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Abstract

The paper begins with the view that English teachers, for the past two decades, have focused
on teaching Ehg]ish for the purpose of communication, initating learners into behavior that
considered “linguistically and socio- caulturally appropriate” from the standpoint of the native
speakers of English. Then, three important questions regarding the cultural implications of this
view of language teaching for Muslims are raised, followed by a discussion about the attitudes
of Muslim educationalists towards the teaching of “English” or Anglo-American culture. Finally,
a proposal is introduced concerning how Muslims can deal with the issue of culture when teaching
English as a second or foreign language.

Key Words: implications, culture, pedagogy, adapt,appropriate, multicultural materials.
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Abstract
The present article deals with the role of Tinguistic patterns in the teaching of certain English
concepts. Reviewing the linguistic theories that hold language is born of thinking and that variation
among languages is due to cultural difference, the article comes to the conclusion that the
difference between English and Persian in expressing the same concepts is caused by different
modes of thinking in the two languages. Unaware of this fact, Iranian learners of English often
make wrong utterances of certain concepts. The mistake students commonly make in this case is
that of expressing Persian thoughts in English words, producing utterances that are perhaps
understandable but certainly unacceptable to English native speakers. English teachers are,
accordingly, advised to approach the problem with an elaborate contrastive analysis of English
and Persian equivalent sentences that are differently structured by virtue of cultural differences.
The insight given by the technique helps students produce sentences that are not only
grammatically correct but socially appropriate as well. Adopting two concepts, among many,
the article provides an example of how such concepts may be taught through patternozation. The
aim is, herein, to give cultural-Linguistic illumination and to improve language teaching in
" Iraninan schools.
Key Words: linguistic patterns, contrastive analysis, culturat differences, grammatically
correct, socially appropriate, patternization
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I and you...,

My tather and mother....

I enjoyed from the film.

Don’t be tired.

My watch is sleeping.
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* My back itches.
I itch in the back..
LI 5
* My arm broke.
I broke my arm.
L Salan Pl et
* My hand scratched.
I scratched my hand.
S PR r—vb:-n‘.’..n'

* My bone went out.
I disloged a bone.
e ) O) g
* The needle got into my finger
Adslas S8 Js canya)
I got the needle into my finger.
L3303 4r 35
* My tongue got hair on it.
I talked off my tongue.
S LS e 5ys F"JJ'*' Sl don
* All my body aches.  (Uyhize 8 Sy onpa)
I ache all over.
35 e ol
* My feet froze.
I froze my toes.
LS ‘._Z:Ln.\
* My nose was bruised.  (Jslize i Js oaw)a)
I bruised my nose.
L Ol of plazmy) 5
* My lips hanged.
I pulled a long face.
- r'MJS BIETE)
* Smoke rose from my head.
I smoked in the ear.
' g8 5 o ld
* My heart smarts. -
[ smart in the heart.
st b 35 (S S Bl )l 3)
* My tongue doesn’t twist.
| twis‘t my tongue at it.
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* My Finger bumed.
I burned my finger.

. -Li_) t_-.:-ﬂ-{ r._il.‘l
* My leg hurt. (slina glins (g1410)
I hurt my leg.
il g a o
* My blood boiled.
[ boiled my blood.
0 g el

* My foot twisted.
I sprained my ankle.
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* My belly is noisy.
I am pinching in the tummy.
NCRTSTINS AL 4
* My finger went in the door.
I nipped my finger in the door.
L olaai = Jdots

* My book fell from my hand.(Jslaze . 5 canys)

I dropped the book.

* My pants were torn. (Jolaze 6 5 oewyd)

[ tore my pants.
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* He kicked my leg.
- He kicked me in the leg.
235 it [ il anty g
* He stabbed my back.
He stabbed me in the back.
.35 A« r__.l.ni,..f.%- S5
* He looked in my eyes.
He looked me in the eyes.
i dadtiy
* He hit on my head.
He hit me on the head.
35 (o 025 (593
* He slapped in my face.
He slapped me in the face.
L3 e 003 693
* He punch in my belly.
He punched me in the belly.
g b @) g

* He kissed my face. (Jhtze 2 5 oenys)

He kissed me on the cheek.
3 L I":":"v’ a“
* He patted on my back.
He patted me on the back.
35Kl - He
* He poked in my side.
He poked me in the side.
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* My shoes were muddy. (Jstaze & 5 eys)
I got my shoes muddy.
Ry e
* My tire was punctured. (Jylace 8 3 o))
I had a flat tire.
aden gy d el
* My car was smashed.  (Jslaze & yo)s)
I smashed my car.
L) ¢ f.;._._.fa'La »
* My door bent in an accident.
['bent my door in an accident.
NI P vf ‘...,‘.AS
* My shoes are lost.
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I can’t find my shoes.
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* He seized my neck. (Jshdza o g cosys)

He seized me by the neck.
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*He held my hand and took me.(Jylacs & 51 eo)
He walked me by the hand.
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. Backgrdund kno-v'vlcdge
. Transfer

. Linguistic norms

. Patterns

. Universal

. Interrelation

. Conirastive analysis

. Pedagogical implication
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. Culture-tied

10. Producitve

11. Persian + English
12. Patternization

13. Correctness

14. Appropriateness
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S: I promise I'll do my homework as soon
as the program is over.
M. O.K. Go ahead. You can watch i1,

:Suggested Activtiy (Discuss and Perform)
How would you handle the following

situation?

A son is asking his very busy father to
promise to play tennis with him during the
weekend. (Practice with a friend)

Dialog 3. A student is talking with one of
his teachers.

T: So, John, have you decided what to do
after you graduate?

S: Yeah. I got a job as an assisiant in a
law office.

T: Youdid? Well, congratulations. I think
you'll do very well. I wish you luck.

S: Thank you very much, sir.

Suggested Activity (Discuss and Perform)

If you were in the following situation,
what would you do?

You are talking with an acquaintance at a
party. S/he tells you that s/he is going to get
married soon. (Practice with a friend)
Conclusion

In this article we have looked at some of
the issues surrounding the evaluation and use
of language teaching materials. Materials are
an important component within the
curriculum, and are often the most tangible
and visible component of pedagogy. While
the evluation of materials can be partly
carried out outside the classroom (such a task
being greatly facilitated by the checklist and
evaluative questions presented in the body
of this article), their real potential or lack of

potential can only be evaluated in relation to
real learners in real classroom. In keeping with
the other sections of this article, then, I have
suggested that the evaluation of materials
should be largely based on the collection and
analysis of classroom data.

| Glossary:

Yy

Checklist: A checklist is a special type of
questionnaire and sometimes much shorter than
questionnaire which can be used when the
evaluation is focused on small-scale aspects of
a program, for example one component, such
as speaking skills, of a syllabus.

Curriculum: a description of the contents
of a course of instruction and the order in which
they are to be taughit.

Evaluation: In general, the systematic
gathering of information for purposes of
decision making. Evaluation uses both
quantitative methods (e.g.tests), qualitative
methods (e.g. observations) and value
Jjudgments.

Interactional Analysis: Any of several
procedures for measuring and describing the
behaviour of students and teachers in
classrooms, (a) in order to describe what
happens during a lesson, (b) to evaluate
teaching, (¢) to study the relationship between
teaching and learning.

Textbook: A textbook provides texts and
learning tasks which are likely to be of an
appropriate level for most of the class. It saves
time for teachers who would otherwise have to
prepare his or her own.
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comfortable, he used to buy two inside seats.
Once he sent his servant, who was not very
clever, to buy his seats. When the servant came
back, he said, "Please, sir, there weren't two
inside places left, so I've taken one inside 'and

one outside."”

Suggestions for Improvement(Il)
Some suggestions concerning the Language
Functions of the given set of textbooks are

brought up which can prove to be constructive.

Language Functions are supposed to simulate
real world conversations and to improve
students’ communicative skills. Real world
conversations are more natural and more
diverse than the simple mini-dialogs presented
in the Language Functions section of these
books. In other words, it will be very unlikely
that the students will have no difficulty in daily
conversations in English if they are taught just
such simple mini-dialogs. Furthermore, if the
reading passages of these books are compared
with its Language Functions, the latter will be
judged to be far simpler. Insomuch as the
students possess sufficient linguistic
competence to digest the reading passages,
there is room for upgrading the conversation
used in the Language Functions.

" To remedy the matter at issue, the writer of
this paper has compiled some interesting and
fairly natural conversations below. They are
thought to resemble real word conversations
more than those written in the textbooks. They
are also said to be more functional for and more
appealing to the students. At the end of each
dialog, some guidelines and suggestions are
given for further practice amongst students of
the class. If these guidelines are applied, the
students will be provided with opportunities for

participation in the classroom activities. The
following dialogs chosen from Walter
Matreyek’s Functions (1990). However, they
are just instances of amusing dialogs but not
exhaustive.

Dialog 1. Two acquaintances meet in a
supermarket and stop to talk.

Al: Hello, Stan. How have you been?

A2: Oh, hi, Luanne. Not bad, thank you.
How about you?

Al: Pretty good. Today's shopping day, is it?

A2: Yeah. I have to buy a few things for
dinner tonight.

Al: Uhmm... so do I. By the way, have you
heard about Fred! (a few minutes later)

A2: ... that's really interesting about Fred.
Well, I'd better finish my shopping. It’s
been really nice talking with you, Luanne.

Al: I've enjoyed it too. I hope we run to each '
other again.

A2: Yeah, I do, too. Take care, OK?

Al: Yeah, you, too.

( Suggested Activtiy (Discuss and Perform)
Imagine the following situation. What

would you do?

You unexpectedly meet a friend in the
drugstore. you haven’t seen each other for at
least at couple of months. (Practice with a friend).

Dialog 2. A son is asking his mother for
permission to watch TV.

S: Mom, can I watch TV? Superman is on now.

M. Have you finished your homework yet?

S: No, but I'll finish it after. I don’t have
very much.

M. Do you promise to start it as soon as the
program is over?

YY




Functions section but they hardly represent
realistic situations within the foreign culture.
The writer of this paper will, in Suggestions
for Improvement section, expatiate upon this
matter. There are some writing exercises by
which the students are encouraged to use what
they have learned in a actual communication.
They enourage students to make utterances
of their own. There is no material introduced
just for fun and relaxation while using the
language (e.g.humor, problems to solve,
anecdotes, rhymes, and curious customs).

F. Practical considerations

The books printed in an ordinary style. The
page layout is ordinary too. The type is quite
clear. The binding, cover, and the quality of
paper are satisfactory. However, they are not
durable enough to stand up to normal wear
and tear.

| Suggestions for Improvement(l)

By no means do my suggestions intend to
underestimate the writers' work. However,
they can be applied to enhance the standards
of the given set of textbooks.

The writer of this paper thinks that the
following passages can be used for two
different purposes. First, as stated in the
evaluation of the textbooks, there are no
supplementary readers available with them
and the students of differing abilities are
treated the same. To improve this deficiency,
the writer of this paper presents the following
passages which can be used for enrichment
of the faster learners. Secondly, it was

X

discussed that some of the reading passges of
the books were not appealing in content for
teenagers and that no material was introduced
Just for fun and relaxation while using the
language. To compensate for the foregoing
deficiencies, the compiler has chosen some
Jjocose short stories that are thought to interest
the students.

1. LESS TO CARRY AND LESS TO
COUNT

A boy once went to a baker’s to buy an
eightpenny loaf. He thought it was much
smaller than usual, so he said to the baker,
"I don’t believe this loaf is the correct weight.”

"Oh, never mind, " said the baker, "yo.-;t "Il
have less carry. "

"Quite right,” said the boy, and put sixpence
on the counter. As he was leaving the shop, the
baker called out to him: "Eh! you haven't given
me the correct price."

"Oh, well,” said the boy, "vou'll have less
to count.”

2. CAUGHT!

' A beggar who had tried many ways of
getting money at last decided to pretend to be
dumb. A man who passed the beggar as he sat
in the street knew him by sight. Going up to
him suddenly he asked, "How long have you
been dumb?" The beggar, quite forgetting that
he must not speak, answered at once, "Ever
since I was a baby."

