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Diez und "Fundgruben des Orients” von J. von
Hammer gelesen. Er schreibt in den Tag-und
Jahresheften folgendes: "Der Divan war auch
den Winter Gber mit so viel Neigung, Liebe,
Leidenschaft gehegt und gepflegt worden,
dass man den Druck desseiben mit Monat
Maérz nicht langer anzufangen zauderte. Auch
gingen die Studien immer fort, damit man
durch Note, durch einzelne Aufsitze ein
besseres Verstandnis zu erreichen hoffen
durfte, denn freilich musste der Deutsche
stutzen, wenn man ihm etwas aus einer ganz
anderen Welt heriberzubringen unternahm. "2
Wie Goehte selbst am Anfang seiner Noten
und Abhahdlungen ankindigt, versucht er, das
“Land der Dichtung" und das "Dichters Lande"
zu beschreiben. Dabei ist sein Augenmerk vor
allem auf Persien gerichtet.?

Das Werk, das Goethe schuf, ist, wie der
Name sagt, sowoh! westlich als auch stlich.
Ja viel mehr: Indem der Divan beides ist,
gehort er weder dem Westen noch dem Oes-
ten, sondern allen Menschen, ja der ganzen
Menschheit.
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Osten, war verbunden mit der kérperlichen
Reise in die Goethsche Heimat.'®

Hegire
“Nord und West und Siid zersplittern,
Throne bersten, Reiche zittern,
Fliichte du, im reinen Osten
patriarchenluft zu kosten,
Unter Lieben, Trinken, Singen
Soll dich Chisers Quell verjingen."1?

Zusammenfassend kénnen wir nach
Wolfgang Lenz in der Begegnung von Hafiz
und Goethe 6 Stufen feststellen:1®

1. Bekanntschaft mit Hafiz durch einzelne
Gedichte

2. Die starke Einwirkung durch die
Hammer-Uebersetzung

3. Die Zuneigung zu Hafiz

4. Schatzung und Verehrung von Hafiz als
Mensch und Poet

5. Darstellung des Hafiz im West-dstlichen
Divan als der Nacheiferung unerreichbar.

Ein Gedicht aus dem Nachlass zum West.

Ein Gedicht aus dem Nachlass zum West-
ostlichen Divan lautet:

"Hafis, dir sich gleich zu stellen,

Weich ein Wahn!

Rauscht doch wohi auf Meeres Wellen
Rasch ein Schiff hinan,

Fihtlet seine Segel schwellen,

Wandelt kiihn und stoiz;

Will's der Ozean zerschellen,
Schwimmt es, morsches Holz.

Dir in Liedern, leichten, schnellen,
Wallet kiihle Flut,

Siedet auf zu Feuerwellen;

Mich verschlingt die Giut.

Doch mir will ein Diinkel schwellen,
Der mir Kithnheit gibt.

Hab' doch auch im sonnenhellen
Land gelebt, geliebt!"®

Der West-dstliche Divan

Goethe begann im Jahre 1814 nach der
Bekanntschaft mit Hafiz, am West-éstlichen
Divan zu arbeiten. der grisste Teil der Gedi-
chte sind in den Jahren 1814 und 1815 ent-
standen. 1819 sind die gesammelten Gedichte
zum ersten Mal erschienen. Der Divan hat
wahrend seiner Entstehung vier Male den Tite!
gewechselt. 2

1. Titel (Sommer 1814): Gedichte an Hafis

2. Titel (Winter 1814): Versammilung
deutscher Gedichte mit stetem Bezug auf den
Divan des persischen Sédngers Mohamed
Schemseddin Hafis

3. Titel (Februar 1816): West-dstlicher
Divan oder Versammlung deutscher Gedichte
in stetem Bezug auf den Orient

4. Titel (1819): West-Gstlicher Divan.

Wie aus dem zweiten Titel ersichtlich ist,
hat Goethe viele Gedichte seines Divans
tatsachlich in bezug auf Hafiz' Verse gemacht.
Burdachs verdienstvolle Arbeit gibt alle
Bezugsverse aus dem Hafiz-Verk an.2"

Der West-dstliche Divan besteht aus zwei
Teilen: der Poesie-Teil (Dichtung) und der
Prosa-Teil (Noten und Abhandiungen).

Die Dichtung enthélt zwélf Biicher, die
jeweils einen deutschen und einen persischen
Titel haben, z. B. Moganni Nameh (Buch des
Sangers).

Der Prosa-Teil unter dem Titel "Noten und
Abhandlungen” sollte dem Leser helfen, den
Poesie-Teil besser zu verstehen. Die Noten
und Abhandlungen sind grdssten Teils
historischen und biographischen Inhalts.
Goethe hat fir den historischen Teil u. a.
‘Denkwirdigkeiten von Asien" von H. F. von

~  FLTJ
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Leben von Oelsner, Buch Kabus, Magnun
und Layli, Reisebeschreibungen von della
valle, Tavernier und Chardin, Fundgruben des
orients von Hammer, Gulistan von Sa'di,
Herbelot, Werke (ber Muhammad von
Rehbinder, Turpin und Boulainvillers, Oriental
Collections, Vorlesungen bei Serenissima aus
Ferdawsi. Diese Studien waren Goethe eine
grosse Hilfe bei der Verfassung von "Noten
und Abhandlungen". Abgesehen von solchen
Studien hatte Goethe regen Gedanke-
naustausch mit beriihmten Orientalisten seiner
Zeit wie Diez, Lorsbach und Siivestre de Sacy.

Goethe beherrschte die orientalischen
Sprachen nicht, versuchte aber, die Schrift zu
erlernen. Am 21. Oktober 1815 schreibt er an
Knebel: "...... Bei Paulus habe ich 14 Tage
Arabisch geschrieben, welches zu manchen
geselligen Scherzen Anlass gab." An Diez
schreibt er folgendes: "Das weite Feld des
orientalischen Studiums gibt mir sehr frohe
Ansichten, leider fehlt mir die Kenntnis der
Sprache, an welche seit meiner Jugend kaum
mehr denken kénnen.""!

Wie schon erwdhnt, sollte man im
Zusammenhang von Goethe-Hafiz-Bege-
gnung Goethes Interesse am Orient nicht
ausser Acht lassen. Die frage lautet nun:
Warum interessierte sich Goethe flr den
Orient und wie ist seine besondere Zuneigung
zu Hatiz zu begrunden?

Der Klassizismus macht der Romantik
Platz. Es herrschte ein starker "Drang nach
einer zuriickliegenden héheren Einheit der
menschlichen Natur".'? Die deutsche
Romantik fand in der alten Ueberlieferung des
Oreints das, was sie brauchte und suchte. In
dieser Epoche entstand ein Bedirfnis nach
Erkenntnis der Urquellen européischer
Sprachen, Sitten und Religion. Das Bekannt-

werden der Sanskritsprache fahrte da zu, die
eigentliche Heimat der grossen Kulturvblker
Europas im Osten zu suchen. Generell war
ein Hang zum Orient hin zu verspiren. Die
orientalischen Studien Goethes, vor allem die
Hé’ﬁ;-Lekti]re, entsprachen also durchaus
dem Geist dieser Zeit.'* Auch er suchte den
Ursprung des menschiichen Geschlechts:
“Dort, im Reinen und im Rechten, Will ich
menschlichen Geschlechten In des
Ursprungs Tiefe dringen, Wo sie noch von
Gott empfingen Himmelslehr, in
Erdesprachen Und sich nicht den Kopf
zerbrachen."*

Die politischen Unruhen zur Zeit Goethes
waren ein weiterer Grund fir ihn, im Osten
seine innere Zuflucht zu finden, zumal auch
Hafiz ein Zeuge vom Zerfall des Reiches und

“von Zerstérungen war. Unter der schrecklichen

Zeit vom Mongolenfiirsten Timur hat Hafiz
sein ausgelassenes Lied ge-sungen. Goethe,
der in Napoleon den Timur verkdrpert sah,
beschreibt seine geistige Reise nach Osten
folgendermassen: “..... Alles was dem Stoff und
dem Sinne nach bei mir Aehnliches verwahrt
und gehegt worden, tat sich hervor, und dies
mit um so mehr Heftigkeit, als ich héchst nétig
fahlte, mich aus der wirklichen Welt, die sich
selbst offenbar und im Stillen bedrohte, in eine
ideelle zu flichten, an welcher vergniiglichen
Teil zu nehmen, meiner Lust, Fahigkeit und
Willen Uberlassen war."'®

Das erste Gedicht im West-6stlichen Divan
"Hegire" ist ein Zeugnis dieser Reise (Hegire
heisst auf Arabisch "Auswanderung” und
bezeichnet den Zeitpunkt der Emigration des
Propheten Muhammad von Mekka nach
Medina, mit dem die islamische Zeitrechnung
beginnt). Diese Hegire, die geistige Reise nach



reiner Zufall, sondern ist eher im Rahmen
Goethes Interesse fir den Qrient zu sehen.

Goethes Zuneigung zum Orient

Goethes Zuneigung zum Orient-und dies
schon von Jugend an-wird durch viele Tatsa-
chen bezeugt:? Er las die Bibel und beschaf-
tigte sich mit hebraischen Sprachstudien und
Altern Testament. 1772 GObersetzte er einen
Abschnitt aus der 6. Koransure. Diese
Uebersetzung diente als Grundlage fiir den
Eingangsmonolog des "Mahomet-Dramas”,
das ein Fragment blieb. Goethe Uibersetzte im
Jahre 1783 ein Gedicht aus "The Moallakat or
seven Arabian poems" (die Moallakat sind ein
Sammelwerk, das vorislamische arabische
Gedichte enthélt.? 1797 machte er seine
Studien Uber die finf Bicher Mose weiter,
welche spéter in den "Noten und abhandlun-
gen” das Kapitel "Israel in der Wiste" bildeten.
Goethe Obersetzte 1799 Voltaires "Mahomed®;
dieses Stiick wurde am 30. Januar 1800 in
Weimar aufgefithrt.

Den entscheidenden Anstoss zu indischen
Studien gab ihm Fr. Schlegel im Jahre 1808.
Darauf schrieb Goethe das Stiick "Der Gott
und die Bajadere", das aus einer indischen
Erz&hlung erwuchs.*

Goethe las Gami's Liebesroman
"Mag’nun und Layla", aber auch "JUsuf und
Zutagha* ynd "Salomo und Sabas Kénigin".
Die asiatischen Reisebeschreibungen (wie die
von Marco Polo) und die Schriften der
gelehrten Orientalisten Europas gehérten u.
a. zu Goethes Lektiren.®

Goethes Begegnung mit Hafiz

Goethe erwéhnte Hafiz zum ersten Mal in
seinem Tagebuch vom 7. Juni 1814; er stellt
diese Begegnung so dar:

"Wenn ich frdher den hier und da in
Zeitschriften Ubersetzt mitgeteilten einzelnen
Stlcken dieses herrlichen Poeten nichts a
bgewinnen konnte, so wirkten sie doch jetzt
zusammen desto lebhafter auf mich ein, und
ich musste mich dagegen produktiv verhalten,
weil ich sonst vor der méchtigen Erscheinung
nicht hatte bestehen kénnen. Die Einwirkung
war zu lebhaft, die deutsche Uebersetzung lag
vor, und ich musste also hier Veranlassung
finden zu eigener Teilnahme."®

Die Hafiz-Uebersetzung, die Goethe zur
Verflgung hatte, und als Hauptquelle fir
seinen West-dstlichen Divan gi‘lt, war von
Hammer-Purgstall.” Joseph von Hammer-
Purgstall war ein grosser Orientalist, er
beherrschte viele Sprachen, u.a. Turkisch,,
Arabisch und Persisch. Als er einmal in
Konstantinopel einen Darwis Hafiz-Verse in
der Original-sprache rezitieren hérte,
beschloss er, den Hafiz-Divan ins Deutsche
Zu Ubersetzen. Von 1799 bis 1809 dauerte
dann diese Uebersetzung, die erste vollstan-
dige Uebersetzung auf deutsch war. Ueber
Hammer schreibt Goethe am 16. Mai 1815
folgende Zeilen an seinen Verleger Cotta:
e S0 haben Sie z.B. die von Hammersche
Uebersetzung des Hafis drucken lassen, ein
sehr verdienstliches Werk, und fiar mich von
grossem Wert, das aber doch nicht viele leser
findet, indem es in Zustanden, Gesinnung und
Dichtungsart allzusehr von uns abliegt."®

Tatsachlich war der Hafiz-Divan mit
seinem kulturellen Hintergrund fiir Goethe sehr
fremd. Und doch wird die Hammers Hafiz-
Uebersetzung fir Goethe zur téglichen Lektire
und zum "Buch der Biicher".® Aber liber dem
Hafiz-Divan vergisst Goethe die anderen
orientalischen Werke nicht. Diese sind gemass
Weiz'®. Arabische Moallakats, Mahomets
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Nichts Wohlklingenderes als die Stimme
der Liebe habe ich gehort;

Diese Stimme ist jenes Andenken, das
unter diesem runden Firmament bleibt.

Als Hafiz' diesen Vers dichtete, wusste er
nicht, dass eines Tages diese wohlklingende
Stimme der Liebe in der Gestalt seines Werkes

einen der besten deutschen Dichter, namilich
Goethe, erreichen wirde. Der Widerhall jener
Stimme offenbarte sich dann im Goethes
Werk, dem West-6stlichen Divan.

Man fragt sich wohl wie es zu einer "geisti-
gen Begegnung" zwischen diesen beiden
genialen Dichtern kam. 424 Jahre nach Hafiz'
Tod las Goethe dessen Divan und war von
diesem grossartigen persischen Dichter SO
begeistert, dass er zur eigenen dichterischen
Produktion veranlasst wurde. Die Tatsache,
dass er zu Hafiz' Werk gelangte, war kein



im Lerner. Die Spannungen ergeben sich
daraus, daf3 das jeweilige Fremde nicht nur
neue Sprach-und Kulturmdglichkeiten erdfinet,
sondern auch eine Infragestellung, ja
Bedrohung %igener Sprach-und Kulturer-
fahrung bedeutet. Es kannals gesichert
angenommen werden, daf} derartige Aneig-
nungsprozessé von betrachtlichen Hoffnungen
und Angsten begleitet werden. Diese auf das
Fremde gerichteten und von dem Fremden
ausgehenden Angst-und Hoffnungsgefihle
sind zugleich die starkste Motivation beim
Lernen und Kennenlernen von Fremdkultur.
(Krusche, 1983, 251)

Unterschiede im Verhalten als Thema und
Gesprachsanlaf3 im Deutschunterricht
veranschaulicht die Abbildung auf der
folgenden Seite.

Ein deutsches Nein heifft Nein

Im vorigen Winter bin ich nach Deutschland
gefahren, um meine deutschen Sprach-
kenntnisse zu verbessern und die Deutschen
kennenzulernen. Ich versuchte, mit den
Deutschen Kontakt aufzunehmen. Deshalb
habe ich wiederholit Deutsche eingeladen. Und
jeder, den ich eingeladen hatte, af gerne
agyptisches Essen.

Doch einmal, als ich einen Taxifahrer und
seine Frau zu mir eingeladen hatte, geschah
etwas Seltsames. Ich hatte mich einen halben
Tag auf diese Einladung vorbereitet. Als sie
um 18 Uhr kamen, war der Tisch schon
gedeckt. ich sagte: "Warum gucken Sie so?
Das ist nicht zum Gucken, sondern zum

Essen.”

