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ABSTRACT 

TRANSLATION IS THE PROCESS OF TRANSFERRING CONTENT OF A TEXT GIVEN IN ONE 
LANGUAGE INTO AN APPROPRIATE FORM IN A DIFFERENT LANGUAGE. THIS PROCESS 
ENCOMPASSES VARIOUS CATEGORIZATIONS, ONE OF WHICH IS KNOWN AS LOCALIZATION. 
LOCALIZATION IS TO TRANSLATE AND ADAPT A COMMODITY IN ORDER TO PREPARE IT TO 
BE USED BY A REGIONALLY, LINGUISTICALLY, AND CULTURALLY DIFFERENT COMMUNITY. 
SUCH A TASK IS APPLIED ON A LARGE NUMBER OF COMMODITIES INCLUDING 
APPLICATIONS AND ELECTRONIC PRODUCTS. GOLDWAVE WAS THE APPLICATION SELECTED 
BY THE RESEARCHER TO BE ANALYZED IN TERMS OF LOCALIZING ITS MANUAL INTO 
PERSIAN. THE RESEARCHER HAS GONE THROUGH THREE CONSECUTIVE PHASES TO PREPARE 
THIS PAPER. THE FIRST PHASE AND THE STARTING POINT WAS TO STUDY IN DETAILS THE 
PHENOMENON OF LOCALIZATION, ITS DEFINITIONS, CONCEPTUALIZATIONS, 
CATEGORIZATIONS, RELATED CONCEPTS, ETC. FOLLOWING THE FIRST PHASE, THE 
INVESTIGATOR EXAMINED GOLDWAVE’S MANUAL IN TERMS OF ITS TRANSLATION AND 
LOCALIZATION INTO PERSIAN. USING THE INFORMATION COLLECTED IN THIS PHASE, THE 
LAST STEP WAS TO MAKE CONCLUDING POINTS ABOUT THE DEGREE TO WHICH 
LOCALIZATION OF THIS DOCUMENT WAS PERFORMED SUCCESSFULLY AND THE STRATEGIES 
USED BY THE TRANSLATOR TO TRANSLATE IT. IT WAS FOUND THAT THIS MANUAL CAN 
SUCCESSFULLY BE TRANSLATED AND LOCALIZED INTO PERSIAN. ITS FREEDOM FROM 
CONTAINING CULTURE-SPECIFIC ITEMS WAS THE REASON FOR SUCH A STATEMENT. MOST 
OF THE TERMS USED IN THE ST EITHER HAVE ESTABLISHED EQUIVALENTS IN THE TL OR CAN 
BE TRANSFERRED DIRECTLY INTO IT. IT ALSO MADE NO SERIOUS DIFFICULTY TO ADAPT 
SPECIFIC PARTS OF THE ST TO MAKE THEM ACCEPTABLE IN THE TT. THUS IT WAS 
CONCLUDED THAT EQUIVALENCE, BORROWING OR DIRECT TRANSFER, AND ADAPTATION 
WERE THE MAIN TRANSLATION STRATEGIES UTILIZED BY THE TRANSLATOR. 
 

KEYWORDS: TRANSLATION, LOCALIZATION, GOLDWAVE, MANUAL 
 
1. Introduction 
“‘Technology’ is not only hardware and software; it includes collections of techniques that enable 
humans to produce goods and services and, more generally, control the environment” (Munday, 2009, 
p.108). It encompasses all dimensions of human’s life and even that of plants and animals. Technology 
isn’t an option in current professional world; it is a necessity (Pym, Perekrestenko, & Starink, 2006). All 
sciences, from such natural sciences as physics, chemistry, biology and astronomy, to social fields of 
study like psychology, history, geography, etc. are influenced by technological changes. Translation is 
one of numerous fields, to a large extent, dependent on and influenced by technology. 
Translation has encountered many definitions and categorizations. In the first case, translation is viewed 
as a universalist encoding-decoding linguistic activity, transferring meaning from the SL to the TL, using 
what Reddy (1973/1993) called the ‘conduit metaphor of language transference’ (Munday, 2009). 
Translation is not just transcription from one language into another. It should render not only the 
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meaning of words and sentences but also the correct meaning of the original. Good translation reads as if 
the text had originally been written in the TL. The general perception is, according to Samuelsson-Brown 
(2006), that the ability to speak a foreign language implies the ability to translate into it and not from it, 
irrespective of the subject area. Not only does the translator need to have the command of at least one SL 
and a TL plus subject knowledge in these languages, he needs the skills to use the IT tools that are 
indispensable for the elements of the work to be done. 
The emergence of translation studies as an independent field of research has had considerable impacts 
across a number of disciplines since its early tentative beginnings in the late 1970s. Opinion has divided 
as to whether translation studies can be classified as a discipline in its own right, and the term 
‘interdiscipline’ is probably the most favored term at present (Bielsa & Bassnett, 2009). Such 
interdisciplinarity makes linkages between translation and other areas including technology. Technology 
impacts translation in several ways. It can provide new tools to support the translation process, and it 
forms the basis for the birth of new literacies. These new literacies involve a shift in ways of 
communication (O’Hagan & Ashworth, 2002). One of the concepts created by such an impact is 
‘localization’. 
Localization is the linguistic and cultural adaptation of digital content to the requirements and locale of a 
foreign market, and the provision of services and technologies for the management of multilingualism 
across the digital global information flow (Baker, 1998). In the nutshell, according to Pym et al. (2006), 
localization revolves around combining language and technology to produce a product which can cross 
cultural and linguistic barriers. The term “localization” is associated with “locale”, a word to define a 
specific target market. Locales are usually smaller than countries or languages. Crowley (2010) indicates 
that localization attempts to adapt a product so that it feels natural to end-users in a target locale. Classic 
examples of localization are international, including differences in language and culture, but localization 
can be required intra-nationally when the nation in question comprises more than one language and 
culture. “Since localization projects are complex, they are frequently allied with technologies that are 
useful for controlling complexity” (Pym, 2010, p.130). 
Internationalization and globalization are two terms closely associated with localization. Benjamins (2008) 
defines internationalization as designing (or modifying) software in order to isolate the linguistically and 
culturally dependent parts of an application, as well as the development of a system that permits 
linguistic and cultural adaptation supporting users working in different languages and cultures. 
Localization (potentially performed multiple times, for various locales) uses the infrastructure or 
flexibility provided by internationalization (ideally performed only once, or as an integral part of ongoing 
development) (retrieved from https://en.wikipedia.org/wiki/Internationalization_and_localization). To 
globalize means to plan the design and development methods for a product in advance, keeping in mind 
a multicultural audience, in order to avoid increased costs and quality problems, save time, and smooth 
the localizing efforts for each region or country. Localization is an integral part of the overall process of 
globalization. Whereas localization is the process of adapting a product to a particular locale, 
globalization designs the product to minimize the extra work for each localization (retrieved from 
https://en.wikipedia.org/wiki/Language_localisation). 
Globalization, internationalization, localization and translation are four concepts closely related to each 
other, resulting in creation of such an abbreviation as GILT. Localization and translation are the main 
points covered by this paper while globalization and internationalization are discussed briefly and 
passed over rapidly. The analysis carried out in this paper is assigned to the process of localization of a 
software named GoldWave v5.70 and its product. GoldWave is an application high-quality, inexpensive, 
and easy-to-use, used to play, record, edit and many other tasks on audio files with various formats. It 
contains several windows, menus, commands and hotkeys assigned to different tasks. Using GoldWave, 
you can open an audio file and move on it with different speeds, record and create a new audio file, 
convert video files into audio ones, select a specific section of a file and perform various tasks on it, play 
several files simultaneously and make different changes on them, and many other useful tasks. 
It was pointed out that this paper aims to investigate and analyze the process of localizing a software 
named GoldWave v5.70 into Persian. To do this, the researcher has gone through a procedure consisting 
of three steps. The first step was to make the reader familiar with the concept of localization. This 
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purpose was followed in the first two chapters where a brief history of localization, its definitions, 
classifications and related concepts, the process, advantages and disadvantages, and future directions 
were mentioned. The second step was to examine GoldWave’s manual in terms of those parts directly 
related to localization. A subsection of this step was to look for specific parts of the manual which may be 
problematic in terms of translating and localizing. Finally, based on the findings in the previous part, 
concluding points were made about if it is possible to translate and localize this document into Persian 
successfully. 
 
1.1. Statement of the Problem 

The main problem examined in this study is the process of localization carried out for the manual file of a 
software called GoldWave and looking for some parts of it which were determined to be problematic. 
This major problem can therefore be divided into two minor problems: to analyze the manual regarding 
its applicability to localization, and to look for specific parts of the manual which may be challenging for 
localizers. 
 
1.2. Research Significance 

Technological developments and translation have bidirectional and mutual relationships with each other. 
“The recent growth of the Internet has highlighted the use of computer-based language solutions to 
enable seamless multilingual support in cyberspace” (O’Hagan & Ashworth, 2002, p.37). One of the major 
recent developments in translation is the introduction of computer technology. The way translators work 
has changed: commissions arrive by email, and translators are expected to use the internet, electronic 
dictionaries, translation memory tools, electronic corpora and concordance software, and so on, to 
increase the efficiency and quality of their work (Pym et al., 2006). It can be concluded that the 
relationships between translation and computer is a subject worthy of high attention and investigation. 
Research in computer and translation led to creation of such a field as localization. Localization led to 
other concepts such as locale, globalization, internationalization, and so forth. This research, more 
focused in scope, may result in creation of other concepts and topics in readers’ minds. It can therefore be 
claimed that this research can motivate other researchers to investigate other aspects of localization. 
The researcher believes that it will be very helpful for GoldWave designers and producers to study this 
paper. It will make them aware of those parts of the manual which are challenging for translators and 
readers. Such an awareness may lead to revisions, making it more applicable to translation and 
comprehensible to readers. So it is correct to claim that this study can be helpful to the software’s 
designers, its translators and users. 
 
1.3. Research Questions 
Q1: What is localization? 
Q2: How can GoldWave’s manual be analyzed regarding its localization into Persian? 
 
1.4. Research Hypotheses 
H1: Localization is the process of translating and adapting a product produced in a country in order to 
prepare it for admission and consumption in a different country. 
H2: It is possible to translate GoldWave’s manual into Persian. This document contains no culture-
specific item to make it difficult to translate. Most of its lexical and structural items either have 
established equivalents in Persian or were borrowed into TL to fulfil any lexical gap. Therefore 
equivalence, borrowing or direct transfer, and sometimes adaptation were the main translation 
techniques utilized in its translation. 
 
1.5. Research Limitations 
There are two other concepts directly related to localization: internationalization and globalization. 
Internationalizing a computer product means designing to handle demands like the accented characters 
which will be required in the localized versions. Globalization addresses the business issues related to 
taking a product global. In the globalization of high-tech products, this involves integrating localization 
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throughout a company, after proper internationalization and product design, as well as marketing, sales, 
and support in the world market (Pym et al., 2006). Time and space limitations caused the researcher to 
restrict his scope to localization and examine those two other ones briefly. 
Languages differ in numerous dimensions. Time conventions, numbering, punctuation, writing direction, 
alphabets, materials used for writing, lexical and syntactic structures, etc. are among such differences. 
These differences are more noticeable in the task of translation in which differences between languages 
are put beside each other. Translation of GoldWave into Persian is surely different from translation into 
English, French, German, Spanish, Italian, Arabic, Chinese, and any other language. Once again, lack of 
enough time and space does not allow the researcher to examine its translation into other languages and 
therefore, he has to restrict his scope to translation into his native language. 
 
2. Literature Review 

“The monkey uses a stick to get a banana, and that stick is technology, in this case a simple tool” (Pym et 
al., 2006, p.5). The significance of technological developments in the current time is very obvious, with no 
need for discussion. A crucial aspect of technology is that it makes human’s access to markets and 
resources far from his location possible. Bauer (2014) believes that access to foreign markets and 
globalized supply chains are the main sources of growth, jobs and new investments – in particular for 
developing economies. He indicates that manufacturing and exports depend upon access to a broad 
range of services at competitive prices, which depend upon secure and efficient access to data. Such an 
access to remote markets and locations entails communication across languages and cultures which 
necessitate competence in production and comprehension of other languages. As people mostly possess 
such competencies only in their native languages, it is translators’ duty to establish communication across 
languages and cultures. 
“Translation is putting into contact, interaction and collision with each other (at least) two languages and 
cultures that are mutually transformed in this relationship” (Bassnett & Gentzler, 2008, p.30). Translation 
is a big business. In fact, for many companies, translation has become part of what is known as the GILT 
business (Hatim & Munday, 2004). The world is excessively in need of translators. Nobody can deny this 
(Kay, 1980). There are many translation strategies available to translators such as modification, 
transposition, paraphrase, literal translation, calque, etc. All of these strategies are required at various 
times when dealing with different texts (Byrne, 2006). 
“A computer is a device that can be used to magnify human productivity” (Kay, 1980, p.1). When text for 
translation moved from a paper-based to a digital medium such as computer software, the process came 
to be called localization, as it required special engineering adjustments besides translation. Furthermore 
the nature of the text has changed from static print-based documentation to include online text. 
Localization is now extending its scope in the context of globalization, particularly on the Internet 
platform (O’Hagan & Ashworth, 2002). 
Localization is to prepare a product for a new locale. A locale refers to a set of linguistic, economic, and 
cultural parameters for the end- use of the product (Pym, 2010). The main task of localization is 
translation (retrieved from https://en.wikipedia.org/wiki/Internationalization_and_localization). The 
localization industry can benefit from enhanced knowledge of translation theory. This particularly 
concerns industry discourses which position translation as (1) just a minor step in the localization models, 
(2) the replacement of language strings, (3) an exclusive part of Applied Linguistics, (4) a process of 
‘formal’ equivalence, (5) a concept perceived equally all around the world, and (6) a donkeywork activity 
(Pym, 2006). The extensive adaptation of the Message usually employed in localization supports the role 
of Translation as ‘domestication’ in opposition to ‘foreignization’ (O’Hagan & Ashworth, 2002). 
It is crucial to make distinction between Web localization and software localization. This distinction 
entails the separation of software world and that of Internet. In order for the business to take advantage 
of the emerging worldwide marketplace on the Internet, it obviously needs to speak the customer’s 
language and consider some of the cultural factors related to that particular market. This is now 
gradually being recognized by the businesses which wish to go global, and this means that e-commerce 
alone will create specific needs for language support that is functional on the Web or any other platforms 
which may become available in future. Web localization means that the given site is provided in a 
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specified language so that the user can read text and navigate in his own language when he accesses the 
localized site. In other words, a localized Web site retains the same functionality as the original site. As 
such, translation of Web content necessitates that the translator understand the nature of the online 
medium. The task of Web localization is essentially asynchronous, no matter how short the deadline may 
be. Converting a Web site into a given language version is more akin to a software localization task than 
conventional translation work. Software localization involves engineering tasks and translation to enable 
the product to function in a given language environment (O’Hagan & Ashworth, 2002). Such projects, as 
mentioned by Pym et al. (2006), comprise the translation of Help files and printed documentation, which 
may also include the handling of translation-memory systems. 
 
2.1. History 
When the sales and marketing experts of US-based IT developers in the 1980s looked for opportunities to 
grow sales outside their native market (which was by then considered to be largely saturated), they 
targeted Europe as their next major market. This was the moment at which the localization industry was 
born (Benjamins, 2008). In the mid 1980s, large software publishers were looking for new markets for 
their products, mainly word processors and spreadsheet applications. They soon found that there was a 
demand for those products in countries like France, Italy, Germany and Spain, where potential customers 
had the financial means to pay for them, but would only do so if they were translated into their respective 
languages (Baker, 1998). Most prominently, from the 1980s the need to translate and adapt software to 
new markets resulted in common use of the word localization instead of translation (Pym et al., 2006). 
Since the 1990s, translation as a commercial activity has become a global business whose growth outstrips 
that of world trade. The rapid expansion of the Internet has been a significant factor to allow even smaller 
companies to market and sell their products internationally. The demand from consumers for product 
information, software, user manuals, games, educational materials and so on in their own languages has 
fuelled the demand for translation (Munday, 2009). Let’s take a look at a specific instance of this 
phenomenon indicating its occurrence in the real context. 
In the 1980s, the American company Microsoft was developing software for the North American market 
and then translating that software into the main languages of other markets. That was fine for as long as 
there were just a few foreign markets. However, as the number of markets increased, the simple one-
language-to-one-language translation model was seen to be inadequate and expensive. The software 
required not only replacement of the pieces of language in the menus, dialogue boxes, and Help files 
visible to the user, but also attention to a long list of apparently minor details like date formats, hotkeys, 
and punctuation conventions. Some of these apparently minor items would seem to lie on the boarder of 
the tasks we would normally expect a translator. Some indeed concern translation; others require the 
technical expertise of a product engineer; and still others require telecommunications technicians, 
terminologists, marketing experts, and perhaps lawyers. Together, these tasks are ideally done by teams, 
of which translators are a part. The entire process is then called localization, of which translation is a part 
(Pym, 2010). 
 
2.2. Process 
The localization process is generally related to the cultural adaptation and translation of software, video 
games and websites, as well as audio/voiceover, video or other multimedia content, and less frequently 
to written translation, which can also involve cultural adaptation processes (retrieved from 
https://en.wikipedia.org/wiki/Language_localisation). Prior to processes, it should be noted that 
localization involves adapting differences across languages and cultures. Manuals for software 
localization give lists of problems and tasks such as the following, only some of which clearly concern 
traditional translation: 
 Different cultures have different ways to present clocks and calendars; 
 Different cultures use different punctuation in the presentation of numbers; 
 Currencies are different, as well as the ways in which they are presented; 
 Some scripts move left to right, others move right to left; 
 Hotkeys may be reallocated; 
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 Examples and colors need to be adapted to local tastes; 
 Products must conform to local legal, fiscal, safety, and environmental requirements; 
 Products have to be adapted to local standards with regard to telecommunications, measurement 
units, paper sizes, and keyboard layouts (Pym, 2010). 
Localization may also take into account differences in culture, such as local holidays, personal name and 
title conventions, aesthetics, comprehensibility and cultural appropriateness of images and color 
symbolism, ethnicity, clothing, socioeconomic status of people and architecture of locations pictured, 
local customs and conventions such as social taboos, popular local religions, or superstitions like blood 
types in Japanese culture vs. astrological signs in other cultures (retrieved from 
https://en.wikipedia.org/wiki/Internationalization_and_localization). 
Localization projects can differ significantly in their size and the number of languages involved. While 
localizers indicate that each project is different and that the way projects are tackled depends on a large 
number of variables (e.g. the type of content, its release cycle, size, accessibility and target audience), 
most projects have a number of standard tasks and stages in common, as described by Baker (1998): 
Analysis: Before any work on a localization project starts, the original content needs to be analyzed and a 
number of important questions answered, among them: Can this product be localized for the target 
market? Does the original product support the specific features of the receptor language (characters, 
script)? Are all strings to be translated and is all material to be localized (images, symbols, etc.) available 
to the localizers? What tools and technologies are necessary and suitable to support translators, engineers 
and testers? What is the estimated effort necessary to localize the product (word count, number of 
pictures, dialog boxes, etc.)? 
Preparation: Based on the outcome of the project analysis and once a project has been given the go ahead, 
project managers, engineers and ‘language leads’ (linguistic coordinators) put together a project plan and 
a localization kit. 
Translation: As a consequence of dealing with digital material, translators working in localization will be 
required to perform extremely technical and demanding administrative tasks besides translating, such as 
preparing TERMINOLOGY databases, maintaining translation memories, analyzing and pre-translating 
text utilizing automated translation systems, using and maintaining MACHINE TRANSLATION 
applications and resources, managing thousands of source and target files, updating previous 
translations and checking the consistency of translations, across product lines, versions and computing 
platforms. 
Engineering/Testing: Testers and Quality Assurance (QA) personnel use test plans, test scripts and 
sophisticated error reporting and tracking procedures to ensure the quality of the localized products. 
Once the localization engineers have removed all important problems, the localized product is signed off 
by the QA team and passed on to the release lab, from where it is released to the customers. 
Project Review: Every localization project undergoes a thorough review by the project team and 
managers from both the client and vendor site. 
Years ago, a team of translators might have been employed to render a whole software program or 
company website into a different language. Today, software and websites are rarely developed in this 
way. A localization project may involve several tasks, from the moment the material is received through 
to ‘post-mortem’ discussion with the client. Translation is mostly presented as just one or two of those 
steps, so the managers conclude that translation is a small part of localization. The following is a model of 
the steps taken in software localization (Pym, 2010): 
analysis of received material; scheduling and budgeting; glossary translation or terminology setup; 
preparation of localization kit (materials for the translators); translation of software; translation of help 
and documentation; processing updates; testing of software; testing of help and publishing of 
documentation product QA and delivery post-mortem with client. 
 
2.3. Internationalization and Globalization 
Localization can be viewed as an industrial process applied to content which is predominantly in digital 
form and needs to be adapted to target market requirements. The localization industry includes all 
individuals involved in the localization process, the localization tools developers and the end customers 
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of the localized product (Pym et al., 2006). The concept of ‘localization industry’ involves two other terms 
closely related to localization and to each other: ‘internationalization’ and ‘globalization’. 
Computer software may encounter differences above and beyond straightforward translation of words 
and phrases, because computer programs are able to generate content dynamically. These differences 
should be taken into account by the internationalization process in preparation for translation (retrieved 
from https://en.wikipedia.org/wiki/Internationalization_and_localization). Internationalization refers 
to the process of generalizing a product so that it can handle multiple languages and cultural conventions 
without the need for re-design. Key features of internationalization have always been the support of 
international natural language character sets, separation of such locale-specific features as translatable 
strings from the software code base and the addition of functionality or features specific to foreign 
markets (Pym et al., 2006). 
The Localization Industry Standards Association (LISA) defines a ‘well-globalized product’ as a product 
which has been enabled at a technical level for localization. In turn, the word ‘localization’ can be defined 
as a process to facilitate globalization by addressing linguistic and cultural barriers specific to the receiver 
who does not share the same linguistic and cultural backgrounds as the sender (O’Hagan & Ashworth, 
2002). Two basic features of globalization, according to Bielsa and Bassnett (2009), are the substantial 
overcoming of spatial barriers and the centrality of knowledge and information, resulting in the increased 
mobility of people and objects and a heightened contact between different linguistic communities. 
Globalization is generally associated with the shrinking of our world and the possibility of instant 
communication worldwide. “Indeed, one of the striking features of the impact of globalization is the 
manner in which organizations such as Babels have emerged” (Baker, 1998, p.127). 
 
2.4. Localization Versus Translation 

Translation theory has a lot to learn from localization. Efficiency, teamwork, client-liaison and 
technology-know-how are only a few examples (Pym, 2006). It is possible to argue that other disciplines 
are pushing translation studies to develop more rapidly. To keep up with the business demand, however, 
translation teachers are going to have to retool their skills in information technology, which will then 
have a corresponding influence on research and theory. Increasingly, translation is seen as a cultural and 
political practice, and accordingly translation studies should be based on a clear awareness of the 
global/local tensions embedded in translation and of its transforming influence on the local cultural 
paradigm (Bassnett & Gentzler, 2008). 
The most difficult distinction to make, however, is between localization and translation. Not just 
localizers, translators as well adapt products linguistically and culturally so that they can be understood 
in different locales. However, translation does not necessarily deal with digital material whereas 
localization is always occurring in the digital world. Language experts working in localization as 
translators cannot restrict themselves to translation per se. In fact, translation very often takes up just a 
fraction of their working day. They spend the rest on file management, translation memory and 
terminology database maintenance, coordination between large groups of translators, as well as linguistic 
testing of the target material (Benjamins, 2008). 
Language localization differs from translation activity since it includes a comprehensive study of the 
target culture in order to correctly adapt the product to local needs. In addition to translation (and, 
therefore, grammar and spelling issues that vary from place to place where the same language is spoken), 
the localization process may include adapting graphics; adopting local currencies; using proper format 
for date and time, addresses, and phone numbers applicable to the location; the choices of colors; and 
many other details, including the physical structure of a product (retrieved from 
https://en.wikipedia.org/wiki/Language_localisation). LISA’s website differentiates between 
localization and translation in its main field of computer software. It explains that, while localization 
includes translation of the linguistic content, it also includes adapting the size of dialogue boxes, colors 
and character sets (for languages such as Chinese, Korean and Japanese) to ensure correct display. 
Furthermore, visuals may need altering, with taxis, telephones, buses and so forth needing to fit the local 
market (Hatim & Munday, 2004). 
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Localization has made translators more aware that their translations will be included in a larger context. 
Translation is one of the activities which may take place in localization alongside, among others, project 
management, marketing, graphic design and software development. Localization has brought some new 
dimensions into translation insofar as it deals with new text types (software user interfaces and online 
help or multimedia texts) deeply linked with technology (Pym et al., 2006). 
 
2.5. Challenges, Advantages, and Disadvantages 

There are many academic institutions offering programs and courses on localization. As the core of 
localization revolves around language, translation and international business, institutions specializing in 
such areas have integrated localization topics into their language curricula. For any student hoping to 
work in a commercial translation environment, at least an awareness of what localization entails is 
essential. This is not only because students are necessarily going to be involved in localization projects 
but also because various dimensions of the localization model (e.g. translation tools, workflow, etc.) are 
spreading into the localization industry in general. Given the nature of the rapid changes involved, the 
localization industry can play a significant role in pointing out knowledge gaps to the training 
institutions, which can ideally use the feedback to improve their curricula (Pym et al., 2006). 
Technology, through the Internet and access to a worldwide market, has played a crucial part in the birth 
of localization industry. It has made large corporations aware of cultural details which mainly remained 
unseen until the end of the 1980s. The driving force behind the localization efforts is still potential 
revenue increase, as local markets become saturated. However bad this may sound, it is a very good 
thing for translators, as they gain more exposure and may secure new revenues (Pym et al., 2006). 
“No matter what traditional translation theorists think of localization, there are good social and ethical 
reasons for taking it seriously, and for seeking out the good as well as the bad in the world that it 
promises” (Pym, 2010, p.140). Pym (2006) regards translation as an extremely variable set of operations, 
even when only a part of localization. He believes that localization is an ideal case to theorize the future 
of language support, embodying conceptual changes to translation in its traditional sense. 
Besides desirable characteristics, localization encounters particular challenges. While translating existing 
text to other languages may sound easy, it is more difficult to maintain the parallel versions of texts 
throughout the product’s life. For example, if a message displayed to the user is modified, all the 
translated versions must be changed. This in turn results in a somewhat longer development cycle. Many 
localization issues (e.g. writing direction and text sorting) require more profound changes in the software 
than text translation. To some degree (e.g. for Quality assurance), the development team needs someone 
understanding foreign languages and cultures and has a technical background. In large societies with one 
dominant language/culture, it would be difficult to find such a person (retrieved from 
http://en.wikipedia.org/wiki/Internationalization_and_localization). 
 
