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FOREWORD

The fourth issue of the Journal of Linguistic Studies presents nine articles belonging
to the field of applied linguistics.

The first two papers work within the framework of the opposition First Language vs
Multilingualism.  Lea  BARATZ  and  Sara  ZAMIR  (Israel)  explore  the  image  of  the
“other” in bilingual (Hebrew and Arabic) textbooks, and Amir KARIMNIA (Iran)
explores the compliment in English and Persian interaction from a cross cultural
perspective.

The following two papers work within the framework of Contrastive Studies: Ali
SHAHRZAD and Biook BEHNAM (Iran) focus on wh- questions in English and Persian,
while Natalia SHIROGLAZOVA (Russia) focuses on the means of expressing semantic
actants in three languages – English, Russian, and Udmurt.

Three papers are circumscribed to the field of EFL. Mahmood Niki MALEKI and Ali
M. MOHAMMADI (Iran) write about self-esteem and anxiety of Iranian EFL learners in
oral communication tasks, Gergana PAVLOVA (Spain) deals with anxiety, motivation
and second language acquisition, suggesting how to create a low-anxiety classroom
environment, while Arta TOÇI (FYROM) shares her EFL teaching experience in an
academic institution.

Natalia MAKHANKOVA (Russia) writes about project work as a means of
developing students’ creative skills, thus working within the framework of Language
Teaching Methods.

The final paper is written by Liubov KOLODKINA (Russia) and works within the
framework of Language Teacher Profile, suggesting how to model teaching practice for
future teachers of English.

We would like to thank all authors and reviewers for their valuable contributions.

Georgeta Raţă, PhD
Editor
Journal of Linguistic Studies
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THE IMAGE OF THE OTHER: ESTABLISHING
AN ISRAELI NARRATIVE IN CHILDREN’S LITERATURE

WRITTEN IN ARABIC AND IN HEBREW

LEA BARATZ
Achva Academic College of Education, Eilat, Israel

lbaratz@netvision.net.il

SARA ZAMIR
Achva Academic College of Education & Ben -Gurion University, Eilat, Israel

sarazamir5@gmail.com

ABSTRACT

Children literature is a major agent of socialization which functions as an active
influential factor of children’s identity formalization as well as their political stance
consolidation. The aim of the article has been to present the very contribution of the
emerging Israeli genre of bilingual literature: Arabic and Hebrew. Since the Israeli
society is a multicultural society comprised of both nations: Arabs and Jews who live
in conflicted environment, one must regard those textbooks as an ideological
manifest. Using Scholes’ (1996, cited by H. Giro) principals method of analysis:
Reading “Inside the text”, “About the text” and “Against the text”, the main finding
that emerged has been that Arabic - Hebrew texts indeed try to convey to young
readers the ideas of coexistence and peace.

Keywords: Double identity; “Other”; Bilingual literature; Children’s literature

1. INTRODUCTION

The new genre of children’s book, namely, bilingual literature - in our case Hebrew
and Arabic simultaneously is characterized by the writing of two different authors who
represent  their  mother  tongues.   This  article,  based  upon  a  literary  research,  aims  at
setting aside a unique place for books that were conceived as bilingual from their very
inception as one organic unit, and not written first in one language and later translated
into another.  The advantage of  a  text  that  was conceived as  a  Hebrew-Arabic text  from
the very beginning is that one is spared the problems arising from translating from one
language into another (Shavit 1996).  Mutual writing creates a different set of rules: there
is no coercive or coerced text.

1.1. LITERATURE AS POLITICAL AND IDEOLOGICAL AGENT OF
SOCIALIZATION

Political behaviour studies show that patterns of political behaviour, such as support
for a certain political party, tolerance of minorities and support for freedom of speech are
formed and internalized by the individual during his childhood and early adolescence
(Ichilov 1984, 2001).  During these early stages of life, literature is considered a strong
political socializing agent among many others, such as family and school. Children’s
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stories range from stories with a didactical content, at one end of the spectrum, to neutral
content stories that apparently have no didactical intent at all at the other end. When these
contents are carefully examined, they provide an insight into the code of values of a
society. According to the Marxist dialectic of education, school texts, as part of society’s
organized body of knowledge, create the pupils’ social reality, inculcate in them beliefs,
norms, ideologies as well as moral concepts, and transmit social ethos from one
generation to the other. Accordingly, when societies undergo ideological and political
changes,  school  books  are  rewritten  so  as  to  fit  the  new  beliefs  and  concepts  (Zamir
2005). Similarly, children’s books reflect the ideological process existing in a given
society. Textbooks have the potential to play a crucial role in either peace education or,
it’s opposite, education that normalizes pupils, future citizens, to ideological narratives
that foster conflict and violence.

According to Stephens (1992), it is those stories that have a neutral didactic content
that more easily influence the reader ideologically; Latent ideology in the story leaves the
author above suspicion of political or ideological bias, so that it is easy for the readers,
whatever their political views, to open their minds to the author’s writing. Latent
ideology is more easily absorbed by the reader since it does not meet with his immediate
resistance. Therefore, inexplicitly stated ideology is often considered, and wrongly so,
legitimate. Even stories that are apparently free of any ideological content will impart
some kind of ideology; for example, a tale presenting a protagonist’s way of life, which is
supported by the author may assimilate ideological statement about what is and what
should be. The values, constructing the ideology, touch upon the past, the present and the
future:  the traditional  values,  the prevailing ethics  of  the present,  and the wish to create
the values of the future (teaching values to children who will be tomorrow’s grown-up
citizens) in order to improve society (Stephens 1992).

1.2. THE CORRELATION BETWEEN LANGUAGE AND IDENTITY – THE
BILINGUALISM TEST

Bilingualism should be looked upon as an interdisciplinary area, including not only
linguistics, but all behavioural sciences: sociology, psychology and anthropology. They
all contribute considerably to understanding language assimilation and socialization
processes in a given society. According to Nevo and Olstein (2008) bilingual situations
can be discerned: bilingualism or multilingualism is concerned with a few languages
spoken in the home ground/environment (home or country); sequential bilingualism is
concerned with acquiring a foreign language within the educational system, and acquired
bilingualism  as  a  result  of  immigration  processes.  As  far  as  such  two  languages  are
concerned, the archaic definition of the term bilingualism, that is, ‘equal competence in
two languages’, is not unfounded, since an equal level of any linguistic competence is,
actually, almost impossible. Therefore, the appropriate definition of bilingualism has to
involve a consciousness of several types’ sequences: a sequence of linguistic knowledge,
that is, linguistic, syntactic and grammar structures, a language vocabulary and also a
linguistic usage sequence, referring to the patterns of the linguistic utterance according to
the social context.

There is a strong correlation, or even overlap, between identity and language.
Analysis of this correlation assumes that the amount of a learner’s success in acquiring a
new language might be influenced by attitudes and beliefs towards the new culture and
language (Ben-Rafael, Olshtain & Geijst 1998). The individual structures the world and
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his identity through language and words. Gee (1996) emphasizes that this discourse
constitutes the identity of a human being. To him, discourse is the whole complex of
common relations that define the usage of language and other symbolic utterances and
their by products: thinking, feeling, beliefs, values and activities one can use to identify
oneself as a member in a meaningful social group or a social net in order to convey to
others one’s meaningful social function .

A language is a basic component of culture, within which one’s identity is formed as
a part of a unique and established group in the language (Girtz 1999). A bilingual text
would often reflect processes typical to ‘borderland’ writing (Anzaldúa 2006), that is, in
an area common to two cultures, living in borderland, which is usually a contradictory
and unpleasant state of living. This writing usually integrates the prominent
characteristics of its landscapes and surroundings.

According to the structural functional attitude, language is a means for forming
national identity (Menachem & Geijst 1999). The social process can be explained through
the accommodation theory, introduced by the psychologist Howard Giles (Giles 1991).
Accommodation, or adaptation, demonstrates the linguistic usage sequence in the
communication process. According to him, any kind of interaction construed as a
convergence or a divergence with respect to the recipient, whether consciously or
unconsciously. In a convergence process, the addresser wishes to come closer or to
identify with a certain group, and therefore would choose a linguistic form of expression
that is close to that of the recipient. When trying to diverge, he would choose to keep his
own manner of speaking and thus would create a barrier between himself and the
recipient.

1.3. FORMING A COLLECTIVE NATIONAL IDENTITY THROUGH
LITERATURE

Being an agent of socialization, literature builds both the identity of the “self” as well
as the identity of the “other.”

a. The “self”.  Human beings may belong to multiple circles, each of which helps to
form their human identity (Shaked 2006). The essence of the term “identity” is indicative
of absolute uniformity and equality existing in the perception of the collective body by
the individuals belonging to it.  A collective national identity is being created when
individuals perceive themselves as part of a differentiated national group, are committed
to certain “truths”  and beliefs held by the group, and define themselves in contrast to
“other national collectives” Obviously,  identities materialize not only on the basis of
equality and similarity to others in one’s group, but also on the basis of differences and
contrasts (if not outright antagonism) to any and all in or out of the belonging group
(Zamir 2006). Nowadays, The Jewish-Israeli identity, which had established its
hegemony in the country, is moving over to make room for a variety of identities, one of
which is the Israeli-Arab identity. In the field of forming an identity and models for
imitation, literature is more powerful than any other subject in the curriculum; A child
who comes in contact with a narrative for the first time experiences a much greater
impact than an adult who is already used to reading; for the latter, all additional reading
material becomes diluted by past reading, and the intensity of the experience is
diminished. The child’s first encounters with narratives shape his character, his values
and his view of the world.
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b. The “other”. The term “other” today is at the centre of every philosophical debate
since every one who does not directly belong to the dominant, central group is sometimes
perceived as  a threat to the well being of single individuals or the entire group.  The
“other” is sometimes a stranger that is part of society and lives among the very society,
but he is not an integral part of it. In many respects, he could represent the hegemonic
society, but in certain aspects he is, still, perceived as different. In post-modern thinking,
the “other” serves to denote a stranger, a person who is different from the rest of us.  He
is not an integral part of the community and is not thought of as a friend.  His connection
to  society  is  not  immanent  as  far  as  its  content  is  concerned,  but  it  is  physical  and
territorial. In addition, the “other” has an important function in shaping the identity of the
group and its self-image. The “collective self” characterizes and defines itself in contrast
to the “collective other.” Our choice of the “other,” whom we reject, is not made at
random. The “other” that we negate must fulfil two conditions: he must be close by, and
he  must  be  perceived  as  a  competitor.  Why  do  people  fear  to  learn  about  the  “other?”
Freud (1997) explains that human tend to act this way because they attribute to the
“other” evil intentions and capacity to harm. This is the result of an overwhelming
anxiety caused by a repressed impulse.  When compelled to learn and think about the
stranger, sense of rejection might be aroused in our consciousness. The stranger appears
when our awareness of our being different arises, but he disappears when we realize that
we are ourselves strangers (Kristiva 1991).

The aim of this article has been to examine those bilingual children’s books that were
written bilingually at the source, and to answer the following questions: what is the
ideological statement these books make? Does the narrative express the ideology that the
adult (the implicit narrator) wishes to transmit openly or latently? To what extent are
words used to whitewash the ideology that the adult manipulatively imposes on the
child?  How is the “other’s” identity characterized? How is the “self’s” identity
characterized? Do the bilingual Hebrew-Arabic books present two completely different
identities, or one comprehensive identity expressed in two languages?

2. METHODOLOGY

The research method is based on a hermeneutic analysis that examines the social and
cultural processes that influence the reader’s point of view. The discussed texts are
narrative texts. These are analyzed according to the scheme theory principle that
maintains that a narrative text is characterized by a plot structure, and thus employs
earlier knowledge and experience in order to realize a process of understanding (Shimron
1989), and that texts based on familiar scenarios create a high explicitness level (Sarig
2002). Underlying the reading process is the assumption that reading is an interaction
between the reader and the text, and it assists the reader in the following channels: as a
process of looking for significance, as a process of building up significance and as a
means of applying diverse kinds of knowledge. According to Stephens (1992), the
narrative is combined of 3 related components:

Story - The simple plot or story.
Discourse - The use of socio-political language. The discourse (language, style,

terminology, emphasis) is the means used to process the plot of the story; the choice and
character of the discourse affect the significance derived from the plot.

Significance - The meaning of the story, “the in-depth” study of the plot.
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Ideology is tied up to the narrative mainly through discourse, but also through the
story and its significance. From the story we derive hypotheses about human existence,
and from the significance of the story we derive the moral of the story and the desirable
behaviour (Stephens 1992).  At this level, the text requires the student to develop a
variety of readings; it creates a situation in which the student can analyze the text in terms
of what is missing from it, so he will be able to develop his own viewpoint outside the
assumptions offered by the text.

The Findings. We located on the shelf six books, written in both Hebrew and Arabic
(see detailed bibliography). Below (p. 14), the findings according to Stephens’ principles
are presented: the literal story, its internal discourse, and the derived significance.

3. DISCUSSION

Reviewing the bilingual children’s literature in Israel suggests that most of these texts
can be regarded as dealing with the subject of coexistence and peace. Analyzing these
books, both at their discourse and their significance level, one can see that five of these
books deal directly with the Israeli-Arab conflict, while the sixth book apparently
presents a simple wildlife story, but it also has ideological implications for the peace-
oriented educational process. The texts’ interpretation process is derived from the
hermeneutic deciphering method by which we are guided. The process of detecting
linguistic signs representing the discourse suggested by the text resulted in providing the
significance discussed below. Our interpretation process does not exclude or contradict
any other interpretation implied by the reader.

The Discourse. One of the literary devices that define the discourse is the choice of
the protagonists’ names, and the names of the sites that serve as a background to the plot.

In the story Rim the Girl from Ein Hud, the protagonist and place names directly
address the Israeli-Arab conflict. The plot takes place in the village of Ein-Hud. The
usage of the term village as the location of the plot defines the physical space of the Arab
existence (as opposed to the terms kibbutz or moshav that describe the Israeli agricultural
settlements in today’s Israel). The village symbolizes the semantic field of the Arab
signifier. The Arab name Ein-Hud signifies  a  return to the period that  preceded Israel’s
War of Independence. Today the place is named Ein-Hod. The inhabitants of the village
of Ein-Hud escaped during the War of Independence to the mountains, and only recently
the Israeli government has allowed them to renew the settlement under its Arab name.

In the story Yusuf’s Dream, Yusuf the narrator is the main protagonist. Yusuf’s name
occurs 27 times in the Koran. As opposed to the Bible, where Yosef is an important
figure in the development of the Israelite people, in the Koran he is a prophetic character,
having a universal mission. In the book, too, Yusuf’s dream is linked to the prophetic
dimension, which is an integral part of Yusuf’s character in the Koran. Yusuf the young
boy desires to create a vision of returning to his ancestral homeland. Yusuf lives in the
Dheisheh refugee camp, established in 1949 in the Hebron Mountains. The camp is
described with its authentic wretchedness, without paved roads and pavements, only
alleys and potholes. The choice of the Dheisheh camp relies on the reader’s
understanding that the story’s protagonist lives in an environment that symbolizes
deprivation and injustice.
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Significance Discourse Story Story name
1 Rim, the Girl

from Ein Hud
Rim wants to adopt a black dog and a ginger
cat. Her parents reject her wish, arguing that
dogs and cats are enemies and cannot possibly
live together. Rim tries to convince them, and
finally succeeds.

The discourse focuses on the name of the
protagonist, Rim, and on the name of her
dwelling place, that serves as a background
to the story. The story includes Arabic
words in Hebrew transcription: The Festival
of Sacrifice, Eid al-Adha.

The relationship between Rim and her
pets  is  a  metaphor  for  differing
viewpoints regarding coexistence.

2 Yusuf’s Dream Yusuf’s story is told from a child’s point of
view, and focuses on the bicycle in his dream,
but through it, we ‘hear’ the grandmother’s
story about her own dream to return to Jaffa.

The discourse reveals a charged world of
concepts and words. Yusuf’s dwelling place
is the Dheisheh refugee camp. In the
background we hear the muezzin’s voice,
and the grandmother reads the Koran. She
shows  him  a  key  and  a  kerchief  that  she
preserves from the past.

The stories that the grandmother tells
Yusuf are meant to shape his
conscience.

3 Seeds of Peace By
Nadir Tsur

Tom, the book’s protagonist, discusses with
his parents the origins of evil, violence, and
hatred in the world. His parents provide him
with the knowledge, that the best way to
defeat those phenomena is to sow seeds of
peace and reconciliation.

The title of the book which links the two
terms – seeds and peace – also hint at the
message that it tries to convey.

Harvesting what one sows. Also, the
protagonist’s name (meaning
“innocence” in Hebrew), reflects this
idea.

4 Commemoration
Flowers

The biography of the late Itshak Rabin Descriptions of blooming flowers,
interwoven with descriptions of war.

The choice between blooming flowers
and war as a metaphor for the choice
between peace and war.

5 The Olive Valley In this story, the spring in the village cannot
supply the needs of the inhabitants, whose
main livelihood is agriculture in general and
the olive orchard in particular. Thus, they
build water reservoirs that utilize purified
sewage.

Choosing the olive tree, with all its
symbolic complexity, the water’s multi-
functioning in the plot

At the explicit level, the water’s
purification and its ecological
importance is stressed. At the implicit
level or in the sub text the ideological
meaning found in the subtext is
implied.

6 The Green Ridley
Turtle

Describes the struggle of the green Ridley
turtle to survive, after being caught in a
fishermen’s net, its escape from captivity, and
the laying of eggs, from which new green
Ridley turtles will hatch.

Words describing captivity, survival,
hatching.

Unfolding the cycle of wildlife in
nature.



In the story Seeds of Peace, Tom is the main protagonist. The meaning of his name
derives from the Hebrew root “tom” (innocence), and thus the name expresses the idea of
new growth, free from evil, violence, and hatred - he is all innocence. The name Tom is
an international un-ethnic representation, and originally not linked either to Arab or
Jewish identity. Accordingly, the word peace in  the book’s  title  refers  to  the end of  the
age of hatred, and tries to convey this message to a wide range of readers, having diverse
ideological views.

