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Abstract

The main purpose of this article is to investigate the feedback of high-school students about
the desireable language teacher. To achieve this purpose a questionnaire was prepared and was
distributed to several language classes from different boy and girl schools randomly selected.

The questionnaier reminding the subjects of the fact that the teacher is one of the main factors
affecting FL learning requires the students to write five merits that they wish their language

 teachers have and three demerit characteristics that they wish their language teacher would avoid.

The article then categorizes and describes the opinions (or feedback) of the students and
discusses the implications of feedback in the foreign language teaching and learnin g.
Key Words: feedback, language, teaching, questionnaire.

Giﬁjﬁldfo,fu,f;wﬁi)at,_;,riu.u;i,:dLn..csli
i el g g Sgmee o) gl iliea sla e

a4 Ot sa gl 58045 (Gl 5 ¢ Koo (5 5m f
Sy paen Jilas Ol o dhaor 5laS Silet 0 5 0L
St Sl ¢ g grtss Slaphi ¢ o oL 5l
Gr_Li.a;_SLAJAbLSlALTJL:S Il iy el Sla S ¢ 5 geo
ssbal slabl) sla o Ss c_):.&_':'d._rl.u_, cob nli:._vlﬂ_ﬁ
A3 5Ol el gl s (YRAR=ly)
2361508 5 lalans (1490 ST6m ¢ 124

ol g cﬁgu;)jlw;aidwaﬁjhul
Ob) phan o 53 2y glaali 1y 5 20 gl (SCaS e g

dodlda
ol ) 0L 8 sl cilisen (sLa S s el
b slr g b goliws jl et cjle (IS 5 ol b
& o s (pedagogical) 35 4af B0l ¢l L)
Sloailge sl Lol aly Lo 5y b gk (6 o
3 VAP 5 5 5ol ) )l 0L (6,08 Cilise
¢S Gl lai 5l (gl4s saza ol OT 5 (VAAA o
2297230 ) WSS 5 peia b ¢ (SIS (gla oy a5
=3 3 35.405) (reinforcement) i diSS 55 s (14VA
e 5 02 g 5l 8 90 Tl 1 31 (5 et 0 VL 5 (1AVA
J@u,.uxatmmra,(;mjg__,@JﬂL,)cL



Ls_;_,lc«:—bwb_‘,b_gdt_.a me}\ndbmwjjdlﬁ
Ldajllzﬂd‘a“w_)r—s‘fn.l..—;d'!_)}didb_)ﬂ_)}:r_)bn
555U o DL 5yl s Ol o (6526 oo
aleit e o et il 5 0L glaolS ki s la 5L o
Ao S 5 s 5 (SLa Ol o 5 B pl (SLa D) i sne
S IS IR PR E RS PV (W S
PPN PR DA P AVE Ve P SN L PN SRR R
P 3 et (o S Syt Sy
Grﬂjdly_,:dlaru\r.bbgmulcﬂb

Hnw)yuéu)u,u}hﬁj)mduuu )
sams bt g (fascilitating) 8IS s B 45 2 O
PV PR WP P T S 5+! (enhancing)

s shbaebs 5 Jraal Tlon! (sla a8 ol (e L 1150
(affective t_able sla Lo slbomsl o g0 or )b OL) ehae
&84 b 4> (impeding factors) sds a3k Yol 45 s filters)
€350 Olj_,.aTh,:Jl: o Ol

55 Ll s sl Pl 5 5 (63 55 4 a3 ol
A Sy 3550 (Al o L3 08 D3 oS 5 b Olad) gy 2 0
8 g 0 J 55 (SN e s 41 3 S

IR g

S8 Jardl oo 5 i cla 550 o Sl g0 oS o 81
OiSLoSi)OU}_o[QL_jEL}_Ep-‘_gLAJ}:'-J'\_;DU;u g 15
)aASr_-\o:JS(.i:_.L_;luL_...-j ‘.._Sw)jjg_g)_,\c..y
o a2 ooanlin (sbo S5 <O

L}»\,sqb\jy-ih;ébjh_n.,.l:g-_,_,hnq 48 opl e
ol sl s alge ol 3 5 ¢ ol O3 2540 5 A3
CNPL I B rJY (consciousness) 81> b e Sdce
i &g O3 e g 455 jlene swL.aLnutha)l{.HJ.b)Ji

-

.J_,..-
Q}:’-—WJ&:J‘#Q.:»A‘J?’-LMJ&&TLS‘J{ ZdSa.;lr_p
LaOTQ\J.EJ45‘-_,.31_,L}ijy.iduubj‘_;bb):bij}jt}]b
cole bl claadly el g adl B gro s 5 ek o
s g gt ol s 03,8 51,3 OLT (g3 b il yo g bl
wal g o OF 38y 03 g2 (81 Bk (GUa jhaw 4316 45 g0l
Ay Oy e 45 15 057 (S 5ra b Sate 0 g S 2 0l
Lglemwuadgb;}” ety gt 3 5 5l Ol c b anils
r::.-!};;l.niﬁjlolf(ﬁ.(.a_s_,ﬂu.as_:au:._u‘jluﬂ,_glﬂl_,
;,,sc.i,!ﬂ,u;;,mu\L;m,u&-..zjsu_bu;;ﬂdns
oS b and o O 5l e L IS adta (IS OLL 5)
.wm;c_..a;g.\.;b_o'usu.»_b_atf;,rl»aswt..uf;uu

p-—-«dd,-ﬂ el g 0 bl Aes - ghas 3
55 50k ey s 538 Jeloe et sl S e
[ 5050 s g5 diiha (IS b ghane (900 5 4 5
Jaown a0 a2l s (VFAE VYO oo < VAAF 41,00 ot S0
G ialid g fig plud i (1280 Voo Lat) ae) 4 dimt 56
el e 5\ 5,55 ¢ (permeability/impermeability)
st sl 2 =S ((FYALTYVO Lo « YAAT S 2u)
/‘_g‘,_,_Lgi..n;s «(\aAVY ;S0 o) (integrative) u§>_)l_.54
rk_la.m.-»-.._.a_,:_, of:-_,(\‘\"(f\u_.....:-)s_,_.,.bb&_xh)s
85 3mn 550U 4 05 gmn ol SV ol 0L 3
5 e ol 3 A i (OVY B 0eF La e NAAY O )
S8 5 il gl azr L1, 03 35 58l o ol o o3
b T 5 rond gn ¢ S8 5 ol yo 55 et Saaben O
Al ams 534S ol 4D g iy ;33001 3 5315 63,08
a5 O3 (52 g e 0 323 33 (S5 S et U
%Mﬁwf}ﬁdﬁfﬂe S pldsl s s p s
05 S o 0 a1 45 (5 o 4 ¢l Aol o S O
3 oadie oy 3 IS asl g pels e a2
O Lo el (S 3owel bl 53 - sl 00 e
wbye L;L»_;I_;&I;-JJ_,(\‘WAL;:&) (syllabus designing)
) 4T 0L sty gods Jas LCD slacSeis 55,4 UF
Wil gotes s S5 5 Li&alyolyda U 15 e S 03
Wl g g B3 (o505 om0 5 41390518 s 2 A
Bl 00560k 5 B sl el s (iR b Sy
O WIFPPOL JUNCIEYV I REY wlalis Lot L A2b e tiles
,m:,'-t.:.u‘..a_',}uu.—,..:,.if‘ip,;‘\s@_-,ubpju:jyi
Qi_,‘idoLﬁ&l&ﬁjléajlaaﬁ_,dlow;&s}wtéi}a
L0 35500 el a0 sl B Y Ly 00 50 il S 4
3,5 o M (YOALS YEY Law « 1345, 1) (feedback)
30 sl 3 08 5 DLl () 23,550 el 55b 45 40
0345 L T 0 aned gl &5 5 gl Oy 3 55 03 O3 3 000

.Cﬁa‘djﬁi;irbgd‘cﬁé)}-')bwgd)xjnw

PGl ledde 5 Jamma s 2 canlthas plbdas 5 phate

a4l 0L o) 971 EmdmsS 3 gagp 3 g3 P 3,108 35 50
Shoa sl 1 5oz 5P 05t oS Sl il 2 2 5 - el
AR g ki U s Flackad Jlas 5 25541
5 e Ol 21 2 oy 55 S5k O A3 o sl
ol o (812 45 el e 05,1 iy o L A A
PRLI | p“i (experimental research) g 5 325 S A P

. - 3
A} 3aby
Bl pns J Jo

>



04 4l ruJ‘L.'dL"

o) by

- = ]

JJi_,_:fLTcUQLﬁ_»JJJOI'JJQ_:JbJQ;ﬁwLQH, o
LS S L O gal s colaban !

(_;J'}al'-L,.‘Ji) by s o'ufuur..lﬁ JU o csdS o @
ol ardl g )15 Sl SR a5

s 3 O ol il (5l 663 8y Mo SO s ot @
Az Sl p 42 1 5 ¢ OWal dom 43 WO fom (51 2345
A oo alarl O gl il b L g6 ot (53U
speledd S5 Koo Olen 154593 13 O ol Lo O g @
dujgguxabﬁa.ggiﬂgﬁadﬁ&;:b.pjgﬁ
L«L_.,L_,QJO.L._AJWJ.{:WJJ&I, flias Ol S o
il Ol e 5 parens

8 BB 5 s T B2l gl ls . Y

Ot A1 ol i ol 3 MK 3 g S5 @
LS o Balicplize yob ol SladS 1 5 MK GL
%)JJ“TM&}}L@@JLJ&OU}GT&!) ‘42T 50 a8
O@jd[zg;ﬁ«iﬁwuﬁm&db o """:}*“'u‘rf.)’ﬂ
e (S5 g e S b5 K

kS S i U O ol 25 € Mo s gl s Olon 51 @
S el g pd plgm S 0 4 ol 6 S LT
(g 0Ly to3 ot IS ¢ pebly o b Lidls il @
St peadly 9 Ol s 4 O gl 2505 1 53 sltwi) ... syt
(Ao ol 5 5 Oladas 03,5

L ke [y il b S T il i S, i @
c.'.:f.s(_;d,.f__;ygl'a.l.s‘,u_ﬁ_QJUJJJL‘I.:_}!L;%.L;&K
.ugruoaﬁ_;dguf;a&ﬁr#%ﬂjé_ymuﬂ

Sl Bl b ot ol s3T5 &5L, _lalS @
il g
UMC——:&JLUJJ‘}L@J@L;’ML’IWJJCJ}GJJ @
Shagd 5 Lty Ll 5 das

rbTIJReading atand g g3 A Ao Q&Jf.p_,..a:iu L
bolials g 5 Ay rlomad 57 g S 1S5l pikie 5 i 4500
sl Ay €t a4 gl

Gl 3 e pn s Cld os B liSle lal g 1 O gl _tils @
UJJJWWwJJFwMJIMQJUAJ;J}b
Sl

Bl ‘mwmﬁdgyfﬂﬁb@&u '
byl el b s

ut&..dl.:J:lJ;_,alrUr._,.l_;_,_,T.:lguOTq :diﬁtf_,..
013 5 25 1 834e D150 5 s Il Lk £ 1555 55
(o5 .Y chowge . Yalg \«:._-J'.fc_:'_'vﬁ)i)q._g-_,b;
Lglﬂiy_JAS)uquCﬂl.J:S;S(ijd.Oc@A. ¥
5 s Oliew 5 AJJ(w‘eMWJL&Oﬂi oLL 3 O 5
c:__}jbl:-u,;gbph-g-_’f;—-JLA-OL})_JJLH;L-#«HJ:&:J
xdﬁd%@bdudﬁﬂwJ—:éJj@?@UJ-@ﬁ
JSSLm;)lLglﬂaﬁOljyIOlgj«SMdan,UJleLd
:.u};JuUT_,L;,‘_,:.;u_ﬁolsus@uLg - Lles S

S R s

4 Ol 0 0 )lg7 5 p g Jlos 015 50l OL 3 e O jun 1l
252 3o 4 OF S SETUIY P OC R L PP IR AT
DAL dloes

JAR BT IR
TYY Lo g 55%e
ALPEEY P

A

ot,;_,,,TL;._;b_-,nsd,to,;éu-c_,gw_,,ﬁ sl

("L""'“.")"'uf..‘r'-.’(f‘:-’)’:' Srca ol Gbo g el ad

G%M@bwgujgué,g Cdind e 31500 5
IR LW

JwJWJMJy-“‘"J‘OL:}HMLSJ‘J){"‘ﬁ -
o) gel s Ly

las i 5tte &S 1, bl ze ol s
(K O3 p yrove O s i 3 co oy 35, 005 4l 205
el e s e
Higol fils b locos jli, 2l @
JJJU_,JU:JL: amge ey Tl g il g3 ey 3loe] @
(TP SPILE, L
sbjada s jlisila, 5 0 @
OLjpal fils b 3 S il 5 il @
Loy 02 s 5 pliws j3 02 4 jihie @
bRy Sl ¢ elidais (g as i Sl g @
SN L1545 55 4 851585 5 SN i 51039 45 g @
B9 A8l 1 ol 215 it (o6 IS 51 il
i lAO-“L;_,Jd::.ta
U 4 dgata g o 3o @



Jg“J*JMQPQOH}rL*‘ObﬁM .0
ah phey (o 9ol gl 805

Sl aslisal Loty a IS h -3 322 0 fuS by oS 4t
J:'.rbiuf-’u—‘-:lé"rﬂ’-‘):‘{}i’ b 5 la frofli b
o> plad 3 55 4 Dot g Ll 2

Pz 5 b el com 2 e s G @
JJJQL‘U’JJJTJ:J’JU)LGJJ:-U_U.UQJMLJ&JJL

JJE&}J&GMIUI{JL’:}JATJJQ—JJD(JL;JJfa.JLdZwJ' @
J}:qd-"fd__)ub-

ool ez b g eslw 5 DL 42, b 4y 3 s’ @
sl il bl Ly g sbead Sloslatul opoizmat 5 405
&JUJ"U:J’J‘:}-A.SJJT.ELJ;%JILFddqulb‘d)ﬁwm)ﬁ
..:}..:J._fl.?-}.ui’_,
gqulbucgumu_»w@mbwl;@j.
G it by g Py ¢ bad 5 oy L5 O oo Sl (sleke)
Ll aS ims o Cpatt] . g ilhs S0 4 (slede coly pod
Wil b

05 pai ollan s ik 13 oS il glas mbas Siri @
U358 s sl

(Lo o 4y _lizel_ (5o 40 onads O ol S y2 2555 @
Sl s 3 035 o o imads O gl 13 41 SaS @
Lol e b Ly el e O
L,UJSJL»_;M){%_,JJ&»JJ:&»WJ.UQC,&)J.
Ol gol y2ibs (6 0la Ol a0 s i s ld @

ol g e (prsd e 03 5 g e 40 4eir 7 L) @
LthLHJLhaqiaﬁfQJdkidwa:qkﬂf%J&a
) o

ol el laolady, jl s mos 7 @

O oslisd § b 01 3U g dictionary «g5_; 45& @

3 (L0 g 1y gl 5 OLj gl 2003 Cltn 5 _placal, @
Ll @ eSS O (655 5 anflbas

s ot 5 i 33 o) oSS 3 RO 4 e @
@Q@@}IL,QUJJTJ:IDI..@JJJ}JJ (5 slacioew
S s 4 gy ) e B O S S L] 5 O
JUJJU.L;:L_:@LU{)OFF.*EJI}I[AJ@.QL} 3pba g
i gd 03 e NS

@J&OQJQM&JJL’J!SM s @

o arsis Sl g okl 4 Ol gal J2il3 035 sl skeel @
G G A S OUT 3 25K 5 5 g8 Sl 5 05 (5,504

)}olr‘a—?).\géyrhcu .Y

A phe) oS o 3 it 3y 3o o
j@)—)b)ﬁlj}afdﬁbg_y&@;djﬁhu;@).
-(Lndl/:ﬁ.aqr..&;a

dig K e g op el B8 Olowial 51 i)l s @
S i AT STl diSS g1 0T S5 0 50
S foe wlabis

Ol s S waddle 5 5le 22 @

S Otz o3l @

g e sk e @

JJK:‘“'”‘J""“:*"L:'JGAL?TJ&'L‘M . ¥

CIRE
o folS 4 @

ijuwcr&;:.b @
‘_.JL-SJIEJL,'Qumbwa,,ﬂ,ym__.!wﬂoajguﬁ0
e

A0l 4 Ol o ki 23l @

i g o bl Ol T 00 2 S IS4 @
!