2.6. Future Directions 
The global consequence of localization may be an increasing standardization of cultures. However, the 
paradigm also allows for considerable cultural adaptation, going well beyond the boundaries of 
traditional equivalence-based translation. In most respects, the actual cultural effects of localization 
remain to be seen (Pym, 2010). 
So far, localization has predominantly serviced rich countries. Decisions by large multinational digital 
content developers on whether a product must be localized into a particular language and locale continue 
to be made based on the purchasing power of the target market, i.e. on the gross domestic product (GDP) 
in a particular country, rather than on the number of speakers of a language. Promoters of development 
localization believe that access barriers to the digital world, causing what has been described as the 
‘digital divide’, can be lowered or even removed instead of being raised, through localization (Baker, 
1998). 
The demand for localization is increasing. Customers want services and products in their own language 
(Benjamins, 2008). As one of the biggest localization service users, Microsoft draws a substantial 
proportion of its income from the sales of localized products. Its strategies of localization provide a new 
direction for language management in the context of globalization. The key feature is to match the extent 
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of language facilitation with market profiles in terms of its commercial significance (O’Hagan & 
Ashworth, 2002). Baker (1998) points out that a product such as Microsoft Vista was already being 
localized into 99 languages in 2007, a number which is set to increase in the future. 
 
 
2.7. Glossary 
The most important terms in the area of localization and their definitions are listed alphabetically in this 
section. Most of them have already been discussed in details while some others are introduced here. Their 
significance in the field of localization caused the researcher not to ignore their rendition. These 
definitions were gathered from Samuelsson-Brown (2006), Pym (2010), Baker (1998), Bielsa and Bassnett 
(2009), and finally O’Hagan and Ashworth (2002). 
ASP (application service provider): Any third-party entity that manages and distributes software-based 
services and solutions to customers remotely via the Internet or a private network. 
Crowd Sourcing: Crowd sourcing refers to the outsourcing of localization tasks to a large group of 
individuals in an open call. 
GILT: An acronym for the globalization, internationalization, localization, and translation industries. The 
term tends to be used by those who attempt to promote the status of translation. 
Globalization: Globalization addresses the business issues associated with taking a product global. In the 
globalization of high-tech products, it involves integrating localization throughout a company, after 
proper internationalization and product design, as well as marketing, sales, and support in the world 
market. Such a meaning is more specific than the general process of economic globalization. 
Internationalization: Internationalization means the process of generalizing a product so that it will 
handle multiple languages and cultural conventions without the need for redesign. Internationalization 
happens at the level of program design and document development. 
LISA: Over 400 leading IT manufacturers and service providers, along with industry professionals 
representing corporations with an international business focus, have contributed to the establishment of 
LISA’s best practice guidelines and language-technology standards for enterprise globalization. It’s the 
organization to join when you’re serious about international business. LISA’s web address is 
www.lisa.org. 
Localization: Localization involves taking a product and making it linguistically and culturally 
appropriate to the target locale (country/region and language) where it will be used and sold. The ideas 
and practices increasingly brought under the label of localization do not constitute a translation theory in 
any strong academic sense. They may be a set of names-for-things developed within certain sectors of the 
language industry. 
Multiple language vendors (MLV): This is a localization service provider covering a wide range of 
languages. 
Partial localization: A localization process in which not all of the user-visible language is translated, 
usually to save costs when working into a small locale. 
Reverse localization: Localization is marked by a strong directionality, moving from a central language 
toward a more peripheral language. So strong is this directionality that movements in the other direction 
have been called ‘reverse’ localization. 
Simultaneous shipment (simship): A simultaneous release of multiple language versions of a software 
product. 
Single language vendors (SLV): A localization service provider covering a single or a limited number of 
languages. 
Translation: Translation is mostly taken to mean the production of a written version of a source text in 
one or more receptor languages. The basic activity of translation includes a translator taking a text 
(written or oral) and changing it into another language. 
Web localization: This process allows a specific Web site to be viewed and navigated in a given language. 
It may involve some adjustments regarding content and package such as visual design, depending on the 
target market and the strategy taken by the site provider. 

http://www.lisa.org/
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Wikifization: Wikifization refers to the impact of massive online collaboration on the world of localization 
and translation. 
 
3. Data Analysis 
GoldWave manual is an HTML file consisted of 771 links and 257 headings. It is composed of 4 major 
sections, each with several further subsections, ending in 5 appendixes. The software’s menu is divided 
into 8 parts, each containing various tasks. The software provides the user with numerous commands 
and hotkeys to perform different tasks. All these should be taken into account in the process of software’s 
translation and localization into Persian. 
The expression ‘October 2013’ at the beginning of the manual is directly transferred into the target 
language since Christian calendar is known in Persian language. The abbreviation (MDI) in line 389 
would better be transferred inside the parentheses to the target text. Under the heading ‘System 
Requirements’, there are such terms as Microsoft, Windows, and megabyte, borrowed into Persian, 
having accepted equivalences. CD and PC are abbreviations having accepted equivalences which should 
be replaced with. 
GoldWave’s Web address mentioned under the heading ‘General Installation Instructions’ should be 
transferred letter by letter to the translated text. The file types (wav and mp3) and the address mentioned 
in the sixth item of the list under the heading ‘Additional Settings’ are other instances of direct transfer 
into Persian. Among the time formats supported by the software (heading ‘Entering Times’), the default 
format (HH:MM:SS.TTTTT) is the best one used in the TT. This format is typical in Persian. Other formats 
suggested by the software are less common in the target language and would better be avoided. 
Under the heading ‘Record Properties’, the word (Ctrl key) is used, for which the whole word rather than 
its abbreviated form is used in the TT. Its table of format specifiers is also noteworthy. Some short forms 
for weekdays and month names are suggested while their corresponding equivalents in the TL have no 
short form and are mentioned completely. To indicate time, both 24-hour and 12-hour clocks are common 
to the same degree while former is more common in the TL. Under the heading ‘Volume Properties’ the 
word ‘you’ is used to address no particular listener but to mention a significant point to all addressees. 
This way of speaking can be followed in Persian using such alternative forms as ‘the user’ or ‘the person’ 
or even can be mentioned in a passive voice. 
The table of file types supported by GoldWave (heading ‘File Format’) contains several file extensions 
and some information about each one. It is suggested that translators translate such words in their 
original forms in the TT. (Alt+F6) and (the Tab key) under the heading ‘Interface’ are rendered in the TT 
using the words which follow their pronunciations. The tables drawn under the headings ‘Navigation’ 
and ‘Editing’ are full of words and statements which should be translated with caution. Heading ‘Open 
URL’ contains the acronym (URL) which may be either translated giving the equivalence assigned to the 
word shown by each letter or rendered directly in the TT. Note that the abbreviated form (kbps) under 
the heading ‘Save As’ should be translated and not transferred to the TT. 
The button names pointed out under the heading ‘Cue Points’ are all translatable into Persian. They can 
be translated either word-by-word or taking their sense as a whole. (Control Panel) mentioned under the 
heading ‘Speech Converter’ (line 4410) is a significant part of Windows known to all computer users. This 
name is used in its original form in Persian and translators should render it in this way. Sherlock Holmes, 
given as an example under the heading ‘Text To Speech’, is also known to almost all Iranians and should 
be mentioned in the translated text. The translator must care to use the same numbers as those given 
regarding the attribute numbers given in the table. 
The table of key names given under the heading ‘Keyboard’ contains several key names, some in 
abbreviated forms and some as a whole. They mostly have equivalences in the TT and are therefore easy 
to render while those which have no specific equivalence may be problematic for the translator. 
(Command Prompt) is one of the options provided for computer users to work with computer in a 
different environment. This expression (heading ‘Command Line Parameters’) is known to most of 
computer users and may be transferred directly to the target text. The translator must be careful to 
translate the postal address given under the heading ‘Support and Updates’ in a way that there remains 
no chance for misunderstanding. 
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The five appendixes given in the last part of manual are listed alphabetically. It is possible to establish 
correspondence between such Latin-based alphabetical listing and that based on Persian alphabets. So it 
imposes no difficulty upon the translator to list them based on Persian alphabets. The acronym (MB) 
standing for (megabyte) which is used in the table drawn under the heading ‘Sampling Rate’ has no 
abbreviated form in Persian and should be written in its fully translated form. A number with minus sign 
is used under the heading ‘Signed and Unsigned’, after which a number with no sign is written. In both 
Persian and English, it is possible to remove plus sign before a positive number. It can thus be said that 
these two languages are similar regarding sign writing conventions. (bit) and (byte) used under the 
heading ‘Big and Little Endian’ are two terms borrowed into Persian. Their translation imposes no 
difficulty upon the translator. The same is true for (mono) and (stereo) under the heading ‘Channels’. 
Percent sign (%) is a sign used internationally. The sign and conventions of its usage are similar in 
Persian and English. Thus its usage under the heading ‘Percent (%)’ cannot be challenging for the 
translator. The file formats (AAc) and (Ogg) used under the heading ‘File Compression’ are two formats 
known to most of computer users and would better be used in their original forms in the TT. The table 
given under the heading ‘Evaluator Operators and Functions’ should be viewed by a careful translator as 
it contains some signs and their corresponding operations. The translator should read the operation 
written in the row beside each sign and check if its operation is the same as that which is typical in 
Persian. Unlike most of the previous tables, the table given under the heading ‘Troubleshooting’ creates 
no particular difficulty for the translator. 
 
4. Conclusion 

GoldWave is one of countless applications produced all around the world. We live in the modern world 
encompassing a very large variety of applications designed to facilitate numerous tasks for their users. 
These various applications have similarities in some dimensions and many differences in others. Each 
group of applications has its own rules of installation and usage. This can confuse the user about how to 
use the application. These necessitate software designers to allocate specific parts of applications to 
contain guiding directions known as help manual. 
As it was said before, GoldWave manual is an HTML document which is used to direct software users 
how to install and use it. It is assumed that a Persian-speaking translator is going to translate this 
document for Persian-speaking users unable to read the original. This task (known as localization) is not 
as easy as it sounds to be. The differences between the two languages can create various types of 
difficulties for the translator. A brief look at the process of translation and the points in the document 
which may create difficulties for the translator is a useful task, something done in this study. It’s time to 
make concluding points. 
As a whole it can be concluded that GoldWave’s manual is less prone to produce difficulties for the 
translator which cannot be solved. The date format used in the document is of Christian type. This type of 
date and its months are completely known to TL users. All the months have corresponding accepted 
equivalents in Persian. The abbreviated forms in the ST are mostly known in the TL either in their 
original forms or with their corresponding equivalents in Persian. The words belonging to computer 
terminology are also less likely to be problematic for the translator as they are all familiar to TT users. 
They are expected to be familiar with such terms since the manual user is assumed to be a computer user. 
As a result these terms and concepts are not problematic for the translator. 
GoldWave manual is among the text types which are rarely problematic for translators. The most difficult 
aspect of translation is the point in which social and cultural differences across languages manifest 
themselves. The terms and concepts which are restricted to specific social, racial, or religious groups and 
geographical areas are very difficult to be translated. Such terms and concepts are known as culturemes. 
As GoldWave has been designed to be used by everybody in the world, its manual should be designed in 
a way comprehensible to all people around the world. This condition necessitates using words and 
expressions which are as less culturally specific as possible, something obvious in the analysis. 
The manual is an HTML document consisting of various elements. It contains such elements as headings, 
links, tables, graphic links, and so forth. The translator rendering the document in the TL is advised to do 
this task in an HTML document which is designed as correspondingly to the original document as 
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possible. By this the researcher means that the elements designed the target document correspond to the 
same elements and same location in the ST. Each phrase and sentence in the target document should be 
located in the same place as its corresponding source phrase and sentence is located. If the source text 
was rendered in a heading shape, its target text would also better be rendered in a heading format. Such a 
correspondence would help the translator to improve the quality of his rendition and contribute to the 
reader to accept the translated text more easily. It is of course essential to use the font size and writing 
style commonly utilized in the TL and the translator should keep this point in his mind. 
The main translation strategies used by the translator are equivalence, borrowing, direct transfer, and 
adaptation. The strategy of equivalence is the most commonly used one by the translator. By this strategy, 
the researcher means lexical items and structural patterns established in the TL and considered 
equivalent to their respective SL lexical and structural items. Borrowing is used for such accepted terms 
and acronyms in the TL as MB, bit, byte, mp3, and so on. Direct transfer is used for such more proper 
names as Windows, GoldWave, CD, PC, and so forth. The last two strategies are used beside a linguistic 
procedure called ‘nativization’, which is to adjust the phonetic and phonological features of borrowed 
terms to phonological system of TL. Finally the strategy of adaptation is used in the whole text wherever 
the differences across the two languages are beyond the capacity of other strategies to be solved. 
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ABSTRACT 

IN THE LAST CENTURY, A NUMBER OF DIFFERENT THEORIES OF SECOND LANGUAGE 
ACQUISITION HAVE BEEN FORMED WHICH ALL SEEK TO QUANTIFY HOW AND BY WHAT 
PROCESSES INDIVIDUALS ACQUIRE A SECOND LANGUAGE. THIS PAPER PRESENTS THE MOST 
INFLUENTIAL THEORIES OF SLA AND A CRITICAL OVERVIEW OF EACH THEORY. 
 

KEYWORDS: SECOND LANGUAGE ACQUISITION, BEHAVIORISM, INPUT HYPOTHESIS, 
INTERACTION HYPOTHESIS, OUTPUT HYPOTHESIS, CONNECTIONISM, SOCIO CULTURAL 
THEORY 
 

1. Introduction 
Theories of second language acquisition are various theories and hypotheses in the field of second 
language acquisition about how people learn a second language. Research in this field is closely linked to 
several disciplines such as linguistics, sociolinguistics, psychology, neuroscience, and education. 
Although second language acquisition is an interdisciplinary field and the precise starting date is really 
hard to pin down, in the 1950s and 1960s the idea that language teaching methods had to be justified in 
terms of an underlying learning theory was well established, since the pedagogic reform movements of 
the late 19th century at least.  
 
The 1950s and 1960s 
The advocates of behaviorism (Bloomfield, 1933; Skinner, 1957; Thorndike, 1932; Watson 1924) see 
language learning like any other kind of learning as the formation of habits. Behaviorism is a worldview 
that operates on a principle of “stimulus-response”. All behaviors are caused by external stimuli (operant 
conditioning) and can be explained without the need to consider internal mental states or consciousness. 
In such a view a learner is essentially passive responding to environmental stimuli. The learner starts off 
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as a clean slate (i.e., tabula rasa) and behavior is shaped through positive and negative reinforcement. 
Behaviorism rejects structuralism and is an extension to Logical Positivism. 
From this point of view the process of learning a first language is relatively simple: a set of new habits 
should be learnt as children learn to respond to stimuli in their environment. However, it is not the case 
when it comes to learning a second language since a set of well-established responses exists in our mother 
tongue. The second language learning process therefore involves replacing those habits by a set of new 
ones. The point is that the old L1 habits interfere with this process, either helping or inhibiting it. L2 
structures, then, which are different from L1s, are difficult to learn. The logical outcome of such a view 
was the work termed as Contrastive Analysis which concentrated on areas of difference in the learning 
process. There are certain pitfalls attributed to behaviorism, for example the production of novel 
utterances which have never been heard by children, lacking of some categories in production (e.g. 
function words) and no explanation for the logical problem of first language Acquisition. Behaviorism 
was largely eclipsed as a result of the cognitive revolution and Chomsky’s claim of an innate faculty 
(LAD).  
 
1970s 

In the 1970s the general trend in SLA was for research exploring the ideas of Corder and Selinker, 
particularly in their two publications which are seen as instrumental to the development of the modern 
study of SLA : Pit Corder's 1967 essay The Significance of Learners' Errors, and Larry Selinker's 1972 
article Interlanguage. Corder's essay rejected a behaviorist account of SLA and suggested that learners 
made use of intrinsic internal linguistic processes; Selinker's article argued that second-language learners 
possess their own individual linguistic systems that are independent from both the first and second 
languages. 

Corder and Selinker refuted behaviorist theories of language acquisition. Examples of research in this 
time include research into error analysis, studies in transitional stages of second-language ability, and the 
"morpheme studies" investigating the order in which learners acquired linguistic features. The 70s were 
dominated by naturalistic studies of people learning English as a second language. 

1980s  
By the 1980s, the theories of Stephen Krashen had become the prominent paradigm in SLA. The input 
hypothesis, also known as the monitor model, is a group of five hypotheses of second-language 
acquisition developed by this linguist (Stephen Krashen) in the 1970s and 1980s. Krashen originally 
formulated the input hypothesis as just one of the five hypotheses, but over time the term has come to 
refer to the five hypotheses as a group. The hypotheses are the input hypothesis, the acquisition–learning 
hypothesis, the monitor hypothesis, the natural order hypothesis and the affective filter hypothesis. The 
input hypothesis was first published in 1977.The hypotheses put primary importance on the 
comprehensible input (CI) that language learners are exposed to. Understanding spoken and written 
language input is seen as the only mechanism that results in the increase of underlying linguistic 
competence, and language output is not seen as having any effect on learners' ability. Furthermore, 
Krashen claimed that linguistic competence is only advanced when language is subconsciously acquired, 
and that conscious learning cannot be used as a source of spontaneous language production. Finally, 
learning is seen to be heavily dependent on the mood of the learner, with learning being impaired if the 
learner is under stress or does not want to learn the language. 

Krashen's hypotheses have been influential in language education, particularly in the United States, but 
have received criticism from some academics. Two of the main criticisms are that the hypotheses are 
untestable, and that they assume a degree of separation between acquisition and learning that has not 
been proven to exist. 

 Research in the 1980s was characterized by the attempt to fill in these gaps. Some approaches included 
Lydia White's descriptions of learner competence, and Manfred Pienemann's use of speech processing 
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models and lexical functional grammar to explain learner output. This period also saw the beginning of 
approaches based in other disciplines, such as the psychological approach of connectionism.  

1990s 

The major area of research interest in 1990s was linguistic theories of SLA based on Noam Chomsky’s 
universal grammar. The UG model of principles, basic properties which all languages share, and 
parameters, properties which can vary between languages, has been the basis for much second-language 
research. Chomsky claims that there are certain principles that form the basis on which knowledge of 
language develops. These principles are biologically determined and specialized for language learning 
(Chomsky, 1969, 1980, 1986).UG theory originally concerned itself with first language acquisition rather 
than SLA. However, its principles were adopted by second language researchers and were applied in the 
field of SLA.UG supported the existence of developmental sequences in interlanguage which is seen as a 
natural language which is subject to the constraints of UG( Hilles, 1986). The use of UG was also 
suggested for language transfer, fossilization, critical period and language pedagogy. The main 
shortcoming of Universal Grammar in describing second-language acquisition is that it does not deal at 
all with the psychological processes involved with learning a language. UG scholarship is only concerned 
with whether parameters are set or not, not with how they are set. 

The 1990s also saw the introduction of sociocultural theory, an approach to explain second-language 
acquisition in terms of the social environment of the learner. Social interactionist theory emphasizes the 
role of social interaction between the developing child and linguistically knowledgeable adults and is 
largely based upon theories of Soviet psychologist Lev Vygotsky and was made prominent in the western 
world by Jerome Bruner. 

Long's interaction hypothesis suggests that language acquisition is strongly facilitated by the use of the 
target language in interaction. Similarly to Krashen's Input Hypothesis, the Interaction Hypothesis claims 
that comprehensible input is important for language learning. In addition, it claims that the effectiveness 
of comprehensible input is greatly increased when learners have to negotiate for meaning. Ellis, Rod 
(1997)  

Interactions often result in learners receiving negative evidence. Ellis, Rod (1997) & Richards, Jack; 
Schmidt, Richard, eds. (2002) That is, if learners say something that their interlocutors do not understand, 
after negotiation the interlocutors may model the correct language form. In doing this, learners can 
receive feedback on their production and on grammar that they have not yet mastered Ellis, Rod (1997). 
The process of interaction may also result in learners receiving more input from their interlocutors than 
they would otherwise. Furthermore, if learners stop to clarify things that they do not understand, they 
may have more time to process the input they receive. This can lead to better understanding and possibly 
the acquisition of new language forms. Ellis, Rod (1997).Finally, interactions may serve as a way of 
focusing learners' attention on a difference between their knowledge of the target language and the 
reality of what they are hearing; it may also focus their attention on a part of the target language of which 
they are not yet aware. Gass, Susan; Selinker, Larry (2008)  
In the 1980s, Canadian SLA researcher Merrill Swain advanced the output hypothesis, that meaningful 
output is as necessary to language learning as meaningful input. However, most studies have shown little 
if any correlation between learning and quantity of output. Today, most scholars contend that small 
amounts of meaningful output are important to language learning, but primarily because the experience 
of producing language leads to more effective processing of input. 
Another significant theory in this time is connectionism. Connectionism attempts to model the cognitive 
language processing of the human brain, using computer architectures that make associations between 
elements of language, based on frequency of co-occurrence in the language input. Christiansen & Chater 
2001.Frequency has been found to be a factor in various linguistic domains of language learning. Ellis 
2002. Connectionism posits that learners form mental connections between items that co-occur, using 
exemplars found in language input. From this input, learners extract the rules of the language through 
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cognitive processes common to other areas of cognitive skill acquisition. Since connectionism denies both 
innate rules and the existence of any innate language-learning module, L2 input is of greater importance 
than it is in processing models based on innate approaches, since, in connectionism, input is the source of 
both the units and the rules of language. Christiansen & Chater 2001. The new theories of processability 
and input processing in this time period are also related to connectionism. 

2000s 

 In the 2000s research was focused on much the same areas as in the 1990s, with research split into two 
main camps of linguistic and psychological approaches. VanPatten and Benati do not see this state of 
affairs as changing in the near future, pointing to the support both areas of research have in the wider 
fields of linguistics and psychology, respectively. VanPatten & Benati 2010. 

   

 2.Conclusion 

The second Language acquisition theories reviewed in this paper have paid attention to different aspects 
of the process and have provided valuable background and hypotheses for numerous research studies. 
They all regard SLA as a gradual process. It is worth noting that although each theory offers a different 
insight in the complex process of SLA, no single theory can offer a comprehensive explanation about the 
whole process. Much research must still be done to solve this large jigsaw puzzle called “ second 
language acquisition”. 
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ABSTRACT  
TECHNOLOGY PLAYS A CRITICAL ROLE FOR TEACHERS' TEACHING PRACTICE. TO BE 
SUCCESSFUL IN THEIR CAREER, TEACHERS NEED TO DEVELOP THEMSELVES IN PEDAGOGY 
AND TECHNOLOGY. THE PRESENT RESEARCH INVESTIGATED UNIVERSITY ENGLISH 
LANGUAGE INSTRUCTORS' TECHNOLOGICAL AND PEDAGOGICAL KNOWLEDGE IN GUILAN 
AZAD AND STATE UNIVERSITIES. A RESEARCHER-DEVELOPED QUESTIONNAIRE WAS 
UTILIZED. THE VALIDITY AND RELIABILITY OF THE QUESTIONNAIRE WERE ACHIEVED 
THROUGH EXPERT OPINION AND CRONBACH ALPHA, RESPECTIVELY. HAVING COLLECTED 
THE DATA, A DETAILED DESCRIPTIVE AND INFERENTIAL STATISTICS OF THE FINDINGS WERE 
PRESENTED. THE TWO CONSTRUCTS OF THE RESEARCH INSTRUMENTS, NAMELY 
TECHNOLOGY AND PEDAGOGY WERE SEPARATELY ANALYZED THROUGH INDEPENDENT 
SAMPLES T TEST AND A ONE-WAY ANOVA FOR HYPOTHESES TESTING THAT GENERALLY 
REVEALED A DIFFERENCE BETWEEN THE INSTRUCTORS' USE OF THE CONSTRUCTS 
REGARDING THEIR AGE, GENDER, MAJOR, AND FIELD OF STUDY. HOWEVER, IT WAS FOUND 
THAT THE INSTRUCTORS' USE OF THE TWO CONSTRUCTS WAS THE SAME IN SOME CASES. 
 

KEY WORDS: TECHNOLOGY, PEDAGOGY, ENGLISH LANGUAGE INSTRUCTOR, GUILAN 
UNIVERSITIES 

 
1.0. Introduction 

By using information and communication technologies, teachers can follow developments in their areas, 
transfer the contemporary approaches and applications regarding teaching methods into their 
instruction, and keep themselves up-to-date. For these reasons, technology plays a critical role for teacher 
knowledge improvement. 
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When teachers integrate technology into instruction, their students become more interested in the subject 
(Schrum, Thompson, Maddux, Sprague, Bull, & Bell, 2007; Sweeder & Bednar, 2001). In the literature, it is 
stated that teachers with more experience in educational computer maintain higher expectations for 
student learning (Hicks, 2006). In addition, the use of computers and educational technologies may help 
increase student performance. According to Kember (2008), digital pedagogies can refer to personalized 
and authentic learning, learning in the global context, and broader experiences and deeper learning. 
Yaniv and Crichton (2008) suggest that the main initiative for the adoption of new technologies should be 
the need created by pedagogical concepts that could not be applied without technology. Developing 
digital pedagogies as a way of reframing pedagogies to better meet the needs of current and future 
students is an imperative in a digital world (Kember, 2008). 
Computer and instructional technologies also bring significant novelties to teachers and their classroom 
instruction. In recent years, computer and instructional technologies have become an important part of 
our lives by affecting our learning and communication. Uses of these technologies in our daily lives 
become widespread since these technologies provide individuals with many benefits and opportunities.  
 