In the story The Olive Valley, it is not possible to indicate the valley’s specific
location.  Therefore,  the tree in the valley is  not  to  be seen just  as  a  tree,  but  rather  as  a
symbol. The olive is paradoxically both a symbol of debates and bitter struggles between
Jews and Arabs, but is also a symbol of the hope for peace. In other words, in the Arab
tradition, the olive is a symbol of rootedness, or sumud (connection to the land), while in
the Jewish tradition; the olive has meanings connected to the Land of Israel (land), and
also serves as a harbinger of peace.

The book Commemoration Flowers combines a description of wildflowers blooming
in Israel, such as anemones, cyclamen, chrysanthemum, and poppies. Within this
description, sayings about war and its consequences, including death, grief, orphans and
widows, are interwoven. This discourse is connected directly to Rabin’s biography both
as Israel’s No. 1 soldier and as a fighter for peace.

In the story The Green Ridley Turtle, the turtle’s world revolves around two natural
processes: Eros and Thanatos. The existing text can be interpreted not only as
representing the turtle’s life cycle, but also as the human survival system.

The Significance. The belief in coexistence is evident in all the stories. The first five
texts should bee seen as ideological texts trying to imbue a world view of coexistence
between Arabs and Jews, and of finding ways to solve this ongoing conflict. The texts,
being written bilingually, serve this ideological orientation. These are texts that conduct a
discourse from a place of equality, and the joining of the two languages is in itself
evidence  of  a  multi-cultural  world  view.  Texts  written  by  a  single  author  were  also
translated while maintaining the author’s original intention (for example, Ran Levi-
Yamori or Nadir Tsur), testify to a pluralistic view. The text demonstrates that there is no
escape  from  a  process  of  coexisting  in  a  common  place,  and  thus  it  does  not  coerce  a
post-colonial discourse. If the text were to be written only in Hebrew or in Arabic, one
might  have  suspected  that  the  author’s  intention  is  to  present  the  ‘other’s’  figure  as  he
wishes to present it, or to manipulate the reader towards siding with his favourite
character. But the double discourse takes the sting out of this line of thought, and the
dual-language versions, alongside each other, lends added validity to this ideology of
coexistence. In the story Rim, the Girl from Ein-Hud, the ideology in which the author
believes,  coexistence,  is  revealed through a story on a  black dog and a ginger  cat.  As a
child, Rim tries to challenge the petrified world of the grownups, which maintains that
contradictory things cannot live under the same roof. Rim maintains that it is possible to
break the vicious circle of hatred. For this purpose, she adduces evidence from natural
wildlife: just as a dog and a cat can dwell together in spite the common opinion
maintaining that it is impossible, so can common life of Jews and Arabs become possible.

In the story Yusuf’s Dream, another version of living in peace is presented. But as
opposed to Rim’s naïve conception of coexistence and mutuality, here the conception is
one-sided. At the level of the young child’s insights, the story is intended to show how
diligence is worthwhile, and how the return dream can be fulfilled with persistent waiting.



The story of the refugee grandmother is the story of the village that does not exist, but is
preserved in her mind. Through her rhetoric talent, she succeeds in ‘taking’ the child to
her village, which was destroyed in the ‘great war’, when everyone became refugees. She
remembers each house and each tree. She keeps a kerchief and the big key. The Dheisheh
refugee camp is the natural context for a geo-political statement that leads the reader to a
wide range of associations, which he brings from a given knowledge of the world. In this
story, the Jew is the ‘other’. He is the one who destroyed paradise. Yusuf’s ability to fulfil
his dream and get a bicycle hints at the belief that dwells in the heart of the Arab reader
that the political issue will also find its solution. From all the stories reviewed here, this
one generates uneasiness in the reader who does not believe in solving the conflict by
giving up territories.

In the story Seeds of Peace, the ideology that supports education towards peace is
evident. The book’s title reflects explicitly one of the painful issues of our area - the
absence of peace. According to the book’s ideology, peace can be achieved only through
constructing a dialog and mutual respect that will defeat hatred.

In the story The Olives Valley, the peace issue takes place at two levels. At one level,
the symbolic one, the peace is derived from the Jewish and Arab concept of the olive in
different traditions. At the other level, peace is derived from the coexistence between man
and nature. The issue of the water raised in the story, finding its solution finally and
bringing relief to the people of the valley, is intimately connected to both levels. The
water issue is not a source of conflict at all. On the contrary, the thriving of the olive
valley is achieved by the low price of the sewerage recycling process.

In the story Commemoration Flowers, the significance derives from Itshak Rabin’s
biography. The story wishes to show the activities of the leader who wished to bring
peace for a wide community of both people. The story wishes to enhance the feeling that
the hope for peace does not disappear, and it is possible to ‘turn a hateful relationship into
a pleasant neighbourliness’ (p. 12).

The story The Green Ridley Turtle is an ecological story, and thus the idea of peace
derived from it concerns the peaceful coexistence between man and nature. Man can
violate  nature  and  harm it  as  he  did  to  the  Ridley  turtle,  but  nonetheless,  man  can  also
save and recover nature, just as the fishermen treated the wounded turtle and set her free,
back  to  the  sea.  The  choice  for  life  is  embodied  in  the  turtle  laying  eggs  in  order  to
continue life’s cycle.

4. CONCLUSION

Hebrew-Arabic written texts provide the child not only with a wider aesthetic
experience, from reading the literature itself, but also by being introduced to the
personality of the ‘other’ through the graphic dimension of the other, that includes his
language. Nonetheless, the Hebrew-Arabic texts studied here try to supply the young
reader, at the content level, with the ideas of coexistence and peace.

Except for the story Yusuf’s Dream, that is directly concerned with the idea of
returning, which is an integral part in each peace discourse on the Palestinian leadership’s
side, the other five books aspire to educate for peace, in accordance with the naïve
perception of the young reader. The stories of Rim the Girl from Ein-Hud and The Green
Ridley Turtle adduce evidences from natural wildlife that harmonious coexistence is
indeed possible. The dog and the cat can live safely together, and human beings that



prevent the extinction of the green Ridley turtle are an allegory of cooperation between
different and often contradictory beings.

In the story Olives Valley,  too,  the  peace  issue  is  implied,  and  one  assumes  that  an
adult mentoring its reading would be required in order to enlighten the naïve reader on
issues having obvious implications on the peace process as a way to solve the water issue
in our area.

In the last two stories discussed, the peace issue is already at the declarative level. in
the story of Seeds of Peace, the ideology educating towards peace is not hidden behind
allegories or metaphors, but calls for a vigorous dialog and mutual respect, while fighting
the evils of this world.

The story Commemoration Flowers, too, about Itshak Rabin’s biography, exalts the
activity of a political leader who wished to fulfil the idea of peace between Jews and
Arabs. This means, that the bilingually Hebrew-Arabic written literature should be seen
as a first-rate ideological educational tool that can embed the idea of peace, both through
graphics and through contents. The fact that this corpus of stories is not dominated by a
single narrative, Arab or Jewish, and generally avoids the promotion of one peace
practice over another, serves its overall ideology: peaceful life and acceptance of the
‘other’.
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ABSTRACT
Do people from different countries think differently? Does the language you

speak affect how you think about the world? Is language the fundamental basis of
thought? Does language partially influence thought? This paper is intended to shed
some light on the above mentioned questions and is an investigation to understand the
possible relationship between language, reality and thought and the importance of
this issue today.
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1. INTRODUCTION

If one asks about the relation between thought and language, people expect the issue
to concern such matters as whether we think in language, whether creatures without
language can “think”, and the way language shapes our concepts. The relationship
between language and thought has occupied philosophers, linguists, anthropologists and
psychologists for centuries. Dating back to Plato and his theory of forms, in which Plato
described the idea of thought and language having meaning as stemming from abstract
definitions or concepts called “forms” and which all the “entities and qualities designated
thereby can be subsumed” (Gill 1997: 132). Along with the standard western thought
Plato ultimately describes language as being based on reality. Similarly John Locke
describes the relationship between reality and language:

Our senses, conversant about particular sensible object, do convey into the mind
several distinct perceptions of things according to those various ways wherein those
objects affect them. And thus we come by those ideas we have of yellow, white, heat,
cold, soft, hard, bitter, sweet and all those which we call sensible qualities; which
when I say the senses convey into the mind, I mean, they from external objects
convey into the mind what produces those perceptions (Locke 1975).
Locke exemplifies in this statement what many philosophers and psychologists felt

about how we think and how we perceive reality and how that is then reflected in our
language.

Contrary to these common beliefs among philosophers about language, a well-known
German scholar and diplomat from the 18th century, Wilhelm von Humboldt equated
language and thought as inseparable, as language completely determining thought, in a
hypothesis known as the Weltanschauung (world view) hypothesis (Brown 1968).
Humboldt also emphasized “profound semantic” differences between languages which
lead to varying “cognitive perspectives,” an idea commonly known as cultural relativity
(Wierzbicka 1992). Although little attention was given to this extreme view at the time,
this same idea drew much interest and criticism in the 1930’s in the emergence of a
hypothesis known as the Sapir-Whorf Hypothesis (Linguistic Relativity). This hypothesis
was rooted in Sapir’s study of Native American Languages, which later drew the



particular attention of Sapir’s student Benjamin Lee Whorf. What caught the attention of
many scholars and non-scholars alike and has stimulated comparative research among
many different languages was a paragraph that Sapir read to a group of anthropologists
and linguists in 1928 as reported by Salzmann:

Human beings do not live in the objective world alone or alone in the world of social
activity as ordinarily understood, but are very much at the mercy of the particular
language which has become the medium of expression for their society… The fact of
the matter is that the ‘real world’ is to a large extent unconsciously built upon the
language habits of the group. No two languages are ever sufficiently similar to be
considered as representing the same social reality. The worlds in which different
societies live are distinct worlds, not merely the same world with different labels
attached (Salzmann 1993: 153).
This statement and similar ones by Whorf, attempting to illustrate that language is the

medium by which one views the world, culture, reality and thought have aroused an
intense desire in not only scholars but also for non-scholars to validate of disprove this
hypothesis. Most researchers today currently argue one of the following three positions in
relation to the Sapir-Whorf Hypothesis or Linguistic Relativity: language is a
fundamental basis of thought (strong interpretation), language does not influence thought
or language partially influences thought (weak interpretation).

2. LANGUAGE IS A CRUCIAL FOUNDATION OF THOUGHT

Benjamin Whorf, like Sapir studied Native American languages. Whorf sites several
examples form the Native American language, Hopi, to support his hypothesis that
thought is strongly based on language. According to Whorf the Hopi language does not
contain any words, grammatical constructions or expressions that refer to the English
concept of ‘time.’ Whorf goes on to explain that it is possible in the Hopi language to
express the world or reality in ways other than what many languages refer to as ‘time.’
The Hopi view of reality is specific to the language and can only be best expressed if one
is familiar with the language (Carroll 1956: 57). In this example where Whorf feels
language strongly influences thought, he is often criticized with circularity because he
“infers cognitive differences between two speakers from an examination of their
respective languages,” (Hopi and English). His proof of cognitive differences is only
“based on reiteration of the linguistic differences” (Harre 1990: 5).

The Sapir-Whorf Hypothesis has remained a divisive topic for many years because
many researchers  feel  that  Whorf’s  examples failed to show a real  relationship between
language and thought while others agree with Whorf that thought is truly dependent on
language. Similarly researchers find it difficult to find a set of variables that fit a valid
research and do not come under the same criticism as Whorf’s alleged circularity.
Although these constraints continue to make it difficult for researchers, many continue to
look for ways to prove or disprove the Sapir-Whorf Hypothesis.

A common argument for the Sapir-Whorf Hypothesis is the perception of colour
across languages. According to the hypothesis, if one language categorizes colour
differently than another language, then the different groups should perceive it differently
also. In a study done in the 1970’s a group of researchers studied the difference in
perception of colour in English compared with a small tribe from Papua New Guinea
called Berinmo. The Berinmo were given a sample of 160 different colours and asked to
categorize them. The Berinmo not only had less categories, they did not differentiate



between the English colours blue and green, however, they did draw a category between
colours in their language nol and wor which in English would both be perceived in the
category of yellow. The researchers found that the Berinmo speakers were better at
matching colours across their nol, wor categories than across the English blue and green
categories and English speakers were better at matching colours across blue and green
than across the Berinmo nol and wor (Sawyer 1999). According to the researchers by
showing that the colour perception of the two language groups is dependent on the
categorization in the language the results support the Sapir-Whorf Hypothesis.

3. LANGUAGE DOES NOT INFLUENCE THOUGHT

There are three main points that researchers use to dispute the Sapir-Whorf
Hypothesis: translatability, differences between linguistic and non-linguistic events and
universals. Translatability is a common argument scholars use against the hypothesis, for
although language may differ considerably in the way they express certain details, it is
still quite possible to translate those details from one language to another (Fishman 1976:
273).

The argument made by Eric Lenneberg against the Sapir-Whorf Hypothesis is that
“linguistic and non-linguistic events must be separately observed and described before
they can be correlated” (Carroll 1956: 28). He argues that there is no way to define
language as influencing thought when there is no distinction between these two events
and that the evidence which supports language as influencing thought is based purely on
linguistic differences.

The third argument that gives evidence against language influencing thought is the
concept of universals. The idea of universals can be traced back to the Port Royal:

There are in the grammar observations that apply to all languages; these observations
constitute  what  one  calls  general  grammar.  Grammar,  which  has  for  its  object  the
expression of thought by the help of speed, spoken or written, thus admits of two sorts
of rules. One kind are immutably true and universally followed, they apply to the
form of thought itself, they follow from the analysis of it and are only the
consequence of it… (Cowie 1999: 227)
The theory of Universals commonly attributed to Chomsky and generative grammar

is the claim that there are deep structures that are common to all languages (Fishmann
1976: 13). In examining this thought in relation to linguistic relativity all cultures would
be related and have similar realities which is in deep contrast with Whorf’s ideas that all
cultures see the world differently because of their language.

4. LANGUAGE PARTIALLY INFLUENCES THOUGHT

The writings of Sapir and Whorf brought about a huge change in the way scholars
view language and thought. Researchers scurried to find evidence that would give the
hypothesis validity. Although the research is easy to formulate, the problem lies in
finding a set of variables that accurately test the hypothesis. Most researchers up to this
time have found it hard to conclude that language determines thought, however through
examples from Whorf’s studies in Hopi and other observations from researchers it is valid
to suggest that language does partially determine thought. In determining linguistic
relativity the question is not whether a language affects ones thoughts but to what degree
(Wierzbicka 1992:7).



Many examples are given to support a weak interpretation of linguistic relativity. One
experiment done by Linda Rogers gives evidence to support a weak interpretation. Rogers
read a story to a group of bilingual children while recording their brain-wave patterns.
She first read the story in English while observing that the children’s brains were active in
the left hemisphere and then read the story in Navaho and observed their brain activity in
the right hemisphere. This according to Rogers gave evidence to the fact that English as a
noun-centred language was processed in the left side of the brain and the Navaho as a
verb-centred language was processed in the right side of the brain. This gave evidence to
the fact that although the same story was told to the same children they processed the
story differently according to which language it was told in (Gill 1997:140).

Another example is a study contrasting Japanese and English passive constructions
done by Agnes Niyekawa-Howard in 1968. The study explains that Japanese has two
types of passive constructions in which when one is combined with the other the meaning
changes so that the subject of the sentence was “caused” to take the action that is found in
the verb. In translating stories from Japanese to English this construction was not seen,
however, in the translation from English to Japanese the Japanese translators included this
construction. Similarly when asked to interpret cartoons that dealt with interpersonal
conflict, the Japanese “were found to attribute responsibility for the negative outcome to
others” more that did the English. The study’s purpose was to show that although not
consciously seen by native Japanese, this construction of grammar contributes to a
“perceptual habit or cultural outlook” in the Japanese culture (Salzmann 1993: 163).

Support for the idea that language partially influences thought can also be seen in the
concept of codability. Codability can be seen as the ability to translate a word, phrase or
idea from one language to another. Anyone that speaks two languages would agree that
some ideas are easier said in one language over the other. Many times in language there
are words that explain a thought, location, emotion etc. that in other languages could take
up to a paragraph long to describe. An Eskimo tribe in Alaska called the Dena’ina
Athabaskans has an entire lexicon that describes different kinds of streams and trails. In
one word the Dena’ina are able to describe the following phrases: “a place of fast or slow
current, covered with slush ice or overflow ice, a packed snow trail or a trail with snow
drifted over, an animal trail, or a trail used for getting wood” (Lord 1996). The concept of
codability, the ability to code in one language a word or phrase in another, exemplifies
the idea of language partially influencing thought because in one language a speaker may
be able to perceive a lexical category better than another but that in no way limits another
language from being able to perceive the same category.

Semantics pertains to the shared meaning of words, or groups of words
(“Semantics”). The phrase “elderly man” conveys a mutual meaning with others who
speak our language. Semantic slanting, however, refers to “deliberately choosing words
to create specific emotional responses” (Weiten 1983: 258). For example, the words
“elderly man” takes on a different emotional response when replaced by the phrase “old
geezer”. Semantic slanting may serve several purposes such as protecting emotions from
harsh realities, promoting certain behaviour, or altering ideas and beliefs. Additionally, it
may influence witness recall, sway social and cultural perceptions, and perpetuate
ignorance or hate. When faced with the inevitable, large structures within society make
frequent use of semantic slanting to protect the emotions of the masses. Instead of
“bombing the enemy”, the military chooses the phrase “sending in air support” (Lutz
1989: 10). Corporations select the word “downsizing” as a replacement for the phrase
“laid off” (Lutz 1989:127). Government seeks to assuage disgruntled citizens by



“increasing domestic revenue” rather than “raising taxes” (Lutz 1989:201). These
semantic language techniques influence our thoughts by pointing our emotions toward
something more palatable and agreeable.