S (5SS sla g b 200 @

' ALl gh LSS sy 5 (55 @

2 pY ok Rty 5247 biky g s S S @
TR RSPt K P11 e ¢ 5 el ples
oS Olawial 5 Odems

s £ 37 1S 0 ¢ g (65 Cobenn 231 (0351 e @
LY

Al gl (8, e & olaze ) i @
&ﬁj}b@b){b’&ﬁb}w_)ijdw:b4:!(.')-1:-#_).
B o ilisinn sLb 20y 555l o ot bl
S Ll i ) 25 A 5

et s LS 6 sb s g VL o Jlo Sy 230 @
3 B8 Sk b 45 iz il o3 Ay 4zl G b ploial
OU}ATL;:.”Jdengfjwjmdw’JﬂdbﬂJ&d‘)J
(Ll oo,y

Solel s 315 5 p5Y wnllles ¢ el O &l 20 @
i M % s Sl 05

S (e golas_y Lol @

CUSG plawit 53 OF ol il 1SS ST @

w1 45 01 ol il S Sl gl sla Ml 40 g 555wk @
A2l el KAL) 4 by e

. . A
ol aw)
B sl oas 2 Sl



8l sl J
" - F 3
ol )

-
—

J)#_-JQL‘}U}MTU:J'JL‘)::L;?GJU.L.:f,-udf)w_)a‘_,.iuj:.
2 s Ol gl il 4 5 s o g5 s ]
J}h_,JJ_JJ,Uu:'jJU__JU-vDLSLngg__JLq‘_gL,! [
Lo puases g a0n jlasL Ll Ol 5l jl Jadi e 33 o2 @
.Jﬁo@#wja@mdu}arﬁb
G5 gt 4248 Mol New words s Reading s jl<idia 0 @
i K sl o L oS (eohal O gl il
g__JWf {wj-wwijfuﬁbds.l;w_&gbij@Jjb L
..uﬁrfbafgg}ngmg}ijUj
d‘)fi&laruujnyfod.:u;su_ﬁ_}mnbu_ﬁt
CSUT VIR RPN EES PO SR [N Y IS O

diﬁbél@ibﬁaqufupu-&w .Y

O 140l e 4 laitons ¢ 20O 5 1y amilie @
..a.:.su.g;JL-,.‘;;J',J‘_,:.;b

22l O g JIGT O i &g 2L 6T o5 o] 2 @
3 Gl S o Laoilst 5 il SIS a 3] 5 o o5
c A ad OLEI S 05 s p U (5l i S od

A gt goaslow ulJ t@fﬁ&d@jﬁ:@%ﬂ o
O 4z o Ol el il il g BAS 1 M g Bloms
L3985 Loba

ey ol 330 s f-l.:f:lr,.;b'-&.:ew’_):g__ocj@_j):!.) o
.rgsuu,cjbb;jsawargfjua

OJ;SI_):"‘ISJE:AJJI}OJ."LJ . A

sy ol 893 55 e IO 5,5 il O @
2 50193 ool 51 (530 el el L 2 e
Aol pa 10U clidr Ol 0 Seintoli , ,5 @
A aalel 55,5 andlles O g3y b dzsl a2l

O sl o il ¢S (50l O e N5 g @
S g g els bty g0 g 0ol ol j Covas)

23 b o BOL 0 w3 Reading é.u-juf}_i} DWEEEY
a){oe-‘_;&gmj.u;@.éjb.g#;;w&d}uiw
Olay o Cab o 913 45 S ol &) kol gz O gal 20 11

YR ESWRIL gy
S O pal 2ty ¢ dan gzo o sl &) 93 50 OISl dm 1 @

258 ALyt T e 6 KK 3,40 33 Ol il 1 @

R Rt BTN PUSNEDY U POV ST TPULH Pt P
203,85 oo 2 b2 S o pola 6 ¢ Chnas 50l 01 5 025

ol IS ol (6,2 80b 0 gl 2015 5 025 @

gl il bl Sk gt 33 (53 3 iS4y a7 @

‘J-J){S(:J[};J:-JJUAJ.J‘U’J!J

Ol ol obs e B 5 gy O30 )1 5 _lii ko @

S LS 0,y O gl 2o a5 s Ol T, [i4in s sin @

< A gl b

b e ssbaola w5 ) pupis) poclhs ity @
Ulgat g o jllilzd oot

Ve Ll o s ool lae g lais] ze 03, T @
ol s

rL:;.sla,a;,u__.k.,.:bl o O e b g L F
) L o2 el

O gl 2l a8 i 1 5 Ln oy 107 65 4o 00y 35 Olodne @
ks a1y T Ly b s L b il g5

b i UK g tor, T L Sl poi 4 b gy o il mmrns 47 @
2 g ol S o Sl Sl o
rJYJJi_}AJU.G;L’;ﬁJJw&GL_M&;L;JJOU_}#TJJ!J '
LS ol £
Sl ol fr 4 O3 Conl @
OLigel Ails 51y s 4 bty ldas o s i Sl A ns @
..Ulog_;s_;j&aiJJijUJ}Ja@demdljd :
A S A S g €358 sy oS S e il @
St e U0 gl e S gl 5148 S Lt alined
PR T g ol 53 O § A, ‘.LJI:»‘..E_'AUL):MJ.'; L 4
<3 pd god adly
gg,-_.:.,u‘,ﬁff,.s,.u,_&oLn:.f,_,,J.,,arwuw o
okl Olomzal 2l 4T L5 42w E Ol
I $)558 Sl 5 Oloezal b O gl 205 03 5 LT @
Gt 3 &S plga o AS > b ) Ol 15 S gl e S Olon
2o 4 dlites (clo oo 03,51 51 b S (o it
Aadl
Ao dlim dgaiz b e s o sla iy - o @
S libeal jo by Oletel
%W%QU&QIJJQEJICJ&JL&JWCJL ®
gl s 5 s (S olal
St A S sy g0 oS 3 S Ol e 55 @
g sl [ 46 5155 o oy el 5ty



b Lo ol ) ol 348 (oL 1w &) Azt il 0 @
wdbi g a8 o o yle 3 Jg 8 ias gaplaadl ) p5 e g0
gy ooy IS g A ki b ¢l OLE s
JJJJAWJ_UJJJQQJ)SJLQ::’@).

aniz g i (51t ool Lo 03305155 @
o3liznl 3 S 555 lgit G Iyl S o oy 53 it @
ol &:.:'-J_;@f_jfdajﬁ

3 gy gy do LIS 43 &5 age NS 4 pliiel ; @
il

Sl its Sl il 57 50 b g g3 1 03,5 (S oLl @
Jﬁ')‘jjyf:}.‘.;bra QT‘Y}WJ

s Jl jlobs g 3 gudom a2 S Of s Sl s1ouke @
LS o 0t ot 5 (S s 55 3 3 e 0
;)_,_.ﬁgu‘SLTiir_ALgJJ;_JLhn;J.LAijJOJ_:;J
g SIS s O gl it

fiye ) I 5 T Glgmeraad gl ks 45 (sle o 51> @
NEEIRTT N

w).:g_.JLb.a(_j.aLSd)JLUc.,éj.

3,5 Oloezal 45 a8 ime ey $ ASL 03 g Ll OLj plne @
S S g pals Sy syl S g s a3

b o gl Al ¢ f8 e Op S LT LT o o
ol ey Ol e S 2T oS 2 5l

iy O e il giey o3 (S 3l el s s a0 LS Tadi LU @
.ﬁﬁ?gdudwmqu@mumgubﬁn
SO 5 LS o proomntti |y Olonzel Gl 3 Ol il (Sokee @
A g 5 e TS Ll XY

s S 11 48 el 03,50 S8 ez D340 L U @

S s a5 il L O
gl X

O gl 2ol 0 gyt 5 S S Ol A1 02 50 32 925 @
oI 53 gt g 0k 4 4 53 ¢ oD

b g Lead g O gol 213 G OAS P8 pdon i ]

P Ka 2 5 o 5 onads O gl 215 1 oS s s @
55 Ol sel il

WL 5 ) gl il e . ¥
Jﬁj&iﬂjﬁjilfﬁ&uﬂg’pj})yruﬁbO_}g- 9
g g o gl ot 03,53 M ey o sl A
Gl 4S5 g8 g0 Capls o p2 03,55yl Cle 4 la o ASan

S Ly 5 e 5 S ¢ elSST O

R P WY R PP Lot jgal j2ils @

g sbai s Jai g gl 5 e Loty Sl ¢ s @
._L;SoaLé:.-lwtia_,wJ.a@f:JJw_),u

LS 55500 1 83t gl il a0 w8 O S 55k p s 0 @
o 50 SO b 3T s Liagdy 45 1l G

b g s 5 A5 Ly 33 Mo 45 LIS e 57 O gl 513 4, @
'-ujt::'wwﬁj-uf‘ufdu:f_));& ok

S5 3 gy s (S 5 he et 05l p g3 g T
W gy o 5l 83 559 055 Ll Ol 0 g5 OU) >
LSl o i AN sl s cenl LS S

aih g plonit j3 AU gS L g sl g3 ke pde
NS 300 g IS s @

b S Sl s b Uy 5 5 S (G e e @
4 4 L ¢ aih ploeil 43 AUS ¢ Koo s 05 @
ey

2257 g 4y o sy plod f- @
.LEJILU%J)JJ'JJJ’LE!JFEC‘#LF)(_LF .
MJ&JJIJJJ%QOM&JQU»){SJIW [
O o2 8 el w4 5 b oS 5 25l o i S50 @
JIERTC PN R W WPW VR TRLYS i e S JRT
. Loyl

Syl e 4 Ol gl 2 iln j3 KENe gt 5 Frocls s} @
.JJJJJJJTCJL.S

345 O Ol [ S @

b 1 )dS s ot b3 L OT i psdS s 55 5 e Ol g5 L7 @
b o by i S,

S 3 gk oo 4 035 LS| @

J":"”HJ!O"J ajﬂ:_; ul_,_,_,of‘_,bf:u;;dlj_.«)lw_;.
DA adoim

#.JJ_,;J-JQJOUJJJQ.:..LQTJJM Ly

245 0de 5 403 50 ok @
@@JW’?}O}@}JQJWQWQJ;JJ @
(_rL"‘J_}b“:’

5 i e ¢S NG <Dl 2B 35S @
g oS il 4 pge K Jolows B 55 1 G100 7 @
WJJJJ?%}JM#JJJJ’OJJQOJ@’.

. . &
ol 2w)
bia‘,h.'-‘..nj\: e

—
el



08 wylad il e
. . 'y
- 0b) 2b)

—
—t

S48 335145345, 5 mly otk P 3 Wy alhs b
335k Loy )l 45 e (5 503 s nte Sy s
25 5 A5 g 0 51l (5 sy 55l ol 5 s
e I B T PRty S P I
S L TR ERTI U C I g PP S PPTIRE
o et K U 55l 3 S s ST L il
SU AR, Bl 5 6 KN Joo p g2n 5 (635 sLn sl
58l gl o slal ol 21D Ll S 05l
odge 4153 ) g (paS m 53) yLd ko3 pou (sla i L)
il Jdoss 54520 L b P 0L p e O o 3 45

.m:ﬁljlcs.uﬁayg.:jyltgb:w)&u;ﬁ

s
1. Bowen, J. Diet. et al. (1985). TESOL Techniques And

Procedures. Rowley: Newbury House.

2. Brown, H. D. (1994). Principles of Language Leaming
and Teaching (3rd Ed.), Englewood Cliffs:
Prentice Hall Regents.

3. Chastain,K. (1988). Developing second language skills.
(3rd Ed.) Chicago: Harcourt Brace Publisher.

4. Hancock, Mark. (1995). Pronunciation Games,
Cambridge:CUP.

5. Krashen, S.D. (1982). Principles and Practice in Second
‘Language Acquisition. New York: Pergamon
Institute Press

6. Mumby. J. (1978). Communicative syllabus Design,
Cambridge: CUP

7. Paulston, C.B.; and Bruder, M. N.(1978)Teaching
English As A Second Language. Cambridge:
Winthrop F. Inc.

8. Rivers. W. & Temperley M. (1978). A Practical Guide
to The Teaching of English. Oxford: OUP

9. Richards, J. C. &. Rodgers, TH. S. (1986). Approaches
and Methods in Languae Teaching:
Cambridge: CUP

10. Stern, H. H. (1983). Fundamental Concepts of
Language Teaching. Oxford: QUP

11. Ut Penny. (1996). A course in language teaching.
Cambridge: CUP

12. Vossoughi, H.& Clare, E. (1993) Language Games
(and Just a Minute). Tehran: Rahnama

AT ISR OLD fw gt g2l Coilenae ¢ Sl @
2005 S gt 05 S S 0 ped 4y g

el Al 31058 sty 428 4 Lt 4 5542 22l @
T eep s fule o Ken ol L2 5 gl il Suas @
wuur.uu.ip@w%juyﬁ_,:bw;ojﬁ @

Sk gt 5 s g8 3l @
sellligla s, ~ Oaj;&)‘;ﬁ-ldﬂicﬁ&_}r.& @
Y e A  Tea

SO Ld B2l g 4 Ol s Kalanli @
S o 2803 5 O gl 2

w%@wjujic)uomjdswganT. ¥
Ik S B L NS0 S il @
o\.‘.fufO!_}_,juﬂaﬂﬁuaj_,SMKSMJJJLUU»%

oK 22550 (Sl gl 5 (S5 Jila 055 - s @

okiS1 55050 e L O

o2 e a8 Gl O gl cjyfvufsjlagjjlﬁ_ﬁlcﬁia @
..L.:f._»d.:...‘J:Lg_ﬂ..fq..::;- oodlas

o g Ol ol il 5145 ol 5L 5 Gt g S o 2 @
LS Bl ) g3 sla e G

5 Oloazal s @
JdbﬂJleggdeJ&ubﬁﬂj;J_gdébt}.h @
‘_,__.L‘f.-‘JL;LL{fJ.:b

O3 w3 (sl 4 M 30k s @

waz o7 U Dictionary &y - 4 c.'JU_,,aTu.:.;bmo.a;_,l_q—f o
Ol 03lizeal § gomei 03105 3L _g a T O § s

SANBI B3 i 20 424 b Ol el il 2t pelas o0 @

b aoes Ol iy lle 0 Lol o ges @
S s s i JBOLj 4 g3 ko S B
ufu,g;.;udua;wmu;r,ﬁ&wggw [
g c S Sladl o b 3558 o i ] @
03,50 4o ¢l j Ouodist ¢ 2l

tor i by lS o ol o gt g bl @
Bl

Gl R 45 U I (I8 5 At Olmeiel 58, it s @
ChaS ol

Loms desls

bﬁd“#—uﬂ GJJQJJ_’TG‘.;‘JJ{WC".B r.’u‘. ‘_)34-7‘1:-1;



LY D)
L))

:f-’éd’t""ﬂ
LA 0L s S S o S aS o) e (S 5 4 O 5]
S w3 45 (148 4 hpemy gy 25 93 ISl

cslo YL sle sl
i )
(N )
@ )
Sl
%
-L&J ld’.vb

Ol ol o 33 S p e > 4 5 B

Dobornly b ddans 20 0550 51 o8h < OUS p s

¢ el oy g 5 i b aadlina 3} g ol Jinhnd -
Lalejalj}..ﬂbL_‘,QlJELgI}_WEJLJ;\JaJ_:-'-c.:IJEJ
C;L;J..ab—AS\JfJ;ul)_,n%w\:‘_gLAalf.m_,..\_my
Y FRYEE TR TS IR LA PN FHPICIPES
A.SMJJLQQJIFQ)?JB-J;!JLAQUM;)iﬁ

V:,Ls‘_,f)bl.o..d‘_gljub_,p'lwbubb)lal.m4.,- \
(e galans S5 L)

o Lad 5 4 OF) gl 23l ol 5 5 50ns 4 . X
(e goldas SHL) Tyl

)ewwl)ﬁul)}a\wbu\jbl_-bub Y
(Jle S5

U513 g Tam 3015013 gl 230 olad 5 3 Sgphas . ¥
..L_.ué_b,:(dt:;;sp)uok—.,_mtsaj

ﬁ:gﬁdu&;}i}:_,yﬁbomﬁdls;alﬁ .0
Gl 7414515 oo ot 3 s g Lo g2 oo 5 2 25
(o,la S3L) . a8 (5,40h cAS gy a0l 0L s

C o 6 g 4 e 2 g 4 sty b o2 L F
e € ) gl oo ehne Jard 5 ¢ oS 53 0L o )
Llﬁéudajagﬁjldﬁ:?&»ﬁjabhw
gt a 5 (S S8 ot Ol el 2 4
(..L_.,_u;a;'c_ﬁa_,soi)hmb\;t)

g et o 5ol gl g s gzl ¥
C Ol 15 B s Gy s o Lo 81 20 A3 sl O
.:;)HJ;L«;JL;.:'»’lJ;J«LﬂJg_'..»bé.»l:

Publishers.
13. Wilkins, D. A. (1972). Linguistics in language
Teaching. Banbay: The Chaucer Press Ltd.
14. Wright, A. (1989). Pictures for language learning.
Cambridge: CUP.