According to Kember (2008), digital pedagogies can refer to personalized and authentic learning, learning 
in the global context, and broader experiences and deeper learning. Yaniv and Crichton (2008) suggest 
that the main initiative for the adoption of new technologies should be the need created by pedagogical 
concepts that could not be applied without technology. Developing digital pedagogies as a way of 
reframing pedagogies to better meet the needs of current and future students is an imperative in a digital 
world (Kember, 2008). 
 
The TPK framework is built on Shulman's (1986, 1987) descriptions of Technological pedagogical content 
knowledge (TPCK) that describes how teachers' understanding of technologies and pedagogical content 
knowledge interact with one another to produce effective teaching with technology. TPK is a framework 
for teacher knowledge for technology integration (Mishra & Koehler, 2006). They developed TPK in 
response to the absence of theory to guide the integration of technology into education. Since its 
introduction, “the notion of TPK has been rapidly extended across the fields of professional development 
and technology integration” (Voogt, Fisser, Roblin, Tondeur, & Van Braak, 2010, p. 110). 
 
Understanding the impact of technology on the practices and knowledge of a given discipline is critical if 
we are to develop appropriate technological tools for educational purposes. The choice of technologies 
affords and constrains the types of content ideas that can be taught. Based on the issues mentioned, the 
present research intends to investigate technological knowledge of teachers and technological pedagogy 
the teachers make use of.   
 
1.1. Statement of problem  
Despite the emergence of TPK as a critical attribute of modern teachers, there exists a limited 
understanding of the applications and conceptual grounding of theoretical frameworks in the educational 
technology literature that aim to inform the pragmatics of teaching and learning with technology 
(Graham, 2011; Koehler & Mishra, 2008; Angeli, 2005; Niess, 2005).  
 
Because technological pedagogical content knowledge is becoming an increasingly important construct in 
the field of teacher education, there is a need for assessment mechanisms that capture teachers’ 
development of this portion of the knowledge base for teaching. Social and contextual factors also 
complicate the relationships between teaching and technology. Social and institutional contexts are often 
unsupportive of teachers’ efforts to integrate technology use into their work. Teachers often have 
inadequate (or inappropriate) experience with using digital technologies for teaching and learning. 
Likewise, isolating learning about curriculum content (C), or general pedagogical skills (P), will not 
necessarily help teachers develop an understanding of how to put this knowledge to good use. 
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1.2. Significance of the Study 
Pedagogical knowledge requires an understanding of cognitive, social, and developmental theories of 
learning and how they apply to students in the classroom. True technology integration is understanding 
and negotiating the relationships between the three components of technology, pedagogy, and content in 
specific contexts. A teacher who is capable of negotiating these relationships can represent a form of 
expertise that is different from the knowledge of a disciplinary expert (an educationalist), a technology 
expert (a computer scientist) and a pedagogical expert (an experienced educator). Effective technology 
integration for pedagogy around specific subject matter leads to developing sensitivity to the dynamic 
relationship among these three components (Abbitt, 2011).  
 
Understanding the impact of technology on the practices and knowledge of a given discipline is critical if 
we are to develop appropriate technological tools for educational purposes. The choice of technologies 
affords and constrains the types of content ideas that can be taught.  
 
1.3. Research Question 
In line with the issues regarding the problem, objective, and significance of the study, the following 
research question was proposed:  
 
Is there any statistically significant difference among the components technological pedagogical 
knowledge with respect to EFL University English language instructors' age, fields of study, degree, 
gender? 
 
1.4. Research Hypothesis  
Based on the research question proposed, the following null hypothesis are given:  
H0: There is no any statistically significant difference between technological pedagogical content 
knowledge components with respect to EFL University English language instructors' age, fields of study, 
degree, gender? 
 
2. Review of Literature 
Technological pedagogical knowledge emerges from the knowledge that entails an interaction of all three 
components of pedagogy, and technology. TPK is the basis of effective teaching with technology and 
requires an understanding of the representation of concepts using technologies; pedagogical techniques 
that use technologies in constructive ways to teach content; knowledge of what makes concepts difficult 
or easy to learn and how technology can help redress some problems that students face; knowledge of 
students' prior knowledge and theories of epistemology; and knowledge of how technologies can be used 
to build on existing knowledge and to develop new epistemologies or strengthen old ones. 
 
Technological pedagogical knowledge (TPK) is an understanding of how teaching and learning changes 
when particular technologies are used. This includes knowing the pedagogical affordances and 
constraints of a range of technological tools as they relate to disciplinarily and developmental appropriate 
pedagogical designs and strategies. This requires getting a deeper understanding of the constraints and 
affordances of technologies and the disciplinary contexts within which they function. 
 
Graham, Burgoyne, and Borup (2010) examined pre-service teachers’ planning and decision making by 
presenting participants with three instructional scenarios that were randomly selected and unique to the 
content area and grade level that the participants indicated they would be teaching. They asked the 
participants to describe two instructional strategies that would address the content/grade-level scenario, 
including one instructional strategy that used technology and one strategy that did not use technology. 
Using data collected from 133 participants in an instructional technology course who responded to 
multiple scenarios throughout the semester, the researchers developed a coding scheme for the data that 
included the domains of TPK. They also identified additional category codes and themes within each of 
these three domains to further classify responses within the domains from the TPCK framework. In 
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selecting data to analyze using the coding scheme, the researchers randomly selected 25 pre-post 
responses from four content areas (math, science, social studies, and language arts). 
 
Among the findings, Graham et al. (2010) found that instances of instructional strategies based on various 
aspects of TPK increased over time. Further, the students generally provided a more complex rationale 
for using technology in the later responses. In many ways, this study by Graham, et al (2010) is similar in 
purpose to the discourse analysis discussed by Koehler, Mishra, and Yahya (2007), in that it focused on 
the changes in thinking about TPCK over time as students are engaged in design-based activities. The 
researchers have also created a well-formed method for assessing student thinking about TPK. Although 
the authors acknowledged the need for further refinement of the coding scheme and research process to 
increase the inter-rater reliability, the findings of this study provide a solid foundation for future research 
and evaluation using the coding scheme and research method. Also similar to the prior example that 
used discourse analysis, however, this method for assessing TPACK is time intensive and requires 
multiple analyses of individual planning artifacts. As such, this approach may be best suited for research 
efforts aimed at further studying and refining the TPACK framework. 
 
Harris, Grandgenett, and Hofer (2010) also focused on examining student work as evidence of TPACK 
and sought to develop a measure by which to triangulate students’ TPACK knowledge with additional 
measures. In achieving this goal, Harris et al. (2010) described the process and results of developing a 
rubric to assess TPACK using student-created lesson plans. The authors explain the reason for a focus on 
lesson plans by stating that the study sought to “analyze teaching artifacts that both demonstrate the 
results of teachers’ decision-making, while also providing a pragmatic window into their pedagogical 
reasoning: their instructional plans” (p. 334). 
 
Through research efforts that employ these multiple methods for assessing TPK, it will be possible to 
begin to differentiate between models of introducing technology integration in teacher preparation 
programs and to better understand how pre-service teachers develop their knowledge of technology, 
pedagogy, and content and their abilities to use this knowledge for instructional planning. As the 
methods and instruments for assessing TPK are further developed and refined, there is an overarching 
need for the establishment of meaningful norms for the various instruments to provide additional indices 
to which these changes can be compared. At this point, it is possible to determine whether significant 
changes have occurred as well as to compare different instructional strategies using the measures of TPK. 
 
3.0. Method of Research  
3.1. The Design of the Study 

A mixed method design in that there is no cause-effect relationship and no treatment was employed for 
the purpose of the present research. There is no control over the selection and the manipulation of the 
variables. Moreover, the design of the present study is descriptive-analytic, since the researcher presents 
descriptions concerning naturally occurring phenomena connected with language development and 
processing. 
 
3.2. Participants  
The participants were 40 university English language instructors out of total number of 55 instructors 
availably practicing teaching in Guilan State and Azad universities. The participants were chosen based 
on convenience sampling as a non-probability sampling method. The participants were of both genders 
with a 28-55 age range. The participant's fields of study consisted of translation, teaching, literature, and 
linguistics with three different degrees, namely Masters of Arts, PhD candidates, and PhD holders.  
 
3.3. Materials 

In order to operationalize the present study and fulfill the purposes highlighted in chapter one, the 
following questionnaire which was localized and reformulated was utilized as the instrument of the 
present study. 
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3.3.1. Questionnaire 
The purpose for which the researcher used the questionnaire was to know the degree of Guilan 
university English language instructors' knowledge of technology, pedagogy. The questionnaire used in 
this study was a Likert-scale type of 5 point scales, namely strongly agree, agree, neutral, disagree, and 
strongly disagree. It is a standardized one already developed and used by Schmidt, Baran, Thompson, 
Mishra, Koehler, Tae, and Shin (2009) for measuring teachers'  technological pedagogical content 
knowledge in all fields such as mathematics, sociology, science, and literature with seven constructs and 
47 items. However, the questionnaire used for the present study is the localized version of the 
questionnaire developed by Schmidt et al. (2009) with 2 constructs and 33 items measuring English 
language instructors' Technology Knowledge (TK) and Pedagogical Knowledge (PK).  
 
3.3.1.1. Validity and reliability of the questionnaire 
Although the questionnaire was already standardized (e.g., Schmidt et al., 2009), its validity and 
reliability were estimated again for the purpose of the present study. In order to save the validity, the 
researcher first tried to gain experts' opinion through distributing the questionnaire among 6 instructors 
practicing TEFL at Islamic Azad University at Rasht and Lahijan Branches. The questionnaire was, then, 
administered to a group of long-standing experienced English instructors for piloting purpose. The 
reliability of the questionnaire was achieved through a pilot study that was conducted among a sample 
representatives (20 instructors) of the total population at Rasht Azad and state universities, and Lahijan 
Azad University due to the ease of access. The final version of the research instrument was developed 
based on feedback on this draft. The researcher distributed and administered 55 questionnaires at 
teachers’ gatherings at 5 universities in 4 cities including Rasht (Azad and State), Lahijan, Roudbar, and 
Astara in the educational year of 2015. The total number of questionnaire the researcher could collect 
finally and was able to run the study with was 40 since 15 questionnaires were not correctly answered by 
the participants.  
 
4.0. Results 
4.1. Descriptive analysis of the data 
According to the data gathered in the demographic section of the TPK instrument, the male (65%) 
participants outnumbered the female (35%) one. Regarding the age range of the participants, 5% of 
participants (2) comprised the smallest group, and 37.5% of the participants were over 46.  The teaching 
field enjoyed the highest rank among others with 67.5%. However, translation enjoyed the least with 
7.5%. With regard to degree, PhD candidates and PhD holders were competitively the same with 2 
difference for PhD holders. The detailed information can be looked up in table 4.1. 
 
4.2. Validity and reliability of the questionnaire 
Regarding the validity of the questionnaire it can be said that the questionnaire proved to be qualified for 
the purpose since five out six instructors qualified it as having very good items supporting the factors, 
and the other one qualified the questionnaire as good supporting the factors and the items, generally. 
With regard to the reliability, the questionnaire reliability was achieved through a pilot study that was 
conducted among a sample representatives (20 instructors) of the total population. The reliability, the 
internal consistency of the questionnaire, was estimated by Cronbach’s alpha that proved to be .92 
indicating that the questionnaire was highly reliable for the conduct of the present study.  
 
4.3. Inferential analysis of the data 
The analysis depicts the status of the factors in terms of the characteristics mentioned. The following are 
the calculations of the critical value. An Independent Sample t Test and a one-way analysis of variance 
(ANOVA) were used to determine whether there were any significant differences between the means of 
different groups. 
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4.3.1. Technological knowledge and gender  
There is no difference between instructors' gender and the use of TK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 
                    
 
Table 4.1 
     Variance analysis of TK and gender 
 

 

 

 

 
 
According to the table observed above, the F statistics is equal to 1.540 which is bigger than the 
probability value of 0.222. Since the probability value is lower than F, there is no reason that the 

hypothesis at a significant level 5%  to be confirmed. This means that there is a difference between 
men and women in TK factor. 
 
The Mean and the standard deviation of the groups can be observed in the following table:   
                                     Table 4.2 
                                        The mean and the standard deviation of the groups 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.1. TK and gender 
 
4.3.2. Technological knowledge and age  

There is no difference between instructors' age and the use of TK. To investigate this hypothesis, we used 
variance analysis table. The results are as follows: 
         
 
 

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

0.222 1.540 0.083 1.083 1 Gender 
0.703 26.724 38 Error 
 27.807 39 Total 

Standard Deviation Mean Gender 

0.14 3.88 Men 

0.26 3.53 Women 
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Table 4.3 
Variance analysis of TK and age 

 
 
 

According to the table observed above, the F statistics is equal to 3.311 with the probability value of 0.021. 
Since the probability value is smaller than F, there is no reason that the hypothesis in a significant level 

5%  to be confirmed. This means that TK factor is different in different ages.  
 
The Mean and the standard deviation of the groups can be observed in the following table: 

Table 4.4 
The mean and the standard deviation of the groups 

Standard Deviation Mean  Age 

0.00 3.00 25-30 
 0.29 4.59 31-35 

0.23 3.67 36-40 

0.11 4.36 41-45 

0.23 3.45 +46 

 
   

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.2. TK and age 
 
4.3.3. Technological knowledge and major  
There is no difference between instructors' majors and the use of TK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 

Table 4.5 
Variance analysis of TK and major 

 

 
 
 

Probability 
value 

Statistics Mean of 
square 

sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

*0.021 3.311 1.909 7.634 4 Age 
0.576 20.173 35 Error 
 27.807 39 Total 

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

*0.000 9.184 4.019 12.056 3 Major 

0.438 12.751 36 Error 
 28.807 39 Total 
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According to the table observed above, the F statistics is equal to 9.184. This statistics is larger than the 
probability value which is 0.000. Since the probability value is lower than F, there is no reason that the 

hypothesis in a significant level 5%  to be confirmed. This means that TK factor is different in 
different majors.  
 
 The Mean and the standard deviation of the groups can be observed in the following table: 

Table 4.6 
The mean and the standard deviation of the groups 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.3. TK and major 
 
4.3.4. Technological knowledge and degree 

There is no difference between instructors' degrees and the use of TK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 
 

Table 4.7 
Variance analysis of TK and degree 

 
 
 
 
 
 

Standard Deviation Mean  Major 

0.14 3.86 Teaching  
0.14 4.44 Linguistics  
0.00 4.00 Translation  
0.02 2.40 Literature  

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

*0.015 4.691 2.812 5.625 2 Degree  
0.600 22.182 37 Error 
 27.807 39 Total 
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According to the table observed above, the F statistics is equal to 4.691, and the probability value is 0.015. 
Since the probability value is smaller than the F, there is no reason that the hypothesis in a significant 

level 5%  to be confirmed. This means that TK factor is different in different degrees.  
      
           The Mean and the standard deviation of the groups can be observed in the following table: 
                                           

Table 4.8 
The mean and the standard deviation of the groups 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 

Figure 4.4. TK and degree 
 
4.3.5. Pedagogical knowledge and gender 

There is no difference between instructors' gender and the use of PK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 
 

Table 4.9 
Variance analysis of PK and gender 

 
 

  
  
 
 

According to the table observed above, the F statistics is equal to 2.216 that is bigger than the probability 
value, 0.145. Since the F statistics is greater than the probability value, there is no reason that the 

hypothesis in a significant level 5%  is being confirmed. This means that there is a difference between 
men and women in PK factor. 

Standard Deviation Mean  Major 

0.14 2.49 MA  
0.14 3.56 PhD Candidates 

0.00 4.11 PhD  

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

0.145 2.216 

0.502 1.502 1 Gender 
8.609 8.609 38 Error 

 9.111 39 Total 
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The Mean and the standard deviation of the groups can be observed in the following table: 
            

Table 4.10. The mean and the standard deviation of the groups 

Standard Deviation Mean Gender 

0.10 4.53 Men 
 0.10 4.30 Women   

 

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 

 
Figure 4.5. PK and gender 

 
4.3.6. Pedagogical knowledge and age 
There is no difference between instructors' age and the use of PK. To investigate this hypothesis, we used 
variance analysis table. The results are as follows: 
 

Table 4.11 
Variance analysis of PK and age 

  

According to the table observed above, the F statistics is equal to 1.859 with the probability value of 0.140. 
Since the F statistics is greater than the probability value, there is no reason that the hypothesis in a 

significant level 5%  to be confirmed. This means that PK factor is different in different ages.  
 
The Mean and the standard deviation of the groups can be observed in the following table: 
       

Table 4.12 
The mean and the standard deviation of the groups 

Standard Deviation Mean  Age 

0.0 4.62 25-30 

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

0.140 1.859 

0.399 1.596 4 Age 
0.215 7.515 35 Error 
 9.111 39 Total 
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 0.16 4.83 31-35 

0.15 4.20 36-40 

0.09 4.67 41-45 

0.13 4.44 +46 

 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.6. PK and age 
 
4.3.7. Pedagogical knowledge and major  

There is no difference between instructors' majors and the use of PK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 
 

Table 4.13 
Variance analysis of PK and major 

 
 
 

   
 
According to the table observed above, the F statistics is equal to 10.648 that is larger than the probability 
value. Since the F statistics is greater than the probability value, there is no reason that the hypothesis in a 

significant level 5%  is being confirmed. This means that PK factor is different in different majors.  
 
The Mean and the standard deviation of the groups can be observed in the following table:              
    

Table 4.14. The mean and the standard deviation of the groups 

Standard Deviation Mean Major 

0.74 4.62 Teaching  
 0.12 4.47 Linguistics  
0.00 3.50 Translation  
0.18 4.07 Literature  

 

           

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
Changes 

 
0.000 

 
10.648 

1.428 4.283 3 Major  
0.134 4.828 36 Error 
 9.111 39 Total 
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Figure 4.7. PK and major 
 
4.3.8. Pedagogical knowledge and degree 

There is no difference between instructors' degrees and the use of PK. To investigate this hypothesis, we 
used variance analysis table. The results are as follows: 
             

Table 4.15 
Variance analysis of PK and degree 

             
              
 
 
 
 
 
According to the table observed above, the F statistics is equal to 1.150 with the probability value that is 
0.328. Since the F statistics is greater than the probability value, there is no reason that the hypothesis in a 

significant level 5%  to be confirmed. This means that PK factor is different in different degrees.     
 
The Mean and the standard deviation of the groups can be observed in the following table: 
  

Table 4.16 
The mean and the standard deviation of the groups 

Standard Deviation Mean Major 

0.15 2.94 MA  
 0.11 3.56 PhD Candidate  
0.11 4.11 PhD  

 

 
 
 

Probability 
value 

Statistics Mean of 
square 

Sum of 
squares 

Degrees of 
freedom 

Source of 
changes 

 
0.328 

 
1.150 

 
0.267 

 
0.533 

 
2 

 
Degree  

0.232 8.575 37 Error 
 9.111 39 Total 
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Figure 4.8. PK and degree 
 
 
4.4. Results of Hypothesis Testing 
4.4.1. TK and gender, age, major, and degree 
The first hypothesis in this domain was rejected since the probability value was lower than F. This means 
that there was a difference between men and women in TK factor. Similarly, the second hypothesis was 
rejected meaning that TK factor was different in different ages because the probability value of 0.021 was 
smaller than the F statistics of 3.311. Similarly, the third hypothesis in this domain was also rejected 
indicating that PK factor was different in different majors since the probability value was lower than F 
statistics. Moreover, the fourth hypothesis was rejected since the F statistics reached to be 4.691that was 
larger than the probability value of 0.015. 
 
4.4.2. PK and gender, age, major, and degree 
The first hypothesis in this domain was rejected indicating that there was a difference between men and 
women in PK factor since the F statistics was equal to 2.216 that was larger than the probability value was 
0.145. The second hypothesis was also rejected meaning that PK factor was different at different ages with 
the F statistics of 1.859, larger than that of the probability value which was 0.140. In addition, the third 
hypothesis was rejected since the F statistics of 10.648 was very much greater than the probability value. 
It indicated that PK factor was different in different majors. The fourth hypothesis was also rejected since 
the F statistics was equal to 1.150 and the probability value was 0.328 indicating that PK factor was 
different in different degrees. 
 
5. General Discussion 
The current TPK research about the theoretical conceptualization of TPK includes efforts that seek to 
enrich and deepen the existing theoretical TPK models in order to better address the complexity of 
technology integration. The research was conducted with 40 university English language instructors out 
of total number of 55 instructors practicing teaching in Guilan State and Azad universities. The 
participants were chosen based on convenient sampling as one of the main types of non-probability 
sampling methods. 
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According to the results in the hypothesis testing, it was found that the hypotheses regarding the 
difference between TPK and the instructors' gender, major, and degree were confirmed and the difference 
between TPK and age was refuted. Regarding the TPK factor, it was found that it is not different in 
gender, but it is different in age, major, and degree of the university instructors. With regard to TPK 
factor, all four hypotheses were rejected implying that the gender, age, major and degree of the 
instructors were different. It was totally the same with the fourth factor, PK. The hypothesis testing 
revealed that the university instructors were different PK in terms of their gender, age, major and degree.  
 
The findings are somewhat consistent to Mishra and Koehler's (2006) proposition that the key sources of 
technology integration knowledge can be found in the inter-connected sources of knowledge such as 
TPK. These teachers did not appear to be able to perceive direct connections between TPK and the basic 
knowledge sources of PK. It appears that the intermediary sources of knowledge such as TPK are 
perceived as stronger building blocks towards TPK. These findings stand in contrast to Koh, Chai, and 
Tsai's (2012) model of Singapore practicing teachers' TPCK perceptions. For these teachers, TPK are 
perceived to have positive direct influences on their TPK. It could be that as teachers' degree with 
curriculum and teaching practices grow, it better enables them to make direct connections between basic 
TPK knowledge sources.  
 
6. Conclusion  
When teacher educators draw upon the various factors of TPCK resources to create ICT lessons for 
meaningful learning, they should make explicit the decision path and the rationale involved to the 
preservice teachers. This is especially so for decisions involving the basic knowledge components. 
Creativity, flexibility and fluency in connecting the knowledge factors as represented by the TPK 
framework would require that teachers have rich repertoire of the knowledge, and they are able to 
synthesize them for a specific group of learners with specific learning needs. Thus, the results of the 
present research can shed some light over the assessment mechanism of teacher recruitment and teacher 
on going profession of teaching.  Moreover, Pragmatic issues like program accreditation and grant 
evaluation also highlight the need for TPK assessment. Hence, the development of TPK assessment 
mechanisms is vital for helping build the infrastructure for current and future teacher education efforts. 
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ABSTRACT 
THIS STUDY INVESTIGATED THE RELATIONSHIP BETWEEN EFL TEACHERS' KNOWLEDGE ON 
REFLECTIVE TEACHING AND THEIR TEACHING EXPERIENCE AND SELF-REGULATION. HENCE, 
THE REFLECTIVE TEACHING TEST AND SELF-REGULATION QUESTIONNAIRES WERE 
DISTRIBUTED TO 120 EFL TEACHERS SELECTED BASED ON A CONVENIENCE SAMPLING FROM 
DIFFERENT ENGLISH LANGUAGE INSTITUTES IN FARS PROVINCE (SHIRAZ), A CITY IN SOUTH-
WEST IRAN. THE OBTAINED DATA WERE ANALYZED BY USING PARAMETRIC TESTS, E.G. 
PEARSON CORRELATION COEFFICIENT AND INDEPENDENT SAMPLES T-TEST. THE RESULTS 
INDICATED A SIGNIFICANT POSITIVE CORRELATION BETWEEN PARTICIPANTS' KNOWLEDGE 
ON REFLECTIVE TEACHING AND THEIR SELF-REGULATION. ALSO, IT WAS FOUND THAT 
EXPERIENCED EFL TEACHERS SIGNIFICANTLY OUTPERFORMED NOVICE ONES IN REFLECTIVE 
TEACHING TEST.  PEDAGOGICALLY, THE PRESENT FINDINGS EMPHASIZE ON REFLECTIVE 
TEACHING CONTRIBUTIONS TO AN ENHANCED LEVEL OF SELF-REGULATION AMONG 
IRANIAN EFL TEACHERS. 

