run after
rating the compositions and the difference
was found not significant, indicating that

!
the student writers’ abilities in L2 writing\"

were almost at the same level prior to
receiving the feedback.

Up to this stage, in the class, the students
had learned and reviewed some of the key
elements of an essay such as, introductory,
concluding, and body paragraphs,
blueprints and thesis - statement, and a
few points on mechanics and structure
of English formal writing. To start the
treatment, students were asked to write
their drafts on different topics including
distance education, advantages and
disadvantages of the technological life,
and advantages of using subway in public
transportation; the collected drafts were
then commented on. These comments were
imperative sentences (Sugita, 2006) and
were not only on the content but also on the
Jorm of the essays. Coupled with points on
grammar, comments on form also included
points in mechanics. Comments on content
consisted of text organization, choice of
words and style of writing. Both praise and
criticism were central to the comments.
Moreover, these imperative commentaries
were of direct and indirect nature. The
process of commenting on the drafts took
at least 8 minutes for each composition and
the average number of comments on each
essay was 10 sentences.
had

to revise their drafts based on the

Subsequently, the participants
commentaries a week later. Students could
discuss the content of the comments or
illegibility of them with the instructors
in teacher-student oral conferences at the
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showed that [ranian students managed to
experience improvement in their writing
accuracy regardless of whether they
received feedback - or not.
Rahimi’s (2009) study suggets that making
progress had been more extended and
larger in the group who received written
feedback and this stresses the salience of
teacher feedback in EFL contexts where
this method of feedback provision is one of
the only available tools.

Accordingly, in this study, the researchers

attempted to investigate the impact of the

Finding of

effectiveness of teachers’ handwritten
comments on lranian English as Foreign
Language (EFL) learners’ revisions in a
multipledraft writing class. To this end,
the following research question was
proposed:

Does teacher written commentary as

a means of feedback provision have any .

impact on the improvement of [ranian EFL
learners’ writing ability?

Method
Participants

Initially, a sample of 50 undergraduate
English Translation Training and English
Literature majors from Islamic Azad
University at North Tehran Branch
participated in this study. The participants
were within the age range of 20 to 27. After
administering the test of homogeneity,
40 students (10 males and 30 females)
received the treatment.

The participants were all enrolled in two
classes of the Essay Writing course. In

Summer. Vol25 .

Written feedback is of

. utmost significance due to :, ,

its interpersonal nature; it
reflects teachers’ attitude

. toward writing and
initiates a social relation

between the teacher
and learners which is
applicable to all levels
and contexts of language
education :
order to control the impact of instructor
vartable, each class was divided into two

groups, one experimental and one control
group.
Compositioné of the
group were commented on by one of the
researchers. The nature and type of the
commentaries will be discussed in the

following sections.

experimental

The control group

-recetved zero feedback. The classes shared

the same textbook which was utilized for
teaching text structure, paragraph unity,
and types of essays. In and out of the class,
students were engaged in several writing
activities and assignments.

Instrumentation

The first instrument utilized in this study
was the reading and writing subtests of
the Cambridge Preliminary English Test
(PET) to measure general proficiency of
the participants and to insure that they all
belonged to the same population.

The second instrument was the Analytic
Scale for Rating Composition’ Tasks
(Brown, 2005). The categories of the rating
scale of the study were:



given to leamers dramatically affects its
impact. It goes without saying that there
are various ways in feedback provision
which can help students revise as they
proceed through-the stages of the writing
process. In writing pedagogy, however,
written feedback, or teacher’s on-the-draft
response to writers’ errors, seems o be the
most frequent technique being utilized by
writing nstructors.

Why teacher written feedback?

Research reports on various aspects of
L2/FL writing pedagogy is abundant in the
literature. Despite the fact that research on
the impact of teacher written feedback on
students’ texts has been surprisingly scarce,
most of the findings yield the significance
of the impact this type of feedback leaves
on students’ abilities (Ashwell, 2000;
Bitchener & Knoch, 2009; Ferris, 1995,
1997; Hyland & Hyland, 2001; Rahimi;
2009; Sugita, 2006).