3. A FOOLISH SERVANT
There was once, in the days when people
travelled in coaches pulled by horses, a very
Jat man who used to travel often. In order that
he might have plenty of room and be

Yo



/3:/ sound are err, fur, and curd which are less
frequent words in English. They could have
used more frequent words like dirty, person,
and so forth instead.

However, there are such delibrate
sentences as "Please sitin this seat.” that make
the distinction between/i:/ and /1/ quite clear.
Second, the Pronunciation Practice section
could precede the New Words section and be

designed so delibrately that students had the

opportunity to learn the pronunciation of the
new words that would follow. If the lessons
had been organized in this way, different parts
of each lesson could have been more related
and it could have been more likely for students
to achieve a good command of pronunciation.
In Book 3, the Pronunciation Practice of the
first lesson includes a quick review of some
sounds in Booksl and 2. The second lesson
tries to teach how the plural morpheme that
is adding-s or-es to the end of a word is
pronounced differently in different words. The
rest of Pronunciation Practice sections, in
Book 3, are devoted to stress pattern of
isolated words in English. In this set of Books,
however, intonation and juncture are not
considered at all.

Grammar is presented inductively through
repetition, substitution, transformation, and
production. As stated at the beginning of
Book1, the authors believe that grammar 1s
not an end but a means to writing, reading,
and speaking correctly. Related to grammar,
there is a box, in each lesson addressed to the
teacher, in which the grammatical points are
explained. The writers believe that the teacher
should never expect students to memorize
these explanations. In these books, the
exercises are well organized and give adéquate

practice in what is supposed to be learned.
Nevertheless, as mentioned earlier, some of the
sentences are just banal vehicals for linguistic
material and lack strength.

In this set of books, a reading passage is
presented in each lesson and followed by some
comprehension questions. Some of these
reading passages are not interesting in content
for teenagers. Some are too juvenile and some
too dull. The writers could make use of some
jocose stories that could prove appealing to the
students of this age. The writer of this paper
will discuss it more in Suggestions for
Improvement.

There are three main problems with
vocabulary presentation in the given set of
books. First, in every reading passage, there
are a number of new words. But only are some
of these new words contextualized for
clarification in the "New Words" section and
the rest are taken for granted. For instance, in
the last lesson of Book1, such words as receive,
duty, guide, and entire are contextualized,
whereas, words like universe, preach,
trustworthy, and so forth are not. Secondly, in
some lessons, specially those of Book 3, too

many words are presented. This sometimes

makes the pace of the material too fast.
Furthermore, the vocabulary is ont reentered
sufficiently within each lesson or in successive
lessons. In other words, a new item is presented
in a lesson but not repeated throughout the
lesson or book.

E. Types of activities

There are some dialogs in the Language

Y¥
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only the reading and pronunciation sections
have been practiced. One wonders why
repetitions, substitutions, and transformations
which can be best conducted and learned
through tapes have been totally overlooked
in them. Moreover, the tapes seem to aim at

the students' pronunciation improvement in°

the reading section because the passages are

read 1n a stilted and slow but not natural-

fashion. Thus, if the teacher has a good
command of English pronunciation, and the
students can trust his pronunciation, the books
can be used as successfully without the tapes.

One major problem of this set of books is
that there are no supplementary readers
available with the books. As stated earlier,
students of differing abilities are dealt with in
the same way. To remedy this deficiency, the
writer of this paper has tried to provide some
supplementary readers and dialogs in the
Suggestions for Improvement section.

Generally speaking, scope for student-
initiated participation is out of question in
these books for they are so tightly structured
that they can only be used in a lockstep,
teacher-directed fashion. Language Function
sections could be a good place to ask students
to have self-initiated participation. It is
possible, by giving guidelines, to put the
students in a situation in which they can
initiate their own participation in classroom
activities. This is what the writer of this paper
has tried to realize in the Suggestions for
Improvment section,

There is a table of contents at the beginning
of each book setting out which structures are
introduced but no definite order can be
perceived. There is no index but a word list
showing in which lesson each new word has

Y

been introduced. There is no teacher's manual
for the books with indications on how to use
the materials. The writers of these books claim
that they are every year revised according to
the teachers' and other experts' comments.

C. Language and ideational content

The language in the lessons sounds authentic
and free of dated slang or obscure dialectal
idioms. The language used in these textbooks
sounds correct for the persons and relations in
which it is used. Nevertheless, the situations in
dialogs of the Language Function sections are
not sometimes realistic and some of the
exercises are merely banal vehicals for
linguistic material; i.e. they lack strength. In
other words, there are few situations in which
such sentences are used. To cite just one
example, how frequently is the following
sentence used? "A watch is more expensive
than a pen." (Bookl, p. 55)

In this set of English books, the culture of
the people who speak English is scantily dealt
with; however, there are no chauvinistic, racist,
or sexist elements implicit or explicit in the
textbooks.

D. Linguistic coverage and organization of
material

To familiarize the students with the sound
system of English, the writers have designed a
section under the heading of "Pronunciation
Practice". In Books 1 and 2, this section has
been devoted to teaching vowels and
diphthongs. But, there are two main problems
with this section in Booksl and 2. First, the
authors have sometimes resorted to low-
frequency words in teaching some vowels and
diphthongs and lost sight of more frequent
words. For instance, the writers' examples for

-



There are; in fact, comparatively few
empirical investigations of materials
development and use in the classroom. One
checklist, reported in Rivers (1981),
investigated the possible questions concerning
evaluation of textbooks. In River's checklist
(1981:475)significant questions are raised
within each of these areas. I found it more
exhaustive in comparison to the foregoing
checklists.

A. Appropriateness for local situation

To see whether or not a textbook is
appropriate for a local situation, teachers must
be informed about the objectives the writer
has had in mind. The writer's objectives are
usually disclosed in the preface or foreword
of a book. Apparently, preface or foreword
seems lacking in this set of books; however,
at the very beginning of Book 1, there is a
two-page section addressed to "the valued
colleague”, in which the authors claim to
explicate the objectives and the teaching
methods of each section of the books. But,
they have just offered some teaching
techniques rather than the objectives of each
section. The writers' objectives in terms of the
four skills, ,general reading, or specialized
reading are quite missing in this section.

Each of these high school books is teacher
taught. Three hours for Bookl, two hours for
Book 2, and two hours for Book 3 per week
during 9-month period. To some high school
English teachers, scarcely is this time enough

“to finish the book, and to my knowledge, this
time does not seems reasonably sufficient for
teachers to teach and students to learn each
book.

The pace of the material is another issue
which must be considered. Having taught the

given set of books, 1 think Book 3 moves too
fast for the intended students. The number of
words in the vocabulary section of this book
sometimes goes beyond 70 items. These long
lists of vocabulary have proved overwhelining
to students. Due to the unrcasonable pace of
the materials in Book 3, some teachers have to
leave out some parts of the materials to

complete the course in the time they have.

available. In other words, there is so much
material in Book 3 that the teacher would feel
smothered or pressured.

In material preparation, the students’
interests accordion to their age should be taken
into consideration. In this respect, however, the
writers have sometimes made too obvious an
effort to amuse the students. For instance, in
Book 2, the reading of lesson 4 sounds too
juvenile for the students or that of lesson 7 on
Book 3 seems too dull for them. Moreover, the
writers have failed to supply the material for
the students of differing abilities. In other
words, there is no extra material to be used for
enrichment for the faster learners and no extra
practice for the slower laerners. |

B. Appropriateness for teacher and student

The set of textbooks taught in Iranian
high schools seem to be based on eclectic
method. This method can be carrted through
well in the unit design if teachers do not deal
with the sections of each lesson disjointedly.
In the meantime, the native language, as it is
asserted by the writers, should be eschewed as
much as possible.

Films, slides, filmstrips, transparecies, large
pictures, or flashcards are not available with
this set of books. But, there are some tapes,
with acceptable quality, available on which

YA
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The final area in which materials can be
critiqued relates to the. values and attitude
which are inherent in them: it is possible to
evaluate materials for their sexism, racism and
so on. Littlejohn and Windeatt (1989) provide
examples of textbooks which are biased in
numerous subtle and not so subtle ways. For
example, one book showed only two black
people, one of whom was a muscular athlete,
the other a manual worker. Another contained
over thirty references to smoking and drinking
in the first twenty five pages, perhaps thereby
‘legitimizing and sanctioning such behaviour’.

Littlejohn and Windeatt (1989:174)
conclude their survey of perspectives on
materials design by posing the following
evaluative questions:

1. Do the materials extend the learner's

‘general’ or ‘specialist’ knowledge?

2. What view of knowledge do the
materials present? What implications
might this have for how leamers attempt
to learn? _ '

3. Do the materials develop the learner's
understanding of what is'involved in
language learning and how they may
help themselves?

4. How do the materials structure the
teacher-learner relationship? What
‘frame’ if any is placed on classroom
interaction?

5. Do the materials develop the learners’
general cognitive abilities? Is language
learning presented as reproducting or as
problem solving?

6. What social attitudes do the materials
present?

The discussion in this section underlines

the deeply ideological nature of languge

Y4

learning and teaching as reflected in the
materials which provide the springboard for
pedagogical action. Materials only take on
value in context, and the social and cultural
context in which they will be used must
underpin their evaluation and selection. It could
be claimed that the values implicit in the
assertions made in this section reflect western,
and even Anglo-Saxon views of language and
learning which may not be appropriate in other
contexts. This is something which only those
with detailed knowledge of particular contexts
can answer. However, there needs to be some
caution in rushing to judgement on new ways
of learning. Learners have an infinite capacity
to surprise, and there is a danger that the claim
of cultural inappropriacy may be used as an
excuse for refraining from action. It may also
block classroom initiatives which the leamners
themselves might welcome. In the final
analysis, we can only judge the efficacy of
materials by evaluating them in contexts off
use.

While the checklists provided by Sheldon
(1988), Littlejohn and Windeatt (1989) are
extremely valuable, they only enable us to
evaluate materials in a preliminary way. Most
of the questions on such things as rationale,
availability, layout and appropriacy relate to
issues which are external to the classroom. Any
comprehensive evaluation also needs to collect
data on the actual use of materials in the
classroom, and while we can exercise
professional judgement in answering questions
such as, ‘does the introduction, practice, and
recyching of new linguistic items seem to be
shallow/steep enough for your students?’,
ultimately, such questions can only be settled
with reference to their actual use.



checklist invites the teacher to adopt a critical

stance toward the materials' aims,
appropriateness and utility.

Littlejohn and Windeatt (1989) propose a
more modest scheme for assessing materials.
They suggest that materials can be evaluated
from six different perspectives:

1. The general or subject knowledge

contained in the materials.

2. Views on the nature and acquisition of

knowledge.

3. Views on the nature and language

learning. _

4. Role relations implicit in materials.

5. Opportunities for the development of

cognitive abilities.

6. The values and attitudes inherent in the

materials.

Content areas covered in materials include
the use of fictionalised characters and events,
general interest (which often reflects the
materials writer's guess about what might
interest learners), academic subjec; matter, a
focus on language itself, and literature.
Littlejohn and Windeatt (1989) also add
learning how to learn and specific purpose
content to the list.