KEYWORDS: REFLECTIVE TEACHING, EFL TEACHERS, TEACHING EXPERIENCE, SELF-
REGULATION 
 
1. Introduction 

According to Ashraf & Kafi (2013), reflective teaching in education is not just an opportunity, but a 
necessity. In education, the term reflective teaching is often used but rarely defined. English as Foreign 
Language (EFL) teachers need to assess their teaching process in order to glean the most effective 
teaching techniques and strategies throughout their life-long career as a teacher. Reflection on action as 
Pickett (1996) states occurs when “the practitioner reflects on the tacit understandings and assumptions 
s/he holds and subjects them to scrutiny in order to achieve deeper understanding of instructor/student 
roles, motivations and behaviors” (p.1). Similarly, according to Jadidi and Keshavarz (2013) reflective 
teaching is looking at what teachers carry out in the class, thinking of why they do it and thinking about 
if it works – a process of self-observation and self-evaluation.  Due to its contribution to an effective and 
fertile teaching, reflective teaching needs to be taken into Iranian EFL teachers' consideration. They 
should become aware of their strengths and weaknesses, share with their peers, refer to trustworthy 
references, and consult with qualified experts to meet the problems they encounter in the classroom.  
Several factors appear to affect reflection.  The theory of self-efficacy, according to Oga-Baldwin (2011), 
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assumes that self-knowledge is necessary in order to develop the belief that one can effectively carry out 
a task. In order to develop this belief, teachers need to reflect upon their performance in the classroom 
and compare their performance against their underlying ideas on what constitutes good educational 
practice (Oga-Baldwin, 2011).  
A great agreement of consideration has been dedicated to self-regulation in numerous fields of studies 
and prompted researchers and psychologists to explain different dimensions of this general idea.  
(Zimmerman & Schunk, 200, p.59) “Self-regulation refers to learning that results from student's self-
generated thought and behaviors that are systematic oriented toward the attainment of their learning 
goals" (Zimmerman & Schunk, 2001,p.59). “In fact, self-regulation consists of monitoring, management 
and control of cognition, motivation, behavior, and surroundings” (Wolters, Pintrich, & Karabenick, 
2003). This study seeks to investigate the relationship between Iranian EFL teachers’ knowledge on 
reflective teaching and teaching experience and self-regulation among EFL teachers in Fars province. 
 
1.1. Research questions 
 
To this end, the following research questions were posed and investigated in this study: 
R.Q1. Is there any significant relationship between Iranian EFL teachers’ knowledge on reflective 
teaching and their teaching experience? 
R.Q2. Is there any significant relationship between Iranian EFL teachers’ knowledge on reflective 
teaching and their self-regulation? 
 
2. Literature of review 
 
2.1. Theoretical background and concepts on reflective teaching  

Schon (1987) defines reflective teaching as observing at what you do in the classroom, intellectual about 
why you do it and intellectual about if it works a procedure of self- reflection and self-evaluation. 
According to Schon (1983) by gathering evidence about what goes on in our classroom, and by evaluating 
and analyzing this evidence, we recognize and explore our individual performances and underlying 
principles. This may convey some information to changes and developments in our teaching. Reflective 
teaching includes knowing, observing, and reflecting. As characters possess their own knowledge 
experience, and information, they bring definite beliefs, attitudes, agreements, and morals to the teaching 
profession. The preparation of reflective teaching discovers the suggestions of all these compound factors 
with the intention of accepting and refining teaching-learning practice. 

According to Schon (1993) teaching reflective practice is a continuous procedure and includes the teacher 
thoughtfully considering one’s own knowledge in applying experience to practice while being taught by 
specialists. Also, according to Kumaravadivelu (2001), the post-method era tested the traditional cultures 
about the teachers and thinkers and encourage teachers to develop critical thinking and theorize what 
they rehearse and rehearse what they theorize continuously. Also reflective teaching has been developed 
as a response to the problems of teachers in managing with their practical problems (Richards and 
Lockhart, 1999). 
Richards and Lockhart (1999) state that reflective method to teaching is one in which teachers and student 
teachers gather data about teaching, observe their attitudes, principles, traditions, and teaching practices; 
and the data are then used further to reflect critically on teaching. Richards (1990) sees teaching reflective 
is an important element of teacher development. He presented that self-analysis and critical thinking can 
advantage teachers move from a level where they may be directed mostly by desire, observation or 
routine, to a level where their activities are showed by critical thinking and teaching reflective. 
Reddy (2014) defined that “reflective teaching  as looking at what you do in the classroom, thinking 
about why you do it, and thinking about if it works – a process of self-observation and self-evaluation”. 
Greene (1986) defines reflective action as a procedure that includes more than rational and logical 
problem-solving procedures. Reflection involves feeling, perception, and desire and is not something that 
can be carefully packaged as a set of skills for teachers to use. Schon (1983; 1987) obviously writes about 
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reflection that is closely certain up with action. Rather than trying to apply technical principles and 
perceptions to practical situations, he holds that specialists should learn to frame and reframe the 
regularly difficult and unclear problems they are facing, test out different explanations, and then modify 
their actions as a consequence.  

2.2. Theoretical backgrounds and concepts on self-regulation 

According to Zimmerman and Schunk (2011), although conventional wisdom defines self-regulation as 
an individualized form of learning, self-regulation involves self-initiated aspects of social learning e.g. 
asking help form peers, mentors, and teachers. Sitzmann, Bell, Kraiger, and Kanar (2009) have 
investigated the impact of self-regulation in technology-related instruction. Sitzmann et al. mention that 
the findings of the study are compatible with the theory which offers self-regulation as an active 
procedure that has a little by little impact no performance. Vohs and Schmeichel (2003) states that self-
regulation refers to operations or actions by the self to change its own customary or undesired responses 
to gain a conscious or unconscious purpose. The processes that are usually involved in self-regulation 
consist of altering of an unwanted response, replacing an unwanted response, replacing an unwanted 
response with a wanted response, and suppressing the happening of a response. Accordingly, Dewall, 
Baumeister, Stillman, and Gailliot (2007) state that one popular and significant from of self-regulation is 
to change habits by overcoming initial response. As Hanfstingl, Andreitz, Muller, and Thomas (2010, p. 
60) mention, self-regulation consists of “the maintenance of the self and the processing of self-congruent 
and self-incongruent topics.” 

Mc Cullough and Willoughby (2009) state that a self-regulating system must have the ability to discover 
discrepancies between the system’s present condition and its goal and purpose. In fact, a significant facet 
of self-regulation is the power to correct or to remove deviations between one’s manner and one’s 
standards or criterion once a deviation has been felt. Self-regulation is defined as the procedure of setting 
aims for oneself and engaging in behaviors and cognitive processes that lead to aim achievement 
(Bandura, 1986, p. 347). Zimmerman (2000) viewed self-regulation as the point to which learners are 
motivationally, metacognitively, and generally dynamic in their education procedure and in completing 
their aims. According to Zimmerman (1990) during the metacognitive level, individuals set aims, perform 
structure on the learned materials, and self-assess their enactment. Through the motivational processes, 
individuals exhibit persistence, great self-efficacy opinions, and necessary assignment notice. The 
developmental procedures facilitate them to organize, select, and control the performed task. They are 
also involved in self-instructing and self-reaction through assignment performance. Practices and theories 
and associated with self-regulation have been expansively practical to school learning, and educational 
settings, leading to the development of self-regulated learning theory. Cognitive element contains 
problem solving, simple strategies, and critical thinking. Metacognitive element contains of two general 
components- knowledge of awareness and regulation of cognition- each includes various subcomponents 
as: practical, declarative, temporary knowledge and development, observing, assessment, individually. 
Finally, the incentive factor includes two subcomponents: epistemological principles and self-efficacy. 

According to Zimmerman (1990), self-regulated learners possess numerous features as follows: 

Self-regulated learners are conscious when they identify a fact or enjoy a skill and when they do not. 
Unlike their passive generations, self-regulated students proactively seek out suggestion when needed 
and take the essential steps to master it. When they meet problems such as confusing teachers, poor study 
environments, or compound textbooks, they find a way to succeed. Self-regulated learners view 
acquisition as a controlled process, and systematic they agree greater responsibility for their success 
outcomes. (p. 4). 

2.3. Empirical studies  
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Practical studies proved that self-regulation is positively related to academic success and other affective 
factors and cognitive helpful to learning. For example, Zimmerman and Martinez-Pons (1986) retained 
that self-regulated learning attitudes like explanation, replication, practice, and goal settings are critical 
factors in students’ successful performance. Also, Zimmerman (1990) revealed that the level of self-
regulation predicted the theoretical way of the students. Pintrich and De Groot (1990) found a dynamic 
communication between self-regulated learning and motivational theories. Kitsantas (2000)'s study 
proved a positive relationship between metacognitive strategy and self-efficacy use which produced 
successful performance outcomes (cited in Hoffman & Spatariu, 2008). 
Since it has been shown that students' use of self-regulatory performances is crucial for academic 
achievement, teachers' use of self-regulatory actions would facilitate teacher practices. Baylor, Kitsantas 
and Chung (2001) stated that teacher self-regulatory approaches can guide learners’ learning during self-
directed practice and help their skills in developing effective lesson plans. In L2 background, situating 
self-regulation within the context of reflective teaching, Ghanizadeh (2011) showed that self-regulation 
and dangerous intelligent ability are directly correlated with each other. Also it has been found that 
teacher self-regulation is effective in encouraging EFL teachers' sense of self-efficacy (Ghonsooli & 
Ghanizadeh, 2013). Viewing from another opinion, it seems acceptable to believe teachers who lack self-
regulatory abilities will find it problematic to support activities and skills which improve their students' 
self-regulatory strategies. 
Oga-Baldwin (2011in their study entitled " EFL teachers’ reactions to reflective interviews" investigated 
how reflection works with teacher beliefs to improve pedagogy, how reflective practice can affect teacher 
self-efficacy, and provided observational, longitudinal, and qualitative data obtained from in-service 
teachers. To obtain the data, six university level EFL teachers participated in 10 interviews. Participants 
were asked to answer a preset battery of questions through which their feelings of success and failure, 
attributions for those feelings, and changes in teaching in response to those experiences were extracted. In 
the final interview, teachers' responses to the experience and how they applied the experience to their 
teaching were extracted. It was revealed that teachers at the lower and higher ends of the experience 
scales used in this study displayed slightly less self-perceived need for the intervention than did the 
teachers toward the middle, primarily as a result of the redundancy of the process. This may indicate 
simple individual differences in level of induction towards professional development, but may also 
indicate a point at which teachers may benefit the most from a professional intervention by their peers (p. 
177).  
 
3. Methodology 

3.1. Participants and Setting 

The participants of the study (N=120) were selected from among 17 English institutes in Shiraz, 
Kazeroun, and Marvdasht, Fars Province, Iran. Both males and females (55males and 65 females) 
participated in the study. Their age ranged from 24 to 47. All of them were non-native English teachers 
and had B.A or M.A degree and some of them were Ph.D. candidates. The participants educational 
degrees were 41.7 % BA, 33.3% MA, 25.0% Ph.D. in English Language Teaching and Translation. The rest 
of them (3.0%) had certificates in other fields of study. All of them had experienced English teaching 
either at public or private schools. Concerning teaching experience, those participants with less than five 
years of teaching were considered novice teachers (N=41), and those whose experience was more than 20 
years were regarded as experienced ones (N=79). 

3.2. Instrumentation 

The following instruments were used by the researcher to collect the required data: 

3.2.1 Teacher Reflectivity Questionnaire 
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To measure participants' reflectivity, the above questionnaire developed by Akbari, Behzadpoor, 
Dadvand, (2010) was employed. The reflective teaching test consisted of 29 questions with 5 choices of 
‘Never’, ‘Rarely’, ‘Sometimes’, ‘Often’, ‘Always’. The time allotted to answering the creativity test was 25 
minutes. The questionnaire involved five specific groups each embracing five Likert scale items. The 
teachers were asked to mark their opinions about a reflective teaching on the questionnaire within 25 
minutes. The reliability of the questionnaire was found to be .84 (Akbari et al., 2010). 

3.2.2 Self-regulation Questionnaire  

In addition to teacher's reflectivity questionnaire, self-regulation questionnaire developed by Brown et al. 
(1999) based on the Miller and Brown (1991) model was administered to the participants that was drawn 
from the foundational work of Kanfer (1970a &1970b). The self-regulation questionnaire contained 63 
items that were answered on a 5-point Likert scale. 

3.2.3. Data collection and data analysis procedures 

The data analyzed were completed the 17th version of the Statistical Package for Social Sciences 
(SPSS).All participants were familiarized to the purpose of the study previous to managing the 
instruments. Having the teachers introduced with the tests and provided some guidance on how to 
complete them, the researchers controlled the tests to them. The reflectivity questionnaire was given to 
the teachers. It contained 29 questions for reflective teaching and takes 25 minutes to answer them. Each 
answer has its point ranging from 1 to 5. Also, self-regulation questionnaire was given to the teachers. It 
contained 63 items that were answered on a 5-point Likert scale. However, the English version was used 
with some oral briefing in order to avoid the teachers’ misunderstandings. The researcher explained each 
part of the questionnaire that was difficult for the teachers to understand. The data collection started in 
January 2016 and lasted spring at the institutes in Fars Province (Iran).The instrument was administered 
to EFL teachers from some English Language Institutes in Fars Province, Iran which were particular 
based on the availability of the researchers. For this purpose, Pearson Correlation Coefficient was used 
for both hypotheses. 

4. Data Analysis 

Data obtained from the instruments were analyzed by using SPSS (19.0) and conducting some relevant 
descriptive and inferential statistical tests. First, descriptive statistics related to the participants' biodata 
including gender, degree, and teaching experience were analyzed.  

4.1 Results of participants' biodata 

Table 1 shows participants' demographic information. 

Table 1 

Descriptive statistics of participants' biodata 

  Frequency Percent Valid Percent Cumulative Percent 

Experience Novice 41 34.2 34.2 34.2 

Experienced 79 65.8 65.8 100.0 

Total 120 100.0 100.0  

 Female 65 54.2 54.2 54.2 

Gender Male 55 45.8 45.8 100.0 

Total 120 100.0 100.0  

 BA holder in ELT 50 41.7 41.7 41.7 
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Degree MA holder in ELT 40 33.3 33.3 75.0 

PHD Candidate in ELT 30 25.0 25.0 100.0 

Total 120 100.0 100.0  

 
Field 

English Teaching 75 62.5 62.5 62.5 

Translation 34 28.3 28.3 90.8 

English Literature 11 9.2 9.2 100.0 

Total 120 100.0 100.0  

 
As Table 1 shows 120 participants completed the questionnaires. Concerning teaching experience, 41 
participants whose teaching experience was less than five years were regarded as novice and the rest 
(N=79) of them with higher than 20 years of teaching experience were regarded as experienced ones. 
Concerning gender 65 female and 55 male teachers completed the questionnaires. Results of degree 
shown in Table 1 indicate that 50, 40, and 30 participants were BA, MA, and PhD candidates in ELT, 
respectively. Concerning field of education three groups of English teaching (N=75) English translation 
(N= 34) and English literature (N=11) took part in the study. 

4.2 Results of normality  

To make sure of the data distribution normality Kolmogorov – Smirnov test was conducted. It is one of 
the best and most accurate tests for normal distribution assumption. The Results of Kolmogorov - 
Smirnov test for reviewing the Normality of this hypothesis is as follows: 

Table 2 

One-Sample Kolmogorov-Smirnov Test 

  Reflective teaching Self-regulation 

N 120 120 

Normal Parametersa Mean 108.72 198.30 

Std. Deviation 10.574 10.889 

Most Extreme Differences Absolute .115 .100 

Positive .072 .100 

Negative -.115 -.056 

Kolmogorov-Smirnov Z  1.256 1.099 

Asymp. Sig. (2-tailed) .085 .179 

a. Test distribution is Normal.   

 
The null-hypothesis of One-Sample Kolmogorov-Smirnov Test indicates the normality of data 
distribution. Therefore, as Table 2 shows Sig. (2-tailed) for both reflective teaching and self-regulation 
data is more than .05 which supports the null-hypothesis and hence confirming the normality. Therefore 
the researcher is allowed to conduct parametric statistical tests such as Pearson Product-Moment 
Correlation and –Independent Samples T-Test.  

4.3 Results of correlation between Iranian EFL teachers’ knowledge on reflective teaching and their 
teaching experience  

To address the first research question "Is there any significant relationship between Iranian EFL teachers’ 
knowledge on reflective teaching and their teaching experience?" independent samples t-test was 
conducted. To do so participants were assigned to two groups (novice & experienced). Results are shown 
in Table 3. 
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Table 3 

Results of independent samples t-test for EFL teachers’ knowledge on reflective teaching 

Group  N M SD DF T      Sig(2-tailed) 

Novice  41 100.32 9.94 118 7.12 .00 

Experienced  79 113.09 7.96    

 

As Table 3 shows, participants in the experienced group (N=79, M=113.09, SD=7.94) significantly (df=118, 
t=7.12, sig=.00) outperformed those in the novice one (N=41, M=100.32, SD=9.94). As a result the first 
null-hypothesis "There is not any significant correlation between Iranian EFL teachers’ knowledge on 
reflective teaching and their teaching experience" was rejected and teaching experience was found as an 
effective factor which can affect Iranian EFL teachers’ knowledge on reflective teaching.  

4.4 Results of correlation between Iranian EFL teachers’ knowledge on reflective teaching and their self-
regulation 

To address the second research question "Is there any significant relationship between Iranian EFL 
teachers’ knowledge on reflective teaching and their self-regulation?" Pearson Product-Moment 
Correlation test was conducted. Results are shown in Table 4. 

 Table 4 

Results of Pearson Product-Moment Correlation for knowledge on reflective teaching and their self-
regulation  

  Reflective teaching Self-regulation 

 
Reflective teaching 

Pearson Correlation 1 .185* 

Sig. (2-tailed)  .043 

N 120 120 

 
Self-regulation 

Pearson Correlation .185* 1 

Sig. (2-tailed) .043  

 N 120 120 

*. Correlation is significant at the 0.05 level (2-tailed).  

 
As Table 4 shows, Iranian EFL teachers’ knowledge on reflective teaching is directly and significantly 
(r=.18, sig=.04<.05) correlated with their self-regulation. Therefore, the second null-hypothesis "There is 
not any significant correlation between Iranian EFL teachers’ knowledge on reflective teaching and their 
self-regulation" was rejected at the 0.05 level (2-tailed).  

5. Discussion and Conclusion 

The major purpose of the study was to investigate the correlation between Iranian EFL teachers’ 
knowledge on reflective teaching and their self-regulation. Also, the effect of teaching experience as a 
demographic factor on Iranian EFL teachers’ knowledge on reflective teaching was explored. Two 
research questions were posed and addressed. The first research question "Is there any significant 
relationship between Iranian EFL teachers’ knowledge on reflective teaching and their teaching 
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experience?" was addressed and teaching experience was found as a factor which could significantly 
affect Iranian EFL teachers’ knowledge on reflective teaching.  
It can be concluded that over time Iranian EFL teachers gain more knowledge on reflective teaching as a 
way of assessing their own teaching practice. EFL teachers' awareness of reflective teaching, based on the 
present findings, is a factor which is affected by what they have experienced throughout a variety of 
circumstances of their professional life. The finding supports that "reflective practice in ESL/EFL is based 
on understandings of self, society and moral purposes and involves stopping, noticing, evaluating and 
inquiring about problems encountered in different situations" (Hosseini Fatemi, Elahi Shirvan, & 
Rezvani, 2011, p.176). 
 
The second research question "Is there any significant relationship between Iranian EFL teachers’ 
knowledge on reflective teaching and their self-regulation?" was addressed by conducting Pearson 
correlation coefficient. Results of correlation indicated a significant positive correlation between the two 
variables. Similarly, Ghanizadeh (2011) arrived at the finding that EFL teachers' critical thinking abilities 
are related to their self-regulation. This alternatively, as Ghanizadeh (2011) argues, "may serve as a basis 
for controlling their teaching, setting goals, monitoring progress, reflecting on outcomes, and fostering 
intrinsic motivation, given that as maintained, motivational goals of choice, effort, and persistence are 
major aspects of self-regulation" (p.219). Iran-Nejad and Gregg (2001) view reflection as one type of self-
regulation. The conclusion is that Iranian EFL teachers' self-regulation is positively and significantly 
correlated with their reflective teaching knowledge. Pedagogically, EFL teachers need to enhance their 
teaching knowledge by reflecting on and regulating their own teaching practice in order to help their 
students learn effectively. Novice EFL teachers need to benefit from experienced teachers' advices and 
experiences. Further research is suggested to investigate the effects of reflective teaching on different 
subcategories of self-regulation by adopting a quasi-experimental design. 
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ABSTRACT 

THE PURPOSE OF THIS STUDY WAS TO INVESTIGATE THE EFFECT OF COOPERATIVE 
STRATEGIC PLANNING AND GROUP SIZE ON THE FLUENCY OF IRANIAN EFL LEARNERS' 
WRITING PERFORMANCE. FOUR GROUPS OF STUDENTS INCLUDING THREE EXPERIMENTAL 
GROUPS AND ONE CONTROL GROUP PARTICIPATED IN THE PRESENT STUDY. IN THE PRE-
TEST, ALL PARTICIPANTS WERE ASKED TO WATCH A SHORT MOVIE AND WRITE A SUMMARY 
INDIVIDUALLY. IN THE TREATMENT SESSION, STUDENTS OF EXPERIMENTAL GROUP ONE 
WERE DIVIDED INTO GROUPS OF TWO PARTICIPANTS, STUDENTS OF EXPERIMENTAL GROUP 
TWO WERE DIVIDED INTO GROUPS OF THREE PARTICIPANTS, AND THE STUDENTS OF THE 
EXPERIMENTAL GROUP THREE WERE DIVIDED INTO GROUPS OF SIX PARTICIPANTS. THE 
PARTICIPANTS OF ALL GROUPS WERE ASKED TO WATCH A SHORT MOVIE IN ORDER TO 
WRITE A SUMMARY. STUDENTS OF THE EXPERIMENTAL GROUPS WERE THEN PROVIDED 
WITH 10 MINUTES TO PLAN BEFORE THEY START WRITING THEIR SUMMARIES. STUDENTS OF 
THE CONTROL GROUP, ON THE OTHER HAND, STARTED WRITING THEIR SUMMARIES 
IMMEDIATELY. RESULTS INDICATED THAT EXPERIMENTAL GROUPS I AND II WHICH 
INCLUDED GROUPS OF TWO AND THREE PARTICIPANTS OUTPERFORMED THE 
EXPERIMENTAL GROUP III WITH GROUPS OF SIX PARTICIPANTS AND THE CONTROL GROUP. 
 
KEYWORDS: STRATEGIC PLANNING, GROUP WORK, WRITING FLUENCY 
 
1. Introduction 

 As Ellis (2003) states, different tasks can be performed within different procedural options. One way to 
enhance learners’ performance for doing a task is providing the learner with planning time. Planning 
time refers to the process of planning conscious control on the amount of time spent on a specific activity, 
especially to increase effectiveness, efficiency or productivity (Ellis, 2005). Planning is done either before 
or during the task. The provision of planning time before and during the task might affect the learners’ 
cognitive processing and the accuracy, fluency and complexity of learners’ productions. Planning time 
provided before the task is called pre-task planning, also known as strategic planning, and the planning 
during the task is known as online planning. Online planning might be pressured in which the amount of 
time provided for the learners is limited; within-task planning can be unpressured in which there is no 
time pressure for completing the task.  
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The provision of planning time before and during the task can be done in different ways, which might let 
the students plan for doing the given task. The second possibility is the provision of pre-task planning 
and no online planning. The third possible scenario is the absence of pre-task planning and the provision 
of during task planning solely. The last possible procedure is the absence of both pre- and during task 
planning, which is rare (Nunan, 2004). 
Different studies have been conducted to investigate the effect of pre-task planning on the accuracy, 
fluency, and complexity of second learners’ performance. One of the studies was a research conducted by 
Dellerman, Coirier, and Marchand (1996) to investigate the extent to which second language learners’ 
writing performance is affected by pre-task planning. The findings of their study revealed that the 
provision of planning time improved the performance of second language learners’ performance. 
Planning was found to assist especially non-proficient learners. 
Ellis and Yuan (2004) investigated the way different planning procedures affected second language 
learners’ performance in narrative written tasks. The participants of this study were required to narrate a 
story based on six pictures. Three planning conditions that were employed in this study were no 
planning, pre-task planning, and online planning. In the pre-task planning condition, learners had a 10 
minute opportunity to plan for writing, and seven minutes to write to do the task. The online group 
students had to start writing without any pre-task planning time. The results of this study indicated that 
pre-task planning was beneficial for formulating ideas, and online planning was used for monitoring. 
Those in the no planning condition received the lowest scores with regard to complexity, fluency, 
accuracy. 
Rezazadeh, Tavakoli, and Eslami (2011) employed two types of tasks which were instruction (low 
demand) and argumentative (high demand) to check the effect of planning on foreign language learners’ 
performance. One hundred and sixty eight undergraduate students participated in this study. Ninety 
learners were in the argumentative writing task group and seventy four learners were in the instruction 
writing task. The results of this study indicated that the participants in the instruction group 
outperformed those in the argumentative group in terms of accuracy and fluency. However, the 
participants of the argumentative task group produced a more complex written language.  
In another study, Rahimpour and Safarie (2011) investigated the effect of strategic and online planning 
time and learners’ proficiency level on EFL learners’ writing performance with the three criteria of 
accuracy, fluency, and complexity. Planning time was provided in two conditions which were pre-task 
planning and on-line planning. The studies included thirty sophomore students majoring English 
language and literature. All students were from the same language background, and were of the same 
language ability band. The pre-task group had 10 minutes to plan for their writing, and 17 minutes to 
perform the main task. The participants in the online planning were not limited with regard to time 
limitation. The results of their study indicated that the planning time provided did not have any effect on 
second language learners’ writing accuracy and complexity. However, the result indicated that the 
provided planning time in the pre-task planning positively affected learners’ writing fluency. 
In another study, Seyyedi, Mohammad Ismail, Orang, and Sharafinejad (2013) investigated the effect of 
pre-task planning on L2 learners’ narrative writing performance. In their experimental group, the 
participants had a 10-minute opportunity to plan for writing the given task; however, those in the control 
group were required to write without any time to plan before the task. In this study, fifty intermediate 
second language learners with the same mother tongue were selected by the employment of cluster 
sampling from the intended population which was the university language learners. The researchers 
employed narrative writing task with a pictorial stimulus. The result of their study indicated that the 
planning time did not increase the accuracy of the learners’ writing. The students’ fluency and 
complexity of the performance of the planning group, however, were higher than those in the no-
planning group. 
The last and the most recent study is the one conducted by Tavakoli and Rezazadeh (2014). They 
attempted to uncover the effect of collaborative pre-task planning on second language learners’ 
performance in argumentative writing task. The participants of this study were 94 undergraduate 
students in two Iranian universities. Both male and female intermediate students participated in this 
study. The participants were randomly assigned to two groups of collaborative (N= 36) and individual 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 57 

(N= 58) planned conditions. The participants of these two groups had 10 minutes to plan for the task. To 
do the task, they had 30 minutes to write an argumentative task. The result of their study revealed that 
individual planning lead to higher level of fluency. The findings indicated that no significant difference 
was found between the complexities of the performance of the two groups.  In regard to accuracy, the 
results indicated that those in the collaborative group produced more accurate texts. 
Another factor which plays an important role in doing tasks in the classroom is group size, which is 
believed to be one of the most rudimentary questions that should be answered by a teacher while 
forming a group for a cooperative activity (Rance-Roney, 2010). Many studies have been conducted on 
the number of students forming groups for cooperative activities.  Jolliffe (2007) proposes a rule of thumb 
for the group size in an educational setting; she believes that the maximum number of students in a 
group should be four. She states that sometimes five is acceptable, but four is the magic number for the 
group size. She argues that when groups get to six, students will subdivide and the coherence of group 
will be damaged. As a type of scaffolding group work abilities, she suggests to start with pairs and join 
another pair and then join the bigger group to pool all ideas. 
Baines, Blatchford, and Kutnick (2008) state that there are some factors that should be taken into account 
for determining the size of the groups such as the experience of the learners with cooperative activities, 
and the nature of the task. They state that these two factors can help teachers to decide a number between 
two to four to be the size of groups. 
Group size, however, has not been investigated in cooperative second language writing tasks; optimum 
number of members in each group for different cooperative writing-related tasks such as pre-task 
planning, co-authoring or peer feedback has not been found in the literature of second language teaching. 
As has been noted before, several studies have investigated the extent to which pre-task and online 
planning time can affect the oral and written products of learners in both EFL and ESL contexts. These 
studies examined how planning time can affect the fluency, accuracy and complexity of the products.  
Another set of studies which have received scant attention in the literature is the examination of the 
cooperative planning condition and its effect on learners’ oral and written performance. Just a few studies 
have investigated this type of planning condition. 
The present study attempts to put a step forward and occupy a couple of inches in the task-based 
language teaching literature. To date, no study has investigated the way the group size can affect 
learners’ written performance. Furthermore, none of the collaborative planning studies had employed 
narrative writing task type. In addition to these gaps in the literature, the mixed results of the previous 
studies indicate that the more studies are required to achieve a well-established body knowledge 
supported by empirical studies. In an attempt to contribute to the task-based language teaching literature, 
the present study was conducted . 
 
