
 

 المحاضرة الأولى:

 

 

 

 

 

 

 

 

 

 

Language is a voluntary behavior 
سجٌٍغ  .ضطٛػٟ عٍٛن ٟ٘ 

Language Assumptions 

 ٌغس جلأفطشجػحش

Language is a set of habits, patterns that are common to an entire group speaking 

the language and consistent to large degrees in individuals. 

 ئٌٝ ٚغحذطس ٌغطُٙ ٠طىٍّْٛ وحٍِس ِؿّٛػس ذ١ٓ ِشطشوس ٟ٘ جٌطٟ ىحيٚجلأش جٌؼحدجش، ِٓ ِؿّٛػس ٟ٘ ٍغسجٌ
 جلأفشجد فٟ ور١شز دسؾس

Language as a form of communication is entirely arbitrary in its relation to what is 

communicated. 

 .ضٛط١ٍٙح ٠طُ ذّح ػلالطٙح فٟ ضّحِح ضؼغف١س ٟ٘ جٌطٛجطً ِٓ وشىً جٌٍغس

 

The discipline that studies the nature and use of language 
 جٌٍغس ٚجعطخذجَ ؽر١ؼس ٠ذسط ػٍُ

Linguistics 
 جٌٍغ٠ٛحش

The application of linguistic theories, methods, and findings to the elucidation of 

language problems that have arisen in other domains 
  جٌٍغ٠ٛس جٌّشحوً ٚضٛػ١ف ٚجٌطشق، جٌٍغ٠ٛس ٌٍٕظش٠حش ضطر١ك

 جلأخشٜ جٌّؿحلاش فٟ ظٙشش جٌطٟ

Applied linguistics 
 جٌٍغ٠ٛحش جٌططر١م١س

Speakers‘ ability to produce and understand an unlimited number of utterances, 

including many that are novel and unfamiliar 
  ذّح جٌىلاَ، ِٓ ِكذٚد غ١ش ػذد ٚفُٙ ئٔطحؼ ػٍٝ جٌّطكذغْٛ لذسز

 ِأٌٛف ٚجٌغ١ش جٌشٚج٠س ِٓ جٌؼذ٠ذ رجٌه فٟ

Linguistic competence 
 جٌىفحءز جٌٍغ٠ٛس

The first language learned by a child, usually the language of his/her home 

 ِٕضٌٙح\ ٌغس ِٕضٌٗ ػحدز جٌطفً ضؼٍّٙح جٌطٟ جلأٌٚٝ جٌٍغس
 

First Language 

(native language) 
 جٌٍغس جلأٌٚٝ / جٌٍغس جلأط١ٍس

A language learned subsequent to a speaker‘s native language. 

 )جلأط١ٍس جٌٍغس(جلأَ  جٌّطىٍُ ٌغس ٌغس ذؼذ ضؼٍُ

Second/foreign language 

 جٌٍغس جٌػح١ٔس / جلأؾٕر١س

the gradual development of ability in a first or second language by using it naturally 
in communicative situations. 

  ذشىً لإعطخذجِٙح جٌػح١ٔس أٚ جلأٌٚٝ جٌٍغس فٟ ٌٍمذسز جٌطذس٠ؿٟ ضطٛس

 جٌطٛجط١ٍس جٌكحلاش فٟ ؽر١ؼٟ

Acquisition 

 جلأوطغحخ

The conscious process of accumulating knowledge, in contrast to acquisition. 

 جلاوطغحخ ػىظ ػٍٝ جٌّؼشفس، ضؿ١ّغ ِٓ ٚجػ١س ػ١ٍّس

Learning 

 جٌطؼٍُ



 

 

     Language consists of : ْٛجٌٍغس ضطى ِٓ 

Ways to describe language 

 جٌٍغس ٌٛطف ؽشق

1) Phonology: the study of the sound system of a language 

 .ٌٍغس جٌظٛضٟ جٌٕظحَ دسجعس :) جلأطٛجش ػٍُ( جٌفٌٛٔٛٛؾ١ح 

2) Morphology: the study of the structure of words. 
جٌىٍّحش  )ذ١ٕس( ١٘ىً دسجعس ) جٌظشف ػٍُ( جٌّٛسفٌٛٛؾ١ح  . 

3) Syntax: the sentence structure of the language. Grammar is the set of rules 

governing the use of the language so that people can communicate meaningfully 

and consistently with each other. 
 جعطخذجَ ضكىُ جٌطٟ جٌمٛجػذ ِٓ ِؿّٛػس ٟ٘ جٌٍغس لٛجػذ) جٌؿٍّس ذٕحء ( جٌٍغس فٟ جٌؿٍّس ضشو١د :جٌؿٍّس ذٕحء

 .جٌرؼغ ذؼؼٙح ِغ ٚذحعطّشجس ِؿذ ذشىً جٌطٛجطً ِٓ جٌٕحط ٠طّىٓ قطٝ جٌٍغس

4) Semantics: the study of the meanings communicated through language. 
دسجعس  )جٌىٍّحش ِؼحٟٔ دسجعس( جٌذلاٌس  ػٍُ  .جٌٍغس خلاي ِٓ ضرٍغ جٌطٟ جٌّؼحٟٔ 

 

 

 

 

 

Language teaching approaches 
 جٌٍغس ضذس٠ظ ِٕح٘ؽ

 Grammar-Translation Approach (1 جٌطشؾّس -جٌٍغس لٛجػذ ِٕٙؽ

حششجٌّر جٌّٕٙؽ  2) Direct Approach 

 Reading Approach (3 جٌمشجءز ِٕٙؽ

Audiolingualism ِٕٙؽ   4) Audiolingualism Approach. 

 .Situational Approach (5 .جٌٛػؼٟ جٌّٕٙؽ

 .Cognitive Approach (6 جٌّؼشفٟ جٌّٕٙؽ

 .Affective-Humanistic Approach (7 جٌؼحؽفٟ جلإٔغحٟٔ جٌطٛؾٗ ِٕٙؽ

 .Comprehension-Based Approach (8 .جٌفُٙ ػٍٝ جٌمحتُ جٌّٕٙؽ

 .Communicative Approach (9 جلأضظحلاش ِٕٙؽ

 

 

Instruction is given in the native language of the students. 

 ٌٍطلاخ ) جلأَ ( جلأط١ٍس جٌٍغس فٟ جٌطؼ١ٍّحش ئػطحء

Grammar-Translation  Approach 

 جٌطشؾّس-جٌٍغس لٛجػذ ِٕٙؽ

There is a little use of the target language 

 .جٌٙذف ٌغس ِٓ ل١ًٍ أعطخذجَ

Focus is on grammatical parsing, i.e., the form and inflection of words 

 .جٌىٍّحش ٚضظش٠ف جٌشىً أٞ جٌٕك٠ٛس، جٌمٛجػذ ضك١ًٍ ػٍٝ جٌطشو١ض

 

 

No use of the mother tongue is permitted (i.e.‘ teacher does not need to know the 

students‘ native language). 
 .)ٌٍطلاخ جلأط١ٍس جٌٍغس ِؼشفس ئٌٝ ٠كطحؼ لا جٌّؼٍُ( جلأَ جٌٍغس ذحعطخذجَ ٠غّف لا

 
Direct Approach 

 Lessons begin with dialogues and anecdotes in modern conversational style جٌّرحشش جٌّٕٙؽ

 جٌكذ٠ػس جٌّكحدغس ذأعٍٛخ ٚجٌكىح٠حش ذحٌكٛجسجش جٌذسٚط ضرذأ



 

Actions and pictures are used to make meanings clear. 

 .ٚجػكس جٌّؼحٟٔ ٌؿؼً ٚجٌظٛس جلإؾشجءجش جعطخذجَ

 

 

Only the grammar useful for reading comprehension is taught. 

 جٌّفِٙٛس ٌٍمشجءز جٌّف١ذز جٌٍغس لٛجػذ فمؾ ضذسط

Reading Approach 

 جٌمشجءز ِٕٙؽ

Vocabulary is controlled at first (based on frequency and usefulness) and 
then expanded. 

 ضطٛعغ رٌه ٚذؼذ ) جٌفحتذز ٚػذَ جٌطشد٠ذ أعحط ػٍٝ(   جٌرذج٠س فٟ جٌّفشدجش ضغ١طش

Translation is a respectable classroom procedure. 

 جٌذسجعٟ جٌفظً فٟ ِكطشَ ئؾشجء ٟ٘ جٌطشؾّس

 

Lessons begin with a dialogue. 
 ذحٌكٛجس جٌذسٚط ضرذأ

Audiolingualism Approach 
 Audiolingualismِٕٙؽ  

Mimicry and memorization are used, based on the assumption that language 

is a habit formation 

 ػحدز ضطشىً جٌطٟ ٟ٘ جٌٍغس أْ جفطشجع أعحط ػٍٝ ٚجٌكفع، جٌّكحوحز ضغطخذَ

Grammatical structures are sequenced and rules are taught inductively. 

 جٌمٛج١ٔٓ ٚ جٌّطغٍغٍس ) جٌٕكٛ(  جٌمٛجػذ ضشجو١د ذحٌكع ضذسط

 

 ---------------ٔٙح٠س جٌّكحػشز جلأٌٚٝ                    ---------------

 

 

 

 

 

 

 

 

 

 جٌّكحػشز جٌػح١ٔس

The spoken language is primary. Situational Approach 



 

 جٌظشفٟ جٌّٕٙؽ جٌطكذظ ٘ٛ أعحط جٌٍغس

All languages material is practiced orally before being presented in written 

form (reading and writing are taught  

only after an oral base in lexical and grammatical forms has been 

established). 

 ِّحسعس ؾ١ّغ جٌٍغحش شف٠ٛحً لرً وطحذطٙح

  () جٌمشجءز ٚجٌىطحذس ضذسط ذؼذ ضأع١ظ جٌّٕحرؼ جٌّؼؿ١ّس ٚجٌٕك٠ٛس

Only the target language should be used in the classroom. 

 ضّحسط جٌٍغس فٟ فظٛي دسجع١س فمؾ

 

 

 

 

 

 

 

 

 

 

 

Language learning is viewed as rule acquisition, not habit formation. 

 ٠ٕظش ٌٍغس ئٔٙح لٛجػذ ِىطغرس ، ١ٌٚغص ػحدز ضشى١ً

Cognitive Approach 
 جٌّؼشفٟ جٌّٕٙؽ

Instruction is often individualized; learners are responsible for their own 

learning. 
 .وػ١ش ِٓ جلأق١حْ جٌطؼ١ٍُ فشدٞ ، ٚجٌّطؼ١ٍّٓ ِغإ١ٌٚٓ ػٓ جٌطؼ١ٍُ جٌخحطس ذُٙ

Grammar must be taught but it can be taught deductively (rules first, practice 

later) and/ or inductively (rules can either be stated after practice or left as 

implicit information for the learners to process on their own). 
ذحلاعطذلايضذسط جٌمٛجػذ   

) ضزوش جٌمٛجػذ ذؼذ جٌّّحسعس أٚ ضطشن جٌّؼٍِٛحش  جلاعطٕطحؼ) جٌمٛجػذ أٚلاً ، ٚجٌطذس٠د لاقمحً ( ٚ / أٚ  

ذأٔفغُٙ (ؿس جٌؼ١ّٕس ٌٍّطؼ١ٍّٓ ٌٍّؼحٌ   

 



 

 

 

Respect is emphasized for the individual (each student, the teacher) and for 
his/her feelings. 