In considering the views on the nature and
acquisition of knowledge inherent in materials,
Littlejohn and Windeatt (1989) make reference
to work in general education by sociologists
of knowledge such as Young (1971), who have
pointed out that what gets included in materials
largely defines what may count as ‘legitimate’
knowledge. The way materials are organized
and presented, as well gs the types of content
and activities, will help-to shape the learner's
view of language. They provide examples of

grammatical explanations which convey the

simplistic and sometimes erroneous notion that
the grammatical system consists of objective
watertight rules, and that gaining ‘knowledge’
in language learning is basically a matter of
accumulating objective facts. (Rutherford,
1987, provides an incisive critique of this
‘accumulated entities’ view of language
learning.) Beliefs on the nature of learning can
also be inferred from an examination of

‘teaching materials. These will often relate to

Y.

psychological and/or psycholinguistic theories
of language learning or acquisition and may
be explicitly spelled out in the introduction to
the materials. The importance of role
relationships in the classroom is being
increasingly recognized within the profession.
A key variable here is the amount of initiative
and control which learners are allowed to
exercise and the extent to which they are active
participants is in the learning process. Wright
(1987). provides the most comprehensive
treatment available on roles of teachers,
learners and materials in language classrooms.
In discussing the opportunities provided by
materials for cognitive development, Littlejohn
and Windeatt (1989) contrast the ‘empty
bucket’ view of learning with its emphasis on
the accumulation of linguistic knowledge with
a more active approach in which learners are
encouraged to negotiate and interpret meaning
and engage in problem-solving activities which
challenge them cognitively as well as
linguistically. They suggest that if this latter
view becomes more widely accepted, we shall
see a reorientation away from ‘language
learning as reproduction’ to ‘language learning
as problem solving’. Beyond problem-solving,
we have problem ‘posing’. This more critical
perspective is presented in Candlin (1984).
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remain some room for improvement
according to the scientific and meticulous
evaluations.

The main reason why, throughout this
paper, I shall be dealing with the evaluation
and suggestions for improvement of the set
of English books taught in Iranian high
schools is that they are the staple book that
form the basis of foreign language education
in Iran. Furthermore, for any given set of
matenials the choice is not only between using
them and rejecting them. Adaptation, as a third
alternative can prove effective.

For the evaluation of this set of textbooks,
I have grounded my arguments mainly on the
detailed checklist for textbook evaluation
proposed by Rivers (1981: 475). The major
areas that should be evaluated in relation to
the local situation are dealt with under the
headings in A to F. Next, there will be a
section under the heading of "Suggestions for
Improvement” in which some changes in and
additions to this set of books are proposed.

ture
There is a certain amount of controversy

associated with the use of commercial

- materials, particularly coursebooks. Swales

(1980), for example, refers to the textbook
‘problem’ in English for speciﬁc‘purposes.
One of the major concems is that any given
coursebook will be incapable of catering for
the diversity of needs which exists in most
language classrooms. The adoption of a
particular coursebook or textbook series by a
government ministry or educational authority
is often fraught with controversy, and
commercial publishers expend a great deal of
time, effort and money in promoting and

AR

securing contracts for their materials. On the
positive side, the best commercial materials
fulfil an important teacher education function,
and remove much of the burden and time
involved in creating materials from scratch. The
creation of materials can be particularly
burdensome in foreign (as opposed to second)
language contexts, where authentic source and
stimulus material may not be readily available.

When selecting materials it is important to
match the materials with the goals and
objectives of the program, and to ensure that
they are consistent with one's beliefs about the
nature of language and learning, as well as with
one's learners' attitudes, beliefs and preferences.
Evaluating and selecting materials is not an
easy task. As Low (1989) points out, rather like
the evaluation of hi - fi equipment, it remains
something of a ‘black art’, even when supported
by empirical investigations. ‘Designing
appropriate materials is not a science; it is a
strange mixture of imagination, insight and
analytical reasoning, and this fact must be
recognized when the materials are assessed:
(Low, 1989: 153). Nevertheless, the selection
processes can be greatly facilitated by the use
of systematic materials which are consistent
with the needs and interests of the learners they
are intended to serve, as well as being in
harmony with institutional ideologies on the
nature of language and learning.

Sheldon (1988) provides an extensive
checklist of questions which can aid in the
selection of materials. He proposes that
materials should be evaluated according to
criteria such as their rationale, accessibility,
layout and ease of use. A somewhat more
accessible list of evaluative questions is
provided by Breen and Candlin (1987). Their
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| Abstract o
This article evaluates the set of English textbooks taught in

Iranian high school in accordance with detailed checklist for
textbook evaluation proposed by Rivers (1981: 475). The evaluation
will be done under six headings consisting of appropriateness for
local situation, appropriateness for teacher and student, language
and ideational content, linguistic coverage and organization of
material, types of activities, and practical considerations. While
the focus of attention will be principally on evaluation, we shall
also look at some adaptations and use of commercially produced
materials as some suggestions for improvement. What emerges is
an acknowledgement of the subjectivity of the process, but also
the desirability of conteracting this by means-of more principled
approach through a set of criteria. It is clear that feedback from
both teachers and students is considered essential if material is to
achieve its purpose, that is, to help learners to learn effectively.
Key Words: evaluation, check list, text books, adaptation

Introduction
The importance of the textbook is undeniable for it will inevitably
determine the major part of the classroom teaching and the students’
out -of- class learning. Therefore, one of the issues that a language
teacher has to deal with is material selection or adaptation. Since
in some situations materials are fixed, teachers must make effective
use of what has already been prepared. Nonetheless, there may
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discourse markers. In fact the higher mean
value of experimental group is due to the
speaker’s use of markers in lecture, since all
of the other factors were the same (see graph
1).
® Discussion

As the results of this study show, both
macro micro discourse markers: helped the
EFL students in recalling the text material they
heard. In the light of the theory of information
processing and top - down, bottom - up
process of comprehension of discourse, the
finding that discourse markers led to better
recall of the text information should not be
surprising. It was found that the prior
knowledge of topic of a lecture helps top -
down processing by initiating expectation and
prediction about the lecture. These
expectations are then confirmed and supported
by speaker’s use of discourse signals of
relationship between successive episodes and
moves within the lecture. In other words, the
learners are aided in organizing the major
ideas in the lecture from the guidance of the
lecturer’s signals of major segments and
-emphasis. These macro - markers, the signal
of high level information or the macro -
structure of a lecture help the subjects
construct appropriate schematic models of the
major portions of the lecture as Chaudron and
Richards (1986) have mentioned too.

On the other hand, the micro - markers

which are often used as signal of lower - level

information in the text, serve as links between
sentences within the lecture or as filled pauses
which give listeners more time to process
individual segments of a piece of discourse.
Therefore, they provide more opportunities for
bottom - up processing. such pauses provide
further time for processing, and assist in
segmenting discourse into meaningful units
for higher - level processing. However, the

listeners should know that paying attention to
markers of the overall organization of the text
i1 a critical skill for the comprehension of the
information conveyed by the lecture. This
suggestion is supported by the result of this
research. |

In a study that Williams (1992) did, he
reported that for the international teaching
assistant, the planned explanations were found
to contain more explicit marking and more of
it than the unplanned explanations. They also
contained fewer unmarked key statements. He
proposed that international teaching assistants
need to use more explicit discourse markers in
order to overcome other comprehensibility
difficulties that may be the result of more local
problems, such as pronunciation.

As the last comment, regarding the research
result, the use of discourse markers can be
considered as an area of strategic competence
that can be taught and will have an immediate
effect on comprehension. This means that
nonnative speakers can compensate for skills
that they lake by using appropriate strategies.
In sum, the explicit marking of functions within
explanations appears to have direct impact on
comprehensibility and to be relatively easy to
learn. Incorporating these discourse markers in
their use may go some way to ward alleviating
the EFL teacher’s and students’ problems; and
may be usefully extended as a skill to the area
of teaching oral skills to other non-native
speakers as well.
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decision about the linguistic homogeneity of
the two groups was made. As the results of a
t-test showed there was no signifiéant
difference between those two groups. These
tests were administered at the pre-test stage
for both groups.

The three academic lectures without
discourse markers followed by a 16 item
multiple choice listening comprehension test
were given to the control group a week after
the administration of the pre-test (at the post-
test stage).

At the same time, for the experimental
group, the lectures with discourse markes
followed by the same 16 item multiple choice
test were given at the post-test stage.

@ Data Analysis

The raw scores of the 72 subjects were
compiled and calculated for data analysis. The
mean and standard deviation of the scores
obtained on each test and by each group were
calculated. A t-test was performed on the
means of the two groups in the pre and post
tests,

©® Results

According to the findings of this study, in
answering the research question, it can be
claimed that the markers have a positive effect
on the EFL students’ listening comprehension,
The experimental group performed the control
group in the post - lecture comprehension test.
It indicates that the students in the
experimental group benefited to a significant
degree from the speaker’s use of discourse
markers.

As table 1 shows, there is no significant
difference between the two groups on the
listening proficiency test (pre-test). Therefore,
it could be concluded that the two groups were
equal enough or homogeneous in terms of

listening proficiency. It becomes clear that from
the range of 0 to 50 of the listening
comprehension test scores, these two values
(19.25 and 19) are not that high. In other words,
the subjects’ listening proficiency level is
roughly at the intermediate level.

But as it is evident from table 2, there is a
significant difference between the performance
of the two groups on the post - test. The
comprehension of information contained in L2
lecture was better when the EFL students
listened to the speech with discourse markers

than when they listen to the speech without
Table: 1 summery of data for beth groups (pre-test)

index N sD Tevalue Level of df.
Subjects x observed | significance
Experimental | 36 1325 73 0.16 0.05 70
group
Cottrol 36 19 5.87
group

Table: 2 summery of data for two groups {posi-test)
index N SD T-value Level of dJf.
Subjects X : observed | significance
Experimental | 33 1062 | 386 2004 003 o4
group
Cantrol 3 R |29
group

post-test

pre-test
pre-test
B post-test

\l%



language laboratory (2) and (3) courses. Two
groups of them were chosen randomly to serve
as the experimental and control groups. In
each class of language laboratory 2 and 3, the
subjects were divided randomly into two
groups as experimental and control groups.
To assess their general language proficiency,
a Test of English as a froeign language
discourse markers was administered to the
(TOEFL) was given to them and based of their
scores which were between 400 and 500, they
were categorized as intermediate EFL
students. Both the control and experimental
groups consisted of 36 subjects. The subjects’
listening proficiency in English was assessed
through the listening section of the same to
TOEFL test. It should be mentioned that in
the pre-test of listening proficiency, 72
subjects took part (36 subjects in each group),
and in the post-test only 66 of those subjects
took part (33 subjects in each group), because
6 of the subjects were absent.

® Materials

Two kinds of test, an English language
proficiency test and an English listening
proficiency test were employed in this study.
To assess the subject’s English language
proficiency, a TOEFL test was chosen from
the book “reading for TOEFL” and
administered as the pre-test. The scores of the
subjects in listening section of this test were
analyzed and reported as the listening
proficiency of those subjects in the pretest.
For the post-test, two versions of three short
academic lectures were prepared, each version
for one group. The version of the lectures
which contained the discourse markers was
administered to the experimental group and
the other version which lacked the discouse
markers was adiminstered to the control group
in the post-test. These academic lectures were

YA

chosen from the students’ text books and
presented by an EFL university teacher. These
lectures were delivered in the reading style and
at a normal rate of speech. The authenticity of
the texts with discourse markers was checked
by the two EFL professors.

To test the EFL students’ listening
comprehension of the lectures, a 16 item
multiple-choice test was employed of each
version of the lectures. The questions were the
same for both experimental and control groups.
Each lecture was followed by 5 to 6 multiple-
choice questions (mostly factual and inferential
questions) related to the text they heard. All
the lectures and the questions were presented
and recorded by the same EFL teacher but the
answers given to the subjects in the booklet.

@ Procedure

The experiment was conducted in the
language laboratories of Isfahan and
Khorasgan Azad Universities. In each class of
language laboratory the subjects were
randomly divided into two groups as the
control and experimental groups. In order to .
create a relatively natural condition for doing
the experiment the subjects were not informed
about their participation in the study. All the
tests of pre- and post-test stages were
administered by the student’s regular lab-
instructors under the close supervision of the
investigator herself. Before the experiment
began, the subjects in both groups were given
a Test of English as a Forenign Language
(TOEFL) which included three parts: listening
section; structure section; and vocabulary and
reading comprehension section. The listening
section assessed their listening proficiency and
the other two parts assessed their language
proficiency. Based on the subject’s scores of
TOEFL test, that is, the listening proficiency
test and the language proficiency test, the
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functional class of verbal and non - verbal
devices which provide contextual
coordination for ongoing talk (Schiffrin,
1987). Both Cook, Murphy and Candlin
(1979) focus on how the rhetorical
organization of a lecture is signaled. Cook
examines the functions of connectives and
other devices which serve as indicators of
topic continuation. Discourse markers which
signal the information structure of discourse
by emphasizing directions and relations within
discourse include phrases such as “now,
getting back to our main point...”. Murphy
and Candlin identify a number of markers of
the rhetorical organization of lecture discourse
including what they refer to as markers (e. g.’
well, right, now’), starters (e.g. ‘well now, let’s
get on with...), and metastatements (e.g. !
want to mention two types of generator’).