ﬂ“&‘.ﬁ.ﬁ.ﬂ)kﬂt«hﬂ :w

ri_lﬁrﬂ.-u s‘}g}jr‘iuﬂb

O gt g eSS Ol 5 25 900 5348 Gl g <y o MBS 4 Dlen
oln e 05 e ez O 51 a8 A3l g0 300 iz 3B ol 0L
(I S g ¢ pma A pen b AS Gyl Ol s el
Lot,a cuf;é»mtj_!)obl{jwyabbai,w :.Lg_,_.fa\_l‘_gk;ba_,,n!J
fU°J:‘&'J“:"i"':’:' ‘CJ““‘:’U}"TU:““]'\GJ‘JJJM":L}"'J; ¢ ezl
ey

JJL:._&-J,SLJ.-'I}&O__{':_}L&A.{L.BL..AA:_-J.TML'..:....-J.:{J.!U:
UL:}JJﬁ)w\ﬂl;uﬁach—ﬁd.rlilbgjﬁ)ﬁﬁ}ﬁlgua
2 g5 plaS 3,00 oy et - (intermediate level) daw so o 51
cdo gt 55 e s 50

ObJﬂ:J#Mdbd\

[ e» L] <o

Cledter [ Jes

:d_’lfili.\hj(_;ﬁf:l._»qd‘b\nbif_‘r

O O b O

Qets,e Lle

J_’M‘;ﬁcjhdkas‘jabjuaab'jfbQJ‘,ﬁPL}'IJ..-t};JDD-,:S‘
QJJJJL‘\JL’J—-SULCL‘_;QS(‘:‘ u—-d},l‘}t:’fﬂ)‘ w‘,ﬁ..m‘y—
Jog-.u.nlwubg&c.ayJabubbf‘_gJ)ledmubbo.Lgou
by e ol i A2 S e p8T g0 (gl Gl s il

C_h.~5|f)u_,_;-uh),:_.ag.<¢5uj;__, sl_a.-.:-_rh_rd.a

syt it 1 Sns ot BIY ¢ )50 Sy (Ol
;;_,_,.:.»U.S@nbo)l._»wl)a .Jr.unﬂu:g}i{_}:ﬁl—ﬂ_’ks.:}o.ltiﬁ_‘g
it padls R s et Lo (51 p a5 go a5 L 2S5
by e 5315 5 s 48 N ey LR N PR I
G .JaJ1aasdwl,c.._.,J,nH,;;q|)uaTc.x:;.:.,;_au_ai

S g8 o e J gty 0 0
(1) NG
0 )
A )

ol My
L TP > sl JL.

—
[



84 ot iy L
ob) )

—
o

Cd iy 9 WU Conr o (o adayl,”
Al .«).'ia’-a O3l uiu’l.» ass
'J‘é")'ﬁ-“' u.M_i_u.uh uu....v b9 u..v)au
u—\-\l—n—li;' QL'_) u-\.!)." ).1

Abstract

The lack of balance between the population
growth and the quantitative development of
educational facilities in developing countries
has increased the number of students in class-
rooms. In effect, the increased number of stu-
dents has influenced the quality of education.
That is why researchers in educational circles
have introduced "class size" as a factor whose
effect on the quality of education should be
studied through research projects.

"Class size" might be a more critical factor
in language education, since language is skill-
based, and skill development entails practice
and involvement in communication activities.
The number of students in a large class can
have an impact on the amount and quality of
practice in large classes.

This research study was intended to explore

Al

Sl g0yl g
ceE 6la Gliyog K uliddls

()9 38 Ll g (g5, daliys

relationship between "class size" and students'

. achievement.

The hypotesis was: There is a relationship
between class size and students’ achierement.
The research population included the Experi-
mental sciences female students studying at 16
pre-university ceters in Tehran during the aca-
demic year 1374-1375.

The number of students was 2442 in total.
The researcher sample included 2 classes with
436 students which were selected randomly.
Descriptive statistics were used to analyze and
campare the means of the two groups. The re-
sults confirmed the hypethesis and showed a
meaningful relationship between small class
size and higher achievement.

Key Words; class size, language teaching,
achievement, critical factors.
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TV. Conclusion

As the results of this study indicate, there is
a high correlation between cloze test and other
tests of language proficiency; this supports
Bachman's position (1990) and Jonz's {1990).
A low correlation found between cloze test and
the grammar subtest 1n interview and
proficiency test may cast doubt on Alderson's
claim (1980) that cloze test demonstrates
sensitivity to sentence level grammatical
structure.

Also the findings of factor analysis
significantly showed that there 18 a common
contribution to a construct in both cloze test
and interview; similarly, a common construct
was found between cloze test and proficiency
test. Therefore, it may be concluded that cloze
test, ag a global test, 1s a multi-dimensional
measure of language proficiency which can
assess Iranian students' linguistic and
communicative competence. These findings
would also support Jonz' claim (1990) that
responses to cloze test reveal principled
variation in the application of communicative
rules.

Finally, the findings proved that cloze test
due to its high correlation with vocabulary,

reading comprehension, and language use can.

be considered as a valid measure of language
proficiency, provided that the text structure,
deletion pattern, and topic selection are
employed with great care.
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Also a correlational matrix was prepared to
show the amount of go-to-getherness arilong the
variables (study measures). Table 6 shows the
results.

Table 6
Correlation Matrix for Study Measures
Tests Proficiency Cloze Interview
Proficiency 1.000
Cloze 0.940 1.000
Interview 0.847 .883 1.000

e o e L e g : I RERRIRE

As shown in tables 5 and 6, the cloze test was
proved to be a valid measure internally.
Similarly, the most correlations were found
between "cloze test and proficiency test”
(0.940), "interview and cloze test” (0.883), and
"interview and proficiency test” (0.847),
respectively:

Meanwhile, the correlation coefficients
among study sub-tests were calculated; the
products are presented in the correlation
matrix, table 7.

4. Factor Analysis

To accomplish factor analysis and isolate
common factors, the correlation matrix was
rotated; the final products presented by the
software were 3 factors as the best set of
common factors, (F1, F2, and F3). Also total
variance, error variance, factor loading, the
unique variance, and communality were
estimated. The results are found in table 8.

R P—— - v

Tzble §
Distribution of Common and Specific Faclors
Test Common Factors Specific  Emor Uniqee  Comm.
Factor  Variance  Variance
F1 F2 Fi

Proficiency 0,59 0.00 0.is 009 .18 0.25 0.75

Cloze 0.30 03l 0.10 0.22 0.07 0.29 0.7
Interview 0.26 051 0.00 041 002 0.23 0.77

| Table 7

g Correlation Matrix for Study Sub-tests

; proficiency Interview Cioze
; sub-test Gram. Voc. R. Cram. Vo, FL

i Grammar 1000

; Pmﬁcie.nqr Vocabulary 0432 1.000

i Reading 0401 0.692 1000

; Grammar 0893 (.68 GAIZ 1000

flnteriow | Vocbulry 0S8 0811 0647 0432 1000

] Fleercy 0713 0.762 0571 0783 07192 100
2(}]0& 0369 0858 0832 043 0675 0686 1000

i W sl

As indicated in table 7, cloze test correlates
highly with sub-tests of reading (0.832) and
vocabulary (0.655) in proficiency test and
vocabulary (0.675) and fluency (0.686) in
interview as a communicative test. It correlates
less with grammar sub-tests in both interview
(0.439) and proficiency test (0.369), similarly.

As indicated in table 4.15, proficiency test
has the least specific variance while cloze test
is the one with the most specific variance; This
is the variance which is not accounted for by
the three factors. All tests contribute to factor
I (E1); proficiency test with the heaviest
contribution (0.59) and interview with the least
contribution (0.26). This shows the common
ground among the 3 tests of language
proficiency.

Turning to factor 2, it is evident that
proficiency test contribute nothing to this factor
and cloze test adds a little to the factor; only
interview (the communicative test) seems to
contribute much to this factor. Similarly, F2
shows a common ground between cloze test
and interview.

For the third factor (F3), it is clear that only
cloze test and proficiency test contribute to this
factor; that is, the two tests would measure
something which is not tapped by interview.




As table 1 shows, persons 15, 29, 39, 62,
and 76 exceed the critical t-value of 2.00 and
therefore they were rejescted. The program
suggested complete removal of the misfitting
persons. Also person 39 with negative t-value
of 2.93 was indicated as overfitting to the
model; so, this person was rejected 100.

As illustrated in table 2, items 10, 19, 25,
32, 36, 43, and 47 exhabited a highly unlikely
response pattern. Also item 54 was indicated
as over fitting to the model. Hence the
misfitting items were removed.

2. Various of Analysis (ANOVA)

To compare the study measures and to
examine the differences between the means and
decide whether those differences are likely to
happen by chance, we conducted an analysis
of variance (ANOVA). The computer software
employed in the statistical analysis was SPSS/
pc+version 6 (1998). Table 3 illustrates the
final results.

Test) was also done. Table 4 shows the results.

Table 4
Scheffe' Test for the 3 Study Measures

Groups tobs _~ t' erit

Proficiency vs. Cloze 1.81 2.46 z
Cloze vs. Interview 297 2.46 :
Interview vs, Proficiency 4.08* 2.46 :

* P < (.05

Table 3
ANOVA For Subjects' Performances on 3 Measures
Surcce of variance S8 d.f MS F
Between Grp. 86.38 2 40.19 6.56*
Within Grp. 1257.79 225 6.03
Tuotal 144417
+ Pl

As this table shows, the estimated F-ratio1s
much larger than F-critical in F-distribution
table, (4.71 for ae=0.01 level of probability).

Therefore, there is a significant difference
among the given tests on what they measure.

To simply look at any or all combinations
of means as effective in existent difference
among them, a post hoc comparison (Scheffe’

As it is shown in table 4, the differences
between "interview and proficiency test" and
"cloze test and interview" are statistically
significant, and therefore they are mostly
effective in the results of ANOVA. Also, the
only difference which is not statistically
important is between "cloze rest and
proficiency test”, that 1s, both cloze test and
proficiency test would to some how measure
the same trait.

3. Correlational Study

Correlational coefficients between each
pair of study measures were estimated, using
Pearson Product Moment formula. To indicate
the degree of association and non-association
between each pair, coefficients of determi-
nation and alienation were also calculated.
Table 5 illustrates the final products.

: Table 5

Correlation Coefficient and Variance Overlap

Measures T ri¥ 3
Proficicncy/Cloze 0.94 0.88 :
Clozef Interview 0.88 0.77 :
Interview/ Proficiency 0.84 0.70 g

# (r*): amount of variance in variable {x) which is accounted for by ‘
varjable (y) or vice versa.
i
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TII. Analysis and Results % XE 005 % G 08
. . . 25 86.17 1.4 60 56.72 -T.08
To investigate whether a valid cloze test can v e T = o ¥
M 1 : 2 27 61.69 -0.64 62°* 98.12 2.25
measure Iranian students' communicative = —— = - - s
competence, the researchers employed a series L 9883 249 & 8113 149
L . 30 73.13 023 65 7.7 032
of statistical procedures: item response 3t .29 0.8 & XL 087
. . 32 6631 0.20 67 78.13 0.2
analysis, ANOVA, correlational study, ” 2489 v 5 Yy 505
t : . 34 59.93 082 & 56.03 -L02
Scheffe' test, and factor analysis. s —— = = e e
36 §1.50 -0.64 Ti 70.19 005
. 3 5700 -0:.93 72 68.83 .02
1. Data Analysis for Item Response Study 38 8.07 0% 7 5 0
. . ki 39,19 2293 4 5823 -0.94
To validate cloze tests, the experimenters w0 6861 005 7 @ 00
employed a probabalistic model, here Rasch |- — 140 = 28 i
Model". Rasch measurement allows the
investigator to identify particular elements,
items or persons, that are problematic or
tafitt Table 2
misfitting. To analyze the data, we used a ——
computer program called FACETS version 2.62 — = - - = n
particular elements, items or persons, that are 4 5935 068 EL 5373 015
. . . 5 68.74 147 Ll il .20
problematic or misfitting. To analyze the data, - IO 5 3 N o
we used a computer program called FACETS T B ] z: i;ﬁ “g‘;
. . . ] 7307 1.87 g -0
version 2.62 (1993). In this analysis, persons 9 %19 ) i 36 238
. . . + ; 7 ;
and items were specified as facets of interest, 10 £3.21 0 2 il 040
. . 11 62.39 093 38 63.11 L19
with 76 and 56 elements per facet, respectively. i B8 87 3 623 093
. . 13 4.3 109 40 16 1.54
Meanwhile, the first 6 persons and 3 items were - — = - e 5
eliminated, due to all correct response patterns. 15 €329 10} 2 46.28 027
. 18 53.48 0.10 43+ §5.83 288
The final out put of the analysis were two tables = o T pm 5 E wE)
(1&2) illustrating person and item fit statistics. 18 2 055 il e 2
190 2.1l 259 46 69.13 1.60
Table 1 0 5933 068 47% 779 227
Person Fit Statistics 21 6428 L1l 48 56.89 043
Person 57 t Ferson pral t 27 4T 132 49 49.71 Fil¥]
7 4921 .84 42 58.19 096 3 56.45 120 50 58.21 .55
63.04 -0.52 4 67.18 -0.14 24 6959 157 51 6321 1.0
2 019 008 - ::2 ] oD T ¥ 52 679 160
]lll} iﬁg?l :’Ufi - 78723 D..‘IS 2% §8.29 147 53 4.2 -1.11
12 5.0 075 417 92.13 1.78 a 7110 178 il 241 il
1 T 0T 4 83.18 12 n .12 0.63 55 61.83 088
14 898 ) T 7329 435 % 63.11 101 3% 025 185
15t 9729 219 0 61.87 -0.61 k] 68.93 1.52
16 8321 113 51 1961 084 * Lyatue 2 2.00]
17 5173 il 32 65.23 329
18 0,62 0.11 51 61.50 -0.64
19 9,14 7% 54 17019 a05
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assessment of testees' communicative
competence through cloze procedure. Jonz
(1990) and Bachman (1985) believe that there
are various mental routes to the comprehension
of cloze tests. Jonz assumes that the
comprehension processes of non-native
speakers rely more heavily on textual cohesion
than those of native speakers which rely greatl y
on extratextual communicative competence.

The present study has been conducted to
investigate the effectiveness of cloze procedure
in assessing aspects of Iranian students’ overall
language proficiency and their ability in
applying the communicative rules.

I1. Methodology
1. Instrumentation

The instruments used in this study consisted
of five language proficiency measures: three
cloze tests, one standard test of language
proficiency, and one interview,

Cloze Tests. The instruments were three
cloze tests consisting of 56 four-choice items.
To determine the readability of cloze passages,
we applied Fog's formula to 36 passages laken
randomly from the English students' university
textbooks. Out of 7 cloze tests used in the pilot
study only 3 cloze tests with 5, 6, and 7 were
proved to be valid and reliable.

MELAB (1997). This standard test (M ichigan
English Language Assessment Battery)
consisted of 100 items including grammar
(40 items), vacabulary (40 items), and reading
comprehension (20 items). This test was taken
as criterion and was given to 73 students.

Interview. This was employed in order to
measure the subject's communicative ability.

This instrument consisted of 15 items to
measure fluency, accuracy, and vocabulary
knowledge. To increase the rehiability, we
followed the procedures presented by ACTFL
(American Council for Teaching English) and
ILR (Interagency Language Roundtable). Also
we employed the scoring guide presented by
CUTA (Cambridge University Testing
Assoctiation), 1997.