2. Method 
2.1. Design 
The present study attempts to examine the effects of two independent variables which are cooperative 
planning and group size on EFL learners’ writing performance in terms of fluency. At the beginning, the 
participants wrote an essay individually, in the next session, the participants were assigned into three 
experimental groups along with a control one. Learners of the experimental groups were provided with 
time to plan their writing in three groups with different number of participants. 
2.2. Participants 
The participants of the present study were 48 Iranian foreign language learners who were learning 
English in a private institute in Shiraz, Iran. All students participated in this study were females, aged 
from 16 to 27, and their proficiency level was identified as intermediate according to Oxford Placement 
Test (2007). The participants were all native speakers of Persian.  
2.3. Instruments 
In order to assess the writing performance of the participants and examine the effect of group size on the 
fluency of their written products, the participants of the present study were given two short movies of 
around five minutes in different sessions. The movies were selected based on the learners’ English 
language proficiency level. The participants were supposed to write 100 to 150 word summaries of the 
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short movies. One of these movies was employed for the pre-test and the other one was used in the 
treatment session. 
2.4. Procedures 
In order to collect the required data, a pre-test, post-test design was employed. All participants were 
given a pre-test to check their homogeneity of writing fluency at the beginning of the study. In the 
treatment session, the participants were first required to watch the short movie. After they finished, they 
were asked to write a summary according to the group condition.  
The learners were assigned into three experimental groups and a control one. In the experimental groups, 
the students were provided with time to plan their writing in groups that differ from each other in the 
number of participants:  
In the first experimental group, the participants were assigned to groups of two and were asked to write 
the summary in pairs. 
In the second experimental group, the participants were assigned to groups of three and were asked to 
write the summary of the short movie. 
In the third experimental group, the participants were assigned to groups of six and were asked to write 
summary of the short movie. 
 The students in the experimental groups had 10 minutes to discuss over the movie and plan how to write 
the summary, however, the control group was given no time to strategically plan for writing their 
summaries. In this group, the participants were required to start writing immediately after watching the 
short movie. 
 
3. Results 
In order to analyze the collected data, the summaries written by the participants were analyzed with 
regard to fluency criteria. To check the fluency of the summaries, the number of words divided by the 
total number of clauses was used as the fluency index (Foster & Skehan, 1996). 
 

𝐹𝑙𝑢𝑒𝑛𝑐𝑦 =
number of words

number of clauses
 

 
The following table indicates the descriptive statistics for the experimental and control group’s accuracy 
scores. 
Table 1 descriptive statistics for learners’ accuracy scores in the pre-test 

 Number Mean Standard deviation 

Experimental I 12 9.68 1.1 

Experimental II 12 9.75 0.60 

Experimental III 12 9.50 1.32 

Control group 12 9.92 0.67 

As the table 1 shows, learners' fluency mean scores are approximately similar across the four groups. 
To check if there is any statistically significant difference among the groups in the pre-test, one-way 
ANOVA was run. Table 2 indicates the results of this analysis.  
 
Table 2 one-way ANOVA for learners’ fluency scores in the pre-test 

 Sum of Squares df Mean Square F Sig. 

Between Groups .835 3 .279 .322 .809 

Within Groups 38.086 44 .866   

Total 38.925 47    
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According to Table 2, the difference between the four groups’ fluency scores was not significant (F= .322, 
p=.809), and the participants were statistically of the same level of fluency. 
After collecting data, researcher ran one-way ANOVA to analyze scores of the post-test. 
Table 3 descriptive statistics for learners’ fluency scores in the post-test 
 

 Number Mean Standard deviation 

Experimental I 12 10.32 .66 

Experimental II 12 10.45 .50 

Experimental III 12 9.40 .52 

Control group 12 9.23 .68 

 
According to Table 3, the post-test fluency mean scores of Experimental II were higher than other groups. 
 In order to examine if there is a statistically significant difference among groups regarding fluency 
scores, one- way ANOVA was performed. Table 4 indicates the results. 
Table 4 one-way ANOVA for learners’ fluency scores in the post test 
 

 Sum of Squares df Mean Square F Sig. 

Between Groups 15.124 3 5.043 13.912 .001 

Within Groups 15.940 44 .362   

Total 31.060 47    

 

 
As the table indicates a statistically difference was found among the groups in the post-test. In order to 
examine the differences among groups, Tukey post-hoc test was performed on learners’ post-test fluency 
scores. 
Table 5 Tukey post-hoc for post-test fluency scores  

Experimental I       =        Experimental II 
Experimental I       >        Experimental III 
Experimental I       >        Control 
Experimental II      >        Experimental III 
Experimental II       >       Control 
Experimental III      =       Control 
 

P = 0.86 
P < 0.05 
P < 0.001 
P < 0.001 
P < 0.001 
P = 0.08 
 

 

*. The mean difference is significant at the 0.05 level.   

 
As Table 5 indicates no significant difference was observed between experimental groups I and II (p = 
0.86). Furthermore, the results indicated no significant difference between the experimental group III and 
the control group. Meanwhile, the findings reveal that experimental group I outperformed experimental 
group III and also the control group. Moreover, both experimental groups I and II performed better than 
the control group.  
 
4. Discussion 
The results of the study also provided evidence that the first and second experimental groups 
outperformed the third experimental group as well as the control one. In other words, the findings 
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revealed that doing strategic planning in groups of two and three would be effective for promoting 
learners’ writing fluency. Previous studies also indicated that asking learners to plan what they are going 
to write would enhance their fluency scores (e.g. Storch, 2005; Tavakoli & Rezazadeh, 2014). However, 
one innovation of the current study is that the modulating effects of group size have also been 
investigated in the study. With regard to the group size the findings reveals that when learners are put in 
groups with fewer students their fluency scores enhance. However, in groups with many students (i.e., 
groups with six students) strategic planning may not be much effective. Taken the limited amount of time 
provided for the strategic planning, it can be concluded that the high number of students couldn’t help 
them with regard to improving their performance. Furthermore, when the number of participants 
increases, some of the participants with lower abilities will be marginalized (Hall, 2011). This can lead to 
a condition in which not all resources are exploited successfully. Accordingly, Jolliffe (2007) argues that 
when the number of students reaches six, there would be the lack of coherence within the group, so the 
pooling of the ideas which can lead to higher level of fluency will be impaired. Moreover, this large 
group size can lead to the silence of some students who prefer, for any reason, to be reticent. This can 
lead to the avoidance of the exposition of some ideas that can lead to higher levels of fluency (Davies, 
2009; Kerr & Bruun, 1981). 
Furthermore, when the students are put in the large groups, those who are of high level of introversion 
would be uncomfortable. Russel (2002) states that “Introverts can be overwhelmed when there are too 
many participants in one group” (p. 34). The existence of peers around while performing a group or pair-
work activity seems to be stressful for them. The gazes and eye-contacts are reported to be anxious-
provoking for some students, and the increase in the number of students can increase the anxiety level of 
the environment. 
 
5. Conclusion 
In conclusion, the result of this study revealed that strategic planning is effective for promoting learners’ 
writing fluency. Furthermore, the results indicated that group size can modulate the effects of strategic 
planning on EFL learners’ writing fluency. More specifically the results provided evidence that learners’ 
fluency will significantly be enhanced when learners are provided with strategic time to plan their 
writing in groups of two and three. However, when there are six students in each group, the result 
indicated that strategic planning has no effect on learners’ writing fluency.  
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ABSTRACT 
THE CURRENT RESEARCH INVESTIGATED THE EFFECT OF MULTIVARIATE CORRECTIVE 
FEEDBACK ON IRANIAN UPPER-INTERMEDIATE EFL LEARNERS’ PARAGRAPH WRITING 
ABILITY. THE EXAMINED HYPOTHESIS WAS “MULTIVARIATE CORRECTIVE FEEDBACK DOES 
NOT HAVE ANY STATISTICALLY SIGNIFICANT EFFECT ON IRANIAN UPPER-INTERMEDIATE 
EFL LEARNERS’ PARAGRAPH WRITING ABILITY.” FOR THIS PURPOSE, 60 EFL LEARNERS 
STUDYING AT MELAL ENGLISH INSTITUTE, TALESH, IRAN (30 IN EXPERIMENTAL AND 30 IN 
CONTROL GROUPS) WERE SELECTED THROUGH RANDOM METHOD SAMPLING. THEY WERE 
EVALUATED BY PRETEST-POSTTEST OF TOEFL IBT INVENTORY. DATA ANALYSIS SHOWED 
THAT THE EXPERIMENTAL GROUP THAT RECEIVED MULTIVARIATE CORRECTIVE FEEDBACK 
AS THE TREATMENT OUTPERFORMED THE CONTROL GROUP THAT RECEIVED USUAL 
CLASSROOM TEACHING. THE RESULTS ALSO SHOWED THAT MULTIVARIATE CORRECTIVE 
FEEDBACK IMPROVED THE LEARNERS’ INTELLIGIBILITY AND AFFECTED THEIR MOTIVATION 
THAT FINALLY IMPROVED THEIR PARAGRAPH WRITING ABILITY. 
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1. Introduction 
Writing paragraphs in a foreign language is a very complex exercise, which implies not only knowledge 
from various fields, but also written expression abilities, as well as intellectual qualities” (Popescu, 2015, 
p. 1213). The ability to write paragraphs in English is considered to be a major asset to the Iranian EFL 
learners. This poses additional challenges for learners. Each time they write for a new task and they are 
further exacerbated during paragraph writing for a new lecturer. As these challenges are specific to the 
disciplinary classroom and the paragraph writing task at hand, an important responsibility is placed on 
lecturers to help their learners meet the specific writing requirements of the classroom (Karbalaei, 2013). 
 
A major tool that lecturers have is paragraph writing feedback. This is because in the context of learning a 
foreign language, there are various factors that influence the learning process of language skills including 
writing (Abidin, Pour-Mohammadi & Alzwari, 2012).  In the last decade, there have been great deals of 
arguments about the value of correction in writing classes (Ferris, 2005; Truscott, 2004). More recently, a 
number of similar conclusions have been drawn about feedback and its role and effectiveness in 
paragraph writing ability (Lee, 2015; Vardi, 2009). Ferris and Hedgcock (2005) claimed that his arguments 
were premature and overly strong given the rapidly growing research evidence pointing to ways in 
which effective error correction can help at least some student writers, providing it is selective and clear. 
 
As Chandler (2003) also points out, Truscott did not always take into account the fact that reported 
differences need to be supported with statistically significant evidence. In addition, Ferris and Hedgcock 
(2005, p. 7) maintained that “there were equally strong reasons for teachers to continue giving feedback, 
not the least of which is the belief that students have regarding its value”. However, she did accept that it 
is necessary to consider ways of improving the practical issues highlighted by Truscott. 
 

Based on numerous studies carried out recently concerning error correction, it is clear that different kinds 
of providing feedback are necessary for coming up with optimal results. In other words, the effectiveness 
of feedback is out of any question. However, what has remained as the issue of controversy among the 
researchers is the way feedback has to be provided in different settings. Different settings account for 
different results (Afraz & Ghaemi, 2012; Lee, 2015; Popescu, 2015). There are different views on the effect 
of written corrective feedback on improvement of L2 writing accuracy but it seems obvious both teachers 
and learners feel necessary needs (Brown, 2007). The current research was conducted to see the 
effectiveness of multivariate written corrective feedback on upper-intermediate EFL learners’ paragraph 
writing ability in classroom settings. It was based on the manipulation of three different techniques of L2 
corrections; namely, written, conference and conference-written corrections. In brief, the study tried to 
investigate the following question: 
 

 Does multivariate corrective feedback have any statistically significant effect on Iranian upper-
intermediate EFL learners’ paragraph writing ability? 

 
2. Literature Review 

Writing in the setting of language learning is unavoidably an essential skill and a major focus of 
instruction (Pour-Mohammadi, Abidin & Fong, 2012). There is a very large body of literature on writing, 
for example: cognitive processes in writing, comparison between L1 and L2 writing, comparison between 
skilled and unskilled writers, approaches and practices in teaching L2 writing, academic and general 
writing, and feedback in L2 writing. Kaplan (1966) asserts that such idiosyncratic rhetorical patterns of 
ESL writing resulted from their native language and cultural impact. He drew a diagram of five different 
linguistic characteristics (English, Semitic, Oriental, Romance, and Russian) which he named “cultural 
thought patterns.” According to his contrastive rhetoric study, English-speaking writers employed a 
linear structure with specific details to support the theme. As opposed to English speakers, Kaplan made 
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distinguishing statements on the rhetorical models of other languages. Arabic learners utilized a 
considerable number of coordination words compared with English writers’ compositions. Asian learners 
exhibited an illogical structure, encircling the topic. Spanish and French writers strayed from the theme 
with irrelevant descriptions. 
 
In the 1970s and 1980s, the focus of L2 writing research shifted from grammar teaching, grammar 
correction and writing mechanisms to the cognitive processes of writing, and these processes became an 
important concern for L2 instructors (Matsuda, 2003). Hyland (2003) revealed that teachers’ feedback 
must be based on the students’ cognitive, affective and social need as cognitive and motivational are two 
feedback factors. Ashwell (2000) examined students who had practice in sentence combining and 
instruction on “features of connected text”. It was a process-oriented writing instruction. He found 
corrective feedback was effective in grammar accuracy in written composition. Thus error correction 
(underlining in this study) improved form accuracy but content quality was much less affected by 
feedback. 
 
Moreover, Vardi (2009) investigated the relationship between feedback and change in tertiary students’ 
writing in the disciplines. This study examined the relationship between teacher written feedback and 
change in the disciplinary writing of tertiary students in their final year of undergraduate study. The 
analysis showed that certain types of feedback were more strongly related to change than other types of 
feedback. Finally, Karbalaei (2013) examined the effect of oral corrective feedback on enhanced second 
language vocabulary learning in Iranian EFL context. The results indicated two kinds of oral corrective 
feedback (prompt and recast) helped students to detect and correct errors in their own speech when they 
were learning new vocabulary. It can be concluded that many researchers agree that feedback is essential 
and has a positive effect on students’ writing quality. Thus, feedback on writing can be selected as a 
means of helping students to make revision and can help students improve their writing skills. 
 

3. Method 
3.1. Participants 

Sixty participants from studying at Melal English Institution in Talesh, Iran were chosen through random 
intact sampling procedure. They were 29 males and 31 females with the age range of 18 to 27 and all 
native speakers of Persian. TOEFL iBT was administered to 75 learners out of which 60 learners who 
obtained upper-intermediate level were selected. Then they were randomly assigned to two equal groups 
as experimental and control.  
 
3.2. Procedure 
The TOEFL iBT consisted of 33 items including 14 reading sections, 11 listening sections, 6 speaking 
sections and 2 writing tasks. In order to test any causal relations between variables, pretest-posttest 
design was implemented. The experimental group received 10-session treatment. Every session the 
teacher gave a topic and asked the learners to write paragraphs into English. At the end of each session, 
the learners gave their writing to the teacher. The next session, the teacher just gave the papers which had 
to be corrected by the teacher to the learners in the written corrective feedback group. But in the 
conference written corrective feedback group, the teacher called the learners one by one and described 
the erroneous sentences orally and then gave their corrected papers, too. In the conference group the 
teacher only underlined the erroneous sentences and described them orally to the learners. In one session 
after the last treatment, the learners took the posttest. 
 
4. Results 

The results of the pre-test administered to the control and experimental groups were put into SPSS; Table 
1 shows the descriptive statistics of the pretest scores. 
 
 

Table 1. Descriptive statistics for groups on pretest 
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   Groups                          N             Mean    SD 

     Experimental Group         30            18.83         1.96 
 
     Control Group                   30           18.90          2.55 

 
As it can be seen from Table 1, the mean scores of the experimental group and the control groups are 
18.83 and 18.90 respectively. The two groups did not perform very differently in terms of their mean 
scores in pretest. 
 
Table 2. Descriptive statistics for groups on posttest 

        Groups                      N             Mean    SD 

      Experimental Group         30            25.97         1.58 
 
      Control Group                   30           19.30          2.36 

 
As it can be seen from Table 2, the mean scores of the experimental and the control groups are 25.97 and 
19.30 respectively. In other word, the experimental group had a better performance in the posttest; that is, 
after the treatment. 
 
Table 3. ANCOVA test for different group 

 Source Df Mean Square F Sig. 

 
 
 

Corrected Model 
Post-test 
   Group 

2 
1 
              1 

354.45 
42.24 

671.52 

104.66     

12.47 
 198.29 

.000 

.000 

.000 

 
Table 3 summarizes the inferential analysis of the data before and after the treatment. It is clearly shown 
that the experimental group who received the multivariate corrective feedback outperformed the control 
group who received only usual classroom teaching. 
 
5. Discussions 
This study showed that the experimental group who received the multivariate corrective feedback 
performed better than the control group who received usual classroom teaching. These findings are in 
line with that of other researches like Binglan and Jia (2010), Karbalaei (2013), Lee (2015), and Vardi 
(2009). Feedback increases the number of changes that learners make on revision. Multivariate corrective 
feedback improves the intelligibility of learners. It is one of the most powerful influences on learning and 
achievement. Moreover, it involves providing learners with information about their responses and direct 
responses, its impact on neural correlates of perceptual learning and impact on learner motivation. 
 
Multivariate corrective feedback potentially modifies a learner’s thinking or behavior for the purpose of 
learning, and assesses how well a learner accomplishes a task or achieves a result for the purpose of 
grading. Since multivariate corrective feedback influences thought and behavior, it is more motivational. 
During this process learners are asked to continue doing what they have been doing, ask questions, 
participate, stay on topic, and/or modify their thinking or approach (when and if necessary).The 
emphasis of multivariate corrective feedback is on helping learners internalize and reshape, or transform 
new information. This transformation occurs through the creation of new understandings. Finally, 
multivariate corrective feedback should help learners understand that abilities are skills that can be 
developed through practice. 
 
6. Conclusion 
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This study examined the effect of multivariate written corrective feedback on Iranian upper-intermediate 
EFL learners’ paragraph writing ability. According to both descriptive and inferential data analyses, the 
experimental group who received the multivariate corrective feedback performed better than the control 
group who received usual classroom teaching. This study demonstrates that multivariate corrective 
feedback has significant beneficial effect on Iranian upper-intermediate EFL learners’ paragraph writing 
ability. Feedback increases the number of changes that learners make on revision. Certain types of 
feedback have been found to be more effective in producing positive change than others. Although this 
study has accomplished its aim, the debate on the effectiveness of multivariate corrective feedback will be 
ongoing as further research is required to address the many unanswered questions. 
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ABSTRACT 
INFORMATION AND COMMUNICATION TECHNOLOGY (ICT) CAN BE USED TO CHANGE 
TEACHER-CENTERED METHOD TO STUDENT-CENTERED METHOD IN FOREIGN LANGUAGE 
TEACHING AND LEARNING. ICT HAS BROUGHT NEW CHALLENGES TO LANGUAGE 
TEACHERS AND LEARNERS. TEACHERS’ AND LEARNERS’ ROLES HAVE BEEN CHANGED. 
THROUGH USING ICT, TEACHERS AND LEARNERS CAN COMMUNICATE WITH NATIVE AND 
NON-NATIVE SPEAKERS AROUND THE WORLD. ICT CAN PROVIDE A LOT OF RESOURCES FOR 
LEARNERS TO BECOME ACTIVE LEARNERS IN LANGUAGE LEARNING, HELP LEARNERS 
BECOME MORE ENTHUSIASTIC ABOUT THEIR LEARNING, AND CAN HAVE A BETTER 
UNDERSTANDING OF THE CULTURE OF THE PEOPLE WHOSE LANGUAGE THEY STUDY. IN 
THIS PAPER, THE RESEARCHER DEFINES ICT, EXPLAINS THE SIGNIFICANCE OF ICT IN 
LANGUAGE TEACHING AND LEARNING PROCESS, STATES THE BENEFITS OF ICT IN 
LANGUAGE TEACHING AND LEARNING, ILLUSTRATES TEACHERS’ ROLES IN COMPUTER 
TECHNOLOGY INTEGRATION, AND DISCUSSES ADOPTION OF ICTS AT THE UNIVERSITY LEVEL 
IN IRAN. BASED ON THE REVIEW OF THE RELATED LITERATURE, IT IS CONCLUDED THAT THE 
USE OF ICT IN FOREIGN LANGUAGE TEACHING HAS POSITIVE IMPACTS ON BOTH THE 
TEACHERS AND LEARNERS AND CAN MEET THEIR NEEDS IN LANGUAGE TEACHING AND 
LEARNING.  
 
KEYWORDS: INFORMATION AND COMMUNICATION TECHNOLOGY (ICT), SIGNIFICANCE, 
BENEFITS, TEACHERS’ ROLES, ADOPTION, TEACHING, LEARNING 
 
1. Introduction   
      According to Floris (2014), ICT refers to technologies that provide information by the use of 
telecommunications. ICT is the same as Information Technology (IT) but it basically focuses on 
communication technologies. It involves the Internet, wireless networks, cell phones, and other 
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communication tools. Alsunbul (2002) stated that Information and Communication Technologies (ICTs) 
have introduced many advantages to the learning environment because they use infinite multimedia 
learning materials in the curriculum and make them accessible to the learners throughout the world.  
      Through Information and Communication Technology, learners, teachers, experts, and researchers 
cooperate with each other in different ways. ICT is a potent instrument in providing information in 
various ways. It is provided in different forms like texts, pictures, tables, graphs, and multimedia which 
make the educational classes more interesting and attractive for learners. It makes the learners feel more 
relax to learn and also make them active because they learn by using technology rather than by being 
“instructed” by technology (Grabe & Grabe 2005). 
      Pirani (2004) said that the use of computer technologies in language teaching provides a student-
centered learning environment, enables teachers to use different styles of lesson presentation to motivate 
their learners, and provides opportunities for learners to learn more out of their classrooms. He 
continued that certain conditions should be met to get the full advantages of ICT in teaching. They 
involve the availability of computers and the presence of solid infrastructures which are necessary for the 
success of information technology integration.  
      Albirini (2006) and Al-Senaidi, Lin, and Poirot (2009) also confirmed that teachers’ attitudes towards 
using technology in language teaching are the important components of integrating technology in the 
curriculum. Due to the fact that the use of technology decreases teacher-centered method, it can also 
decrease students’ anxiety in language because it gives them the opportunity to use language 
comfortably without being fear of making mistakes which will decrease their affective filter (Krashen, 
1982; Krashen & Terrell, 1983; McLaughlin, 1990).  
      ICT enhances learners’ learning involving language learning, success, and eagerness in using ICT in 
their lessons. ICT solves the obstacles of time and place. ICT can change learning. ICT is very important 
for education because of its user friendliness, speed, precision, high storage capacity, completeness, 
stability, rationality, persistence, and contingency (Patil, 2014). In this paper, the researcher reviews the 
definition of ICT, the significance of ICT in language teaching and learning process, the benefits of ICT in 
language teaching and learning, teachers’ roles in computer technology integration, and adoption of ICTs 
at the university level in Iran.  
 
2. Definition of ICT 

      ICT involves technologies like desktop and laptop computers, software, and connections to the 
Internet that perform information processing and communications functions (Statistics Canada, 2008). 
ICT is the combination of informatics technology with other technologies, particularly communication 
technology (UNESCO, 2002). According to Watson and Watson (2011), ICT refers to technologies such as 
computers, the Internet, broadcasting technologies (radio and television), and telephony that facilitate 
learning and teaching processes.  ICTs is the all forms of communication technologies like computers, 
videos, hardware, networks, and software that can be used for educational and research objectives. 
Teachers and learners can use them for teaching, learning, and research (Zare-ee, 2011). 
 