Another research suggests that in addition
to possible prior knowledge of the topic of a
lecture, the L2 listener may benefit from
knowledge of the macro - structure and
discourse organization of lectures (C'haudron,
1983). Prior knowledge of this sort helps top
- down processing by initiating expectations
and predictions about the lecture. These
expectations are then confirmed and supported
by the speaker’s use of discourse signals of
the relationship between successive episodes
and moves within the lecture. Such discourse
signals, like Murphy and Candlin’s starters
and metastatements, and the signals of high-
level information described by Meyer et. al
(1980), could be termed “macro-markers”
(Chaudron and Richard 1980).

At the same time, some research suggests
that the speaker’s signals such as “well”, “so”,
“now”, “often” used as signals of lower level
information in the text and which could be
called “micro-markers”, serve as filled pauses
giving listeners more time to process

individual segments of a piece of discourse;
they hence provide more opportunities for
bottom - up processing (Chaudron, Richards
1986).

Fraser (1993) also believes that discourse
markers are one type of commentary pragmatic
markers. He says that discourse markers are
lexical expreissions; and each marker signals
a sequential relationship of as specific sort
between the basic message conveyed by the
utterance of which it is a part of some earlier
message.

Fraser (1993: 9) identifies three types of
discourse markers: ... a discourse marker
signals which is one of the three types of
comments: either that the current basic message
to which the comment applies involves the
discourse topic ih some way; or that the
comment involves the type of discourse activity
currently under way (e.g. explaining or
clarifying. ..); or that it involves some specific
relationship to the foregoing discourse (e.g. that
it is parallel to, or contrast with)”. Each of these
three types of discourse markers, discourse

“topic markers, discourse activity markers and
message relationship markers has a list of
markers.

With regard to Chaudron and Richards
(1986), and Fraser’s (1993) categories, this
study tries to investigate the effect of discourse
markers used by Iranian university EFL
teachers in their speech on listening
comprehension of university EFL students.

® Subjects

‘This study involved 72 EFL subjects. There
were 14 male and 58 female Iranains majoring
in Teaching English as a foreign language at
Isfahan and Khorasgan Islamic Azad
Universities. These subjects were enrolled in
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Infroduction

Spoken language is in different in form and
function from written language. A discourse
analysis approach enables us to analyze and
state some of these differences and to see the
implications for teaching students.

Brown and Yule (1989) illustrate the
differences between spoken and written
language. They mention that spoken language
is less richly organized than written language,
containing less densely packed information,
but containing more interactive markers and
channel holders or planing fillers. Beside, the
syntax of spoken language is typically much
less structured than that of written language;
in fact it contains many incomplete sentences,
often simply sequences of phrases and rather
little subordination. _

The speaker is typically less explicit than
the writer. In written language rhetorical
organizers of larger stretches of discourse
appear, but they are rare in spoken language
(Brown and Yule, (1989). So understanding
the spoken language is a difficult task for
many foreign students.

However an extended monologue, like
lecture, is widely used in university teaching
and will continue to be used in the future.
Therefore, any procedures that enhance the
effectiveness of lectures are likely to have
significant effect on students learning. In this
concern, there have been a few experimental
attempts to investigate what features of
lectures might aid L2 learners comprehension.
Several studies (Long 1985, Carvantes 1983,
Kelch 1985) have explored the effects of
repetitions, paraphrases, rate of speech, and
syntactic complexity.

The role of discourse markers in aiding
comprehension has been acknowledged by
few researchers (Chaudron and Richards,

- 1986). The discourse (verbal) markings are

called “metalingual comments” in which the
speaker specifically comments on how what
he is saying is to be taken (Brown and Yule, .
1989). It is clear that thematized metalingual
comments aren’t to be integrated with the
representation of content which the recipients
are constructing. They merely give them
directions about the type and structure of mentat
represention they should be constructing.

Researchers and educators have studied a
variety of speech phenomena to explain
individual differences in speech production.
From among these phenomena the effect of
phonology, vocabulary, and syntax on fluency
and comprehensibility have been studied. But
they are not enough. There is a reason to believe
that discourse markers and other constituents
of fluency, accuracy and comprehensibility are
highly correlated-in the speech of speakers
(Williams, 1992).

Round (1987) notes that in comparison to
native speaker (NS) teaching assistants,
international teaching assistants (ITAs)
frequently do not adequately elaborate the key
points of their presentations. They often do not
name important steps, mark junctures
explicitly, or mark cohesive links between
ideas. Tyler (1989) found that the increased and
accurate use of discourse markers greatly
increased the comprehensibility scores of NS
undergraduates. ‘

Since the idea of comprehensibility of input
in second language learning is of great
importance, this study tries to determine the
effect of discourse markers used in university

EFL teachers’ speech on students’
comprehension.
| Discourse Markers in Lectures

Theoretically, markers are members of
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This study investigated the effect of discourse markers on listening comprehension of 72 male
and female Iranian university students of English as a foreign language who were majoring in
English Teaching at Isfahan and Khorasgan Azad University. Their language proficiency assessed
in the pre-test by a TOEFL was at the intermediate level but their liqténing proficiency was slightly
lower than intermediate level based on their scores of listening proﬁmency test of TOEFL .

In the post - test stage, the subjects listened to three short academic lectures chosen from the
text books of the students. The control group listened to the version of the lectures without discourse
markers, and the experimental group, listened to the version of the lectures with discourse markers.
After each lecture, the EFL subjects were given a multiple-choice examination to test their
comprehension of information presented in the lectures.

Although there was no significant difference between the two groups in the listening proficiency
of the pre - test stage, a significant and meaningful difference was observed in the listening
comprehension of post - test results. The results indicated that the students in the experimental
group benefited to a significant degree from the speaker’s use of the discourse markers. In fact,
these markers facilitated listening comprehension. The findings of this study are also expected
to be important and useful to material designers, teacher trainers, teachers and lecturers. these
markers facilitated listening comprehension. The findings of this study are also expected to be
important and useful to material designers, teacher trainers, teachers and lecturers.

Key Words: discourse markers, listening comprehension, spoken language
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employed in the process of this experiment
and the result was satisfactory.

Another implication of this research lies
in its message for material developers, and
textbook writers. It proved that presentation.
of a list of cohesive devices is not enough.
Textbooks should provide different kinds of
meaningful exercises to make the students
understand the meaning and functions of
conjunctions in the context.
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In order to see whether the difference
between the means of the control and
experimental group was due to instruction or it
had to be attributed to sampling error or chance

a t-test was conducted. The result was "

t=2.64>2.000

The t-value exceeded the value of t-critical
at 0.05 level which meant that there existed a
significant difference between the two tests.

Thus, the null hypothesis was rejected; that
is making the students conciously aware of
the form and implication leads to significant
improvement in their writing.

| Conclusion - N

The null hypothesis in this research
asserted that explanation, exercises and
awarness of the form and implications of
conjunctions have no significant effect on the
improvement of Iranian students in using
appropriate conjunctions in their writing. In
trying to accept or reject the null hypothesis,
sixty students who were adult male and female
intermediate students were selected. They
were divided into experimental and control
groups, and both groups were given a pretest
in the first session. The pretest consisted of
two tests, one was a TOEFL test to the
determine the homogeneity of the groups and
the other was a writing test consisting of
completion items, multiple choice items,
Joining sentence item and a paragraph writing
exercise. The result of pretest proved no

* significant difference between the means.

Throughout the experiment, the experimental
group went through the process of different
types of contextual exercises in using
conjunctions in their writing. Different types
of functional drills were provided for them in
order to make them understand the crucial role
of these cohesive devices in the coherence of
the text. In the last session after three months
the same test was administered again as the
posttest. The statistical analyses proved that
explanations exercise and making the students
conciously aware of the role of conjunctions is
useful in improving their writing.

| Pedagogical implications

The conclusions emerging from this study
have implications for EFL teachers, testers and
material developers.

The result of the study revealed that our
traditional way of teaching conjunctions is
inadequat. It also proved that when instruction is
based on the proposed approach rather than on
the more traditional methods sugessted by
textbooks, students can be expected to understand
what the different conjunctions signify and learn
to use them appropriately in their writing.

The result of this study was also in favour
of new communicative approaches of language
teaching. Recent communicative approaches
emphasize the role of contextualization; using
realistic and comprehensible input, authentic
materials, as well as meaningful learning, All
of the above mentioned concepts were
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Tuesdays and Fridays at 8 in the morning. The
whole instructional procedure took place within
three months. At the end of the term a posttest
of writing was administered to measure the
. achievement of instructional program.

Here you have a sample of aparagraph
written by one of my students at the end of
instructional period:

In order to write a good paragraph you
should follow several steps. First, you should
select a suitable topic. Since the topic is usually

a general idea, it should be limited in a topic
sentence. Then you should write a couple of
supporting sentences to expand your idea.
There should be some relationship between
the topic sentence and supporting sentences
directly or indirectly. Finally you should end
your paragraph with a logical conclusion. If
your paragraph is about one main idea and
there is relation between all the sentences and
logical order of organization you have
produced a good, cohesive, and logical
paragraph.
| Statistical analyses
" To determine the effect of instructional
treatment on the development of second
language learners’abilities in writing the
following statistical analyses were conducted.
In the first place in order to determine the
homogeneity of the subjects the scores of
TOEFL were employed. After finding the
means and variances of the two groups an F-
test was conducted. the following table
illustrates the means and variances of the two
groups

Subject X SD
Experimental 479 90.25
Control 45.8 138.14

Then an F-test was conducted to examine
the homogeneity among the variances. The
result of F-test was (1.53). It is less than the
critical value of 1.84 and proves that these
groups belong to the same population, i.e. there
is no significant difference between them.

V1/V2=138.14/90.25=1.53<1.84
~ to check the internal consistency of the
pretest, its reliability was estimated by two
ways.

First it was estimated by K-R21 method. The
result was 0.78 which shows a high degree of
reliability and second the results of the pretest
was correlated through Pearson’s correlational

formula. The result was 0.85.

Then the difference between the means of
the two groups in pretest and posttest were
calculated. The following two tables reflect the
statistical features of pretest and posttest for
each group and in general.

w Control group | Experimental group 1 Total
Features Group A Group B

X 283 275 558

X 9.43 0.i6 93

v 16.64 2593 22,81

sD 4.43 5.05 4.78

w Control proup | Experimental group Tota!
Features Group A Group B

X 390 540 930

X 13 18 15.5

Vo 38.66 -18.3 34.65

SD 6.22 4.47 5.89
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variances of the scores obtained for the two
groups were calculated and compared through
the F-ratio. Since the observed value of F was
smaller than that of critical value, the two
groups were considered homogeneous. Both
groups were instructed how to use the
conjunctions. The control group was taught by
an instructor who used Let’s Write English as
the textbook, employing the traditional
methods of teaching conjunctions through a list
of conjunctions categorized according to their
functions.

The experimental group was taught by the
researcher.

During the first few weeks, most of students’
writings were a group of unrelated sentences
like these:

"I like fridays and [ have several reasons
for my interest. First I have free time and [ can
do every work that 1 like, such as go to the
cinema or park. Also, I can go to the house of
my relatives and my frinds and meet them. I
can study my lessons and read my favour
novels. Second, I can doing my personal
responsible. For example, go to the bath (1ake
shower), washing my dirty clothes, clean my
shoes, doing my home work and so on. Third [
can be with my family and enjoy of this, also I
can help my mother in works of house, like
cooking, lunch, clean the room, washing dirty
dishes. Also, we (my family and me) can argue
about our problems apd try to solve those.