Die Frau und ich setzten nus zum Essen
hin, aber der Mann wollte nicht und sagte:
"Nein, danke!" Ich sagte: "Aber kommen Sie
zum Essen, es wird lhnen gut schmecken."-
“Nein", wiederholte er. Dann habe ich noch
einmal gebeten: "Aber probieren Sie mal!* Da
sagte er argerlich: "Ich kann nichts essen."-
"Das geht doch nicht!" sagte ich, "Sie missen
etwas essen." Da erwiderte er: "Was sind Sie
far ein Mensch!" Ich dachte: Was hast du
getan, daf3 er so argerlich ist? Wahrend des
Essens fragte ich die Frau, die mich anstarre,
als sei ich verriickt: "Warum will er nichts
essen?"- "Ehrlich, wenn er kdnnte, dann hétte
er gern gegessen. Wir hatten keine Ahung,
daf® Sie uns zum Essen einladen wiirden."-
"Ach, Entschuldigung”, sagte ich. "Bei uns in
Agypten ist bei einer Einladung das Essen eine
ganz selbstverstandliche Sache. Der Gast sagt
zwar aus Héflichkeit, Nein danke', aber damit
ist nicht gemeint, daf3 er wirklich nicht essen
will. Man soll den Gast mehrmals zum Essen
auffordern, und der Gast wird immer etwas
nehmen, auch dann, wenn er keinen Hunger
hat, damit die anderen nicht bdse auf ihn
werden."

50 habe ich erfahren, dafz "Nein" auf
Deutsch ehrlich "Nein" heif3t.

Fatma Mohamed Ismail

s
Universitidt Gesamthochschule Kassel Druckhaus
Langenscheidt 1993
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Orientierung, die auf einen Aufenthalt in den
Zielsprachenléadern vorbereiten sollen und die
deshalb vorwiegend auf die Erarbeitung von
Themen und Situationen aus dem deutschen
Alltag abgestellt sind, weltweit einzusetzen.
Betrachtet man solche Lehrwerke-etwa
Deutsch aktiv oder Themen-aus der Perspek-
tive eines Lernenden, der in groRer raumlicher
Distanz zu den deutschsprachigen Landern
Deutsch iernt und von ganz anderen Kulture-
llen Wertsystemen und Verhaitensweisen
gepragt ist als die Menschen im deutsch-
sprachigen Raum, dann wird deutlich, da[3 ihr
didaktisch-methodisches Konzept nicht fur ihn
entworfen worden ist. Das bedeutet:

1. Die Lernziele miften neu bestimmt
werden.

2. Die Auswahl der Themen muf3te anders
erfolgen.

3. Die Prasentationsweisen der Themen
muften verandert werden. Anders gestaltet
werden muRten auch die Lernverfahren
(Ubungsformen und-sequenzen; Aufgabens-
tellungen).

4. Auch die Lernkontrollen mif3ten an die
Gegebenheiten im jeweiligen Land angepaf3t
werden.

Man konnte einwenden, dap jemand, der
Deutsch lernt, sich mit den fir die deutsch-
sprachigen Lander wichtigen Themen-
bereichen und Verhaltensweisen vertraut
machen muf. Das ist sicher richtig. Aber bei
dieser Argumentation wird oft Gibersehen, daf3
das Versténdnis fiir die Andersartigkeit der
Welt der Zielsprachenldnder nicht voraus-
gesetzt werden kann, sondern erst allmahlich

entwickelt werden muf3.

Eine allzu abrupte Konfrontation des
Lernenden etwa mit Themenbereichen aus
den Zielsprachenladern, die im eigenen
Kulturbereich tabuisiert sind (haufig: Alkohol;
Sexualitat, Religion; Umgang mit nationalen
Symbolen) bzw. eine Verfremdung oder
Verzerrung der Realitat (etwa durch lronie oder
Karikatur) kann bei ihnm Abwehrreaktionen
hervorrufen ("Kulturschock") und zu Lernblock-
aden flihren. Dasselbe gilt auch, wenn er mit
Ubungsformen und Aufgabenstellungen
konfrontiert wird, die seinen Lerntraditionen
und Verhaltensweisen widersprechen {(etwa:
Aufforderung zu "vorlautem” Diskutieren; zur
AuRerung der eigenen Meinung).

Andererseits kann ein Lehrwerk durch die
Art, wie die fremde Welt prasentiert wird

(Visualisierung; Farbdruck; Layout; lockerer

Umgang mit Tabuthemen; bestandige
Aktivierung des Lernenden, der sich emstge-
nommen fihlt usw.), zu einer naiven "Bewun-
derung" der fremden Wett fuhren.

Ein interkulturell orientierter Fremdspra-
chenunterricht muf3 ein didaktisches Konzept
entwickeln, das die skizzierten Gefahren
vermeidet, indem er zum Vergleichen der
eigenen Welt mit der Welt der Zielsprachen-
lander und zum Nachdenken und Reden uder
das, was die fremde Welt als fremd auszeich-
net, anregt, was an ihnen interessant und
attraktiv, aber auch miRverstandlich, bedroh-
lich und unverstandlich sein kann. (Vgl. dazu
das Beispiel auf S. 110.)

Diese Aneignung geschieht allméhlich,
schrittweise, unter betrachtlichen Spannungen



Aufgabe 1

Stellen Sie mit Hilfe der in Kapitel 6.3.2
angefihrten Listen zu "Rollen”, “Situationen",
“Textsorten” und! "Themen" diejenigen Aspekte
zusammen, did fir den aktiv-mindlichen
Sprachgebrauch fir “Deutsch in Thailand”
wichtig sein kénnten.

Aufgabe 2

Dije Situation des Deutschunterrichts in
threm Land:

Versuchen Sie, mit Hilfe der folgenden
Stichpunkte die Situation des Deutsch-
unterrichts in lhrem eigenen Land zu beschrei-
ben. _

1. Wie viele Schiler lernen Deutsch-was
schétzen Sie?

2. In welchen Schularten wird Deutsch
angeboten?

3. Ist Deutsch die erste oder zweiteldritte
Fremdsprache? Wenn Deutsch nicht die erste
Fremdsprache ist: Welche Sprachen lernen
die Schiiler vor Deutsch?

4. Welche fdacher schétzen lhre Schiiler
héher: fremdsprachliche Féacher wie English,
Deutsch usw. oder naturwissenschatftiiche
Fécher wie Physik, Chemie, Biologie?

5. Was interessiert thre Schiiler am
Deutschlernen: Kontaktmdéglichkeiten mit
Deutschen; Information zu den deutsch-
sprachigen Lédndern; Verbesserung der
Berufschancen; die Vorstellung, nach Deut-
schland zu reisen bzw.einmal in Deutschiand
Zu studieren?

6. Wie ist in Ihrem Land die konkrete
Unterrichtssituation (viele/wenige Schiiler in
einer Klasse,; klimatische Bedingungen;
Stérung durch Larm; Méglichkeit der Nutzung

von Medien wie Cassettenrecorder; Sprach-
labor; Tageslichtprojektor; Kopierer usw.; viele/
wenige Unterrichtsstunden im Fach)?

7. Wie gut sind in Ihrem Land die
Deutschlehrer ausgebildet (Sprachkenntnisse;
fachdidaktische Ausbildung)?

8. Gibt es in Ihrem Land ausgeprégte
kulturspezifische Lerntraditionen, die fiir den
Deutschunterricht genutzt werden kénnen
bzw. den Unterricht erschweren?

9. Welche Themenbereiche sind in lhrem
Kuiturkreis “tabu"? Woriber redet man nicht/
was tut man nicht in der Offentlichkeit?

Funktionale Ziele sind-auch im Hinblick auf
die aktive Beteiligung des thailandischen
Schilers am Unterricht-wichtig, aber sie
mussen offensichtlich in ein umfassenderes
padagogisches Konzept eingefiigt werden,
wenn man Deutschunterricht in zielsprach-
enfernen und kulturell unterschiedlichen
Regionen planen und gestalten will.

kulturelle Wertsysteme:
Folgen

Das Erlernen einer Fremdsprache, die nicht
als lingua franca (internationale Verkehrss-
prache) gebraucht wird-dazu gehért Deutsch
in den zielsprachenfernen Léndern ohne
Zweifel-, muf3 dazu beitragen, daf der Schiller
die fremde Welt, die ihm im Unterricht
begegnet, besser verstehen lernt und dap aus
der Auseinandersetzung mit der fremden Welt
die eigene Welt deutlichere Konturen annimmit.

An dieser Steile zeigt sich, wie schwierig
es ist, Lehrwerke mit pragmatischfunktionaler
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Luftfeuchtigkeit usw.)

-hoher Larmpegel (Klassenraume haben im
allgemeinen keine Fensterscheiben!)

- Fehlen einer Medienausstattung: auf3er
Cassettenrecordern (die oft flr den Einsatz im
Unterricht nicht geeignet sind) stehen Tages-
lichtprojektoren, Kopiergerdte usw. nicht
dauvernd zur Verfligung

- Unzulanglichkeiten in der Lehrerausbil-
dung, was Sprachkenntnisse und fach-liche
Schulung angeht. Wegen der nachteiligen

- Besoldung der Lehrer gehen oft gerade die

am besten ausgebildeten Germanistik-
studenten nicht in den Lehrberuf, sondern
suchen besser bezahlte Stellungen in Handel
und Tourismus.

-Ausgepragte kulturspezifische Lehr-und
Lerntraditionen (Frontalunterricht; Dominanz
des Lehrers; Auswendiglernen von Lehrtekten;
Chorsprechen zur Wiederholung und Fes-
tigung des Lehrstoffes; Sanktionierung des
unaufgeforderten lauten und "vorlauten®
Sprechens des Schiilers)

-Ausklammerung bestimmter Themen (z.B.
sexuelle und religidse Tabus), die in den
Zielsprachenldndern einen anderen Stelien-
wert haben; gesellschaftliches Harmonies-
treben und Strategien der Konfliktvermeidung
in der Offentlichkeit ("das Gesicht wahren")
usw.

Beriicksichtigt man diese besonderen
institutionellen, eigenkultrurellen und subjek-
tiven Rahmenbedingungen der Zielgruppe und
bedenkt man die konkrete Lernsituation, in der
sich thailandische Schiler, die in der Oberstufe
Deutsch lernen, befinden (Alter; Lebensums-

tande; Unterrichtsbedingungen; Weltwissen
und Lebenserfahrung; vorgangige Englisch-
kenntnisse; Lerntraditionen; rdumliche und
kulturelle Distanz zu den deutschsprachigen
Landern) und fragt man sich dann, was die
Schiiler von dem Deutsch, das sie in den 3
Jahren in der Oberstufe lernen, auch tatsach-
lich praktisch verwerten kdnnen, dann zeigt
sich, daf} fr sie ein pragmatisch- funktionales
Konzept nicht ausreicht, um die Ziele des
Deutschunterrichts zutreffend zu bestimmen.

1. Die praktische Verwertbarkeit der
Deutschkenntnisse wdhrend oder nach der
Schulzeit (in Freizeit oder Beruf) ist sehr
beschréankt. Man kann mit einiger Sicherheit
davon ausgehen, daf? nur ein geringer Teil der
Schiiler ihre Deutschkenntnisse als Touristen
(oder Studenten) in deutschsprachigen LAdern
nutzen kénnen.

2. Im Inland kénnen die Deutschkenntnisse
hochstens in der Tourismusbranche oder in
deutschen Firmen verwertet werden.

Wenn man diese Perspektive-die Verwer-
tung der Deutschkenntnisse im eigenen Land-
far die curriculare Planung des Deutsch-
unterrichts beriicksichtigen wollte, mi[3te man
die in Kap. 6.3.2c angefiihrten Rollen, die in
der Fremdsprache zu meistern sind,
vertauschen: Nicht die Rolle "Kunde® wére
dann aktiv zu beherrschen, sondern die Rolle
"Verkaufer", nicht die Rolle "Gast", sondern
"Keliner” usw. Dies hatte entsprechende
Folgen fur die Auswahl der Themen und auch
fir die Auswahl der Sprechakte/Sprech-
absichten!



chen Deutschunterricht wurde deutlich, daf3
"kommunikative Kompetenz in Deutsch als
Fremdsprache" nicht uberall auf der Welt und
nicht fiir alle Menschen dasselbe bedeutet und
daf} deshalb auch die Unterrichtsverfahren
nicht einfach "exportiert” werden konnten.

Kritik am pragmatisch-funktionalen
Konzept

Fraglich ist in zielsprachenfernen Landern
und kulturell andersartigen Regionen insbe-
sondere:

die Betonung des miindlichen vor dem
schrifttichen Sprachgebrauch, der Vorrang des
Sprechens vor dem Lesen/ Schreiben und die
Ausrichtung des Lehrgangs an Sprechin-
tentionen, wenn weder ein unmittelbares
Bedirfnis noch die Méglichkeit zu einer
Kommunikation mit einem Partner aus dem
. Zielland besteht

die allzu einseitige Orientierung an
"Alltagssituatipnen” und "Alltagsthemen” der
Zielsprachenlander, zu denen man keinen
unmittelbaren Zugang hat

die Beschrankung des Lesens auf
Alltagstexte unter weitgehender Vernach-
l&ssigung literarischer Texte

die Ausklammerung der Muttersprache bei
der Anlage des Lernprogramms und der Lern-
progression

die Nichtbericksichtigung von eigenkul-
turellen Rahmenbedingungen des Lernens,
angefangen bei der Sprachenfolge, den
auferen Bedingungen (Schulsystem, Klima
usw.) bis hin zu kulturspezifischen Lerntradi-
tionen und Wertorientierungen bzw. Tabu-

Themen.

2. Ein Beispiel: Deutschunterricht an
thailandischen Oberschulen
Die Rahmenbedingungen

1. Deutsch lernen in Thailand ca. 2000
Schler.

2. Deutsch wird in der Einheits-/ Ganz-
tagsschule als Wahlpflichtfach in den Klassen
10-12 unterrichtet (hauptsachlich in Bangkok).

3. Deutsch ist zweite Fremdsprache nach
Englisch. Konkurrenzsprachen im Wahlpflich-
tbereich sind Franzésisch, Japanisch,
Chinesisch und Hindi.

4. Das Lernen von Fremdsprachen-auf3er
Englisch-hat keinen besonders hohen Status,

die Motivation fur den Deutschunterricht ist

entsprechend gering.

5. Da naturwissenschaftliche Facher als
Wabhlpflichtfacher héher angesehen sind, bildet
die Schilerpopulation, die sich fur Deutsch
entscheidet, eine eher negative Auslese. Als
positive Motivation wird die Aussicht auf ein
Studienstipendium in der Bundesrepublik
Deutschland genannt.

Bis zu einem gewissen Grad spielt auch
die Méglichkeit der beruflichen Verwertung der
Deutschkenntnisse im eigenen Land (Touris-
mus; deutsche Firmen) eine Rolle, gute
Englischkenntnisse sind jedoch-auch bei einer
Bewerbung bei einer deutschen Firma-
wichtiger als elementare Deutschkenntnisse.

6. Schwierig gestaltet sich die konkrete
Unterrichtssituation:

- grof3e Klassenstérken

- klimatische Bedingungen (groe Hitze/
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Der Interkulturelle
Ansatz in Entw(rfen
neuer Lehrblicher flr
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Die Weiterentwicklung des pragmatisch-
funktionalen Konzepts in Entwlrfen einer
zielgruppen-bzw. regionalspezifischen
Didaktik und Methodik des fremdsprach-
lichen Deutschunterrichts seit der 2. Hilfte

Deutsch
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1. Zur Einfithrung

Bei der weltweiten Verbreitung der nach
dem pragmatisch-funktionalen Konzept
erstellten Lehrwerke fur den fremdsprachli-



EX: Plusieurs personnes l'ont vu.