 ضإوذ أقطشجَ جٌفشد ) ٌٍطحٌد ٚجٌّؼٍُ ( ٚػٍٝ ِشحػشٖ ٌٙح / ٌٗ
Affective-Humanistic Approach 

 .Communication that is meaningful to learner is emphasized جلأٔغح١ٔٗ جٌؼحؽفس ِٕٙؽ

 ضإوذ أْ جٌطٛجطً ِف١ذ ٌٍّطؼٍُ

Instruction involves much work in pairs and small groups. 

 ضؼ١ٍّحش ضطؼّٓ جٌىػ١ش ِٓ جٌؼًّ فٟ أصٚجؼ ِٚؿّٛػحش طغ١شز

 

 

 

 

 

 

Listening comprehension is very important and is viewed as the basic skill 
that will allow speaking, reading, and writing to develop spontaneously 

over time given the conditions. 

ٚجٌغّحع ٟ٘ ِٙحسز أعحع١س غُ جٌّٙحسجش جلأخشٜ ضأضٟ ضٍمحت١حً  -جٌّٕٙؽ ٠ؼطّذ ػٍٝ جٌغّحع ٚجٌفُٙ 

 ذؼذ٘ح

Comprehension-Based Approach 

فُٙجٌ ػٍٝ جٌمحتُ جٌّٕٙؽ  

Learners should begin by listening to meaningful speech and by responding 

nonverbally in meaningful ways before they 

produce and language themselves. 

٠ؿد ٌٍّطؼ١ٍّٓ جٌرذء ذحلاعطّحع جٌٝ جٌىلاَ جٌٙحدف ٚذشىً لا شفٟٙ ذطشق أعطؿحذس ِؿذ٠س لرً أْ 
  ٠ٕطؿٙح ذٕفغٙح

Learners should not speak until they feel ready to do so; this results in better 

pronunciation than when the learner is forced 
to speak immediately. 

٠ٕرغٟ ٌٍّطؼ١ٍّٓ جٌىلاَ قطٝ ٠شؼشْٚ ذأُٙ ِغطؼذ٠ٓ ذحٌم١حَ ذزٌه ، ٠ٚإدٞ ٘زج ئٌٝ ضكغ١ٓ جٌٕطك  لا

جٌّطؼٍُ ئٌٝ جٌطكذظ فٛسجً ػٕذِح ٠ؼطش   

 

 

 

 

 

 

 



 

 

 

 

 

 

The goal of language teaching is learner‘s ability to communicate in the 

target language. 

س٘ذف ضؼ١ٍُ جٌٍغس ٟ٘ ئِىح١ٔس جٌطٛجطً ذحٌٍغس جلأؾٕر١  

Communicative Approach 

جٌطٛجطٍٟ  جٌّٕٙؽ  

The content of a language course will include semantic notions and social 

functions, not just linguistic structures. 
 ٠ؿد أْ ضكطٛٞ ِٛجد ِٕٙؿ١س ضذي ػٍٝ ِفح١ُ٘ دلا١ٌس ٚٚظحتف أؾطّحػ١س ١ٌٚظ فمؾ ١٘حوً ٌغ٠ٛس

Students regularly work in groups or pair to transfer meaning in situations 
where one person has information that the other(s) lack. 

 ٠ؼًّ جٌطلاخ ؾّحػ١حً أٚ صٚؾ١حً ٌطرحدي جٌّؼٍِٛحش ذ١ُٕٙ ٚذشىً ِٕطظُ

 

Language is rule-governed cognitive behavior (not habit formation). 
  ( جٌؼحدز جٌٍغس ٟ٘ لحػذز ِؼشف١س ٠كىّٙح جٌغٍٛن ) ١ٌٚظ ضشى١ً

Cognitive Approach 
 جٌّٕٙؽ جٌّؼشفٟ

Learning a foreign language is a process of self-realization and of relating 

to other people. 

 ضؼٍُ ٌغس أؾٕر١س ٘ٛ ػ١ٍّس ٌطكم١ك جٌزجش ٚجٌطٛجطً ِغ جٌشؼٛخ جلأخشٜ

Affective-Humanistic Approach 
 ِٕٙؽ جٌؼحؽفس جلأٔغح١ٔس

Language acquisition occurs if and only if the learner comprehends 

meaningful input. 

 ئوطغحخ جٌٍغس ٠كذظ ئرج جٌّطؼٍُ فُٙ جٌّؼٕٝ جٌّؿذٞ

Comprehension Approach 

 جٌّٕٙؽ جٌمحتُ ػٍٝ جٌفُٙ

The purpose of language (and thus the goal of language teaching) is 
communication. 

يجٌغشع ِٓ جٌٍغس ) ٚذحٌطحٌٟ ٘ذف ضؼ١ٍُ جٌٍغس ( ٘ٛ جلإضظح  

Communicative Approach 

 جٌّٕٙؽ جٌطٛجطٍٟ

 

 
 

 

 
 

 

 

 
Approaches, Methods, & Techniques     ِٕح٘ؽ  ٚضم١ٕحش ٚؽشق، 

An approach to language teaching is something that reflects a certain model 

or research paradigm- a theory if you like. 
 ِٕٙؽ ٌطؼ١ٍُ جٌٍغس ٌشٟء ِؼ١ٓ ١ٌؼىظ ّٔٛرؼ ِؼ١ٓ أٚ ذكع ٌٕظش٠س ّٔٛرؼ ئرج أسدش

Approach 

 جٌّٕٙؽ

Is a set of procedures, i.e., a system that spells out rather precisely how to 

teach a language. 

، أٞ ٔظحَ ٠كذد و١ف١س ضؼ١ٍُ جٌٍغس ػٍٝ ٚؾٗ جٌطكذ٠ذ ِؿّٛػس ِٓ جلأؾشجءجش  

Method 
 جلأعٍٛخ

is a classroom device or activity(e.g. imitation and repetition) 

(٘ٛ ٔشحؽ أٚ ؾٙحص جٌفظٛي جٌذسجع١س ) ِػً جٌطم١ٍذ ٚجٌطىشجس   

Technique 

 جٌطم١ٕس

 



 

 

 

Final Thought ٟجٌفىش جٌٕٙحت 

What is the solution for ESL/EFL teacher, given the 

abundance of current and future approaches? The only way to 

make wise decisions is to learn more about the specific 
approaches/methods/techniques available. 

ٚجٌّغطمر١ٍس ؟ٚٔظشجً ٌٛفشز جٌّٕح٘ؽ جٌكح١ٌس  , EFL / ESL ِح٘ٛ جٌكً ٌّؼ١ٍّٓ  

جٌطم١ٕحش جٌّطحقس جٌطش٠مس جٌٛق١ذز لأضخحر لشجسجش قى١ّس ٘ٛ ِؼشفس جٌّض٠ذ ػٓ جٌّٕح٘ؽ جٌخحطس / ٚؽشق   

 

 

 

 

 

 

 

 

There are also three other issues the teacher has to take into consideration to make a good 

decision concerning the choice of an approach or method 
 ( or a combination of both): 

(جٌّؼٍُ ٠أخز ذؼ١ٓ جلأػطرحس ئضخحر لشجس ذشأْ أخط١حس ؾ١ذ ٌٍّٕٙؽ أٚ جلأعٍٛخ أٚ )و١ٍّٙح -ئ٠ؼحً ٕ٘حٌه غلاظ لؼح٠ح ئخشٜ   

1. Assess student‘s needs (why and for what purpose? 

 ضم١١ُ أقط١حؾحش جٌطلاخ ) ٌّحرج ٚلأٞ غشع ( ؟

2. Examine instructional constraints (time, class size, and  materials). 
(دسجعس جٌّؼٛلحش جٌطؼ١ّ١ٍس ) جٌٛلص ، ٚقؿُ جٌظف ، ٚجٌّٛجد   

3. Determine needs, attitudes, and aptitudes of individual 

students to the extent that is possible. 
ٚجٌّٛجلف ٚجعطؼذجدجش جٌطلاخ ذشىً فشدٞ ٌذسؾس ِّىٕس جلاقط١حؾحشضكذ٠ذ   

 

 ٔٙح٠س جٌّكحػشز جٌػح١ٔس

 

 

 

 



 

 

 

 

 

 

 

 

 جٌّكحػشز جٌػحٌػس :

Making errors is inevitable part of learning. 

 .ٌٍطؼٍُ ِٕٗ ِفش لا ؾضء ٘ٛ جلأخطحء طٕغ
Error Analysis  

 جٌخطحء ضك١ًٍ 
Error analysis has yielded insights into L2 acquisition process that have 

stimulated major changes in teaching practices. 
 جٌّّحسعحش جٌطؼ١ّ١ٍس فٟ ورشٜ ضغ١شجش ٚقفضش L2 جلاعطكٛجر ٌؼ١ٍّس غحلرس ٔظشز جٌخطأ جٌطك١ًٍ قمك

 

 

:two major purposesStudying learners‘ errors serve  

 :أفؼً ٌٕكٛ غشػ١ٓ ضخذَ جٌّطؼ١ٍّٓ أخطحء دسجعس

1/ It provides data from which inferences about the nature of the language learning process can be 

made. 

 .جٌطؼٍُ ػ١ٍّس لإضّحَ جٌٍغس ؽر١ؼس قٛي جلاعطٕطحؾحش ِٓ ذ١حٔحش ضٛف١ش

2/ It indicates to teachers and curriculum developers which part of the target language students have 

most difficulty producing correctly and which error types detract most from a learner‘s ability to 

communicate effectively. 

 أٔطحؼ فٟ طؼٛذحش وػشأ طك١ف ذشىً ٌٚذ٠ُٙ جٌّغطٙذفس جٌٍغس ٌطلاخ ؾضء لأٞ جٌذسجع١س جٌّٕح٘ؽ ٚٚجػؼٟ جٌّؼ١ٍّٓ ئٌٝ ٠ش١ش

 فؼحي ذشىً ػٍٝ جٌطٛجطً جٌّطؼٍُ لذسز ِٓ ضكذ جٌطٟ جلأخطحء أٔٛجع

 

 

 

 

 ** ِلاقظس / جٌذوطٛس ٌُ ٠شوض ػٍٝ ٘زٖ جٌٕمحؽ .. ٌٚىٓ ػٍٝ ألً ضمذ٠ش ضىْٛٔٛ ١ٍِّٓ ف١ٙح ....

Among the most common errors are: 

 :ٟ٘ ش١ٛػح جلأوػش جلأخطحء ذ١ٓ ِٓ



 

 

 

 

 

 ** ِلاقظس / جٌذوطٛس ٌُ ٠شوض ػٍٝ ٘زٖ جٌٕمحؽ .. ٌٚىٓ ػٍٝ ألً ضمذ٠ش ضىْٛٔٛ ١ٍِّٓ ف١ٙح...

Causes of errors:   

 :جلأخطحء أعرحخ  

 Language transfer .1 جٌٍغس ٔمً

 Intra lingual factors .2 جٌٍغٛٞ ٔمً

 Transfer of training .3 جٌطذس٠د ٔمً

 Learning strategies .4 جٌطؼٍُ جعطشجض١ؿ١حش

 

1. Omission, addition, substitution, word order 

 Classification of errors جٌىٍّس ضشض١د ، جلإعطرذجي ، جلإغفحي ، جلإػحفس

 Errors of phonology, morphology, syntax, and vocabulary .2 جلأخطحء ضظ١ٕف

 ٚجٌّفشدجش جٌٕكٛ، جٌظشف، ػٍُ جلأطٛجش، ػٍُ أخطحء

 

1. Stressing on learner‘s errors 

 جٌّطؼٍُ أخطحء ػٍٝ جٌؼغؾ
 

 