2. Subjects

The subjects were 270 junior and senior
English major students in Ferdosi state
university and Islamic Azad untversity
(Mashhad and Torbat-e-Heidarieh branches).
Of these subjects 194 participated in validation
of cloze tests, and 76 subjects took part in
investigating cloze test communicative
construct,

3. Procedure

194 subjects participated in the first phase
of the study; the purpose of this phase was to
select valid and reliable cloze tests. The final
product was a package of 3 cloze passages with
5, 6, and 7 deletions. Also, 76 subjects took
the final test battery including MELAB and
cloze tests. These tests were held in one session
and took roughly 90 minutes. Finally, the
subjects were interviewed through a 15-item
test which took
interviewee. The interview was handled by two

15 minutes for each

examiners: one of the researchers and a native-
like speaker of English.
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L Introduction
1. Background

The nature of tests of language proficiency
has been the object of much theoritical
discusston and empirical investigation for
approximately 50 years. Alderson and Skehan
(1991) argue that although language testing has
made progress in some areas, on the whole
there has been relatively little progress in
language testing until recently.

In the late 1970s "the Unitary Competence
Hypothesis" (Oller 1979), which claimed that
language proficiency consists of a single global
ability, was widely accepted. By 1983, this
view had been challenged by several empirical
studies and abandoned by its chief component.
The unitary trait has been replaced, through
empirical research and theorizing, by the view
that language proficiency is "Multicomponential”
consisting of a number of interrelated specific
abilities (s-factor) as well as a general ability
(g-factor), Farhady (1983).

A number of empirical studies conducted
in late 1980s and early 1990s clearly
demonstrated that the kind of tasks used can
effect test performance as well as abilities we
want to measure. Bachman (1991) argues that
the major consideration in both the design and
use of language tests is the extent to which the
specific test tasks we include. What this implies
is that in order to investigate and demonstrate
the validity of the uses we make of test scores,
we need a theoritical framework within which
we can describe language test performance as
a specific instance of language use.

2. Cloze procedure

Cloze procedure, initially introduced by
Taylor (1953), was used to determine the
readability of texts in the reader's native
language. Later, it gained importance as a good
testing device; and it is now one of the most
popular testing techniques, especially for
assessing general language profeciency of
ESL/ EFL learners.

Bachman (1990) and Chapelle (1990) argue
that although cloze procedures do not produce
tests of overall language proficiency, they do
hold potentials for measuring aspects of
students' second or foreign language
competence. Cloze testing appears to measure
the integration of linguistic rules with
contextual knowledge; how much this
underlying construct of integration exists
would be the major concern of scholars in the
present decade, Bachman (1996).

What cloze testing really measures has been
the object of many empirical researches.Oller
(1979) claimed that it assesses the "Pragmatic
Expectancy Grammar" which underlies
language performance. Abraham (1990),
however, argues that comprehension in cloze
test results from "interaction” between text and
reader. Jonz (1990) and Bachman (1990) also
demonstrate that cloze procedure challenges
universal processing mechanism at all levels from
word recognition through concept building; and
that cloze scores reflect not only lower-order
phrase processing, but complex skills ranging
along a hierarchy of lower-order to higher-order
human language processing capabilities.

Also studies have been conducted on the
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Cloze procedure, due to 1ts ease of construction and scoring is widely accepted and applied
in the design of language proficiency tests. Cloze procedure holds potential for measuring

aspects of testees’ language proficiency (Bachman 1990), yet the range of traits it can tap is

not clear. This study investigates the construct validity of cloze test: also it examines whether

cloze test can measure the testees' communicative competence. A priliminary investigation

into the item analysis of cloze tests were also represented using Rasch measurement. Data for
this study come from a trail of three tests of language: three cloze tests, a test of communicative
skill. and a standard language proficiency test (MELAB). The performances of 76 candidates
on the test battery were analysed, using FACETS (ver. 2.62, 1993) and SPSS (ver. 6. 1998).

The results indicated that cloze test would be a valid measure of language proficiency and

can measure aspects of testees, communicative competence.
Key Words: communicative competence, measurement, language proficiency, cloze test.
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distributed throughout the technical and sub-
technical disciplines, and native speakers of the
Persian language recognize them easily. These
words constitute the lowest difficulty group of
lexicon and, therefore, are labeled easy in this
study.

Summary:

While I may try to avoid the enchanting
claims that have been frequently made in
discussions of transfer, I make no secret of
my belief that transfer is an extremely
important factor in the acquisition of English
language lexical items for the native speakers
of Persian. There is every reason to believe that
the same kind of distortion that we can observe
in the sounds of the speech of a non-native
speaker also occurs in the structure and
meaning of lexicon that the Persian student is
trying to grasp or convey. In both cases, he/she
is substituting the units and patterns of his/her
native language and culture. In other words,
the logic of lexical items in each language is a
clear illustration of the culture and the customs
of that language. Such differences are, in large
part, parallel to those which exist between
fashion of dress, of tood, of architecture, of
social behavior, of literature, of politics, and
0 on; and the distinction between these
differences, along with their applications for
teaching, cannot be determined by linguistic
Justification alone, namely that a good
understanding of the nature of error is
necessary before a systematic means of
removing them could be found.

To give the students the control of a lexical
item, the teacher has to be aware of the
theoretical justification which claims' that a
good number of learners’ errors is part of the
transfer of the learners' language which is itself

necessary to an understanding of the process
of foreign language acquisition (Corder, 1986).
We come to believe that lexical semantics-
similarities and dissimilarities in word forms,
along with similarities and dissimilarities in
word meanings-play a major role in how
quickly a particular forcign language may be
learned by speakers of another language, We
need to have such knowledge if we are to make
any well-founded proposals for the develop-
ment.

In conclusion, I would like to emphasize that
the analysis presented here is very general in
character and does not pretend to cover the
entire pedagogical problems connected with
transfer of Persian lexical features in learning
English as a foreign or second language. Other
more detailed analyses will probably be better
produced in the framework of contrastive
approach presented here. As it is my conviction
that this will be an extremely useful
undertaking, let us hope that we will not have
to wait for it too long.
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comparing the verb sysiems of the two
janguages, the English two-word verbs are left
over without Persian correspondents, and,
therefore, it is obviously inaccurate to list the
English two-word verbs such as take after, get
through, put out, and fall off as the perfect
correspondents to sabih budan, tamaam
kardan, xaamoos kardan, and kaahes
yaaftan, respectively. The perfect correspon-
dents of these Persian verbs are resemble,
finish, extinguish, and decrease.

2.5. Cognitive Relationship (Words That
Are Similar in Form and Meaning)

2.5.1. The Persian language has borrowed
thousands of technical and sub-technical words
from French or English that are reasonably
similar in form and in meaning and occur with
or without a slight change in pronunciation.
Examples are radio, television, penicillin,
aspirin, radiator, and motor.

These cognates can be classified into a
relatively small number of sub-group according
to the source of their correspondence. For
example, the words mentioned above can be
classified as follows:

(2.5.1.1.) (2.5.1.2.) (2.5.1.3.)
Medical Science Electronics Mechanics
penicillin radio radiator
aspirin television maotor

5 5.2 There is a sub-division of this
category (2.5.) called "Deceptive Cognates'.
This group includes words that are similar in
form but partly or totally different in meaning.

For example, in English the word

dasbord refers to a panel under the
windshield of a car, containing indicator dials
and control instruments. The Persian language

o

borrowed this word but restricted it mostly to
the glove compartment which is a space built
into the dashbord of an automobile, for
miscellaneous articles.

We can refer to another example of
deceptive cognates. The word telegraph, an
apparatus or system for communication or the
action of communication by this system, came
into Persian and extended its meaning t0 denote
telegram, meaning a message sent by
telegraph. As a result of this expansion, 4
Persian speaker learning English might say he
received a *telegraph meaning that he
received a telegram.

The words of this category whether
cognates or deceptive cognates are usually
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English Two-ward Verbs (Transitive + Separabla)
Vs

Persian Simple or éompuund Verbs
12€, 12P.
English: cal up Parsian:
(ielephone) fielefone kardan)
Examples: Exampiles:

1. He called up his sister, 1,
2. He called his sister up. 2.
3. He called her up. 3.
4, He telephoned his sister, 4

[,

00 be xaaharas tetefane kard.

Other examples are(1) put on{=wear: poo-
sidan ); (2) cross out(=omit: hazf kardan): 3)
pick out(=select: entexaab kardan); and (4)
call off(=cancel: fasx kardan).

2.4.3.2, English Two-Word Verbs
(Transitive+Inseparable) Vs. Persian
Simple or Compound Verbs: This subclass
of transitive verbs, called inseparable, cannot
undergo the optional transformational rule,
and the prepositions involved cannot be
separated from the verbs. Chart 4 is an
example of the contrastive features of this
group in the two languages:

chart 4

English Two- word Verbs (Transitive + Inseparabla)

Vs,
Perslan Simple or Compound Verbs

13E. 13P.
English: go over Persian;
{ review) { moroor kardan)
Examples: Examples:
1.1went ever my lessons. 1.
2.t went aver them » 2,
.| reviewed my lessons. 3.dars-haayam-ra moroar kardam.

Followings are further examples of this
type: (1) take after(=resemble: sabih budan);
(2) look into(=investigate: baaz-resi kardan);
(3) look for(=seek: Jostejoo kardan); and )
get over(=recover: behbood yaaftan).

2.4.3.3. English Two-word Verbs
(Intransitive) Vs, Persian Simple or

Compound Verbs: The verbs characterized in
this category are intransitive since they do not
take a direct object. The contrastive patterns
of these verbs are illustrated in the following
chart:

-

chart 5

English Two-Word Verbs( Intransitive)
Vs.
Persian Simple or Compound Verbs

=

14E. - 14P.
English: fall through Persian: —_—
{fail) {Sekest xordan)
Examples: Examples:
1.The plan fell through. 1. v
2.The plan failed. 2. aan tarh sekast xord.

Other examples of this group are(1) show
up(=appear: =zaaher éodan);_ (2) fall
off(=decrease: kaahes yaaftan); (3) stand
by(=wait: montazer sodan); and (4) come
about(=happen: ettefaagh oftaadan).

The examples given in the subgroups
2.4.3.1, 2.4.3.2, and 2.4.3.3 delineate the fact
that not only the structural mechanism of verb
formation in the two languages is different, but
there is not a perfect semantic correspondence
between the Persian verb system and the
English two-word verbs. The reason is that
"'two systems usually correspond perfectly
when there is word-by-word translation
equivalence between them" (Stockwell, et al,
1965), whereas in Persian, the combination of
a verb preposition never forms a semantic
meaning which would differ from the sum of
the meanings of its individual parts. However,
we may admit that there is an imperfect
correspondence between the Persian verb
system and the English simple verbs. We call
this an imperfect correspondence, because
the operations of the corresponding lexical
items do not correspond in all details. Thus, in



2.3.2. Since the convergent relations leads
the Iranian students to obligatory choices, no
significant error is predicted, at least in terms
of the application of vocabulary in this
category. However, a native speaker of English
who learns the Persian language may provide
examples of frequent mother-tongue transfers
with this class of words. The reason is that the
distribution of the lexical items in Persian will
lead him to optional choices, and consequently
he will have possibility of confusing one word
with the other.

2.4, Zero Representation Relationship
(One of the Two Languages having no
Lexical Item Corresponding to an Item that
Exists in the other Language)

2.4.1. To understand this kind of relation-
ship, the following example will illustrate the
problem:

Interlingual Transfer:

Charf 2-

10E

Bahram faced difficulties

NP1 Tr. V NP2
10P
baa mokkelaat | rooberoo Sod
Bahram Prep. Ob).
NP1 NP2(IDO) Tr. V

11E. Bahraam faced *with difficulties.

2.4.2. This example indicates that the sub-
class of monotransitive patterns of English
constitutes a number of direct objects (objects
with zero prepositions) which correspond to
the prepositional objects in Persian. Such

incomplete overlapping results in the mother-
tongue transfer of the kind mentioned in 1 1E.

2.4.3. Other examples of this group are: (1)
to marry someone: baa "with" kasi ezdevaaj
kardan = to marry *with someone; (2) to ask
someone: az "from" kasi xaahes kardan = to
ask *from someone; (3) to order someone:
be "to" kasi dastoor daadan= to order *to
someone; (4) to enjoy something: az "from"
teezi lezzat bordan=to enjoy *from
something; (5) to fight somebody: baa "with"
kasi davaa kardan = to fight *with somebody;

and (6) to hate something: az "from” ceezi
motenaffer budan = to hate *from something.

The English two-word verbs are still another
example of this category which constitutes a
special group, very high on the scale of
difficulty.

In order to make an interlingual analysis, it
is necessary to contrast the English two-word
verbs with their correspondents or translation
equivalents in Persian. To do this, we may
initially divide the English verbs into transitive
and intransitive, with particular syntactic and
transformational characteristics:

2.4.3.1. English Two-word Verbs
(Transitive+Separable) VS. Persian Simple
or Compound Verbs: This subclass of
transitive verbs can undergo an optional
transformational rule that separates the
preposition from its verb and moves it after the
object noun phrase. Chart 3 is an indication of
this group in the two languages:
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kardan = to plead *to somebody; (2) to complain
of (or about) somebody: az "from" kasi
sekaayat kardanto complain *from
somebody: (3) to insist on (or upon) somebody:
be "to" kasi esraar kardan= to insist *to
somebody.

2.1.4. What we learn from the aforemen-
tioned examples is that although the denotative
and connotative values of certain words in
English are sometimes translatable into the
same values in Persian, there are many lexicons
in this group of words that are not the same in
all their structure and thus a complete sameness
is not to be expected in language behavior
concerned with this category of lexicons

2.2. Divergent Relationship (Several
Lexical Items in English Standing for Only
one Lexical Item in Persian)

2.2.1. This kind of relationship is a
mechanism of direct mother-tongue transfer in
the acquisition process of lexicons. In this
mechanism, a Persian speaker is encountered
with different English lexical items to which he
finds only one corresponding counterpart in
Persian. For instance, the English words land,

earth, globe, and ground all stand for only .

one Persian word: zamin.

2.2.2. Letus consider the following examples:
2E. My friend owns a piece of land
in Tehran.
2P. doostam dar Tehran yek gateh
zamin daarad. |

3E. The earth revolves around the
sun.

3P. zamin dore xorsid migardad.

4E. The globe is a planet inhabited

by man.
4P. zamin sayyaareh ist ke be se-
koonate basar dar aamadeh ast.

SE. The eletric circuit is connected
to the ground.
5P. madaareh electriki be zamin
vasl sodeh ast.

2.2.3. A Persian-speaker assuming that his
native language has a word to word corres-
pondence to English tends to make the
following errors without being aware of the fact
that each of those lexical items in English has
a certain application in a given context.

6E. My friend owns a piece of *earth
in Tehran.

7E. The *land revolves around the
sun.

8E. The *ground is a planet inhabited
by man.

9E. The electric circuit is connected
to the *globe.

2.3. Convergent Relationship (Several
Lexical Items in Persian Standing for Only
One Corresponding Item in English)

2.3.1. In this category several lexical items
in Persian may correspond to only one lexical
item in English. For example, the Persian
words (1) bahaar (spring: the season between
winter and summer); (2) cesmeh (spring: a
natural issuing of water from the ground); (3)
phanar (spring: an elastic device, as a coil of
wire, that regains its original shape after being
compressed or extended), and (4) Jast-o-xiz
(spring: the act of jumping up or forward), all
stand for only one English corresponding word:
spring.



linguistic as well as cultural, social, and
personal factors in second language learning
and use. In the process, he surveyed a large
body of literature and examined data from
many different languages.

1.5. To contribute to this worldwide
reassessment of contrastive analysis, the author
is intended to produce a model analysis of
contrastive study associated with a certain
number of English and Persian lexical items
in order to delineate the pedagogical impli-
cations of transfer theory in Persian language
learning criteria.

2. Contrastive Lexical Model

In order to provide a model analysis, we
may find five kinds of relationship between
the lexical components of English and Persian
as follows:

2.1. One-to-One Representation Re-
lationship (One Lexical Item in English
Standing for One Corresponding Item in
Persian): ‘

2.1.1. To understand this kind of relationship
let us consider the English words: house and
home. In English these two words both denote
the same thing--dwelling, with different
connotation. In Persian, too, xaane "house"
and manzel ""home" both denote the same
thing-- maskan "dwelling" with exactly the
same connotations. It means that the words
house and xaane both usually mean a building
which serves a living quarter. In the same
manner, the words home and manzel mean a
family's place of residence as a social unit. The
consequence of this observation is that a
Persian speaker, finding these two English
words sharing the same denotative and
connotative values in Persian, realizes very

close similarities between them and, therefore,
develops insights into these two new words
without any difficulty. The learning burden in
this case is chiefly that of learning a new form,
house or home, for a meaning already
habitually grasped in the native language.
However, the pedagogical problem with this
category is that the Persian students most often
assume that the words of their native language
should always represent the natural labels for
the corresponding words in English. They can
hardly realize that the modes of expression
differ in both English and Persian as a function
of linguistic structure combined with difference
in culture making, thus, impossible to work
within the semantic structure of their native
language in learning English lexicons.