There are many differences between male
and female teachers, at first male teachers
teach in boys’ and girles’ School whereas
female teachers teach only in girl’s school.
Then the male teachers put on every clothes
for school whereas female teachres put on only
uniform. Another the male teachers are more
serious than female teachers. The male
teachers do not always ask the students whereas
female teachers ask the students every day. Next

the male teachers have no friendship with their
students female teachers have friendly
relationship with their students. The male
teachers speak loudly in the class, but female
teachers do not speak loudly in the class. At
last, the male teachers do not have any works
at home, but female teachers have a lot of works
at home.

A quick survey of the above paragraphs shows
that the main problem of the students is how to
create coherence in their paragraphs. The ideas
are good, The diction and structure is acceptable
to some extent, but the relationship between the
sentences are obscured. These examples reveal
the English students’ incapability in creating
logical relationship between different fragments
of discourse.

In order to solve the problem, This group
was first taught the classification of linking
devices according to their grammatical
functions. In order to help the students
understand how each type of conjunctions work
within a sentence or between sentences, the
coordination conjunctions, subordinating
conjunctions and connective adverbs were
introduced separately. The source book for this
group was A comprehensive Grammar of
English Language.

In order to make the students aware of the
form and implications of conjunctions, the Farsi
equivalentes of conjunctions with some
examples were provided. The Students were
asked to read some Farsi texts and the role of
conjunctions in those texts were explained to
them. This helped my students to understand
the role of conjunctions within and between
sentences.

In an attempt to contextualize these linking
devices the students were provided with
different kinds of completion exercises,
sentence combining exercises, and exercises
concerning longer units of discourse and
Writing practices.

My classes were held twice a week, on
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' COHENSIVE DEVICE

semantic and syntactic restrictions of
conjunctions and give the students the erroneous
idea that they can be used interchangeably.
(Widdowson 1978, Vivian Zamel 1983)
Modern approaches, on the other hand,
emphasize that connectives can not be unders-
tood without taking the discourse context in
which they appear into consideration. They
suggest that since lists of conjunctions do not
demonstrate how cohesive devices establish
the logical relationship between the ideas
presented, they are ineffective as an aid in
teaching these links. (Brown and Yule 1983,
Forghal 1992) Widdowson (1987) makes the

same type of criticism about teaching strategies

that focus on conjuncts to be learned rather
than on how these links make contextually
related ideas clear and logical.

This study focused on the findings of
modern approaches and by proposing a new
method in teaching conjunctions, put it under
scientific and elaborate investigation.

Résear&Methonand Procedure Subjects

In order to carry out the study, sixty
students majoring in English from Payam
Noor University in Damghan were selected.
They were adult male and female students
within the age range of 19 to 24. They were
divided into two classes of 30, one of which

was considered as the expenmental group and.

v

the other as the control group. These subjects
were chosen randomly from among 150
students. The instructors of the two classes were
different.

The subjects performed on the standard test
of the TOEFL and a pretest of writing and a
posttest of writing.

Instrumentation

Three instruments were used in this study.
Two writing tests and a standard test of the
TOEFL.

In order to check the homogeneity of the
groups, the subjects were asked to take the
TOEFL test in the first session. The test consisted
of 180 multiple choice items of structure,
vocabulary reading passage and writing ability.

A pretst of writing consisting of completion
items, completion e¢xercises, sentence combining
excercises, and some paragraphs for free
writing were assigned to both the experimental
and control group in the first session. The same
test was administered to the subjects as the
positest after the completion of instructional
program within interval of 12 weeks. The topics
of the paragraphs were provided by the teacher
and each time the subjects were to choose one
topic out of three.

Procedure
Based on the results of the TOEFL test the



| INTRODUCTION
Cohesive devices are the syntactic

realization of the logical relationship between
ideas. These devices are crucial in writing
because they turn separate clauses and
paragraphs into connected prose, signalling the
relationships between ideas and making
obvious of meaning the writer is trying to
communicate. (Jerry on 1983, Morton Ann
1995)

There are various devices which connect
ideas 1n writing. Halliday and Hassan (1976);
in their exploration of connective devices
identified five major categories of connective
devices, lexical cohesion, reference,
substitution, ellipses, and conjunctions. While
English language students need to learn and
identify and use the whole variety of linking
devices, they particularly need careful
instruction in the use of conjuncts those
connectives more specifically refered to in
grammer books as coordinating conjunctions,
subordinating conjunctions, and conjunctive
adverbs or transitions. (Vivian Zamel 1983)

These linking devices establish
relationships between ideas in successive
sentences. Without conjunctions it would be
exteremely difficult to make sense of the
connections between ideas. Conjunctions have
anticipatory role, they prepare the readers to
anticipate the ideas that follow. They tell

readers what to expect. “However “flashes
contradiction ahead . “In fact” signals here
comes a strong restatement of what has been
said. “Therefore” means a conclusion or a
consequence approaching, etc. (Bandar, 1980)

These linking devices are found to be
problematic for English language students.
Dubin and Olshtain (1980) found out that
whereas native speakers of English generally
learn to use these cohesive elements as they do
other aspects of language, English students
seem to have great difficulty in mastering them.

Cohen et al. found that non-native speakers
of English were particularly troubled by
markers of cohesions in their writings. Teachers
of writing have all seen compositions in which
the meaning or intent has been obscured, either
because these links are inappropriate

semantically or syntactically.

It seems that despite the critical role of
conjuncts in writing. Students of English are
not always able to take advantage of them. This
may be primarily because of misleading
methods in the instruction of these devices.
(Bacha & Hanania 1980). Most compositions
Or writing texts or grammar books such as “let’s
write English “or communicate what you
mean “solely categorize cohesive devices
according to their function. In fact,' what the
students are offered are lists of cohesive devices
categorized according to function. This
approach of teaching conjunctions ignores the
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syntactic realization of the logical relationship between ideas should be taught contextually.

Widdowson (1978) and Hatim and Mason (1990) and Raimes (1983) and Dubin and Olshtain
(1980) all point to the absurdity of presenting alist of cohesive devices in teaching and emphasize
the role of context and contextual teaching. Based on this belief a study was carried out to
evaluate the validity of the ideas expressed by these methodologists.

The aim of the present study was to examine the effect of a new instructional approach of
teaching conjunctions on the students’ ability of writing. The research was designed so that it
would provide answers to the following questions.

1- Is there any relationship between the students’ awareness of the form and the implications of
conjunctions and their impro; vement in using appropriate conjunctions?
2- Does the students’ knowledgg of the form and the implications of the conjunctions help them
to produce more coherent writings? '
The following null hypothesis was formulated:
Ho:” Explanation exercises, and awareness of the form and implications of conjunctions in
the source and the target language have no significant effect on the improvement of Iranian
students in using appropriate conjunctions in their writings.

In order to answer the above questions 60 homogenous students majoring in English at Payam
Noor University in Damghan were selected. They were randomly divided into two equal groups:
experimental and control.

The experimental group was taught by the résearcheij himself and the control group was taught
by another instructor.

Throughout the research theses data gathering instruments were employed: a TOEFL test, a
pretest of writing, and a posttest of writing.

In order to test the null hypothesis various statistical analyses were performed: 1. Measurement
of F-ratio 2. Correlation of pretest and TOEFL 3. Computation of the reliability of the posttest by
K-R21 method 4. Comparison of the means through t-test.

The result of the statistical procedure proved that explanation, exercise and the awareness of
the form and implications of conjunctions have a significant role on the improvement of the
students in using appropriate conjunctions in their writing. It also proved that this approach will
lead to more coherent writings.

Key Words: conjunction, cohesive device, contextual teaching, discourse, comminucative
approach, lexical cohesion, coherence, Logical relationships
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THE SIGNIFICANCE OF CONJUNCTION

AS A COHENSIVE DEVICE IN TEACHING

COHENSIVE DEVICE

ABBAS MORADAN
SEMNAN UNIVERSITY

Sty Oyl s 5 05 el sl 2 ol O gail iy
i g 39b a0 5N S -“J‘J’fxrﬁ*«-l-’r;xfb-‘
3 pemea Lo i 55b & e d ¢ Opel gl s
..LIAJS‘_g_)LifoﬁJ

odge 4 by 2 25 05 8 S Gl Olpie s Sl
38 b ey by o s ai 03,5 o L) L 230
LL WOl cpyme gadla dhll e o) goln Ol 4 (g 5200
35 Lt g om ol obime 5 (il b (glacslds g lasylS
BN 5 et B 5 el 35l 0 ) el g5 5 51
b da, g o b dher oS5 a3 adibes (sl ol
PLOLELL CS 5L s d s by o oy ao SV oSS
ity Ol il 45 (514658 a4y s pala b} OLT 4 ol 20 S
..u,,,dd,sd,f‘_dtu,ul_{.:(_guq,w@h:s;

L e Oyl G SV 4 o S S
o2 g el lg bz ._—.s;rt,-,.;n_,pj;%;)w.__t,;”}g
Salen 5 itens ey ot 4 5 alone BB Oge3l 53
tgliin B35 a3 b O gl g Sy s - A3 antia Ly S
Sy b 55 Ol has - 30 el gl oy 0y U A2
05,5 53Dl ras Sibe AT s 5 428 aultms K-R21
i apiloen t Opa3 G2 o O g 5 O g

Ctred $031 5 45 3,5 ol (U o 5 452 gl
dgei 32 ubg)dgﬁr:nwjdi.bjlohﬁ;xbd»lf-l}i);;
Glaad s 5o coslis dayy g (58NS 4 5 Ol it Sl g
g g G Shgi 4 e 5 2 Sty 1B O

Lyl ¢plmadl Sl P50 cokazil 1 HEals
L,L:-_n) lels tuﬂa;»

O«

il 0455 |
S 0l 25 poT o5 g DLt 3 Ol 31 Slmr
Sheled Olyie w o) Ly o a5 Ahs el o)l O Ol e 4
Aoy A el e 53 Aol el ke Ll (g5l
RS 0 gl s A p VAVA Jlr 3 ' gmisiy
pealie o (Al luly By 5 e by Sl 4 oS
dlo 53 oy g A8 o LSt day ) g o Y e g8 Sl
i 6344 ¢ day Oy 5l g3 1) 45 5,5 AST VAYA
ool a8 S g Wl Ot 4alOl 5 4 by 4255 ol e h (i O
S 58 Kl e 5 aiS o Ol ) egrlie ilae Jasly
Odragd) 145 3,8 UST Cmdly ol (535 0 a3 5) L Higd
C Al ey HLS ay OF 5 a8 e 8,8 i 3 g )y By
LI Oy

Ol Sl b5 oLl (51 8 et Oldies lae Wil
oot 5 A b bl G sy by 35 ol 02003 5
gl 5SS a8 e cpl Gl ot s L dalys |
Ob g ils (g)led sl QLIS ) dayy g o o jo5 4t 53 Did
T ) g A GRS (el Gl LS )

Spepr s Jary by e 5 K25 paetils BT LT
§a,15 3925 (slabal, kh—s_’_;?t'—r_!lc_.h-ﬁ)),‘l)lSJJ Lol bty

ol a Jay By o e 3 IS5 N OL g ity Sl LY
€35 dalyst S8 ikt slalys Gl 52

8y53 Ol getils 51 25 F 0 c‘_")BQWj..M.gOJbé“L.‘leﬁ
2y g s OLaals oL 250 31 d SN 0L oy i)
Sl ESpe s She Ol sl el aen L Wkd St ol
Olomtal 3 Koa 1t a8 Wapn S YYE VA g i 5o
n_,,f})A_‘;JJSJAOQﬁm‘-JbW .L)ﬁoﬁdﬁ.&)ﬁﬁ
ool 3 Olsabal gl L A Gy o SS9 (0 25
YA+ om0 0geil oSy e sl amdr Olan 53 (B3b shaeg S
RV APV 1 W

C o ol a3 edd a8 IS 4 Sile Db (5,505,8 (slatl
Sy 5 )by Ogenil s S ¢ U Opall ST 1 SHals
.Lg_,l.:.:.)i'&_y_ﬁu_:




o

3
Z
=
=
&
=
Q
e,
&0
=
&
S
=
N
=Y b}
S

Ubiquity of Metapher.
mesterdam; Benjamins, 85-117.
Fernandez J.W. (Hg) 1991. Beyond
Metapher.Stanford:
Stanford University Press
Lakoft G.& Johnson M. 1980. Metaphors
We Live by. Chicago: University
of Chicago Press
Lakof G. & Turner M. 1989. More than
cool reason. A Field Guide to
Poetic Metapher. Chicago:
University of Chicago Press
Ortony A. (Hg). 1993. Metaphor and
Thought, Cambridge
University Press.
Quinn N. 1991, The Cultural Basis of
Metaphor in: J.W. Fernandez.
(HG). Beyond Metapher.
Stanford: Stanford University
Press.
Schurf B. 1082. Linguistik der Metapher.
Der DU 3, 6-19.