Shortcomings of Error Analysis 

 جلأخطحء ٌطك١ًٍ جٌمظٛس أٚؾٗ

 

 

2. Overstressing of production data 

 جلإٔطحؼ ذر١حٔحش جٌؼغؾ ص٠حدز

3. Focusing on specific language rather than 

viewing universal aspects of languages 

 جٌٍغحش ٌؿٛجٔد جٌٕظش ػح١ٌّس ِٓ ذذلا ِؼ١ٕس ٌغس ػٍٝ جٌطشو١ض

 

 Omitting grammatical morphemes جٌٕك٠ٛس جٌىٍّحش ئّ٘حي

 Double marking جٌّضدٚؾس جٌؼلاِحش

 Regularizing rules جلأٔطظحَ لٛجػذ

 Using two or more forms in random alternation ذحٌطٕحٚخ جٌؼشٛجت١س جلأشىحي ِٓ أوػش أٚ جغ١ٕٓ جعطخذجَ

 misordering Misordering itemsذٕٛد 

Error analysis studies claim that the majority of 

learner‘s errors were intra lingual 

(caused by the structure of L2)  

rather than intra lingual 

(Caused by L1 transfer) 

 

Findings of Error Analysis Studies 

 جلأخطحء ضك١ًٍ دسجعحش ٔطحتؽ

 

 

 

 وحٔص جٌّطؼٍُ أخطحء ِؼظُ ذأْ ٠ذػٝ جٌخطأ ضك١ًٍ دسجعحش

 جٌٍغحْ دجخً

 (  ١٘L2ىً ػٓ جٌٕحؾّس  ( 

 ِٓ  ٚذذلا

 interlangual ًجٌٕحؾّس ػٓ ٔم (L1 ) 



 

 ٔٙح٠س جٌّكحػشز جٌػحٌػس

 جٌّكحػشز جٌشجذؼس :

is the type of language produced by second language 

learners who are in the process of learning language. It refers to a system 

that has a structurally intermediate status between the native language and 

the target language 

س جٌػح١ٔس جٌز٠ٓ ُ٘ فٟ ػ١ٍّس جٌطؼٍُ ٠ٚش١ش ئٌٝ ٔظحَ ١٘ىٍٟ ٟ٘ ٔٛع ِٓ جٌٍغس جٌطٟ ٠ٕطؿٙح ِطؼٍّٟ جٌٍغ

 ٚع١ؾ ذ١ٓ جٌٍغس جلأط١ٍس ٌٚغس جٌٙذف

Inter language 

 جٌٍغس جٌّشطشوس

 

1. Limited knowledge of the target language 

 ِؼشفس ِكذٚدز ٌٍغس جٌٙذف

Interlanguage Sources 

 جٌؿٍّس ٌغس ِظحدس

 

2. Knowledge about the native language 

 ِؼشفس جٌٍغس جلأط١ٍس

3. Knowledge about the communicative function of the language 

 ِؼشفس جٌٛظ١فس جٌطٛجط١ٍس ٌٍغس

4. Knowledge about the language in general 

 ِؼشفس جٌٍغس ذشىً ػحَ

5. Knowledge about life, human beings, and cultures 

 ػٓ جٌك١حز ٚجٌرشش ، ٚجٌػمحفحشِؼشفس 

 

 

 

 

 ** ِلاقظس / جٌذوطٛس ٌُ ٠شوض ػٍٝ ٘زٖ جٌٕمحؽ .. ٌٚىٓ ػٍٝ ألً ضمذ٠ش ضىْٛٔٛ ١ٍِّٓ ف١ٙح

The Main Premises of Interlanguage Theory 

 جٌّشطشوس جٌٍغس ٌٕظش٠س ست١غ١ٗ ِٕطم١س ِمذِحش
جٌّطؼ١ٍّٓ  وفحءز جٌّطؼٍُ أٔطمح١ٌس . ٔط١ؿس ٌٕفحر٠س

 .٠ٕمف ذغشػس ٔظحَ جٌٍغس جٌؼح١ٌّس

3/  The learner‘s competence is transitional. As a result of the permeability 

of an interlanguage system learners rapidly revise it. 

ضّش ِٓ خلاي ػذد ِٓ جٌّشجقً فٟ ػ١ٍّس 

 أوطغحخ ٌغس جٌٙذف

They pass through a number of stages in the process of acquiring the 

target language. 
 .‘Each stage constitutes ‗an interlanguage – transitional competence أخطظحص جلأٔطمح١ٌس  –وً ِشقٍس ٠شىً " ٌغس ػح١ٌّس 

جٌّشجقً ١ٌغص ِٕفظٍٗ ٌٚىٕٙح ضطذجخً لأْ وً ؾضء 

 ِغطّشِٖٓ جٌٍغس جٌؼح١ٌّس ٠خؼغ ٌّشجؾؼس 
These stages are not discrete but overlap because every part of an 

interlanguage is subject to a constant revision. 

 

 

 

 



 

 

 

 

 

 

 

 najd111جٌٍٟ روشضٙح ٌٕح  3** ٘زٖ جٌٕمطس سلُ 

The Main Premises of Interlanguage Theory 

 جٌّشطشوس جٌٍغس ٌٕظش٠س ست١غ١ٗ ِٕطم١س ِمذِحش

 .The learner‘s competence is variable  /4 وفحءز جٌّطؼٍُ ٟ٘ ِطغ١شز

 At any one stage of لأٞ ِشقٍس ٚجقذز ٌططٛس أٔطحؼ جٌٍغس ١ٌىشف جٌطرح٠ٓ جٌّٕٙؿٟ

development the language 

produced will display systematic variability. 

شز ٚجٌطٟ ضطىْٛ ِٓ أسضرحؽ  ٘زج جٌطرح٠ٓ ٠ؼىظ شىً ٚظ١فس ِرحش

 جٌمٛجػذ ٌط١ّٕس ِشقٍس جٌّطؼٍُ فٟ رٌه

This variability reflects the 

particular form—function 

correlation which comprise the rules of the 

learner‘s grammar at that stage of development. 

 

 

 

 

 

 

 

 

 

 najd111جٌٍٟ روشضٙح ٌٕح   4** ٘زٖ جٌٕمطس سلُ 

The Main Premises of Interlanguage Theory 

 جٌّشطشوس جٌٍغس ٌٕظش٠س ست١غ١ٗ ِٕطم١س ِمذِحش

  (Interlanguage systems may fossilize7 ضكؿ١ش ٔظحَ جٌٍغس
جٌطكؿ١ش ضش١ش ئٌٝ ضؿحٖ جٌؼذ٠ذ ِٓ 

 جٌّطؼ١ٍّٓ ٌٛلف جٌٍغس ئضؿحٖ ٌغس جٌٙذف
Fossilization refers to the tendency of many learners to stop 

developing their interlanguage grammar in the direction of the 



 

target language. 
 Instead they reach a plateau beyond which they do not progress أْ ضظً جٌٝ ٘ؼرٗ ذذلا ِٓ لا ضطمذَ

ٕ٘حن لذ ٠ىْٛ ٘زج جٌطٛجطً لأْ ١ٌغص 

 قحؾس ٌّض٠ذ ِٓ جٌطط٠ٛش
This may be because there is no communicative need for further 

development 
ذذلاً ِٓ رٌه ، لذ ٠ىْٛ ِٓ أخطظحص 

٘ٛ جٌّغطك١ً جٌؼظر١س   L2وحًِ لأْ فٟ 

 جٌٍغ٠ٛس ٌّؼظُ جٌّطؼ١ٍّٓ

Alternatively, it may be because full competence in a L2 is 

neurolinguistically impossible for most learners 

 is a unique feature of interlanguage systems Fossilization جٌطكؿش ٘ٛ عّٗ فش٠ذز ِٓ أٔظّس ٌغس جٌؿٍّس 

 

 

 

 

 

 

. 

 

 najd111جٌٍٟ روشضٙح ٌٕح   7** ٘زٖ جٌٕمطس سلُ 

          The development of Interlanguage  

 جٌّشطشوس جٌٍغس ضط٠ٛش
Interfering; inter lingual transfer from L1; borrowing 

patterns from the native language 

 ، أّٔحؽ جلألطشجع ِٓ جٌٍغس جلأَ L1جٌطذخً ، ٚٔمً ذ١ٓ جٌٍغحش ِٓ 

1. Language transfer 

 ٔمً جٌٍغس

Some elements of the interlanguage may result from 

specific features of the learning 

 ذؼغ ػٕحطش جٌٍغس فٟ ؾٍّس لذ ضٕؿُ ػٓ عّحش ِكذدٖ ٌٍطؼٍُ 

2. Transfer of training 

 ٔمً جٌطذس٠د

These strategies are part of the context of learning; 

resulting from a specific approach to the material 

to be learned 

٘زٖ جلأعطشجض١ؿ١حش ٟ٘ ؾضء ِٓ ع١حق جٌطؼٍُ ، جٌٕحؾُ ػٓ ٔٙؽ ِكذد ٌٍّٛجد 

 جٌطٟ ٠ّىٓ جعطخلاطٙح

3. Strategies of second language learning 

 جعطشجضؿ١حش ضؼٍُ جٌٍغس جٌػح١ٔس

 

expressing meanings using the words and grammar which 

are already known by a learner with limited knowledge of 

the target language 

جٌطؼر١ش ػٓ جٌّؼحٟٔ ذاعطخذجَ جٌىٍّحش ٚجٌمٛجػذ جٌطٟ ٟ٘ ِؼشٚفٗ ذحٌفؼً ِٓ 

 لرً جٌّطؼٍُ ِغ جٌّؼشفس جٌّكذٚدٖ ٌٍغس جٌٙذف

4. Communication strategies 

 جعطشجضؿ١حش جلأضظحي

The extension of using grammatical rules beyond its 

expected uses 

 ضّذ٠ذ أعطخذجَ جٌمٛجػذ جٌٕك٠ٛس ضطؿحٚص جٌّطٛلغ

5. Overgeneralization 

 



 

 

 

 

 

has been fluid, constantly changing, and 

  incorporating new ideas 

 وحٔص جٌٍغس وحٌغحتٍس  ، ٚضطغ١ش ذاعطّشجس ، ٚضذِؽ جلأفىحس جٌؿذ٠ذٖ
Interlanguage 

 ضؼش٠ف

 
It played a crucial role in the transformation of thinking, prediction 

and understanding the process of second language learning 

 ٌؼد دٚسجً قحعّحً فٟ ضك٠ًٛ جٌطٕرإ ٚجٌطفى١ش ٚجٌفُٙ ٚػ١ٍّس ضؼٍُ ٌٍغس جٌػح١ٔس

 

 

 ٔٙح٠س جٌّكحػشز جٌشجذؼس

 

 

 

 

 

 

 

 

 جٌّكحػشز جٌخحِغس :

 

Krashen‘s theory constitutes of a set of five basic hypotheses: 

 :ٟ٘ أعحع١س فشػ١حش ذخّظ ِؿّٛػس ٌطشى١ً وشجشٓ ٔظش٠س

 The Acquisition – Learning Hypothesis .1 جٌطؼٍُ فشػ١س - جوطغحخ

 The Monitor Hypothesis .2 جٌفشػ١س ِشجلرٗ

 The Natural-Order Hypothesis .3 جٌطر١ؼٟ جلأِش فشػ١س

 The Input Hypothesis .4 جٌفشػ١س ئدخحي

 The Affective Filter Hypothesis .5 جٌفشػ١س ضظف١س أغش

 

 



 