2.1.2. To indicate the mother-tongue transfer
concerned with such a presupposition, let us
consider the group of Prepositional Objects
in English vs. Dissimilar Prepositional
objects in Persian.

The following examples will delineate the
problem:

Chart 1
1E.
i apologized 1o him
Prep. Qbj.
Np1 Tr. V Np2
1P.
man az o0 | mazeral xaastam
“from”
Prap. obj.
Np1 "~ Np2 Tr. W

Interlingual transfer: I apologized *from
him.

2.1.3. Other examples of this group are(1)
to plead with somebody: be "to" kasi eltemaas
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people hear a speaker with a foreign accent,
they often try to guess the speaker's back-
ground. Sometimes racial features and
sometimes a style of clothing will help listeners
guess correctly, but often the only reliable clue
seems to be how the individual talks. In such
cases, questions put to the speaker such as ""Are
you German?" or "Are you Spanish?"
suggest an intuition about the nature of lan-
guage, an awareness, however unconscious,
that the native language of a speaker can
somehow cause the individual to sound foreign
in speaking another language.

The detection of foreign accent is just one
example of the awareness that people may often

have of cross-linguistic influence, which is also -

known as language transfer. That awareness
is also evident from time to time in other
linguistic phenomena such as semantic,
syntactic and lexical features that people use
while communicating the foreign/second
language.

1.2. In the flourishing days of structural
linguistics and the pattern practice, language
teaching methodology which derived insights
from such an awareness and applied it to
linguistic description, nothing seemed of
greater potential value to language teachers and
language learners than a contrastive description
of the learner's mother tongue and the target
language. If one could juxtapose the structures
of the native language against those of the
target language, course designers, teachers and
learners would be better able to plan their
learning and teaching; beiter able to foresee
difficulty and consequently better able to
manage resources and direct learning and
teaching effort (James: 1987).

1.3. Yet, in the 1970's the bubble seemed to

burst; contrastive analysis no longer claimed
as much pedagogic attention, although,
significantly, the decade saw the establishment
of major contrastive linguistic projects,
especially between English and European
languages, e. g.: German, Polish and Serbo-
Croat.

Fistak (1981) in his preface to Contrastive
Linguistics and Language Teacher indicated
that "despite strong critical voices, coming
particularly, although not exclusively, from
America, a large number of applied linguists
and language teachers in Europe and elsewhere
have found applied contrastive linguistics
useful in language teaching, materials
development and the analysis of errors" ... .
Accordingly, Odline (1989) asserted that
despite the counterarguments, there is a large
and growing body of research indicating that
transfer is indeed a very important factor in
second language acquisition.

1.4. In recent years, however, a more
balanced perspective has emerged in which the
role of transfer is acknowledged and in which
transfer is seen to interact with a host of other
factors in ways not yet fully understood. This
reassessment of the significance of language
transfer is lucidly demonstrated in the new
addition to Cambridge Applied Linguistics
Series. In his timely book called Language
Transfer, Terry Odlin (1989) presented a
comprehensive and original amount of the
nature of language transfer and its role in
second language acquisition. He documented
the historical development of the concept of
language transfer, explored the role of transfer
in discourse, semantics, syntax, lexicon,
phonology, and writing systems, and examined
the way language transfer interacts with
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Abstract
The application of contrastive theory to the
study of foreign language-learning has for a

Tehran

long time added a strong dimenision to the
discussion of errors made by the students
learning English as a foreign language in Iran.
Teachers now believe that they have a
principled means for accounting for a good
number of errors, namely those that are result
of interference in learning a foreign language
from the habits of the first language. In this
article, the author -examines
representation relationships between English

several

and Persian lexical systems concentrating on
the notion of transfer which has been so
powerful an element in its pedagogic appeal.

1. Introduction
1.1. Terence Odlin (1989) asserts that when
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reading, writing, vocabulary, gramn%n:k

speaking, and listening.

An area which needs immediate resem{‘ch
however, is the development or the validation
of data collection instruments for quannf),ﬁng
the strategic behavior of L2 learners. The 1§ack
of a reliable instrument has made the
comparison of the findings of different studies
difficult, if not impossible, and the verification
of results an insurmountable task. Even SILL,
in spite of its wide application in different
research projects, suffers form serious
construct validity defects (to be publishegl in
another paper). L

Another research area, which has not been
tried so far, is the influence of the classroom

Conclusion

Second language learning strategies must
be regarded as a teaching asset in the
cals xgom since they help the learners to
develop agtonon1y and independence from the
teacher. The fact that these strategies are
amenable to ihstruction means that learners
can be assigned a more active role in the class
through making thetn_responsible for their
own learning. The fact ﬁ‘mt fanguage learning
strategies, unlike other cognitive varables, are
under the control of the leamers:makes further
investment and research in this area a
worthwhile enterprise.
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. that it may distort the learner’s thought
._ ses. The fact that the subjects must think
nd at the same time solve a learning
result in reports which are far
ly takes place in the learners’
he subject may report what
G in his mind rather than
ace. In other words,
: rzing about their
‘:/-\iazlg their own

may prove impossible since the learners are
not yet proficient enough to be able to exactly
report their thoughts. In such cases, the use of
the native language is recommended.
However, thinking in the .2 and providing a
verbal description in the L1 may interrupt the
normal flow of the learner’s thought patterns.
For more advanced students, there seems to
be no major difficulty in the use of the L2, In
addition, since it is impossible to obtain verbal
reports on large samples, researchers usually
rely on single cases or very small groups as
subjects. The generalizability of the data in
such instances will be highly questionable
when we consider the personality factors that
influence the learner’s approaches to
internalizing a second language system. The
analysis of the data collected my prove to be
a relatively difficult, subjective task,

More recently, some researchers have
advocated the use of computer for data
collection purposes in language learning
strategy research (Cohen, 1998). The problem
with computer tracking is the fact that the
researcher will have no access to the learners’

mental processes since only behavioral
strategies can be investigated through the use
of this techinque.

O’Malley and Chamot (1990) and Ellis
(1994) propose a multiple data collection
procedure in which data is obtained through
the use of different data collection techinques
applied to the same group of subjects. How-
ever, such a suggestion raises questions as to
the degree of its practicality.

Potential areas for research

A good aspect of learning strategy research
is the fact that in spite of the short life of the
concept, second language learning strategies
have received considerable attention in the
Tfessional journals and in language teaching
textbooks. There are now a large number of
articles and research papers addre- ssing one
or more aspects of second language strategy
use, and undoubtedly a lot more will be
published on the issue in the years to come. It
is almost impossible to give a summary of the
research done in the area since the number of
the studies available is unbelievably large, and
there are now numerous studies dealing with
personal, cultural, and cognitive aspects of
strategy use (though some of them have
resulted in conflicting results). In addition,
there are now a large number of papers
available that investigate the relationship
between L2 learning strategies and the
learners’ proficiency level, their study major,
their sex, etc. The addition of intervention
studies in which learners have been explicitly
taught to make use L2 learning strategies,
(Strategy Based Instruction, or SBI) will make
the number of the research projects carried
out extremely large. One should not also
neglect the numerous studies done on the use
of learning strategies in mastering the different
aspects of the second language, such as



whether a fixed set of questions are asked from

the learners’ strategic preferences. However,

all the subjects or whether subjects are asker researcher will be faced with the problem

different questions based on the nature oflih
interaction at the time of the interview. The
advantage of the structured approach, likejthe
use of closed questionnaires, is in its ease of
data classification and interpretation.
An issue related to the use of interviews is
whether they are conducted in groups§ or
individually (O’Malley and Chamot, 1990},
Group interviews can be used for small
groups, each consisting of 4 or 5 subjelcts..
However, although students may gain better
insights into their learning behaviours while
being interviewed in groups, there is stilljthe
risk of the distortion of the individual’s

f structuring and categorizing the data
obtiined. In addition, since there will be a time
lapse between the learning experience and its
transformation into writing, some aspects of
the experienc

Researchers ¢an also resort to recollective
methods for data collection purposes (Cohen,
1998). “A recollectivé~account refers to a
learner’s description and interpretation of a
language learning experience that took place
months or even years before” (p243). In this
data collection technique, learners wiltkrecount
their target language experience as a h\
The major difficulty with this method s that

may be forgotten or distorted.

account as a result of other members’ reports.
That is, students may be influenced by other
members’ accouhnts, and they may report
using strategies which, in fact, they have never
used. That is, subjects responses may be
affected by social desirability. “In {small group
interviews)... respondents may be fearful of
producing a socially unacceptable answer”
(Cohen, 1998:29). The degree of formality is
another issue which must be taken into
account while making use of interviews for
data collection purposes. If the interviewer is
very formal, the subjects may be reluctant to
talk about their affective or social learning
strategies. (Cohen, 1998)

Diary studies, as well as dialog journals,
provide the researchers with another tool to
investigate the learning behavior of L2
leamers. In this data collection approach, the
learners are required to write retrospective
accounts of their L2 learning experience and
the techniques they use for improving the
efficiency of their learning. Such learner
generated accounts can provide the
researchers with a wealth of information about

the subjects may forget many of the refevant
details important in language leaming strategy
research. In addition, it may lead to “highly
individualistic and possibly distorted accounts
of students’ léarning experiences” (Cohen,
1998:44). However, recollective studies may
result in increased learner awareness, a
valuable objective in itself.

Think-aloud, or self-revelation (see Cohen,
1996, for a full description), is another data
collection techinque in L2 leaming strategy
research. In this techinque, the learner will
verbalize his thoughts as he tries to overcome
some L2 learning difficulties. The verbal
production of the learner is believed to be a
reflection of his on-line thinking process.
However, ther are some caveats that must be
borne in mind when think-aloud is used for
data collection purposes. In order to obtain
rich and relevant data through self-revelation,
the subjects must receive training as to how
to verbalize their thoughts. This training could
be done through the teacher, or sometimes the
researcher, acting as a model for the subjects.
A danger, however, in the use of think-aloud
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overted” (Cohen, 1998:33). However, it

ved that “external observational records

to lend a more impartial, objective

0 the research study, rather than

ely solely on data provided
hid.).

strategy use by the learners, has been used

with language learners from different .

language backgrounds learning English as
their second or foreign language (Oxford,
1996). '

Questionnaires can be open-ended or
closed (Farhady, 1996; Cohen and Manion,
1989). In open-ended questionnaires, the
subjects are allowed total freedom in
answering each question, while in closed
questionnaires the range of possible responses
is alrcady determined by the researcher, and
the subjects have to choose from the options
which best describe their behavior/
performance. Open-ended questionnaires
have the advantage of not imposing any
restriction on the learners in terms of the
answers they can supply to the questions.
However, the classification and the treatment
of the data obtained through open-ended
questionnaires are very difficult, since the
researcher will be overwhelmed with a mass
of unstructured data. Closed questionnaires,

e L R i

- fifty questions covering all the aspecfs of

on the other hand, are more economical in
terms of the classification of the data they
provide, but their structure may put limits on
the nature and the scope of the information
gathered. In addition, respondents may be
“ecomomical with the truth”, that is, they may
“try to create a good impression upon the
researcher, deceive themselves, lack insight
into their behavior, be subject to bias in the
way they answer questions, or might answer
in an entirely superficial way” (Crozier,
1997).

Cohen (1998) refers to theree shortcomin gs

associated with the use of questionnaires. In
his words:
«The responses to structured instruments
may by simplistic or contain only brief
information about any one learning strategy...
Furthermore, predetermined questions-
especially those that are not carefully piloted-
may have ambiguities in their wording which
could lead to problems of interpretation on
the part of the respondents. In addition, if
rescarchers are too explicit about what they
mean in a given question (e.g. with the
inclusion of specific examples), the question
by its nature may motivate the respondents to
select a certain response, thus making the
instrument less objective” (p.28)

It must be bome in mind, however, that
structured questionnaires, such as SILL,
provide the researchers with quantifiable,
organized data which can be subjected to
statistical analysis, forming a basis for the
rejection or the acceptance of research
hypotheses.

Another instrument which can be used for
the collection of data on the L2 learning
strategy use of the learners is interview.
Interviews can be structured, depending on




Metacognitive learning strategies gz\fi'?e:
concerned with assessment, planning, andjthe
evaluation of the leaming process. Alfective
learning strategies deal with emotions andithe
attitudes of the learners, while social strategies
are conversational tactics aimed at improving
learning through interaction with the native

speakers.

Instruments used in the investigation of
language learning strategies

In order to study and measure the learners’
use of second/foreign language learning
strategies, researchers have resorted to a
relatively large number of data collection
instruments. In this section, the use of obger-

the learners {Cohen,

for elicitation, while for the strategies which

.are at the procedural stage some special date

c\bl\lf:ction technique may be required. In other
words, strategies which are within the focal
attention. (
subjects E\&){\be more readily accessible to
investigation oompared to those strategies
which are within‘the peripheral atiention of
98). Third, in eliciting
date related to the Iearﬁ\érs’ strategy use, one
must be attentive to the role W the leanguage
used for elicitation (whether t’he\Qst language
or the second), the modality ‘employed

or the preconscious area) of the

‘(spoken or written), and structure CE}i\[gJay in

the amount and the nature of the data obtained.

“Finally, the résearcher must decide in adizfénceﬁ\

vation, questionnaires, interview, think-aloud,
diary and recollective studies, as well as
computer tracking are addressed.

A note of caution, however, must be
sounded here. In making use of any of the
above data collection instrurents, researchers
should keep in mind a number of general
points. First, the use of any specific research
instrument will place certain limitations on the
nature of the data collected, and different data-
¢ollection methods may result in different
types of data. Highly structured elicitation
instruments, such as questionnaires and rating
scales, will “strongly influence ...the content
of the informant’s report, whereas a low
degree of structure indicates that the
instrument has little influence on the
...content” (O’ Malley and Chamot, 1990:93).
Second, depending on the stage at which a
strategy is used (cognitive, associative, or
procedural), different kinds of elicitation
instruments may be required. Strategies which
are still at the cognitive stage are directly
accessible to the learners’ short term memory

whether he is going to elicit data simultaneous
to the time the strategy is used, immediately
after its use, some time after its use, or
predictively in the future (Faerch and Kasper,
1987). The time interval which exists between
the use of the L2 learning strategies and their
reporting will influence the amount of the data
collected. With these caveats in mind,
elicitation instrument will be surveyed and
evaluated in the following section.

A method used for the collection of infor-
mation about the strategy use pattern of L2
learners is observation. In this method, the
researcher records the learning behavior of the
L2 learners from an observer’s perspective.
Rubin (1981) and Ellis (1986) regard this
method as inefficient since “it reveals nothing
about the mental operations learners will use”
(Ellis, 1994:533). Another problem with the
use of observation is “that researchers are
likely to collect data only on the students who
are more verbal during the class session, and
this may limit the data to only a subset of
language learners-namely, the outspoken or
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ctivity, or evaluating language production
fiker it has taken place(p.44)

Mitive strategies are defined by
2and Chamot as strategies that
on incoming information,
vays that enhance learning”’
' tegies are usually task
ee broad strategy
anization, and

.