Wierzbica A. 1992, Semantics, Culture and
Cognition. Universal human
concepts in cultur-specific
configuration.




Man koénnte im Unterricht auch
onomasiologisch vorgehen, d.h. feststellen,
welche Worter fiir den Ausdruck ein und

desselben Begriffs metaphorisch gebraucht

werden' koénnen. Man konnte dabei
onomasiologische Sphiren vergleichen, Lexik
aus denen metaphorisiert wird, und
Gemeinsamkeiten sowie Unterschiede
analysieren.

Als Beispiele Konnten folgende Bezei-
chnungen angefuhrt werden:

"dummer Mensch"

Farsi, Ghar, gav, Gosaleh (Esel, Kuh,
Schaf)

It. ciuco, asino (Esel), .
engl. sheep (Schaf), Pumkin (Kurbis),
turnip (Rube),

dt. Ziege, Kuh, Esel,

Jr. mouton (Schafsbock, auch "sturer
Mensch'", courge (Kurbis), pied (Fuss),

"Kopf'f

dt. Birne, Rube, Kurbis,

It. zucca (Kurbis)

im Fr. wird poire(Birne) abwertend fur
das Gesicht verwendet,

Im Fremdsprachenunterricht miissen die
typologischen Besonderheiten der jeweiligen
Sprache beriicksichtigt werden. So muss Z.B.
betont werden, dass im Franzosischen die
Metaphorisierung sehr verbreitet ist und auch
vielen terminologischen Bezeichnungen
zugrunde liegt. Dabei sind es in der Regel
vollstindige Metaphoren, die metaphorischen
Bedeutungen scheint im Franzosischen auch
weiter als in anderen Sprachen von den

direkten Bedeutun gen entfernt. Das ist auch fiir
das Englische der Fall zu setn.

Im Deutschen handelt es sich oft um
Komposita, in denen eine unmittelbare
Konstituente metaphorisch umgedeutet wird
und nur im Kompositum diese Bedeutung
aufweist. Eine Menge von solschen Komposita
gibt es in der Publizistik, und es ist mitunter
sehr schwer, entsprechungen in anderen
Sprachen zu finden. Als Beispiele kann man
die folgende Worter nennen:

Elchtest, Datenautobahnen, Datenlands-
trassen, -feldwege, Elchspuren und -opfer,
Birnen-Witze, Seelenmassage.

Oder das ganze Kompositum bekommt eine
metaphorische Bedeutung:

Pathoskiller-Kabarettist, Ehekiller-Politik,
Lehrflasche-unfahige Professor.

Von Interesse sind auch Vergleiche der
verbalen Metaphern und der Wortbildungs-
produktivitit der metaphorischen Sememe in
verschiedenen Sprachen.
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Mehrsprachigkeit besonders der Fall, wenn
Z.B. in zwei Sprachen die gleichen Metaphern
gebraucht werden, was zu unberechtigen
Verallgemeinerungen fiihren kann.

Beim semasiologischen heragehen kann
zwischen folgenden Fillen unterschieden
werden:

1. Im Rahmen ein und derselben
Lexicalisch- semantischen Gruppen werden
verschiedene Worter metaphorisch gebraucht.

So werden folgende Tierbezeichnungen
nur in einigen Sprachen metaphorisiert: Im
Franzosischen merle (Drossel), Poule
(huhn), Poulet (Kuken), im Deutschen Krote,
Gimpel, Krabe,

Haufig sind es gewohnliche, fur die
entsprechende Kultur typische Tiere, es gibt
aber auch Exoten dabei. So bekommt das fur
die Franzosen exotische Tier Nashorn
rhinoceros die metaphorische Bedeutung
"dummer Mensch". Im Deutschen Gans.

2. Worter mit gleicher direkter Bedeutung
konnen in verschiedenen Sprachen vers-
chiedene metaphorische Verwendung finden.

So bezeichnet Adler im Franzosischen
aigle einen grossen (bedeutenden) Mann, im
Russischen einen mutigen Menschen, und
im Englischen ist eagle im Militarjargon ein
Fliegerschuler, im Farsi ein Flugzeug.

Blau bedeutet im Russischen
homosexuell, im Deutschen betrunken, im
Englischen treu, umg. auch unanstandig,
skabros.

3. Bei Worter, die einige metaphorische
Bedeutungen entwickeln, kénnen diese
teilweise zusammenfallen.

So entwickelt die Farbbezeichnung grau
die mtaphorische Bedeutung "duster"

ITEL

"trostlos', ''dde'’" in allen analysierten
Sprachen, die anderen metaphorischen
Bedeutungen sind aber spezifisch:
"kulturlos'', unkultiviert im Russischen, im
"und im Deutschen, "an der Grenze der
Legalitat" im Fransosischen "angetrunken.

Der Lowe gilt als verkorperung des Mutes
in Farsi, im Franzosischen, Italienischen,
Russischen, Englischen, im Englischen
entwickelt das Wort Lion noch die Bedeutung
"bekannter Person' und im Plural Lions-
Sehenswurdigkeiten.

Im Beitrag werden einige metaphorische
Felder (farb-, Tierbezeichnungen, Korperteile,
meteorologische Lexik) in Farsi, Deutsch,
Russisch, Polnisch, Englisch, Franzosisch und
[talienisch verglichen.

Dte folgenden Tabellen zeigen beispielhaft
die metaphorischen Bedeutungen Adjektivs
und eines Substantivs, das Zeichen+bedeutet
"vorhanden".

Sprache Farsj it dt eng fr
Bedeutug sard giallo gelb yellow | jaune
gelbe Rasse + + + + +
Boulevard + + + +
stark Lo+
gemein-dngstlich + +
eifersuchtig +
Sprache Farsi | it dt eng fr
Bedeutug ssar testa Kopf | head tete
vordere Teil + + + + +
Gipfel + +
Uberschrift + + +
Briefkopf
oherer Teil + + + + +
Gesicht +
rundes Gemilse +
Person an der Spitze + +
kritischer Punkn + +
Schaom +
Blumentopf +




Dabei kann das Wort in den
metaphorischen Bedeutungen verschiedene
Implikationen aus seiner direkten bedeutung
realisieren. Fiir den Hund sind es z.B. solche
wie Treue,
Minderwertigkeit, schlechte
Lebensbediengungen Agressivitit, Bosheit,
was in Metaphern getrennt oder in
kombinationen realisiert werden kann. So
wird sclechtes Wetter oder Leben in den
analysierten Sprachen als fr. chien de temps,
dt. Hundewetter, Hundeleben, farsi Sendegi
sagi, eng. dog's life. Treue und harte Arbeit
werden in farsi hervorgehoben. Die Adjektive
konnen die Bedeutung des Substantivs
modifizieren, ein bldéder/ verriickter/
gerissener/ sturer/ dicker Hund.

In allen Sprachen wird die meteorologische
Lexik metaphorisiert, teilweise auch in
gleicher Richtung. So
Temperaturerscheinun- gen fur die
Bezeichnung
Beziehungen verwendet: Kdlte bedeutet
Feindschaft, Gleichgiiltigkeit und Warme
Gute, Wohlwollen, Herzlichkeit. Z.B. dt.
kiilte, kalt, eisig, frostig, kuhl, warm (soziale
Kiilte, die neue deutsche Kilte, der soziale
Kdltegrad), fr. froid, glacial, chaud, engl.
cold, warm, it. freddo, Farsi. garm, ssard.
jagh. Auch in der Politik benutzt man wirter
wie Frostperiode, Tauwetter oder Friihling.
Adjektive und Verben kdnnen ebenso
metaphorisiert werden. So bezeichnen die
Adjektive und Verben, die den
Himmelzustand bezeichnen, auch den
Seelenzustand des Menschen, dt. heiter,
trube, engl. to thaw. Wenn etwas in einer
grossen Menge kommt,
meteorologische Verben oder Substantive

werden

zwischenmenschlicher

kdonnen

gebraucht werden:

Selbstlosigkeit,

dt. es regnet Gold, es hagelt Vorwurfe,
Hagel von Drohungen,

Engl. to hail with stones, compliments
upon sombody, rain of

congragulations, to rain kisses,

Farsi saile doschnam, Baran Rahmat.

It. le piovono telegrammi,

Fr. pleuvoir qch.,.

In der Interaktionen mit der Umwelt werden
kognitive Begriffsstrukturen entwickelt, die fur
die Organisation und Stuktur ganzer
Begriffssysteme dienen: Zeit, Gefiihle, Ideen
usw. Das Schema der Vertikalitat fuhrte dazuss
"unten'' als negativ und "'oben' als positiv
empfunden wird:

IThre Stimmung stieg.

Er ist immer obenauf.

Ich bin so niedergedruckt.

Gipfel der Freude. :

engl. His spirit rose. He is downcast

It. Scadere nell opinione publica.

Farsi. Moghamash bala raft, Ruhieash
bala raft

Positiv ist auch die Vorwartsbewegung, weil
sie fur uns mit dem erreichen des Zieles
verbunden ist, und die Riickwirtsbewegung
wird dahingegen als negativ empfunden:

Mit der Zeit Schritt halten, keep pace with
the times, mit einer Arbeit weiterkommen,
advance. Farsi, ba saman pish berawim,
ghadam dgelo begosarim. Pasrawi mikonad.

Wiihrend es sich bei universallen Metaphern
um positiven Transfer handelt. mussen die
kulturspezifischen mehr und intensiver geubt
werden.

Man braucht also eine linguistische Analyse
des lernenden Stoffes, um den moglichen
Fehlleistungen vorzubeugen. Das ist bei der

o¥f
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Seit den 80er Lahren wird aligemein
anerkannt, dass die Metapher nicht nur ein
poetisches Stilmittel ist, sondern unser
Alltagsleben durchdringt. Deshalb ist es
wichtig, die Behandlung der Metapher in die
Fremdsprachendidaktik zu integrieren. Im
Grunde genommen, muss metapher in den
Mittelpunkt des fremdsprachenunterrichts
riicken.

Vor allem handelt es sich dabei
Gebrauchsmetaphern, die nicht mehr als
bildhaft empfunden werden. Die Natur der
metap- -horischen Ubertragungen lisst keine
Regulantaten erwarten, deshalb kann die
Richtung der Metaphorisierung bestimmter
lexikalish-semantischer Gruppen nur ganz
allgemein prognostiziert werden. Im
kollektiven Bewusstsein jedes Volkes gibt es
eime Menge von Bildern, die mit bestimmten
Motiven verbunden sind, welche ihreseits
ganz individuell sein konnen. Das neue Bild
entwickelt um sich herum ein "metaphorisches
Feld", wo die Beziehungen aus dem
Ausgangsfeld ganz logisch in das Zielfeld
libenommen werden,d.h. die ganze seman-
tische Sphire unterliegt der Metaphorisierung.
So wird Zum Beispiel das Wort "Paket" in
der Bedeutung" Massnahmenkomplex fiir die
Lésung eines bestimmten Problems"”
gebraucht. Die Metapher ist nicht neu, aber
in letzter Zeit hat sich ein metaphorisches Feld
aus der Sphire der Postdienstleistungen
gebildet

Das Sparpaket ist fertig geschnurt, wurde
verschnurt, a bgeschickt, ,ging auf die Reise,
wurde aufgeschnurt, ziiruck an den
Absender geschickt, kreditpakete werden
geschnurt

Die Finanzkriese, die im Sommer 1998 in
Asien begann und die ganze Welt erschiitterte,

00

rief die Entstehung eines metaphorischen
Feldes hervor, deren Grundlage Naturka-
tastrophen (Taifun, Hurrikan oder Erdbeben)
bildeten; Jahrhundertesturm saust iiber die
Weltmarkte. Man weiss nicht ..... wie lange
er wutet und wohin er zieht. Schockwellen
haben den sicheren Boden erschuttert. China
began zu zittern, ein Kontinent war im
Rutschen. Brasilien wackelt..... Japan darf
nicht zum Herd eines globalen Finanzbebens
werden.