 ** ِلاقظس : جٌخّـظ فشػ١حش ضكفع ِغ ضؼحس٠فُٙ ،، ٕٚٔظف ذّشح٘ذز أعثٍس عحذمس ٌٙزٖ جٌفشػ١حش

Krashen maintained that adult second language learners have 

at their deposal two distinct and independent ways of 

developing competence in a second language 

 ٌطط٠ٛش ِٚغطمً ِط١ّض عر١ٍ١ٓ ٌُٙ جٌػح١ٔس جٌٍغس ِطؼٍّٟ ورحس أْ ػٍٝ وشجشٓ أقطفع

 غح١ٔس ٌٍغس جٌىفحءز

 

 

The Acquisition-Learning Hypothesis 

 فشػ١س ئوطغحخ جٌطؼٍُ

 

 

 

 

 

 

it is a subconscious process identical in all important ways to the process children 

utilize in acquiring their first language 
 جلأٌٚٝ ٌغطُٙ أوطغحخ فٟ جلأؽفحي ئعطفحدز ٌؼ١ٍّس جٌّّٙس جٌطشق ؾ١ّغ فٟ ِططحذمس لاٚػٟ ػ١ٍّس ٘ٝ

Acquisition1/   

 جلاوطغحخ

Acquisition comes about through meaningful interaction in a natural 

communication setting 

 جٌطر١ؼ١س جلاضظحلاش قحٌس ٌٛػغ جٌؿحد جٌطفحػً خلاي ِٓ جلإوطغحخ ٠أضٝ

Speakers are not concerned with form, but with meaning 

 جٌّؼٕٝ ِغ ٌٚىٓ ، جٌظ١غس ِغ ِؼ١١ٕٓ غ١ش جٌّطكذغْٛ

There is no explicit concern with error detection and correction 

 ٚجٌطظك١ف جٌخطأ ػٓ ذحٌىشف ٚجػف لٍك ٕ٘حن ١ٌظ

 

A conscious process that results in (knowing about) Language 

 جٌٍغس ) قٛي جٌّؼشفس( ٔط١ؿس  ٚجػ١س ػ١ٍّس

Learning2/   

 جٌطؼٍُ

Formal rules and feedback provide the basis for language instruction 

 جٌٍغس ٌطؼ١ٍُ جلأعحط ضٛفش جٌفؼً ٚسدٚد جٌشع١ّس جٌمٛجػذ

Error detection and correction are central, as is typically the case in classroom 

setting 

 جٌذسجع١س جٌفظٛي ئػذجد قحٌس فٟ وّح ، ست١غ١ٗ ٟ٘ جٌخطأ ٚضظك١ف وشف

 ** ِلاقظس  : لاذذ ِٓ قفع ٚ ِؼشفس جٌفشٚق ذ١ٓ جلأوطغحخ ٚجٌطؼٍُ ...

Does learning become acquisition? 

 Question ؟جوطغحخ ٠ظرف جٌطؼٍُ ً٘

 ‖According to krashen  ―learning does not turn into acquisition عــإجي

 "جوطغحخ ئٌٝ ٠طكٛي لا جٌطؼٍُ" ٌىشجشٓ ٚٚفمح

 

 

 

 



 

Can adults acquire a language as children do? 

 جلاؽفحي؟ وّح جٌٍغس جٌرحٌغ١ٓ أوطغحخ ٠ّىٓ ً٘

Question 

 عــإجي

Yes, Krashen argued, adults have access to the same Language Acquisition Device ( 

LAD ) that children use in acquiring their first language 

 ٠غطخذِٗ جٌزٞ  (LAD)جٌٍغس  جوطغحخ ؾٙحص ٔفظ ئٌٝ ٌٍٛطٛي ؽش٠مس ٌذ٠ُٙ جٌرحٌغ١ٓ - ٔؼُ – وشجشٓ لحي

 جلأٌٚٝ ٌغطُٙ ػٍٝ ٌٍكظٛي جلأؽفحي

 

( LAD ) ? 
What is the meaning 

 ِح ِؼٕـــٝ
Language Acquisition Device 

 جٌٍغس جوطغحخؾٙحص 

 

The Monitor Hypothesis  

 جٌفشػ١س ِشجلرٗ

is the mental editor 

 Monitor جٌؼمٍٟ جٌّكشس ٘ٛ

 جٌّشجلد

 )ضؼش٠ف( 
is the part of the learner‘s internal system that appears to 

be responsible for conscious linguistic processing 

 جٌٛجػ١س جٌٍغ٠ٛس جٌّؼحٌؿس ػٍٝ جٌّغث١ٌٛٓ ٠ظٙش جٌزٜ جٌذجخٍٟ جٌطؼٍُ ٔظحَ ِٓ ؾضء ٘ٛ

 

 

 

 

 

There are two functions of the Monitor 

 جٌّشجلرٗ ِٙحَ ِٓ ٔٛػحْ ٕ٘حن

2. In production 

 فٟ جلإخـشجؼ

1. In reception 

 جلأعطمرحيفٟ 

 

Three conditions for Monitor use: 

 جٌّشجلرس لاعطخذجَ ششٚؽ غلاغس

 جٌٛلص -1

 لٛجػذ ٚجعطخذجَ جٌطفى١ش أؾً ِٓ

 جٌٛلص ٠كطحؼ ئٌٝ جٌػح١ٔس جٌٍغس ِٚطؼٍُ فؼحي، ذشىً ٚجػ١س

Time-1 

In order to think about and use conscious rules effectively, a 

second language learner needs to have time 

 جٌطشو١ض ػٍٝ جٌظ١غس -2

 فٟ جٌطفى١ش أٚ - جٌظ١غس ضشوض ػٍٝ أْ ٠ؿد أ٠ؼح

 ِفِٙٛس ؽش٠مس ػرش سعحٌٗ ػٍٝ جٌطظك١ف ٌٍكظٛي

  ٌٍّغطّغ

Focus on form-2 

The performer must also be focused on form, or thinking 

about correctness to get his message across in an 

understandable way to the listener(s) 

 ِؼشفس جٌمحػذز -3

 لا جٌّطؼٍُ( جٌمٛجػذ ضؼشف ٌُ ئرج .ؾذج ٘حتً ششؽ ٘ٛ ٘زج

 ِغطخذِح أٚ ِف١ذج ٠ىْٛ لا فاْ جٌّشجلد ،)جٌمحػذز ٠ؼشف

Know the rule -3 

This is very formidable requirement. If rules are not known 

(learner does not know the rule), the Monitor will not be 

helpful or used. 

 



 

 

 

 

 

There are three types of Monitor users 

 سطذ جٌّغطخذ١ِٓ ِٓ أٔٛجع غلاغس ٕ٘حن

users-1. Monitor over 

 سطذ أوػش ٌٍّشجلر١ٓ

 

(The results) جٌٕطحتـؽ        

a. They may speak hesitantly 

 ذطشدد ٠طكذغْٛ لذ .أ

b. No fluency 

 ؽلالس ذذْٚ .خ

Those are people who attempt to monitor all the time and 

constantly checking their output 

 ٚذاعطّشجس ٌٍّشجؾؼس ٚلص وً ِشجلرس ٠كحٌْٚٛ جٌز٠ٓ ٌلأشخحص ٟ٘ ضٍه

 

users:-2. Monitor under 

 ِشجلرس ألً ٌٍّغطخذ١ِٓ

(The results) جٌٕطحتـؽ          

 

a. They are not influenced by error 

correction 

 جٌخطحء ضظك١ف ِٓ ضطأغش لا .أ

 

b. They do not sound right/correct. 

 طك١كس / طٛجخ ضرذٚ لا أٔٙح .خ

 

 

Those are people who have not 

learned, who prefer not to use their monitor even if they 

have all the conditions  

(time, focus on form, knowing rules) 

 

 ٌٛ قطٝ جعطخذجَ ِشجلرس ػذَ ٠فؼٍْٛ جٌز٠ٓ ٠طؼٍّٛج، ٌُ جٌز٠ٓ ٌلأشخحص ٟ٘ ضٍه

 جٌششٚؽ ؾ١ّغ ٌذ٠ُٙ

 (جٌٕطحتؽ ِٚؼشفس -جٌظ١غس ػٍٝ جٌطشو١ض ٚ -جٌٛلص( 

 

 

 

 

3. The optimal Monitor users 

 ِشجلرس أِػً ٌٍّغطخذ١ِـٓ

(The results) جٌٕطحتـؽ           

 

a. Better communicators 

 ٌلأضظحلاش أفؼً .أ

 

b. More accuracy 

 دلس أوػش.خ

Those are people who use the monitor when it is appropriate 

and when it does not interfere with communication 

 

 لا ِلاتّٗ ٚػٕذِح ضىْٛ ػٕذِح جٌّشجلرس ٠غطخذِْٛ جٌز٠ٓ ٌلأشخحص ٟ٘ ضٍه

 جٌّؼٍِٛحش ضرحدي فٟ ضطؼحسخ

 

 



 

Adult vs. child differences in using the Monitor 

 جٌطفً ِمحذً جٌىرحس ِشجلرس جعطخذجَ فٟ جلإخطلافحش

2. Krashen argues that adults are faster language 

learners in the initial stages, but young children out-

perform adults with more time 

 

 جلأٌٚٝ، جٌّشجقً فٟ جٌٍغس ٌّطؼٍّٟ أعشع ُ٘ جٌىرحس ذأْ وشجشٓ ٔحلش

 جٌٛلص ِٓ ِض٠ذ ِٓ ٠ؼحْٔٛ جٌز٠ٓ جٌرحٌغ١ٓ أدجء خحسؼ جلأؽفحي  ٌٚىٓ

 

1. Children are thought to be superior language 

learners, because they do not use the monitor and 

are not as inhibited as older learners 

 

 ٠غطخذِْٛ لا لأُٔٙ ، جٌٍغس ِطؼٍّٟ جٌّطفٛلٝ جلأؽفحي أْ ٠ٚؼطمذ

 وّطؼ١ٍّٓ جٌىرص ٚػذَ جٌّشجلرس

 

 

 ٔٙح٠س جٌّكحػشز جٌخحِغـس :

 

 

 جٌّكحػشز جٌغحدعـــس :

Krashen argued that ―we acquire the rules of language in a 

predictable order, some rules tending to come early and others 

late 

 ٌطأضٟ جٌمٛجػذ ذؼغ ض١ًّ ، "ضشض١د فٟ جٌٍغس لٛجػذ ذاوطغحخ جٌطٕرإ ٠ّىٓ" وشجشٓ لحي

 خشِطأ ٚلص فٟ ٚغ١شُ٘ ِرىش ٚلص فٟ

 

Natural Order hypothesis 

 فشػ١س جلأِش جٌطر١ؼٟ

 )ضؼش٠ف( 

The order does not appear to be determined solely by formal 

simplicity and there is evidence that it is independent of the order 

in which rules are taught in language classes‖ 

 ِغطمً أٔٗ ػٍٝ أدٌس ٕٚ٘حن جٌشع١ّس جٌرغحؽس ضكذ٠ذ ؽش٠ك ػٓ فمؾ ٠ظٙش لا جٌطشض١د

 ." جٌظفٛف فٟ جٌٍغس لٛجػذ ضذس٠ظ ضشض١د  ػٓ

Those, as krashen argued, whose exposure to second language is 

nearly outside of language classes do not show a different order 

of acquisition from those who have had most of their second 

language experience in the classroom 

 لا جٌطٝ جٌٍغس دسٚط خحسؼ ضمش٠رح ٘ٛ جٌػح١ٔس جٌٍغس ٚجؾٙس ،جٌزٞ وشجشٓ لحي وّح ٘زٖ،

 فٟ غح١ٔس ٌٍغس خرشجش أوػش ٌذ٠ُٙ جٌز٠ٓ أٌٚثه جوطغحخ ِٓ جٌّخطٍف جٌطشض١د ضظٙش

 جٌفظٛي جٌذسجعٟ

 

 

 

 

 

 

 

 



 

This hypothesis postulates that ―humans acquire language in only one 

way--- by understanding messages or by receiving ‗comprehensible 

input‘….. 