Les adjectifs indéfinis en frangais sont:

aucun, autre, certain, chaque, différents,
divers, je ne sais quel, I'un et l'autre, n'importe
quel, maint, méme, nul, pas un, plusieurs, tout,
quel, quelconque, quelque, plus d'un, tel.

Les adjectifs indeéfinis sont en persan:

C 508 ¢ e (Olage (om0 ¢ 0a 505 ched ¢ p
cdiar cglesly b o (68 ¢ (SHT ek
Oz ¢ iy

Au terme de cet article, nous aimerions
revenir sur les différences et les ressem-
blances, qui existent entre les deux langues
persane et frangaise en ce qui concerne
I'adjectif.

Concernant les différences, nous avons pu
remarquer qu'en persan l'adjectif est
invariable; tandis qu'en francais il est variable.
Quant au pluriel, I'article, le substantif et

_l'adjectif sont modifiés tous les trois: alors
qu'en persan, il n'y a que le substantif qui est
modifieé. Pour le frangais, on fait accorder
l'adjectif en genre et en nombre avec le nom
auque il se rapporte; mais en persan, I'adjectif
est mis au singulier, méme si le substantif se
trouve au pluriel. Contrairement au frangais,
on ne montre pas en persan la possession par
I'adjectif possessif, mais par I'emploi du
pronom possessif. Et enfin. en persan, a la
place de I'adjectif relatif, nous avons "mosut”
qui vient apres le nom auquel il se rapporte et
qui figure dans "ke".

@Jr@)éqﬂ;u@&;ﬁw rdla

'rﬂu.;...uJ.af..gé-;.-,..p-_).U! £34
(salas)

Pour les ressemblances, il faut noter
qu'elles apparaissent lorsqu'il s'agit du degré
des adjectifs qualificatifs, composés,
numéraux, démonstratifs, interogatifs,

exclama- tifs et indéfinis dans les deux

langues.

De toutes fagons, il est évident qu'un
apprenant, qui maitrise bien sa langue
maternelle, ses regles et ses structures, est
beaucoup mieux disponible pour I'appren-
tissage d'une seconde langue.

Etant donné 'étude qui précéde, nous
sommes en mesure de soutenir l'idée selon
laguelle, dans I'apprentissage de la grammaire
d'une langue étrangére, il serait préférable que
I'apprenant, tout en sachant la grammaire de
sa langue maternelle, fasse une étude
comparée pour mieux saisir les structures de
la phrase dans la langue cible.

LES NOTES
1. Grevisse, Maurice: Le Bon Usage, Belgique, Duculot,
1961, p. 291.
2. Ibid,, p. 291.
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8. Hamon, Albert; Guide de grammaire, Paris. Hachette,
1987, p.39.
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10. Baylon, christion: Fabre, Paul;: Grammaire
Systématique de la langue frangaise, Nathan, 1972,
p. 19.
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12. Grevisse, Maurice; Précis de grammaire francaise,
Belgigue, Duculot, 1969, p. 103.
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_ Adijectif relatif

principalement deux formes:
ce-ci ., ce-la ol
Quand ces deux mots se placent devant le
nom, ils s'appellent "adjectifs démonstratifs.”
i oo o 53 85 OF 3 A0
eSS 1 Rl Pl sl
c....-ljo..é.ad:_,a 4.-;'.5‘..1_,? u:-l.'o
el B3 (8 5 o 2SS
oS O3 a5 s O
Yo JU Koudd 3 ol JY gl e
En persan, il existe aussi des adjectifs
démonstratifs en littérature.
ce-Ci
ce-lla Ol e Ul+o
Les adjectifs démonstratifs en persan sont:
—0lo bt 8 plm Ol o Olen - e S
ot O il b OOl 143,85 01, )b ol
R SN PV )EM_MOLMJL 50l 8 Ctta it
o 3151 Olaa o 5100

o—z-l-f*-'—”d)‘.“'"-;' Ol Lo

En frangais, "les adjectits relatifs sont ceux
qui se placent devant un nom pour indiquer
que I'on met en relation avec ce méme nom
déja exprimeé ou suggéré préecédemment la
proposition qu'ils introduisent.

i n'y a qu'une forme, variable en genre et
en nombre.

lequel{masculin singulier)

laquelle (féminin singuleir)

lesquels (masculin pluriel)

lesquelles (feminin pluriel)

L'adjectif relatif est formé de l'adjectif quel
précédé de l'anticle défini: lequel, taquelle,
lesquels, lesquelles -

EX: J'ai parfaitement reconnu cet homme,
lequel homme est un individu déja célébre par
ses méfaits.”1°

"En persan, nous possédons (mosul) a la
place de l'adjectif relatif.
a5 -JM}:J&JW“{‘J&L&?".}‘NJ‘%‘,&
Oy oS gaenl 31 oy Aholb b J g0 30 Ol 0 43 il g0 5

bgi.‘.ﬁd.:néf,_f;(c’_.’:; dl:.-.lfj‘;ng:._d'.bff
””_)\.(LMJJ{C-L_«.&;(S_’J{*S

Adjectif interrogatif

"En francais, les adjectifs interrogatifs quel,
quelle, quels, quelles indiquent que ['étre
désigne par le nom fait I'objet d'une question
relative a la qualité, a l'identité, au rang:

EX: Quelle heure est-il?"'?

En persan aussi, nous formons l'adjectif
interrogatif a I'aide des mots comme;
Cpam e iy (S (i ki o plS

L ob
Ces mots se placent devant le nom.
T s LS 4 Tde

Par conséquent, nous avons tout a fait des
ressemblances du point de vue des termes
qui marquent une interrogation et le point
interrogatif.

Adjectif exclamatif

Les adjectifs quel, quelle, quels, quelles
sont des exclamatifs quand ils servent a
exprimer l'admiration, |'étonnement et
l'indignation.

EX: Quelle journée!

En frangais et en persan, il n'existe aucune
différence en ce qui cancerne les adjectifs
exclamatifs. Au contraire, il y a des ressem-
blances du point de vue de signification, c'est-
a-dire que ces adjectifs expriment soit la
surprise soit 'admiration, ou bien l'indignation
dans les deux langues.

EX: Que vous étes jolie! PR V7S PYPY
Adjectif indéfini

En frangais et en persan, les adjectifs
indéfinis se joignent au nom pour mafquer_‘, en
général, une idée plus ou moins vague de
quantité ou de qualité, ou une idée d'identité,
de ressemblance et de différence.



cas des adjectifs numéraux cardinaux et
ordinaux.

A) les adjectifs numéraux cardinaux sont
ceux qui indiquent le nombre précis des étres
ou des objets désignés par le nom.

EX: deux livers

En persan nous avons la méme signifi-
cation: e g G 33 1Sy

L'adjectif numéral cardinal se divise en
deux: simple et composeé;

simple comme: un, deux, cing, etc.

- RETLEITS "G"': “_g_l
compose:

soit par I'addition: dix-sept

soit par multiplication: six-cents
(Ox\e) olany
~ B) les adjectifs numéraux ordinaux se
forment par 'addition du suffixe-iéme aux
-adjectifs cardinaux-correspondants: -
EX: deuxieme
En persan aussi, nous possédons cet
adjectif; il montre I'ordre ayant un suffixe (om
ou omin) a la fin.

»
& r‘+ LK)

+
_-sl ‘}:‘14_ -k

Adjectif possessif

En francais, les adjectifs possessifs
déterminent le nom en indiquant, en général,
une idée d'appartenance;

EX: prenez mon cahier

"L 'adjectif possessif a deux formes:

a) les plus courantes, dites atones (non
accentuées) avec un seul possesseur et un
ou plusieurs objets;

masculin féminin  pluriel
mon ma mes
ton ta tes
son sa ses

Ex: ta fille
avec plusieurs possesseurs et un on plusieurs
objets.

notre nos
votre VoS
leur leurs

Ex: vos cartes

b) les formes dites toniques (accentuées),
bien plus rares, 4 ne pas confondre avec les
pronoms possessifs.

mien mienne ndtre
tien tienne votre
sien sienne leurs

Ex: un mien cousin®

En persan, il n'y a pas de catégorie
grammaticale comme adjectif possessif. En
revanche, il existe le pronom possessif qui
montre la possession.

~EX:lelivre de Jean - 35S e
le livre s
de —_
Jean Ry

Ce pronom possessif ne posséde pas de
pluriel. Mais quand on supprime par exemple
le substantif, on peut avoir ie pluriel.

Adjectif démonstratif

Les adjectifs démonstratifs sont ceux qui
marquent, en géneral, les étres ou les choses
désingnés par les noms auxquels ils sont
joints.

EX: Donnez moi ce livre,

Il'y a deux formes pour les adjectifs démon-
stratifs:

masculin féminin  pluriel

simple: ce (cet) cette ces

compose: ce (cet)... ci cette ...ci ces...ci
ce(cet)... la cette...la ces... 12

"En persan, |'adjectif démonstratif a
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En persan, il y a des mots comme:
3l ) — 0y P mS = o a5 s -4
lls ne possédent pas le suffixe (tar) mais ils
jouent le role des adjectifs comparatifs:
e oS N5 S8 S B 5 - g
En persan, pour former superlatif, il faut
ajouter le suffixe (térin) a la fin de 'adjectif, ou
le suffixe (in) a |a fin de I'adjectif comparatif:
D ——r e
R AR T

Adjectifs sans degré de la comparaison

Dans les deux langues francaise et per-
sane, certains adjectifs ne comportent pas de
degré de comparaison, parce qu'ils ont une
singnification absolue, qui rejette toute
modification en plus ou en moins ou parce
qu'tls ont deéja eux-mémes des comparatifs ou
des superlatifs:

EX: ainé, cadet, carré, circulaire, double,
premier; dernier, principal, unique, majeur,
mineur, ultime, ultérieur, etc.

"En persan, il existe aussi des adjectifs
suivants: G ide Gt b
‘u..;i.z,..xdbt..dtﬁlwfjlu:.ﬂ et S s La

Accord des adjectifs

En francais, I'adjectif s'accorde en genre
et en nombre avec le nom auquel il se
rapporte.

-Quand les noms sont de genres différents,
l'adjectif se met au masculin pluriel.

EX: Paul et Marie sont heureux.

Si I'adjectif se rapporte a plusieurs noms, il
se met au pluriel.

EX: L'Amérique et I'Asie sont a peu prés
egales en superficie.

-Dans le cas du pluriel de politesse, il reste
au singulier.

EX: Soyez prudent, monsieur.

Tandis qu'en persan, que le substantif soit

singulier ou pluriel, I'adjectif se met au
singulier.

[mard@ne danayan] [marde dana) [marddne dana]
OLUls Uls 5 e
Et si le nom a plusieurs adjectifs, les uns
viennent aprés les autres.

Lis Ols

St S5 et
Parfois nous avons un mot de confonction
entre les adjectifs.
S by 585 e tdlte
On peut aussi mettre une virZZZgule entre
eux sauf pour le dernier qui est précédé d'une
conjonction.
O P T CRUPEPCH NP ST TS
s'il y a plusieurs adjectifs et noms, ou bien
chaque adjectif se rapporte a son nom,
LA IS et 03 5 S S O ey 5 55 O3y 1
ou bien l'un se place & cété de l'autre.

—_—1]l T 1
-bbbgs‘“‘;--’,)a-"‘:’\i;:'_}"}-\-l“_}g)},ﬁ' tdle
T

Cependant, nous constatons dans
I'ancienne poésie iranienne l'exemple suivant.
rLLJ;Lsh.:.‘:'s;l:.ﬂu:S_, sJl.
dizhy b glad )8 5 S e
Jae 2t 255 0
Ay gy 4 ohiS 4
T 23 JaE bl Ol eyt

Adjectif composé
Dans les deux langues francaise et
persane, nous avons l'adjectif composé.
En francais: sourd-muet
aigre-douce
“En persan a I'aide des prépositions: (Be),
(Ba). (Bi), (Mand), (Var), (Nak), (Ham), (Nak)
T IC T U S PR NP
e e Tl LT T P L
Y Slay _SGa o
Il existe une autre ressemblance et c'est le



persan exprime la qualité a un tres haut degré,

mais sans comparaison ni avec ['étre ou Fobjet
dont on parie ni avec un autre étre ou un autre
objet.

EX: une montagne trés haute, fort haute.

On le forme habituellement en placgant
devant l'adjectif ou un des adverbes trés, fort,
bien, tout a fait ou un adverbe en-ment, mais
a la fin de l'adjectif.

EX: divinement, extrémement, grandement, .

infiniment.

En persan, nous constatons ies mots
comme (besyar) L. et (pak) <L

qui se placent devant |'adjectif pour
exprimer la quantité de {'adjectif.
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Dans la littérature aussi nous observons les

termes suivants:
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En parlant de degré relatif, il faut dire qu!'il
se divise en deux: Le comparatif relatif et le
superlatif relatif.

Le comparatif relatif: Dans les deux
langues frangaise et persane, il indique une
qualité égale, supérieure ou inférieure, soit a
la méme qualité considérée chez un autre étre
ou dans un autre objet, soit a une autre qualité.
On distingue donc le comparatif d'égalité, le
comparatif de supériorité et le comparatif
d'infériorité.

En persan, ce méme adjectif comparatif se
construit lorsque I'on ajoute le suffixe (tar) ala
fin de l'adjectif absolu.

Aol S gl R —m

EX: pierre est plus savant que paul.
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frangais persan |

Pierre Lones ;
est el plus..... que (supériorité) '
plus 5 |
savant ovsab  aussi..... que (égalité) t
que 5 moins..... que (infériorité) F
paul S

EX: pierre est aussi gentil que paul. ]
RCIV s VPR ONE -t CH DTS | LA }
!
|

frangais persan

Pierre P Des signes qui |
montrent I'égalité ‘
est Sl |
aussi Jaila en persan sont: J
gentil Ok pge ) PVIPN PV Ve PSR
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En persan, le complément de |'adjectif
comparatit se place aprés l'une de ces
prepositions:

(ta), (ke}, (az)

et BUIOT 3 2550 B ot 1
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Le frangais posséde trois comparatifs
synthétiques:

meilleur, moindre, et pire. Ce sont des
comparatifs de bon, petit et mauvais.
Le superlatif relatif: en frangais et en persan,
il exprime la qualité au degré le plus élevé ou
le plus inférieur, par comparaison soit avec
I'étre ou l'objet dont il s'agit, considéré dans
des circonstances différentes, soit avec unou
plusieurs autres étres ou objets.

Le superiatif relatif est formé du comparatif
precede de l'article défini:

EX: Le vers le mieux rempli, la plus noble
pensée.
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. sans comparaison ni avec lui-méme ni avec

. un autre étre ou objet: c'est le degré absolu;

En frangais, pour former des adjectifs

féminins, nous avons des formules:
1) ajouter "e" 4 !a fin de l'adjectif masculin.
EX: poli + € ——s polie
2) modifier la consonne finale:
EX: actif —— active
blanc —— blanche
3) recourir aux suffixes:
EX: voleur ——; voleuse
accusateur — accusatrice

Le pluriel des adjectifs

En frangais pour former le pluriel des
adjectifs, on ajoute dans la plupart des cas un
“s" & la fin du singulier.