Similarly, advertisers use language to point us toward a certain behaviour (buying)
while adding the emotional element of feeling good about that behaviour. In 1950,
Kellogg’s introduced the cereal “Sugar Pops”. During the 1970s, Kellogg’s changed the
name to “Corn Pops”; however, the ingredients remained unchanged (Hemmelgarn
2003). Advertisers understood that the collective meaning of the word “corn” conjured up
healthier connotations than the word “sugar”; therefore, consumers felt better about
purchasing the product. The creativity of semantic slanting in consumerism has
manufactured the terms “pre-owned” (used), “faux” (fake), and “manufactured housing
community” (trailer park) (Lutz 1989: 6). Advertisers want to sell products; however,
other groups in society are selling something different - agendas.

Groups with special interests and beliefs make keen use of semantics to further their
agendas. Anti-abortionists adopted the phrase “pro-life”. To evoke strong emotions, they
“frequently use the words ‘baby’ and ‘kill’ in the same sentences” (Halpern 1996: 108).
Consequently, groups favouring abortions changed their label to “pro-choice” (Idem,
Ibidem). Neither group wanted to be against anything. Furthermore, semantic slanting in
politics often implies a subtle threat to our opinions. The phrase “All good Americans
will agree…” uses risky logic since disagreement means that one is not a good American
(Weiten 2002: 259). People who want to purport their political ideas may result to using
phrases in an oversimplified labelling format.

Carefully chosen words can challenge and shape beliefs concerning the world around
us; remarkably, semantic slanting can shape our memory itself. In a study by E. F. Loftus
and J.C. Palmer (1974), participants viewed a videotape of a car accident. After viewing,
participants asked about the crash reported only minor damage when asked a question
that contained the word “hit”. One week later, the viewer answered the same question;
however, instead of the word “hit”, the question contained the word “smashed”. Contrary
to their original eyewitness reports, thirty-two percent of the individuals reported more
damage (some of it imaginary) to the question that contained the word “smashed” (Loftus
& Palmer 1974:589). In this case, the semantic slanting resembled delicate verbal
trickery!

Linguists and Anthropologists have been concerned with the Sapir-Whorf Hypothesis
and the implications that surround the claims made by Sapir in 1928 and continue to look
for ways to prove or disprove the idea that language directly influences the way reality is
perceived. Because the perfect research situation to completely prove or disprove this
hypothesis does not exist researchers are left to examine small examples of specific
registers in which language can be seen to affect thought and reality and through research
in these registers most researchers agree with the weak interpretation of the Sapir-Whorf
Hypothesis.

5. CONCLUSION

“Language and society are so intertwined that it is impossible to understand one
without the other. There is no human society that does not depend on, is not shaped by,
and does not itself shape language” (Chaika 1989: 2). This statement best defines the
relationship between language, thought and reality for language not only shapes the way
reality is perceived but reality can also shape language. The Sapir-Whorf Hypothesis has



changed the way many people look at language. It has influenced many scholars and
opened up large areas of study. While many like Sapir and Whorf support the notion that
language strongly influences thought and others argue that language does not influence
thought, the evidence from research indicates that language does influence thought and
perception of reality but language does not govern thought or reality.
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ABSTRACT

This study has conveyed a contrastive analysis of the intonation of wh- questions
in English and Persian. The emphasis has been on the main areas of difference in the
intonation of wh- questions between these two languages. Utterances have been
selected from both languages by native speakers. The intonation of Persian has been
shown through TOBI system and compared with that of English. The results of this
contrastive study show the interference of the intonation in terms of the words which
takes primary stress in these two languages. Teachers can use the results of this study
to give the proper feedback for Persian learners of English in the case of the
intonation of wh- questions.

Keywords: Persian intonation; TOBI system; Pitch accent; Boundary tones

1. INTRODUCTION

The present study was designed to investigate the native and foreign sound system as
a means of predicting and describing the pronunciation problems of Persian language
learners of English. Mastery of stress and intonation of any language needs active training
when learning a foreign language we need to transfer the entire native language system in
the process. We tend to transfer to that language our phonemes and their variants, our
stress and rhythm patterns, our transitions, our intonation patterns and their interactions
with other phonemes .Intonation patterns differ between languages or even between
varieties of the same language e.g. between Australian English and American English.
Much less known and often even suspected is that the speaker of one language listening
to another doesn’t actually hear the foreign language sound unit phonemes. He hears his
own. Phonemic differences in the foreign language will be constantly missed by him if
there are no similar phonemic differences in this native language. (Lado 1965) Intonation
is assumed to be concerned with the information structure of utterances. (Zia Hosseyni
1994) So speech is divided up into small units, tone groups, each having at least one
syllable which stands out in the flow of talk. It is marked by some variation in pitch,
either predominantly rising or falling on the last syllable .In this aspect intonation and
grammar are two independent systems contributing to discourse meaning. (Fisiak 1981)



Persian is an Iranian language belonging to the Indo-Iranian sub-branch of the eastern
branch of the Indo-European language family and is classified as an SOV language
(Dabir Moghaddam 1982; Karimi 2005). Pitch accents in Persian occur on the lexically
stressed syllables (Eslami & Bijankhan 2002; Eslami 2003).

2. METHODOLOGY

2.1. PARTICIPANTS

Two  native  speaker  of  Farsi  were  recorded.  Speaker  S  is  female  and  speaker  H  is
male speaker of Farsi. Both of them were born in Tehran. There were no native English
speakers. We just used English examples which have been described in some books.

2.2. INSTRUMENTS

The data used in this paper was recorded with a noise cancelling microphone directly
into a Dell vostro 1510 laptop. Most of the sentences were recorded once and then
analyzed using pitch works (Tehrani 1995-2003) we first will present a brief over view of
the syntactic structure of wh- questions in Farsi.

2.3. STRUCTURE OF FARSI WH- QUESTIONS

In wh- questions, the wh- word occurs in one of three position within the sentence: 1)
initial (as in example 1); 2) medial (as in example 2), or final (as in example 3).

1) Kie moalem? Who teacher? Who is a teacher?
2) Zane chi mibine? Woman what does the woman see?
3) Marde Kie? Man who? Who is the man?
Intonation refers to the music of a sentence there are two major intonation patterns in

Persian and English 1) rising – falling; 2) rising. (Zia Hosseini 1987). The major
intonation difference in Persian and English is in wh- questions. In Persian both patterns
are used in such sentences but in English only rising – falling pattern is used. In order to
be more précis we developed some general properties of Farsi intonation to account for
the data.

2.4. PROPOSED TIERS FOR FARSI TOBI

Tones – On This  Tier,  The pitch accents,  accentual  phrase and boundary Tones are
recorded. These are:

· Pitch accents:  L  H*  pitch  accent  denote  a  rising  pitch  whose  peak  falls  on  the
stressed syllable and is denoted by an H*. The stressed syllable is preceded by a
low in the FO contour. Phonetically, this accent can be realized as: L+8H*, H* or
8H*. (Examples of the phonetic realizations of the L+H* will be shown through
out this paper)

· accentual phrase:
Ha - this represents a sustained high plateau at the end of an accentual phrase.

The domain of the accentual phrase is typically one word.
La - this represents a sustained low plateau at the end of an accentual phrase. The

domain of the accentual phrase is typically one word.



· boundary tones
L-L%  -  this  represents  a  fall  into  national  phrase  with  a  low  or  low  falling  FO
contour.
L-H%- this represents a full into national phrase with a late sharp rise in the FO
contour.
H-8H% - this represents a full into national phrase with a long gradual FO rise.
H=L% - this represents a full into national phrase with a high FO plateau.
H=H% - this represents a full into national phrase with a late gradual rise in the
contour.

Words - this tier is used to represent the Romanized transcription of Farsi words.
Gloss - on this tier an English translation of Farsi is provided.
Breaks - this tier denotes the level of juncture between words.
The breaks indices most relevant to Farsi interrogatives are:

1) This represents the normal juncture between words.
4) This represents a full into national phrase boundary. This boundary tone is
typically found at the end of sentences.

3. RESULTS AND DISCUSSION

As mentioned earlier wh- words can appear in three positions: Sentence initial,
sentence medial or sentence final.

In each position, there is a slight change to the phonetic realization of the pitch accent
on the wh- words. (However this does not produce a change in meaning. First we will
provide example of interrogatives as produced by speaker H. Data from speaker H will be
supplemented by data from speaker S when there is an overlap in each speaker’s
respective data.

3.1. WH- WORD SENTENCE - MEDIALLY

Sentence - medial wh- words are marked by either an L+H*, for disyllabic wh- words
or 8H* for monosyllabic wh- phrases. (Note: all monosyllabic wh- phrases have an initial
absorbent which can act as a compound in determining whether this is truly an 8H* or a
L+8H*) typically, deaccenting or dephrasing occurs after a wh- phrases thus , one expects
a La accentual phrase boundary next to a L-L% boundary tone marking the end of the
sentence). Internationally, wh- questions are very similar to declaratives, with the
exception deaccenting and dephrasing that occurs after wh- words.  Figure  1  shows  a
typical pattern for wh- questions as produced by speaker H. before the wh- phrase kio
‘whom’,  one  can  see  regular  pattern  of  L+H*  Ha  (on marde ‘main’) that is used in
declarative sentences. Typically , the wh- phrase  is  the  last  word  in  the  sentence  ,  that
receives  a  pitch  accent  ,  here  presented  by  L+8H* on the wh- word kio ‘whom’. Any
material after the wh- word is deaccented and dephrased. (This explains that a pitch
accent on mibine ‘see’ at the end of the sentence is marked by a La L-L %).

3.2. WH- WORD SENTENCE – INITIALLY AND SENTENCE FINALLY

The intonation of sentence – initial and sentence -final wh- phrases is similar to that
of sentence – medial position with two major exceptions: (1) the type of pitch accent



and (2) the boundary tone. When the wh- word is sentence – initial, the L+H*, which is
usually seen on the first accented word, is undershot to an H*. This is exemplified in
Figure (2). Where the wh- word chera ‘why’ is marked with H* rather than an L+8H*.

Figure 1. MArde kio mibine ‘Who does the man see?’

Figure 2. Chera mArde mAdarbozorgo nemibine.
‘Why doesn’t the man see grandma?’

When the wh- word is in sentence – final position, the L+8H*, that is typical for the
wh- word, is also undershot to an 8H*. This is exemplified in Figure 3 where instead of
the L+8H*. The wh- word kie ‘who’ is marked with an 8H*.

3.3. MONOSYLLABIC WH- WORDS

Thus far we have only seen examples of disyllable wh- phrases. Generally
monosyllabic wh- phrases are realized as 8H*, since there is not enough time for the L to
be realized, hence, it is undershot .In Figure 4, the monosyllabic wh- word chi ‘what’ is
realized as an 8H* rather then than an L+H*.

The Under shooting phenomenon seen in Figure 5 is loud in the speech of both, the
speakers. Figure 5, produced by speakers, shows similar pattern to that of H (Figure 4).
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Figure 4. MArde chi mibine ‘What does the man see?’

However, as can be seen in figure 6 below, if the pitch is delayed one syllable to the
right, then the contour tone is fully realized. Here we would expect an H* on ki ‘what’
since it is monosyllabic and sentence – initial. However, the pitch accent is delayed and
realized on nemibine ‘not see’. Since the pitch accent is no longer in sentence – initial
position and no longer on a monosyllabic word , the full L+H* can be realized.



Figure 5. MArde chi mibine ‘What does the man see?’
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Figure 6. Ki nemibine sAndAliro ‘Who does not see the chair?’

Speaker S

For the most part, speaker S and speaker H display the same intonation pattern for
wh- question, with one major exception in sentence where speaker S has the same
intonation as speaker H, they only differ in their boundary tones, while speaker H uses an
La L-L% , speaker S tends to use an La L-H% boundary tone as default. Figure 7 is an
example of a wh- question produced by speaker S. As we can see, everything including
the wh- phrase is  identical  for  both speakers  (compare Figure 5 to Figure 7).  However
speaker S has a late sharp rise leading to a L+H%, while speaker H produces an La L-L%
boundary tone in wh- question (as in Figure 4) .



Figure 7. MArde chi mibine ‘What does the man see?’

3.4. WH- QUESTIONS IN ENGLISH

In English wh- word just occurs at the beginning of the sentence. The intonation of
the wh- question follows a/ 2,3,1/ pattern it begins on pitch level 2 rise to pitch 3and then
rather  steps  down  or  glides  down  to  pitch  1.  In  this  pattern wh- question such as who,
what, when, why, etc. usually carrying the secondary stress.

Why are you leaving? When did you arrive?
This pattern shows that intonation in wh- question in English in terms of TOBI system

can be shown with H* L-L% boundary tones with falling intonation. Because the place of
wh- question in English is just at the beginning of the word and it is not like the Persian
which gets three positions. It must be now added that those questions are also very often
said with a rising tone. The speaker wants to show that he is sympathetic and interested in
subject, as well as wanting information about it (O’Connor 1973). Elsewhere O’Connor
(1967) believes that for repetition question when you are repeating someone else’s
question or when you want the other person to repeat someone information, use the take
off.

4. CONCLUSIONS

In this paper we examined wh- question in Farsi with English. For Farsi example we
used TOBI labelling convention for labelling intonation. Intonation of English examples
were  in  /1  2  3  4  /  pattern  and  wh  question  carries  secondary  stress.  In  regard  to wh-
question, there is no difference between the two languages and L L% boundary tones. So
both end the question with falling intonation nevertheless. Since stress has a determining
role in the segment, in perspective there would appear an important distinction in
intonation. In Persian the voice rises on the content word. Through TOBI system used for
Farsi examples we found that wh- questions possess features of regular declarative
sentence and all stressed words carry the L+H* pitch accent.

For Speaker H, wh question even has the same La L-L% boundary tone while speaker
S has a rising La L-H% for wh questions. Wh- questions in Farsi Occur in three different
positions within a sentence, initial, medial, final but wh- questions in English come at the
beginning of the sentence. Since wh- question can occur in three different positions
within a sentence, the pitch accents with which they are realized are subject to positional



variants. Thus, the regular L+H* pitch accent, which is usually seen in the sentence
medial cases, is realized as either an H* when the wh- word is found sentence – initially
or 8H* when the wh- word is sentence finally. In relation to wh- question, Iranian students
may place the sentence stress on the wh- word. Although, no change is made concerning
the falling tone at the end of the question, the pitch variation will occur at the initial part
of the sentence where the question word is located.
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NOTES

In  our  study  all  figures  were  taken  from  Esposito  &  Barjam  (2007)  because  the
software was not available to transcribe the Farsi sentences.
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ABSTRACT

The comparative study of the three languages which belong to different language
groups (English, Russian and Udmurt) is performed in terms of semantic syntax. The
article deals with deep-syntactic and surface-syntactic elements. As all languages are
based on common laws of thought, they have much in common in their semantic
structure.  The author offers a classification of semantic actants and semantic
patterns of the simple sentence built on two criteria – “active-inactive” and
“animate-inanimate”. The results prove the fact that the languages under
consideration have some similar features in syntactic structures that reflect certain
“predicate – actant” relations.

Keywords: Semantics; Syntax; Deep syntactic: Surface syntactic

1. THE BASICS OF THE RESEARCH

The interest to the problems of interaction between people and the objective reality by
means of language has constantly been increasing. Semantics is the field where this
interaction is reflected considerably. Since the sentence was recognised as a semantic
unit, semantic syntax has acquired the status of an original branch of linguistics. Semantic
syntax treats a sentence as the reflection of a certain event (or situation) that takes place
in reality.  Participants of the event play particular roles in it. The analysis of different
events proves the fact that some participants have much in common as they perform
similar functions. That’s how the idea of semantic actants was born. A semantic actant is
a generalized image of a certain type of participants acting in various events. Each
sentence has both the deep syntactic and surface syntactic structures which correlate with
each other. The former consists of the name of the event (predicate) and a number of
semantic actants and the latter consists of the formal language elements. The number of
semantic actants varies in different theories.

The purpose of the research is to compare the means of expressing semantic actants in
English, Russian and Udmurt. The hypothesis of the research is that the languages in
question have similarities in the semantic structure of the simple sentence which can't but
be reflected in the surface syntactic structure.

The survey is based on theoretical works of L. Tesnière, W. Chafe, and Ch. J.
Fillmore. The idea that the semantic structure of a sentence correlates both with the
structure of an extra linguistic situation and the syntactic structure of a sentence is
especially emphasized in most works devoted to semantic syntax.



The synchronous character of this research determined the methods employed in it
which are descriptive, transformational and structural methods, as well as the method of
logical modelling.

Literary works in English, Russian and Udmurt were used as material for the survey.
Besides, substantial amount of information in Udmurt was provided by informants.

2. CLASSIFICATION OF SEMANTIC ACTANTS

There have been many attempts to classify semantic actants. A classification is an
essential  means  of  systemizing  material  as  it  helps  to  study  a  class  of  units  rather  than
particular items and it makes the description plain and clear. Most of the famous
classifications of semantic actants include either only principal or all possible from the
researcher's point of view elements. A classification built according to one particular
principle may comprise only two basic elements which can be further divided into more
specific types.

Most classifications are structured in accordance with two main principles:
animate/inanimate or active/inactive character of participants. Thus, taking into
consideration these two basic conditions, we can offer a four-group classification. The
four hyper roles are the product of the first level of abstraction. Then the roles can be
subdivided into more specific classes. It is worth mentioning that actants having causative
character are not in the focus of attention in this article as the research concerns only
elementary events of reality (Table 1).

Table 1.Types of actants

Active Animate
Actant

Inactive Animate
Actant

Active Inanimate
Actant

Inactive
Inanimate Actant

Agent Beneficent
Addressee
Experiencer
Patient

Element Object
Instrument
Location

Animate Actant is the generalized role of various living participants (humans,
animals, etc.) involved in a variety of activities and relations, experiencing certain states.
Depending on the type of the event, participants may perform either active or inactive
parts:

- Agent (Ag) stands for an active animate participant, involved in physical,
communicative, psychological, or mental activities. Due to circumstances the
activity can be planned, intended or spontaneous. In any case, Agent performs an
activity himself, influencing the world around him.