  جٌشعحٌس فُٙ ؽش٠ك ػٓ -- فمؾ ٚجقذ جضؿحٖ فٟ جٌٍغس جٌرشش جوطغحخ" أْ جٌفشػ١س ضفطشع

 ...." ِفِٙٛس ِذخلاش "ضٍمٟ خلاي ِٓ ،أٚ
 

The Input Hypothesis 

 We move from i = our current level, to i + 1 = the next level, by جٌفشػ١س ِذخلاش

understanding input containing i + 1 

جٌّغطٜٛ جٌطحٌٟ ِٓ خلاي فُٙ ِؼّْٛ   i + 1 =جٌٝ جٌكحٌٟ، ِغطٛجٔح =  iٕٔطمً ِٓ 

 i + 1جٌّذخلاش 

 

 

 

 

 

 

 

 

 

 

 

Some lines of evidence for the Input Hypothesis 

 ذؼغ خطٛؽ ِٓ جلأدٌس ٌفشػ١س جٌّذخلاش

 جٌظّص فطشز  /1
 ٠غطف١ذْٚ جٌّطؼ١ٍّٓ ذأْ وشجشٓ ؾحدي جٌظحِطس، جٌفطشز فٟ

 ، ضرٕٝ جٌىفحءز ٚذّؿشد ٠طٍمٛٔٙح جٌطٟ جٌّفِٙٛس جٌّذخلاش ِٓ
 جٌىلاَ ٠رشص

1. The silent period 

In the silent period, Krashen argued that learners are making 

use of the comprehensible input they receive. Once competence 

has been built up, speech emerges 

 ٠أضْٛ جٌز٠ٓ جلأؽفحي ٌرؼغ ضكذظ جٌظح٘شز ٌٛقظص

 ٌفطشز ؾذ٠ذز، ٚطحِص ٌٍغس ٠طؼشع ق١ع ؾذ٠ذ ٌرٍذ

 جٌّكطًّ ِٓ جٌٛلص، رٌه ٚخلاي .جٌضِٓ ِٓ ؽ٠ٍٛس

 جلاعطّحع خلاي جٌٍغسِٓ فٟ وفحءضُٙ ٠رْٕٛ

The phenomenon has been observed to occur in some children 

who come to a new country where that are exposed to a new 

language, and are silent for a long period of time. During that 

time, they are presumably building up their competence in the 

language by 

listening 

 ٟ٘ ....... ذ١ٕٙح ِٓ ػٛجًِ ٌؼذز جٌظّص فطشز ٠ٚشؾغ

 .)جٌفشد٠س جٌفشٚق ٚجٌشخظ١س، جٌمٍك،( 

The silent period can be attributed to many factors…….among 

them are  

(anxiety, personality, individual differences) 

 

 

 



 

 

 

 

 

 

Some lines of evidence for the Input Hypothesis 

 ذؼغ خطٛؽ ِٓ جلأدٌس ٌفشػ١س جٌّذخلاش

 جٌؼّش / أخطلافحش2

 

 جٌّشجقً فٟ عشػس أورش جلألذَ جلأوطغحخ وشجشٓ قحفع

 ٌظغحس ِفِٙٛس  ِذخلاش ػٍٝ ٌٍكظٛي جلأٌٚٝ

 ِؼشفطُٙ جٌّطؼ١ٍّٓ جٌغٓ ورحس لأْ ..... ٌّحرج؟ جٌّطؼ١ٍّٓ

 ػ١ٍٗ ٘ٛ ِّح ٚػٛقح أوػش ٠ؿؼً جلإدخحي ذحٌؼحٌُ

 ٌلأؽفحي ذحٌٕغرس

2. Age Differences 

 

Krashen maintained that older acquirers progress more quickly 

in the early stages because the obtain more comprehensible 

input than do younger learners. WHY...because older learners‘ 

knowledge of the 

world makes the input more meaningful than it is for children 

 جٌّكحدغحش فٟ جٌّشحسوس ػٍٝ لحدس٠ٓ جٌّطؼ١ٍّٓ ألذَ

 جٌخٍف١س جٌّؼشفس ػٍٝ ذحلاػطّحد جٌّطؼ١ٍّٓ جٌشرحخ لرً

 جلأط١ٍس ٚجٌٍغس

Older learners are able to participate in conversations earlier 

that younger learners relying on their background knowledge 

and first language. 

 جٌّض٠ذ ٠ىغد لأٔٗ أفؼً ٘ٛ جٌّطؼ١ٍّٓ ألذَ جٌرذج٠س فٟ

 جٌفحتمس ِٙحسجضُٙ  ؽش٠ك ػٓ جٌّفِٙٛس جٌّذخلاش ِٓ

 جٌطخحؽد ئدجسز فٟ

Older learners do better initially because they gain more 

comprehensible input via their superior skills in conversational 

management. 

 

 

 

 

 

 

 

 

Some lines of evidence for the Input Hypothesis 

 ذؼغ خطٛؽ ِٓ جلأدٌس ٌفشػ١س جٌّذخلاش

 جٌطؼشع أغش /3

 ِح، ذٍذ فٟ ٠ؼ١ش جٌزٜ أٔٗ ئٌٝ جٌذسجعحش ضش١ش

  وحٔٛج ئرج ئلا ---- جٌٍغس فٟ وفحءز أوػش ٠ىْٛ

 أُٔٙ ق١ع ِٙحؾشٖ ِؿطّؼحش فٟ ٠ؼ١شْٛ

 ٠ٚؼطّذْٚ ػٍٝ ل١ٍٍس ٔغر١ح جٌػح١ٔس جٌٍغس ٠غطخذِْٛ

 جلأٌٚٝ ٌغطُٙ

3. The Effect of Exposure 

Studies show that the longer people live in a country, the more 

proficient their language will 

 be----unless they live in immigrant communities where they use the 

second language relatively little and rely on their first language 

 

 ق١ع "INTAKE" ِظطٍف  وشجشٓ أعطخذَ

 ِٓ ٠أضٟ جٌٍغس جوطغحخ

Krashen used the term ‗INTAKE‘: where language acquisition 

comes from that subset of linguistic input that helps the acquirer 



 

 ػٍٝ ضغحػذ جٌطٟ فشػ١س ٌغ٠ٛس ِذخلاش أْ 

 جٌٍغس ضؼٍُ أوطغحخ

learn language 

 

 

 ٔٙح٠س جٌّكحػشز جٌغحدعـس:

 

 

 

 

 

 

 

 

 

 

 

 جٌّكحػشز جٌغحذؼـس :

Krashen argued that ―comprehensible input may not be utilized by 

second language learners/acquirers if there is a ‗mental block‘ that 

prevents them from fully profiting from it‖ 
 ئرج - جٌّىطغر١١ٓ / جٌّطؼ١ٍّٓ غح١ٔس جٌٍغس لرً ِٓ جعطخذجِٙح ٠ؿٛص لا جٌّفِٙٛس جٌّذخلاش ذأْ وشجشٓ ؾحدي

 ."ِٓ رٌه جٌىحٍِس جلإعطفحدز ِٓ ضّٕؼُٙ "ػم١ٍس وطٍس" ٕ٘حن وحْ

 

The Affective Filter Hypothesis 

 جٌّإغش ضظف١س فشػ١س

 
Input -----> Filter -----> LAD -----> Acquired Competence 

 

is that part of the internal processing system that subconsciously screens incoming 

language (the learner‘s motives, needs, attitudes, and emotional states) 

 ٚجٌّٛجلف ٚجلاقط١حؾحش جٌّطؼٍُ، دٚجفغ( جٌٍغس جٌمحدِس ٠ىشف شؼٛس٠ح  -جٌذجخ١ٍس جٌّؼحٌؿس ٔظحَ ِٓ جٌؿضء رٌه ٘ٛ

 )جٌؼحؽف١س ٚجٌكحلاش

Filter 

 جٌطظف١س

 ضؼش٠ف

 

 

 

 

 



 

 

 

 

The difference between children and adults in the filter 

 جٌفشق ذ١ٓ جلأؽفحي ٚجٌىرحس فٟ جٌطظف١س

 ذغرد "جٌّإغش ضظف١س"أػٍٝ ٠ىْٛ أْ جٌىرحس جٌّطؼ١ٍّٓ جٌّكطًّ ِٓ

 جٌّشج٘مس فٟ ضكذظ جٌطٟ جلأقذجظ

Adult learners are likely to have higher ‗Affective 

Filter‘ because of the events that occur in 

Adolescence 

 

 ضظف١س" ِٕخفغ ٠ىْٛ أْ ٠ٚكطًّ ،"ضػر١ؾ ألً' ُ٘ جٌّطؼ١ٍّٓ جلأؽفحي

 ." جٌّإغش

Children learners are ‗less inhibited, and are likely 

to have low ‗Affective Filter‘ 

 

 

Krashen‘s View of Classroom Language Learning& Teaching 

 جٌٍغس ٚضذس٠ظ ضؼٍُ فظٛي فٟ وشجشٓ ٔظش ٚؾٙس

 ِذخلاش ضٛف١ش ٘ٛ جٌٍغس ٌطذس٠ظ جٌشت١غٟ جٌٙذف

 'جلاوطغحخ' ضغ١ًٙ لأؾً ِفِٙٛس

1. The principal goal of language teaching is to supply 

comprehensible input in order to facilitate 

‗acquisition‘ 

 ض١ّٙذج ٌٍطذس٠ظ ٠ٕظش أْ ٠ٕرغٟ

 جلأٚعغ جٌؼحٌُ فٟ ' جوطغحخ 'ي 

2. Teaching should be seen as a preparation for ‗acquisition‘ in the 

wider world 
 ٠شؼشْٚ لا جٌّطؼ١ٍّٓ أْ ِٓ جٌطأوذ جٌّؼٍُ ػٍٝ ٠ؿد

 دفحػٟ ِٛلف فٟ ٠ٛػغ أٚ ذحٌمٍك
3. The teacher must ensure that learners do not feel anxious or are 

put on the defensive 

 ذغ١طس ذأشىحي جٌمٛجػذ ضذس٠ظ ٠مطظش أْ ٠ٕرغٟ

 ٌٍّشجلرس جٌّطؼٍُ ٘ٛ ضّى١ٓ ٚ٘ذفٙح

4. Grammar teaching should be restricted to simple forms and its 

goal is to enable the learner to monitor 
 جٌٙذف ٠ىْٛ ػٕذِح جلأخطحء ضظك١ف ٠طُ أْ ٠ٕرغٟ لا

 ٠ىْٛ ػٕذِح جٌطظك١ف ٠ٕرغٟ ٌٚىٓ "جلأوطغحخ " ٘ٛ

 "جٌطؼٍُ" ٘ٛ جٌٙذف

5. Errors should not be corrected when the goal is ‗acquisition‘ but 

should be corrected when the goal is ‗learning‘ 

 

 

فٟ ضذس٠ظ جٌٍغس ، ٟ٘ ٌٍفُٙ ٚجٌمشجءز فمؾ ) ضفُٙ ؾ١ذجً  أْ جٌذوطٛس لحي ٔظش٠س وشجشٓ najd111** ِلاقظس /وّح روشش ٌٕح 