McDoﬁough (2002, pp. 145-148),
utilizes the terms feedback and correction
interchangeably and views feedback as a
strong feature of pedagogical language.
that
an indispensable

learners’ errors are

language
development. In spite of the role of errors

He believes
part of

in language development, we should not
undereestimate the role of feedback in
language instruction.
{1995)
subjects were surveyed on their reactions

In Ferris’ investigation, the

to teachers’ comments on their preliminary
and final drafts, in terms of their degree of

/\ N
I i
s /
/ /
; ;
\/’ \

paying attention to their teachers’ feedback.
The findings of her research, although
being tentative in some areas, suggest that
students reread their papers more often and
pay more attention to teacher feedback on
earlier drafts than on final drafts. Moreover,
an overwhelming majority of the subjects
(93.5%) felt that their teachers’ feedback
had helped them to improve their writing. -

Ferris  (1997)
commentaries

In the second study,
investigated  wnitten
with more samples and with a focus on
improvement of the revised drafts and
characteristics of teacher commentaries.
Ferris’ (1997) study suggests two conflicting
but coexisting generalizations introducing
the fact that students pay great tributes to
teacher feedback and this feedback helps
them revise their final drafts substantially
and effectively; and at the same time they
sometimes overlook or neglect the points
being discussed in teacher commentaries.

Sugita’s (2006) research aitempts to
examine the relationship between the
changes in the students’ revisions and
the influence of teachers’ three comment
types: and
questions. Sugita’s (2006) small scale

statements,  imperatives,
study concludes that although teachers
tend to avoid writing comments in the
imperative form, imperatives are found to
be more influential on revisions.
Conducted in an Iranian context, Rahimi
(2009) examined the impact of feedback
on writing accuracy over time and the
relation between students’ mother tongue
and the feedback effectiveness. The results

=
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/ Abstract

\

Feedback in EFL writing pedagogy has always been central to many classroom settings. The
role that teachers play in providing the most viable types of feedback to EFL compositions truly
contributes to the improvement student writers experience in their language education whether
this is at the school or university level programs. In this study, 40 EFL learners’ composition
drafts received written commentaries on both form and content. Prior to the study, the learners,
who were members of two intact classes, were homogenized on their language proficiency

as well as their writing ability and were randomly assigned to two experimental and control
groups. The comparison of the means of the two groups on writing posttest revealed that the
teacher written comments helped the students improve their EFL writing ability. The findings of
this study emphasized the need for EFL instructors to provide feedback to their student writers
with elaborate and clear written comments. The conclusion is that written feedback is still the

primary method of response to EFL texts.

Key Words: teacher written feedback, student writing, writing improvement. Y.
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I ntroduction

The role of writing instructors as
coaches, judges, facilitators, evaluators,
interested readers, proofreaders, and copy
editors (Ferris, 1995) has alwziys been
emphasized in the literature on writing
pedagogy. Responding,
feedback, to second or foreign language

or | providing

(L2/FL) compositions is another key
responsibility of every L2/FL writing
nstructor. Nevertheless, the quest remains
for the prominance and implementataion
of each of these roles.

Writing instructors’ roles are mainly
described as fruitful in process-oriented
classes where composing processes are
central to the curriculum (Kroll, 2001).
The advent of process writing has paved
the way for more constructive meneuver
of the teachers who intervene at various
stages of producing a piece of writing
to orient student writers towards more
accurate and fluent performances. Hence,

FLT .
No.4.Summer.vol.25 |

this crucial role of instructors in providing
response to students’ writing is primary.
This response, mostly in the form of a
feedback types,
attempts to aid student writers reflect on

constructing  various

their compositions, and helps them move
through the stages of writing processes
based on whatever feedback they receive
from the teacher. _

According to Hyland and Hyland
(2001), teachers are usually conscious of
the potential of feedback for creating a
supportive teaching environment which
can lead to better learning of the skill at
hand. It is clear that writing is very much
intermingled with personal attitudes and
students’ motivation and self-estcem as
writers in the second or foreign language.
Therefore, teachers’ fecedback realized in
different ways may reinforce appropriate
language behaviors and foster students’
linguistic self-confidence.