EX: un café noir (singulier)

des cafés noirs (pluriel)
- --{un;une-===-des) -

En persan au contraire, il n‘existe pas
d'adjectif pluriel. C'est seulement le substantif
qui varie. La terminaison peut aussi marquer
le pluriel. Tantot elle est (Ha), tantét (An).

- e (slglsS Lo DS 1 S
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Donc, en frangais, it existe un article que
Nous N‘avons pas en persan; aussi au piuriel,
l'article, le substantif et Fadjectif s'additionnent
tous les trois, tandis qu'en persan, il n'va que
le substantif qui s'additionne.

Il y a seulement une exception dans la
langue persane, ¢'est que si nous supprimons
le substantif, il faut additionner I'adjectif.

Degrés des adjectifs qualificatifs

En frangais, "une qualité peut apparaitre
comme possédée a un degré plus ou moin
élevé. D'autre part, ['étre ou 'objet dont on
envisage la qualité peut étre considéré ou bion

ou bien par comparaison avec lui-méme ou
avec plusieurs autres étres ou objets: c'est le

- degreé relatif".’

En persan, du point de vue de degré de -
signification, les adjectifs se divisent en deux
groupes:

1) 'adjectif comparatif

2) l'adjectif quantitatif

Le premier se divise en trois degrés:

- absolu

-comparatif

-superlatif

Nous avons fait remarquer que le frangais
a deux degrés: absolu et relatif.

Dans les deux langues francaise et
persane, le positif énonce simplement la

~ qualité sans aucune ideé de comparaison.
. — . EX:pierre est savant (en frangais) . - .

el 2 384 doane (€N pErsan)

"En frangais, il arrive fréquemment que l'on
précise le degré de la qualité, qui peut étre
présentée comme négative ou comme
possédée a un degré assez faible ou
approchant de la normale. On a recours alors,
soit & des préfixes ou a des suffixes, soit a
des adverbes, que l'on joint & l'adjetif:

EX: INcompris, ILlisible. NONsolvable,
MALadroit, bonASSE, grisATRE, sourdAUD,
PEUinstruit, COMMEinerte, etc."

Le deuxiéme se construit avec des préfixes
(bi) et (na).

(napak) , (ndkohsnud) >s=b- SLL-

frangais persan

iréligieux  (bidin) Ny
inintelligent  (bikharad) 35 .
infidele (bisefat)® Ceine g

Le superlatif absolu en frangais ainsi qu'en



L’emploi de
L’adjectif en
francais et en

Dr. Mohamad Taghi Ghiasi
Mehri Bahram Beygi

Apprendre la grammaire d'une langue, ce
n'est qu'apprendre & bien parler et écrire
correctement dans cette langue; c'est-a-dire
etre capable d'employer des structures et des
relges qui permettent de produire tous les
énoncés appartenant a une fangue.

Cet article prétend donner des renseigne-
ments sur l'adjectif dans les deux langues
frangaise et persane en répondant aux
questions suivantes:

- Quelles ressemblances et différences y
a-t-il dans I'emploi et la définition de I'adjectif
dans les deux langues?

- Un apprenant iranien a-t-il besoin de
connaitre la grammaire de sa langue
maternelle pour apprendre celle d'une langue
etrangére?

persan Une Etude
comparative ‘

En frangais, l'adjectif est un mot que I'on
joint au nom pour le déterminer ou pour le
qualifier. C'est un mot varialbe qui indique une
certaine qualité d'un étre ou d'une chose. |l
peut varier selon son genre et son nombre,
car nous possédons le masculin et le féminin
et normalement l'adjectif masculin et féminin
dont l'orthographe et la prononciation sont
différentes.

EX: Bon (adjectif masculin)

Bonne (adjectif féminin)

En persan, 'adjectif est un mot qui explique
I'une des qualités du nom comme: la couleur,
le godt, la taille, le genre, la forme, la vateur,
etc. Il qualifie aussi le substantif mais il est
invariable selon le genre et le nombre. Nous
pouvons remarquer une seule forme de
I'adjectif, une seule orthographe et une seule
prononciation.
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I'acquisition de cette compétence en vaut bien
la peine.

Selon Williams (1873) "l'enseignant doit
maitriser les aspects théoriques et idéologi-
ques de la lecture; dans cette optique sa plus
grande difficulté n'est pas de sélectionner les
textes appropriés a son cours, mais d'app-
rofondir et de développer la compétence de
"lier" et de provoquer, chez I'apprenant, la force
de lire les textes qu'il n'a jamais lus auparavant
et dont il n'a aucune idée préliminaire. Fin-
acchiaro (1969) pense que I'enseignant de la
lecture peut se servir de toute sorte de textes
(poésie, roman, commentaire, etc.) afin de
développer le lexique des apprenants,
d'exercer leur mémoire et de favoriser ainsi
leur habileté dans I'usage de la grammaire et
de la rédaction, de développer leur facuité de
compréhension culturelle, de les habituer a
écouter attentivement et méme de les aider a
mieux s'exprimer oralement; autrement dit, par
le biais de la lecture, I'apprenant peut renforcer
et développer toutes ses facuités langagiéres
(pp. 5-154). Ainsi I'apprenant peut atteindre
le plus haut degré de sa réussite dans

I'appren- tissage d'une langue étrangeére

pourvu que I'enseignant fasse preuve d'intérét,
qu'il coopeére, qu'il maitrise parfaitement le
domaine enseigné et, plus important que tout,
qu'il ait vraiment envie d'apprendre quelque
chose & l'apprenant. Encourager l'apprenant
& apprendre tout en se plaisant & la lecture et
lui fournir la persévérence dans cette activité
en dehors du cadre scolaire, voila ce qui
constitue I'objectif principal de la lecture et qui
ménera a |'augmentation du nombre des
lecteurs dans notre société. -
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2- le piaisir qu'il éprouve par le style de
I'écrivain.

3- Sa capacité & se prononcer sur le texte
et ses réponses convenables.

4- I'expression orale de |'apprenant.

On en conclue que lors de I'évaluation,
I'enseignant doit tenir compte de la com-
préhension du contenu, du phénoméne de
I'apprentissage, du progrés de 'apprenant
sans négliger la compétence acquise.

Un point primordial dont il faut surtout tenir
compte, c'est que l'apprenant, dans l'avenir,
ne se trouvera pas face aux textes déja lus et
etudiés pendant les cours de lecture; tout
l'effort qui lui est consacré aujourd'hui dans
I'enseignement, est destiné a le préparer pour
approcher les textes inédits et a lui fournir la
capacité de les lire et de les comprendre. Mais,
un regard aux cours de langues dans les
instituts, les lycées et les universités nous
prouve l'inverse. Alors, que peut-on faire
puisque l'objectif principal n'est pas de lire
quelques textes et d'obtenir une bonne note
en classe, mais de lire également de nouveaux
textes, de les comprendre et parfois méme de
les traduire dans le but de transmettre le savoir,
la technologie et les découvertes scientifigues
du monde dynamique et évolué qu'est le
monde actuel.

Meek demande a juste titre comment on
peut se rassurer de la valeur scientifique et
instructive de ce que nous apprenons lors des
cours scolaires, puisqu'il reste encore un grand
nombre de lecons non apprises (1983,p.155).

Un nombre considérable de recherches ont
déja été faites aux différents niveaux a propos
de la lecture et un plus grand nombre en est

en cours, mais personne n'y préte attention.
Les éetudiants du niveau de maitrise ne se
servent pas des résultats obtenus lors de leur
recherche et quand ils se mettent a enseigner,
ils ne tiennent pas compte de ces résultats
dans leur travail et suivent souvent aveugle-
ment les méthodes adoptées par leurs propres
professeurs, ce qui fait qu'ils trouvent finale-
ment tres difficile d'enseigner la lecture.

L'enseignant ne doit pas se contenter de
développer chez l'apprenant la capacité de lire
les textes choisis dans les livres d'usage
scolaire, mais il doit les préparer a lire toute
suite de textes et ceci en dehors du cadre
scolaire et pendant les moments de loisir.

Aujourdhui, ce qui est important c'est la
simplification de la lecture; pourtant apprendre
a lire aux étudiants et aux apprenants n'est
pas facile & faire, mais c'est déja intéressant
de pouvoir susciter leur curiosité et leur sens
de coopération (Meek, 1983, p. 156). James
Briton dit: "les apprenants doivent s'exercer
pendant longtemps avant de pouvoir acquérir
la compeétence a lire, tout comme un médecin
qui doit pratiquer longtemps avant d'exercer
50N métier.

Une fois qu'its auront compris la valeur de
la lecture, les apprenants Papprécieront et en
acquerront la compétence. L'enseignant doit
alors leur fournir les techniques et les indica-
tions nécessaires pour accéder a cette
habileté. Il ne doit, & aucun moment, croire
que tout le monde est muni de ce savoir et
que, par consequent, il n'y a plus besoin de le
lui apprendre.

La “lecture” est un phénoméne composé
de plusieurs procédés a savoir le passage du
lexique au discours, la présupposition,
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a partager avec les autres ce qu'ils ont appris,

et ceci au moyen de dialogue et de participa-

tion active au cours.

3- la représentation physique des senti-
ments, des émotions et de toute {'imgination,
qui se trouvent dans le texte s'avére utile.

4- |t est aussi intéressant d'encourager les
apprenants a réagir. Préparer le terrain pour
présenter des piéces de théatre, écrire,
argumenter, discuter et ainsi de suite.

5- On peut employer des sources diffé-
rentes. La critique et I'étude des textes peuvent
étre accompagnées de films et d'illustrations.

6- 'emploi de la fiction: les apprenants ne
doivent pas étre limités a I'aspect formel du
texte, ils doivent, au contraire, développer leur
imagination afin de pouvoir étudier la relation
des éléments compte tenu de leurs aspects
communs ou différents.

7- développer I'esprit de recherche. Favori-
ser des discussions ouvertes et imprévues
dépourvues de préjugés et de fanatisme entre
'enseignant et I'apprenant.

8- préparer des exercices et des devoirs a
faire apres la lecture.

9- discussions collectives. Les dialogues et
les discussions a propos du contenu s ‘avérent
trés utiles.

10- la méthode d'enseignement. Pour
enseigner la lecture, il n'existe pas une seule
méthode; I'enseignant doit en essayer plu-
sieurs, accompagnées de diverses techniques
et approches nouvelles.

11- placer l'aspect formel du texte au
deuxiéme plan et mettre I'accent sur la
compréhension. Il n'existe jamais un seul
commentaire, une seule définition, une seule
approche didactique ni une seule solution pour

comprendre un texte.

12- plus important que tout, il faut réjouir
en lisant un texte.

Compte tenu de ce qui a été mentionné, et
la difficulté de la lecture, I'enseignant porte une
responsabilité lourde. Malheureusement,
certains pensent que la tache la moins difficile
dans I'enseignement c'est la lecture parce que
l'apprenant dispose du texte et qu & 'aide d'un
dictionnaire bilingue, il pourra trouver le sens
de tous les concepts nécessaires. Ainsi le rble
de l'apprenant se réduit-il a aider I'apprenant
& bien prononcer certains mots ou a corriger
son intonation lors de la lecture de certaines
phrases. Ce qui est inquiétant c'est que ce
procédé aboutit a l'incapacité de l'apprenant
a lire les textes les plus simples et a les
comprendre au bout de longues années
d'étude et ceci malgré la participation réguliére
aux cours et une charge financiére pesante.
Dans le choix des textes on ne tient pas
compte de l'objectif de la lecture ni du fait que
le resultat du travail doit étre évalué de fagon
permanente. Par conséquent, trouver un
systéme efficace pour évaluer le travail s'avére
nécessaire, non dans le but de punir
I'enseignant ou l'apprenant mais pour les
avenrtir du résultat de leurs efforts {(Canwell,
1996,p.149). les quelgues idées qui ont été
avancées jusqu'ici pour évaluer la compétence
de la lecture chez les apprenants se résument
ainsi: I'évaluation par quelqu'un d'autre que
I'énseignant, I'evaluation de l'enseignant par
une tiérce personne et enfin l'auto-évaluation
de l'apprenant. Lors de cette demigre étape,
plusieurs points doivent é&tre pris en
considération:

1- la compréhension du texte par I'appre-



sémantique du texte et afin d'arriver a ce
niveau, il est essentiel de faire développer
chez I'apprenant, la capacité de distinguer les
glissements de sens survenus dans les mots
et les expressions (West&Dickey, 1990, p.
131). La lecture est le meilleur moyen d'aider
les apprenants a mieux comprendre le monde
et la société pour pouvoir y vivre munis de sens
de critique. Les apprenants d'une langue
étrangére doivent maitriser la transmission des
valeurs sociales sous forme d'expression
écrite. De nos jours, les théories didactiques
ingistent sur le fait que: "la maitrise d'une
langue et la compétence dans I'emploi de cette
langue est un pouvoir. "(Tomkins, 1980, p.
131). Un genre trés particulier qui attire
l'attention des lecteurs est la littérature socio-
politique. Dans ce genre de textes, les
apprenants peuvent s‘identifier aux perso-
nnages et assimiler les aspects sentimentaux
et affectifs que l'auteur a voulu mettre en
évidence. Ainsi, ils sont encouragés a lire de
plus en plus tout en réjouissant de cette lecture
(Scafe, 1994, p. 133). L'étude des propriétés
linguistiques des textes est aussi un moyen
qui permet aux apprenants d‘utiliser ia langue
parlée dans les textes écrits du genre
romancé, dans les conversations et dans les
autres genres littéraires. Méme la lecture des
poémes appropriés a l'apprentissage des
langues est un moyen pour discuter & propos
des points langagiers et les comprendre.
Dr'autres facteurs comme le lexique, le rythme,
et l'intonation orale dans les textes littéraires
provoquent la lecture et ce sont justement ces
eléments qui attirent les apprenants et leur
fournit la motivation nécessaire pour lire
(Scafe, 1994, p. 134). Parfois aussi la lecture

des critiques concernant les textes différents
initie les apprenants aux conditions his-
toriques, géographiques et sociales d'un texte,
leur donne une notion de la littérature et les
encourage a lire. Préparer des questions & ia
fin du texte aussi est une source de motivation
chez le lecteur et augmente le degré de
l'attention et la compréhension des appre-
nants.

En tout cas, pour enseigner la lecture, il ne
faut pas oublier le point de vue de 'enseignant
et l'approche qu'il adopte pour enseigner le
texte en question. Ceci est également valable
pour les apprenants. L'expérience de
I'enseignant, ia fréquence dans I'emploi d'un
texte donné lors d'un cours de langue, rend
son enseignement plus facile, plus simple et
plus signifiant; évidemment, un enseignant ne
doit pas se servir trop souvent d'un méme texte
afin de se débarasser de son devoir et de
faciliter la préparation de son cours grace a la
maitrise qu'il obtient et se débarasser ainsi des
lectures supplémentaires, eventuellement
répondre aux questions sans réfléchir et
négliger ainsi la compréhension des appre-
nants et le plaisir qu'ils peuvent éprouver a la
tecture du texte (Hawks, 1992, p. 147).

Brindley (1994, p. 147) fait allusion aux
points suivants qui, selon lui, pourraient
améliorer la lecture, augmenter la compréhen-
sion du texte et le plaisir de la lecture:

1- la lecture doit étre centrée sur
I'apprenant. |l faut donc insister sur la com-
préhension du texte et aider lI'apprenant a y
arriver.