) 

The main principles of Krashen‘s ‗Monitor Model‘ can be 

summarized as 

  " جٌّٕٛرؼ ِشجلرس" ٌىشجشحْ  جٌشت١غ١س جٌّرحدب

  ضٍخ١ظٙح ٠ّىٓ

 The goal is communicative skills .1 جٌطٛجطً ِٙحسجش ٘ٛ جٌٙذف

 Comprehension precedes production .2 جلإٔطحؼ ٠غرك جٌفُٙ

 Production emerges when the learner is ready .3 جعطؼذجد ػٍٝ جٌّطؼٍُ ػٕذِح جلإٔطحؼ ٠رشص

 Acquisition activities are central .4 ِشوض٠س ٟ٘ جلاوطغحخ أٔشطس

 The ‗Affective Filter‘ needs to be kept low .5 ِٕخفؼس ضظً أْ جٌّإغش ضظف١س' ٠كطحؼ

 

 



 

Final Thought  

 جٌٕٙحتٟ جٌفىش

لاوطغحخ  ِؼشٚفس ٔظش٠س خ١ش شه ذلا ضؼذ  'جٌّٕٛرؼ ِشجلرس

L2 

The ‗Monitor Model‘ is undoubtedly the best known theory 

of L2 acquisition 

 

 

 

 ٔٙح٠س جٌّكحػـشز جٌغحذـؼـس 

 جٌّكحػشز جٌػحِٕـس :

Personality Factors 

 جٌؼٛجًِ جٌشخظ١س

 The affective domain .1 / جٌّؿحي جٌؼحؽف1ٟ

 Self-esteem .2 / أقطشجَ جٌزجش2

 Inhibition .3 / جٌىرص3

 Risk-taking .4 / جٌّخحؽشز4

 Anxiety .5 / جٌمٍك5

 Empathy .6 / جٌطمّض جٌؼحؽف6ٟ

 Extroversion & introversion .7 / جلأرغحؽ ٚ جلإٔطٛجء7

 Language aptitude .8 / ٌغس جٌّٛ٘رس8

 Motivation .9 / جٌكحفض أٚ جٌذجفغ9

 Age .10 / جٌؼّش10

 

 

is the emotional side of human behavior, and it 

may be juxtaposed to the cognitive side 

 ٘ٛ ؾحٔد ِإغش ٌٍغٍٛن جٌرششٞ ، ٚلذ ٠ىْٛ ِكحر٠حً ٌٍؿحٔد جٌّؼشفٟ

The affective domain 

 جٌؼحؽفٟ جٌّؿحي 

 )ضؼش٠ف(

Affect refers to emotion or feeling 

 ضش١ش جٌؼحؽفس ئٌٝ جٌّشحػش أٚ جلأٔفؼحلاش

 

 

 

It is a subjective experience, which the individual conveys to others be 

verbal reports and other overt expressive behaviors 

 

ٟ٘ ضؿشذس رجض١س ، ٚجٌطٟ ضٕمً جٌفشد٠ٗ ٌلَاخش٠ٓ ٌطىْٛ جٌطمحس٠ش شف١ٙس ٚغ١ش٘ح عٍٛو١حش 

 ضؼر١ش٠س ػ١ٍٕس 

Self-esteem 

 جٌزجش جقطشجَ

 )ضؼش٠ف(



 

Self-esteem is seen as a personal judgment of worthiness that is 

expressed in the attitudes that the individual holds towards himself 

 ٠ٕظش ٌطمذ٠ش جٌزجش ومشجس شخظٟ ٠ؼرش ػٓ عٍٛن فشدٞ ضؿحٖ ٔفغٗ

 

Human beings build sets of defenses to protect the ego 

 

 أػطّذ جٌرشش ٌّؿّٛػحش ِٓ جٌذفحػحش ٌكّح٠س جلأٔـح

Inhibition 

 جٌىرص

 )ضؼش٠ف(

 

has no concept of his/her own self newborn babyThe  

 خحطس  his/herلا٠ٛؾذ ٌذ٠ُٙ ِفَٙٛ جٌزجش  جٌٛلادٖقذ٠ػٟ 

, the growing degrees of awareness and respondingIn Childhood 

 ، دسؾس ِطضج٠ذز ِٓ جٌٛػٟ ٚجلأعطؿحذس ٌّشقٍس جٌطفٌٛس

In adolescence, the physical, emotional, and cognitive changes of the 

preteenager and Teenager 

 

 جٌطغ١شجش جٌؿغذ٠س ٚجٌؼحؽف١س ٚجٌّؼشف١س ٌٍّشج٘مس ٌّشقٍس جٌّشج٘مس ،

is an important characteristic of successful 

learning of second language learning 

 

 ٘ٛ عّـس ِّٙٗ ٌٍطؼٍُ جٌٕحؾف ٌطؼٍُ جٌٍغس جٌػح١ٔس

Risk-taking 

 جٌّخحؽشز

 )ضؼش٠ف(

 

 

 

Anxiety is almost impossible to define in a simple sentence. It is 

associated with feelings of uneasiness, frustration, self-doubt, 

apprehension, or worry 

 

٠ىحد ٠ىْٛ جٌمٍك ِٓ جٌّغطك١ً ٌطكذ٠ذ ؾٍّس ذغ١طس ، ٠ٚشضرؾ رٌه ِغ ِشحػش ػذَ جلأسض١حـ ، 

 ٍكجلأقرحؽ ،جٌخٛف ، جٌشه جٌزجضٟ أٚ جٌم

 

Anxiety 

 جٌمٍك

 )ضؼش٠ف(

 

 

 

is the capacity for participation in another‘s feelings or ideas 

 ٘ٛ جٌمذسز ػٍٝ جٌّشحسوس فٟ ِشحػش ٌشخض جخَـش أٚ أفىحس

---------------- 

" putting yourself into someone else‘s shoes" 

 ٠ؼشف ئ٠ؼحً ذاعـُ ػ١ٍّس

 

Empathy 

 جٌطمّض جٌؼحؽفٟ

 )ضؼش٠ف(

 

 

 



 

 

 

 

Extroversion & Introversion 

 جلأٔرغحؽ ٚجلإٔطٛجء

The typical extrovert is sociable, has many friends, needs to have 

people to talk to, and does not like studying by himself 

، جٌؼذ٠ذ ِٓ جلأطذلحء ، ٠كطحؼ ئٌٝ جلأشخحص ٌٍطكذظ ٚلا  جلأٔرغحؽ جٌّٕٛرؾٟ ٘ٛ أؾطّحػٟ

 ٠كد جٌذسجعس ذٕفغٗ

Extroversion 

 جلأٔرغحؽ

 )ضؼش٠ف(

He craves excitement, takes chances, often sticks his neck out, acts on 

the spur of moment, and is generally impulsive individual 

شص ٚوػ١شجً ِٓ جلأق١حْ ٠طؿشأ ػٍٝ جٌخشٚؼ ، ٠ؼًّ خطٗ ػٍٝ ٠طؼطش ٌٍكّحط ، ٠ٚأخز جٌف

 جٌطكف١ض ، ٚػحِسً جلأٔذفحع جٌفشدٞ 

He/she has ready answers, and generally likes change 

 ٌٗ / ٌٙح أؾٛذس ؾح٘ضز ، ٚػِّٛحً ٠كد جٌطغ١١ش

The typical introvert, is a quiet, retiring sort of person, fond of books 

rather than people; he is reserved and distant, except with intimate 

friends 

جلأٔطٛجتٟ جٌّٕٛرؾٟ ، ٘ٛ ٘حدب ، جٌطمحػذ ٔٛع ِٓ جٌشخض ، ِغشَ ذحٌىطد ، ذذي جٌٕحط ، 

 فٙٛ ِكطفع ٚذؼ١ذ ، ئلا ِغ جلإطذلحء جٌك١ّ١ّٓ

  

 

Introversion 

 جلإٔطٛجء

 )ضؼش٠ف(

 

 

He/she tends on to plan ahead and distrusts the impulse of the moment 

 أٔٗ / ئٔٙح ١ّ٠ً ئٌٝ ضخط١ؾ جٌّغطمرً ٌٚكظس لا ٠ػك ذحٌذجفغ

He does not like excitement, takes matters of everyday life with proper 

seriousness, and likes a well-ordered mode of life 

، ٠ٚأخز جلأِٛس ِٓ جٌك١حز ج١ِٛ١ٌس ذؿذ٠ٗ ِٕحعرس ، ٠ٚكد جٌٛػغ جٌكغٓ جٔٗ لا ٠كد جلأغحسٖ 

 لأٔطظحَ جٌك١حز

 

 

 

 أْ جٌذوطٛس لحي لاذذ ِٓ جٌطفش٠ك ذ١ٓ جلأٔرغحؽ ٚجلإٔطٛجء ) ُِٙ ( najd111** ِلاقظس : وّح روشش 

The four components of language aptitude 

 جٌؼٕحطش جلأسذؼس ٌٍىفحءز جٌٍغ٠ٛـس

Language Aptitude 

 ٌغس جٌىفحءز )جٌّٛ٘رٗ(

 

 

1. Phonemic coding ability: 

 The ability to make a link between sound and symbol 

 ف١ّٟٔٛ لذسز جٌطش١ِض : جٌمذسز ػٍٝ ؾؼً ٚؾٛد طٍس ذ١ٓ جٌظٛش ٚجٌشِض 

2. Grammatical sensitivity: 

The ability to recognize the grammatical functions that words fulfill in 

sentences 
 جٌّشجػحز جٌٕكٛٞ : جٌمذسز ػٍٝ جٌطؼشف ػٍٝ ٚظحتف ٔك٠ٛس ذاْ جٌىٍّحش ضكمك جٌؿًّ



 

3. Inductive language learning ability:  

The ability to examine language materials 

 لذسز ضؼٍُ جٌٍغس جلأعطمشجت١س : جٌمذسز ػٍٝ أخطرحس ِٛجد جٌٍغس

4. Memory and learning: 

People vary in the efficiency with which they make such bonds, vary 
 ٠خطٍف جلأشخحص فٟ جٌىفحءز جٌطٟ ٠مذِٛٔٙح ِػً جٌم١ٛد ٚجٌطٕٛع جٌزجوشز ٚجٌطؼٍُ :

 

 

 

 

 

 

 

 

There are seven different forms of knowing: 

 أشىحي ِخطٍفس ِٓ جٌّؼشفس :ٕ٘حن عرـؼـس 

Intelligence 

 جٌزوحء

1. Linguistic 

 جٌٍغـٛٞ

mathematical abilities-2. Logical 

 جٌمذسجش جٌش٠حػ١ٗ جٌّٕطم١س

3. Spatial intelligence; that is the ability to find your way around 

environment 

 جٌزوحء جٌّىحٟٔ ، ٚ٘زج ٘ٛ جٌمذسز ػٍٝ جٌؼػٛس ػٍٝ ؽش٠مه قٛي جٌر١ثٗ

4. Musical intelligence;  that is the ability to perceive and create pitch 

and rhythmic patterns 

 جٌزوحء جٌّٛع١مٟ ، ٚ٘زج ٘ٛ جٌمذسز ػٍٝ ضظٛس ئٔشحء دسؾس ّٚٔحرؼ ئ٠محػ١س 

5. Bodily-kinesthetic intelligence; that is the fine motor movement 

 جٌزوحء جٌكغٟ جٌكشوٟ – جٌؿغذٞ ٚ٘زج ٘ٛ ؾ١ذ ٌّكشن جٌكشوس 

6. Interpersonal intelligence;  that is the ability to understand others, 

how they feel, what motivates them, how they interact with one another 

جٌزوحء جٌشخظٟ ، ٚ٘زج ٘ٛ جٌمذسز ػٍٝ فُٙ جلاخَش٠ٓ ، ٚو١ف ٠شؼشْٚ ، ِح ٠كفضُ٘ ، ٚو١ف 

 ٠طفحػٍْٛ ِغ ذؼؼُٙ جٌرؼغ

7. Intrapersonal intelligence;  that is the ability to see oneself, to develop 

a sense of self-identity 

 روحء دجخً جٌشخض ٔفغٗ ، ٚ٘زج ٘ٛ جٌمذسز ػٍٝ سؤ٠س جٌزجش ، ٚضط٠ٛش جٌشؼٛس ذح٠ٌٛٙس جٌزجض١س 