. Cohen (1998) classifies language strategies

either interaction with another person or
ideational control over affect” (p.45). The
following are examples of social/affective
listening comprehension strategies:
I- Cooperation, or working with peers to
solve a problem, pool information, check
notes, or get feedback on a learning
activity;
2- Questioning for clarification, or eliciting
from a teacher or peer additional
explanation, rephrasing, or examples; and
3- Self-talk, or using mental control to
assure oneself that a learning activity will

be successful or to reduce anxiety about a
task. (p.45)

attributes:

3- Inferencing, or using information in oral

text to guess meaning of new linguistic

items predict outcomes, or complete

missing parts;

4- Summarizing, or intermittently

. synthesizing what one has heard to ensure

the information has been retained;

5- Deduction, or applying rules to

understand language;

6- Imagery, or using visual images (either

generated or actual) to understand and

remember new verbal information;

7- Transfer, or using known linguistic

information to facilitate a new learning

task; and

8- Elaboration, linking ideas contained in

new information or integrating new ideas

with known information (elaboration may

be a general category for other strategies

such as imagery, summarization, transfer,

and deduction) (p.45)

Finally, social/affective strategies are
referred to as “a broad grouping that involves

into two broad groups of strategies of use and
language learning strategies. Language use
strategies include retrieval strategies, cover
strategies, rehearsal strategies, and communi-
cation strategies. Retrieval strategies are used
for the storage and recall of linguistic
information. Cover strategies are used to
create the impression that the learner is in
perfect command of the second language
system while in fact he is not. Rehearsal
strategies are used for practicing grammatical
structures in the target language. Finally,
communication strategies are used for the
successful communication of meaning in the
target language. Language learning strategies
are divided into four groups of metacognitive,
cognitive, affective, and social strategies.
“[Clognitive strategies encompass the
language learning strategies of identification,
grouping, retention, and storage of language
material, as well as the language use strategies
of retrieval, rehearsal, and comprehension or
production of words, phrases, and other
elements of the second language” (p.264).
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the output while learning strategics deal vmh\

the input). Strategies such as coining words, “"‘a\,\\‘ﬁvilh here are lowering anxiety, encouraging

switching to mother tongue, or using mime
or gestures are part of this category. Guessing
the meaning of unknown words from jthe
context in listening and reading are also
instances of compensation strategies.

Memory strategies, or mnemonics, are used
by learners to help them memorize and
remember new information. Oxford refers to
four major strategy groups in this categery:
creating mental images, applying images and
sounds, reviewing well, and employing action.
These strategies, which are basically for
vocabulary storage purposes, make use of
association techniques in which words iare

one’s emotional reactions. The strategies dealt

oneself, and taking one’s emotional
temperature. The last category of strategies
in Oxford’s classification are social strategies.
“Social str: 'tggies help students learn through
mteraction with others” (p.135). The social
strategies addressed by Oxford are “asking

questions, cooperating with others, and

empathizing with others:

O’Malley and Chamot €1 990) provide a
classification which is to a largéextent similar
to the one proposed by Oxf‘é\rd\(1990).
However, what is novel about theirclassi-
fication 1s their attempt to relate the coneept

of L2 leaming strategies to the in_formam.

connected to sounds or mental pictures.
Cognitive learning strategies “enable
learners to understand and produce new
language by many different means” (Oxford,
1990:37). Practicing, receiving and sending
meassages, analyzing and reasoning, as well
as creating structure for input and output are
strategies discussed in this category. The basic
concept in the use of cognitive strategies is
practice: learners should seek opportunities
which will enhance their use and the exposure
to the second language. Metacognitive
learning strategies “allow learners to control
their own learning” (Oxford, 1990:135). The
strategies included in this category are
basically concerned with managing and
organizing learning activities. Oxford refers
to centering learning, arranging and planning,
as well as evaluating learning as instances of
metacognitive learning strategies. Affective
learning strategies deal with the control of
emotions and motivation in learning. These
strategies are related to either anxiety,
developing a positive self image, or regulating

processing theory proposed by Anderson
(1983;1985) in cognitive psychology (see the
section on the theoretical foundation of
learning strategies). O’Malley and Chamot
divide learning strategies into three groups of
metacognitive, cognitive, and social/affective
strategies. Metacognitive learning strategies
are “higher order executive skills that may
entail planning for, monitoring, or evaluating
the success of a learning activity” (p.44).
O’Malley and Chamot refer to the following
as examples of metacognitive language
learning strategies:

1- Selective attention for special aspects of

a learning task, as in planning to listen for

key words or phrases

2- Planning the organization of either

wrilten or spoken discourse

3- Monitoring or reviewing attention to

task, monitoring comprehension for

information that should be remembered, or

monitoring production while it is

occurring, and

4- Evaluating or checking comprehension

after completion of a receptive language
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86:30). Later, Flavell (1979) referred to
' concepts as the components of the
nitive knowlege of an individual:
wlege, task knowledge, and
edge. Person knowledge refers
ut human learning in general
ect learning in specific
cedge refers to the

classification, are those which are used when
the learners are faced with a linguistic
difficulty in the L2. In fact, communication
strategies are compensatory moves which are
resorted to when the learner feels that there is
some deficiency in his linguistic competence
in terms of syntactic rules or lexicon. In
today’s second/foreign language teaching
literature, however, the concept of
communication strategies has been defined
more professionally and narrowly.
Communication strategies are viewed as
strategies used to “overcome obstacles to
communication by providing the speaker with
an alternative form of expression for the
intended meaning” (Bialystok, 1990:35).
These strategies are no longer regarded as
assisting the learners in internalizing the
second language input in a more efficient
manner. In other words, communication
strategies are mot viewed as aides to the
learning process. The last category of
strategies, that is, social, are those that learners
employ in order to increase their exposure to
the second language. Reading .books,

watching second language films, or initiating
conversations with the native speakers are
some of the examples of social strategies used
by the L2 learners. _

Oxford (1990) provides a comprehensive
strategy classification which draws on the
work of previous studies as well as cognitive
psychology. She classifies L2 learning
strategies into two gorups of Direct and
Indirect. Direct learning strategies are
concerned with “language itself in a variety
of specific tasks and situations” (p.14). This
category includes memory strategies (for
storing and retrieving new information),
cognitive strategies (for comprehending and .
” »Q{iucing language), and compensation
strategies (for overcoming gaps in the learner’s
language knowledge). Indirect learning
strategies are for “the general management of
learning” (p.15). In this category, Oxford puts
metacognitive strategies (for the coordination
of the leaming process), affective strategies
(dealing with emotional regulation of the 1.2
learning process), and social strategies
(concerned with learning through interaction
with others). Compensation strategies are
similar in nature to what is usually termed as
communication or production strategies
(Bialystok, 1990; Tarone, 1981). These
strategies are activated to cover gaps in the
learners’ L2 competence and keep the flow
of communication going. In fact,
“compensation strategies, like guessing or
using synonyms, allow learners to use the
language despite their often large gaps in
knowledge” (Oxford, 1990:37) (Although, as
it was stated earlier, the inclusion of
communication strategies in the category of
leaming strategies is a point challenged by
some researchers, on the grounds that
communication strategies are concerned with



performed), and the system is activated when
a related problem is encountered. “Our abi liLy

of language learning strategies. In the

. . : .
to understand and generate language ... [is an \\followmg section, only a selective treatment

example] of procedural knowledge™ (o’Malley
and Chamot, 1990:24). Based on this model,
skill acquisition, including language, is a
process through which stored declarative
knowledge turns into its procedyral
counterpart. '

In his move toward proceduralization,jthe

learner goes though a number of stages:
Cognitive (during which the learner is
conscious of the learning task and ;fhe
activities required), associative or the scm:
automatic stage (which is, in fact, the stagé‘,of
rudimentary proceduralization), and the
autonomous or the automatic stage (during

the available classifications is offered.

Rubin (1975) identified two broad classes
of strategies: a group of strategies that directly
affected 12 learning, and another group of

strategies which had an indirect impact on the

student’s .leam-iﬁ‘g. In her later work, Rubin
(1981) classified tl':z:‘strategies used by the L2
learners into three categories: Learning
strategies, communication strategies, and
social strategies. Learning sttategies, which
directly or indirectly contribute to the
interlanguage development of the leamers, are
further classified into cognitive™and
metacognitive strategies. The cogmtxve

which knowledge is subconsciously and
automatically put to use). Learning strategies
neatly fit into this scheme; they are first
acquired in a relatively conscious manner
through the declarative component of our
information processing system, and as they
are increasingly applied to different learning
situations and problems, they become
automatic or procedural. “[Learning]
strategies can be represented the same way as
any other complex skill and described as a set
of production systems that are compiled and
fine tuned until they become proceduralized”

(O’ Malley and Chamot, 1990:42).

Classification of learning strategies

The study of language learning strategies
at the time of Rubin (1975) and Naiman et al.
(1978) lacked a theoretical foundation, and
as a result, researchers had to be conient with
listing the actions and behaviors good
language learners engaged in. It was during
1980s that the application of psychological
ideas to the concept provided a theoretical
basis for the classification and the discussion

strategies tdentified by Rubin include
clarification/verification (checking ons’s
comprehension and rule formation process),
guessing/inductive inferencing (forming
hypotheses about the way the L2 works),
deductive reasoning (making use of the
knowledge of the rules), practice (dealing with
repetition and memorization), memorization
(dealing with the storage and the retrieval of
information), and monitoring (checking one’s
own performance). Metacognitive learning
strategies are concerned with the supervision
and the regulation of the use of cognitive
strategies. In the words of Williams and
Burden (1997) metacognitive learning
strategies “involve an awareness of one’s
mental processes and an ability to reflect on
how one learns, in other words, knowing about
one’s knowing” (p. 148). Metacognition was
first addressed by Flavell (1970, 1976) and
defined as knowing about knowing. More
precisely, he refers to metacognition as “one’s
knowledge concerning one’s cognitive
processes and products or anything related to
them.” (Cited in Nisbet and Shuchsmith,
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ify claims regarding consciousness in
anguage learning” (p. 617). Instead,
phses a distinction between controlled
ic processes. “The distinction
siatic processing relates to the
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directly or immediately open to the learners’
introspection but can be made conscious
through the use of think-aloud or retrospective
techniques. The unconscious is the realm that
is not under the individual’s control or
supervision in any way. If we opt for Ehrman
and Dornyei’s classification of mental
operations, then we can place language
learning strategies within the preconscious
confines of our consciousness.

The theoretical foundations of language
learning strategies

From a theoretical perspective, language
learning strategies are related to Anderson’s
information processing theory (1983, 1985),
hich is itself a cognitively based approach

extensive use of metaphors, will be doomed
to some sort of theoretical or scientific
obfuscation. If we accept McLaughlin’s view,
then we can view the investi gation of language
learning strategies as an activity in which the
researcher tries to get insight into the mental
operations which are not yet routinized, and
as a result, available to the learners’ intros-
pection.

There are, however, some applied linguists
who, due to their psychological orientation,
find the distinction between conscious/
unconscious operations useful and practical.
Schmidt (1990), for instance, based on the
distinction between consciousness/uncon-
sciousness, concludes that some noticing or
directing attention to the learning task and the
input will facilitates learning. Ehrman and
Dornyei (1998), based on the ideas borrowed
from Freudian psychology, refer to three levels
of consciousness: Conscious, preconscious,
and unconscious. Conscious is the level at
which mental operations are directly
accessible to the learners’ cognition.
Preconscious operations are those that are not

to the study of memory and learning.
According to Anderson, knowledge is
represented in memory either as declarative
or procedural knowledge. Declarative
knowledge, which is concerned with factual
data and information, stores knowledge either
through propositional representations or
schemata. Propositional representations
consist of relations and arguments. Relations
include verbs, adjectives, or relational terms
and phrases, while arguments include nouns.
For example, in the sentence:
Hitler was the leader of Nazi Germany

The relations are was, Nazi, and leader of,
while Hitler and Germany are arguments.
Schemata are knowledge structures that
include information as sequence of events
(called scripts) or images.

Procedural knowledge, which is related to
our performance ability, stores knowledge
through production systems. Each production
system consists of an action and a condition
component (If x, then do y, i.e., whenever_ the
condition is met, then the action can be



1- Strategies refer to both general
approaches and specific actions
2- Strategies are problem oriented
3- Learners are generally aware of [the
strategies they use
4- Strategies involve both linguistic and
“non-linguistic behavior
5- Language learning strategies are
performed in both the L1 and 1.2
6- Some strategies are mental while otﬂers
are behavioral
7- Strategies contribute either directly or
indirectly to L2 leaming
8- Strategy use varies across individyals
and tasks(pp.532-533)

classification), are concerned with the

. management and planning of learning (Brown,

“1994), and the topic to be learned will not
cause a dramatic change in their application.
There are also cases in which individuals
change their style in response to a specific
learning context or task, as when a field
dependent persoh.decides to concentrate on
his/her reading in a*crowded bus duc to the
imminece of an examination. However, the
distinction between strategies and styles can
be regarded as a workable dichotomy in which
strategies show more variety and change more
frequently according to the leamié\

and the task at hand.

ontext

Strategies vs. Styles

A distinction is usually made between
learning strategies and learning styles in
educational psychology and professional
language teaching literature (Hall, 1997;
Brown, 1994; Fontana 1988, Crozier, 1977).
Learning strategies are regarded to be problem
oriented actions or techniques which are
resorted to in overcoming learning difficulties.
Consequently, depending on the nature of the
problem faced, an individual's learning
strategy may differ from that of another.
Leaming styles, on the other hand, are belived
to be relatively permanent and general across
all learning situations. In other words, one's
learning style(s) may not change considerably
during his lifetime, while he/she may adopt a
large number of learning strategies as the
occasion arises. In reality, however, it i1s not
always possible to stick to this dichotomy.
There are certain class of strategies that are
not task specific and, in a sense, general across
a wide range of learning situations. Such
learning strategies, which are known as
metacognitive (see the section on strategy

Are learning straiegies conscious?

The conscious characteristic of ]earnmg
strategies is an issue referred to by Ellis in his
list of characteristics of strategies and
explicitly in the definition offered by Cohen
(1998). Cohen states that "the element of
consciousness is what distinguishes strategies
from those processes that are not strategic”
(p.4) and "if the behavior is SO uUnNConscious
that the learners are not able to identify any
strategies associated with it, then the behavior
would simply be referred to as a process, not
a strategy”" (p.11). However, not all the
researchers would agree with Cohen's
assertions. McDonough (1995) finds the
distinction between processes and strategies
problematic, while McLaughlin (1992)
believes that the distinction made in the
foreign language teaching literature between
consciousness/unconsciousness 1s fruitless,
since we do not yet possess a scientific theory
of mind. In his words “lacking an adequate
theory of mind that allows us to decide what
particular mental states or operations are

‘conscious’ or ‘unconscious’, one can not
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s the linguistic aspect of learning
point which is reflected in the
stems offered (see section on
ton of language learning
issue attracting attention
wever, is the impre-

ncept of language

(T983), language ]earn?ﬁig strategies are
"tendencies or overall characteristics of the
approach employed by the language learner”
(p-405). Stern's definition seems to blur the
distinction made between learning strategies
and learning styles, since strategies are
supposed to be relatively task specific and
problem oriented, while styles apply across a
wide range of learning tasks irrespective of
the topic to be learned or the difficulty to be
overcome (see the section on the distinction
between strategies and styles). Rubin (1987)
defines language learning strategies as
"strategies which contribute to the
development of the language system which
the learner constructs and affect learning
difficulty” (p.22). Rubin's definition stresses
the problem orientedness of learning
strategies, and their role in the construction
of the learner’s second language competence.
According to Rubin's definition, strategies are
used by the learners to make the task of
learning an additional language more efficient
in terms of its rate of learning and the ease
with which the second language system is

internalized. O'Malley and Chamot (1990), in
their comprehensive work, define learning
strategies as "special thoughts or behaviors
that individuals use to help them comprehend,
learn, or retain new information” (p.1).
O'Malley and Chamot approach the study of
language learning strategies from a cognitive
viewpoint. The explicit reference to terms such
as comprehension, learning, and retaining
clearly demonstrates the cognitive basis of
their approach to the study of language
learning strategies. Oxford (1994) refers to
learning strategies as "actions, behaviors,
steps, or techniques students use-often
unconsciously-to improve their progress in
rehending, internalizing, and using the L.2"
p). Oxford's definition emphasizes the
practical and the behavioral aspects of
language leamning strategies in bringing about
cognitive changes in the learners regarding the
second language system. An issue attracting
attention in Oxford's definition, however, is
her use of the terms actions, behaviors,
techniques, and steps as if they are
synonymous, a point which is challenged by
McDonough (1995). Finally, Cohen (1998)
refers to language learning strategies as "the
conscious thoughts and behaviors used by the
learners with the explicit goal of improving
their knowledge and understanding of the
target language” (p.68). A controversial issue
in Cohen's definition is his explicit reference
to the conscious nature of language learning
strategies (also notice the expression often
unconsciously in Oxfords definition above),
a point which is further treated in the section
on the consciousness/unconsciousness
controversy.