Vor allem werden Wérter metaphorisiert,
die die bekanntesten Begriffe aus der niachsten
Umgebung des Menschen bezeichnen, deshalb
kann man in allen Sprachen die Meta phorisie-
rung von Lexemen gleicher lexicalisch-
semantiscer Gruppen beobachten: Korperteile,
Tiere, Pflanzen, Stoffe, Verwandtschaftsbezei-
chnungen, kleidungsstiicke Haushaltsgeriite,
Naturerscheinungen usw.

Bei metaphorischen Ubertragungen kann
man Universalles und Kulturspezifisches
beobachten. Manchmal sind verbluffende
Ubereinstimmungen anzutreffen, So tragen oft
verschaiedene Einzelteile von Mechanismen
die Bezeichnungen der Kérperteile,wiihrend
die Mechanismen selbst oft nach Tieren
bekannt werden: farsi Sar, dt Kopf (der
Stecknadel, schraube) farsi dasteh, fr. bras,
it. braccio, dt Arm (eines Hebels), fr. doight,
it. dito, dt. Finger engl. finger werden fiir die
Bezeichnung von gleichen technischen Teilen
verwendet.

Tierbezeichnungen werden metaphorish fiir
die Charakterisierung der Menschen beniitzt:
Als Bezeichnungen fiir schlaue Menschen
dienen farsi Rubah, dt. Fuchs, fr.renard, engl.
Jox,. Fiir hinterlistige farsi Mar, dt. Schlange,
engl. snake, fr. vipere.



Metaphern in mehrsprachigkeit

und ihre Bedeutung in
Ubersetzung

Fereschteh Mehrabi ,Deutsche Abteilung ,Universitat Isfahan
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Kurzinhalt:

Dieser Aufsatz behandelt die Rolle der Metaphern im Sprachunterricht, nicht nur als ein
poetisches Stilmittel, sondern als ein Phinomen, das unser Alltagsleben durchdrningt.

Bei metaphorischen Ubertragungen kann man Universalles und Kulturspezifisches
beobachten. Bei universallen Metaphern sind verbluffende Ubereinstimmungen in allen Sprachen
anzutreffen. Daher wihrend es sich bei universallen Metaphern um positiven Transfer handeit,
miissen die kulturspe- zifischen mehr und intensiver behandelt werden.

Das ist bei der Mehrsprachigkeit besonders der Fall,, wenn Z.B. in zwei Sprachen die gleichen

. Metaphern gebraucht werden, was zu unberechtigen

Verallgemenerungen fuhren kann. Man kann bei der Behandlung der Metaphern im

Sprachunterricht sema- siologisch oder onomasiologisch vorgehen.

Schliisselworter:
Metapher; lexikalish-semantisch; meta- phorisches feld; positiver Transfer
Mehrsprachigkeit; semasiology; onoma- siology; Universale Metapher; kulturelle Metapher;

Komposita

oF




didactique générale des langues étrangéres, Paris: CLE et imaginer: Les gestes mentaux et leur mise en auvre,
lnternat:onal 1980, op. cit., p. 97. “e+ ... Paris: Editions du Centurion, 1987, p. 106.

5. PURE’.N Ch., Histoire dés methadoiog:es de

U'enseignement des langues, op. cit., p.358.

6. GALISSON R., D'hier & aujour d'hui..., op. cit.,

=
Z
3
:
z
=
O ]
Y,
&
o
o
=
I
-
(=1}

p.99. ) ‘
1. Archipel, L:vret de Présentation, Extrait du Lwre du- c
professeur, Introductlon p.7. ) o

8. Voir GALISSON R., Dhier & aujourd'hii..., op. e

cit., p.98. - ' ~

9.tbid ‘ ‘\\. S | Ciiren

10. 1bid., p.99. o . h T

1. DE MARGERIE Charles PORCHER Louis, Des

média dans les cours de [anguev, Parls CLE ;  _‘ ”

International (ColI «D!dacnque des !angues M -
étrangéres»), 1981, p.38. ‘ .

12. Voir DE MARGER[E C, PORCHER L., Des -

média..., op. cit.

8 13. POSTIC Marcel, L'imaginaire dans la relation 1 i “
pédagogique, Paris: PUF. 1989, P.11. - - - - N e
14. JEAN Gcorges Pour une pédagogie de . | 4 “7\"
limaginaire, Paris: Casterman, 1991, pp.23-24. R ‘ \ :
15. WUNENBURGER J.-J., L’ imagination: < op. cit., oy T . !"3: ; L
PP38-39. <.y © \\“ I T S S
16. GALLINE Mﬂ:‘lg-Plf}I‘l’C Lzberer :l"imagination‘ o e - S
Pour une gestion mentale de i‘mmanve, Pam Bayard
Editions, 1993, pp, 75-76. : |
17. GALLINE M.-P.; Libérer '._irr'téginatf'on..., op. cit.,

p.76. ’ | . |

18, Ibid., p.77.

19. GALLIEN M.-P,, Libérer I'imagination.. . Op r_u f s

p.138. ' e w7 e

20. SUTTER Jcan, L'asiticipation, Paris: PUF, 1983, s -
p.23 - e b e

21. Voir DE LA GARANDERIE Antoine, Comprendre

ov



permanent, c’est une expérience sans laquelle
il sera impossible de juger de ce qu’il faut
faire, consentir, sacrifier, développer. La vie,
la vie véritable , n’existe que dans une
perpétuelle sécrétion de 1’avenir, qui est
I’anticipation».?

L’anticipation est donc I’attitude qui
consiste & vivre mentalement par avance ce
qui est susceptible de se passer dans la réalité.

Dans le second cas (la troisieme personne),
le sujet n’est pas directement acteur dans son
1mage ¢t cede sa place a une autre personne.
Cela est peut-€tre di au mangue de confiance
et de sécurité. En se détachant de 1’objet
d’apprentissage, il se sent en sécurité. Plus
tard, il pourra passer a une gestion en premiere
personne. |

En outre, imaginer une situation peut
dissiper ce que A. de La Garanderie dénomme
«émotion paralysante», c’est-a-dire les
blocages psychologiques et le sentiment d’étre
incapable de réussir ou d’étre ridicule.?'

Comme nous 1’avons vu plus haut,
I’imagination est la faculté qu’a I’esprit de
produire des images. Cette production peut
étre directement liée & la perception du monde
extérieur ou consister en une production libre
d’images intérieures. Ce serait un regard qui
se porte a la fois sur des représentations
mémorisées du réel et sur des représentations
«projetées» par I’esprit, de lui-méme.

Dans le cadre d’un cours de langue,
imaginer des &tres dans des jeux dramatiques
peut aider ’apprenant a agir sur son
comportement lorsqu’il sera face a des

autochtones. De cette fagon, il pourra se

libérer de ses inhibitions et de ses craintes dans
une situation réelle de communication.

En reégle générale, on considére
I’imagination comme une activité de
reconstitution ou de transformation du réel.
Dans le cas d’un cours de langue, 11 §’agit de la
reconstitution (ou plutdét de 1’anticipation)

d’une situtation donnée.

uise de conclusion

On dit que I’'imaginaire commence 1a ol la
réalité s’ impose ou lorsque quelque chose n’est
pas directement accessible. N’est-il pas vrai que
dans l’apprentissage d’une langue étrangeére -
contrairement a d’autres matiéres - I’apprenant
n’a pas d’accés a4 une pratique de son
enseignement, surtout s’il se trouve dans un
pays dont la langue n’est pas celle qu’il
apprend. En imaginant une situation et en le
jouant, I’apprenant restera a 1’abri de I’épreuve
de la réalit€ extérieure qui peut parfois étre

frustrante.

Notes
1. PUREN Ch., Histoire des méthodologies de

l'enseignement des langues, Paris: CLE Intemational
{coll. «Didactique des Langues Etrangéres»), 1988, p.
141-142.

2. Ibid., p. 143,

3. GAUTHIER A., Opérations énonciatives et
apprentissage d'une langue étrangére en milieu scolaire.
L'anglais a des francophones, Paris, A PL.V, 542, 981,
p.55, cité par PUREN Ch., Histoire des méthodologie
de l'enseignement des langues, op.cit., p.320.

4. Voir GALISSON R., D'hier a aujourd’hui, la
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«[...] ’homme élabore des projets en
construisant souvent des sortes de
magquettes mentales idéales de ce qui
est d réaliser, cherche a se représenter
les moyens de réalisation les plus
adaptés aprés avoir anticipé, par
scénarios successifs, les conséquences
possibles de chacun, ou se motive a
['action en anticipant les avantages qui
suivront la réussite, etc. [...]
l'imagination, tout entiére portée vers
la nouveauté, vers le possible, se révéle
comme un pouvoir psychique de
simulation d’une réalité non encore
advenue. »"

On distingue, dans la psychologie, deux
sortes d’imagination: [’imagination
reproductrice et I’imagination créatrice, la
premigre renvoyant aux «images des objets
ou des paroles, ou des sons que I’on a déja
pergus».'®

En revanche, I'imagination créatrice met
en avant «la faculté de former des images
d’objets ou de baur des discours que 'onn’a
pas percus ainsi que la faculté de faire des
combinaisons nouvelles d’images».'?

Autrement dit, lorsque I'individu évoque
des perceptions antérieures ou ce qu’il est en
train de percevoir sous formes d’images
mentales ou de discours, 1’on parle de
I’imagination reproductrice; En revanche, il
s’agitde I'imagination créatrice, lorsqu’il crée
des images et des conceptions nouvelles dans
différents domaines de I’ activité inteliectuelle
ou qu’il anticipe des solutions différentes a
des problemes théoriques ou pratiques.'®

I1 va de sot que dans la pédagogie
contemporaine, on s’efforce de préconiser
plutdt I’'imagination créatrice et de rejeter
I’imagination reproductrice qui peut étre
dérangeante.

A ces deux sortes d’imagination, on peut
ajouter une imagination ludique qui est le fruit
du rapprochement de I’imagination et du jeu
(les jeux dramatiques ou les
pédagogiques).

L’apprenant d’une langue étrangére doit
souvent imaginer des situations de
communication qu’it n’a pas encore vécues.
Anticiper une situation par le biais
d’imagination lui permet de vivre par avance
ce qu’il aura a faire dans la réalité. Cette
activité d’anticipation imaginative permet 2
I’apprenant de s’entrainer, autrement dit de
faire des essais pour tenter de réussir le mieux
possible ce qu’il aura a faire dans la réalité
future (lors d’une communication dans la
langue apprise).

jeux

Ainsi, pour parvenir & imaginer et a
s’imaginer dans ’avenir, il faut acquérir la
capacité a I’anticiper mentalement autrement
que par la récitation d’une legon qui enferme
I’apprenant dans le présent. L’'imagination est
la fonction de I’avenir et on imagine pour
rendre présent ce qui nous manque.