 

 

 

 



 

 (  3–  4–  5أْ جٌزوحء ُِٙ ؾذجً ٚجٌذوطٛس سوض ػٍٝ فمشز )    najd111** ِلاقظس // وّح روشش 

is the inner drive, impulse, emotion, or desire that moves one to a 

particular action 

 

أٚ جٌشغرس فٟ جٌطكشن ٌفؼً ِؼ١ٓ ٘ٛ ِكشن جلألشجص جٌذجخ١ٍس ، جٌرحػع ، جٌؼحؽفس ،  

 

(technical term) 

 جٌّظطٍف جٌطمٕٟ

 

motivation refers to ― the choices people 

make as to what experiences or goals they will approach or avoid, and 

the degree of efforts they will exert in that respect 

 

ضؼؿً جلأشخحص ػٍٝ خرشجش أٚ أ٘ذجف ضمطشخ أٚ ضطفحدٜ ، ِٚذٜ  ٠ش١ش جٌذجفغ ئٌٝ " خ١حسجش

 جٌؿٙٛد جٌطٟ ٠ّحسعٛٔٙح ٌٙزج جلأػطرحس

Motivation 

 جٌكحفض أٚ جٌذجفغ

 ) ضؼش٠ف (

 

 

 

 

 

 

 

Three types of motivation:There are  

 غلاغس أٔٛجع ِٓ جٌذٚجفغٕ٘حٌه 

 دجفغ ؾٛ٘شٞ

 

٠ش١ش ئٌٝ جٌذجفغ ٌٍكظٛي ػٍٝ جٌٍغس وٛع١ٍس 

 ٌطكم١ك أ٘ذجف ِف١ذٖ ) ِػً جٌّٕٙٗ (

Instrumental motivation1. 

 

refers to motivation to acquire a language as means for attaining 

instrumental goals 

(e.g. a career) 

 دجفغ ضىحٍِٟ

 

غمحفس ػٕذِح جٌّطؼ١ٍّٓ ٠شغرْٛ فٟ جلأٔذِحؼ دجخً 

جٌؿّحػس وٍغس غح١ٔس ، ٚأطركص ؾضءجً ِٓ ٘زج 

 جٌّؿطّغ

 

 

Integrative motivation2. 

 

Is employed when learners wish to integrate themselves within the 

culture of the second 

language group, and become a part of that society. 

 جلأعطؼحذ١س

 

ػؼٛجً فٟ ِؿطّغ ١ّ٠ضٖ ٘ٛ قحفض ٌٍذفغ ١ٌظرف 

 جٌىلاَ

Assimilative motivation-3 

 

is the drive to become an indistinguishable member of a speech 

community 

 

 

 



 

 

 

 ( فٟ جٌذٚجفغ ...  1–  2أْ جٌذوطٛس سوض ػٍٝ جٌفمشض١ـٓ )    najd111** ِلاقظس // وّح روشش 

 

Children appear to be much more successful than adults in acquiring the 

phonological system of the new language; many eventually attain native-like 

accents 

 

٠رذٚ أْ جلأؽفحي أوػش ٔؿحقحً ِٓ جٌرحٌغ١ٓ فٟ جٌكظٛي ػٍٝ ٔظحَ طٛضٟ ٌٍغس ؾذ٠ذز ، ٚأخ١شجً ٠كممْٛ 

 جلأطً ِػً جٌٍىٕـحش

Age 

 جٌؼّـش

 

 

Most Children are ultimately more successful than adults in learning a 

second language, but they are 

are not always faster 

 

 ؾٛ٘ش٠حً ِؼظُ جلأؽفحي أوػش ٔؿحقحً ِٓ جٌرحٌغ١ٓ فٟ ضؼٍُ جٌٍغس جٌػح١ٔس ، ٌٚىٕٙح ١ٌغص دجتّحً جلأعشع

Adults appear to progress faster than children in the areas of syntax and 

morphology, at least in the early stages of learning 

 

٠رذٚ أْ ضمذَ جٌرحٌغ١ٓ  فٟ ِؿحلاش جٌٕكٛ ٚجٌظشف أعشع ِٓ جلأؽفحي ، ػٍٝ جلألً فٟ جٌّشجقً 

 جلأٌٚة ِٓ جٌطؼٍُ

 

 

 ٔٙح٠س جٌّكحػشز جٌػحِٕــس 

 

 

 

 جٌّكحػشز جٌطحعـؼس :

 أْ جٌذوطٛس سوض ػٍٝ ٘حٌمحػذز ٚلحي ِّٙٗ ؾذجً ٚسجـ ضأضٟ ذحلأخطرحس   Najd111// وّح روشش ٌٕح ** ِلاقظس  

Top-down and Bottom-up 

 جٌمّس ئٌٝ جٌمحػذز ِٓ ٚ أعفً ئٌٝ أػٍٝ ِٓ

the reader or listener gets a general view of the reading or 

listening passage by, in some way, absorbing the overall picture 

 أٚ جٌمشجءز ِٓ ػحَ سأٞ ػٍٝ جٌّغطّغ أٚ جٌمحسب ٠كظً

 ػحِس طٛسز ٚجعط١ؼحخ ِح، ذطش٠مس ِشٚسج جلاعطّحع

down processing–In top  

 أعفً ئٌٝ أػٍٝ ِٓ ٌٍّؼحٌؿس

This is greatly helped if the reader or listener‘s schemata allow 

them to have appropriate expectations of what they are going to 

come across 

 ِح ِٓ ِٕحعرس ذطٛلؼحش ٌٍّخطؾ ٌُٙ ٌٍغّحـ ور١ش ٌكذ جٌّغطّغ أٚ جٌمحسب عحػذ ٘زج

 ٠ظحدفٗ عٛف ػ١ٍٗ ٟ٘



 

the reader or listener focuses on individual 

words and phrases, and achieves understanding by stringing 

these detailed elements together to 

build a whole 

 ِؿّٛػس ػرش جٌفُٙ ١ٌكمك ٚؾًّ، فشد٠ٗ وٍّحش ػٍٝ جٌّغطّغ أٚ جٌمحسب ٠شوض

 ذحٌىحًِ ٌرٕحتٙح ِؼح ضفظ١ٍ١س ػٕحطش

up processing-In bottom 

 جٌمّس ئٌٝ جٌمحػذز ِٓ ٌٍّؼحٌؿس

 

 

 

 

( لحي أقفظٛ٘ح ٌٚىٓ ِحسوض ػ١ٍٙح  ٚأْ 5( ٚأْ فمشز )  4 – 3أْ جٌذوطٛس سوض ػٍٝ فمشض١ٓ )   Najd111** ِلاقظس // وّح روشش 

 ِّٙٗ ؾذجً ٚلحي أقفظٛ٘ح ٚجٌفشق ذ١ّٕٙح  SKIMMING  ٚSCANNINGِؼٕٝ 

Reading and listening for general understanding(SKIMMING)3.  

 :)جٌىشؾ (جٌؼحَ ٌٍفُٙ ٚجلاعطّحع جٌمشجءز

Good readers and listeners are able to take in a stream of discourse and understand the GIST 

of it without worrying too much about the details 

 ذحٌطفحط١ً وػ١شج جٌمٍك ئٌٝ جٌكحؾس دْٚ رٌه ؾٛ٘ش ٚفُٙ جٌكذ٠ع ِؿشٜ ػٍٝ جٌؿ١ذْٚ ٚجٌّغطّؼ١ٓ جٌمشجء ٠مذس
 

Reading and listening for such ‗general‘ comprehension means not stopping for every word, 

not analyzing everything that the writer or the speaker includes in the text 

  - شٟء ٌىً ضك١ًٍ ٚلا وٍّس ٌىً ئ٠محف لا ضؼٕٟ ٚجلاعطّحع جٌمشجءز ٌلأعط١ؼحخ  'جٌؼحِس' ِػً

 Different جٌٕض فٟ جٌّطىٍُ أٚ جٌىحضد ٠شٍّٗ

Skills 

 ِخطٍفس ِٙحسجش

 

 

Reading and listening for specific information(SCANNING):4.  

 :)جٌّغف (ِكذدز ِؼٍِٛحش ػٍٝ ٌٍكظٛي ٚجلاعطّحع جٌمشجءز

contrast to reading and listening for gist, we frequently go to written and spoken text because 

we want specific details 

 ِكذدز ضفحط١ً ٔش٠ذ لإٔٔح - ٚجٌكذ٠ع جٌىطحذس ٌٕض ٔز٘د ِح فىػ١شج ٚجلاعطّحع جٌمشجءز ٌؿٛ٘ش ذحٌٕم١غ

We may listen to the news, only concentrating when the particular 

item that interests us comes up. 

 ذك١ٕٗ ِؼ١ٓ ػٕظش ٠ّٕٙح ػٕذِح فمؾ ٚجٌطشو١ض جلأخرحس ئٌٝ جلاعطّحع ٠ّىٕٕح

:Reading and listening for detailed information5.  

 :ِفظٍس ِؼٍِٛحش ػٍٝ ٌٍكظٛي ٚجلاعطّحع جٌمشجءز
Sometimes we read and listen in order to understand everything we are reading in detail 

 .ذحٌطفظ١ً ٔمشأٖ ِح وً فُٙ لأؾً ٚٔغطّغ ٔمشأ أق١حٔح

 

 ٔٙح٠س جٌّكحػـشز جٌطحعـؼس :

 

مالمحاضرةمايادؼةمسشرم:

م

Syllabus Design 



 

ماٌـاػج تصؿقم

م

Different syllabuses 

معـاػجممخؿؾػة

There are different syllabusesم

مػـاظكمعـاػـجممخؿؾػةموػيم:

م

This the commonest type of 

syllabus, both traditionally and currently 

 

مػذامػوماظـوعمالأطـرمذقوساًممظؾؿـفجم,مدواًمتؼؾقديمموحاظي

The grammar syllabus 

 Aماٌـفجماظـقوي

A list of items is sequenced in such a way that the 

students gradually acquire knowledge of grammatical 

structures, 

leading to an understanding of the grammatical system 

 

تلؾللمضائؿةماظعـاصرمبمـلمػذهماظطرؼؼةمظؾطلابملأطؿلابماٌعرصةمتدريجقاًمظؾتراطقبم

 اظـقوؼةم,مممامؼؤديمإيدمصفمماظـظامماظـقوي

م

It is possible to organize a syllabus on 

the basis of vocabulary and lexis to create a lexical 

syllabus  

(the vocabulary related to topics…e.g. art, clothes, crime) 

 

عنماٌؿؽنمتـظقممبرغاعجمدراديمسؾىمأداسماٌػرداتمواٌصطؾقاتمظؿأظقفمعـفجمععفؿيم)م

 عػرداتمتؿعؾقمباٌواضقعم..معـلماظػنم,ماٌلابسم,ماىريمةم(

The lexical syllabus 

 Bماٌـفجماٌعفؿـي

A problem with lexical syllabuses is the relationship 

between lexis and grammar 

 ػـاكمعشؽؾةمععماٌـاػجماٌعفؿقةمبينماٌعفؿيمواظـقوي

م

م

م

A functional syllabus might look 

مضدمؼؾدوماٌـفجماظوزقػيمعـلم:

- Requesting 

- Offering 

- Inviting 

SyllabusThe functional  

 Cماٌـفجماظوزقػي



 

- Agreeing and disagreeingمم

The syllabus designer then chooses 

 ( ways of expression) for each function 

 يخؿارماٌصؿمماٌـفجمثمم)مررقماظؿعؾيرم(مظؽلموزقػة

For example, for offering, the designer could choose from 

the following 

أخؿقارمعنمبينمعاؼؾيعـلًام,مظؾعرضم,ميمؽنمظؾؿصؿمم  

Would you like to……? 