3. The Significance of ICT in Teaching and Learning Process   
      The use of ICT is very important in education because it provides enough opportunities for learners to 
learn easily and effectively. Traditional educational environments are not appropriate for learners to 
learn and are not efficient in today's society. Educational institutions that do not use new technologies in 
their learners’ education cannot prepare them for their social life (Yelland, 2001). Grimus (2000) also 
stated that when learners are trained in the use of ICT skills in their educational environments they are 
prepared for the future developments on the basis of their true understanding.  
      According to Bransford, Brown, and Cocking (2000), what is known about learning presents 
significant guidelines for the use of technology that help learners and teachers develop the necessary 
capabilities required for them. Dede (1998) said that ICT is a means of improving efficiency in the 
educational process, helping learners and teachers improve their memory retention, increase their 
motivation and understanding. Rifkin (2000) emphasized that ICT promotes cooperative learning and 
establishes the rich networks of interconnections and connections between persons.  
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      Kozma (1991) pointed out that technology can change the ways of learners’ learning and professors’ 
instruction. Schank (2005) said that technology revolutionizes the learning process. Breuleux, Laferrière, 
and Bracewell (1998) mentioned that ICT can expand teachers’ and learners’ capabilities and their 
appropriate use of technology can convey their roles in the classes. ICT can be used as a catalyst for 
change and change can involve working conditions, exchanging information, teaching methods, learning 
approaches, and scientific research. Teachers can use ICT for facilitating learning, critical thinking, and 
peer discussions.  
      Miller, Martineau, and Clark (2000) declared that teachers can use technology for their instruction 
because it provides related examples, changes the situation of classroom; prepare learners for future job, 
and enhances access to the information. Louw, Muller, and Tredoux (2008) said that technology improves 
teachers’ teaching and learners’ learning. According to Castro (2003) and Cawthera (2000), ICT helps 
learners to develop cognitive skills, critical thinking skills, and access to information. Becta (2003) stated 
that ICT presents fast and true feedback to learners. Lau and Sim (2008) confirmed that the use of ICTs 
promotes deep learning and permits teachers to respond to the needs of different learners. 
      According to Bransford et al. (2000), ICT has a lot of potential to increase learners’ achievement and 
teachers’ learning. According to Wong et al. (2006), technology plays a vital role in supporting face-to-
face teaching and learning. Iding, Crosby, and Speitel (2002), Shamatha, Peressini, and Meymaris (2004), 
and  Romeo (2006) stated that the use of computers assists learners to become knowledgeable, decreases 
the amount of instruction to learners, and helps teachers to meet their learners’ needs. New technologies 
help both teachers improve their teaching and learners increase their learning. These technologies play a 
significant role in learners’ skills, motivation, and knowledge. They also used to provide information to 
learners and help them complete their learning activities (Grabe & Grabe, 2007).  
 
4. The Benefits of ICT in Language Teaching and Learning   
      ICT can cause many technological developments in the teaching and learning processes of foreign 
languages. According to Grosbis (2012), ICTs provide various instruments simultaneously. They are very 
easy to use and learners can share their tasks with each other and can also communicate with teachers or 
other learners. Learners can get the necessary information and can also have free access to many 
programs that are freely downloaded from the Internet. According to Kromidha and Toro (2015), ICT can 
make learning more personal and learners can follow their own learning according to their own needs. 
Learners are more motivated and more active. ICT can help learners develop their independence and 
motivation. ICT can be used as an effective teaching instrument for teachers and can help them to make a 
different teaching method that meets their learners’ needs and develop their creative abilities. Teachers’ 
roles are changed. They act as the guide and not the persons who know everything. They can focus on 
their own creative teaching.  
      Both teachers and learners can have easy access to the new information. A lot of exercises can be 
found on the net for free. Learners can practice speaking in English through ICTs. Teachers can choose 
the best teaching and learning materials for their learners that are suitable to their needs based on their 
age, level, and abilities. ICT can increase learners’ achievement because it permits them to advance at 
their own pace. Learners can increase their learning and creativity through having access to many 
information, provide an easy and fast access to the authentic materials in instruction which can motivate 
learners to learn more (Floris, 2014).  
      According to Melor Md Yunus (2007), ICT provides a variety of learning opportunities for students to 
learn language. It provides supplementary activities for learners to enhance their learning in the 
particular aspects of language learning. These areas involve reading tests and comprehension questions, 
grammar exercises, pronunciation exercises, vocabulary tests, and cloze tests. Gonglewski (2003 as cited 
in Melor, Maimun, & Chua, 2009) expressed that Computer Assisted Language Learning (CALL) 
promotes student-centered learning, helps learners expand their own communicative skills, provides 
them with a lot of alternatives of the target language such as grammar, vocabulary, and pronunciation to 
practice, listening, speaking, reading, and writing to develop. Through this program, Learners are able to 
manage their own learning at their own pace and this can help them take more responsibility for their 
own learning which leads to more learner-centered approach.  
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      A study was done by Blanskat, Blamire, Kefala (2006) towards the benefits of ICT in European 
schools. The purpose was to measure the effect of ICT on learners’ results. The findings of this study 
indicated that ICT had a positive influence on learners’ performances in primary schools.  Schools that 
had enough ICT resources gained better results than those that lack them. Educational achievements of 
learners are related to the effective use of ICT. A lot of teachers said that learners are more motivated to 
learn when they have enough computers in their classes. Many learners stated that ICT was very useful 
for them because it met their particular needs, decreased the social differences between learners, and took 
more responsibilities when using ICT. Finally, it was shown that ICT has an important effect on teachers’ 
teaching processes. 
      Grimus (2000) asserted that through teaching ICT skills to learners they are prepared to encounter 
future developments on the basis of true understanding. Bransford, Brown, and Cocking (2000) said that 
important guidelines can be provided for learners and teachers though the use of technology that can 
help them develop their capabilities needed for their learning and teaching. According to Jones and 
Knezek (1993), ICT serves as a means of improving performance in the educational process. Dede (1998) 
indicated that the use of ICT improves memory retention, enhances motivation and deepens 
understanding. Forcheri and Molfino (2000) expressed that ICT is used to increase collaborative learning 
such as role playing and group problem solving activities.  
 
5. Teachers’ Roles in Computer Technology Integration  
      Teachers are the main agents of implementing computer technology. If their roles are not considered 
to implement computer technology, it will bring about only limited impacts (Ferguson, 1997; Grant, 
1996). Without the participation of teachers, computer technology itself does not make a significant effect 
on students’ achievement. The quality of education can be determined by teachers (International Society 
for Technology in Education, 2001; Wenglinsky, 2001). Teachers should take new roles to help students to 
follow their own research, use all kinds of computer technologies to collect, arrange, explain information, 
and become thoughtful about information quality and sources (National Council on the Accreditation of 
Teacher Education, 1997).   
      According to Ryba and Anderson (1990), teachers’ roles have been divided into five categories: 
planner, manager, facilitator, guide, and participant in computer technology use. As a planner, the 
teacher makes certain that computers are truly included in the program, organizes the learning 
environment, and urges students to work together. As a manager, the teacher makes certain that students 
have similar access to computer technology and they use suitable programs based on the students’ ability 
and particular needs. As a facilitator, the teacher helps students to construct their own knowledge, helps 
them to set their aims of learning, and encourages them to examine carefully what they learn.  
      As a guide, the teacher urges students towards new learning and persuades them to take part in 
activities that raise their higher order thinking skills (Ryba & Anderson, 1990). As a participant, the 
teacher cooperates with students to do cognitive learning activities. These categories of teachers’ roles 
imply that integrating computer technology into the classroom changes the teacher’s traditional role from 
a giver of information to a facilitator of information (Ryba & Anderson, 1990). Schwarz (2000) stated that 
the use of computer technology can help teachers to communicate with their students, use new 
techniques to curriculum, and use new methods for teaching skills.       
      The purpose of using computer technology is to increase the learning process. Teachers who use 
computer software for their own personal use are very good at computer software and have access to 
them at schools and in individual classrooms and are interested in learning more about using computer 
software for instructional and educational purposes. Some teachers are not aware of the importance of 
educational software that can help them to teach effectively and a lot of them do not use computer 
software for teaching tasks (Iding, Crosby, & Speitel, 2002).  
      Computers are very important for education and teachers do not pay attention to the importance of 
their own teaching roles in implementing computers in classrooms. They do not have enough motivation 
for using computers in spite of the fact that they know the importance of computer technology in 
changing schools (Whetstone & Carr-Chellman, 2001). According to Koehler and Mishra (2009), teachers 
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can play a significant role in shaping classroom uses because education is one of the aspects of classroom 
uses consisted of the interaction of many information structures rather than a single simple structure.    
      One of the most important skills that teachers should have is the knowledge of computer technology 
use (Anderson, 2008). Many studies have been done about what teachers should know about computer 
technology for effective education (Koehler et al., 2007). Earle (2002) expressed that the way the computer 
technology is used for education in relation to the content and the effectiveness of its application is more 
important than computer technology itself is used.  Teachers should integrate computer technology into 
their teaching programs and use it to help students’ self-development (Kumar et al., 2008). The 
knowledge structures that should be available to teachers for computer technology integration should be 
valuable. Unfortunately, teachers do not have sufficient knowledge and lack competence in integrating 
computer technology into their classroom teaching (Bozkurt et al., 2010). 
      According to Prensky (2001), students are defined as natives of the digital world, while teachers are 
defined as immigrants of the digital world. In order for the immigrants of the digital world (teachers) to 
have a good connection with the natives (students), they should make changes in their teaching and the 
subjects they teach. This is the duty of teachers to provide an appropriate learning environment for 
students who have different experiences, features, and skills. Teachers should be able to use computer 
technology effectively in the learning process and they should be a pattern for their students in using 
computer technology (MEB, 2008).  
      Molaei and Riasati (2013) expressed that in a computer-oriented technology environment, teachers 
direct class activities and help learners to organize and complete their tasks. They believed that the 
Iranian teachers prefer to use computer technology in their EFL instruction. They continued that the use 
of computer technology is appropriate for teaching because they can control both their students and their 
classes. They also emphasized that computer technology leads to enjoyable and interesting classes for 
students and increases class participation. Molaei and Riasati (2013) added that teachers are aware of 
their roles as guides and facilitators of students’ activities. Through using computer technology, teachers’ 
roles changed from the source of authority to a guide that leads students to take more responsibility for 
their learning. This change of role will be useful not only for the other teachers but also for students in 
their learning process. 
 
6. Attitudes towards Computer   

      According to Yushau (2006), the perceived usefulness of computers affects attitudes towards them 
and the amount of confidence teachers get in the utilization of computers will influence their classroom 
use. Attitudes towards the perceived usefulness of computers are very important in learning computing 
skills and this will influence the computer knowledge. The Chinese Computer Attitude Scale was 
administered for 216 secondary teachers by Yuen and Ma (2001). The purpose of this study was to 
examine the factors that affect the instructional use of computers. The results showed that the use of 
computer among teachers was determined by affective attitudes, general usefulness, and behavioral 
control. Positive attitudes towards computers influence teachers’ acceptance of the usefulness of 
computer technologies and affects whether teachers integrate these resources into their classroom 
(Akbaba & Kurubacak, 1998; Clark, 2000).  
      Yildirim (2000) represented that positive attitudes are developed in teachers who use computers more 
and promote further use of the computer in their daily teaching tasks and do activities that need 
computer technology. According to Gao (2005), perceived usefulness is positively correlated with 
computer attitude. Teo, Luan, and Sing (2008) mentioned that perceived usefulness is one of the 
significant factors that influence teachers’ attitudes towards computers.  
      Huang and Liaw (2005) emphasized that teachers’ attitudes towards technology affect their 
acceptance of the usefulness of technology and its integration into instruction. Furthermore, Sophocleous 
(2012) investigated teachers’ attitudes towards the usefulness of computer technologies in their learning. 
Obtained results from this study indicated that these technologies are the excellent instruments for 
teachers to utilize them in their instruction with their students. 
      Rahimi and Yadollahi (2011) examined the relationship between attitudes towards computer-assisted 
language learning among 130 learners of high school in Iran. According to the findings of this study, the 
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Iranian learners indicated positive attitudes towards CALL. It was also found that positive attitudes 
towards computer-assisted learning lead to the use of computer technology in learning and negative 
attitudes lead to learners’ reluctance to the use of computer technology.  
      The results of a study carried out by Rahimi and Hosseini (2011) showed that the Iranian students had 
strong negative attitudes towards computer-assisted language learning and they emphasized that 
computer cannot replace the traditional teaching methods. Moreover, Tahriri, Azim Dokht, and 
Derakhshan (2013) carried out a study about identifying the Iranian EFL teachers’ attitudes towards 
using computer technology in their classes. 40 male and female EFL teachers took part in this study. The 
results obtained from this study showed that the Iranian EFL teachers had highly positive attitudes 
towards using computer technology in their EFL instruction. 
      Dashtestani (2012) investigated the Iranian EFL teachers’ attitudes towards the application of CALL in 
their English courses and the possible barriers to the implementation of CALL. 212 EFL teachers took part 
in his study. Questionnaires, the semi-structured interviews, and non-participant observations were 
applied as the research instruments. The results showed that the Iranian EFL teachers had positive 
attitudes towards using CALL. It was also indicated that computers were considered as useful tools for 
English courses. Some serious barriers have been reported by teachers to the use of CALL in their English 
courses.  
      Mollaei and Riasati (2013) carried out a study about the Iranian EFL teachers’ attitudes towards using 
computer technology in their instruction. The findings obtained from both qualitative and quantitative 
data indicated that the Iranian EFL teachers have positive attitudes towards the use of computer 
technology in their classrooms. In addition, Sadeghi, Rahmany, and Doosti (2014) stated that the Iranian 
EFL teachers who were working with computers more than the other teachers indicated positive attitudes 
towards using them in their instruction.  
      The results obtained from the above studies indicate that in order to promote positive attitudes 
towards computer technology among teachers, it is very important to pay attention to what teachers 
think about computer technology and its usefulness for their instruction, what their knowledge and skills 
are or what skills they need to further develop. It is also concluded that the more positive teachers' 
attitudes were towards computer technology, the more likely they were to use it in their classrooms. 
 
7. Adoption of ICT at the University Level in Iran    

      One of the most effective changes in higher education is the use of Information and Communication 
Technologies (ICTs). These fast changes have not influenced all societies similarly. Modern ICTs in higher 
education has a short history but spreading with high speed in various contexts. There are some 
uncertainties about using ICTs in Iranian higher education. The use of ICTs is accompanied by the 
feelings of hope and despair. The history of the use of ICTs in Iran is shorter than the general history of 
the use of modern technologies in education all over the world (Zare-ee, 2011). Due to the worries about 
cultural attack through ICTs and their possible misuses, uncertainties about the uses of ICTs in higher 
education have caused some restrictions on using ICTs. These worries arise from serious efforts in the 
higher levels of education to de-Westernize and Islamicize the country and its educational system 
(Kheiltash & Rust, 2009).  
      Although there have been uncertain feelings of hopelessness and helplessness about using ICTs in 
Iran, institutions of higher education have attempted to pave the way for using ICTs in their learning and 
teaching activities. These institutions involve public universities, private universities called Azad 
University branches, and distant learning centres called Payame-Noor University branches. All 
universities have websites that are equipped with an ICT centre where Information Technology (IT) 
assistance is provided (Zare-ee, 2011).  
      In all public universities, institutional email addresses are provided for all students and teachers. In 
these universities, most dormitories are equipped with small computers and Internet centers where 
students can use them and connect to their low-speed Internet. All staff rooms in public universities and 
most staff offices in Azad and Payame-Noor universities have a personal computer connected to the 
Internet. Student registration and student record tracking are done by the Internet in some cities of the 
country and some students have to go to the nearby internet cafes for their services (Zare-ee, 2011). 
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      Common people, specialists, and policy-makers have different opinions about the usefulness of ICTs 
in general and in educational contexts in particular. Some scholars are skeptical about the efficacy of ICTs 
in education and others have stated that the efficacy of ICTs depends on those who use them. Generally, 
teachers are the keys to the successful use of ICTs in higher education (Zare-ee, 2011). ICT has an effect on 
learning for some learners and it never takes the place of a teacher (McFarlane, 2002).  
      According to McFarlane (2002), the key role of the teacher in integrating ICTs with the curriculum and 
culture of the student is unavoidable and the use of ICTs in higher education depends on cultural 
contexts. Everyday many ICT-related educational tools are created and waiting to be used in educational 
contexts. These educational tools can be used in higher education if policy makers, teachers, and students 
show and develop the essential understanding, eagerness, and readiness to utilize them (Zare-ee, 2011).  
      Presently, many students enter the university with anticipations that ICTs will be accessible, available, 
and efficiently utilized (Sachs, 2006). In Iran, many students are not aware of current developments in 
ICTs or are digitally less educated to have the similar anticipations seen by Sachs. The benefits of ICTs in 
higher education cannot be limited to teaching and learning. Teachers and students in institutions of 
higher education can do a lot of researches through using ICTs because they are very useful resources 
(Zare-ee, 2011).  
      Tools such as emails, blogs, databases, analysis software, and many other forms of ICTs can be used in 
all stages of the research process such as selecting the research topic, collecting the data, doing data 
analysis, summarizing findings, and drawing implications for the discussion of results. Consequently, 
ICTs can assist the Iranian EFL university teachers in both instruction and research. There are not enough 
researches regarding the Iranian EFL university teachers' opinions about the usefulness of ICTs in higher 
education. There are different and contradictory results of the studies done concerning the use of ICTs for 
university teaching and learning (Zare-ee, 2011).  
      A study was done by Sarmadi, Ebrahimzadeh, Tafazoli Moghadam, and Dayani (2010) about the 
factors influencing the use of ICTs for research and instruction among Iranian faculty members. The 
researchers found major impacts on the ICT use for perceived complexity of ICT, positive attitudes 
towards the benefits of ICTs, perceived testability of teaching and learning through ICT, and skill in 
English as a foreign language. According to Sharifi (2003), the Iranian EFL university teachers have 
reported significant effects on the use of ICT for the fields of study, age, university degree, and teaching 
experience. It has been reported that university teachers in the humanities and older teachers use ICTs 
less than all others.  
      Salajagheh (2010) investigated the users’ attitudes towards computers in Shiraz University in Iran. 
Findings indicated that users had positive attitudes towards ICT in teaching and learning. Bordbar (2010) 
stated that teachers’ attitudes towards computers affect not only their own computer experiences, but 
also the experiences of the students they teach. In fact, it has been suggested that attitudes towards 
computers affect teachers’ use of computers in the classroom and the likelihood of getting maximum 
benefit from training. Positive attitudes often encourage less technologically capable teachers to learn the 
skills necessary for the implementation of technology-based activities in the classroom.  
      Ghafoori (2008) also conducted a study in 4 different cities of Iran. 200 EFL teachers participated in 
this study. The results of this study indicated that teachers’ experience had a negative relationship with 
their attitudes towards computer technology. Based on the results of the above studies, it is concluded 
that computer experience is an important factor that impacts teachers’ attitudes towards the use of 
computer. The other consequence is that teachers who have sufficient experience in computer technology 
are expected to use effectively computer technologies in their instruction.   
      Bordbar (2010) said that there is a relationship between computer attitudes and competence. He 
emphasized that higher computer competence improves teachers’ positive attitudes and this leads to the 
use of computers within their classroom. According to Bordbar (2010), teachers who do not have 
adequate knowledge and skill in computer technology show negative attitudes towards its use. In 
addition, Dashtestani (2013) conducted a study about the attitudes of the Iranian EFL teachers towards 
using CALL materials and the necessary skills in using these materials. Three groups took part in this 
study. They were EFL teachers, teacher educators, and teacher trainers. The results indicated that these 
groups had positive attitudes towards utilizing CALL materials while teacher educators had somehow 
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more positive attitudes than the other groups. It was also found that the Iranian EFL teachers did not 
have enough skills in using CALL materials. The results also showed that the Iranian EFL teachers do not 
use CALL materials in their EFL courses.  
 
8. Conclusion   

      This paper reviewed the issues pertinent to Information and Communication Technologies (ICTs) and 
their relationship with language teaching and learning. Review of literature indicated that ICT provides a 
very good learning and teaching environment for both learners and teachers and it can also change the 
quality of language learning and instruction. We know that teachers are the basic agents in using ICT so 
they should be trained in the correct use of ICT in the process of teaching. Information and 
Communication Technologies give learners a kind of freedom to learn. Teachers and learners should 
understand the real impact of ICT on the teaching and learning process. The findings of this study 
showed that teachers and learners should have strong motivation for the use of ICT in education. The 
findings also indicated that teachers should be trained for the better and effective use of ICT in their 
instruction. It can be concluded that ICT knowledge, teaching experience, professional development, and 
accessibility can affect teachers and learners’ use of ICT. If teachers want to know the value of ICT in their 
teaching-learning process they should participate in educational workshops in order to be trained well. 
We should realize that ICT cannot itself solve all of educational problems. If ICT is appropriately used, 
then it will facilitate the process of learning for the learners. The final remark is this if teachers intend to 
use ICT in their learning and teaching processes, they should make ICT a more rewarding partner in their 
learning and teaching process. 
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ABSTRACT 

THE PRESENT STUDY AIMED AT INVESTIGATING THE EFFECT OF TEACHING GRAMMATICAL 
PHRASES (GPS) ON IRANIAN PRE-INTERMEDIATE L2 LEARNERS’ READING COMPREHENSION. 
THE WRITTEN ACADEMIC DISCOURSE MAY BE ENHANCED IF UNIVERSITY STUDENTS ARE 
FAMILIAR WITH GPS AS COHESIVE DEVICES (E.G., THUS, MOREOVER, SO, BUT, ETC.). IN DOING 
THIS STUDY, 120 UNIVERSITY STUDENTS TOOK PART IN THE INVESTIGATION IN ABADAN 
ISLAMIC AZAD UNIVERSITY. THROUGH THE ADMINISTRATION OF OXFORD QUICK 
PLACEMENT TEST (OQPT), 70 STUDENTS WHO WERE SCORED AS PRE-INTERMEDIATE 
STUDENTS ON THE TEST WERE CHOSEN AS THE PARTICIPANTS OF THE STUDY. THEN THEY 
WERE RANDOMLY DIVIDED INTO TWO GROUPS OF CONTROL (N=35) AND EXPERIMENTAL 
(N=35). THEY TOOK A READING COMPREHENSION PRE-TEST TO ASSESS THEIR KNOWLEDGE 
OF GPS IN READING COMPREHENSION OF THE TEST AT THE BEGINNING OF THE RESEARCH. 
THE TEXT USED IN THE PRE-TEST INCLUDED 20 GPS (I.E., CONTRAST, ADDITION, TIME, 
CONCLUSION) TO LINK THE SENTENCES IN THE PASSAGE. DURING 12 SESSIONS - EACH 90 
MINUTES- BOTH GROUPS WORKED ON READING PASSAGES AND FOCUSED ON THE USE OF 
GPS IN UNDERSTANDING THE PASSAGES. THE EXPERIMENTAL GROUP RECEIVED EXPLICIT 
INSTRUCTION INCLUDING EXPLANATION ON THE FORM AND FUNCTION OF GPS IN LINKING 
THE SENTENCES, WHILE THE CONTROL GROUP RECEIVED CONVENTIONAL INSTRUCTION 
INCLUDING DEFINITIONS, EXPLANATIONS, EXAMPLES, SYNONYMS, ETC. AT THE END OF THE 
TREATMENT, A POST-TEST ON READING COMPREHENSION, WHICH INCLUDED THE SAME 
AMOUNT OF GPS IN THE PRE-TEST, WERE ADMINISTERED TO EVALUATE THE EFFECT OF GPS 
INSTRUCTIONS AND A ONE-PARAGRAPH ESSAYS TO ASSESS THE PARTICIPANTS’ USES OF GPS. 
THE RESULTS OBTAINED FROM THE INDEPENDENT AND PAIRED SAMPLES T-TESTS REVEALED 
THAT THERE WAS A SIGNIFICANT DIFFERENCE BETWEEN THE PERFORMANCES OF TWO 
GROUPS. IN THE POST-TEST, THE EXPERIMENTAL GROUP OUTPERFORMED THE CONTROL 
GROUP IN READING COMPREHENSION. THIS STUDY SUGGESTS THAT TEACHING COHESIVE 
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DEVICES SUCH AS GPS MAY HELP TEACHERS TO TEACH READING COMPREHENSION 
EFFECTIVELY. 
 