- Beneficent (B) means someone inactive who either benefits something from the
situation or looses it. He is often under the influence of the force of
circumstances. It can also be a person who owns something.

- Addressee (Ad) is an inactive living participant who receives something (things,
information, etc).

- Experiencer (Ex) represents an inactive participant who has certain feelings and
emotions, who expresses attitudes towards somebody or something and who
perceives the reality through his senses.



- Patient (P) means an inactive participant involved in various events as a passive
object of influence.
Inanimate Actant is the hyper role intended for different objects and non-objects

of natural and artificial origin:

- Element (El) is  some  power  that  has  the  potential  to  affect  people  and  objects
physically and emotionally.

- Object (O) stands  for  something  (a  thing,  a  building,  etc)  that  is  in  a  particular
state or condition. It may also be influenced by somebody/something.

- Instrument (L) represents  any  means,  device,  or  tool  used  to  achieve  a  certain
result.

- Location (L) means a particular place or position.
We do not claim that the given classification is complete and exhaustive. Actants can

vary in number and types. But it is fundamental for any classification to be based on some
fixed criteria and comprise a limited number of components.

3. SEMANTIC PATTERNS OF THE SIMPLE PREDICATE GROUP

3.1. ONE ACTANT PATTERNS

The structure of an event finds its manifestation in the structure of the semantic model
of a sentence in which various kinds of activity are presented by predicates of action,
state, or attitude. Participants of the event become actants in the semantic model. The type
of the event  determines the semantic  pattern of  the sentence.   The presence of  a  certain
actant in the pattern may exclude the presence of another actant if their functions are
similar in some aspect or when the fields of their functioning do not intersect. Actants of
the same type can not be included in the pattern.

In this survey we study the initial, simplest situations and events of the reality and
consequently, simple sentences which serve to reflect them in language. Such sentences
are studied under the term «simple predicate group» (SPG). Semantic patterns of SPG can
be classified according to the number of semantic actants which form their structure. It
results in forming three groups: one actant, two actant and three actant patterns. As
actants in this research we accept only identification lexical units, which embrace names
of living creatures, planets, artefacts, geographical names, etc. As it has often been
stressed by linguists, identification vocabulary manifests less national peculiarity in
identifying particular objects.

One actant patterns reflect events in which one participant is involved.
- Agent – Predicate of Action

The two men (Ag) met at last.
- Experiencer – Predicate of State

Ricky (Ex) was startled.
- Patient – Predicate of State

Cross (P) was tall and well built.
- Object – Predicate of State

The balloon (O) was rising higher and higher.
One actant patterns represent the activities performed by active participants

(Agent and Element) and this activity is concentrated around them. This kind of
semantic pattern can also refer to some state, condition, quality and therefore includes



such semantic actants as Patient, Experiencer, and Object all of which play inactive
roles.

3.2. TWO ACTANT PATTERNS

One actant patterns are not numerous. Such state of affairs roots in situations of the
objective reality which commonly include more than one participant. Events with two
participants are presented in two actant semantic structures of SPG.

- Agent – Predicate of Action   – Addressee
Dr. Patterson (Ag) signalled the waiter (Ad)

- Аgent – Predicate of Action – Patient
But Japp (Ag) was looking attentively at Poirot (P).

- Agent – Predicate of Action – Object
Margaret (Ag) carried a steaming bowl (O) of vegetables.

- Agent – Predicate of Action – Instrument
A young man (Ag) was playing the harp (I).

- Agent – Predicate of Action – Location
The guy (Ag) got back in the limo (L).

- Beneficent – Predicate of Attitude – Object
The car (O) belonged to my brother (B).

- Patient – Predicate of State – Location
The cat (P) was sleeping on the chair (L).

- Element – Predicate of Action – Object
The waves (El) crushed the boat (O).

- Element – Predicate of Action – Patient
The violent wind (El) hammered Brian (P).

- Experiencer – Predicate of Attitude – Object
Jeannie (Ex) loved her car (O).

- Object – Predicate of State – Location
Mr. Beebe’s house (O) was near the church (L).

- Experiencer – Predicate of State – Patient
People (Ex) recognized Lara on the street (P).

A group of two actant patterns is the most numerous as they reflect a great variety of
events and situations with participants of all types.

3.3. THREE ACTANT PATTERNS

Three actant patterns represent more complicated events with the involvement of
three different participants.

- Agent – Predicate of Action – Addressee – Object
Lara (Ag) sent Paul Martin (Ad) a large bouquet of flowers (O).

- Agent – Predicate of Action – Patient – Addressee
Antonio (Ag) was presenting the friar and tutor (P) to the artists (Ad).

- Agent – Predicate of Action – Patient – Location
Harrison Keller (Ag) walked Robert (P) to the outer office (L).

- Agent – Predicate of Action – Object – Location
Amanda (Ag) put the mail (O) into her basket (L).

- Agent – Predicate of Action – Instrument – Patient



Barley (Ag) sprung his fist (I) at Ben's head (P).
- Agent – Predicate of Action – Object – Instrument

The man (Ag) struck the door (O) with a stick (I).
- Element – Predicate of Action – Object – Instrument

The wind (El) struck the wall (O) with the door (I).
- Element – Predicate of Action – Patient – Instrument

The wind (El) beat the sailor (P) with the heavy wet sail (I).
Three actant patterns reflect only those events in which an intended action (act,

activity) is performed. Therefore, the situation develops either around Agent or Element.
It makes Agent and Element (active actants) and Object, Patient, Location, and
Instrument    (the most inactive actants) obligatory constituents of such patterns.

4. MEANS OF EXPRESSING SEMANTIC ACTANTS IN LANGUAGE

As it is known, mental categories are universal for different languages. The
difference in formal presentation of them has long been the object of interest in
linguistic studies. Syntax is closely connected with the manifestation of logical and
mental categories in language. Syntactic categories reflect the most common basics
(rules) of mental processes.

Syntactic patterns in different languages can be isomorphic as far as their actant
structure is concerned:

Иван (Ag) положил картошку (O) в мешки (L).
Иван (Ag) мешокьесы (L) картофка (O) пониз.
Ivan (Ag) put potatoes (O) into the sacks (L).
- The analysis of semantic and surface structures of simple predicate groups

reveals certain common features typical of the three languages under study.
- Semantic roles which have similar characteristics are likely to be expressed by

the same means.
- The  least  number  of  means  is  used  in  all  the  three  languages  to  present  active

actants: Agent and Element.
- Among inactive actants, Object, Patient, Location, and Instrument have the

biggest variety of forms.
- Every actant has more than one means of manifestation but the frequency of their

use varies.
- The same form can serve to present different semantic roles.
- Semantic roles can be expressed by both synthetic and analytical forms in the

languages in question.
- Any semantic actant can take the syntactic position of the subject in the sentence

which is determined by an active or passive form of the verb.
Formal language means in English, Russia, and Udmurt have specific nature.
- Traditional grammatical cases and prepositional groups are the most

characteristic formal means to express semantic actants in Russian.
- In English the fixed syntactic position and a great number of prepositional groups

serve to present semantic roles in the surface structure
- In Udmurt, means of semantic actants manifestation include traditional

grammatical  cases,  groups  with  post  positives  and  in  some  cases  the  fixed
syntactic position.
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ABSTRACT

The purpose of this study was to investigate the extent of anxiety and self-esteem
of Iranian EFL learners in performing oral communication tasks , especially the
relationship between anxiety and self-esteem of the more successful learners and less
successful ones ,and their oral communication proficiency. Thirty two senior students
majoring in English language participated in this study. A Michigan proficiency test
categorized the participants into two proficiency groups. The participant’s self-
esteem and anxiety was measured before and after performing the tasks by standard
tests. In the next step, a t-test was run to see which group shows higher self-esteem
and less anxiety than the other one after performing the tasks. The results of the study
showed that the more successful learners had higher self-esteem than the less
successful ones. However, they showed less anxiety than the less successful learners
in performing oral communication tasks.

Keywords: Anxiety; Self-esteem; Oral Communication Tasks

1. INTRODUCTION

At the turn of the century there has been an uprising interest in the investigation of the
role of the learner’s characteristics in second language learning (hereafter referred to as
SLL) process. Concerning the important role of personality factors, Ernest Hilgard
(1983), well known for his study of human learning and cognition, notes, “purely
cognitive theories of learning will be rejected unless a role is assigned to affectivity”
(quoted in Brown 1981: 43).

Even Plato in his dialogues talks about this element, i.e. the emotional element. Field
(1969) paraphrases him and writes, “the rational or reasoning element is the highest
element in us, but this level is not merely the cognitive process” (Idem: 56). Since it
includes also the impulse or desire to use this process” (Idem: 70). Here one might infer
that the emotional element has a triggering function on human cognitive mechanism.

In SL teaching literature one can easily find a number of researchers in this area. For
instance, Gardner and Lambert (1972) studied the role of attitude and motivation in SLL.
Heyde (1979) also investigated the effect of self-esteem on learner’s performance in SL.
She found a significant relationship between these two variables. That is, high level of
self-esteem positively correlates with oral performance in SL.

Considering the role of anxiety on SLL, Scovel (1978) found mixed results and some
times contradictory conclusion. This problem stems, in part, from the definition of



language anxiety adopted by researchers (Horwitz, Horwitz & Cope 1986). There appears
to be a need to distinguish between a general trait of anxiety, applicable across a number
of situations, and an anxiety specific to language learning situations (Gardner 1985).
What became apparent from these studies is that the ‘interpersonal’ aspects of language
learning, namely speaking and listening, seems to be the great source of anxiety among
students.

However, study in the psychological state of the learners is fairly small (Oxford
1996), and it is important to understand the actual affective condition of the learners first:
how the learners feel in actual oral communication tasks. Otherwise, it is difficult to
investigate effective learning    and teaching to boost students’ confidence in oral
communication. There are inconsistencies in the studies that have been done because of
lack of uniformity in the type of learners studied, the research methodology employed
and the definition of anxiety adopted. Furthermore, because of specific cultural
stereotypes in Iran and the importance of speaking in EFL students, this study gains
significance, as the results shed more light on affective factors (anxiety, self-esteem)
involved in oral communication tasks.

Therefore, this study was conducted to investigate the extent of anxiety and self-
esteem of Iranian EFL learners in oral communication tasks, especially the relationship
between anxiety and self- esteem of the learners in easy and difficult oral communication
tasks; and their oral communication proficiency.

Research questions.  In  the  present  study,  the  researchers  have  tried  to  answer  the
following research questions:

- Do the more successful learners have higher ‘self-esteem’ in oral communication
tasks than the less successful ones?

- Do the more successful learners show less ‘anxiety’ in oral communication tasks
than the less successful ones?

Statement of Null Hypotheses. In this study, the following Null Hypotheses (Ho) are
studied:

- The more successful learners have the same self-esteem in oral communication
tasks as the less successful ones.

- The more successful learners show the same anxiety in oral communication tasks
as the less successful ones.

2. METHODOLOGY

2.1. PARTICIPANTS

The participants who took part in this study were 32 senior students majoring in
English with the age range of 22-24. In order to have a representative sample, the
researchers selected the participants randomly from two different classes in Arak
University.

2.2. TASKS

Task 1: A conversation in the classroom by two learners. This task was designed to
make participants feel relaxed and ready and to see if they had acquired conversation
patterns and formulaic expressions in various situations at the classroom. They were told
to  prepare  for  this  task  the  previous  week.  They  were  assigned  a  pair  for  the  task  and



were given 10 minutes to prepare together for a conversation between two classmates.
Actually this task has the role of warm up for all the participants since all of them could
easily manage this task.

Task 2: An interview with a classmate to find out his personality and report it in
short speech style. This task was a personal information exchange activity. Students
formed a pair and interviewed each other for about 5 minutes to find out their partner’s
personalities and were given 10 minutes to prepare the report. In Table 1, characteristics
of the two tasks are summarized to show the differences and similarities between them.

Table 1. Comparisons between Task 1 and 2

Purpose of the task Type of activity Style of
production

Task 1 Conversation in the classroom by
using what they have learned

Pair-work
throughout the task

Collaborative

Task 2 Ability to analyze the response of the
interviewers and use the appropriate
vocabulary to express the classmate
personality

Pair-work
(Interviewing)
Individual work
(Reporting)

Individual

2.3. PROCEDURE

A Michigan proficiency test was applied to see the homogeneity of the participants
and it divided the students into two proficiency groups that the participants were
categorized as successful learners and less successful ones. In order to clarify their
normal scale of self-esteem and anxiety of the participants, they were asked to fill out
self-esteem  and  William  Zung’s  self-rating  anxiety  questionnaire  sheets.  The
Coppersmiths  self-esteem  scale  and  William  Zung’s  self-rating  anxiety  scale
characterized the participant’s self-esteem and anxiety scale.  Then the participants were
asked to perform the tasks. Task one was easy enough for all the participants to perform.
After that students were asked to perform the difficult task which demanded the students
to analyze the responses of the interviewers and to use appropriate vocabulary to express
partner’s personality and try to report it. Later the students were asked to fill out the self-
esteem and anxiety questionnaire sheets in order to see how the difficult tasks influenced
the more successful and less successful learners and to test the changes in self-esteem and
anxiety of the more successful and less successful ones.

2.4. DATA ANALYSIS

Since the purpose of the study was to see whether the successful learners enjoy higher
self-esteem  and  less  anxiety  in  oral  communication  tasks  or  not,  t-test  was  run  to  see
whether more successful learners show higher self-esteem and less anxiety  in oral
communication tasks than less successful learners. Levene’s test was used to control the
homogeneity of variable variances that were compared. This was because when using
parametric test, our presupposition is that the variables variances of the compared groups
are homogeneous, or else we should not use parametric test. A parametric test has more
reliability than nonparametric tests.



3. RESULTS

3.1. ANALYSIS 1

To answer to the first question, “Do the more successful learners have higher self-
esteem in oral communication tasks than the less successful ones?”

The researchers subtracted the self–esteem scores of the learners before performing
the  tasks  from  the  self-esteem  scores  of  the  learners  after  performing  the  tasks  in  two
groups.  After calculating the mean, standard deviation and standard error mean of
subtracted scores, the researchers ran a t-test.

Table 2. Mean & Standard Deviation & Standard Error Mean of subtracted scores
of self-esteem before and after performing the tasks in two groups

Groups N Mean Std. Deviation Std. Error Mean
Diff. SS Successful learners 16 -. 3333 1.1751 . 3034
Less successful learners 16 . 4667 1.4573 . 3763

Table 2 shows the descriptive statistics of compared groups. As can be seen
performing the tasks for more successful learners resulted in higher self-esteem and it was
the opposite for less successful learners. The self-esteem scores of successful learners
increased .33 and their standard Deviation increased 1.8.

But performing the tasks for less successful learners resulted in reduction of their self-
esteem scores to .47 and their standard deviation reduced to 1.46.

In order to see whether the increase and reduction of the self-esteem scores are
meaningful or not, the researchers ran a t. test.

Table 3. Leven’s Test and t. test for self–esteem

Groups Leven’s Test
for equality
of variances

t. test for equality of means t. test for
equality of
means
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.240 -.8000 .4839 -1.7922
.1922

The first part of table 3 is related to Leven’s test. It is used to control the homogeneity
of variance variables, in other words to see whether we could use a parametric test like t.



test or not.  The results of statistical calculation show that the significance of differences
of mean scores, before and after performing the tasks in the two groups is .68 and because
it is more than 0.05, the researchers concluded that variances are homogeneous. The
second part of   table 3 shows the calculation of differences of means according to t- test.
Its significance is .24 and it means that the differences are important. Therefore, the first
research question is positively answered and the first Hypothesis is rejected.

3.2. ANALYSIS 2

To answer to the second question, “Do the more successful learners show higher
anxiety in oral communication tasks than the less successful ones?”  The researchers
subtracted the anxiety scores of learners before performing the tasks from the anxiety
scores of the learners after performing the tasks in the two groups.  After calculating the
mean, standard deviation and standard error mean of subtracted scores, the researchers
ran a t. test.

Table 4. Mean & Standard Deviation & Standard Error Mean of subtracted scores of
anxiety before and after performing the tasks in the two groups

Groups N Mean Std.
Deviation

Std. Error
Mean

Successful learners 16 -1.0000 1. 5584 .4024Diff. Ant. Less successful learners 16 .7333 2. 2829 .5893

Table 4 shows the descriptive statistics of compared groups. As shown, performing
the task for the more successful learners resulted in reduction of their anxiety and it
caused for less successful learners to increase their anxiety. The anxiety of the more
successful learners decreased 1 score and with the standard deviation of 1.56. But
performing the tasks caused the less successful learners increase their anxiety .73 and
with the standard deviation of 2.28.

In order to see whether the increase and reduction of the anxiety scores are
meaningful or not, the researchers ran a t- test.

The  first  part  of  table  5  is  related  to  Levene’s  test.  As  it  was  mentioned  in  the
previous section, it is used to control the homogeneity of variance variables. In other
words,  it  allows us to  see whether  we could use a  parametric  test  like t-test  or  not.  The
results of statistical calculation showed that the significance of differences of scores,
before and after performing the tasks in the two groups is .71 and because it is more than
.05, the researcher concluded that the variances are homogeneous. The second part of
table 4.4 shows the calculation of differences of means according to a t-test. The
meaningful level that I got from the subtracted scores of anxiety in more successful and
less  successful  learners  before  and  after  performing  the  tasks  was  .02,  which  shows  a
meaningful difference between the two groups because it is smaller than .05. Therefore,
we can say with % 95 confidences that performing the tasks has got different effect on the
two groups considering anxiety level. Therefore, performing the tasks resulted in
reduction of anxiety for successful learners and resulted in increase of anxiety for the less
successful learners. Therefore, the second research question is answered negatively and
second hypothesis is rejected too.



Table 5. Levene’s Test and t. test for anxiety

Groups Leven’s Test
for equality
of variances

t. test for equality of means t. test for
equality of
means
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not
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-2.429 24.723 .023 -1.7333 .7136 -3.2038
-.2628

From  the  above  tables,  it  can  be  concluded  that  the  more  successful  learners  held
higher self-esteem and they showed less anxiety than the less successful ones in oral
communicant tasks.