Ellis (1994) summarizes the defining

- characteristics of language learning strategies

as follows: N



teaching is getting increasingly sophisticated,

and there are now numerous rei'erencesg to

concepts from other disciplines in language
teaching textbooks and journals. The application
of tdeas educational
psychology, and educational sociology has led

to the emergence of pedago- gical techniques

from linguistics,

which have increased the practical efﬁciencyi of
language teachers and consequently, facilitated
the task of the learners in iearnmg an additignal
language. L

An idea which is now widely discussed and
investigated in the professional literature is the
concept of language learning strategies. [t is
believed that language learning strategies will |
assist the learners in internalizing lth‘e

is briefly referred to, and the theoretical
foundation of strategies is explained. The paper

‘%1]%0 addresses the different classification

systemq of fered for language learning strategies.
Basic Tcsedrch instruments used for data
coliectmn\pur poses on strategy use and
application a‘fe\taken up later, and a passing
reference is made’ i some of the potential areas
for research. \‘\\
Definitions

Tt may not be an exaggeration to state that
there are as many definitions for Janguage
learning strategies as there are textboeks and
reseaerchers in the area. The multiplicity, of
definitions is an indication of the complexity: of

grammatical, as well as the communicative
aspects of an L2, leading to an accelerated pace
in learning a target language. Learners who make
more frequent use of L2 learning strategies are
regarded to be more efficient in achieving
communicative mastery in an additional
language.

Second/foreign language teachers became
familiar with learning strategies through the
work of Rubin (1975) The behaviors good
language learners engaged in (Naiman et al.
1978) became the focus of research, in the hope
of making some generalizations and recommen-
dations about how (0 increase the efficiency of
L2 learning. Since then, numerous studies and
textbooks addressing the use of learning
strategies in language learning situations have
been published, and many MA theses and Ph.D.
dissertations have been devoted to the topic.

The present article is intended to serve as a
guid to second/loreign language learning
strategies' basic concepts and research issues.
Different definitions of strategies are addressed
first, and the distinction made between strategies
and styles is clarified. The issue of consciousness

the concept of learning strategies and the
different perspectives researchers can adopt in
approaching the phenomenon. Depending on
their philosophical and academic background,
different researchers have opted for either a
cognitive, social, practical, or a compromised
position in which all the aspects are supposed
to receive their due share. A common and an
unfortunate aspect of the definitions one
egncounters in the literature, however, is their lack
of scientific and operational precision, a point
which has complicated research tn the area.
Terms such as procedures, actions, behaviors,
techniques, steps, conscious/unconscious,
special thoughts, etc, are not scientifically
defined by the rescarchers who use them, and
falsification of the claims made based on the
available definitions is a relatively arduous task, if
not impossible, taking into account the fact that a
definition is a condensed version the theory it
supports. In the following section, only a sample
of the definitions available is treated.

3

Tarone (1983) refers to language learning *5-5;
stralegies as "attempt [s] to develop linguistic - jL
and sociolinguistic competence in the target 3
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Abstract guide to this ar ea, providing language teachers
‘The concept of language learning strategies with the required background to pursue the

has been with the foreign/ second language  topic further in other professional journals.

teaching profession for mor than two decades. Key Words: learning strategies; metacognition;

However, not all the teachers and language cognition

teaching professionals are familiar with the

basic conce pts of language learning strategies.  Introduction ’

The present article is intended to serve as a The profession of second/foreign language
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obligatoire, les locuteurs ont considéré la
liaison comme f acultative, et ont choisi de ne
pas la réaliser. lls n'ont donc pas fait la liaison
avec: -s.

Exemples:
o «je n'ai pas d'autr es exemples» ...
. «c'est un livre qui s'appelle: Evidences
invisibles» ...
. «on peut d'ore s et de€ja penser que» ...

... «avecs d'anciennes actrices qui reviennet» ...

Ce cas d'extension de l'application de la
liaison facultative a des situations ou elle ne
I'est pas est trés fréquent actuellement, méme
s'il entraine dans de nombreuses occurrences
des confusions grammaticales (dans nos
exemples, entre le singulier et le pluriel).

En guise de conclusion, on peut dire que
toutes ces particularités de réalisation des
sons, cette diversité spectaculaire de
variantes-dont on trouve souvent les causes
et les racines en psycho-sociologie du
langage-créent
exceptionnelle du frangais d'aujourd’hui, en

une 1image sonore

le colorant de multiples nuances de timbres.

Notes

1. Par le GRIL, équipe de recherche en linguistique

appliquée, CERIC, Université de Savoic.

2. Ce que confirme, dans certains ouvrages récents de
phonétique, 'absence de l'opposition: /a/ - /a/, au profit

du seul fa/ antérieur.

3. Pour ma part (C. R. -H.), je pense que l'influence de
[R] sur le timbre d'un a potenticllemnent posiérieur ne
peut se produire que lorsqu'il est final de la syllabe

contenant cette v oyelle, et non lorsqu'dl la précede.

4, Cf. F. Carton, Introduction a la phonétique du

frangais, 1997, p. 210.

5. Cf. M. PEYROLLAZ et M. -L. Bara DE TOVAR,

Manuel de phonétique et de diction francaise a l'usage

des étrangers, 1954, pp. 112-114. )

6. Le mot «e xacl» représente un cas spécial. Bien que

disyllabique, il se conduitcomme un monosyllabe dans
Ia chaine parlée, par analogie peut-étre avec sa forme

abrégée en langage tamilier. Ce niveau de langue se

caraclérise entre autres par la chute de certains sons,
et notamment de la v oyelle initiale de mot. Donc, si le
mot «exact» devient* «xact», une fois la voyelle omise,

le locuteur ressent la nécessité de prononcer les
consonnes finales, pour des raisons de clarté, ce qui

donne: *[gzakt]. Ensuite, I'usage quotidicn étend cette
prononciation avec les consonnes finales de syllabe

réalisées aux autres niveaux de langue, et donc aussi 2
«exact», qui est alors réalisé: [egzake].

7. P. R. LEON, Phonétisme et prononciations du

frangais, 1992, p. 88.

8. Ce phénomene est a mettr e en relation avec la
difficulté que nous observons lorsqu'il s'agit pour nous
de comprendre un nom propre que nous entendons pour
la premicre fois.

9. Selon la régle orthoépique, étant donné que le-q de
«cing» est une consonne de hatson, elle ne doit étre
réalisée que si le mot sui vant commence par une
voyelle, ce qui serait le cas par exemple pour: «cing
ans».

10. F. CARTON, OP. Cit., p. 213.

[1. Indépendamment du procédé ulilisé en poésie et
appelé: diérése, ¢f. par exemple P. R. LEON, op. cit., p.
75.

12. Cette régle était générale il y a quelques siécles, et
s'appliquait don¢ systématiquement avec toutes les
voyelles nasales en situation de liaison; mais elle ne
s'applique plus dans le frangais contemporain qu'avec

les adjectifs en: «-ain, -en», etc., ainsi qu'avec «bon».
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Influence des cas particuliers

Il ne faudrait pour autant pas croire que la
logique des locuteurs natifs s'exerce de fagon
systématique, ou méme avec une certaine
constance. Au contraire il est plus sage de
considérer qu'il ne s'agit que de réactions
locales et non d'attitude raisonnée, des lors
que l'on reléve, ailleurs, des tendances qui
vont & l'inverse de la régularisation d'un
fonctionne- ment. '

C'est le cas a vec des mots comme: «errer,
auvent». lIs commencent par une voyelle, et
on doit donc leur appliquer la régle générale
d'élision, dont la portée s'arréte au seuil des
mots commengant par un «h aspiré» (qui
constituent des cas particuliers).

Mais la tendance & prononcer ces mots sans
€lision s'étend de jour en jour , comme on le
voit dans les énoncés authentiques suivants.

Exemples:
...«¢a les empéche d e errer n'importe ou»

... «¢a nous a arraché le auvent» ...

Cette évolution peut poser la question de
savoir si ces locuteurs croient que les mots
considérés s'écr ivent effectivement avec un «h
aspiré». Quelle que soit la réponse, les
linguisies classeront ce phénomene dans une
liste de h aspirés épenthétiques.

Articulation relichée

Un autre phénoméne qui pourrait se
développer dans le futur consiste en
I'adjonction d'un son, une sorte de [j] reliché
¢t plus ou moins désonor isé, 4 la fin des
groupes rythmiques quand la derniére syllabe

se termine par une voyelle. Cette
prononciation n'est pas limitée 4 une catégorie
d'dge, de milieu social ou de sexe: on I'entend

aussi bien chez tel homme-ou femme-
politique que dans la bouche d'une caissiére
de grand surface. Notons cependant que, pour

autant, clle n'est pas trés répandue.

Le plus souvent, ce son épenthétique
apparait avec les voyelles: /i, y, e/ ;parfois il
apparait avec /u/, comme le montrent les
énoncés authentiques sui vants.

Exemples: ,
. «qui ont prév u[/], oui[/], beaucoup de
nuages» ...

...«oui[/] pari tenu[/]» ...
.. «ce n'est que le déb ut[/], il a tant d'idées[/]»

... «Tres bonne nuit[/] et & demain soir» ..
.. «pour les jeunes dans la r ue[/]» ...

... «atteint d'une terrible malad ie[/]» ...
.. «cet apres-mid i[/], en Libye[/]» ..

Influence des régles facultatives

Lorsqu'll y a choix, la moindre mécon-
naissance des régles conduit a une év olution
dans la prononciation des usagers. Ainsi, la
liaison facultative est pour certains Francais
une source de perturbation plutdt que de
facilité. Car a partir du moment ou ses limites
sont floues (par méconnaissance d'une partie
de la norme), le fait qu'il y ait choix laisse le
locuteur croire que ce choix est plus étendu,
ou plus restreint, que ce que nous en disent
les manuels d'orthoépie.

Dans les énoncés authentiques sui vants, et
bien que I'on soit dans une situation de liaison



. «mais pour moi, c'est un vrai pl aisir» ...

... «le passage est d'autant plus ai1s€ que» ...

L'harmonisation vocalique affecte de
préférence les réalisations du /e/ ouvert, mais
elle entraine également le changement de
timbre pour les deux autres voyelles
moyennes ouvertes, qui  passent
respectivement a [en,0], comme on le constate
dans 1'énoncé authen- tique sui vant.

Exemple: ... «Claire, c'est la police» ...

Harmonisation vocalique: mi-fermée a mi-
ouverte

Nos observations sur la pornonciation
actuelle du francais font également état d'une
tendance i atténuer la distinction entre les
timbres des voyelles moyennes en syllabe
inaccentuée ouverte, dans le sens de
'ouverture. C'est alors la voyelle ouverte qut
assimile (partiellement) la voyelle moyenne.

Dans les mots comme «marée, marché» -
et bien qu'il y ait un accent aigu-, on entend
des Francgais prononcer un [e¢] moins fermé
ou méme nettement proche de (€], lorsque la
voyelle de la syllabe accentuée suivante est
un a. C'est une har monisation vocalique
inverse du cas précédent, mais dont le
fonctionnement est le méme: la voyelle en
position forte (accentuée) assimile en partie
la voyelle de la syllabe précédente, qui est en
position faible (inaccentuée), comme on le
voit dans les énoncés authentiques suivants.

Exemples:
. «]la marée basse» ...

. «vendu au marché noir» ...
. «il I'a fait malgré moi ...

Influence de la régle de base

De méme que pour le changement de
consonne prononcée dans les mots comme
«secondaire», 'application de certaines régles
de phonétique combinatoire montre que les
sujets parlants ont aujourd’hui une forte
propension a ramener les régles mineures a
la regle de base. C'est le cas pour la liaison
avec les adjectifs en: «-ain, -en», tels: «<moyen,
ancien, certain, prochain», etc. La norme
orthoépique nous dit que lorsque ces adjectifs
sont placés avant le nom, il ¥ a liaison avec
[n] et dénasalisation de la voyelle'?. Et
pourtant, de plus en plus, les Frangais que
nous avons écoutés parler conservent a la
voyelle sa nasalité en méme temps qu'ils
réalisent la liaison a vec [n], comme nous le
montrent les énoncés authentigques suivants.

Exemples:
. «un certain état d'esprit» .
. «un ancien international» ...
... «Sydney, qui est le prochain objectif,» ...
D'un certain point de vue, ces locuteurs
font preuve d'une grande logique, car ils font
entrer dans une seule série des sous-ensembles
qui auparavant devaient étre décrits par deux
régles différentes. D'un autre point de vue, on
est amené a déduire de cette évolution que
les Frangais qui conservent la voyelle nasale
avec la liaison en [n] privilégient la forme
unique au détriment des allophones
historiques de la langue.
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que possede normalement le mot(on parlera
alors de voyelle épenthétique).

Influence des sons voisins
Assimilation de la consonne

Certaines consonnes subissent des
changements sous I'influence de sons voisins.
Ce phénoméne d'assimilation se produit en
francais de fagon régressive, ce qui signifie
qu'un des traits du son a droite de la consonne
considérée s'étend vers sa gauche, et
s'applique sur la consonne considérée.
L'assimilation régressive n'apparait que
lorsque la modifica- tion sonore du son
assimilé n'entraine aucune confusion, c'est-
a-dire lorsqu'il n'y a aucune paire minimale
(qui dispar aftrait avec l'assimilation).

Ainsi, on remarque une avancée de
l'assimilation régressive de sonorité de la
consonne /s/ sur les mots contenant le suf fixe:
-isme chez les locuteurs contemporains. La
consonne sourde [s] se sonorise sous l'action
de 1a consonne sonore [m] qut la suit (dans la
méme syllabe), et: [ism]1[izm], comme on le
voit dans les énoncés authentiques suivants.

Exemples:

... «plein de romanti sme» ...

. «pour dire non au terrori sme» ...
. «le tourisme risque de souffrirs ...

On peut dire qu'actuellement cette
tendance prend en frangais une extension de
plus en plus grande et qu'elle ne tardera sans
doute pas & se génér aliser suffisamment pour
obliger les ouvrages didactiques, les manuels
d'orthoépie, les dictionnaires, a relativiser la
regle actuelle, qui prescrit exclusivement la
prononciation [ism] (sans assimilation).

Harmonisation vocalique: mi-ouverte A mi-
fermée

L’harmonisation vocalique, ou assimilation
a distance(nommée«dilation» en son temps
par Grammont), est le processus de
modification du timbre d'une voyelle
inaccentuée sous l'inf luence de la voyelle
accentuée. En frangais, les voyelles
assimilantes sont /i, y, e/.

Ainsi par e xemple, I'influence de [e,i] dans
la syllabe tonique entraine généralement la
prononciation de mots comme: «baisser,
aimer, bétise» avec un [e], alors que: «baisse,
aime, béte» sont toujours réalisés avec (€] (en
syllabe fermée, cette voyelle est toujours
ouverte).

Exemples:
... «je te remercie beaucoup de m'avoir aidé»

. «la violence a beaucoup b aissé» ...
... «il y a plus de vingr bl essés, dont sept
graves»



d'argent et dit: ... «cing francs», en réalisant

«cing» selon la norme orthoépique, c'est-a-
dire sans consonne finale’. C'est alors que
I'employée manifeste qu'elle n'est pas sdre

d'avoir compris, ou qu'elle a mal compris, ou

pas compris du tout ce que lui aditla clliente,
en répondant par la question: «Cing francs?»,
prononcé avec la consonne finale[k]. A cet

instant, la cliente se rend compte que son
message pouvait ne pas étre suffisamment

explicite pour son interlocutrice et confirme

l'interprétation proposée en reprenant telle
quelle la formulation de I'employée: «Oui,
cing francs.», c'est-a-dire en réalisant la
consonne finale de «cing».

Dans certains cas, donc, le calque de la
prononciation sur la graphie parait étre
justifié. Comme le dit justement F. Carton'?,
«lorsqu'il- n'y a pas d'autre moyen d'étre clair,
refuser de faire coincider
prononciation et graphie?» Dans le cas des
monosyllabes, cet exemple illustre en outre
bien le fait que lI'influence de I'orthographe
sur la prononcia- tion peut étre doublée d'une
autre influence, que I'on pourrait dénommer:
la volonté d'étre compris, ou plutdét: de

pourquol

communiquer, et qui nous renvoie a la notion
générale de I'économie des échanges
langagiers. Cette derniére, qui constitue une

regle conversationnelle, oblige le locuteur a
établir sans cesse une pondération entre d'une
part le désir d'arriver 4 dire rapidement tout

ce qu'il veut dire et la loi du moindre effort
(praxique), et de l'autre les exigences

d'expressivité (par exemple les modalités

appréciatives) et la nécessité de clarté a la fois

dans le choix des termes, l'articulation, la
structuration syntaxique.