2- le travail collectif et la participation des
apprenants dans les discussions jouent un role
essentiel. il faut encourager les appprenants
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Dans cette optique, non seuiement le
systeme pédagogique implique beaucoup de
lecture afin de faciliter le phénomeéne de
I'apprentissage, mais aussi !'efficacité de
I'individu dans l'application de cette com-
pétence est un facteur essentiel dans la
réussite.

En quoi consiste la lecture? Que doivent
faire les éléves afin de pouvoir extraire le vrai
sens d'un texte? Pour répondre A ces
questions, il faut tenir compte des objectifs de
la lecture, mais aussi ceux de l'apprenant. Le
but de ce dernier est parfois de se rendre

- compte d'une vérité et parfois de comprendre

les concepts difficiles et nouveaux. Parfois
aussi, |'apprenant cherche a poursuivre La
biographie des personnages dans un roman

~ et ainsi de suite.
L'apprenant doit pouvoir établir, de fagon’

cohérente, un lien entre les mots qu'il lit et la
langue qu'il maitrise. Ceci implique un grand
progres et un pas décisif dans le déve-
loppement mental de I'enfant. Pour bien lire,
I'apprenant doit pouvoir trouver la relation

- entre les sons et leur sens. Ce procédé est

souvent appelé le décodage et la plupart des

. abprenants ont besoin d'aide afin de pouvoir

etablir ce lien entre "son" et "sens".

L'étude et la connaissance des principes
respectés dans les textes ainsi que I'étude de
leurs méthodes constitutives, permettent aux
apprenants de se perfectionner en matiére de

lecture. La littérature aussi joue-t-elle un réle

essentiel dans la lecture, parce qu'un texte
littéraire n'est pas toujours lu ou enseigné
uniguement pour des considérations esthéti-
ques ou pour son sujet. Une oeuvre littéraire
peut motiver un grand nombre de gens 4 lire

et, de ce fait, développer la compétence de la
cqéetence lecture dans une société (West,
1987, p. 128). Ainsi, fe phénoméne de I'emploi
de la lecture est différent de ce que pensent
les gens. notamment les apprenants et les
enseignants qui le considérent comme un
procédé propre a l'enseignement; d'ailleurs
Williams (1965) a souligné a juste titre que: la
littérature est un ensemble ou un recueil
d'éléments culturels qui permet aux institutions
scolaires de conduire les apprenants vers les
plus beaux monuments de la langue. Dans
cette optique, il ne faut pas trop spécialiser la
littérature comme inappropriée au language
des enfants.

West & Dickey (1990, p. 127) reconnaissent
que negliger la littérature dans I'enseignement
des langues et trop insister sur l'usage de la
linguistique pourrait anéantir le godt de la
littérature. Par conséquent, pour mieux faire
developper l'enseignement des langues et
surtout la compétence de la lecture, la
littérature devra occuper une place approprige
dans les programmes scolaires; Certains (Cox,
1992, p. 128) pensent que la compétence dans
l'usage de la langue et son développement
dépend du savoir de l'individu dans le domaine
de l'histoire de la littérature. Déterminer
I'efficacité et ie pouvoir de la littérature dans
I'enseignement des langues demande une
recherhe approfondie dans le cadre d'une
approche analytique et statistique qui implique
un effort considérable. Ainsi le devoir des
enseignants serait de mieux faire connaitre
aux apprenants ce domaine scientifique et leur
faciliter la compréhension de la littérature.
L'acquisition de la compétence en lecture
nécessite la compréhension du contenu



compliqué et plus essentiel concernant la
lecture, sa nature et ses fonctions. D'une part,
nous considérons la lecture dés l'enfance et
nous la trouvons indispensable pour I'éclosion
de la culture et de I'éducation dans la société.
D'autre part, nous voyons la lecture trés
étroitement liée aux livres, a la littérature et
aux patrimoines littéraires ainsi qu'aux textes
authentiques centrés a la fois sur le sujet le
contenu et la méthode de lecture.

L'auteur du présent article pense qu'aucun
de ces centres d'intérét ne suffit a2 atteindre
L'objectif principal et que chacun des aspects
de la lecture doit étre pris en considération soit
de fagon synchronique soit de facon succe-
give et ceci dans toutes les étapes de
I'enseignement-l'apprentissage de la lecture.
IL est évident que les enfants doivent étre
préparés pour répondre aux futurs besoins de
la société, et cette préparation doit se faire
d'une maniére efficace et dés I'age conven-
able. En plus, pour éduquer des gens ayant le
sens de critique et faisant preuve a une grande
efficacité, il faudra mettre en valeur I'aspect
expérimental de l'apprentissage et favoriser
l'acces aux possibilités et facilités nécessaires.
Dans cette optique, se posent des problémes
auxquels, faire alllsion avant de passer a
I'enseignement-I'apprentissage de la lecture:

1- quelle influence, la lecture, doit-elle avoir

sur la vie des enfants? _

2- que signifie exactement la lecture et qui

en a la compétence?

3- quels sont les facteurs qui interviennent

dans l'acquisition de cette compétence?

4- que signifient ces questions pour les

institutions scolaires et surtout quel en

est I'impact sur les enseignants des
langues étrangéres?

Généralement, quand on parle de la lecture
dans les cours de langue, on entend un genre
trés particulier. Bien évidemment, parfois
I'objectif est plus précis; seul un livre ou un
genre précis de livre est en vue. Mais lorsque
le mot "lire" est utilisé dans des expressions
du genre: "lire un sentiment sur le visage de
quelqu‘un®, "on lisait la peur dans ses yeux",
ou “Lire les lignes de la main”, etc., il peut avoir
des sens radicalement différents de ce que
nous entendons ici. Autrement dit, la lecture
des textes publiés n'est qu'une des formes
possibles de la lecture et c'est cette forme qui
fait l'objet de notre recherche. Pour pouvoir
définir le caractére de la lecture et les pro-
priétés des apprenants, il faut tenir compte du
role de la lecture dans la société. Nous vivons
dans une société ou l'acquisition de cette
compétence est considérée comme l'équiva-
lent de I'alphabétisme. Il est évident que ces
derniers temps, l'usage de l'outil Informatique,
ainsi que tout moyen de communication (Les
meédias y compris) comptent parmi les
propriétés de l'alphabétisme. Ainsi, le besoin
de la lecture augmente chaque jour. Dans la
vie moderne et dans le domaine de la
technologie, le besoin de la lecture se sent de
plus en plus. Résoudre les problémes sociaux
dans toutes les institutions d'état est
étroitement lié & la lecture des textes écrits.

Aussi, les gens passent-ils leurs loisirs a
lire les journaux, les magazines, les livres et
les rapports; grace a la lecture l'acces aux
pensées d'autrui nous devient possible. La
lecture a un réle primordial dans I'éducation
et I'enseignement.
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Dr. S. Akbar Mirhassani

Universite Tarbiyat Modarres
Traduit du persan par Dr Parivash Safa

La lecture est un phénoméne beaucoup
plus significatif qu'un simple décodage des
signes graphiques. C'est plutét un effort pour
découvrir le sens, ce qui nécessite la partici-
pation active du lecteur.

Lorsque I'on doit enseigner les méthodes
de I'enseignement de la lecture ou lorsque I'on
décide de choisir un manue! approprié pour
les apprenants d'une langue étrangére, ce qu'il
faut toujours prendre en considération, c'est
le "sens”.

La lecture est un phénoméne complexe
dont I'objectif principal est d'obtenir des
informations se trouvant dans un texte. C'est
donc une activité qui ne se limite pas aux
termes inscrits sur une feuille de papier. La
lecture, dont 'une des fonctions est d'alpha-
bétiser la société, est en rapport direct avec
les critéres pédagogiques.

Bref, I'objectif principal des études scolaires

doit &tre la formation des individus faisant
preuve de lucidité, de tolérance et de sens de
critique. Le présent article vise a définir la
lecture, ses relations avec la culture, les com-
pétences informatives, le rble de l'informatique
et de la littérature. Peter Traws (1991-p.91)
pense que la lecture est le meilleur moyen
d'éveiller I'espoir et I'imagination des appre-
nants. :

Les médias posent parfois le probléme de
manque d'intérét pour la lecture dans notre
société et écrivent que les enfants du pays
sont restés trop en retard par rapport aux
autres nations et n'ont plus comme dans le
passé, l'efficacité nécessaire en ce qui con-
cerne la lecture et la compréhension du texte.
Ainsi 'age d'or de la lecture suit un rythme
inquiétant.

Ces points de vue et leur nature contra-
dictoire indiquent un probléme encore plus



Reading
Mountain Rescue

1. When an accident is reported to the
mountain rescue service the first thing that
happens is that the person who reports the
accident is closely questioned.
2 The rescue group need to find out a number
of details. First, they need to know exactly
where the accident happened, with a map
reference if possible. Then they will want to
know the time of the accident. They will also
need to know how many people were invaolved
in the accident and what kind of injuries there
were. Finally, they will ask for other useful
details, such as the color of the victim's
clothing and the weather conditions.
3 Then the rescue team’s call-out procedure
begins. Team members keep their personal
equipment at home so as to be ready to set
off within fifteen minutes of receiving the
call.The advance party of about four people
sets off right away. They carry a radio
telephone with them to send details to the main
party and to the base. They are also equipped
and trained to give immediate medical
assistance.
4 The main pany foliows the advance party.
They carry a radio telephone and more
supplies, including a stretcher for the victim.
5 The third party on the mountain is the back-
up group. Their job is to help the main party
on its return journey.
6 Rescue control is set up in a mobile base.
This vehicle carries the team's supplies other
than personal equipment. It is equipped with
radio telephone and the means of providing

hot food and drinks. The base is set up near a
telephone so that extra help, for example
ambulance, doctor, helicopter or reserves, can
be contacted without delay.

Activity D: Read the text and identify the
people in the picture . Then
complete the table.

Activity E: Read paragraph 1 and 2. Make

Rescue Team

parties task equipment

a list of questions for the rescue
team to ask.

Activity F: Ask and answer the listed
quetions playing the role of the
police and the person who is
reporting an accident with your
partner.

1. When did the accident happen?

2. How many people were involved?

3. What kind of injuries were there?

4. What color were the clothes of the victims?
5. How was the weather?

Homework: Summarize the text in your
notebook. You are expected
to present your summary in
the classroom orally.
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Activity B: Complete the following diagram.
Compare your diagram with that
of your partner.

mountain climbing

Activity C: Read the sentences in ¢olumn
A and match the underlined words
or phrases with the definitions
given in column B. Compare your
answers with your partner.

A

(....) 1. Accidents are usually reported to

the mountain rescue service.

(....) 2. They ask the person who is reporting

the accident to give the details.

...} 3. Two persons were involved in the

accident.

(....) 4. The accident victims are taken to

the nearest hospital.

(....) 5. When an accident is reported the

 call out procedure begins imme-
diately.

(....) 6. Members of the team carry their

personal equipments.

7. The team members set off their journey

to save the victims.

8. When the team members found the victim
they provided him with immediate medical
assistance.

8. The control ordered the team to set off.

10. The control was set up in large vehicle.

~—

B

(a) place or build something

(b) a department which is organized to save
climbers from danger

(c) actions done in an emergency to call

the team members for help

(d) small things '

(c) a person injured in an accident

(f) giving medical help to the injured person
before taking him/her to the nearest
hospital

(g) the things you need to do something

(h) a place from which orders are issued

(i) to start a journey

(i) make somebody experience or suffer
something.



Then ask pupils to do the activity
first ilndividually and then in pairs.
Check the stuent's answers
after they have compared their
answers with their partners.

Correct Answers:

1.b 2.d 3.4 4.e 5.¢
6.9 7.i 8.f 9.h 10.a
IV . READING
Approx.
10 mins.

(Activity D) Ask pupils to read the text and

identify the different parties of
the rescue group in the picture
and mention their supplies and
duties.

Pupils do this activity first
individually and then in pairs.
Check answers first orally.
Then ask pupils to compiete
the table.

Rescue Team

back up group

rascue control

parties task equipment
advance pany] send details radio telaphone
ta main party
and to the base
give immediate
medical assistance
main party carry the victim radic telephone more

supplies including a
stratcher

help the main

party in thelr

return journay

carry the team radio telephone

supplies maans ot providing
hot foods and...

V. ORAL PRACTICE
(Activity E} This activity prepares the pupils
for the role play. Ask students
to do this activity first indivi-
dually. Then ask them to
compare their answers with
their partners.

Questions

When did the accident happen?

How many pecple were involved?

What kind of injuries were there?

What color were the clothes of the victim?
How was the weather?

After the pupils have completed the activity,
organize them in pairs to play the role of the
police and the witness.

Ask a few pairs to do the role play in front
of the class.

VI. ASSIGNMENT

Make it quite clear to your students what
you expect them to do at home and also what
they are saupposed to be able to do when they
have their next class with you.

UNIT ONE
Activity A: Look at the picture and say
what's happening.
A man is lying on his front. | think
he is injured.

FLT]J
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accomplish the tasks.

5. Leaming processes are triggered through
eftective teaching strategies consistent with
the content structure in this unit. Tasks are
designed to encourage active procedures
which require pair and group work. The starting
point of each activity lies within the unit but as
students proceed they have to work in pairs
and then in groups. The task is finally
c'ompleted with a whole-class discussion.

6. Activities to be done at home as
homework assignments are intended to
consolidate learning and expose students to
the language outside the classroom.

As this unit is cosidered a tentative model,
all suggestions and comments from teachers
and experts are welcomed and appreciated.

Teacher's Notes
AIM
A.Language
1. Understand and produce vocabulary
items related to mountain climbing.
2. Understand indirect questions and know
how to use them directly.

B. Skills
1. Reading for main points. .
2. Oral fluency doing a role play on what
they have read.

I. WARM UP
Approx.
5 mins.
a. Introduce the topic and ask students to
do activity A in pairs.

b. Ask questions, elicit answers which
describe the picture.

Sample questions you can ask

What's that near the mountain peak?

What are these men doing?

What can you see at the foot of the

mountain?

What's that near the vehicle?

What's that man doing in the telephone booth?
Il. REVIEW

Approx.

10 mins.

Draw the diagram on the board. {(Activity B)

Ask pupils to complete the diagram recal-

ling words they know.

{You can change this activity into a game.)

mountain peak road sleeping-bag

canned food
E o] N
@ @ matchas tant
mouniain climbing

11 . PRESENTATION
Approx.
20 mins.
(Activity C) First present the new vocabulary
items orally. Use definitions and
example sentences.



A TENTATIVE
ONE-SESSION

MODEL UNIT

Mohammad Reza Anani Sarab
Curriculum Development Centre

What follows is a revised version of a unit
included in the college preparatory course
English textbook. Revisions are made in an
effort to make the above-mentioned unit more
integrated and learner-centered. This aim
seems unattainable unless the learner is
provided with opportunities to interact with the
teacher and other students. Since in our
system of education, the textbook is generally
considered as the sole source of teaching and
learning activities, the challenge faces the
syllabus designers and material developers to
make teaching materials more consistent with
language use and learning principles.

The approach adhered to is consistent with
the new trends in applied linguistics which
undermines traditional teaching materials
designed primarily to teach language elements
namely vocabulary and structures. To make
the unit pedagogically sounder the following
measures are taken.

1. As learning hardly occurs without

students' interacting with the teaching material,
alt tasks are directly related to the learners’
needs and interests to attract their attention
and get them involved in the learning process.