4. DISCUSSIONS

The results of the study show that the successful learners did show higher self-esteem
than less successful learners and successful learners showed less anxiety than less
successful learners in oral communication tasks.  For example Kohansal (2000) in her
experiment found that self-esteem is highly correlated with academic achievement, i.e.
learners with high self-esteem have a better academic performance. Brown (1994)
believes that general, or global, self-esteem is thought to be relatively stable in mature
adult, and is resistant to change except by active and extended therapy.  Situational or
specific self-esteem is a second level of self- esteem, referring to one’s appraisals of
oneself in certain life situations such as social interaction, education or on certain
relatively discretely defined traits – communicative ability or personality traits like
flexibility. The degree of specific self-esteem a person has may vary depending upon the
situation.   The  third  level,  task  self-esteem,  relates  to  particular  tasks  within  specific
situations.  In this  study,  may be,  the situation seems to have more influence on the less
successful learners than more successful ones or the task performance has more negative
effect on the less successful learners than more successful ones. In this study the more
successful learners showed less anxiety than less successful learners in performing oral
communication tasks. Some writers suggest that anxiety does not necessarily have a
negative effect on language learning and performance, but may have facilitative and
debilitative nature. Scovel (1978) believes that it is a naïve remark to consider anxiety on



the whole as harmful. He stresses that anxiety can be helpful too; since it makes the
learners to try their best for the task. He says:

Facilitative anxiety motivates the learner to fight the new learning task. Debilitative
anxiety, in contrast, motivates the learner to flee the learning task; it stimulates the
individual emotionally to adopt avoidance behaviour. (Idem: 79)
Gardner and MacIntyre (1991) talk about situational or state anxiety. They believe

that state anxiety can arise temporarily in a particular situation such as classroom. Maybe
the  less  successful  learners  have  been  affected  more  than  more  successful  ones  in  oral
communication tasks.

Social anxiety which shares some concepts with situational and existentional anxiety
is another term coined by Leary (1983 cited in Oxford 1991). Social anxiety arises when
a learner is more concerned about other’s evaluations about him or her. Maybe the less
successful learners due to their expectations of failing had more anxiety than more
successful ones.

Therefore,  it  can be concluded that  in  this  study anxiety had a  debilitative effect  on
the performance of less successful learners.

5. CONCLUSION AND PEDAGOGICAL IMPLICATIONS

Having one's academic achievement meet one's academic expectations and desires is
a major key to most college students' self-esteem. Having a high self-esteem has many
positive effects and benefits, especially among college students. Students who feel
positive about themselves have fewer sleepless nights, succumb less easily to pressures of
conformity by peers, , are more persistent at difficult tasks, are happier and more
sociable, and most pertinent to this study is that they tend to perform better academically.

On the other hand, college students with a low self-esteem tend to be unhappy, less
sociable, and are more vulnerable to depression, which are all correlated with lower
academic achievement (Rosenberg 1989). Academic achievement is influenced by
perceived competence, locus of control, autonomy, and motivation (Vincent 2001).

Different studies have reached the conclusion that academic achievement and self-
esteem are positively correlated (Ross & Broh 2000; Kwan, Bond & Singelis 1997). Thus
the choice of tasks should be done carefully to make students positive about themselves
and not to succumb to pressures of conformity by peers in accomplishing the tasks.

We agree that a specific degree of anxiety may motivate the students and make them
inclined to better academic achievement. Hence, anxiety is considered a motive for
learning and high academic achievement. However, a high anxiety score may be one of
the obstacles to the less successful learners because of perceived self-esteem about
themselves in performing oral tasks.

The  results  of  this  study  can  be  valuable  to  the  English  teachers,  curriculum
designers, course designers, material developers and all those who are involved in
language teaching and learning to devise more efficient programs, materials, and theories.
However, this study had limitations that the researcher had to narrow down the scope of
the study to only 32 senior participants majoring in English in Arak University.
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ABSTRACT

This study examines the motivational pattern in relation to the anxiety of
Bulgarian learners of English. Based on a survey consisting of an anxiety
questionnaire and a motivation questionnaire, the findings revealed an unbalanced
pattern of two types of motivation clusters. The school requirement was the only
motivation for English learning that was significantly positively correlated with
anxiety. The project shows a way of provoking students’ motivation and their anxiety.
This study suggests a context-specific approach to understanding the interrelatedness
of affective factors in English learning; it provides implications for policy making in
EFL settings like Bulgaria where learners have limited exposure to the target
language instruction is examination oriented and English is mostly emphasized as a
tool for attaining instrumental goals.

Keywords: TEFL; Anxiety; Motivation; Second language acquisition

1. INTRODUCTION

The deepest secret is that life is not a process of discovery, but a process of creation.
Every single day we continue to create ourselves. We strive against the challenges while
we are trying to find the answer to the biggest question “Who do we want to be?” Every
human being is a different universe. It makes our life interesting and not boring. Different
people have different opinions and we should respect each other. But we can try to
convince them as we show and prove that our way of thinking is reasonable. Our life is
the biggest game. So why not to pick up the best from it and put it into practice?

Differential success in second or foreign language learning has been attributed to
individual differences such as intelligence, aptitude, personality, motivation, and anxiety.
The development of humanistic psychology, which sought to establish a holistic approach
to learners, led to an increased focus on individuals’ emotions and feelings. Maslow
(1971), for instance, posited that cognitive and aesthetic goals leading to self-
actualization could not be achieved unless human physiological needs, the need for safety
and security, the need for belonging, and the need for self-esteem had been satisfied.
Rogers (1969) argued that learning should be experiential and convergent with learner
goals and that it should take place in a supportive environment. [-1-] In second language
learning, this affective approach manifested itself in methods such as Community
Language Learning (Curran 1972) and Suggestopedia (Lozanov 1979). A strong
proponent of humanism in language teaching, Stevick  (1980: 4) argued that “[language
learning] success depends less on  materials, techniques and linguistic analyses, and more
on what goes on inside  and between the people in the classroom”. In his affective filter
hypothesis, Krashen (1982) posited the existence of an internal barrier that interfered with



second language acquisition when learners were anxious or bored. Schumann (1997,
2001), informed by recent developments in cognition research (Damasio 1994; LeDoux
1996), proposed that the psychology and neurobiology of stimulus appraisal (based on
novelty, pleasantness, goal/need significance, coping potential, and the self- and social
image of the learner) determine the extent to which second language learning is achieved.
These theories regarding the important role of affect in learning have resonated strongly
with the intuitions of many second and foreign language teachers. Over the past three
decades, research in second language acquisition has confirmed hypotheses that language
learning is indeed enhanced by attention to affect. Gardner and colleagues (Gardner 1985;
Gardner & Clément 1990; Gardner & Lambert 1972; Gardner & MacIntyre 1993)
conducted extensive investigations of individual differences in language learning success;
other  studies  (Horwitz,  Horwitz  &  Cope  1986;  Horwitz  &  Young  1991;  MacIntyre  &
Gardner 1989, 1991b) examined the construct of language anxiety. Price (1991)
interviewed learners who reported debilitating anxiety caused by instructors who
criticized their pronunciation or focused on classroom performance rather than learning.
Bailey’s (1983) diary of her French classroom experience indicated that competitiveness
and anxiety motivated her both to work harder on some occasions (facilitating anxiety)
and to avoid class on others (debilitating anxiety). Young’s (1990) research with language
learners suggested that teachers who used humour and created a friendly, supportive, and
relaxed classroom atmosphere that encouraged risk-taking were most helpful in
alleviating foreign language anxiety and facilitating learning. Second language
researchers have long been aware that second language learning is often associated with
affective factors, among which the constructs of anxiety and motivation have been
recognized as important predictors of second language performance. Several authors (for
example, Noels, Clément & Pelletier 1999; Yan 1998) have suggested a possible negative
relationship between anxiety and motivation in view of the opposing effects of these two
constructs. However, no formal studies have been conducted to examine in-depth the
connection between the two factors. Therefore, the purpose of this study is to examine the
anxiety and motivational patterns of Chinese college learners of English and consider
how motivational patterns are related to anxiety in language learning.

2. MOTIVATION

The study of motivation as a predictor of second language learning performance was
initiated by Robert Gardner and his Canadian colleagues. Their integrative-instrumental
duality soon became widely accepted and became a classical model. Instrumental
motivation refers to “acquiring language as a means for attaining instrumental goals”
(Brown 2000: 162), while integrative motivation “stems from a desire to understand the
language and culture of another group for the purpose of interaction” (Gardner et al.
1992: 198). Although Gardner and MacIntyre (1991: 62) noted later that “the old
characterization of motivation in terms of integrative vs. instrumental orientation is too
static and restricted”, Ely (1986) showed that their dichotomy is indeed useful for
characterizing motivational configurations. His study based on the categorization of the
184 reasons for learning Spanish indicated the existence of two types of motivation
clusters that resembled integrative and instrumental orientations, which confirmed the
validity and fundamental importance of Gardner’s social psychological model.

The early 1990s witnessed a considerable amount of scholarship working towards
other motivational paradigms. For example, Dörnyei (1990) proposed a motivational



framework consisting of four subsystems: integrative motivation; instrumental
motivation; the need for achievement; attritions about past failures. One of the well-
known formulations is the distinction between intrinsic and extrinsic motivation.
Extrinsically motivated behaviours are the ones that the individual performs to “receive
some extrinsic award” (for example, good grades) or to avoid punishment; while
intrinsically motivated behaviours are internal rewards (for example, the joy of doing a
particular activity or satisfying one’s curiosity)” (Dörnyei 1994: 275). This model was
upheld by Clément and Kruidenier (1983) and Noels et al. (2000) who extended it by
adding “amotivation” to the framework and dividing intrinsic motivation into knowledge,
mastery and stimulation, and extrinsic motivations into external, introjected and identified
regulation. Manolopoulou-Sergi (2004) suggests that motivation be related to different
stages of information processing: input, central processing and output. However, the
applicability of these frameworks remains to be verified by extensive empirical evidence.
In addition, as pointed out by Noels et al. (2000: 60), “These models are not meant to
replace the integrative-instrumental distinction, but rather to complement it”. The validity
of such a distinction has been repeatedly justified by empirical evidence. For example,
Shedivy (2004) in a recent investigation with some college students managed to classify
the five major factors (namely, the spark, blending in, desire to immerse, pragmatic
orientations, and political awareness) that motivate students to study foreign language
beyond high school into an integrative-instrumental dichotomy.

Motivation plays an important role in L2 development. Integrative motivation is more
powerful for facilitating L2 development in some situations than in others.  Both
integrative & instrumental motivations may lead to success, but lack of either causes
problems.

Integrative motivation is present in learners who identify with the target culture,
would like to resemble members of the target culture and who would like to participate in
the target culture. It is assumed to be based in the personality of the learner.

Instrumental orientation refers to those cases where the learners are interested in
learning the language for the possible benefits: professional advancement, study in the
target language, business.

Motivation as a multi-componential construct. Gardner gives the following formula:

Motivation = effort + desire to achieve goal + attitudes (Gardner 1985)

A discussion of motivation and motivational strategies would not be complete without
a consideration of group processes, inasmuch as there is usually a group of people that we
as teachers are called on to motivate. Tuckman (1969, quoted in Argyle 1969) established
that a group went through four stages from its formation, which has important
implications for the study of the classroom and the use of group activities during
teaching.

Stage 1 Forming: At first, there is some anxiety among the members of the group, as
they are dependent on the leader (that is, the teacher) and they have to find out what
behaviour is acceptable.

Stage 2 Storming:  There  is  conflict  between  sub-groups  and  rebellion  against  the
leader. Members of the group resist their leader and the role relations attending the
function of the group are questioned.



Stage 3 Norming: The group begins to develop a sort of cohesion. Members of the
group begin to support each other. At this stage, there is co-operation and open exchange
of views and feelings about their roles and each other.

Stage 4 Performing: Most problems are resolved and there is a great deal of
interpersonal activity. Everyone is devoted to completing the tasks they have been
assigned.

Experience shows that almost every group goes through these four (or even more)
stages until it reaches equilibrium and, thus, taps into its potential. In reality, this process
may go on forever, since student lethargy and underachievement norms in the classroom
are considered to be basic hindrances to effective teaching and learning (Daniels 1994).
Against this background, we will try to design a framework for motivational strategies.

The central question in designing a framework of motivational strategies is to decide
how to organise them into separate themes. The following taxonomy, around which our
main discussion will revolve, is based on the process-oriented model by Dornyei and Otto
(1998). The key units in this taxonomy are as follows:

- Creating the basic motivational conditions, which involves setting the scene for
the use of motivational strategies

- Generating student motivation, which roughly corresponds to the preactional
phase in the model

- Maintaining and protecting motivation, which corresponds to the actional phase
- Encouraging positive self-evaluation, which corresponds to the postactional

phase

Creating the basic motivational conditions. Motivational strategies cannot work in a
vacuum, nor  are  they set  in  stone.  There are certain preconditions to be met  before any
attempts to generate motivation can be effective. Some of these conditions are the
following:

- appropriate teacher behaviour and good teacher-student rapport
- a pleasant and supportive classroom atmosphere
- a cohesive learner group characterised by appropriate group norms
Unless motivation is sustained and protected when action has commenced, the

natural tendency to get tired or bored of the task and succumb to any attractive
distractions will result in demotivation. Therefore, there should be a motivational
repertoire including several motivation maintenance strategies. The main are: a)
increasing the learners’ self-confidence; and b) creating learner autonomy, c) Increasing
learner satisfaction and the question of rewards and grades.

Increasing the learners’ self-confidence. In an inherently face-threatening context,
as the language classroom is likely to be, it is important to find out how to maintain and
increase the learners’ self-confidence. There are five approaches that purport to help to
this end (Dornyei 2001: 130):

- Teachers  can  foster  the  belief  that  competence  is  a  changeable  aspect  of
development.

- Favourable self-conceptions of L2 competence can be promoted by providing
regular experiences of success.

- Everyone is more interested in a task if they feel that they make a contribution.
- A small personal word of encouragement is sufficient.
Teachers can reduce classroom anxiety by making the learning context less stressful



Encouraging positive self-evaluation.  Research has shown that the way learners feel
about their accomplishments and the amount of satisfaction they experience after task
completion will determine how teachers approach and tackle subsequent learning tasks.
By employing appropriate strategies, the latter can help learners to evaluate themselves in
a positive light, encouraging them to take credit for their advances. Dörnyei (2001: 134)
presents three areas of such strategies:

- promoting attributions to effort rather than to ability
- providing motivational feedback
- increasing learner satisfaction and the question of rewards and grades
We will only briefly discuss the third one.

Increasing learner satisfaction and the question of rewards and grades.   The
feeling of satisfaction is a significant factor in reinforcing achievement behaviour, which
renders satisfaction a major component of motivation. Motivational strategies aimed at
increasing learner satisfaction usually focus on allowing students to display their work,
encouraging them to be proud of themselves and celebrate success, as well as using
rewards. The latter, though, do not work properly within a system where grades are “the
ultimate embodiment of school rewards, providing a single index for judging overall
success and failure in school” (Ibidem). In other words, grades focus on performance
outcomes, rather than on the process of learning itself. Consequently, “many students are
grade driven, not to say, ‘grade grubbing,’ and this preoccupation begins surprisingly
early in life” (Covington 1999: 127).

There is also a wide assortment of macrostrategies used to foster motivation, but we
will not dwell on them (see Dornyei 2001: 137-140 for more details).

Existing evidence points to the fact that contexts have a profound impact on the way
instrumental and integrative motivations relate to language learning. “The nature and
effect of certain motivation components might vary as a function of the environment in
which the learning takes place” (Dörnyei 1990: 48). In an overview of his theory,
Gardner (1988) also admitted that it would be too simplistic just to assume that the role of
motivation should be consistent and universal in language learning in different settings.
He and MacIntyre (1991: 62) later emphasized that “the important point is that motivation
itself is dynamic”. Therefore, the inclusion of contexts as a variable is essential to our
understanding of motivation in relation to language learning.

3. ANXIETY

A substantial amount of research has suggested that anxiety has a great effect on
second language acquisition. Anxiety is described as an uncomfortable emotional state in
which one perceives danger, feels powerless and experiences tension in preparation for an
expected danger. It is generally classified into three types: Trait, state and situation-
specific anxiety.

- Trait anxiety, a more permanent disposition to be anxious, is viewed as an aspect
of personality.

- State anxiety is  an  apprehension  that  is  experienced  at  a  particular  moment  in
time as a response to a definite situation.

- Lastly, situation-specific anxiety is related to apprehension aroused at specific
situations and events (Ellis 1994).



Language anxiety is an effective factor that affects achievement in L2 (Gardner
1985). It is a distinct complex of self-perceptions, beliefs, feelings and behaviours related
to classroom language learning arising from the uniqueness of language learning process
(Horwitz et al. 1986). Depending on the synthesis of research context on L2 anxiety,
Gardner and MacIntyre (1993) describes it as the apprehension experienced when a
situation requires the use of L2 with which the individual is not fully proficient. Thus, L2
anxiety is described as a situation-specific anxiety. It has three varieties: Communicative
apprehension, fear of negative evaluation, and test anxiety.

- Communicative apprehension occurs when learners have immature
communication skills although they have mature ideas and thoughts. It is a fear
about real communication with others.

- Fear of negative evaluation occurs when L2 learners feel that they are not able to
make the proper social impression. It is an apprehension about others’ evaluation,
avoidance of evaluative situations, and the expectation.

- Test anxiety is an apprehension over academic evaluation. It is a fear of failing in
test situations and an unpleasant experience held consciously or unconsciously by
learners in many situations. It is a type of anxiety concerning apprehension over
academic evaluation which comes from a fear of failure (Horwitz & Young
1991).