So to speak, the way this feedback is
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System learning involves |
internalization of a set of |

abstract and inter-related
linguistic rules, which are )
gradually reorganized into a |
system !

e
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learning as an indispensable component
of L2 learning and try to complement
their typically implicit second language
instruction in in

currently vogue

Communicative  Language Teaching
with more explicit methods of teaching
language structures. Provided with a more
concrete footing, teachers are advised

to abandon teaching synfactic structures

_ — characterizing a system with abstract

imderlyingrules-throughimplicitmethods
such as textual enhancement in favour of
more explicit methods of instruction and
reserve the textual enhancement technique
for individual morphological features.
Nevertheless, they should heed the fact
that the amount of explicit instruction
should be moderate, so that learners are
not overwhelmed by cognitive overload
and that they do not conceive of language
learning as learning about language rather
than learning the language per se.

2. The should

second implication

‘recerve the attention of textbook writers.

Textbook writers are advised to carry out
a careful investigation of the syntactic
structures amenable to system learning
and focus on them through more explicit
methods of teaching grammar. The choice
of the input features should be based on

careful scrutiny of learners’ problems in
system learning, implying that the forms
posing serious system -learning problems
for the learners are those which are more
appropriate to be selected as the structural
part of instructional materials.

References:

Alanen, R. {i995). Input enhancement and rule
prescntation in second language acquisition. In R.
Schmidt (Ed.), Attention and awareness in foreing
language learning and teaching (pp.259-302).
Honolulu, HI: University of Hawati i Press.

Cruttenden, A. (1981). Item-learning and system-
learning. Journal of Psycholinguistic Research, 10
(1), 79-88.

Doughty. C. (1991). Second language instruction does
make a difference. Studies in second Language
Acquistion, 13, 431-469.

Doughty, C., & Williams, J. (Eds.}. (199R8). Focus on
Form in Classroom Second Language Acquistion,
Classroom  Second  Language  Acquistion.
Cambridge: Cambridge University Press.

Etlis, R. (1991). Grammar teaching practice or
Consciousness raising? [n R, Ellis (Ed.), Second
langunage acquisition and
pedagogy  (pp. 232-241).
Multilingual Matters.

Ellis, R. (1997). SLA Research and Language
Teaching. Oxford Univesity Press: Oxford Ellis,
R. (1999). [tem versus system learning: explaining
free variation. Applied Linguistics, 20(4), 460-480.

Han Z.H-, Park, E.S., & Combs, C. (2008). Textual
Enhancement of Input: Issues and Possibilities.
Applied Linguistics, 29 (4), 597-618.

Harley, B. (1998). The role of focus-on-form tasks in
promoting child L2 acquistion. In C. Doughty &
). Williams (Eds.), Focus on Form in Classroom
Second Langunage Acquisition (pp. 156-174).
Cambridge: Cambridge University Press.

Harley, B., & Swain, M. (1984). The interlanguage of
immersion students and its implication for second
language teaching. in A. Davies, C. Criper, & A.
P. R. Howatt (Eds.), Interlanguage (pp. 291-311).
Edinburgh, Scotland: Edinburgh University Press.

Hawkins, R. (1987). Markedness and the acquistion of
English dative altermation by L2. Second Language
Research, 4, 20-55.

Izumi, S. (2002). Output, input enhancement, and the

second language
Clevedon, Avon:

_FLT

{No.4 Summervol 25

foreign Language Teaching Journat - -«

.

6>



37

<>~ ~Foreign Language Teaching Journal---s

enhancement (TEG) and the rule-oriented
(ROG) groups lends support to the
decisive effect of explicit metalinguistic
explanations on system learning and its
absolute superiority over the implicit
The
resuits fully concur with the findings of

textual - enhancement technique.
previous studies considering unsatisfactory
outcomes for textual enhancement (Lewo,
1997, 2001, Overstreet, 1998; Jourdenais,
1998; lzumi, 2002; Leow et al., 2003;
Wong, 2003; Radwan, 2005).