2. Self-confidence is partly related to the
students' being aware of the objectives of the
unit taught. Although objectives are not directly
mentioned, the content structure and its
sequence leads the students toward them.
Moreover, the teacher's notes provide the
teacher with guidelines on objectives,

3. As the relevancy of language learning to
the students' day to day needs is not self-
evident, efforts are made to relate the topic to
the learner's everyday life. For example, in one
activity, the students are required to play the
role of a witness reporting a mountain accident.

4. The role of background knowledge and
previous learning experiences in meaningful
learning need not be emphasised. In this unit
each activity requires the students to think and
recall what they already know in order to
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‘writing reports and advertisements."

Under the title of "Receptive Skills", chapter
nine deals with materials designed to teach
students how to deal with written and spoken
text. Reading and listening are considered
receptive skills, but we know well that these
two skills involve active participation of the
reader or listener. Some basic principles re-
garding reading and listening: Reading is
usually a purposeful activity. The content either
interests us, or is in some way useful to us.
Listening is of the same characteristics. We
listen because we expect something interes-

ting. A reader or listener employs six types of .

specialist skills as follows. predictive skills,
extracting specific information, getting the
general picture, inferring opinion and attitude,
deducting meaning from context, recognizing
discourse patterns.

Chapter ten has been given to the role of

the teacher and student in class management.
Ateacher in the class is a teacher, a controller,
an assessor, an organizer, a prompter, a
participant, and a resource. Teachers must be
aware of their vital roles they can adopt and

know when and how to use them. !t is also’

mentioned in this chapter that the role of the
student must not be ignored. Every student

must have his/ her share in the management
- of the class, learning activities, and discipline.

The writer suggests that class activities on the
part of the student can be classified in three
types: “Lockstep®, "pair-work”, group work and

]

individual study. These terms are all explained
in this chapter in detail.

Chapter eleven is about planning. Planning
plays a vital role in teaching and learning. The
best techniques and activities will not be the
least effective if they are not in some way
integrated into a programme of studies. This
chapter talks about planning principles, what
the teacher should know betore making a plan,
and how an actual plan could be put together.
Such areas as course planning, syllabus
planning and designing, and planning course
materials are also explained.

In the appendix, the reader is given an
opportunity to get familiar with ideas and
procedures for evaluating materials. The |
author suggests that there are two steps in
the evaluation of materials: the first is to have
a profile of the students and their needs which
leads you to conclusions about the type of
material which would be appropriate for them,
and the second step, is to apply this knowledge
in materials preparation.

To sum up, | can say that "the Practice of
English Language Teaching®, i.e. Jeremy
Harmer's book, is really the practice of English
language teaching. It gives you whatever you
need if you are a teacher in the field of TEFL.



mentioned; the classroom, situations and
formulated information. The author presents
the following model for different types of
context.

The Fortaulated

L

Physical students  jpvented stmulated  gmutated real-life
storfes real-life

The author aiso gives an interesting model
for introducing new language which gives an
overall picture of the procedure. The model
has five components: lead-in, elicitation,
explanation, accurate reproduction, and
immediate creativity. The rest of the chapter
explains how this model is put to work. A
variety of techniques in analyzing grammatical
forms are used. One that the author prefers is
"Explanation Techniques.” This refers to the
two procedures for explaining the form of the
new language. In both cases the intention is
to demonstrate to the students what the
grammar of the construction is. To sum up,
this chapter is primarily concerned with oral
approach, using some activity models such as
real-life pictures, situations realia and some
techniques for grammatical analysis.

Chapter seven is entirely given to practice.
Techniques for oral practices such as: four-
phase drilis (Q- A- Q- A), mixed question and

answer drills, talking about frequency activities
are explained. Information-gap activities is a
label given to the types of drills in which
students are given different bits of information.
By sharing this separate information they can
complete a task. For example "the store
inventory" exercise, "Geographical informa-
tion" exercise. These two latter exercises focus
on both oral and written practice. There are
other types of drills included in this chapter
such as "Games", Personalization and
Localization Twenty questions, Noughts and
crosses, Quizzes, social talk, likes and dislikes,
find someone who. These drills are mostly oral.
Written practice has not been forgotten of
course. Labels such as sentence writing "What
are they doing?” Chrismas, "parallel writing"
(teaching of connected discourse) all refer to
written exercises. This chapter is full of situa-
tional pictures, illustrations charts and tables
to be used for realization and demonstration
of the practices.

Communicative activities is the title of
chapter eight. The focus is on various ways of
improving oral communication in the class-
room. Seven types of examples are given as
follows: "reaching a consensus", "relaying
instructions”, "communication games", “prob-
lem solving”, “interpersonal exchange", story
construction” and "simulation and role play."
Models on written communicative activities
included in this chapter are: "relaying instruc-
tion", "exchanging letters”, "writing games",
“fluency writing", "story construction" and

£ FLTJ
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occurrence, and feasibility.
This chapter includes some charts and

__diagrams to show the relationships between

language skills and to summarize the four skills
used in language as communication.

In chapter three the writer directs the
readers’ attention towards what a language
student should know and shouid learn. Since
the idea of learning is the focal point, we must
think of need analysis. Who is the learner?
What is going to be tearnt? For what purpose
must it be learnt? In what situation does the
learning take place? These are some
questions that must be answered in the stage
of need analysis. Materials then must be
developed according to the needs of the
learners. The next step, is the designing of the
syllabuses. The syllabus is clearly important
since it says what will be taught. The problems
of syllabus designing are to some extent talked
about in this chapter. One of the problems on
the way of a syllabus designer is when the
groups of students are not homogeneous. In
such cases. Itis suggested the four skills must
be taught. The situation in which the teaching
takes place must be considered in planning a

 syllabus. Type of language, functions of

language, functions and structures, pro-
nunciation and accent, and communicative
efficiency are also explained in this chapter.

Chapter four deals with theories of learning
and teaching. A brief summary of behaviourist
and cognitivist ideas in regard with-acquisition

of language is presented. Communicative
activities in the classroom is emphasized,
finely-tuned input is explained. The writer
believes that in order to establish a balance
between the components of input and output,
a balanced activities approach is needed.

In chapter five, the writer is mainly con-
cerned with stages in language learning.
Labels such as non-communicative activities,
and communicative activities are explained.
Communicative activities are those which
exhibit the characteristics at the communi-
cative and of communication continuum.
Students are somehow involved in activities
that give them the desire to communicate. For
non-communicative, there will be no desire to
communicative, there will be no desire to
communicate on the part of the students and
they have no communicative purpose.

Chapter six deals with "introducing new
language” to the learner. The idea of context
and situation is considered to be essential to
an understanding of language .use; in other
words, real language occurs in real-life
situations. The presentation of meaning and
use should take place in some context, either
provided by the materials the class is using or
created by the teacher.

The author believes that the classroom can
be a useful context for the introduction of
meaning. By context we mean the situation or
the body of information that results in language
being used. Three types of context are



sentences; on the right side of the page at the
top, there is a box containing a topic outline of
the whole chapter. This kind of format is not
only pleasing to the eye but also motivating
and encouraging.

The content of the book

In chapter one, the author is trying to
answer a comprehensive question: "Why do
people learn language"? To answer this
question he gives a list of reasons. Needs and
desires come first in the list. Need to know
English in order to live, study or work in the
target language community, i.e. English
speaking countries. He thinks of ESP to be
another motivating reason for learning English.
English might be included in the curriculum
by the decision of the authority. Another reason
for learning English is to become familiar with
culture of English speaking countries. There
are others who learn English to help them be
more successful in their daily lives.

Another important point mentioned in this
chapter is the importance of motivation. Two
types of motivation are explained: Extrinsic
motivation, and intrinsic motivation. Moti-
vational differences between children and
adolescents in regard with learning are dealth
with. It is believed by the author that children
are curious, have less concentration than
adults and need constant change of activities.

Adolescents are perhaps the most exciting
students to teach, but they can also present
the teacher with more problems than any other
group. A classification of types of students in

terms of age and their motivational attitude is
of great importance to the teacher.

Chapter two focuses attention on how a
native speaker acquires the knowledge of
language, and how the knowledge of language
is put to use. Actually, the title of this chapter
is a very revealing one, things that a native
speaker knows about his/her language, for
example, a native speaker knows that sounds
in isolation are meaningless, that they must
be arranged in a particular order to be
meaningful. Native speakers also know two
other forms of sound: Stress and intonation.
They don't attend classes to learn these things,

they are acquired unconsciously. A native

speaker acquires such areas of knowledge like
sounds, grammar, appropriateness, interaction
with context and language skills.

Another significant point mentioned in this

chapter is Chomsky's theory of competence

and performance, and the way he is critized.

Chomsky calls the grammatical knowledge of

a native speaker, "competence": and the
realization of these grammatical rules as
sentences such as "the boy kicked the dog"
as performance. But when we consider Dell
Hymes theory of communicative competence,
as he himself stated, we see that Chomsky
has missed out some very important infor-
mation. Dell Hymes wrote: There are rules of
use without which the rules of syntax are
meaningless. He separated the native
speaker's knowledge about language into four
categories; systematic potential, appropriacy,
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Front matter

The front matter of the book consists of title
page (title of the book, name of the author,
date and publication company), table of
contents, preface, and aknowledgment.

Back matter
The back matter includes an appendix, a
bibliography, and an index.

The body of the text
The main body of the text consist of three

parts (A, B, C) and eleven chapters.

The objective of the book is twofold-the first
is to provide a theoretical background to a
methodology for teaching, and the second, to
explain techniques that are helpful in actual
performing of methodology. The ‘author be-
lieves that at present more good materials are
available in the field of TEFL and ESP than
before, In this book, the author is trying to draw
together many of the theoretical insights of
recent years and put them at the service of a
broad methodological approach-what he
himself calls "the balanced activities approach”
to the teaching of English as a foriegn lan-
guage. This seems an appropriate label for the
overal theories, methods, techniques and the
sort of exercises designed.

One of the striking features of the book is
its attractive appearance. The titie of each
chapter is written in large bold face letters at
the top; just below the title, the main idea of
the chapter is explained in two or three long



which can be used in academic situations. Also
testers should be aware that too much
correction of the students writing is
unnecessary and unhelpful in improving the
students' writing ability. According to Celce-
Murcia et al. (1979):

A single paper written by a student on a
given topic at a particular time cannot,as is
well-known, be considered a valid basis for
evaluating his or her achievernent, unless his
or her fevel of writing aftainment is relatively
low. (p.198)

Self-correction as Erazmus (1960)
emphasized can be of more help in this regard.
Therefore, testers had better not be too picky
on the students' writing, especially in the
beginning stages.

Material developers may incorporate
teaching materials and exercises which may
help students to enhance their ability to utilize
cohesive devices in order to produce coherent
and organized pieces of writing. Therefore,
focusing more on providing a variety of
exercises and practices on writing, i.e.,
.summaries, reports, sentence making, articles,
compositions, etc. can be of help to the EFL
students in improving their writing.

Writing is a skill that lends itself to
advanced-level tranining in specialized
situations. It is the most important part of
preparation for academic pursuits. Indeed,
without well-developed writing skills,
advanced- level training and education seems
impossible. Writing is usually named and listed
last in a recitation of the four skills. But this is
no excuse for neglecting writing. Indeed, it
needs more attention because it is one of the
productive skills.
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The result of this test also proved no point
of significant difference beween the two
means, i.e., the t-value did not exceed the
t-critical.

The same procedure was carried out for
the first and the last compositions of the

‘ -experimental group. See Table 6.

Table 6 ‘
The t-value for the first and the last
compositions (pretest and posttest)of the
‘ experimental group

Subject | X1 | X2 | SD, SD, | t
Experimental | 1567 | 14.80| 222 | 2.29| 2.96
Group
"P <005

This time the t-value exceeded the value
of the t-critical at 0.05 level which meant that
there existed a significant difference between
the means of the two compositions.

Thus, the null hypothesis was rejected;
that is;massive writing leads to writing
improvements in Iranian EFL students’ writing

. ability.

Conclusions

The null hypothesis in this research
asserted that massive writing would not have
any effect on the Iranian intermediate EFL
students' writing ability. In trying to accept or
reject the null hypothesis, forty subjects who
were adult female intermediate students
studying at C.L.E. Level 5 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 standard Michigan test

to determine the homogeneity of the groups,
and the other was a composition, evaluated
by three raters. The result of the composition
proved no significant difference between the
means.

Throughout the experiment, the experi-
mental group went through the process of
massive writing; that is, they wrote 27 pieces
of reports, compositions, summaries, and
articles. The control group wrote only 6 articles.
In the last session, both groups wrote another
composition. The statistical analyses of these
compositions proved that massive writing had
been useful in improving the subjects' writing
abilities.

Pedagogical Implications

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

Since massive writing proved to be useful
in actual classroom procedure with iranian EFL
students, EFL teachers can easily adopt the
technique in their writing courses to advance
the students’ writing ability. The technique is
not very demanding on the part of the teacher,
for the teacher does not have to correct all the
writings. Students self correct after having a
great deal of practice in the skill, and they
make conspicuous improvemets during quite
a short period. The only thing that a teacher
needs to have is patience 1o hear students'
complaints about too much homework!

The present study may have implications
for testing. This study proved that the
improvement of the students' writing ability
through massive writing was not a haphazard
process; rather, it was a useful technique



Table 1
The t-value for the pretest of the two groups
Subject X sD t
Experimental 13.88 2.03
012
Control 13.61 3.46
*P<0.05

groups were homogeneous.

In order to check the inter-rater reliability of
the raters' judgements, a correlation-coefficient
test (the Pearson Product Moment Correlation)
was adopted. This test was to estimate the
degree of relationship between the scores
given by the raters to the first and the last
compositions of both groups. It should be
noted that the means of the three rater's scores
was considered as the subjects' score on
compositions. Then after calculating the
means of the two groups, the correlation test
was conducted. Table 2 illustrates the attained
results.

Table 2

Computation of correlation coefficient for the
pretests and the posttests

Subject Correlation Coefficient
Experimantal p0.82
Control 0.84

As Table 2 illustrates, both correlations for
the experimental and the control groups were
close to one, which indicated that the raters'
scores were reliable and correlated.

In order to compare the means of the first
compositions (the pretest) of both groups, a t-
test was employed. Table 3 illustrates the
results.

Table 3
The t-value for the first compositions
{pretest) of both groups

Subject X1 SD, t
Experimental 12.67 222

-1.89
Control 14.05 222 '
*P <005

According to Table 3, the t-value did not
exceed the t-critical (2.042) at 0.05 level,
hence, the difference between the two groups
was not significant.

Another t-test was employed for the last
compaositions of the two groups. The results
are shown in Table 4,

Table 4

The t-value for the last compositions (posttest)
of both groups

Subiject X2 SD, t
Experimental 14.89 2.29
0.682
Control 14.33 2.67
*P<0.05

Again the results indicated no significant
difference between the two groups because
the t-value did not exceed the t-critical at 0.05
level.

The next analysis was a t-test for the first
and the last compositions of the control group.
Table 5 shows the resuits. - —

Table 5
The t-value for the first and the last compositions
(pretest and posttest) of the control group

X1 | X2 |sD, [sSD

Subject

Control Group {14.04 1433 [ 222 | 267 | 0.35

"P <005
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compositions were provided by the teacher,
and each time the subjects were to choose
one topic out of three.

Procedure

Under testing conditions, the subjects wrote
the compositions and performed on the test
of Michigan.