Related literature on test anxiety in L2 learning indicates that there are some factors
that have an influence on students’ reactions to language tests. These are perceptions of
test validity, time limit, test techniques, test format, length, testing environment and
clarity of test instructions (Young 1999). Test validity is one of significant factors that
provoke test anxiety. Young (1991) found that students experience anxiety if the test
involves content that was not taught in class. Similarly, Horwitz and Young (1991) noted
that tests in the lack of face validity led to higher anxiety and a negative attitude toward
instruction. Furthermore, Madsen (in Young 1999) investigated the effects of anxiety on
ESL tests and found that high anxiety producing tests were also perceived by students as
less valid.

Time limit is another factor that increases test anxiety and decreases performance. In
a study conducted by Ohata (2005), learners sometimes felt pressured to think that they
had to organize their ideas in a short period of time. Using an inappropriate test technique
is one of the reasons that cause test anxiety. As Young (1991) reported, students felt
anxious when they had studied hours for a test and then they found that question types
with which they had no experience. In the study, it found that learners experienced
anxiety with a particular test format. In addition to the anxiety provoking factors
mentioned above, learners’ capacity, task difficulty, the fear of getting bad grades, and
lack of preparation for a test are the other factors that make learners worried.

Responses by Omaggio Hadley and Terrell offer practical, common sense approaches
to the language anxiety problem. Their suggestions include placing students in pairs or
small groups for oral activities, refraining from putting a student on the spot, and
minimizing error correction in front of the class. Young (1992) points out that the use of
these classroom tactics is in keeping with earlier suggestions put forth by Rardin and
Krashen; that is, they create a positive classroom environment in addition to lowering a
student’s affective filter. While most scholars have argued that foreign language anxiety
impedes learning and performance, Sparks and Ganschow (1991) viewed the issue
differently. They agreed that many language learners experience anxiety, but they did not
believe that it was the cause of language learning difficulty. According to their theory, the



linguistic coding deficit hypothesis (LCDH), native language aptitude is the primary
source of individual differences in language achievement. Thus the anxiety felt by
students is a likely side effect of weaknesses in native language aptitude that are
magnified when working with a foreign language.

The source of impaired second language learning and performance is still up for
debate; some have argued in favour of LCDH (Sparks & Ganschow 1991; Sparks,
Ganschow & Javorsky 2000), while others have claimed there is, in fact, a debilitating
language anxiety (Horwitz 2000; MacIntyre 1995). However, researchers such as Bailey
(1983) and Phillips (1991) have stressed that the mere fact that students experience
anxiety is important in and of itself, regardless of its originating source. “Qualitative
research, for example, suggests that students feel(ing) anxiety matters that it can and will
affect their performance in class and on tests” (Phillips 1991: 2). Investigating solutions
to foreign language anxiety in general, educators have had two options when dealing with
anxious students: “1) They can help them learn to cope with the existing anxiety-
provoking situation, or 2) they can make the learning context less stressful” (Horwitz et
al. 1986: 131). A traditional approach to reducing second language anxiety focuses on
equipping students with metacognitive or coping skills. Educators encourage students to
talk about and work through their feelings of apprehension either with the teacher, other
students, and/or by keeping a diary. Students discuss their attitudes toward language
learning, and educators help dispel myths about the learning process (Campbell & Ortiz
1991). On the other hand, teaching methodologies such as Lozanov’s Suggestopedia,
Terrell and Krashen’s Natural Approach, and Curran’s Community Language Learning
are examples of how some in the profession have tried to improve language learning by
altering the classroom environment to create a low-stress learning atmosphere. Although
foreign language anxiety is still not perfectly understood, it is evident that with rare
exceptions, reducing its presence in the language classroom can only prove beneficial to
students’ language learning experience. Crookall and Oxford (1991) offered several
practical approaches to reducing foreign language anxiety. Some of their suggestions
focused on what instructors could do in the classroom to decrease their students’ levels of
language anxiety. These suggestions included small group work, pair work, games,
simulations, and structured exercises that would alter the communication pattern of the
classroom away from one where most of the interaction is student/teacher-centred or
where one student performs alone for the class while the others observe. The researchers,
however, were quick to point out that these changes may not be enough. They noted that
it is sometimes necessary and beneficial to address the issue of student anxiety directly.
Learner training is the most likely area in which anxiety can be addressed directly. Ellis
and Sinclair (1989) explained that “learner training aims to help learners consider the
factors that affect their learning…. It focuses their attention on the process of learning so
that the emphasis is on how to learn rather than on what to learn” (as cited in Crookall &
Oxford 1991: 144; emphasis original). The idea they proposed was that, just as teachers
receive training on how to teach, students should also receive training on how to learn.
Crookall and Oxford believed that learner training should also include dealing with
anxiety in an explicit and purposeful way. “By helping students to deal with anxiety, we
are  training  them  to  be  better  learners”  (Idem: 145). In order to help instructors and
students address the issue of anxiety, Crookall and Oxford outlined several activities that
could be done in class. In one activity, the “Agony Column,” students are encouraged to
express their feelings about their language learning experience by writing a letter to an
imaginary “Agony Aunt” (such as Dear Abby or Ann Landers). Students then get into



groups  and  review letters  from classmates  who  are  not  part  of  their  group.  They  try  to
think of helpful advice for the author (they play the role of Agony Aunt). Students then
return the original letters, along with the advice, to the author, and the class discusses the
types of concerns expressed in the letters and the advice given. In this way, students not
only realize that their feelings are often shared by others and thus “normal,” but they also
develop coping strategies that will help them better deal with their anxiety. Inasmuch as
the issue of foreign language anxiety needs to be addressed at the level of the individual
student’s perceptions, the teacher’s attitude, and the classroom environment, awareness
and support programs at the institutional level are also key. Powell (1991) reviewed three
support programs that the University of Texas at Austin has developed to help students
deal with language learning difficulties, including anxiety. Students have access to a
foreign language support group and a Learning Skills Centre that sponsors an informal
talk every semester on foreign language study skills. Also, the Department of Germanic
Languages employs a curriculum for lower division classes that includes, as part of the
course, instruction in study skills and effective attitudes toward foreign language learning.
Programs such as these demonstrate how some universities are working to help students
cope with their language anxiety and become better language learners.

4. SUMMARY

While the notion of foreign language anxiety did not develop or gain credibility as
early as some other academic anxieties or affective variables, the concept of language
anxiety is now emerging as valid and worthy of further study. Some of the earlier
difficulties in identifying and demonstrating the existence of second language anxiety
may have been due to ambiguity in the approach. As more work is being done and as the
precision and sensitivity of instruments to measure this type of anxiety is improving,
more observable and consistent evidence is accumulating that supports the view of a
distinct anxiety that affects the language learning experience for many students. Most
research has focused on identifying the issue and exploring its effects, but other studies
have tried to find ways of minimizing the negative effects by using coping strategies. It
seems that when dealing with language anxiety, some of the most practiced methods
centre on awareness. This awareness can be on the part of the instructor, who may try to
minimize the anxiety-provoking aspects of her classroom, or on the part of the student,
who has been equipped with effective coping strategies when faced with such a problem.
Alternatively, the awareness may be on the part of the language program or institution,
which may then offer students support systems designed to address their concerns and
needs. Focusing on the actual source of the anxiety, instead of its symptoms, could prove
an even more effective means of alleviating foreign language anxiety. The study at hand
investigated the use of speech recognition software as a means of altering the traditional
foreign language learning format, thus removing many of the sources of the anxiety while
also examining its viability as a tool for pronunciation improvement.

5. ANXIETY AND MOTIVATION

Although previous findings on anxiety and motivation vary greatly, the possible
opposing effects of anxiety and motivation on behaviours in language learning have
drawn the interest of several authors. For example, Gardner (1992) noticed that
integratively motivated students are less anxious in second language contexts; these



authors therefore hypothesized that perhaps anxiety and motivation are opposite ends of
the same dimension. Noels et al. (1999: 31) also believe that “the more students feel
amotivated, the less effort they will expend and the more anxiety they will feel”. Some
other investigations suggest in a more explicit manner a possible negative relationship
between anxiety and motivation in relation to language learning. For example, Yan
(1998) suggested that the strength of student motivation in general and anxiety were
negatively correlated and a lack of motivation could result in anxious behaviours. These
authors all call for the creation of a favourable, less anxiety-producing atmosphere, one
that instils a positive attitude and offers motivation for language learning. However, most
previous thoughts on the relationship between language anxiety and motivation are based
on observations, rather than empirical evidence. No existing work has examined in-depth
and systematically the way the two constructs are related to each other.

6. METHOD

Participants. A total of 55 Bulgarian students enrolled in English classes participated
in the study. They were in the fourth grade in a primary school in Bulgaria.  Fourth -year
students were selected as being more representative of the target population. Male and
female participants composed male- 49% (n = 27) and female 51% (n = 28) of the
sample, respectively. Their age ranged from 9 to 11. The participants had already taken
four years English classes in the primary school. All participants took part in the general
survey and 25 students took part in an alternative survey after using a different approach
to low the anxiety.

Instruments for data collection.  Four  instruments  were  used  for  this  study:  two
anxiety questionnaires, a motivation questionnaire, and a background questionnaire. The
background questionnaire contained questions about the participants’ age, gender and
years of studying English as a second language. The 33-item Foreign Language
Classroom Anxiety Scale (FLCAS) designed by Horwitz (1986) was used to assess
second language learning anxiety. The original five-point ordinal Likert scale was
changed into a six-point interval scale in order to avoid clustered responses toward the
middle of the scale. In this way, the data could provide more valuable information for
statistical analyses. Responses ranged from 1(“strongly disagree”) to 6 (“strongly agree”),
with the intermediate levels unlabeled. The motivation questionnaire was carefully
adapted from the motivation surveys administered in foreign language settings by
Clément and Kruidenier (1983), Clément (1994) and Ely (1986) Dörnyei, and Noels
(1994) in such a way that the items were deemed concise, explicit and characteristic of
the Bulgarian setting. The respondents were asked to rate each of the 15 statements about
the reasons for English learning on the same 6-point interval scale.  All of the sections
were translated into Bulgarian. In order to examine the accuracy of the translation, the
Bulgarian version of the instrument was evaluated by two Bulgarian -speaking graduate
students who made suggestions regarding comprehensibility and clarity. Then it was
compared to the original English version so that the meanings could be as close as
possible to the English version.

Data collection procedures.  The instrument, requiring about 15 minutes to complete,
was  printed  then  administered  in  the  students’  regular  English  class.  Students  were
informed that their participation was voluntary and were given consent forms to fill in if



they chose to participate in the study. Written instructions accompanying the instrument
were repeated orally. When filling out the questionnaires, students were asked to give
their  opinions  as  frankly  as  they  could;  which  was  crucial  to  the  success  of  this
investigation. After that there was made an experimental approach with the examined
students. Teachers also should introduce all new activities carefully and explain how they
can help students improve their English skills. Motivation levels drop and anxiety levels
go up when students are unsure about how or why they should perform certain language
tasks. Making positive statements about upcoming activities, moreover, is an excellent
way to increase motivation. By saying, “I think you’re really going to enjoy our next
activity,” and meaning it, teachers convey an enthusiasm that is contagious. Following the
same thought I introduced students the next activity after which they needed to fill the
second anxiety questionnaire. The examined students spend the day out of school in the
nature. There they had to take part in role play. Students always enjoy pretending they are
some famous people. Some students had to perform the role of sport journalists and had
to talk about the snail competition conducted by their classmates. Some   students chose
the role of TV reporters and other decided to perform short plays. They were working in
different groups and everyone had to take part in this activity. Here you can see some
pictures of these activities.

Data analysis procedures. The participants demonstrated a wide range of average
anxiety levels.  The top five anxiety statements, which all the highest   values, were:

- “I get nervous and confused when I am speaking in my English class.”
- “I am afraid that the other students will laugh at me when I speak English.”
- “It frightens me when I don’t understand what the teacher is saying in English.”
- “I worry about the consequences of failing my English class
- “In English class, I can get so nervous that I forget things I know”
These items seemed to reflect a generally negative and passive attitude towards the

English course. In Table 1 we can see the results from anxiety questionnaire with their
top ratings. Here we can see how the children voted with answers “Agree” to the
following questions referring the second language classes.

Table 1. Anxiety Levels

Nr. Statements
1 I get nervous when I don’t understand every word the English teacher says. 24
2 I get nervous and confused when I am speaking in my English class. 39
3 I worry about the consequences of failing my English class. 28
4 It embarrasses me to volunteer answers in my English class. 17
5 I start to panic when I have to speak without preparation in English class. 15
6 I always feel that the other students speak English better than I do. 20
7 I tremble when I know that I’m going to be called in English class. 13
8 I get upset when I don’t understand what the teacher is correcting. 12
9 It frightens me when I don’t understand what the teacher is saying in English. 30
10 I get nervous when the English teacher asks questions I haven’t prepared in

advance.
21

11 Even if I am well prepared for English class, I feel anxious about it. 22
12 I can feel my heart pounding when I’m going to be called on in English classes. 22
13 I am afraid that the other students will laugh at me when I speak English. 32
14 In English class, I can get so nervous that I forget things I know. 26
15 I feel more tense and nervous in my English class than in my other classes. 24



From these results we can say that lots of children – nearly 50% of all 55 examined
students – have negative attitude towards English:

- 71% of students get nervous and confused when they speak in English class.
- 58%  are  afraid  that  the  other  students  will  laugh  at  them  when  they  speak

English.
- 54% feel frustrated when they don’t understand what the teacher is saying in

English.
- 51% are worried about the consequences of failing their English class.
- 47% of students get nervous and forget things they know in their English class.
These are the top five statements where the children show the anxiety level which is

high.
Descriptive statistics for the motivation scale indicated that the participants varied in

their overall ratings. The average ratings for the 15 motivation statements varied a lot.
(Table 2) The results also showed that the top five reasons for learning English were: “It
will be helpful for my future career”; “It may make me a more qualified job candidate”; I
want to understand English films/videos, pop music or books/magazines “I may need it to
be admitted to a higher school” I would like to travel to an English-speaking area. The
bottom five reasons were: “I need it for study abroad”; “It helps me understand English-
speaking  people  and  their  way  of  life”;  “I  am  interested  in  English  culture,  history  or
literature”, I have to take the State Language Exam, I can get pleasure from learning
English.   These top and bottom items suggested that  there were patterns in  the way the
respondents were motivated, as the top five  looked instrumental while the bottom three
appeared integrative.

Table 2. Motivation levels

Nr. Statements
1 It will be helpful for my future career. 52
2 I feel English is an important language in the world. 37
3 It may make me a more qualified job candidate. 49
4 I need it to fulfil the university foreign language requirement. 22
5 I may need it to be admitted to a higher school. 39
6 I feel it is mentally challenging. 23
7 I want to understand English films/videos, pop music or books/magazines. 48
8 I can get pleasure from learning English. 20
9 I want to be able to use it with English-speaking people. 27
10 I need it for study abroad. 12
11 I have to take the State Language Exam. 19
12 It helps me understand English-speaking people and their way of life. 16
13 I am interested in English culture, history or literature. 18
14 I would like to travel to an English-speaking area. 37
15 I want to be able to read in English books and magazines. 26

This survey shows that students are have enough motivation in some aspects. For
example:

- 95% of them have high motivation to study English because of their future
carrier.

- 89% think that studying English will rise their opportunity to be a more qualified
job candidate.



- 87% of them want to understand English films/videos, pop music or
books/magazines.

- 71% are enough motivated because they may need it to be admitted to a higher
school.

- 67% want to study English because they would like to travel to an English-
speaking area.

After taking into consideration these results we have to think about what’s the relation
between students’ anxiety and their motivation. Why if students have such a motivation
their anxiety level is too high?

Correlation between proficiency and anxiety. There was a significant relationship
between how anxious the learners were about learning English and their self-rated
English motivation. It is possible that the more anxious they were, the less effective their
learning was. In general, the results suggested that there was no statistically significant
relationship between how anxious students were about English learning and the degree of
their motivation in general. This might be due to the possibility that different types of
motivation had different effect on the students. However, the results of the correlational
analysis with integrative motivation were good which indicated that there was a
moderately weak negative relationship between integrative motivation and anxiety level.
The effect size of the variation in anxiety could be predicted from integrative motivation
level. Specifically, two individual items were found to be significantly negatively
correlated with anxiety: “I would like to travel to an English-speaking area” “I need it for
study abroad”. That means the stronger the desire for opportunities to experience the
target culture, the less anxiety the students were likely to feel. The second questionnaire
about students’ anxiety level, after finishing the experimental task shows other results.
They are much better than the previous ones. (Table 3)

Table 3. Anxiety levels (after the experimental task)

Nr. Statements
1 I get nervous when I don’t understand every word the English teacher says. 12
2 I get nervous and confused when I am speaking in my English class. 15
3 I worry about the consequences of failing my English class. 9
4 It embarrasses me to volunteer answers in my English class. 8
5 I start to panic when I have to speak without preparation in English class. 10
6 I always feel that the other students speak English better than I do. 7
7 I tremble when I know that I’m going to be called in English class. 5
8 I get upset when I don’t understand what the teacher is correcting. 5
9 It frightens me when I don’t understand what the teacher is saying in English. 18
10 I get nervous when the English teacher asks questions I haven’t prepared in

advance.
11

11 Even if I am well prepared for English class, I feel anxious about it. 10
12 I can feel my heart pounding when I’m going to be called on in English classes. 8
13 I am afraid that the other students will laugh at me when I speak English. 14
14 In English class, I can get so nervous that I forget things I know. 5
15 I feel more tense and nervous in my English class than in my other classes. 6

After using strategies for raising student motivation and trying to low student’s
anxiety it’s obvious the results are better. Here the anxiety level is lower than before. In



Table  4  we  can  see  both  results  comparing  the  collected  data.  In  Table  4  we  can  see
clearly that students’ anxiety level is less than before the experiment. Students feel less
frustrated and less nervous before they were in an atmosphere which was pleasant and
relaxing for them. With less effort by their side they achieved much more than before.
Most of the statements show more than 50% reducing the anxiety.