Concerning the pitfalls in the textual
enhancement technique, the bottom line
of the present and previous studies is that
the problem stems from learners’ tendency
to notice regularities in the input, and
subsequently form overgeneralizations of
these regularities to cases where they do

not apply; hence acquisition is seemingly -

limited to the items noticed during
instruction (i.e. item leaming), leading
to the failure of system learning. This
shortcoming corroborates the findings by
Harely (1998) in that learners stop short
of generalizing the textually enhanced
features in the input to correctly judge
the grammaticality of unfamiliar - albeit
associated-syntacticstructures. Therefore,
for system-learning to occur, moderate
amounts of explicit metalinguistic
explanation is deemed essential. In a
nutshell, the level of awareness correlates
positively with the liklihood of system
learning and acquisition, so that the higher
the level of awareness, the more likely the

system-learning to occur.

No.4.Summervol.25 ;

Taking the relationship between level
of awareness and language learning into
consideration, the results of this study are
in hine with Robinson (1997b) in showing
that when L2 acquisition is concerned,
awareness at the level of noticing (i.e.
surface level phenomenon characterizing
item learning) is not sufficient and that
awareness at the level of understanding
(i.e. abstration of underlying rules known
as system learning) is a more reliable
barometer of success in L2 acquisition.
Simply put, although textual enhancement
is allegedly useful in drawing the learners’
attention to notice specific features in the
input, 1t 1s not particularly instantiated
as a successful technique leading to
acquisition.

Bearing in mind that “the efficacy of

TE is, in part, a function of the learner’

prior knowledge (or lack thereof) and
of the nature of the linguistic element
enhanced” (Han et al., 2008), and due to
other constraints (e.g. the limited number
of participants, the short duration of
treatment period, institutional constraints,
and the learners’ proficiency level, to
name a few), we should be caucious when
generalizing the findings to other relevant
areas of concern within the focus-on-
form framework. Based on the findings
obtained under such circumstances, the
following implications are presented:

i. The first implication is for language
teachers in EFL settings. Based on the
results obtained, teachers of foreign
languages  should

regard grammar




underlying these items. In stark contrast, as
is observed, the mean of the ROG learners’
post-test scores reflects a substantial increase
in cdmpan'son with the mean of the pre-test
and with the mean of the TEG leamers’
pos-test, showing that explicit instruction
could enable the leamers to generalize their
knowledge to novel items not previously
highlighted in the instructional input (i.e.
system learning). Also, ROG learners’ post-
test SD had a minor increase, implying that
the group’s dispersion on the post-test has
not considerably changed in comparison
with their pre-test SD. '

The scores of the TEG and ROG learners
on the post-test GJ task were also submitted
to an independent two-tailed t-test to see
whether the two instruction types were
really different in terms of their effect on
system learning (Table 3):

Table 3. Independent-test for both groups on the post-test

Critical | df 2-tailed Observed
t Value Probablility t Value
2.00 62 0.05 4.3

Table 3 indicates that the difference between
the two groups on the post-test is significant,
since the observed t value is far greater
than the critical t value at the probability
level of p< 0.05. Consequently, it could be
claimed that the learners who were exposed
to simultaneous textual enhancement and
rule-oriented instruction had- significantly
greater achievement in system learning than
their counterparts in the textual enhancement
group who merely received specialized
textual enhancement i1struction.

|

Input enhancement can be achieved
through a number of ways: explicit
discussion of the form, metalinguistic

description of the form, implicit error
| correction through the use of special
patterns of stress or intonation or
. through the use of gestures or facial
| expressions, input flooding, and textual

input enhancement.

_

C onclusion and Implications
SLA
the focus-on-from framework disagree

rescarchers  investigating
over “whether the enhanced input will
ultimately trigger the relevant mental
representation” (Sharwood-Smith, 1991:
120). 1t is this question that has spurred
a considerable amont of empirical
research as to the effectiveness of input
enhancement. Some studies carried out
by White (1998), Jourdenais (1998),
(2002) demonstrate that

this form of implicit instruction may

and Izumi
not be sufficient to induce changes in
the other
hand, studies conducted under explicit

learners’ performance. On
instructional conditions have generally
demonstrated positive effects on learners’
L2 development. In this regard, exploring
the effects of instructional condition
on learners’ language progress, Alanen
(1995), Harley (1998), Robinson {1997b),
and Rosa and O’Neill (1999) concluded
that learners exposed to explicit learning
conditions outperformed those exposed to
implicit learning conditions.