The evaluation of the Michigan test was
perfectly objective because each item had only
one correct response; 20 marks was assigned
to the 40 grammar items of the test which the
subjects had to perform on.

The first composition of both groups was
assessed holistically by three experienced EFL
teachers. The raters read each composition
independently and then assessed the overall
quality of the composition in numerical values
for the ease of computation. 20 was the highest
possible score given to the compositions.

In the following 19 sessions of the term,
the subjects in both groups went through their
course program which included dialogs,
discussions on reading passages, and stories
to which they listened at home, as well as,
writing tasks.

The essentials of writing paragraphs were
taught to the subjects in the fourth, fifth, and
sixth sessions of each unit (the book consisted
of three units with six lessons each. Every
lesson was taught in one session. Punctuation
and paragraph development were the main
concerns of the writing lessons. After each
writing session, the subjects were asked to
write about the topics provided by the book.
The length of the writings increased from 100
to 600 words, and finally the subjects wrote
compositions, consisting of five paragraphs.

However, throughout this period of 19
sessions, the subjects in the experimental
group were pushed and motivated to write ten
tape reports on stories to which they listened
at home and which were discussed in the
class; three summaries on reading passages
they read and discussed in the class; ten
compositions on topics provided by the

teacher; three articles written in class during

55 minutes of class time; and a book report
on a simplified story of about 150-200 pages.
The books had been approved of by the
teacher in advance, and the subjects had to
write a report of at most 20 pages.

Only four of the 27 pieces of writing were
corrected and returned to the students. The
correction was in the form of underiining the
grammatical error and signaling with a capital
“G," meaning that the sentence was
ungrammatical. Also the misused words were
circled and signaled with a question mark. Any
paper having more than three grammatical
errors had to be rewritten.

At the end of the course, the subjects in
both the experimental and the control groups
were given three topics to choose one and
write a composition. These final compositions
were corrected in exactly the same way as the
first ones, i.e., holistically by three raters.

To carry out the statistical analysis of the
study, first a t-test was employed to measure
the homogeneity of the two groups on the
Michigan test. Table 1 illustrates the obtained
results.

The value of the calculated t was 0.12
which was less than the value of the t-critical,
i.e., (2.242) at 0.05 level. Therefore, the two



study, the results led him to "temporarily accept
the hypothesis that in the beginning emphasis
should be placed on the quantity of writing
rather than the quality" (Celce-Murcia,
1979: 190).

Moreover, in an article entitled "Effects of
the Red Pen, "Semke (1984) reported on a
study she conducted to compare the effects
of four different methods of evaluating
students' free writing assignments;

1) Writing responses to the contents.

2) Marking all grammatical errors and

writing in the correct forms.

3) Making positive comments and marking
eIrors.

4) Requiring students to correct all errors
marked according to a system indicating
the type of error.

The results suggested that those students
who received comments based solely on the
content spent more time preparing the writing
assignment, made greater progress than the
other three groups, and became more fluent.
Those students who were required to correct
all their errors wrote shorter compositions, had
the most negative attitude towards writing, and
did not eliminate corrected errors in future
compositions. One interesting finding of the
study was that among those students whose
papers were not corrected, six requested that
some errors be corrected. The author
concluded that writing practice, but not
evaluation, is the most important factor in
increasing writing skills.

The results of these experiments triggered
a somehow similar study with franian EFL
students to determine whether paying attention
to quantity, but not quality, and not correcting

students' papers will have any effect on their
writing improvement.

Research Methods and Procedure
Subjects

In order to carry out the study, forty students
in a private English institute were selected. The
subjects were adult female intermediate
students studying at College Level English
(C.L.E.} Level 5. Their age ranged between
18-40. The subjects were divided into two
classes of 20, one of which was considered
as the experimental group and the other as
the control group. The classes were selected
at random from among ten similar classes at
the institute. The teachers of the two classes
were difterent.

The subjects performed on the standard
test of University of Michigan and wrote their
first and last compositions under test
conditions and time constraint.

Instrumentation

Three instruments were used in the study.
Two compositions and a standard test of the
University of Michigan.

In order to check the homogeneity of the
groups, The subjects were asked to take the
Michigan test in the first session. The test
consisted of forty multiple choice grammar
items to which the students had to answer in
20 minutes.

Two compositions were assigned to both
the experimental and the control groups, one
in the first and one in the last session of the
semester. The subjects were requirde to write
their compositions in at least five paragraphs
in at most 80 minutes. The topics of the

3 FLTJ
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above methods. Our concern here is massive
writing which is a subcategory of the Free
Expression Method. In fact, it can be
considered as a technique of this method,
which was first introduced by Erazmus (1960).
Many other methodologists have also strongly
advocated massive writing. In this regard,
Bowen et al. (1985) asserted:

The quantity school of thought followers
holid that the most important thing is the
amount of practice students get in writing.
Students are asked to write frequently, and
their writing may not always be corrected.
Many proponents of this school believe that
a language error represents a hypothesis
concerning the language. Such errors show
that the student is learning the language or
the skill of writing it and without errors, leaming
would not be likely to take place. Some
choose to ignore student errors under the '
optimistic hypothesis that they are signs of
growth in writing ability which will soon make
themselves obsolete (p. 263)

Paulston and Bruder (1976) also believed
that a more useful guideline is probably to have
the students write as many free compositions
as the teacher can reasonably correct.

Several experimental studies have been
carried out to determine the effect of massive

writing. For instance, Erazmus (1960) carried .

out a study in his "program of fluency" at the
University of Michigan. In this study, students
were pushed and motivated to produce
extensively with little regard to the number and
type of error. They were also directed to write
rapidly with little revision and reconstruction.
The emphasis of the study was on the number
and the lenght of materials produced, not their

perfectness of quality. The study was
conducted based on the belief that language
is a self correctiong and self expanding
system, and the more it is used, the greater
facility there is in the use of it.

Another experiment, carried out at UCLA
by Briére (1966), proved that massive writing
leads to a decrease in error rate in the student's
writing. The experiment had three features. In
an experimental group, the students wrote
freely for at least six minutes during each
session on the subject of a cartoon. The
instructor did not pay attention to the number
of errors made; only two errors at most were
indicated by the instructor. Besides, weekly
compositions ranging progressively from
300-500 words in length were assigned,
and a term paper of a minimum of 1000 words
was required. Home and class compositions
and term papers were, however, carefully
corrected, and the students who received any
grade below "A" were required to rewrite their
compositions.

The final test showed that there was a
decrease in error rate and an increase in
quantity of output during the course. In his
description of the experiment, Briére (1966)
suggested that one interpretation of the results
might be that "an emphasis on quantity will
produce greater fluency and also have the
concomitant effect of reducing error rate”
(Celce - Murcia,1979:190). Briere(1966)
furthur posited that an emphasis on quantity
and fluency will produce far better results than
any emphasis on quality. He finally concluded
that aithough no definitive statement could be
made concerning the efficacy of emphasizing
quantity before quality on the basis of this



corrected each composition separately and
gave their scores. The same raters were used
to correct the first and the last compositions.

After the first and during the succeeding
sessions, the experimental group went through
the process of massive writing, i.e., writing 27
pieces of reports, compositions, articles,
summaries, etc. All these writing tasks were
done in addition to the usual classroom
procedure.

In order to conduct the study, a null
hypothesis was formulated based on the
research question, and various statistical
analyses were employed to test the
hypothesis. First, a t-test was carried out for
the pretest to check the homogeneity of the
subjects. Then the Pearson Product Moment
Correlation was used to compute the inter-rater
reliability of the composition ratings. Next, a t-
test was employed to compare the means of
the first compositions of the experimental and
the control groups. A similar procedure was
couducted to compare the means of the last
compositions of the cited groups. The means
of the first and the last compositions of the
control group were compared through a t-test,
and so were the means of the first and the last
compositions of the experimental group.

The results attained throughout the study
indicated there was a significant difference
between the means of the first and the last
compositions of the experimental group. Thus,
the null hypothesis was rejected.

Introduction
Writing is a basic communication skill and
a unigue asset in the process of learning a

language. Both aspects of writing are important
in typical language classes and can serve to
reinforce one another. However, writing skill
has been provided with the least attention due
to its complexity and to this commonly
accepted idea that mastery of this skill is, in
fact, an impenetrable territory for a foreign
language learner.

Historically, those engaged in teaching
English as a Foreign Language (EFL) have
given little sustained attention to the
development of the writing ability in the
learners. Most EFL practitioners have taken
the position that writing is a secondary or less
crucial skill than listening, speaking, and
reading.

For the most part, as Dvorak (1986) pointed
out, the EFL profession had focused on the
production of correct forms and transcriptions,
rather than on composition. However, most
EFL instructors expect their students to use
writing in their career in order to survive in
academic settings.

Composition involves the production and
arrangement of written sentences in a manner
appropriate to the purposes of the writer, the
reader, and the function of what is written.
Composition is a complex activity requiring a
variety of skills, and there is no general
agreement among teachers regarding the
methods to be used in teaching it.

The following are four most-commonly
employed methods in writing:

1. The Controlled Expression Method

. 2. The Free Expression Method

3. The Literary Model Method

4. The Rhetorical Method

Most EFL teachers are familiar with the

L FLIJ
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The Effect of Massive
Writing on the Writing
Ability of Iranian

Intermediate Students

Parviz Maftoon

Iran University of Sceince and Technology
Mozhgan Scleimani Aghchay

Abstract .

The quantity school of thought followers
state that writing numerous papers with no
correction would lead to an improvement in
students' writing ability. Based on this belief,
a study was carried out to determine the
validity of the idea held by the quantity school
of thought. The aim of the pressent study was
to examine the effect of massive writing on
the writing ability of Iranian EFL students at
the intermediate level. The research was
designed so that it would provide answers to
the following question:

Can massive writing have any effect on the
writing ability of Iranian intermediate students?

In order to answer the above question, 40
subjects studying English at an English
institute were selected. Their course was
College Level English (C.L.E.) Level 5. Two
classes, each consisting of twenty students,

Shahid Bahonar Teacher Training College

were selected at random. One of them was
considered as the experimental and the other
as the control group.

Three data gathering devices were
employed: A standard test from the University
of Michigan and two compositions.

To check the homogeneity of the subjects
in both the experimental and the control
groups, a Michigan test consisting of 40
multiple choice grammar items was given to
the subjects in the very first session.

The first composition was also assigned to
the subjects in the first session and the last
composition in the last session of the
semester. Each session three topics were
provided, one of which the subjects selected
to write their compositions on. For the
evaluation of these compositions, a holistic
method was used and, of course, to maintain
the objectivity of correction, three raters



The data also proved that most of the time
Maryam knew what she wanted to say but she
had not learned how to say it. In these cases,
she resorted to familiar forms to express new
meanings agrammatically. This gap between
intention and linguistic acquisition showed that
the development of concepts and intentions
preceded the linguistic means for expressing
them.

(L)

/befi:ne kije?/ (saendaelije kije?) "whose *sit
down=whose chair?", (26;18) '

/aelo:e ki:je?) "whose *hello=whose
telephone?”, (26;18)

/da:reem gerje nemi:ko:naam/ (daraem
mi:xaendgem)” *| am not crying=l am laughing"
(in reponse to the question "what are you
doing?, she lacks the proper verb), (26:20)

/a:dSilo: ez tu: lu:naef daerazr/ (ba:du:mo:
pu:st bekaen) “take out the nut from its
nest=take out the nut from its shell", (29;25)

ffeerda: xo:rdeem/ (keemi: geebl xo: rdaem)
"“tomorrow | ate=a while ago | ate", (26;10)

conclusion

On the basis of the findings, it can be
hypothesized that the child is not born with the
set of principles and parameters in her mind,
but instead with innate strategies and
mechanisms that have their root in cognitive
structure of the child and enable her to process
and develop the grammatical features of the
language. The course of the development of
language features is determined not by the
principles and parameters but with the intrinsic
complexity of components of each language.

Thus, the child in the process of language
acquisition, moves from easy to difficult deter-

mined by her cognitive growth. Accordingly, it
is concluded that the content of the child's
grammar is not set by structural constraints but
by cognitive forces. However, this hypothesis
is a rebuttable hypothesis, and its rejection or
confirmation is due to further research.
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Maryam: /sesba:ba:zi: go:m [o:deen/
(aesba:bba:zi:ha: go:m fo:dzen) "toys are lost"

Mother: /aesba:bba:zi:ha: ko:d3a; haes-
taend?/ “where are the toys?*

Maryam: /aesba:ba:zi: ko:mo:dan/... /
eesba:ba:zi: ni:steen/ "toys are closet..... there
aren't toys”

(26;14)

A reason for the late acquisition of plural
markers can be attributed to the fact that in
Farsi plural markers are not always attached
to nouns as in English. Examples are provided
in (I): :

()] .

ftleend ta: keta:b da:ri:?/ *"how many book
do you have?

/se ta: keta:b? *“three book"

/keta:bba: ma:le ki:je?/ "whose books are
these?"

Probably, the duality which exists in Farsi
made the acquisition of plural markers more
difficult. The child first learned to attach the
plural markefs to nouns, and later in the
process of language acquisition made an
exception to the "principle" which she had
formed in her mind.

4. The Development of Errors in the Pro-
cess of Acquisition

The observations showed that at around 25
months errors occured in the production of
pronominal inflections, although they were
used correctly before. The forms presented in
(12) were used interchangeably:

W -

/ba:ba:t va:saet mi:xeere/ "your daddy will
buy for you" -

/ba:ba:| va:sae| mi:xaere/ *her/his daddy will
buy for her/him" )

/ba:ba:m va:saem mixaere/ ‘my daddy will
buy for me”

It was argued that the child first acquired
the nominal inflections on a word-by-word
basis but in later stages the development of
her cognitive capacity allowed her to form a
general principle for the so-called grammatical
category. In the process of deduction which is
a token of logical reasoning, she overre-
gularized a rule for the nominal inflections.

In addition to these, another type of
overgeneralization was conspicuous in
Maryam's language production; that is, the use
of a single verb stem for all persons or tenses,
even if the input language provided systematic
stem variations for particular verbs. The
observations showed that when there was
semantic relatedness, the child used one
grammatical form in order to convey different
concepts. '

(K)

flo:lr (belu:n), (Jo:st), (Jo:steem), “wash",
“washed third person", "washed first person"

/bel/ (beli:nsem), (befi:n), (seendeeli), " sit
down", "you sit down", "chair"

fpa:jl (pa:feem), (pa:fo:), (pa:fo:d), (mi:xa:m
bizru:n bija:m); "l want to stand up”, "stand up",
“stood up”, "l want to get out"

Thus, the child made use of a particular set
of concepts as the semantic basis for early
grammatical marking. The above examples
illustrate that semantic notions combine to
determine the choice of form.

5- Use of Known Forms for Expressing New
Ideas - ‘



in their speech production, but the data show-
ed that Maryam used referential determiners
for pointing to objects around her. The following
examples signify this fact:

(G)

/i:n bede/ (i:no: bede) "give this", 15;2

/u:n bede ba:la:/ (a:n ti:zi: ra: ke bala:st
bede) "give that thing which is up”, 19;5

/hebabaero:/ (keta:baero:) "the book", 20;2

To sum up, the findings in this study showed
that some functional categories existed in the
early child speech, whereas some lexical
categories were absent until the late multi-word
stage. Even if we accept that "Structural
Building Hypothesis® to be correct for the
acquisition of English, we have to presume that
there are certain differences between the
processes of the acquisition of the each one
of these languages. Thus, it is posited that the
parameters proposed by UG are not universal,
and therefore, they cannot explain the process
of language acquisition.