Table 4. Comparing anxiety level before and after the experiment

Nr. Statements Before  After
1 I get nervous when I don’t understand every word the English

teacher says.
24 6

2 I get nervous and confused when I am speaking in my English class. 26 5
3 I worry about the consequences of failing my English class. 32 14
4 It embarrasses me to volunteer answers in my English class. 22 6
5 I start to panic when I have to speak without preparation in English

class.
22 10

6 I always feel that the other students speak English better than I do. 21 11
7 I tremble when I know that I’m going to be called in English class. 80 18
8 I get upset when I don’t understand what the teacher is correcting. 12 5
9 It frightens me when I don’t understand what the teacher is saying in

English.
13 5

10 I get nervous when the English teacher asks questions I haven’t
prepared in advance.

20 7

11 Even if I am well prepared for English class, I feel anxious about it. 15 10
12 I can feel my heart pounding when I’m going to be called on in

English classes.
17 8

13 I am afraid that the other students will laugh at me when I speak
English.

28 9

14 In English class, I can get so nervous that I forget things I know. 39 15
15 I feel more tense and nervous in my English class than in my other

classes.
24 12

7. DISCUSSION

The anxiety level as shown in this study could be reduced or at least it could be not
that high. What is worth noting is the general negative attitude towards English classes as
shown by the top-rated anxiety statements. Nevertheless, the boredom and anxiety
students feel are noteworthy and alarming since involvement in the learning process
conducted in classrooms is crucial to learning effectiveness in foreign language settings.

The motivation level as shown by the analyses was generally high, which was
probably due to a combination of the following factors: the attachment of importance on
the part of the government to English learning; the growing exposure of learners to the
cultures of English-speaking countries; and the increasing awareness on the part of
learners of the potential differences a good command of English can make to their life.

Not surprisingly, the analyses in the above section reveal a significant negative
relationship between anxiety and self-reported proficiency. The more anxious learners
are, the less likely they are to have confidence in themselves and to achieve good learning
results. However, the findings do not confirm previous assumptions of Gardner et al.
(1992), Noels et al. (1999), and Yan (1998) about a general negative correlation between
anxiety and motivation. Nor do they indicate that motivation can result in better learning



achievement. Greater motivation alone does not necessarily contribute to less anxiety in
foreign language classrooms, since language learning is an extremely intricate task,
interacting with a complex network of variables. This does not mean that motivation has
little to do with the anxiety students feel in foreign language classrooms, but that we need
to examine their relationship in more depth. If students learn English for reasons not of
their own choice, these reasons are not very likely to have a positive effect on the learning
process. For example, learning a language because of school requirements stood out as a
factor negatively related not only to learners’ anxiety level but also their proficiency. This
motivation might not help alleviate anxiety in foreign language classrooms; the effect is
in fact the inverse. This corresponds closely to the high test anxiety reported by the
participants in the statement “I worry about the consequences of failing my English
class.” On the other hand, it seems that the more students feel that English learning is a
matter of choice (for example, when they want to be admitted to a higher school) or
enjoyable for them, the more likely they are to be willing to be actively involved in the
learning experience, which will result in less anxiety in the classroom (Gardner et al.
1992; Noels et al. 1999). Particularly, when students have a strong desire to go to
English-speaking countries for travel or study, their anxiety levels are relatively low.

8. CONCLUSION

This study aimed at understanding the extent that anxiety and motivation
affect English learning at Bulgaria’s institutions of primary school learning.
Overall, the results indicated a moderate anxiety level and a moderately high
motivation level, the former being negatively related with the participants’
proficiency. The analysis also suggested that the learners were motivated more
instrumentally than integratively. However, there were differences in the degree
of the impact of the two types of motivation on anxiety: instrumental motivation
in general did not affect how anxious the students were in foreign language
classrooms, except for school requirements which were found to be negatively
correlated with anxiety and admission to a higher school which was positively
correlated with anxiety. School requirements were also found to have a negative
effect on the students’ proficiency. On the other hand, the study demonstrated
that there is a way to reduce student’s anxiety using new strategies, approaches
and ways of enjoyable teaching a foreign language .The more desire students feel
to learn about the target language and culture, the more effort they tend to make
in their English learning, and the less anxious they are in the classroom. Learning
English simply for pragmatic concerns does not necessarily contribute to the
development of a positive attitude towards English courses, while integrative
orientations facilitate the reduction of anxiety learners feel in language
classrooms.

Second language learning is a complex process. Affective factors are interrelated and
may in part be a result of environments at genuine interest and motivation. As pointed out
by Clément and Kuidenier (1983), variations in orientations are determined by the
combined effect of structural factors characterizing the learning situation. Consideration
of specific contexts is crucial to our understanding of the constructs of language anxiety
and motivation.

The conflict between the negative relationship between integrative motivation and
anxiety level and the relatively lower rating of integrative motivation also informs us that



effort should be made in the teaching practice to enhance genuine interest in the target
language and culture in foreign language learning settings. First, foreign language
curricula should be designed in a way that enhances both types of motivation; in
particular, more culturally related materials need to be incorporated. Second, the
implementation of language requirements needs to be revaluated more thoroughly and
carefully as to their actual effect on the learning process. Overall, in the effort of
promoting a greater commitment to language learning, affective factors can be tapped in
such a way that they encourage less anxious, more confident, motivated, and capable
learners.
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ABSTRACT

South East European University (SEEU) was established in 2001 by agreement
between international donors, the government of the Republic of Macedonia and the
local academic community. By a process of flexible use of languages, students have
been encouraged to learn how to communicate effectively in both state languages of
the region as well as in English. SEEU has been closely identified with the
Communicative Language Teaching, which has been seen as an innovation in EFL
teaching. Materials policy, professional development policy, and curriculum have
been all undertaken with the assumption that language is taught communicatively.
However, this radical method change required a different approach to EFL method
policy.

Keywords: EFL teaching, new methods; Communicative approach; Language policy

1. INTRODUCTION

SEEU is now in its eighth year of operation with more than 7000 students and 3000
graduates. From opening its campus in Tetovo in October 2001 it has succeeded in
establishing itself as a quality-led, financially sustainable university now regarded as a
model for multi-ethnic, multi-lingual higher education in South East Europe. Moreover, it
has succeeded in combining the best of European and US experience, continuing to
benefit from academic collaborations. SEEU has reached this position of strength against
a background of political and economic uncertainties in the region. Now SEEU reaches
out both to other institutions in promoting research collaboration, exchange of students
and staff and also to its community. Although SEEU is a new institution, the problem it
seeks to address is not new and is universal: how to ensure access to quality higher
education by under-represented groups in society. This introductory section describes the
foundation of SEEU and how its policies have developed to the point where the first
generations of graduates emerge into the world of employment or further study. The
concept of a ‘flexible approach’ to language use, adopted by SEEU during 2002-2003, as
the policy of ‘flexible use of languages’ dates back to Council of Europe Committee of
Ministers Recommendation R(98)6 concerning modern languages. The Recommendation
promotes the genuine intercultural outlook encouraged by bilingual and bicultural
education, and points to the need for adequate numbers of suitably trained language
teachers. SEEU has faced questions about its policy to develop flexible language use in a
cost-effective way, which is in line with these two Recommendations. Language
teaching, provision of research material, assistance with new teaching methodologies and



assistance with publications were all issues mentioned in the Recommendation. In SEEU
there are operating five faculties with many departments. One of the most important
faculties in this University is the Faculty of Languages, Cultures and communication. In
this Faculty there are five departments, English language and Literature, French language
and Literature, Albanian language and Literature, German language and Literature and
Communication Studies. In the academic year 2009/2010, we will start with a
Department of Applied Languages. The staff is consisted of 75 teachers with all
professional degrees, PhD, MA, MSc, and BA.  The number of students studying in this
Faculty is 600. As an important centre which promotes languages and especially the
English language is the Language Centre that operates with about 4000 students from all
the faculties. All the students studying in SEEU have to get 16 credits from the English
language, which means that they all have to take four English courses with four credits.
After the placement test that is organized at the beginning of their studies, the students are
placed in different levels starting from elementary, and continuing up to ESP and
Advanced Academic English.

2. ENGLISH LANGUAGE AND LITERATURE DEPARTMENT

475 students from Macedonia and from neighbouring countries study English as a
foreign language. There are 15 teachers teaching in this Department both local and
internationals coming from English speaking countries, USA, Great Britain and Ireland.
The English department is leading department in the implementation of new teaching
methods and approaches with a strong emphasis on their practical applications in foreign
language teaching. This work was supervised by Indiana University, which has been a
partner of SEEU from the very beginning. Indiana University also organized and
sponsored professional development opportunities for SEEU teaching staff, offered on
site seminars led by their professionals and facilitated visits to IU campus and student
exchange.

Table 1:  The number of students in the academic year 2007/08

3. THE RESEARCH

I have been teaching in this University since 2002, and my main concern has always
been sociolinguistic aspects of foreign language learning. I conducted a research for three
years with students from this department in the period 2007-08-09. The aim of the
research was to find out how important was mother tongue in foreign language learning,
and how important were the social and cultural factors in EFL learning.  For this purpose
I used two instruments: survey-questionnaire and interview.

Year of studies Albanians Macedonians  Others Total
First Year 148 14 7 169
Second Year 100 16 3 119
Third Year 73 15 1 89
Fourth Year 86 12 98
Total 407 57 11 475



Sample. There were included one hundred students from SEEU. These were students
who voluntarily participated in my research survey. It has been random selection of the
sample. The results were analyzed and interpreted with a quantitative research:

- 88 participants from SEEU were females and 12 males;
- 68 participants from SEEU were Albanians and 32 were Macedonian students.

Survey Procedure. All the students taking part in the experiment were given teacher-
designed questionnaire. This questionnaire was a 10-item multiple-choice test devised to
measure degrees of the role of mother tongue in the English as a foreign language
learning and teaching. Some of the questions were provided with two questions and there
were  questions  from  four  up  to  eight  possible  answers.  From  these  alternatives  the
participants had to select the most appropriate way to respond to that particular situation.
The scoring for this test was based on native-speaker responses to the items.

The questionnaire. The questionnaire contained 10 questions (multiple choice and
open ones), as follows.

Figure 1. Should
Albanian/Macedonian be used in
the classroom?

59% - Yes; 49% - No.
59%

41%

Figure 2. Do you like your teacher
to use Albanian/Macedonian in the
class?

58% - Sometimes; 23% - A little;
18% - Not at all; 1% - A lot.

58%
23%

18%
1%



Figure 3. When do you think it is
necessary to use
Albanian/Macedonian in the
English classroom?

31% - To help define new
vocabulary items; 26% - To
explain difficult concepts / ideas;
17% - To practice the use of
phrases and expressions; 14% -
To explain complex grammar
points; 8% - To give instructions;
4% - To give suggestions on how
to learn more effectively

31%

26%

17%

14%

8% 4%

Figure 4. If you think the use of
Albanian/Macedonian is
necessary in the classroom, why?

59% - It helps me understand
difficult concepts better; 28% - It
helps me understand new
vocabulary items better;
9% - It makes me feel at ease,
comfortable and less stressed; 4%
- I feel less lost

59%
28%

9%
4%

Figure 5. Do you think the use of
Albanian/Macedonian in the
classroom helps you learn this
language?

53% -  A little;  22% -  No; 13% -  A
lot; 12% - Fairly much.

53%

22%

13%

12%



Figure 6. How often do you think
Albanian/Macedonian should be
used in the classroom?

54% - Sometimes; 38% - Rarely;
5% - Never; 3% - Fairly frequent.

54%38%

5% 3%

Figure 7. What percentage of the
time do you think
Albanian/Macedonian should be
used in the class? Choose one.

29% - 5%; 28% - 10%; 17% -
20%; 17% - 30%; 5% - 40%; 1% -
50%.

29%

5%

1%

17%

17%

28%

Figure 8. Do you think that
Albanian/Macedonian and English
are similar?

82% - No; 18% - Yes.

82%

18%



Figure 9. Have you received any
influence from your teachers in
learning English?

75% - Yes; 25% - No.
75%

25%

Figure 10. Does your L1 help you
learn the L2 vocabulary?

78% - Yes; 22% - No.

78%

22%

Observation. In the academic year 2007/08 in the SEEU was implemented the new
method of development of critical thinking through observation process. The university
has sought to implement the system positively, with careful attention to detail and staff
and Faculty requirements.

As one of the observers from the Faculty of Languages, Cultures and Communication
I had a chance to observe 22 classes in academic year 2007/08. From the observed classes
there were12 EFL:

- five native teachers of English;
- seven non-native teachers of English.
In the academic year 2008/09, 9 of the observations were in the EFL classes:
- three non-native teachers of English;
- six native teachers of English.
In the observed classes I realized that teaching was conducted with different methods,

however the EFL classes were most characteristic with the new spirit they were bringing
in teaching.

Communicative Approach. CLT is usually characterized as a broad approach to
teaching, rather than as a teaching method with a clearly defined set of classroom



practices. As such, it is most often defined as a list of general principles or features. One
of the most recognized of these lists is David Nunan’s (1991) five features of CLT:

- An emphasis on learning to communicate through interaction in the target
language.

- The introduction of authentic texts into the learning situation.
- The provision of opportunities for learners to focus, not only on language but also

on the Learning Management process.
- An enhancement of the learner’s own personal experiences as important

contributing elements to classroom learning.
- An attempt to link classroom language learning with language activities outside

the classroom.
I would divide the observed classes in those, where English was taught by native

teachers and in the second group I will put the non-native teachers of EFL.

Figure11. Class activities in
the academic year 2007-2008

1. Pair work: NT – 5; NNT –
7;

2. Games: NT – 2;  NNT – 2;
3. Role play: NT – 3;
4. Information gap: NNT –

3.
0
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3

4

5

6

7

8

1 2 3 4

Figure 12. Class activities in
the academic year 2008-2009

1. Pair work: NT – 3; NNT –
6;

2. Games: NT – 2;  NNT – 2;
3. Role play: NT – 1; NNT –

2;
4. Information gap: NNT –

2.
0

1

2

3

4

5

6

7

1 2 3 4

http://en.wikipedia.org/wiki/David_Nunan
http://en.wikipedia.org/wiki/Learning_Management


Communicative approach is not applied and practiced in the elementary and
secondary schools.  English is still being taught with traditional teacher-centred methods.
Grammar translation method is dominant in our system of education; therefore the
difficulties  appear  when  this  method  has  to  be  implemented  by  someone  who  is  a
reactionary and anti-progressive in teaching. However, the teaching materials, the
assistance from the international staff and all the other relevant factors are a good source
to believe and to hope that progressive ideas about teaching will dominate in our schools
as they do in the South East European University in Tetovo, Macedonia.
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ABSTRACT

It is common knowledge that project work has gained wide acceptance and
teachers have experimented with it in a wide variety of teaching environments
worldwide. Project work offers a powerful methodology for involving students in an
authentic learning experience with language used for genuine communication
purposes. The present work is concerned with the problem of developing students’
creative skills in the course of lectures on English Cultural Studies. The goal of this
investigation is to arrange and explain theoretically and to prove experimentally the
positive influence of project work on the process of students’ creative skills
development.

Keywords: Project work; Cultural studies course; Creative skills

1. INTRODUCTION

Project method is generally recognized by the researchers as one of the most efficient
ones  for  academic  purposes.  There  are  several  grounds  for  it.  First  of  all  it  is  student-
centred, involves their active participating at the classes: offers learners an opportunity to
take a certain responsibility for their own learning, encouraging them to set their own
items, strategies, objectives. Besides it is a rich resource for developing students’
creativity. Students get inspired to carry out their own projects, to submit their projects in
a creative form of presentation before the audience. Each project should reflect individual
student’s unique contributions to the mutual work.

But it is still not clear how this process develops at theoretical classes, lectures, in
particular. The present work is concerned with the problem of developing students’
creative skills in the course of lectures on English Cultural Studies. The purpose of this
investigation is to arrange and explain theoretically and to prove experimentally the
positive influence of project work on the process of students’ creative skills development.

Hypothesis of the research. The research intends to test the preliminary assumption,
which is put forward to account for the modern lecture having sufficient potential for
students’ creative skills development.

Background information. It is generally accepted that a modern lecture should be
based on interaction between students and a lecturer. Therefore a lecturer should possess
a set of interactional and transactional skills which enable him to transmit the information
effectively. Considering culture as an integral part of the interaction between language



and thought students could learn to interpret not only facts and data, but also attitudes and
values.

Moreover, Robinson-Stuart and Nocon (1996) suggested that language learners
undergo culture learning as a “process, that is, as a way of perceiving, interpreting,
feeling, being in the world, … and relating to where one is and who one meets”. Culture
learning is a process of creating shared meaning between cultural representatives. It is
experiential, a process that continues over years of language learning, and penetrates
deeply into one’s patterns of thinking, feeling, and acting (Brown 2000).

The review of the scientific  literature in question reveals the modern tendency in
education − discovery learning, which implies learner’s ability to think in a creative way,
to plan his academic activity independently, to predict possible variants of solving tasks,
to choose appropriate means for this purpose (Hutchinson 1993; Ribe and Vidal 1993).

According to the definition project work is student - centred and driven by the need to
create an end-product. However, it is the route to achieving this end-product that makes
project work so worthwhile. The route to the end-product brings opportunities for
students to develop their confidence and independence and to work together collaborating
on a task which they have defined for themselves and which has not been externally
imposed (Fried-Booth 2002). It can be assumed that projects, carried out by the students
in the course of lectures on English Culture Studies, are correlated with modern
educational approach.

2. METHODS

Theoretical: studying, analysis and synthesis of the scientific, psychological and
pedagogical literature on the research problem;  the system approach.

Empirical: the method of expert estimations; questionnaire.
Methodological basis of the research − theoretical concepts of the following

researchers: I. Lerner, V. Andreev; the theory of intercourse, elaborated by B. Ananjev,
A. Bodalev, and A. Leontjev.