Ce procédé aide mentalement I’apprenant a
mieux affronter la réalité. M.-P. Gallien propose
deux sortes de gestion de I’imagination: en
premiére et en troisi¢me personne. Dans le
premier cas, pour s’approprier un objet
d’apprentissage quelconque, I’apprenant joue
son propre role, c’est-a-dire qu’il se projette
dans I’ avenir, il I’anticipe en s’y incarnant. {l
joue la sceéne par avance par une anticipation
imaginative dans laquelle il s’incarne
directement. Selon M.-P. Gallien, «en étant
directement acteur, le sujet, de cette fagon, peut
I’état d’avancement de sa
compréhension».'? ,

Le fait d’anticiper une situation permet 2

mesurcer

I’apprenant d’étre conforté quand il y sera
réellement. Anticiper, «c’est un banc d’essai

(AR



deux exemples tirés de La France en Direct ]
et Le Nouveau Sans Frontiéres 1: '

Comme nous pouvons le constater, les
images dans la premiere méthode se
présentent en séries et servent a explorer la
situation de communication du dialogue. A
chaque image correspond, en effet, un énoncé
(un mot ou une phrase). Méme, 'envers du
décor est présenté a travers des bulles (par
exemple, |’autre personne au bout du fil, lors
d’une communication téléphonique), ce pour
empécher I’apprenant de traduire le dialogue
dans sa langue maternelle. Cette abondance
d’images ne laisse pas a I’apprenant I’occasion
d’imaginer la situation. '

En revanche, la méthode Le Nouveau Sans
Frontieres 1 ne présente qu’une image
correspondant a la situation de communication
(I’'image situationnelle). Cette image, a elle
toute seule, est susceptible de déclencher la
parole entre les apprenants et de les inciter a
imaginer chaque geste et chaque mouvement
des personnages du dialogue.

Comme dans d’autres méthodes
communicatives, on confie 4 I’enseignant et
aux apprenants la tiche de créer des situations
de communication dans la classe par d’autres
moyens.

En 1981, C. De Margerie et L. Porcher

souhaitaient que 'apprenant se mette a

«imaginer» les images au lieu de les lire

uniquement et de les voir integrées en séries
dans le manuel (selon ces auteurs, ’image
audio-visuelle a pour fonction de visualiser
I’énoncé). Ce procédé, emprunt€ a la publicité,
peut certainement entrainer des €échanges
verbaux entre les apprenants qui feront appel
a leur «compétence imageante». On retourne
ainsi vers ]’«imagination» et son produit

I’«imaginaire».'? L’imaginaire: un
nouvel objectif

Il convient, a ce stade de notre étude, de
présenter les acceptions de ces deux notions.
Selon Marcel Postic, «imaginer c¢’est
“évoquer des étres, les placer dans des
situations, les faire vivre selon son bon
plaisir. C’est créer un monde a son gré, en
se libérant. Tout est possible. Tout peut se
réaliser. [...] L'imagination est un processus.
L’imaginaire en est le produit»."?
«Imagination» signifie, selon Georges
Jean, «la faculté par laquelle ’homme est
capable, soit de reproduire - en lui ou en se
projetant hors de lui - les images
emmagasinées dans sa
(imagination dite «reproductrice»), soit de
créer des images nouvelles qui se
matérialisent (ou non) dans des paroles, des

mémoire

textes, des gestes,‘dcs objets, des oeuvres,
etc. L’imaginaire serait alors le mot qui
désigne les domaines, les territoires de
I’imagination [...]»."

Et enfin, pour situer ce sujet dans le
temps, selon Kant, I"imagination comprend:
1) la faculté de former des images qui
engendre des représentations du présent; 2)
la faculté de reproduire des images qui
engendre des représentations du passé; 3)
la faculté d’anticiper des images qui
engendre des représentations de I’avenir.

~ Dans ce cas, on se représente I’avenir
ou 1’aide
d’anticipations accompagnées parfois de
craintes. Parfois, on a tendance 4 se détacher

imminent lointain, a

du réel en imaginant une scéne. Mais grice
aux consignes des exercices, |’apprenant
reste le plus proche possible de la réalité.
En effet:
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«Plus U'image renvoie a une tranche
déterminée et totalement identifiable de
la réalité, moins elle éveille en nous le
fantasme. Le mystérieux, I’énigmatique
font appel spontanément & notre
imaginaire. Enfin, le dépouillement
semble également renforcer la

g J Ou [lal N«J.G Roshd

dimension fantasmatique.

L’accumulation d’éléments dans une
image a tendance a en ramener
Uinterprétation au niveau de la
devinette. La présence de quelques
éléments seulement contraint a en
inventer d’autres, afin de rendre les
premiers lisibles. »"'

Afin de montrer la différence entre I’image

méthodes communicatives, nous avens choisi
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Les méthodes de 1a troisieme génération
(ou I’approche communicative) abandonnent
totalement la présentation en série d'images
schématiques correspondant 2 une série de
répliques (le découpage visuel parallele au
découpage sonore, ies «narrations graphiques
linéaires» ou les «textes en images») et optent
pour l'introduction de quelques 1mages qui
représentent globalement le cadre de la
communication et les personnages.

L'image sémantique sera remplacée par
I'image situationnelle dans ces méthodes qui
«évoquent certains traits pertinents de la
situation d'énonciation (cadre physique, age,
profession des interlocuteurs, etc.) et participe
ainsi & la justification des énoncés produits» .

A titre d'exemple, nous pouvons citer la
fonction de I'image dans la méthode Archipel:

«Bien entendu, l'image est le point de
départ de l'explication, mais les
images de la méthode n’ont pas été
congues pour une utilisation
exhaustive; ROUs n'avons pas voulu en
faire le support principal de la
communication. Nous pensons, en
effet, que la motivation a la pratique
de la parole en classe devrait surtout
passer par la création du besoin de
communication a l'intérieur de la
classe. Les images ont donc été
congues essentiellement
véhiculer des informations de type
situationnel et culturel plutdt que

pour

référentiel. »’
Selon R. Galisson, la nouvelle
méthodologie met I’accent sur la dimension
fantasmatigque de I’image qui a pour but de
projeter les apprenants dans I’image. On
essaie de la peupler de leurs besoins, de leurs

désirs, de leurs réves, et de faire en sorte qu’ils
se lancent dans les échanges verbaux.®

L'augmentation de [’utilisation de
techniques de classe telles que la simulation et
le jeu de rOles dans les méthodes
communicatives (ou de la troisieme génération
d'aprés Christian Puren) est peut-étre, a notre
sens, une conséquence de cette transformation
du statut de 1'image.

Cela permet surtout de créer parmi les
apprenants des simulacres de situations de
communication plus riches et variées que la
dramatisation des dialogues de base dans la
méthode audio-visuelle.

L’image audio-visuelle, sous son ancienne
forme, n’a plus de raison d’étre car I’on est
armivé a.cette conclusion que «le code iconigue
est a la fois moins riche et plus équivoque que
le code verbal».® D’autre part, la langue
maternelle a été réhabilitée dans 1’approche
communicative.

Désormais, 1'image a une fonction
situationalisante, ethnographique, culturelle et
de déclencheur verbal «susceptibles de mettre
les apprenants dans des Conditions de réel
simulé ol leur savoir-faire simulé est mis &
I’épreuve».!?

Il n’y a plus de synchronisation du son et de
I'image et cette derniere joue un réle de
stimulateur verbal et de déclencheur de
discours. Les concepteurs des méthodes
cherchent, par le biais d’image, a faire travailler
I"tmagination des apprenants. En effet, ces
derniers sont incités a imaginer les propos des
personnages figurant sur I’image. Ensuite, ils
peuvent s’exprimer d’aprés ce que I’image leur
suggere. C’est ce que Galisson appelle image
provocatrice (s’opposant a image médiatrice
des méthodes audio-visuelles). Cette nouvelle
fonction de I’image se précise comme suit:
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notions concrétes hors situation. On a défini
I’introduction de I'image a 1’époque
(Pinstruction de 1908) - que d’ailleurs on
n’utilisait pas systématiquement - comme suit:

«Les meilleures images sont celles qui
contiennent en un cadre commun un
nombre assez d’objets, de plantes,
d’animaux et surtout de personnes en
action. L'image doit étre traitée
méthodiquement, en vue du vocabulaire
et de la grammaire. »'

A l'opposé, les images dans la méthode
audio-visuelle «viseront les unes i représenter
uniquement la situation de communication du
dialogue, les autres a présenter des objets
concrets comme les images directes, mais en
situation, c'est-a-dire tels que les personnages,
au moment ol ils parlent, peuvent les voir (ou
du moins se les imaginer: ils sont alors
représentés dans des bulles)».?

C'est une relation texte/image qui s'installe,
c'est-a-dire l'intégration de l'image dans le
manuel au détriment des tableaux muraux. On
peut dire que, dans la méthode directe, I'image
joue un rdle auxiliaire tant qu'elle ne fait pas
vraiment partie d'outil pédagogique et ne sert
pas a mieux expliquer le dialogue.

A. Gautheir compare I’image dans les trois
méthodes traditionnelle, directe et audio-
visuelle et conclut de la maniére suivante:

«Pour la premiére l'éléve érait
essentiellement un décrypteur. 1l ne
s'agissait pas en fait de s'approprier la
langue étudiée. La seconde, faisant de
l'enesignant le maitre du jeu ainsi gque
du savoir, voyait surtout dans l'éleve un
répondeur. Avec la caution des
instructions ministérielles, les méthodes

audio-visuelles vont faire de l'éléve un
acteur.»’

La fonction principale de I'image, comme
nous venons de le souligner, est d'éviter le
passage a la langue matemnelle de 'apprenant.
C’est ce que Robert Galisson qualifie de
«substitut sémantique» qui est supposé «étre a
la fois I'équivalent sémantique du fragment
d'énoncé qu'elle [I'image] sous-tend et 1'écran
capable d'occulter la langue maternelle, donc
d'empécher la traduction».

L'image audio-visuelle représente surtout
des objets réels, des mouvements et des
personnages figurant dans la lecon parfois a
l'aide des bulles a l'intérieur des images qui
renvoient au contenu des répliques. Cela
change €galement le rdle de I'enseignant qui

.n’a plus a dessiner ou 3 mimer le mot ou la

situation a enseigner.

Une des caractéristiques de cette méthode
est la synchronisation et l'association du
dialogue et de I'image qui représentent la
situation de communication. A chaque image
correspond une partie du dialogue. Cette liaison
entre I'image et la phrase correspond aux
théories behavioristes et au schéma d'un
conditionnement car, au bout d'un certain
temps, I'apprenant a tendance a répéter la phrase
uniquement en présence d'image.

Cette association systématique de 'image et
du son sera abandonnée dans les méthodes
audio-visuelles de la seconde génération et les
apprenants seront incités a commenter les
situations a partir des seules images avant
méme d'entendre le dialogue.

Cette dissociation de 1'image et du son
«marque le début du recul de l'intégration
didactique autour du support audiovisuel,
annongant de la sorte la troisieme génération
des cours audiovisuels» .’

Y
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|_Résumé o

Dans cet arlicte, nous tentons de présenter I'evolution du réle de l'image dans les méthodes de
francais langue étrangére, depuis la méthode directe jusqu’ a I'approche communicative, Dans
cette derni€re, 1’image n’est plus présentée en séries, en synchronisation et en association avec
le dialogue et elle représente globalement le cadre de la communication et les personnages. Cést

ainsique les apprenants sont incités a imaginer et a créer des situations de communication en
rapport avec le theme de la legon.

Mots clés: image, méthode de frangais, approche communicative, dialogue, theme, méthode
directe

"INTRODUCTION R de I'image de I'approche communicative qui
o vise a suggérer une situation quelcongue sans

Depuis la méthode directe, I’'image a ~encombrer le countenu a enseigner. Nous

toujours fait partie intégrante des manuels tenterons, dans cette bréve étude, de passer en

d’enscignement des langues ou sous forme e F€VUe les grandes lignes de I’évolution du rdle

tableaux muraux. En effet, aux schémas et d¢1’image dans les méthodes de frangais depuis

dessins effectués par le professeur s’ajoutaient 12 Méthode directe jusqu’a I’approche

les images, cect pour ne pas retomber dans la communicative.

traduction (a éviter dans la méthode directe).
On est encore loin des images de la | Un apercu général

méthode audio-visuelle qui servent a faciliter .

I'explication et l'exploitation du dialogue et Les images dans la méthode directe favorisent

qui se présentent en séries. Et plus loin encore  UN® meilleure explication des mots isolés et des

7Y
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