KEY WORDS: GRAMMATICAL PHRASES (GPS), PRE-INTERMEDIATE L2 LEARNERS, READING 
COMPREHENSION 
 
1. Introduction 

Discourse is described as a piece of writing or speech that is longer than a sentence or an utterance. In 
reading comprehension, it is indispensable for the writers to guide the readers through the discourse 
signaling what is important and how each sentence links to others (Schiffrin, 1987). Accordingly, 
grammatical phrases (i.e., addition, contrast and comparison, conclusion, etc.) are the discourse signaling 
cues and use between sentences and between paragraphs. They connect the related ideas, so they help 
readers to see connections that they might miss or misunderstand (Risselada & Spooren, 1998). 
     Grammatical Phrases (GPs) are the main elements of linguistic production and the crucial factors in 
successful language learning. These phrases (e.g., but, however, and, or, etc.) are partly familiar to the 
authors and readers who often participate in academic discourse. The loss of such words and phrases 
might show the lack of cohesion in a particular discourse. There is no doubt that as writers mature; they 
rely increasingly on GPs as cohesive devises and that the lesser use of them is considered as a 
characteristic of the novice writers (Fraser, 1999).  
      Students of English as a foreign language (EFL) may be unfamiliar with GPs as well as their functions 
in written academic discourse, and therefore may have the problems in comprehending these kinds of 
texts. In addition, as Fung (2011) states, nowadays a few teachers are prepared to teach students how to 
make use of grammatical phrases to build comprehension, though it is a widely accepted fact that 
knowledge of GPs is important for reading.                       
     Students can benefit from explicit instruction that focuses on the identification of these phrases and 
their functions. Furthermore, they can get cues for signaling information and discourse organization, 
which are used to control the amount of information presented in the text as well as the ways in which 
the new information is introduced, and which in turn help reading comprehension, especially with more 
difficult texts (Hyland, 2005). 
     There are many different GPs and, perhaps even more importantly, some of them are used more in 
speech than in writing, or vice versa or some of them are more informally used than formally and so on. 
Some researchers (e.g., Halliday & Hasan, 1976) have provided the lists of GPs, classified them, assigned 
different names to each category and defined special features for each of them. According to Parker 
(1982), GPs include Addition, Comparison, Contrast, Emphasis, Example, Exception, Place, Proof, 
Purpose, Result, Sequence, Summary, Time. Among these categories, just four groups have been selected 
and taught in this study. They are as follows: 
 
Table 1. GPs’ Classification (extracted from Parker, 1982) 

Contrast but, in contrast, on the contrary, although, however, whereas, while, 
though, even though 

Addition And, in addition,  furthermore, moreover, besides, also, additionally, 
further, not only-but also, as well as 

      Time 
  

After, before, then, once, next, finally, at last, first, second, etc., at first, 
soon, meanwhile, at the same time, for a minute, hour, day, etc., during 
the morning, day, week, etc., immediately, as soon as, when, until, as 

Conclusion Therefore, so, consequently, thus, in short, in conclusion, in brief, as a 
result  

 
1.2. Statement of the Problem  
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GPs rank among the key cohesive devices in formal written discourses. What is more, the knowledge of 
these phrases helps to understand and create text with greater ease. Many Iranian pre-intermediate L2 
learners have problems in comprehending written academic discourse and their teachers often complain 
from the weaknesses of the students and the low level of EFL classes. It seems the training that these 
students receive does not enable them to attain full competence in comprehending written academic 
discourse (Parvaresh & Nemati, 2008). These learners may be unfamiliar with GPs and their functions in 
the written texts. The present study intends to investigate teaching these phrases into pre-intermediate L2 
learners who have many problems in comprehending written academic discourse. 
 
1.3. Research Questions  
The current study aims to answer the following questions: 
RQ1. Does using GPs affect on EFL pre-intermediate learners’ reading comprehension? 
RQ2. Is there any significant difference between the participants who used the PGs instruction of form 
and function and the ones who learn their use through traditional learning method in reading 
comprehension activities? 
 
2. Review of Literature 
GPs are words and expressions taken into consideration within the text in order to join the sentences or 
paragraphs together. A writer utilizes these phrases between sentences to show relationships between 
ideas in adjoining major sections of academic discourses. S/he presents an idea and then other ideas to 
deepen the first idea by adding for example: and, besides, further. Here, it should be clarified what is 
meant by the term ‘GPs’ in this study.  
     This term differs according to the textbook it is used. All of the following terms refer to the same 
linguistic phenomenon: ‘logical connectors’ (Celce-Murcia & Larsen-Freeman, 1999); ‘connective adverbs’ 
(Huddleston & Pullum, 2002). Further terms representing the linking devices in question are as follows: 
‘discourse markers’ (Parrot, 2002 & Swan, 1996); ‘conjunctive expressions’ (Halliday & Hasan, 1976); 
‘discourse connectors’ (Cowan, 2008); ‘comment adverbs and viewpoint adverbs’ (Hewings, 2002); 
‘linking adverbials and stance adverbials’ (Biber, Johansson, Leech, Conrad & Finegan, 1999); and finally 
‘conjuncts and disjuncts’ (Greenbaum & Quirk, 1990). 
     One of the ways that writers help readers through discourse is by “marking” how the coming sentence 
or clause relates back to previous discourse. Thus if the author wants to show a continuation of a 
previous line of thought, s/he will begin the coming sentence with a linker such as in addition or moreover. 
This automatically helps the reader to approach the coming sentence with the knowledge of how it 
relates to the theme the author is constructing. If, on the other hand, the author wants to signal a change 
in direction of the discourse, s/he will utilize a linker such as on the other hand or conversely. Groups of 
researchers have worked on GPs. The ideas of some of them are summarized here: 
      Fraser (1999) defines GPs, from the pragmatic point of view, as a class of lexical expressions drawn 
primarily from the syntactic classes of conjunctions, adverbs, and prepositional phrases that signal a 
relationship between the interpretations of the segment they produce. He also investigates GPs from the 
perspective of whether they refer to a textual segment between sentences or discourse segment in 
structure, and categorizes GPs into two major types:  
1) GPs that relate to the messages  
Example: "collateral phrases" such as above all, also, besides, etc. and "inferential phrases" such as so, 
therefore, thus, etc. 
2) GPs that relate to the topics  
Example: Back to my original point, before I forget, by the way, etc. 
     Celce-Murcia and Larsen-Freeman (1999) introduced conjunctions as: 
Coordinating conjunctions (a) conjoin syntactically equivalent constituents and (b) lead the listener/ 
reader to certain interpretations of the way that clauses relate to each other meaningfully. Adverbial 
subordinators and conjunctive adverbials are often called logical connectors. Like some coordinating 
conjunctions, logical connectors are typically said to be types of cohesive devices, lexical expressions that 
may add little or no prepositional content by themselves but that serve to specify the relationships among 
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sentences in oral or written discourse, thereby leading the listener/reader to the feeling that the sentences 
“hang together” or make sense (p. 519). 
      
2.2. Comprehension 
Comprehension is a term becoming more and more usual in a wide range of academic and non-academic 
contexts, in written form. Some linguists use it in reference to texts, while others claim it means passages. 
One definition of reading comprehension is that it is a continuous stretch of language larger than a 
sentence, often constituting a coherent unit such as a sermon, argument, joke, or narrative (Crystal, 1992). 
Somewhere else, the terms 'text' and 'discourse' are nearly utilized interchangeably implying that the first 
term refers to the linguistic product, whereas the second one denotes the entire dynamics of the 
processes. 
      Over the past 20 years or so, the description of linguistic items related to GPs has been a research 
focus in many studies related to language learning and teaching. Schiffrin (1987) noted that GPs can be 
generally divided into two types. First thetype that describes research on GPs through the descriptive 
analysis in a particular language. The second type describes research on GPs which relate and examine 
the acquisition of GPs of the target language by non-native speakers (NNS), mostly that of teachers and 
language learners. Fung and Carter (2007) state that the second type of research on GPs has been studied 
much less.  
     Most previous research on the study of GPs, either GPs in English or in other languages, has focused 
on their meanings and their corresponding pragmatic use (e.g., Wang & Tsai, 2005), and on how they 
help create coherence (Risselada & Spooren, 1998).  In the educational context, GPs may have a positive 
role in the classroom as that which can aid effective conversational endeavors (Othman, 2010). Schiffrin 
(1987) noted that research on the educational importance of GPs has been rather restrictive in the EFL 
classroom . 
     Moreover, these phrases also link the writer’s claim to supporting facts. Summative phrases contribute 
to a lucid stratification of information and they clearly signal the end of the topic in question. In the 
researchersۥ view, with reference to the middle part it is  impossible to offer any kind of hypothesis, This 
researcher also stated that the use of individual semantic categories of linking devices may be influenced 
by the particular needs and preferences of the author, or perhaps by the type of topic discussed. 
 
3 Methodology 
3.1. Participants 
This study was conducted with the help of 120 male and female participants majoring in English 
Translation. These students were studying in the third and fourth semesters at Abadan Azad University. 
These students’ age were ranging from 20 to 35 years old. To achieve the objectives of the present study 
and to evaluate the homogeneity level of the participants, all of them were given Oxford Quick Placement 
Test (OQPT). Upon the administration of this test, 70 participants whose test scores were at the pre-
intermediate level were assigned to the participants of the study. Then they were randomly divided into 
two groups of control (n=35) and experimental (n=35) through convenience sampling method. The 
control group received conventional instruction on learning GPs in reading comprehension classes while 
the experimental group received using form and functions of GPs instruction in the reading 
comprehension course. 
 
3.2. Instrumentation 
To run this study, several instruments were utilized. At first, 120 EFL learners took the OQPT as a 
homogeneity test to determine their level of English proficiency. This test consisted of 60 items on 
vocabulary, grammar and structure in multiple-choice format which was used for making the 
participants homogeneous at the pre-intermediate level. The total score of this test was 60 and its 
reliability was assured since it was regarded as a standard test. The second instrument was composed of 
the pre-test of reading comprehension extracted from the passages taught in the 12 sessions. The pre-test 
was designed based on the reading comprehension course included two parts and 40 items. The pre-test 
consisted of 20 GPs which were used to link the sentences in the passages. The items of the second part 
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were based on the students’ textbook; "Expanding Reading Skills" (Markstein & Hirasawa, 2005). The 
reading comprehension parts aimed to determine the learners’ knowledge on GPs before the treatment. 
The pre-test was piloted on the learners with the same proficiency level to arrive at the reliability of the 
pre-test. The total score of this test was 40 and its reliability was calculated through Cronbach Alpha 
formula as (α= .736).  
       The post-test was the modified pre-test to determine the effect of teaching GPs on reading 
comprehension of the taught passages after the treatment sessions. The reliability of this test was also 
calculated through Cronbach Alpha formula. It includes 40 items and at least 20 GPs and its reliability 
index was met through Cronbach Alpha formula as (α= .859).  
3.3. Materials 
In this study, the materials prepared for two groups were consisted of "Expanding Reading Skills" 
extracted from Markstein and Hirasawa (2005). The book included 12 reading passages. Among these 
passages, just eight of them were taught during the course. In order to check learners’ understanding on 
each passage, each one had some reading comprehension exercises. These exercises were directed to three 
areas of reading skills development: (1) vocabulary development; (2) structural analysis; (3) relational and 
inferential analysis. The second book was introduced to both groups for extensive reading activities. 
 
3.4. Procedure 

At first the researcher asked the students of third and fourth semesters who were studying English 
Translation at Abadan Azad University to take part in a study. They were 120 students, both male and 
female, ranging in age from 21 to 35. In order to determine the homogeneity of these subjects at the pre-
intermediate level, the OQPT was used. Next, among them 70 students whose scores were at the pre-
inter-mediate level (i.e., 30-39) were selected and non-randomly divided into two groups through 
convenience sampling method: control (n=35) and experimental (n=35). Both groups were under the 
instruction in 12 sessions, each lasted 90 minutes. 
     In order to examine the effect of teaching GPs on improvement of reading comprehension, in the first 
session of the course a pre-test on reading comprehension was administered and both groups answered 
some multiple-choice questions in terms of their knowledge on GPs. This test lasted for 90 minutes. Then 
both groups were involved in the learning activities and their progress was carefully controlled during 
the eight sessions. In this course, teaching some reading passages was the main work of the instructor. 
The focus of each passage was on GPs to enhance students’ reading comprehension. These passages were 
selected from students’ textbook, "Expanding Reading Skills" (Markstein & Hirasawa, 2005). In each 
session, one reading passage and one category of GPs were taught to both groups. Since among four 
different categories of GPs, the focus of this study was on four clusters (contrast, addition, time, and 
conclusion), only these four groups were taught throughout the course. During these 12 sessions, 
experimental group received instruction on the form and function of GPs. Through instruction, all the 
information about GPs’ structures was expressed precisely and clearly. These students underlined GPs in 
their reading passages and received full explanation on the usage of the members of each category. In 
contrast to this group, the control group received traditional instruction including GPs explanation in the 
examples of the sentences, definitions, and synonyms in the passages. Through the instruction, 
information regarding GPs’ structures was implied and indirectly expressed in teaching reading 
passages. Instead of underlining GPs, the control group worked on the usual format of the reading texts. 
The instructor prepared for this group of participants separate examples on the usage of each category. 
The control group dealt with these examples without getting any explanation from the instructor. They 
unconsciously learned the structures of GPs. At the end of each session, both groups answered some 
reading comprehension exercises.   
      To evaluate the use of GPs used by the two groups, in the sessions, passages of reading 
comprehension was also used and then the researcher asked both groups of participants in doing post-
reading activities and the homework for each session and use the GPs that have learned during the 
course in their writing activities. Once more after the treatment, a post-test on reading comprehension 
was given to the groups to check the learners' understanding of the GPs. The texts in the pre and post-
tests included at least 20 PGs. Next, the researcher scored the reading comprehension of the participants’ 
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papers in these two tests. The proper use of GPs such as paying attention to their punctuation, location 
and logical connection was considered in this analysis. Analyzing of the GPs was done according to 
Parker (1982). At last, the researcher tried to examine if there was any significant difference between the 
frequencies of using GPs among the participants.  
3.5. Data Analysis 

To calculate the effectiveness of treatment on the difference between the control and experimental groups' 
reading comprehension in the pre and post-tests, the papers were scored and analyzed through Paired 
and Independent Samples t-test. Paired Samples t-test estimated the difference between the pre and post-
tests of each group while the Independent Samples t-test measured the pre and post-tests of both groups 
comparatively. 
  
4. Results 
Based on the goal of this study which was the investigation of teaching GPs into pre-intermediate EFL 
learners for further comprehension of written academic discourse, the participants of this study passed a 
pre-test as well as a post-test on reading comprehension. After the analysis of these tests, the following 
results obtained: 
Table 2. Descriptive Statistics (Pre-test) 

 
 Groups N Mean Std. Deviation Std. Error Mean 

 Experimental 35 11.8571 6.99640 1.18261 

Control 35 13.7714 8.65715 1.46333 

     The above table shows the descriptive statistics of the participants’ performance on reading 
comprehension in the pre-test. The mean score of the experimental group is 11.8571 and the mean score 
of the control group is 13.7714. In order to see if there is any significant difference between two groups in 
the pre-test and they have been homogeneous before the treatment or not, an Independent Samples t-test 
was administered. Table 3 shows the results. 
 
Table 3. Independent Samples t-Test (Pre-test) 
 

  Levene's Test 
for Equality of 
Variances 

t-test for Equality of Means 

    95% Confidence 
Interval of the 
Difference 

  F Sig. t df Sig. 
(2-
taile
d) 

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 

 Equal 
variances 
assumed 

2.880 .094 -1.017 68 .313 -1.914 1.881 -5.668 1.840 

Equal 
variances not 
assumed 

  -1.017 65.1 .313 -1.914 1.881 -5.671 1.843 

 
        Table 3 shows the observed t (1.017) is less than the critical t (2.000) with df=68. This means that the 
difference between two groups is not significant. Thus, the two groups have been homogeneous.  
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Table 4. Descriptive Statistics (Post-test) 

 Groups N Mean Std. Deviation Std. Error Mean 

 Experimental 35 25.3143 11.20077 1.89327 

Control 35 17.4857 10.27954 1.73756 

      Table 4 indicates the descriptive statistics of the participants’ performance on reading comprehension 
in the post-test. The mean score of the experimental group is 25.3143and the mean score of the control 
group is 17.4857. To find out if there is any significant difference between the two groups in the post-test, 
an Independent Samples t-test was administered. Table 5 shows the results. 
 
Table 5. Independent Samples Test 

 
  Levene's Test 

for Equality of 
Variances 

t-test for Equality of Means 

    95% 
Confidence 
Interval of the 
Difference 

  F Sig. t df Sig. 
(2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 

 Equal variances 
assumed 

.079 .780 3.046 68 .003 7.828 2.569 2.700 12.956 

Equal variances 
not assumed 

  3.046 67.50 .003 7.828 2.569 2.700 12.957 

 
     The above table shows the observed t (3.046) is greater than the critical t (2.000). It means that the 
difference between two groups is significant. 
 
 
Table 6.  Descriptive Statistics (Pre and post-tests) 
 

  Mean N Std. Deviation Std. Error Mean 

Pair 1 Pre-test 
Experimental 

11.8571 35 6.99640 1.18261 

Post-test 
Experimental 

25.3143 35 11.20077 1.89327 

Pair 2 Pre-test 
Control 

13.7714 35 8.65715 1.46333 

Post-test 
Control 

17.4857 35 10.27954 1.73756 

 
     Table 6 shows the descriptive statistics of pre and post-tests on reading comprehension for each group. 
According to this table, the mean score of the experimental group in the post-test is 25.3143 while this 
amount for the pre-test of the same group is 11.8571. This table also shows that the mean score of the 
control group in the post-test is 17.4857whereas this amount for the pre-test of the same group is 13.7714. 
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In order to discover if there is any significant difference between the pre and post-tests of each group, a 
Paired Samples t-test was administered. Table 7 indicates the results. 
 
Table 7. Paired Samples t-Test (Pre and post-tests) 
 

  Paired Differences t df Sig. (2-
tailed)    95% Confidence 

Interval of the 
Difference 

  Mean Std. 
Deviation 

Std. 
Error 
Mean 

Lower Upper 

Pair 1 Pre-and post-
test 
Experimental 

-13.45 10.738 1.815 -17.145 -9.768 -7.414 34 .000 

Pair 2 Pre-and post-
test Control 

-3.71 11.907 2.012 -7.804 .376 -1.845 34 .074 

          
          

      The above table indicates that the observed t (7.414) with df=34 of the pair 1 (Experimental group) is 
greater than the critical t (2.042). So the difference between the pre-test and post-test of the experimental 
group is significant. In contrast, observed t (1.845) with df=34 of the pair 2 (Control group) is less than the 
critical t (2.045). Therefore, the difference between the pre-test and post-test of the control group is not 
significant. 
     In order to see if there is any significant difference between the frequencies of using GPs among the 
participants, a pre-test as well as a post-test on writing activity were administered. Based on these results, 
there is an increase in the mean score of experimental group in contrast to the control group in both tests. 
Thus, an Independent Samples t-test was administered to discover whether this increase is significant.  
5. Discussion  
Discussion of the findings focuses on answering the research questions to test the null hypotheses. The 
two questions and their answers are as follow:  
RQ1. Does using GPs affect on EFL pre-intermediate learners’ reading comprehension? 
     In order to answer the first research question, the researcher compared the two groups of participants 
in the pre and post-tests. The pre-test was compared to the post-test to show any difference between the 
participants’ performance on developing reading comprehension concerned with using GPs. 
     After analyzing data through the software "SPSS", version 17, the results obtained from the descriptive 
statistics of the pre-test showed an increase in the mean score of the experimental group in the pre-test. 
Then based on the administration of an Independent Samples t-test, it was revealed that the observed t 
was less than the critical t, so it was clear that there was not any significance difference between two 
groups in the pre-test. As a result, the two groups were homogeneous.  
     The results obtained from the descriptive statistics of the post-test also indicated an increase in the 
mean score of the experimental group in contrast to the mean score of the control group in the post-test. 
Through the administration of another Independent Samples t-test, it was revealed that the observed t 
was greater than the critical t. It means that there was a significant difference between two groups of the 
participants in the post-test and consequently, experimental group had a better performance. 
      The results obtained from the descriptive statistics of the pre and post-tests showed another increase 
in the mean scores of  both groups in the post-test in contrast to their pre-test. This time, through the 
administration of the Paired Samples t-test and the comparison between the observed t and critical t of 
each group revealed that the observed t of the experimental group was greater than its critical t. This 
means that there was a significant difference between the performances of the experimental group in the 
pre and post-tests in contrast to the control group. Since through the data analysis had been proved both 
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groups were homogeneous before the treatment, the recent results showed that the experimental group 
performed more successfully than the other group after the treatment.    
      The reason of this progress can be interpreted in terms of the explanation the experimental group 
received on the forms and functions of GPs in analyzing the reading texts during the course. However, in 
this regard the control group received implicit instruction, mainly examples. By explicit instructions, the 
instructor clearly outlines what the learning goals are for the students, and offers unambiguous 
explanations of the skills and information structures the learners need. By implicit instruction, we refer to 
teaching where the instructor just gives examples and may explain the subject orally as what is currently 
used in conventional classrooms. The teachers teach the subject to the students and allow them to make 
their own conclusions and create their own conceptual structures and assimilate the information in the 
way that makes the most sense to them (Ellis, 1994).  
     The poor performance of the control group in the post-test in contrast to the experimental group may 
be due to a main factor which is related to the participants’ habit of learning which makes them 
dependent to the teachers, especially grammar. Thus, learners have a sense that they need the teachers’ 
instruction and believe that this is the teacher who should solve all the problems. Since the participants of 
this study were at the pre-intermediate level, due to this level they enjoyed some attributes. First, they 
were teacher-orientated. In the teacher-orientated classes, knowledge is only transmitted from the teacher 
to the students. In these classes, learning is not viewed as a cognitive act (Nunan, 1989). The other 
attribute of these low-level learners was the lack of self-autonomy. Autonomy is the idea of learning 
alone. Autonomous learners rely on their own learning. They attend to the form as well as to the content. 
Furthermore, an important factor that has to be taken into consideration for autonomous learners is 
language awareness (Dickinson, 1987). The third attribute of these pre-intermediate learners was that 
they were field dependent. Field dependent learners tend to rely more on the teacher. They perceive field 
as a whole. In the classroom, activities that connect different parts of a lesson fused with background are 
useful for them. These learners are less skilled in interpersonal relationships and therefore, the chance of 
group learning is low for them (Ellis, 1994). The last attribute of these learners was that they required 
traditional-based classes. Traditional language teaching has composed of three phases: presentation, 
practice, and production (Celce-Murcia, 2001). Based on the instruction that experimental group received, 
underlining GPs as well as explaining directly were accounted as the presentation phase for them but 
control group did not have these processes. It seems these issues decreased the success of the control 
group in the post-test.  
     If learners become familiar with the writing structures, they can comprehend the reading passages 
more easily. GPs are one of these structures which control group could not master it through implicit 
instruction and cognitive learning; hence, they showed a low performance after the treatment. On the 
contrary, the experimental group received a kind of instruction on GPs during the course that was 
compatible with their level of learning.  
     According to Fung (2011), through the knowledge of GPs the students can create a logical connection 
between sentences. Familiarity with these phrases and their functions makes clear the relationship 
between the ideas for the readers. Therefore, they help the readers to understand the thoughts of the 
writer and comprehend the written discourse with greater ease. In this regard, Sanders and Noordman 
(2000) point out that the target sentences preceded by a connective result in faster reading times than 
unconnected sentences. Thus, getting this knowledge may encourage students to engage more in reading 
activities and in this way improve all language skills since they are important components of language 
(Innajih, 2007).  
     GPs have partly been studied in second and foreign language teaching and their effect has been 
explored on the four language skills. Some researchers (e.g., Flowerdew, & Tauroza, 1995) have 
investigated the effect of connective ties on the learners’ comprehension of written and spoken texts. 
Among them, the findings of this study agree with with the results of Jung’s (2006) study who suggested 
that explicit instruction of GPs should be involved in language courses to help learners take advantage of 
their knowledge in reading comprehension and other language uses. 
     In general, after eight sessions instruction on GPs experimental group had the higher frequency and 
larger variety of GPs in their post-test. On the contrary, control group not only had lower frequency but 
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also used more limited numbers of GPs in their essays. As a result, based on the findings of this analysis 
it can be said that there is a significant difference between the frequency of using GPs among the 
participants in pre and post-tests comprehending written academic discourse. And thereby, the second 
research question was answered and its null hypothesis was rejected.  
 