Semi-voyelle a voyelle

Les remarques développées ci-dessus sont
également valables pour la semivoyelie de
certains monosyllabes, le facteur informatif
provoquant ici la transformation defj] en [1]
ou en [ij], comme dans les énoncés authen-
tiques suivants,

Exemples:
.. «ce qui était hier» ...
.. «la jeune femme a été blessée hier matin»

.. «il fonctionnera comme hier» ...

Le rétablissement de [i]) a la place de [j]
constitue'' la manifestation de plusieurs
influences sur le locuteur: influence de
I'orthographe sur la prononciation, donc
tendance au rétablissement d'une plus grande
régularité; influence du désir d'étre bien {ou
mieux) entendu et compris et donc recours a
une sorte de redondance qui facilite l'audition
et I'inter prétation du message par le récepteur.
Car il est évident que, dans la chaine parlée,
la reconnaissance par le récepteur d'un mot
disyllabique est toujours plus facile que celle
d'un mot monosyllabique.

Lorsque [j] est remplacé par [i], on parlera
de redondance partielle. Lorsque [j] est
remplacé par la prononciation en [ij], on
parlera de redondance compléte. En effet, si
la réalisation en [i] permet & des mots
monosyllabiques comme «hier» de devenir
disyllabiques, et de la sorte avoir plus de

présence sonore, la réalisationen [ij] n'estpas 3
. f . :,

un simple remplacement d'un son par un autre: 3 1
avec cette réalisation, on ajoute un son aceux B }
a
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qu'elle soit, ne s'étend pas a tous les termes
de la série: «second», par exemple, est encore
prononcé avec un [g]. Mais 13, il est capital

pour le locuteur de conser ver explicitement
la différenciation entre les deux consonnes,

pour préser ver l'opposition entre ce mot et un

autre qui ferait passer son énonciateur pour
un grossier personnage...

Influence de 1'orthographe et du poids
phonétique des mots

Consonne finale de mot

Pour les monosyllabes, 2 I'cation du facteur
orthographique s'ajoute un autre facteur,
d'ordre informatif, qui consiste pour le
locuteur a s'e xprimer de la fagon la plus
compléte possible, de telle sorte qu'il permette
au récepteur une reconnaissance aisée du mot.

A I'examen des réalisations des Francais,
on pourrait dire qu'ils prononcent la consonne
finale des monosyllabes pour leur donner
davantage de consistance sonore, une ossature
plus substantielle , plus solide. En effet, si on
ne prononce pas leur consonne finale, bon
nombre de ces mots risquent d'étre confondus
avec d'autres qui leur ressemblent, et ce
d'autant plus facilement lorsqu'ils se trouvent
en position inaccentuée, et/ou que le débit du
locuteur est plus rapide.

Exemples de confusions lorsque la
consonne finale est muette:

«CINg = saint»; «ou = aolit»

Dans ce cas, si la consonne finale est
prononcée, c'est aussi pour une raison
communicative, qui prime alors sur la régle
orthoépique.

Si la consonne finale n'est pas prononcée,
le mot «cing» (a v oyelle nasale antérieure mi-
ouverte) peut encore étre confondu avec
«cent» (a voyelle nasale postérieure ouverte),
ce qui s'explique lorsqu'on se souvient de la
remarque que fait P. R. Léon’ lorsqu'il parle
de la tendance possible au «recul général de
l'articulation des voyelles nasales, en face
d'une antériorisation et d'une ouverture des
voyelles orales mi-ouvertess.

Influence de 1'orthographe, du poids
phonétique des mots et des régles de
communication

Consonne finale de mot

Outre l'orthographe et le poids sonore,
I'absence de prononciation de la consonne
finale par le locuteur entraine assez souvent
de la part du récepteur une interprétation
erronée® du message, lorsque le récepteur
manque de conte xtes facilitant(textuel et/ou
visuel}, méme si les deux mots ne contiennent
pas la méme voyelle (comme pour: «cing =
cent»).

On peut donc v oir que, dans des situations
de communication qui exigent un haut degré
de clarté et de netteté de la parole, la tendance
a prononcer la consonne finale dans les
monosyllabes est trés marquée. A titre
d'exemple, nous vous relaterons une situation
authentique, échange verbal qui a eu lieu il y
a quelques mois a P aris. dans une banque, et
dont par hasard une de nos collégues a été
témoin. La conversation se passe entre une
cliente et une employée de la banque. A un
certain moment, la cliente parle d'une somme



de mots, on entend trés souvent les Francais
prononcer [ij}, comme on le voit dans les
énoncés authentiques sul vants.

Exemples:

... "cinquante m illions" ...

... "trois cent millions de bouteilles” ...

... "huit milliards de francs" ...

... "illuminé par un m illier de bougies” ...

Ce qui est remarquable dans ce que
révelent ces e xemnples est le sens dans lequel
se fait I'évolution. En effet ils manifestent le
recul des cas particuliers, et nous ameénent a
conclure que ces cas particuliers tendent a se
replacer dans le cadre de la régle générale.
La force de cette tendance est si grande qu'elle
va méme jusqu'a affecter quelquefois le mot
"tranquille”, que nous avons entendu ici ou
13, dans des émissions télévisées, prononcé
avec [ij]. Pour cette série de mots, on parlera
de tendance a
correspondances entre les graphies et les sons,

I'uniformisation des

Consonnes finales de mot

L'influence de I'orthographe est sans doute
une des causes qui entraine, pour les
consonnes finales muettes selon la norme
orthoépique, leur réalisation sonore, comme
s'il s'agissait de consonnes "normalement”
prononcées. Ce fait se rencontre spécialement
dans les monosylla bles, ainsi de: "but”, fait,
meeurs, cing, aoit", etc.

Exemples:
... "'cing jours plus tard" ...
... "donc cingq départements frangais” ...

. "grande comme une piece de cin g francs”

... "chaque année en aoli t" ...
. «ce sont les faits qui» ...

. "c'étaient les f aits exacts®" ...

Consonnes intér ieures de mot

Pour la partie de l'apprentissage de la
langue qui se fait en milieu scolaire,
I'orthographe de beaucoup de mots est connue
avant leur forme sonore. Des lors, les
correspondances sont apprises par l'enfant
dans l'ordre: graphie a son, et non l'inverse,
alors que le premier apprentissage de la langue
maternelle se fait, lui, d'abord par I'approche
phonique. De plus, la présentation scolaire des
correspondances graphie-son se base sur le
plus grand nombre d'occurrences dans la
langue, laissant de c6té dans un premier temps
les cas particuliers, plus marginaux.
L'évolution, dans la prononciation de
certaines provient
certainement en grande partic de la.

C'est ce qui nous semble permettre
d'expliquer pourquoi les Frangais
d'aujourd’hui prononcent de plus en plus

consonnes, trés

régulierement des mots comme: «se condaire»
non plus avec un [gl, comme le veut la norme
orthoépique, mais avec un [k], comme on le
voit dans les énoncés authentiques suivants.

Exemples:
. «avec des effets secondaires, mais plus
ef ficace» ...
... «l'enseignement se condaire est en pleine
mutation» ...
Notons que cette tendance, pour forte
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mot "schizophréne”. 1l y a 30 ans, la consonne
initiale se pronongait généralement (selon la
norme orthoépique) de 1a méme fagon que les
mots de la série: " schéma, schisme" etc. Mais
depuis une vingtaine d'années s'est
développée la prononciation en [sk], "plus
scientifique" aux dires des personnes
interrogées, "car c'est un mot construit sur une
racine grecque". Soit. Mais, un jour, peut-étre
parce que le commun des mortels avait pris
I'habitude de cette nouvelle prononciation,
certains médecins ont été plus loin, et
prononcent le -z- non plus [z],... mais [dz]!
Ce qui donne un [skidz ofRen] tout 3 fait
étonnant!

Pour la consonne -z-, remarquons que la
prononciation en [dz] a une portée
extrémement restreinte: tous les médecins ne
prononcent pas ainsi, loin de 1a. Le fait existe
cependant, et nous parait représentatif d'une
certaine attitude des sujets parlants face 2 leur

- langue et & ses régles, connues ou supposées.

Voyelles ouvertes

L'influence de I'orthographe sur le timbre
se remarque également aujourd'hui important
pour la voyelle: a. Ainsi, le dépouillement des
dictionnaires montre que la graphie "4" doit
se réaliser dans une trés lar ge proportion avec
un [a] postérieur, par exemple dans des mots
comme: "pile, méle, grice", et leurs dérivés.
Eten effet, bien que cette voyelle postéricure
ait quasiment disparu de 1'usage(comme
phonéme, donc comme unité fonctionnelle
distinctive) depuis au moins cinquante ans?,
l'anal yse auditive de messages oraux recensés
montre que le nombre d'occurrences de [a]

postérieur dans ces mots reste encore
relativement élevé, comme on le voit dans les
exemples authentiques suivants.

Exemples:

..."trop de mles acharnés sur cette terre"...

... 'une année de gr ice du Seigneur”...

H. Walter pense que le maintien du [a]
postérieur est conforté aprés la consonne[R] 3.

Au cours de notre enquéte, nous avons
constaté également d'autres cas ol cette
voyelle est prononcée avec un [a] postérieur
ou intermédiaire (=entre [a/ et [a]),
notamment:

dans des mots en-ation, comme:
"réparation, genération, sépar ation",

dans des mots en-able, comme: "con-
sidérable, durable",

mais aussi dans des mots comme: "centr al,
bras, ingrat, trois, miracle, tradition".

Semi-voyelle

L'influence de l'orthographe sur la
prononciation se fait voir également dans le
cas de la graphie: -ill-. Selon les régles
d'orthoépie, la graphie -ill- se realise [ij]: "la
tendance est a I'alignement sur [ij]" ¢. Mais il
faut préciser que les mots "mille, ville,
tranquille” et leurs dérivés se prononcent [il]
et sont de ce fait & considérer comme des cas
particuliers’. Trés normalement d'ailleurs, les
dictionnaires notent de leur coté la
prononciation: [ilj] pour les mots od -ill- est
sutvi de -i- plus une autre voyelle: "millier,
million, milliard", etc.

Mais I'usage actuel enfreint les prescrip-
tions orthoépiques dans cette derniére série



Par 'écoute d'émissions radiodiffusées ou
télévisées, d'interactions entre locuteurs
natifs, etc., nous avons relevé de nombreux
exemples pris sur le vif, dans des discours
spontanés de Frangais qui, en principe,
connaissent les régles de l'orthoépie. L'analyse
de ces exemples nous a permis d'évaluer le
degré d'extension de quelques unes de ces
tendances, et pour d'autres leur stabilisation
dans le systéme des régles combinatoires
actuelles.

Influence de 1'orthographe

Voyelles moyennes
a) fe/ .

Dans les manuels d'orthoépie des années
60 et 70, on lisait déja: "On peut noter que
certaines graphies conservent plus facilement
la réalisation ouverte des voyelles moyennes:
'ay, aie, aye, ey, eye, ais, ait, -et, aix, aid’, etc.”
(voir par exemple B. Malmberg, P. R. Léon),
contrairement a la tendance reconnue,
continue et ancienne, que 'on énonce dans la
formule: "en syllabe ouverte, la voyelle est
fermée".

Il est ainsi probable que la prononciation

actuellement trés fréquente de [e] ouv ertdans

des mots comme: "je vais, je sais" soit due a
I'influence de ce facteur orthographique,
comme dans les énoncés authentiques
suivants.

Exemples:
..."je ne sais pas si je dois vous traiter de
menteuse”...
... "je n'en sais rien”...
.. "C’est facile de le faire, tu sais”...

b) /s/

De plus en plus de F rangais des nouvelles
générations, mais aussi certains locuteurs de
la tranche d'dge 50-60 ans confondent avec
une grande régularité les mots écrits avec-ceu-
et les mots écrits avec-,-seulement. La
graphie-ce-perd ainsi sa qualité de [e], qui
faisait entrer des mots comme "cenologie,
ccuménique” etc., dans la méme série par
exemple: "éclater, assez" etc. En passant au
timbre: [@], ces mots entrent & présent pour
ces locuteurs dans la méme série que des
termes comme: "jeu, cufs, heuristique,
beeufs”, etc.

II est vrai que la graphie -ce- est souvent
interprétée comme l'indice d'un mot savant,
ce qui entraine chez nombre de locuteurs
natifs le sentiment que leur prononciation doit
étre différente de celle que l'on utilise
d'habitude. Dans le doute, donc, ils pratiquent
ce que nous assimilons a une h ypercorrection
(laquelle fait immanquablement produire au
locuteur une faute par rapport 3 la norme),
comme on le voit dans
authentiques sui vants.

les énoncés

Exemples:
..."i] y aura une cérémonie cecuménique a
I'occasion de”...

... "le complexe d'&dipe se présente
souvent comme’...

Pour montrer jusqu'otl ce désir de bien
prononcer les mots savants peut mener les
Francais par la croyance qui est la leur que la
prononciation de ces termes est forcément
différente de la prononciation "ordinaire", 1l
n'est que de consta ter I'évolution récente du
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tendances qui semb lent se généraliser, se
stabiliser: cela va des régles gouvernant la
prononciation de"plus-plus” 2 celles du e
caduc, en passant par la liaison sans
dénasalisation dans des énoncés comme"un
certain age", la prononciation avec[g] des
mots comme "eenologie”, la prononciation
en [n] des mots contenant-gn-, les cas de
diérese et de synérése lor sque deux voyelles
se suivent dont une est
-i-, -u-ou-ou-, la réalisation avecfh] de mots
a initiale vocalique, et tant d'autres.

Remarquons que ces changements
affectent la phonétique, mais également
certaines régles de grammaire, ainsi que, dans
certains cas, la relation entre grammaire et
prononciation. Par exemple, la lexicalisation
de"lequel"-qui n'est souv ent plus accordé avec
son antécédent-, ou l'utilisation du futur de
l'indicatif avec”si". '

La description de notre méthodologie sera
développéé en détail dans la communication
que nous ferons au congrés mondial de la
FIPF de juillet 2000 a P aris. Disons
simplement ici qu'outre notre volonté de
découvrir et de traiter ce qui est absent des
descriptions actuelles, notre méthode de
travail comporte cing
fondamentaux: répondre aux questions posées
par les enseignants comme par les apprenants;
prendre en compte les différents usages;
opérer le décloisonnement entre la phonétique
et la grammaire chaque fois que nécessaire:
rapprocher entre eux les fonctionnements qui
entrent dans des séries fonctionnelles;
ordonner la présentation des éléments d'une
régle sur le critére de leurs degrés respectifs
de fonctionnalité.

principes

Pour cet article, si quelques exemples sont
tirés d'interactions entre locuteurs natifs et
repérés au hasard des rencontres, nous avons
s€lectionné en major ité des variations de
journalistes de radio et de télévision. Nous
nous sommes réparti les heures d'écoute et les
longueurs d'ondes et chaines pour couvrir le
champ le plus varié possible: au minimum une
heure par jour chacune. La totalité de ce que
nous avons repéré pendant trois mois n'ayant
pas €été notée, les données relevées
représentent un millier d'énoncés, tous réalisés
en situation.

Quelles variations?

Parmi les facteurs qui déterminent la
réalisation des sons dans la chaine parlée en
francais contemporain, et si l'on excepte les
facteurs externes d'ordre social, stylistique,
psychologique ou autres, on distingue
I"influence de I'orthographe, 1'assimilation,
I'harmonisation vocalique, I'articulation
relichée, etc.

Certes, l'action de chacun de ces facteurs
n'est pas toujours réguliére; dans les discours
des locuteurs natifs, on remarque que
I'influence de tel ou tel autre facteur peut étre
prédominante et entrainer l'apparition de
variantes dans la réalisation et dans la
distribution des sons. Cependant, les
tendances essentielles de 1'év olution qui
€taient déj2 signalées dans les ouvrages de
linguistes traitant des problémes du
phonétisme frangais-par exemple P. R. Léon,
D. Frangois, H. Walter-continuent leur
processus et €tendent leur champ d'application
en partie grice a l'action continue des facteurs
cités plus haut.



Tendances actuelles dans la
prononciation du francais par

les Francais

Chantal RITTAUD-HUTINET, Université de Savoie (France)
Nathalia PORTNOVA, Université linguistique de
Moscou(Russie)
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Lorsqu'on écoute la fagon dont les Frangais Pour I'élaboration de notre Thesaurus', en
s'expriment aujourd’hui et qu'on la compare observant les nouvelles générations, mais
aux regles des manuels d'orthoépie, bien des  aussi les locuteurs de tous 4ges, professsions,
variations se font jour. milieux sociaux, nous tentons d'établir les
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