Based on the results of this study,

the difference between the textual
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The treatment lasted for two weeks,
two sessions each week (i.e. 4 sessions
of treatment on the whole) for both
groups. During the treatment period, the
TEG leamers were exposed to 4 simple
texts, each having 10 textually enhanced
instances of English dative alternation, 5
alternating verbs and 5 non-alternating
verbs. The verbs were highlighted through
bolding, underlining, and capitalizing.
The ROG group also received the same
4 texts with equal number of highlighted
mnstances, but with a one-page grammatical
explanation additionally supplied on the
rules governing the use of English dative
alternation.

After the treatment, the post-test GJ task
was administered to both groups. The post-
test was the same as the pre-test GJ task
with approximately the same reliability
coefficient (v =.88).

Results :
As for the data analysis stage,

the pre-and post- tests were scored and
the results for the 64 participants of the
Textual Enhancement Group (TEG) and
the Rule oriented Group (ROG) learners
were tabulated.

Since the mean of the TEG (X =24.2) and
ROG (X =25.1) of learners were not that
different, the two groups were regarded
as homogeneous groups. However, to
establish their homogeneity prior to the
treatment period, the pre-test data were
submitted to an independent two-tailed
t -test (Table 1):

No.4.Summer.Vol.25 )

* - Table 1. Indepemdent-test for both groups on the pre-test

Critical | df 2-tailed Observed
t Value Probablility t Value
2.00 62 0.05 1.33

The observed t value was 1.33 which

was less than the critical t value of 2.00
at the probability level of 0.05. So, no
significant difference was found between’
the two groups.
- After the two-week treatment period, the
same (J task, used as the pre-test, was used
as the post-test. The descriptive statistics
illustrating the performance of the TEG
and ROG leamers on the post-test GJ task
are as follows (Table 2):

Table 2, Descriptive statistics for both groups’ post-test

Textuqal Rule Oriented
Enhancement Group (ROG)
Group (TEG)

N. 32 32

X 26.7 314

sSD 4.5 3.2

Vv 20.2 10.2

Min. 17 24

Max. 35 38

Table 2 clearly show that the mean of TEG
learners’ scores had relatively minor increase
which could mostly be due to the effect of the
type of instructton they received. In addition,
the apparent increase in TEG leamer’s
Standard Deviation (SD) could be attributed
tothe differential and tacitknowledge induced
by the textual enhancement technjqué,
leading the learners to vanably infer the
pomnt underlyihg the textually enhanced
items in the texts and not enabling them to
properly leam the systematic knowledge



English dative alternation, one of the
arcas for L2/FL
1987). The types
of verbs subsumed under the English

most problematic

learners (Hawkins,

dative alternation fall into two categories:
alternating verbs and non-alternating verbs.
Alternating verbs (¢.g. pay, save,read, build,
write, buy, send, throw, bring, lend) (i) allow
two complements (i.e. [NP NP] and [NP
PP)), (i1) are mono-syllabic, and (iii) have
animate recipient; non-alternating verbs
(e.g. report, announce, transfer, present,
describe, dictate, propose, select, explain,
return) (i) allow just [NP PP} complements,
(i1) are typically disyllabic, and (iii) have
inanimate recipient. The examples below
well indicate the differences between the
two types of verbs and the constraints on
each type:
(1) a. Mohammad bought a present for

me. buy [NP PP]

b. Mohammad bought me a present.
buy [NP NP]

(2) a. Ali explained
the problem
tome.
explain
[NP PP]

*b.Ali
explained

me the

problem.
*explain
{NP NP]

Whereas in example 1, both [NP PP] and

- [NP NP] complement types are possible for

the verb buy, in example 2, the verb expain
receives just the [NP PP] complement type.
So, as the learners are not usually aware of
such complex constraints on each category
of verbs in the English dative alternation,
the phenomenon was selected as the target
of instruction in this study. To this end, 10
simple dative verbs were chosen, half of
which alternate (e.g.buy, pay, read, write,
bring) and the other half (e.g.sclect, explain,
return, describe, report) which do not.