Do you want some help? 

I’ll help you if you want. 

Let me give you a hand. 

I’ll do that…… 
م

A situational syllabus offers the 

possibility of selecting and sequencing different real-life 

situations rather than different grammatical units, 

vocabulary 

topics, or functions 

 

ؼوصرماٌـفجماظظرفيمإعؽاغقةمأخؿقارموتلؾللممخؿؾفمعواضفمايقاةماظػعؾقةمبدلًامعنموحداتم

ممدوؼةممخؿؾػةم,مٌواضقعماٌػرداتم,مأوماظوزائفم

The situational Syllabus 

 Dماٌـفجماظظرصـي

A situational syllabus might look something like this: 

مضدمؼؽونماٌـفجماظظرفيمبشيءمعنمػذاماظؼؾقلم:

- At the bank 

- At the supermarket 

- At the travel agent 

- At the restaurantمم

Where students have specific communicative needs, 

organizing teaching material by the situations which 

students will need to operate in is attractive, since the 

syllabus designer 

will be able to define the situation, the likely participants, 

and communicative goals with some certainty 

 

وتـظقمماٌوادماظؿعؾقؿقةمعنمضؾلمحالاتممعؿىماظطلابمظدؼفممأحؿقاجاتممحددهمظؾؿواصلم,

اظطلابمهؿاجمظؾعؿلمبجاذبقةم,ملأنمعصؿمماٌـفجمدقؽونمضادراًمسؾىمهدؼدماياظةمالمحؿؿلم

 ظؾؿشارطينم,موحؼقؼةمظؿواصلمبعضمالأػداف

( Business & tourism students vs. students of general 

language) 

مظطلابماظؾغةماظعاعقةم(م–)ماظؿفارةمواظلقاحةمعؼابلماظطلابم

م

Another framework around which 

to organize language is that of different topics (e.g. 

weather, sport, music). 

based syllabus-The topic 

 E اٌـفجماظؼائممسؾىماٌوضوع



 

م

مإرارماَخرمحولمتـظقمماظؾغةمػوماٌواضقعماٌكؿؾػة

م

The weather topic, for example, can be subdivided into 

items such as the way weather changes, weather 

forecasting, 

weather and mood, and the damage that weather can 

cause. 

 

سؾىمدؾقلماٌـالم:معوضوعماظطؼسم,ميمؽنمتؼلقؿهمإيدمسـاصرمعـلماظؿغيراتماٌـاخقةم

مظطؼسمواٌزاجم,مواظضررماظذيميمؽنمأنمؼلؾبماظطؼسواظطؼسمواظؿـؾؤم,موا

م

A task-based syllabus lists a series 

of tasks, and may later list some or all of the language to 

be used in those tasks. ( India experience). 

 

اٌـفجماٌلؿـدمظؾؿفاممؼلردمدؾلؾةمعنماٌفامم,موربمامبوضتملاحقمضائؿةمظؾعضمأومطلمظغةم

 تلؿكدممظؿؾكماٌفامم)موربةمالهـدم(

based syllabus-The task 

 Fماٌـفجماٌلؿـدمظؾؿفام

Six task types can be used with almost any topic. 

 

ملأيمعوضوعمتؼرؼؾاًمدؿـةمأغواعمظؾؿفامميمؽنمأدؿكدام

These are: listing, ordering and sorting, comparing, 

problem solving, sharing personal experience, and creative 

tasks. 

 

ػذهمػيم:مالأدراجم,مواظطؾبمواظػرزم,ماٌؼارغةم,محلماٌشؽؾةم,متؾادلماًبراتماظشكصقةم

 واٌفاممالأبداسقة

As with situations and topics, it is difficult to know how to 

grade tasks in 

terms of difficulty. 

 

مطؿامايالمععمالأوضاعمواٌوضوساتم,مصؿنماظصعبمأنمتعرفمطقفمتصفماٌفاممعنمحقثماظصعوبة

 

 

مغفاؼةمالمحاضرةمايادؼةمسشـرم:

م

مالمحاضرةماظـاظــةمسشرم:

The Characteristics of Tests 



 

مخصائصمالاخؿؾارات

 

There are four main reasons for testing which give rise to four categories of test 

مػـاكمأربعةمأدؾابمرئقلقةمظلاخؿؾارمترصعمأضلاممالاخؿؾار

 

Placing new students in the right class in a school is facilitated with 

the use of placement tests 

متلفلمادؿكدامماخؿؾاراتمهدؼدماٌلؿوىمووضعماظطلابماىددمفيماظػصلماظصققحمباٌدردةم

Placement test 

ماعؿقانمهدؼدماٌلؿوى
1 

They usually test grammar and vocabulary knowledge and assess 

students‘ productive and receptive skills 

مسادةملأجرائفمماخؿؾارمضواسدماظؾغةموععرصةماٌػرداتمظؿؼققمموتؼؾلمعفاراتماظطلابمالإغؿاجقةم

 

 

While placement tests are designed to show how good  

a student‘s English is in relation to a previously agreed system of 

levels, diagnostic tests can be used to expose learner difficulties, gaps 

in their knowledge, and skill deficiencies during a course. 

فيمحينمصؿؿتمأخؿؾاراتمهدؼدماٌلؿوىملإزفارمطقفمالإنؾقزؼةماىقدةمظؾطاظبمصؿؿعؾقمبـظاممعؿػقمسؾقهم

غراتماٌؿعؾمموأوجهمدابؼاًمباٌلؿوؼاتم,مويمؽنمأدؿكداممالأخؿؾاراتماظؿشكقصقةمظؾؽشفمسنمصعوباتموث

معفاراتماظؼصورمخلالماظدورةم.م

Diagnostic tests 

 2مالاخؿؾاراتماظؿشكقصقة

Thus, when we know what the problems are, we can do something 

about them. 

مػؽذام,ميمؽــامأنمغػعلمذقؽاًمسـدعامغعرفماٌشاطل

 

 

 

These tests are designed to measure learners‘ language and 

skill progress in relation to the syllabus they have been 

following. 

مصؿؿتمالاخؿؾاراتمظؼقاسمظغةموعفارةمتؼدمماٌؿعؾؿينمصقؿامؼؿعؾقمباٌـفج

Progress or achievement tests 

 3ماخؿؾاراتماظؿؼدمموالإناز

Achievement tests at the end of a term (like progress tests at the 

end of a unit) should reflect progress, not failure. 

الأخؿؾاراتماظؿقصقؾقةمبـفاؼةماٌدةم)عـلمأخؿؾاراتماظؿؼدممبـفاؼةماظوحدةم(موؼـؾغيمأنم

متعؽسماظؿؼدمموظقسماظػشل

They should reinforce the learning that has taken place, not 

go out of their way to expose weaknesses. 



 

مؼـؾغيمأنمؼعززماظؿعؾمماظذيميحدثمولاميخرجمسنمررؼؼفامظؽشفمعوارنماظضعف

They can also help us to decide on changes to future 

teaching programs. 

 أؼضاًميمؽنمؼلاسدغاملأتخاذمضرارمبشأنمتغقيراتمبراعجماظؿدرؼسمعلؿؼؾلًا

 

 

They give a general picture of a student‘s knowledge and ability (rather 

than measure progress) 

متعطيمصؽرةمساعةمٌعرصةموضدرةماظطاظبم)وظقسمضقاسماظؿؼدم(

Proficiency tests  

 4مأخؿؾاراتماظؽػاءة

They are frequently used as stages people have to reach if they want to be 

admitted to a foreign university, get a job, or obtain some kind 
of certificate. 

طـيراًمعامتلؿكدممطؿراحلمظوصولمالأذكاصمإذامطاغوامؼرؼدونمظؾلؿاحملهممبدخولمجاععةمأجـؾقةم,مايصولم

مسؾىموزقػةم,مأومايصولمسؾىمغوعمعنماظشفادةم

 

 

 

Characteristics Of A Good Test 

ماىقد الاخؿؾار خصائص 

 

A test is valid if it tests what is supposed to test 

مصالحمالأخؿؾارمإذامطاغتمالأخؿؾاراتمؼػترضمأنمتخؿبر

Validity  

 1ماظصـلاحقة

Thus it is not valid, for example, to test writing ability with an essay 

question that requires specialist knowledge of history or biology 

معـلًامباظؿاظيمصإغهمشيرمصالحملأخؿؾارمضدرةماظؽؿابةمععمدؤالمعؼالمؼؿطؾبمععرصةمعؿكصصةمظؾؿارؼخمأومسؾممالأحقاءمم

A particular kind of validity that concerns most test designers is face validity. 

مالأطـرمصلاحقةمظلأخؿؾارمػوماظوجهمػـاكمغوعمععينمعنماظصقةمؼفمماٌصؿؿين

This means that the test should look, on the ‗face‘ of it, as if it is valid. 

مػذامؼعنيمأنمالأخؿؾارمؼـؾغيمأنمؼعبرم,مسؾىم"ماظوجهم"م,مإذاملممؼصؾح

 

A good test should give consistent results 

 ماىقدمأنمؼعطيمغؿائجمعؿـادؼةمؼـؾغيمظلأخؿؾار

Reliability 

 2ماٌوثوضقة

For example, if the same group of students took the same tests twice within two 

days----without reflecting on the first test before they sat it again  

--- they should get the same results on each occasion.  

دونمأنمؼعؽسمالأخؿؾارمم---عـلًام,مإذامطانمغػسممجؿوسةماظطلابمأخذتمالأخؿؾاراتمذاتهمعرتينمبغضونمؼوعينم



 

مصقفبمأنميحصؾوامسؾىمغػسماظـؿائجمظؽلمعرةم---الأولمضؾلماىؾوسمعرةمأخرىم

If they took another similar test, the result should be consistent. 

مأخؿؾارماَخرممماثلم,مصاظـؿقفةمؼـؾغيمأنمتؽونمعؿلؼةإذامأتخذم

In practice, reliability is enhanced by making the test instructions clear, 

restricting the scope for variety in the answers. 

مقدمغظاقماظؿـوعمبالأجوبةممباٌؿاردةماظعؾؿقةم,موممامؼعززماٌوثوضقةمخلالمجعلماظؿعؾقؿاتمواضقةمظلأخؿؾارم,موتؼق

 

م

مغفاؼةمالمحاضرةماظـاظــةمسشـرم:

 طلماظشؽرمللهمثممظلأخمصفدماٌطيريمٌؿابعةماظدطؿورمبالمحاضراتماٌؾاذرةموترتقبمالمحاضراتم.م