3. RESULTS

The model of developing students’ creative skills includes four steps. The first one –
activating – the lecturer draws the students’ attention to the problem/topic; sets up the
aim; accounts for its significance appealing to data, statements, considerations, situations
etc; activates earlier obtained knowledge and comprehension strategies. The second step
– controversial – he lecturer analyzes different data, statements, considerations, situations
which are opposite to the  ones which have been mentioned before. The third step is the
basic element in the model – project work – which comprises three stages: planning,
carrying out the project and reviewing. Before asking students to search for the
information a teacher should encourage them so that they have a clear purpose and
motivating challenge, or the topic for consideration should be interesting enough to
provide their own motivation. Then, students research, assemble, and compile
information from a range of sources. After that they should decide on the creative form of
presenting the information to the audience. Each group is usually responsible for some
definite period of the English History, so they can present the information on behalf of
the prominent people living in that time. Besides, students decide on their end-product
and a teacher checks that what they choose to do is manageable within the time allocated



to  the  project.  The  students  should  be  able  to  give  a  clear  oral  account  for  at  most  10
minutes. Each group writes its own quiz in order to check other students’ answers
concerning the demonstrated project. Poster displays can be exploited by getting students
to read, and following this up with a quiz to focus on relevant and interesting detail.

The last step – evaluating – the lecturer encourages students to conclude their creative
work and to introduce other problems/ topic which are worth discussing.

The results obtained during the research prove that the students learned to work
independently, improved their creativity, managed to raise their awareness of their own
culture; learned to work in a group, to plan their route of academic activity, to predict
possible ways of solving academic tasks, to choose the appropriate means for that
purpose.

4. DISCUSSION

The obtained data make it reasonable to suppose that modern lecture has sufficient
potential for students’ creative skills development. This kind of work fosters students’
sense of independence and achievement through setting their own goals and working
towards a shared end-product. The experience usually enables students to discover their
strengths in ways which might otherwise not emerge in other activity.

5. CONCLUSIONS

The theoretical significance of the research lies in theoretical analysis of the
opportunity to develop students’ creative skills with the help of a lecture at university.

The practical significance of investigation is in the basis for further studies. The thesis
makes a contribution to the existing debates; its results can be used both at schools and
universities by students and teachers.
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ABSRACT

In the 21st century of globalization reforms and innovations determine the need
for qualified, professional and competent teachers. Future teachers are expecting a
particular challenge. Teaching practice is the best way to acquire and develop all
necessary skills for a future specialist. But the experience indicates a range of
problems: by the beginning of teaching practice students lose their motivation to
work in the field of education; school teachers don’t want to share their teaching
experience with young specialists; teachers are not tolerant to young specialists;
teachers speak a lot about the individual approach in education but are not able to
realize it in terms of encouraging schoolchildren to study a subject (English, in
particular). There is one more obstacle in question. Learning English as a second
language is still a problem of motivation in Russian comprehensive schools. Students,
who are trained to be English teachers, have an abundance of creative ideas that can
help schoolchildren love English and become involved in learning it. Teaching
practice as a type of activity needs changes. While taking collaborative efforts
creative students and experienced school teachers can do a lot to motivate Russian
schoolchildren to get involved in studying English and make progress in learning it.

Keywords: Motivation; Reflective teaching practice; Principals of reflective student
teaching practice; Didactic portfolio

1. THEORATICAL BASIS OF THE RESEARCH

1.1. THEORETICAL AND PRACTICAL IMPORTANCE OF STUDENT
TEACHING PRACTICE

Student teaching practice has the great potential to humanize education, to realize the
main ideas of the person-oriented (learner-centred) approach and is considered to be an
ideal condition for preparation of student teachers. During teaching practice a student
teacher figures out what teaching is and tries to focus on self-development in personal
and professional terms.

Research done by Russian scientists show those discrepancies between modern
requirements of the new educational system and difficulties that student teachers have in
schools can be neutralized by means of programming reflective content of the teaching
practice and using innovative technologies.

The problem of  this  research  paper  can  be  formulated  in  the  form of  the  following
question: What kind of effective tool can we apply to teaching practice to get over the



difficulties student teachers have, to make teaching practice reflective and intensify the
process of their self-development?

Hypothesis of  the  research  is  the  following:  if  a  new project  of  teaching  practice  is
created by means of portfolio, student teachers will get more qualitative results at the end
of their preparation session.

The objective of  the  research  paper  is  to  prove  theoretically  and  empirically  an
opportunity for student teachers to build up their individual track of education studying a
new program of teaching practice based on portfolio.

The following methods are used in the process of the research:
- theoretical: studying, analysis and synthesis of the scientific, psychological and

pedagogical literature on the research problem, the system approach, modelling
- empirical: observation, testing, pedagogical experiment, interpretation.
- statistical: mathematical analysis of data.
Methodological basis of the research include theoretical concepts of the following

researchers: O. A. Abdulina, E. Aurbach, E. V. Bondarevskaya, V. I. Ginetsinskij, N.V.
Kuzmina, E. McDonald, A. I. Malaschenko, A. K. Markova, M. Streich, G. S. Trofimova.

Thus, student teaching practice is considered to be a very important segment of
professional preparation in terms of theoretical and practical research.

2. THE PROBLEM OF MOTIVATION IN COMPREHENSIVE SCHOOLS

Another problem that is in question is students` motivation to learn English in
comprehensive schools. Students say that they want to learn a language, but classroom
practice does not prove it. Students do not show interest in the class. Despite they have
only 3 classes of English a week they do not use every opportunity to learn English. The
majority of children have tutors who teach English for payment at home and the situation
in the classroom leaves much to be desired: children are not organized and do not do their
home task. So, to encourage students to be interested in learning English in the classroom
is not that simple in comprehensive kind of school (compare to gymnasiums or lyceums
where children are motivated when they enter the school because they need to pass exams
to study there).

We are trying to change this problematic situation of low motivation during student
teaching practice. To realize any reforms we need to move from the older teaching
practice model to the newer one, because it is necessary for language student teachers to
think about what they do and how and why they do it. Thus, they will be able to get their
school children involved in learning English in the classroom.

3. THE CONCEPT OF REFLECTIVE PRACTICE

3.1. THE DEFINITION OF REFLECTIVE TEACHING PRACTICE

In reflective practice, the university supervisor, student teachers and school mentors
together apply theory to practice, observe and reflect on the results, and adapt the theory.
Moreover, a new model of reflective practice allows university supervisors, mentors, and
student teachers to consider these questions in a disciplined way.

The teaching practice becomes a kind of laboratory where the student teacher can
relate teaching theory to teaching practice. Reflective practice presupposes a cycle of
theory revision, practice and reflection. This means that it is necessary to create a special



tool to make this cycle work. We suggest using a portfolio as the main concept of
reflective teaching practice (http://www.nclrc.org/essentials/whatteach/reflect.htm).

Reflective teaching practice based on a portfolio gives student teachers an opportunity
to see and understand the track of their self-development, self-realization, and a reflexive
creativity; to feel confident about having an alternative and choosing forms, methods, and
tricks to solve problems student teachers encounter in their professional field; and to
experience what mentorship is and how it helps future teachers of any subject (English in
particular) with their self-development and acquiring all necessary competences in
becoming a teacher.

While modelling teaching practice, it is important to bear in mind the following
conceptual bases: the anthropology, the system, the competence, and the learner-oriented
approaches.

E. V. Bondarevskaya and A. I. Malaschenko determined the goal of teaching practice
was to develop students` readiness for independent study and teaching activity as a part of
humanistic cultural activity and professional development (Bondarevskaya &
Malaschenko 2001).

Further on, the main principals of reflective teaching practice will be described.

3.2. PRINCIPALS OF REFLECTIVE STUDENT TEACHING PRACTICE

In March 1987, the American Association of Higher Education first published “Seven
Principles of Good Practice in Undergraduate Education.” These seven principles are a
meta-analysis of 50 years of research on good teaching principles by Arthur Chickering
and Zelda Gamson. These principles apply to teaching and learning in any environment:
to encourage contact between students and faculty, to develop reciprocity and
cooperation among students, to encourage active learning, to give prompt feedback, to
emphasize time on task, to communicate high expectations, and respect diverse talents
and ways of learning
(http://www.westga.edu/~distance/webct/facultymanual/AfacCommun.html).

Concerning the peculiarities of the student teaching practice environment we suggest
taking into consideration the following principals: humanism, interaction and problem-
solving.

The principal of humanism takes into account individual characteristics of a student
teacher. It helps to keep individual track of collaboration with students and include
individual talks in teaching practice program. A wide range of testing and diagnostic tools
give an opportunity to describe the personal and professional image of a future teacher.

The principal of interaction is based on collaboration and cooperation. An active role
of the university supervisor is replaced by an interactive position of a student teacher. The
university supervisor does not give knowledge but stimulates students to think
independently and becomes a facilitator. A facilitator’s task is different: to provide
student teachers with the things that are needed to make students study and work by
themselves: to work out a new theme, to create a role play, to organize and participate in
group or panel discussions. While participating and taking collaborative efforts at
tutorials and webinars (seminar on the Internet), students discuss vital and topical
problems of education, search for solutions to problems and anticipate problems that
might occur in the future. Group discussions are followed by feedback that every group
gets from each other. They give a presentation of their work and ask additional questions.
Interaction makes a student refer to his (her) experience and a future teacher actualizes



this experience in the atmosphere of empathy, sympathy, understanding, respect, and
freedom of choice.

The principal of problem-solving lets  facilitator  use  as  many  tasks  as  possible  to
intensify the process of acquiring and developing competences.

The principals mentioned above are interconnected and make the system of teachers
teaching function.

4. PORTFOLIO AS A MEANS OF MODELING REFLECTIVE STUDENT
TEACHING PRACTICE

4.1. TEACHING PRACTICE PROGRAM AND A DIDACTIC PORTFOLIO AS
ITS COMPONENT

So, the implementation of teaching practice program is not presentable and effective
without special equipment that we call a didactic portfolio. Let us detail this key notion: a
didactic portfolio.

Didactic means intended to teach people (Longman Exams Coach Dictionary).
An expert on portfolios, Elizabeth Aurbach marks that a portfolio tells one person’s

story, a portfolio is as much a process as a product and a portfolio always includes
reflection. The researcher mentions that published notions about portfolios vary in every
aspect:

- the container,
- the content,
- the format,
- the applicability,
- and purpose

(http://www.westga.edu/~distance/webct/facultymanual/AfacCommun.html).
Reflective practice is aided by the use of a professional portfolio. A teaching portfolio

is a record of a teacher’s classroom performance, development as a teacher, and building
of coherence through reflective practice
(http://www.nclrc.org/essentials/whatteach/portfolio.htm). Properly maintained portfolios
contain student work that assists curricular evaluation, demonstrates individual student
progress, and can be used in student placement.

For us, it comes down to the kind of a didactic portfolio that is made by a supervisor,
or supervisor and a mentor together. This kind of portfolio differs from the one that is
made by a student teacher (a teaching portfolio) but makes future specialists construct,
organize, motivate, project, analyze and create. A didactic portfolio has the following
modules:

a) Baccalaureate (bachelor’s)
Module 1 “Let us get acquainted”
Module 2 “Folio”
Module 3 “Learn your student and yourself”
Module 4 “Recommendations”
Module 5 “Schemes and algorithms”
Module 6 “Pedagogical matryoshka”
Module 7 “Communicative blog”
Module 8 “My pedagogical findings”
Module 9 “Check and evaluate”



Module 10 “Feedback”
b) Master’s

Module 1 “General information”
Module 2 “Scientific literature”
Module 3 “Diagnostic tool”
Module 5 “Methodology”
Module 6 “Analysis of pedagogical ideas”
Module 7 “Pedagogical forum”
Module 8 “My scientific findings”
Module 9 “My professional ‘I’”
Module 10 “Feedback”

A didactic portfolio is a form of individual track of education. If student teachers keep
such kind of track during teaching practice their degree of qualification is proved to be
increased and improved as a result.

The system of portfolio modules, innovative tricks, teaching practice phases, tutorship
and mentorship makes a student teacher get ready for real teaching activity.

5. THE EMPIRICAL BASIS OF THE RESEARCH

5.1. THE PROCESS OF THE EXPERIMENT

The experiment on implementation of reflective teaching practice and a didactic
portfolio was conducted and had 4 stages:

The “probing”. The goal and conditions are determined on this stage. The main idea
of this particular experiment was to prove empirically the importance of changes in
student teaching practice program and significance of portfolio usage. The experiment
has the following tasks:

- to work out a project of the experiment,
- to divide students into 2 groups: control and experimental,
- to carry out a first diagnostic testing,
- to perform the experiment,
- to carry out a second diagnostic testing,
- and to analyze the results and make conclusions.
The experiment was conducted among student teachers in a comprehensive school

where teaching practice was taking place. The experiment had variable and non-variable
conditions.

Non-variable conditions were:
- the same number of people (8 students in a group),
- (approximately) the same level of language and teaching skills,
- students` age,
- the same time frames of teaching practice,
- the same diagnostic tests,
- and one expert.
The variable conditions were the following:
The control group was taught in accordance with traditional way of preparing student

teachers, but the experimental group had a different teaching practice program based on
portfolio technology.



The “noting” of the experiment is connected with the choice of diagnostic tests that
work as criteria of experiment effectiveness. Parameters that are supposed to be
diagnostic method descriptors serve as criteria of student teachers` professional
competence. The following diagnostic methods were used: motivation to succeed (T.
Ehlers), motivation to achieve (E. I. Rogov), and assessment of professional orientation
(E. I. Rogov).

The “forming” of the experiment is the implementation of the program and portfolio
technology. Student teachers of the English language had a range of discussions, role
plays, panel discussions with university tutors and mentors together. They studied a
didactic portfolio very attentively and created their own personal teaching portfolios.
Those forums and conferences intensified the process of students` professional
development and were supposed to be a bridge to mutual understanding between less
experienced students and qualified school teachers. Interactive meetings encourage
student teachers to work with interest and make non-motivated school pupils become
involved in learning English.

The “checking” of the experiment means diagnostic tests that are implemented again.
The Mann-Witney test was used to get relevant results. In general, this non-parametric
test is used to compare two independent samples and involves putting the samples into a
common ranking. The locations of the samples within the common ranking are a measure
of the similarity or difference of the samples. Interpretation of the data is an important
activity at this stage (http://sst-
web.tees.ac.uk/external/U0000504/Notes/DataAnalysis/DistFree/NonParametric.pdf).

5.2. INTERPRETATION OF THE REASEARCH RESULTS

Let us move to interpretation of the observed data (Tables 1, 2).

Table 1. Comparison of average rate value
(control group/ before and after the experiment)

Average  value№ Parameters
Before the experiment After the experiment

1. Motivation to succeed 17.12 18.87
2. Motivation to achieve 120.75 112.87
3. Approval motivation 5.50 4.25
4. Sociability 4.62 5
5. Orderliness 5.25 5
6. Focus on the subject 3.50 2.75
7. Intelligence 6.50 6.50

No noticeable changes were found after the experiment.  One parameter (intelligence)
had increased in the experimental group and this change is the consequence of real school
socialization that develops politeness and tolerance as segments of intelligence.



The two factors (motivation to achieve and approval motivation) had decreased in the
control group. The students under test in the control group were not expected to study
reflective teaching practice program and use a didactic portfolio. Intelligence factor in the
control group had not changed at all compared to the beginning of the experiment.

At the beginning of the experiment, the students of both groups had approximately
the same level of vocational training. But, the majority of factors in the control group
were higher than in the experimental group. At the beginning of the experiment are higher
the following parameters: motivation to achieve and approval motivation focus on a
subject, and intelligence in the control group. As for the experimental group, motivation
to succeed, sociability, orderliness factors were higher. By the end of the experiment, the
parameters of the experimental group mentioned above are still higher compared to the
results of the control group.

Table 2. Comparison of average rate value
(experimental group/ before and after the experiment)

Average  value№ Parameters
Before the experiment After the experiment

1. Motivation to succeed 18 17.75
2. Motivation to achieve 117.12 115.75
3. Approval motivation 4.62 4.37
4. Sociability 5.62 5.25
5. Orderliness 5.87 5. 75
6. Focus on the subject 2.87 2.37
7. Intelligence 4.75 5.62

The situation of teaching practice sometimes contradicts students` expectations.
When they begin to teach it arouses different reactions: interest, success, or anger. Thus,
motivation to succeed is higher in the experimental group at the beginning of the
experiment but decreases by the end of it. A significant fall is observed in the control
group: motivation to achieve is higher at the beginning of the experiment and there is a
significant fall at the end (there is non-significant lowering in the experimental group).
So, a traditional teaching practice program does not orient students to be focused on their
profession, because it makes students aware of teaching forms and methods. It was not
suggested to the students of the control group to keep track of their own education, and
this influenced the results.

Typical teaching practice does not develop students’ personal qualities or their
professional interest. It does not encourage students to be professionally motivated. This
is proved by the fact that approval motivation significantly decreased in the control
group. This parameter decreases in the experimental group but not considerably.

Orderliness decreases at the end of the experiment in both groups, because orderliness
is considered to be the most difficult skill to be developed.

There is no emphasis on teaching students to love and value their future profession.
That is why there are low results for the focus on the subject criterion. It makes us
conclude that there is an acute problem with teacher image and popularity of this
profession in the country in general.

Reflective teaching practice based on a didactic portfolio develops the personal
qualities of a student teacher that can be regarded as a foundation for further development



of professional competence. The most significant shifts are observed in the factor
“intelligence”. This parameter is highly increased in the experimental group as a result of
a new program and portfolio implementation. Intelligence as a diagnostic factor has the
following components: morality, politeness, reflection, discipline, responsiveness,
tolerance, courtesy, and mutual help. The students of the experimental group are proved
by statistics to have acquired these personal features. The intelligence factor is supposed
to be the most important factor in the new teaching practice program. The significant
growth of this factor proves the effectiveness of reflective student teaching practice
program based on a didactic portfolio.

Consequently, a new reflective teaching program based on a didactic portfolio
prepares student teachers for their professional activity and develops such qualities as
morality, politeness, reflection, discipline, responsiveness, tolerance, courtesy, and
mutual help, which can be referred to as  the image of an ideal teacher.
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