The instrument used for the measurement
of the effectiveness of instruction types
in system learning was a (Grammaticality
Judgement (GJ) task, once used as the pre-
test and once more as the post-test. The task
consisted of 60 items: 40 genuine items,
representing possibilities and constraints on
dative verbs, and 20 items as distractors. To
investigate learners’ ability in generalizing
their knowledge of English dative verbs
received during the treatment period to novel
dative verbs, half of the genuine items of the
GJ task (1.e. 20 items) represented the seen
dative verbs used in instructional texts, and
the other half comprised the unseen dative
verbs. Each seen/unseen half in tarn included
a group of 10 altemating verbs and 10 non-
alternating verbs. Also, each group of
alternating/non-alternating verbs consisted of
5 grammatical and 5 ungrammatical verbs.

Before the treatment, the pre-test GJ
task was administered to both groups of
leammers. The reliability coefficient of the
test was . 91 (a=091).
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More specifically, in advanced stages
of L2/LF learning, the learner comes
across sudden moments of enlightenment
where unanalysed forms already acquired
implicitly merge into a unified whole
leading the learner to some kind of system.
In fact, in system ]ee{ming, some linguistic
rules are so complex that they cannot be
stated clearly orexhaustively, sothe learners
have to go beyond the surface information
available in the input and extract the rule
underlying some linguistic feature in the
input by seeking recourse to some mental
device called “projection device” (Zobl,
1983). Therefore, utilizing such a device,
the acquisition of one linguistic feature
triggers the acquistion of other relevant
features.

In an investigation into the effect of
instructional FocusonForm(Long, 1991 )on
young learners’ acquisiton of grammatical
gender in French, Harley (1998) designed
a study in which the experimental group
was exposed to activities drawing their
attention to the formal clues of the grender

of Frenchnouns, and the comparison groups

received no systematic insturction in this
grammatical domain. The instructional
package designed for the experimental
group included information on both the
masculine/feminine determiners and the
noun endings marking gender. One of the
major questions addressed in Harley’s
study was whether the students receiving
instruction on gender assignment would
be able to generalize the knowledge they
acquired about noun endings to new nouns

FLT
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that were unfamiliar to them. The result of
the study revealed thatalthough the students
in the experimental group performed
accurately in producing familiar nouns
with correct masculine/feminine articles
and were able to correctly attribute gender
to such nouns, they failed to generalize
their knowledge about noun endings to
unfamiliar nouns. In sum, the learners
were successful in “item learning”, but not
in “system learning”.

Research Question
The study endeavours to address the

following research question: Which type of

instruction (i.e. implicit textual enhancement

or explicit rule explanation) lead to better
system learning, inducing the learners to
properly generalize their implicit/explicit
knowkedge beyond the input data?

D esign and . Procedure

Two classes comprising 64 male
lower-intermediate students studying at
Jahad Daneshgahi of Isfahan University
of Technology participated in this study.
participants in these classes were a mixture
of high school and undergraduate students
with an average age of 21. They had the
same level of grammatical competence
determinedpreviously throughthe language
Institute’s placement tests. The participants
were divided into two groups of 32 and
assigned to one of the two conditions: a
Textual Enhancement Group (TEG) and a
Rule Oriented Group (ROG).

The

target of instruction was the



2001; Overstreet, 1998; Jourdenais, 1998;
Izumi, 2002; Leow et al., 2003; Wong,
2003; Radwan, 2005), and three of them
yielded limited effects (Alanen, 1995;
Robinson, 1997a; J.White, 1998).

The conflicting findings of theses
studies make it really difficult to come
to a soundlybased conclusion regarding
the advantages this technique mght or
might not have for SLA. Furthermore,
the bulk of textual enhancement (TE)
studies to date have investigated the effect
of this technique on the implicit learning
of individual items in the input known as
‘itern learning’ (R. Ellis, 1991; Doughty &
Williams, 1998) and have dispensed with
the question of whether drawing learners’
attention to a single grammatical element
might induce the learners to proceed
beyond the individual item in the input
and implicitly learn the systm underlying
that item (i.e. system learning). The next
section elaborates on the concepts of item

learning and system learning in detil.