On the basis of these arguments, which
tried to address the first two research
questions, the answer to the last research
question also seemed to be affirmative. In
order to further support that view, a few more
instances of Maryam's process of language
acquisition are offered:

1- The Order of the Acquisition of Locative
Expressions

The data in this study demonstrated that
the order of the acquisition of locative
expressions varied with regard to Maryam's
age. This finding showed that similar
grammatical forms required conceptual
understanding of the expressions. The period

for understanding spatial relations which
moved from simple typological relations to
more complex projective relations required
conceptual development.

2- The Order of the Acquisition of "Wh-
questions”

Common syntactic properties might
suggest that certain linguistic form classes
appear simultaneously. However, this was not
the case with "wh-questions" as well as the
locative expressions discussed earlier. The
course of the development of question words
suggested the relationship between language
development and cognitive development; that
is, the hypothesis stated earlier. This rejected
the parameter setting model in the sense that
if the related parameter is set sometime in the
course of development, then ali forms of the
syntactic structure should occur at once. In
other words, once the parameter is set for a
certain value, all the properties of the
parameter should become available for the
child. However, the order of emergence of
question words clearly signified cognitive
requirement for emergence of syntactic forms.

3- The Acquisition of Plural Markers

English speaking children show a relatively
early acquisition of plural markers for the noun
(Radford, 1990; Slobin, 1973; Brown, 1973).
It is agreed that English speaking children
acquire this grammatical form at the two-word
stage. However, the data in this study showed
that plural markers attached to nouns were not
acquired until the late multi-word stage (around
30 months of age).

(H)
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3- Development of VERB+TENSE+IN-
FLECTION:

In Farsi VERB is inflected for person (first,
second, and third persons singular and plural),
and Maryam acquired to inflect verbs for first
person, second person, and third person
singular in the tenses she acquired at the early
two-word stage:

(C)

fieett/ (=raeft) "went -- (he/she), 17:5

/daefo:daem/ (=o:fta:daem) “fell down -- (1),
17;15

4- Development of GENITIVE CASE
(possessive structures):

In Farsi the examples in (D) and (E) are
grammatically similar. Although Maryam could
use structures in (D) quite successfully in the
late two-word stage, she couldn't use the
structures in (E) until the Jate multi-word stage:

(D)

/@ske ba:ba:/ (=akse ba:ba:) "daddy's
picture", 20;10

/heeple ma:ma:/ (=kaffe ma:ma:)
"‘mommy's shoe" 20:11

(E)

fliva:ne a:b/ "a glass of water"

/keli:de dzer/ "the key of the door"

Two positions can be taken in this regard:
On the one hand, if we accept that structures
in (D) an (E) are identical in Farsi (i.e., in both
of them the two nouns are attached to one
another by the inflection /e/), then we should
expect Maryam to use both structures
simultaneously in her speech production.
However, this was not so. On the other hand,
if we follow Radford's view point that suggests

‘s be a functional category (p. 88), then its
presence in Maryam's speech production at
the late two-word stage rejects his central
proposal regarding the absence of functional
categories.

5- Absence of an A-system and P-system
at the early and the late two-word stages, and
use of limited number of the adjectives and
prepositions: It is most probable that adjectives
and prepositions along with their projections
were conceptually difficult to process. As it is
apparent in example (F) below, even when
Maryam acquired adjectives in the multi-word
stage, she was not able to use the inflection
/el for relating an adjective and a noun, though
she used this inflection in relating two nouns

~ as shown in example (E).

(F)

/a:bu:n kex/ (=sa:bu:ne kaesi:f) "dirty soap",
23,17

/ni:niz u:b/ (=ni:nizje xu:b) "good baby*, 23;18

6- Absence of adverbials such as "more",
"less”, "much”®, and "little” in the early speech
of the child: Though these words are con-
sidered lexical categories and are reported to
be part of the production of English speaking
children, they were not present in Maryam's
speech production. The researcher believes
that these words befere being lexical
categories deal with quantity, and for Maryam
talking about quantity was not possible until
32-34 months of age.

7- The early development of the deter-
miners /i:n/ (this), /a:n/ (that), and /ae/ (the) as
functional categories: It is argued that English
speaking children do not develop a D-system



productions were transcribed phonetically for
further analysis.

The data were divided into two parts. The
first part attempted to provide a description of
the process of language development, but
did not simulate to explain anything. However,
a detailed reference to this part seems to be
beyond the scope of this paper. This part
ended by a presentation of the stages of
language development, portraying the
grammatical deveiopment only with the
purpose of providing a frame of reference. The
following table shows the different stages of
Maryam's language development along with
the related ages:

- Stages A Agein mo;:I;s 7
Prelinguistic stage 6-11
One-word stage 12-14 . |
Early two-word stage 15-18
Late two-word stage 19-21
Early muiti-word stage 22-24
Late multi-word stage 25-30

The second part of the research dealt with
the explanation of the process of language
development and sought to account for how
the child acquired language. The problem was
to find out whether "Principles and Parameters
theory" as a model for language acquisition
could explain the phenomenon or not. As
mentioned earlier, Radford's proposal was
compared with the data regarding the
acquisition of Farsi. The data showed that the
child used both lexical and functional

categories in her utterances, and learning one
category did not necessarily lead to the
learning of projections of that category.
Consequently, the central hypothesis of the
model that proposed only lexical categories
and not functional categories could be
developed in children at the early and late two-
word stages was shown not to be true in case
of Farsi. Thus, it was concluded that other
factors should be involved in ordering the
categories the child acquired. By these
findings, it was hypothesized that different
languages, based on their syntactic structures
might pose different acquisitional orders.

The following pieces of evidence support
the researcher's view concerning the
inapplicability of "Grammatical Ordering
Hypothesis" in Farsi:

~1- Absence of Np system in the two-word
stage (i.e., noun+compliment structures):
Despite the assertion made by the proponents
of the hypothesis, Np system was not present
in Maryam’s utterances, though English
speaking children are reported to produce
structures such as:

(A)

{Cup tea](="a cup of tea", Stephen 17)

[Bottle juice](="a bottle of juice”, Lucy 20)

(Radford, 1990)

2- Development of TENSE and use of
different verb forms in Maryam's spontaneous
speech at the early two word stage:

(B)

/ni:ni la:la: kede/ (=ni:ni: xa:bi:de) "the doll
has slept”, 17;4

/ba:ba: ja:h/ (=ba:ba: raeft) "daddy went",
15,27
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by Radford in his book Synatctic Theory and
the Acquisition of Syntax (Radford, 1990).
In this book, Radford shows that children at
the early two-word stage develop the four
primary lexical word categories N,V,P, and A
and also they "know" how to project them into
the corresponding phrasal categories NP, VP,
PP, and AP, and thus develop an N-system,
V-system, P-system, and A-system:

" . What we shall argue here is that the categorial
component of early child grammars of English is purely
exical' in character, in that children at the initial stage of
categorization develop lexical category systems (more
specifically, an N-system, V-system, P-system, and A-
system), but no functional category systems {no D-
system, C-system, or |-system).” . ~

(Radford, 1990}

Research Project
In order to examine the accuracy and
applicability of this hypothesis in Farsi the
following research questions were proposed:
1- To what extent can "Principles and Para-
meters Theory” be exhaustive in explaining the
phenomenon of first language acquisition?
2- What are the similarities and differences
between the acquisition of lexical and
functional categories in Farsi and in English?
3- Is there enough evidence to support the
hypothesis that general cognitive development
is the pace-setter for language development?

Consequently, a case study was conducted.
The subject of this study was Maryam -- a
second born child. Maryam was born in 1992
in Tehran. During the 24 months of this study,
her primary caretakers were her mother --
Rashtchi and a nurse who were both native

speakers of Farsi. The Process of data
collection began when Maryam was at 6
months of age and continued until she was at
30 months of age. This study was a heuristic
research with the purpose of discovering or
describing the patterns or relationships that
existed in the process of the acquisition of
Farsi. The goal of this study was hypothesis
generating rather than hypothesis testing.
Thus, observing and recording different
aspects of the acquisition of mother tongue
were used as the tools of research. Two
specific procedures were employed in
collecting the data: diary records and audio
records. The diary records of Maryam's
linguistic development constituted one of the
main sources of data in this study. They
included extensive information about
Maryam's linguistic behavior and language
development. During the period of two years,
most of Maryam's comprehensible utterances
were noted down, accompanied by detailed
systematic description of the non-linguistic
contexts in which they were produced. It is
noteworthy that the only observer and recorder
of data was the child's mother and this greatly
increased the validity ot the data.

In order to compensate for the fact that a
considerable amount of data were collected
by hand at the time of production or
immediately following it, audio recordings
served as supplementary sources of evidence.
Totally 114 casselte tapes were recorded
during the 30 months of data collection. Each
session of audio recording was accompanied
by written notes that exactly described the
setting and the context of the occurrence of
the productions. All Maryam's speech



attempt to create a UG is an attempt to dis-
cover a set of principles and parameters that
act as innate constraints on the rules that the
child induces.

UG theory is only concerned with core
grammar, not with many other aspects of
langauge the child has to acquire. Chomsky
(1986a) argues that the grammars of all
languages comprise a series of inter-related
components, called modules. Each such
module deals with a specific aspect of the

linguistic properties of grammars. Chomsky-

arrives at the "principles and parameters
model” of acquisition on the basis of detailed
study of the nature of aduit grammars. This is
argued to have important implications for the
study of child language development.

Principles and parameters model is desig-
ned to explain the development of grammar
in children. As Meisel (1995) argues, para-
meter theory attempts to resolve language
variation, and it offers theoretical concepts and
mechanisms which deal with both diversity
amoeng languages and with variation across
the range of possible interim grammars in
language acquisition.

However, the model brings a number of
interesting issues in its wake. One of the most
difficult issues to be dealt with is the
assessment of the role of input in the process
of language acquisition. If the model adopts
triggering distinction between acquisitional
mechanisms, then it should be accepted that
there is a subtle interplay between knowledge
available prior to experience and infromation
contained in the data.

Triggering, as opposed to learning, requires
less exposure to input, and implies that an

extremely small number of examples should

‘be enough to set the parameter on a specific

value. Therefore, one might think that as soon
as the relevant piece of evidence appears in
the child's input, triggering should happe'n
immediately. However, many structural
properties appear in a sequential order which
are uniform across individuals and often
crosslinguistically. Thus, triggers operate ata
given pointin the process of acquisition. There
seems to be a logical element which underlies
language development. Some authors believe
neurological maturation to be the cause, while
others argue for a grammatical internal
phenomenon by which paramerters are
ordered (Meisel, 1995).

Hence, two major hypotheses exist in this
regard. One is "Maturation Hypothesis" that
claims UG principles emerge according to an
innately specified maturational schedule, and
the second one is "Grammatical Ordering

Hypothesis" (also called "Structure Building

Hypothesis" by Guilforyle and Noonan, 1988
in Meisel, 1995) which asserts that early
grammars only contain projections of cate-
gories, most importantly verbs and nouns.
Functional categories, according to this
hypothesis, are implemented in the course of
further acquisition. From these two hypo-
theses, the second one, namely the one which
claims for "grammatical ordering” has received
much attention in recent years and is con-
sidered to be "... the best candidate for an
adequate explanation of acquisitional sequen-
ces” and to be "... an approach that relies
primarily on intrinsic ordering” (Meisel, 1995,
p. 26).

This hypothesis has also been proposed
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with which children acquire the complex
system of language is not fully understood.
Many of the theoretical and empirical efforts
made in the field of acquisition research in
recent years have been attempts to address
this enigma.

in the field of language acquisition, no one
theory dominates and research findings are
vast and most of the time controversial. This
is because the problem is a complex one in
essence. On the one hand, there is not a
unanimous agreement regarding the nature
and origins of language. On the other hand,
acquisition theorists and researchers have
struggled to explain what normal children are
doing with language as well as the way they

do it. Modern science and technology have not

been able to penetrate into the mind of children
to examine the way they acquire their mother
tongue. The only way that exists for the time
being is studying the route through which
children move forward to gain mastery over
their first language. In other words, since
studying the mental processes of children in
acquiring their first language is impossible, the
only way left for research is investigating the
observable aspect of language, i.e., the
performance of children. This may enable us
to come up with some regularities, and hence
to achieve some clues that might lead to the
way first language acquisition develops.

For many years, language learning was
viewed as a fairly simple process. It was
believed that children learned to talk by
imitating what they heard, and that parents or
other adults shaped children's language by
correcting their mistakes. This kind of
description received scientific respectability in

the work of B. F. Skinner and other be-
haviorists. Not surprisingly, the behaviorist
approach to language has not provided us with
much sophisticated language research.
Behaviorism lost its importance as an
explanation for language learning and as a
research model with the publication of
Chomsky's (1959) critique of Skinner's account
of language development. Chomsky's theory
revolutionized the views on the nature of
language and its acquisition.

Chomsky argued that language had certain
universal properties, and proposed an innate
language acquisition device (LAD), possessed
by human beings, without which language
could not develop (Chomsky, 1968). According

to this view, the LAD accepted as input the

primary linguistic data, and had as output a
grammar of the language from which the data
had been drawn. The task of general linguistic
theory, as Chomsky put forward, was to specify
the nature of the device. The problem of
language acquisition would have been solved
once the characteristics of the LAD had been
made explicit. Chomsky's theory of trans-
formational, generative grammar provided the
impetus for a great deal of research into child
language. His own work investigated gra-
mmars in which transformational rules were
applied to deep structure in order to change it
to surface structure.

in Chomsky's later works (e.g., Chomsky,
1981; 1986a; 1986b) the concept of LAD is
replaced by the concept of Universal Grammar
(UG). This theory tries to specify the set of
primitives, axioms and rules of inference that
would generate a grammar for any natural
language to which a child is exposed to. The
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This study investigated whether the
acquisition of Farsi could be expiained by
the same "parameters" that are put forward
by the advocales of the Universal Grammar.
There- fore, a case study was conducted
for two years, and data were gathered
based on the spontaneous speech of an
Iranian child. The main focus of the
researchers was on the grammatical
development of the child. Observing and
recording were the tools of research and
were used lo investigate the course of the
language  development of the child who
was Dr. Rashtchi's daughter. The required
data were gathered in two ways: a) diary
records and b) audio records. The data
were transcribed after the child's speech
productions, and were kept for further
analysis. The data in this study were
compared to A. Radford's proposal in his
book Syntactic Theory and the Acquisition
of Syntax (1990), and it was shown that
there was a difference between the
acquisition of English-speaking children

and the Farsi-speaking child. The
occurrence of certain grammatical
structures and absence of some others
rejected Radford's central hypothesis
within the "parameter setting model”
framework.

Human beings by using a small number of
signals that are in themselves meaningless,
have the potentiality to create an infinite
number of meaningful statements. Besides,
they are able to share others' thoughts on a
topic, and can think about subjects remote in
time and space. This complex and abstract
system must, one might specuiate, take many
years to master. However, in fact by the age
of five children from all cultures can use most
of the grammatical rules of their language, and
communicate effectively with peers and adults,
and demonstrate inventive ways of expressing
themselves in words. This shapes the central
puzzle of language acquisition: How in a
relatively short time, does the young child
progress from being a nonlinguistic creature
to being a language user? The relative speed
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