tem Learning VS. System
Learning '
The basic idea behind the dichotomy of
item learning and system learning is that
L2/LF learning involves two completely
different
occurring in two consecutive stages. [tem

modes of learning, usually
learning involves learning a single concrete
linguistic item (i.e.chunk or formula) at
a time, whereas system learning involves
internalization of a set of abstract and inter-

related linguistic rules, which are gradually

reorganized into a system. Cruttenden
(1981), who first introduced the distinction,
maintains that the two modes (stages) of
learning can be applied to various levels of
language including phonology, intonation,
morphology, syntax, and semantics.
Capitalizing on a simple example, Ellis
(1997) points out the difference between
the two modes of learning. He contends
that when learners learn the expression
‘Can I have a

7" they are engaging
in item learning -they learn the expression
as an unanalysed whole. In contrast, when
they learn that ‘can’ is followed by a variety
of verbs (‘have’, ‘run’, ‘help’, etc.) and
that it can express a variety of functions
(ability, possibility, permission, etc.) they
are engaging in system learning-they are
learning some kind of rule for ‘can’.

As implied in the example above,
learners’ early interlanguage stages are best
characterized by acritical mass ofindividual
linguistic items which ‘vary freely’ until in
later stages some kind of overgeneralization
of cognitive response is triggered through
exposure to input and the learner attempts
to group presumably irrelevant items,
discover relationships among them and
extract syntactic categories from the items
that are implicitly acquired. This systmatic
variation of the learner language known
as “free variation ..reflects the role of
item learning in acquiring an L2/LF [and]
arises when learners add items to those
they already acquired and before they have
analyzed these items and organized them
into a system” (Ellis, 1999:460).
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However, considering consciousness as an
ambiguous folk term which could take a
plethora of meanings, he modified the term
to the more cautious input enhancement
(Sharwood Smith, 1991, 1993). The
plausible reason for this modification was
that we can only manipulate the input
which is external to the learner and we do

not know what internal consequences will

ensue on the part of the learner.

Input enhancement can be achieved
through a number of ways (Sharwood-
Smith, 1991, 1993): explicit discussion of
the form, metalinguistic description of the
form, implicit error correction through the
use of special paftems of stress or intonation
or through the use of gestures or facial
expressions, input flooding, and textual (or
visual or typographical) input enhancement.
Along with the development of cognitive
theories of SLA during the past two decades,
therole and efficacy of “textual enhancement’
technique in second language learning
has provoked considerable controversy.
Being a representative example of data-
driven pedagogical techniques ‘based on
information -processing framework, textual
enhancement prorripts the learners to extract
and notice the implicit rule-like behaviour
and the probabilistic patterns on the basis
of the grammatical and morphological
regularities wich are repeatdly reactivated
in the input data. In other words, textual
enhancementisanimplicitattention-drawing
device which draws learners’ attention to a
perceptually salient and enriched linguistic
feature in a typical written text used as the

FUT
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input. More specifically stated, it refers to
the manipulation of typographical cues
through highlighting techniques such as
font enlarging, italicizing, bold-facing,
underlining, capitalizing, shadowing, or
a combination of more than one of these
techniques. This pedagogical technique is
assumed to achieve leamners’ noticing of
the targeted form while communicating the
meaning with the hope that input becomes
intake. .

The plethora of studies conducted to
date to investigate the effects of textual
enhancement have yielded quite mixed
results (Doughty, 1991; Shook, 1994;
Alanen, 1995; Jourdenais — -
et.al., 1995; Leow, 1997, R
2001; Robinson, 1997a;

Jourdenais, 1998;

Overstreet, 1998; /
I. White, 1998; |
Tzumi, 2002; Leow \
et al., 2003; Wong,
2003; Radwan, 2005, \
among others). Three N ~
Y

of these studies showed

positive effects for textual
enhancement (Doughty,
1991; Shook, 1994;
Jourdenais et al.,
1995), whereas in
eight of these
studies, textual
enhancement
proved to be

of no benefit
(Leow, 1997,

s, e momm e
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I ntroduction
All SLA
concur with the fact that learning a second

researchers unanimously

language without input is something
impossible. However, regarding the kind,
quality, and quantity of the input required
for secound language development, there is
no universal agreement. Some researchers
maintain that being exposed to a large
dose of language input in a meaning-
oriented context over long periods of time
is the mnecessary and sufficient condition
for second language acquistion (Krashen,
1985). The idea was evident in Krashen and
Terrell’s (1983) Natural Approach which
provided the learners with opportunities to
use language in communicative contexts
without any primary concern for structures
Another
pedagogical approach which drew upon

of . language. well-known
the principles of comprehensible input
and strong meaning-based versions of
communicative language teaching was the
immersion programmes in Canada since
the 1970°s (Harley & Swain, 1984; Swain,
1985; Lapkin, Swain, & Shapson, 1990).
Althoughsuchmeaning-basedapproaches
proved to be successful in developing L2/
FL learners’ native-like communicative
fluency, they failed to account for how
accuracy of forms could be developed
at the same time. Such findings led
researchers to challenge the idea and state
that comprehensible input is not sufficient
— albeit necessary — for the development of
SLA. In addition to comprehensible input,
which developed fluency to the exclusion

of accuracy, it seemed crucial to consider
other instructional options which could
simultaneously develop accuracy.

As a result of dissatisfaction with
Krashen’s innatist model of SLA, some
adherents of cognitive models of SLA
began to argue for the positive role of
attention to form within a communicative
context so that besides fluency formal
accuracy be fostered too. This prompted
the surfacing of a variety of terms including
consciousness-raising (Rutherford, 1987;
Sharwood-Smith, 1981), focus on form and
focus on forms (Long, 1991; Doughty &
Williams, 1998; Long & Robinson, 1998),
attention and noticing (Schmidt, 1990,
1993, 2001), awareness (James & Garrett,
1991), and input enhancement (Sharwood-
Smith, 1991, 1993; L. White et al., 1991).

The bottom line ofall of these pedagogical
proposals is that “SLA is largely driven by

~what learners pay atténtion to and what

they understand of the significance of the
noticed input to be” (Schmidt, 2001: 3-4)
and that L2 learners “learn about the things
they attend to and do not learn much about
the things they do not attend to” (Schmidt,
2001:30). The controversy now arises as to
how learners’ attention should be drawn to
forms in the input for input to become intake
(1.e.the part of input which is incorporated
into the learner’s interlanguage). One
presumably optimal solution to the problem
is to encourage learners to attend to formal
features manipulated in the input. This
refers to what Sharwood-Smith (1981)

initially coined as consciousness-raising.
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Abstract

The paper set out to explore whether textual enhancement, as an implicit instructional technique,
could override expicit metalinguistic instruction in inducing system learning, “System learning”
refers to the extraction by leamers of the abstract rule underlying some linguistic features in the
input. It is typically contrasted with “item learning” which aims at getting learner’s attention

to the surface structure of an individal linguistic feature in the input. In order to operationalize
the system-leaming of second language structures, the acquisition of English dative alternation
(i.e. whether the verb in the sentence allows two different types of complements or not) was
used as the target for instruction. Specifically, the study addressed the question: which of the
two types of instruction (i.e. textual enhancement or rule explanation) resulted in better system
learning. To this end, two groups, each including 32 low-intermediate L2/FL learners, served as
the participants of the study: one group known as the textual enhancement group (TEG) were
exposed to 4 texts, each one containing different textually enhanced instances of 10 dative verbs
(i.e.5 alternating and 5 non-altemnating verbs) and the other group called rule-oriented group
(ROG) received the same number of textua:llly enhanced texts with a one-page grammatical
explanation of the rule governing dative verbs. Two tests were administered to each group: a
Grammaticality Judgement (GJ) task used both as the pre-test and post-test. In order to analyze

‘the results of the two different types of instruction, the data obtained through the post-test

FLT

results of the two groups were submitted to a t-test. The post-test results showed that the ROG
learners considerably outperformed the TEG learners in overgeneralizing their knowledge and
learning the system underlying the dative verbs of English. Prouducing no significant effect
on triggering the implicit knowledge characterizing English dative alternation, the textual
enhancement technique proved to be of no superiority over rule explanation. The results of
the study revealed that the implicit instructional technique of textual enhancement can not be
considered as an appropriate technique for triggering the implicit system-learning of the abstract
kowledge underlying language structures. Hence, for system-learning to occur, moderate
amounts of explicit metalinguistic explanation is deemed essential.

Key words: textual enhancement, system learning, item learning, English dative alternation, ~
alternating dative verb, non-alternating dative verb
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