6. Conclusion 
This study was conducted with the assumption that the teaching of the various GPs might cause a 
relative improvement to EFL learners' comprehension of written academic discourse. As very little was 
done and known in this context, this study was based on empirical research on teaching GPs and a series 
of activities and exercises and home works done in class or at home to consolidate the teaching sessions. 
The field work brought a number of results in that the experimental group showed a higher mean of 
comprehension whereas the control group got a much lower one. The direct explanation to these results 
is that after 10 sessions of instruction, the experimental group not only answered almost all the items of 
the post-test and obtained higher scores than the control group, but also got high scores in the most 
difficult part of this test (long reading text). On the contrary, the control group failed in solving a good 
number of items, even the easiest ones (mini-texts). Besides, in the essay writing the experimental group 
also appeared more successful than the other group in the proper use of wide range of GPs. The 
explanation to this fact is due to the implicit instruction that control group got on GPs during these 
sessions.   
     The findings of this study contribute to teachers in accomplishing their challenging task of teaching 
English in various EFL contexts where students have less exposure to language compared to ESL 
contexts. Teachers can help learners use different strategies and methods to assimilate what they are 
taught and are needed to do. Teachers need to understand the importance of GPs and need to know 
when they can use them in the EFL classroom. The results of the study showed that Iranian English 
teachers expressed a low moderate perception toward teaching GPs, whereas some researchers (e.g., 
Fung, 2011) emphasize the knowledge of these phrases is an important step in the attainment of native-
like fluency. While Persian style of using GPs in second language does not seem acceptable, based on 
Fung’s (2011) study, local usage of these phrases by teachers can make learners aware of GPs use in their 
mother tongue. In this regard, there is a danger that if the level of GPs in local usage increases, it may 
result in overuse, misuse and underuse for some. According to the results of this study, it is suggested 
that EFL teachers teach GPs at the early pre-intermediate level. However, learners at this level may be 
unable to learn GPs naturally. Thus, the teachers’ role might require facilitating their understanding 
regardless of explicit instruction. This study was done on students that English was their major. Other 
investigations could be conducted on the students of other majors.  
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ABSTRACT 
A DESIRABLE AND ANTICIPATED EFFECT OF THE STUDY OF DISCOURSE IS ALSO THE 
DEVELOPMENT OF AN OPEN AND TOLERANT MIND WHICH WILL EVENTUALLY LEAD TO A 
BETTER UNDERSTANDING OF THE DIFFERENT AND VARIED MANIFESTATIONS OF 
LANGUAGE, CULTURE AND COMMUNICATION IN HUMAN SOCIETY(LAURA ALBA-JUEZ , 
2009). WITH THE EMERGENCE OF DISCOURSE ANALYSIS, MORE AND MORE LINGUISTS AND 
PEDAGOGISTS BEGIN TO APPLY THE RESEARCH FINDINGS AND RESULTS IN THIS FIELD TO 
LANGUAGE LEARNING AND TEACHING. DISCOURSE ANALYSIS AS THE SCIENTIFIC STUDY OF 
LANGUAGE USE IN CONTEXT MAINLY INVOLVES LOOKING AT BOTH LANGUAGE FORM AND 
LANGUAGE FUNCTION AND INCLUDES THE STUDY OF BOTH SPOKEN INTERACTION AND 
WRITTEN TEXTS. IT TRIES TO IDENTIFY LINGUISTIC FEATURES THAT CHARACTERIZE 
DIFFERENT GENRES AS WELL AS SOCIAL AND CULTURAL FACTORS THAT AID IN OUR 
INTERPRETATION AND UNDERSTANDING OF DIFFERENT TEXTS AND TYPES OF TALK. A 
DISCOURSE ANALYSIS OF WRITTEN TEXTS MIGHT INCLUDE A STUDY OF TOPIC 
DEVELOPMENT AND COHESION ACROSS THE SENTENCES, WHILE AN ANALYSIS OF SPOKEN 
LANGUAGE MIGHT FOCUS ON THESE ASPECTS PLUS TURN-TAKING PRACTICES, OPENING 
AND CLOSING SEQUENCES OF SOCIAL ENCOUNTERS, OR NARRATIVE STRUCTURE. THE 
STUDY OF DISCOURSE HAS DEVELOPED IN A VARIETY OF DISCIPLINES-SOCIOLINGUISTICS, 
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ANTHROPOLOGY, SOCIOLOGY, AND SOCIAL PSYCHOLOGY. THUS DISCOURSE ANALYSIS 
TAKES DIFFERENT THEORETICAL PERSPECTIVES AND ANALYTIC APPROACHES: SPEECH ACT 
THEORY, INTERACTIONAL SOCIOLINGUISTICS, ETHNOGRAPHY OF COMMUNICATION, 
PRAGMATICS, CONVERSATION ANALYSIS, AND VARIATION ANALYSIS (SCHIFFRIN, 1994). 
ALTHOUGH EACH APPROACH EMPHASIZES DIFFERENT ASPECTS OF LANGUAGE USE, THEY 
ALL VIEW LANGUAGE AS SOCIAL INTERACTION. THE MAIN GOAL BEHIND THE PRESENT 
PAPER IS TO PROVIDE THE READER WITH THE BASIC SCOPE AND THEORETICAL PRINCIPLES 
OF DISCOURSE ANALYSIS . THE  SUBJECT MATTER OF THE PAPER COULD NOT ONLY BE OF USE 
FOR LINGUISTS , ITS FINDINGS AND APPLICATIONS CAN BE USED AND APPLIED BY 
PRACTITIONERS AND SCHOLARS FROM DIFFERENT FIELDS OF STUDY , SUCH AS SOCIOLOGY, 
PSYCHOLOGY, MEDICAL SCIENCE, COMPUTER SCIENCE, AND SO ON. THE WRITER WOULD 
LIKE TO POINT OUT THAT THIS PAPER DOES NOT CLAIM ORIGINALITY IN ITS CONTENT, IN 
THE SENSE THAT NO NEW THEORY OF DISCOURSE ANALYSIS IS PRESENTED OR OUTLINED. 
THE MAIN AIM HAS BEEN TO PRESENT A STATE-OF -THE-ART DESCRIPTION OF SOME OF THE 
ALREADY EXISTING APPROACHES TO THE DISCIPLINE, AS WELL AS ITS MAIN ISSUES OR 
CONCERNS. HOWEVER , THE ORGANIZATION OF IDEAS AND APPROACHES ALONG WITH THE 
PEDAGOGICAL ORIENTATIONS TIRES TO CONTRIBUTE TO THE STUDY OF DISCOURSE 
ANALYSIS IN GENERAL . 
 
KEYWORDS : DISCOURSE ANALYSIS , LANGUAGE TEACHER  
 
1. Introduction 
 
The origin of discourse analysis 
The history and origin of Discourse analysis actually goes back to different disciplines in the 1960s and 
early 1970s, including linguistics semiotics, psychology, anthropology and sociology.  The publication of 
“Discourse analysis “(Harris 1952) by Zellig Harris showed his eagerness for   the distribution of 
linguistic elements-in extended texts, and the links between the text and its social situation . With the 
emergence of semiotics and the French structuralist approach to the study of narrative in 1960s, Dell 
Hymes provided a sociological perspective with the study of speech in its social setting (e.g. Hymes 
1964). Austin (1962), Searle (1969) and Grice (1975) were also influential in the study of language as social 
action, reflected in speech-act theory and the formulation of conversational maxims, alongside the 
emergence of pragmatics as  the study of meaning in context (Levinson 1983;Leech 1983). 
 
After the Chomskyan Generative linguistics, other schools of thoughts emerged in different parts of the 
world that supported opposing ideas to those of Chomsky’s. They strongly believed that a good linguistic 
description should go beyond the sentence level, and the idea that there are certain meanings and 
aspects of language that cannot be understood if its study is limited to the syntactic analysis of sentences. 
Therefore, in the twentieth century, the following new disciplines emerged within the field of Linguistics: 

 Functionalism (functional grammars) 

 Cognitive Linguistics 

  

  

  

  
 
When dealing with DA, then, researchers automatically may also engage themselves in Functional 
Grammar, Sociolinguistics, Pragmatics or Cognitivism, because all these fields are interrelated and have 
common tenets. As an important element of DA is coherence concerns the idea that texts are organized at 
more global descriptive levels than that of the sentence. With the emergence of the cognitive theories, the 
notion of strategic understanding was also developed, which tried to account for what the users of a 
language really do when they understand a given text. Van Dijk also showed how several other new 
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concepts were introduced in TL studies, such as socio-cultural knowledge and mental models (Johnson-Laird, 
1983), as well as all the ideas and concepts coming from the field of Pragmatics. In his particular case, he 
took interest in the study of power and ideology, which places him within the DA stream-of-thought 
known as Critical Discourse Analysis. Therefore , the current goal behind DA is to describe language in the 
context of human interaction and this interaction often involves other media and semiotic systems 
besides language such as : gesture, dance, song, photography or clothing, and it is also the discourse analyst’s 
job to explain the connection between these systems and language. So within the field of discourse not 
only the “purely” linguistic content , but also sign language, dramatization, or the so-called ‘bodily hexis’ 
is included(Bordieu, 1990).  It can thus be concluded that discourse is multi-modal because it uses more 
than one semiotic system and performs several functions at the same time. 
 
The ambiguity of the terms : Discourse Analysis and Text Linguistics  
To define and describe the scope of study of discourse analysis and text linguistics and to establish the 
differences between them both is not an easy task.. Both terms text and discourse have been used in a 
variety of ways by different scholars and researchers: there is numerous theoretical approaches to both 
text analysis and discourse analysis proposed by different research traditions, but all of them share 
similar principles. Some scholars have limited the term text to written language and discourse to spoken 
language. However, according to (Laura Alba-Juez , 2009) in modern linguistics the concept of text is 
introduced since it includes all types of utterance such as whatever which is appeared in a magazine 
article, a television talk show, a dialogue and so on . To Stef Slembrouck (DA web page) , discourse 
analysis does not presuppose a bias towards the study of either spoken or written language. In fact, the 
monolithic character of the categories of speech and writing has been widely challenged, especially as the 
gaze of analysts turns to multi-media texts and practices on the Internet. According to Crystal (1997) Text 
Linguistics is “the formal account of the linguistic principles governing the structure of texts”. However , 
De Beaugrande and Dressler (1981) defines text as a communicative event that must satisfy the following 
seven criteria: 
1 )Cohesion, which has to do with the relationship between text and syntax. Phenomena such as 
conjunction, ellipsis, anaphora, cataphora or recurrence are basic for cohesion. 
2) Coherence, which has to do with the meaning of the text. Here we may refer to elements of knowledge 
or to cognitive structures that do not have a linguistic realization but are implied by the language used, 
and thus influence the reception of the message by the interlocutor. 
3) Intentionality, which relates to the attitude and purpose of the speaker or writer. 
4) Acceptability, which concerns the preparation of the hearer or reader to assess the relevance or 
usefulness of a given text. 
5) Informativity, which refers to the quantity and quality of new or expected information. 
6) Situationality, which points to the fact that the situation in which the text is produced plays a crucial 
role in the production and reception of the message.  
7) Intertextuality, which refers to two main facts: a) a text is always related to some preceding or 
simultaneous discourse; b) texts are always linked and grouped in particular text varieties or genres (e.g.: 
narrative, argumentative, descriptive, etc.) by formal criteria. 
    Schiffrin believed that discourse analysis involves the study of both text and context. One might 
conclude, that text linguistics only studies the text, while discourse analysis is more complete because it 
studies both text and context. However, there are definitions of text (like de Beaugrande’s) that are very 
broad and include both elements, and that is why it would be very risky to talk about clear cut 
differences between the two disciplines. De Beaugrande’s (2002) definition of Text Linguistics as “the 
study of real language in use” does not differ from many of the definitions of Discourse Analysis 
presented by Schiffrin within its functional approach, some of which are the following: 
The study of discourse is the study of any aspect of language use (Fasold,1990: 65).The analysis of 
discourse is, necessarily, the analysis of language in use. As such, it cannot be restricted to the description 
of linguistic forms independent of the purposes or functions which these forms are designed to serve in 
human affairs (Brown & Yule, 1983: 1).According to (Candlin, 1997: ix) discourse… refers to language in 
use, as a process which is socially situated .  
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However ,  the  terms Text Linguistics (TL) and Discourse Analysis ( DA) are sometimes used 
interchangeably to mean the same . However , it seems  that TL enjoys a more formal and experimental 
approach, while DA will mostly favor a functional approach. According to Schiffrin DA is an umbrella 
term which covers TL studies as well . To Slembrouck term discourse analysis is ambiguous so he 
provides a broad definition as follows : 
DA refers mainly to the linguistic analysis of naturally occurring connected speech or written discourse. 
Roughly speaking, it refers to attempts to study the organisation of language above the sentence or above 
the clause,and therefore to study larger linguistic units, such as conversational exchanges or written texts. 
It follows that discourse analysis is also concerned with language use in social contexts, and in particular 
with interaction or dialogue between speakers. (2005:1) 
To Stubbs, M. (1983 ) discourse analysis is very ambiguous. To him, DA refers mainly to the linguistic 
analysis of naturally occurring connected speech or written discourse. Roughly speaking, it refers to 
attempts to study the organisation of language above the sentence or above the clause, and therefore to 
study larger linguistic units, such as conversational exchanges or written texts. It follows that discourse 
analysis is also concerned with language use in social contexts, and in particular with interaction or 
dialogue between speakers. 
 
The multidisciplinary nature of discourse analysis  

Van Dijk truly maintains that Discourse Analysis is multidisciplinary by saying : 
…discourse analysis for me is essentially multidisciplinary, and involves linguistics, poetics, semiotics, 
psychology, sociology, anthropology, history, and communication research. What I find crucial though is 
that precisely because of its multi-faceted nature, this multidisciplinary research should be integrated. We 
should devise theories that are complex and account both for the textual, the cognitive, the social, the 
political and the historical dimension of discourse. (2002: 10) . As according to Brown and Yule 
(1983)Discourse analysis tries to explain how humans use language to communicate and, in particular, 
how addressers construct linguistic messages for addressees and how addressees work on linguistic 
messages in order to interpret them.  
Thus, when analyzing discourse, researchers are not only concerned with “purely” linguistic facts; they 
pay equal or more attention to language use in relation to social, political and cultural aspects. For this 
reason, discourse is not only within the interests of linguists; it is a field that is also studied by 
communication scientists, literary critics, philosophers, sociologists, anthropologists, social psychologists, 
political scientists, and many others. Barbara Johnstone puts it as follows : 
DA is used by scholars with a variety of academic and non-academic affiliations, coming from a variety 
of disciplines, to answer a variety of questions. (2002: xi) . 
 
DA has close interrelationship with other scientific approaches such as Sociolinguistics : Social interaction 
in conversation; social context transcribed spoken data. Psycholinguistics : Issues related to language 
comprehension short constructed texts (textoids) or sequences of written sentences. Philosophical 
linguistics : Semantic roles of sentences; relation sentences and the world, truth-values constructed 
sentences . Computational linguistics : Models of discourse processing , Short constructed texts Critical 
Discourse Analysis: The use of discourse analysis techniques to reveal ideological bias, hidden power 
relations, sexism, racism, etc. in discourse. 
 
The overlap between DA and Pragmatics  
Pragmatics refers to all aspects of linguistics which don’t fit inside semantics, syntax or phonology .It is 
more about the relationship between language and its users and mainly deals with such topics as speech-
acts, and what people can infer from language but is not said (implicature, pre-suppositions, indirect 
speech acts).In fact , pragmatics is concerned with choices in individual utterance, not patterns of choices 
throughout a discourse .In other words Pragmatics [is] a general cognitive, social, and cultural 
perspective on linguistic phenomena in relation to their usage in forms of behaviour.” (Verschueren, 
1999: 7)  
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It is clear that discourse analysis has objectives that overlap to those of pragmatics. This is because 
discourse is none other than a sequence of sentences in operation -in other words utterances. But while 
discourse analysts explain the interpretation of the elements in question without going outside language, 
pragmatics resorts to other ambits of human activity (beliefs, feelings, knowledge, intentions… 
(Margarida Bassols Puig). 
 
 
 
Approaches to the study of language according to discourse analysis  

The approaches used to deal with DA can be divide into two types : Internal approach and external 
approach .Internal approach: looks for internal rules that native speakers use to generate 
grammatically correct sentences while external approach asks how we use language to communicate . 
  
What is discourse analysis for ? 

Discourse analysts in general try to investigate the use of language in context, thus they are interested in 
what speakers/writers do, and not so much in the formal relationships among sentences or propositions. 
Since discourse analysis as a social dimension, it is a method for studying how language “gets recruited 
‘on site’ to enact specific social activities and social identities” (Gee 1999: 1). The study of DA may help to 
explore matters such as: 

 -taking in telephone conversations 

  

  

  

  

  

  

 The discourse of politicians 

  

  

  

 ations 

  

 

newspapers, etc.) 

  

 The use of irony or metaphor for certain communicative aims 

  

 -mail messages 

  

 

or among each other 

 ong etcetera… 
 
DA may help those researchers studying the language in use such as  : 
1 . Linguists who try to find out how language works, to improve our understanding of an important 
kind of human activity. 
2. Educators who want to find out how good texts work, so that we can focus on teaching our students 
these writing/speaking strategies. 
3. Critical analysts who seek to discover meanings in the text which are not obvious on the surface (e.g., 
analyzing a politician’s speech to see their preconceptions). 
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Discourse analysis for language teaching 
Since language learners face the monumental task of acquiring not only new vocabulary, syntactic 
patterns, and phonology, but also discourse competence, sociolinguistic competence, strategic 
competence, and interactional competence. They need opportunities to investigate the systematicity of 
language at all linguistic levels, especially at the highest level (Riggenbach, 1999; Young and He, 1998). 
Without knowledge of and experience with the discourse and sociocultural patterns of the target 
language, second language learners are likely to rely on the strategies and expectations acquired as part 
of their first language development, which may be inappropriate for the second language setting and 
may lead to communication difficulties and misunderstandings. 
For language learners  
One problem for second language learners is limited experience with a variety of interactive practices in 
the target language. Therefore, one of the goals of second language teaching is to expose learners to 
different discourse patterns in different texts and interactions. One way that teachers can include the 
study of discourse in the second language classroom is to allow the students themselves to study 
language, that is, to make them discourse analysts (see Celce-Murcia & Olshtain, 2000; McCarthy & 
Carter, 1994; Riggenbach, 1999). By exploring natural language use in authentic environments, learners 
gain a greater appreciation and understanding of the discourse patterns associated with a given genre or 
speech event as well as the sociolinguistic factors that contribute to linguistic variation across settings and 
contexts. For example, students can study speech acts in a service encounter, turn-taking patterns in a 
conversation between friends, opening and closings of answering machine messages, or other aspects of 
speech events. Riggenbach (1999) suggests a wide variety of activities that can easily be adapted to suit a 
range of second language learning contexts. 
 
For language teachers  
Nowadays the time of teaching language in isolation without  its use is over . For an effective language 
teacher , the context plays a major role in teaching the new language in real life situations .In this way ,  
language learners would be able to comprehend and use the language effectively and recognize the 
function of the utterances they may hear or see in their future linguistics material . With the emergence of 
popular idea of functionalism in the study of language , the study of how language as it is used , and to 
find out what the specific purposes that language serves for us, and how the members of a language 
community achieve and react to these purposes through speaking, reading, writing and listening is a 
must both for language teachers and the language learners as well. For this reason, Simpson says : "It is 
clear that the use of language ... is part of a communication channel that includes non-linguistic behavior.  
 
To this end , language teachers changed their attitudes towards teaching language as communication 
after 1970s. Many studies in Discourse Analysis (text, context, authentic texts, conversation analysis, 
function) and pragmatics (speech acts, psychopragmatics, sociopragmatics, pragmalinguistics) led to the 
emergence of such a change. It is out of question that language learners should consider form along with 
function to accomplish accuracy and fluency in the target language. As Widdowson mentions : "Knowing 
a language does not mean to understand, speak, read and write sentences, it means to know how 
sentences are used to communicate effect." Since the purpose is to accept language a tool for 
communication, the students have to be trained accordingly.  
 
 Conclusion  
The study of the scope of discourse analysis has developed into a variety of disciplines-sociolinguistics, 
anthropology, sociology, and social psychology. In fact , discourse analysis takes different theoretical 
perspectives and analytic approaches: speech act theory, interactional sociolinguistics, ethnography of 
communication, pragmatics, conversation analysis, and variation analysis (Schiffrin, 1994). Although 
each approach emphasizes different aspects of language use, they all view language as social interaction. 
Discourse analysts are mainly eager to study the actual patterns of use in naturally occurring texts. These 
natural texts, once transcribed and annotated, are known as the corpus, which constitutes the basis for 
analysis. Thus, discourse analysts necessarily take a corpus-based approach to their research. DA 
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explores the language of face-to-face conversations, telephone conversations, e-mail messages, etc., and 
they may study power relations, the structure of turn-taking, politeness strategies, the linguistic 
manifestation of racism or sexism, and many, many other aspects of language in use. The sky is the limit! 
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ABSTRACT 
THE PURPOSE OF THIS STUDY WAS TO IDENTIFY THE VOCABULARY LEARNING STRATEGIES 
ADOPTED BY 60 IRANIAN EFL STUDENTS BY DEMONSTRATING THE STRATEGIES THEY 
USED AND WHETHER THE PATTERNS OF STRATEGY USE CHANGE AMONG UNIVERSITY 
STUDENTS FROM FRESHMEN TO SENIORS. THE PARTICIPANTS OF THE STUDY CONSISTED OF 
60 UNIVERSITY STUDENTS WHO WERE PUT INTO TWO EQUAL GROUPS OF 30 STUDENTS, 
ONE SELECTED FROM FRESHMEN AND THE OTHER FROM SENIORS. THE RESULTS 
INDICATED THAT THERE WAS NO SIGNIFICANT DIFFERENCE IN RANK ORDERING OF 
STRATEGIES IN TWO DIFFERENT GROUPS AND THE SEQUENCES OF THESE FIVE STRATEGIES 
WERE THE SAME IN BOTH GROUPS. ALL THE PARTICIPANTS WERE FROM VALI-E-ASR 
UNIVERSITY OF RAFSANJAN. THE SURVEY WAS MOSTLY BASED ON SCHMITT’S (1997) 
TAXONOMY. THE IMPLICATIONS OF THE STUDY ARE DISCUSSED AT THE END OF THIS 
STUDY 

 
Introduction 
Vocabulary is a fundamental aspect in language learning that is easily mastered via strategies. 
Language is a communicative tool and to attain communication as its primary aim, several elements 
are involved. Language learning involves mastering over the four main skills: listening, speaking, 
reading, and writing as well as learning language components: vocabulary, grammar, and 
pronunciation. Decarrico (2001) stated: “vocabulary learning is central to language acquisition, whether 
the language is first, second or foreign”. Ever since vocabulary is "at the heart of mastering a foreign 
language", it has been trivialized for decades. This negligence, according to Hedge (2001), was due to 
learners themselves and teachers. Learners do not place considerable significance on vocabulary and 
teachers have been told a great deal about new discoveries in English grammar rather than vocabulary. 
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Before the mid-1980s, vocabulary learning was considered to be a neglected area of second language 
learning and teaching (Maiguashca, 1993; Meara, 1981). Vocabulary studies have received increased 
attention after 1990 judging by the number of publications in the field. To offer better vocabulary 
instruction requires a good understanding of learners’ vocabulary learning strategies. It is important 
to gain information on the vocabulary learning strategies learners actually use to facilitate their 
vocabulary acquisition as well as how helpful learners believe these learning strategies to be. More 
recently, vocabulary learning and teaching has become the center of attention by scholars. 

 
Second language acquisition research has recently come under strong criticism from a number of 
sources for the little attention it has paid to lexical acquisition. Much of the work that has been 
carried out has been concerned with lexical errors, but we are now beginning to realize that this 
data is very limited, and does not provide answers to some of the more important question we might 
want to ask about vocabulary acquisition (Meara, 1980, 1984, Levenston, 1979). 

 
Researchers   hereby   tried   to   broach   strategies   for   teaching   and   learning vocabulary. Nation 
(2001) asserted that vocabulary learning strategy is a subcategory  of  language  learning  strategy,  
which  in  turn  is  a  subcategory  of general learning strategy. Language learning strategy was well 
defined by Oxford (1990) as “specific actions taken by the learner to make learning easier, faster, more 
enjoyable, more self- directed, more effective and more transferable to new situation”. Besides, Schmitt 
(1997) defined vocabulary learning strategies as learning is “the process by which information is 
obtained, stored, retrieved and used... therefore vocabulary learning strategies could be any which 
affect this broadly defined process”. 

 
Several classifications for language and vocabulary learning strategies were developed by numerous 
scholars. The thorough typology of language learning strategy was established by Oxford (1990). She 
identified two main categories: direct (those strategies to do with language itself directly including 
memory, cognitive, and compensation) and indirect strategies (those strategies to do with language 
indirectly containing metacognitive, affective, and social strategies). Also, the most comprehensive 
taxonomy of vocabulary learning strategies was developed by Schmitt (1997).  He  categorized  the  
strategies  into  two  major groups, the ones to determine the meaning of new words when encountered 
for the first time (discovery strategies) including determination and social strategies, and the  ones  to  
consolidate meaning when encountered  again  (consolidation strategies) containing cognitive, 
metacognitive, memory and social strategies with overall 59 individual strategies  as follows 
 
I. Strategies are used for the discovery of a new word’s meaning 

 
Determination strategies (DET): the strategies are used to discover a new word’s meaning without 
recourse to another’s expertise when learners don’t know a word. For instance, learners can use a 
dictionary, analyze any available pictures or gestures or guess meaning from textual context. 

 
Social strategies (SOC): the strategies are employed to ask someone who knows. Learners can ask 
teacher or classmates about information in a variety of ways, such as a synonym, paraphrase, or L1 
translation of new word. 

 
II. Strategies are used for consolidating a word once it has been encountered 

 
Social strategies (SOC): they can also be employed to consolidate learned words by interacting with 
other people like studying and practicing meaning in a group. 

 
Memory strategies (MEM): the strategies (traditionally known as mnemonics) involve connecting the 
word to be retained with some previously learned knowledge, using some form of imagery, or 
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grouping. A new word can be integrated into many kinds of existing knowledge (i.e. previous 
experiences or known words) or images can be custom-made for retrieval (i.e. images of the word’s 
form or meaning attributes). 

 
(1) Picture/imagery: Learners study new words with pictures of their meaning instead of definition. 

 
(2) Related words: New words can linked to L2 words that the student already knows. Usually this 
involves some type of sense relationship, such as coordination (blue – other kinds of color like red, 
purple or white), synonymy (beautiful-pretty), or antonym (dead-alive). 

 
(3) Unrelated words: Learners can also link words together that have no sense relationships. One way 
of doing this is with “peg” or “hook” words. One first memorizes a rhyme like “one is a bun, two is a 
shoe, three is a tree etc.” Then an image is created of the word to be remembered is chair, then an image 
is made of a bun (peg word) resting on a chair. Recitation of the rhyme draws up these images, which 
in turn prompt the target words. 

 
(4) Grouping: It is an important way to aid recall, and people seem to organize words into groups 
naturally without prompting. 

 
(5) Word’s orthographical or phonological form: It involves focusing on the target word’s 
orthographical or phonological form to facilitate recall. One can explicitly study the spelling or 
pronunciation of a word. Other options are to visualize the orthographical form of a word in an attempt 
to remember it, or to make a mental representation of the sound of a word, perhaps making use of 
rhyming words. The Keyword Method entails a learner finding a L1 word which sounds like the target 
L2 word, i.e. the English word cat for the Japanese word katana (sword). Then an image combing the 
two concepts is created, such as a samurai cat waving a sword.  When  the  L2  word  is  later  heard,  
the  sound  similarity  invokes  the created image which prompts the L2 word’s meaning. 

 
(6) Other memory strategies: There are other useful ways of consolidating its meaning, such as 
analyzing a word’s affixes, root, and word class. One way of increasing one’s vocabulary is to analyze 
and learn the individual words of these chunks, and then use the whole chunk (if it is transparent 
enough) as a mnemonic device for remembering the individual word meanings. In addition, the use of 
physical action can also facilitate language recall. 

 
Cognitive strategies (COG): The strategies are similar to memory strategies, but are not focused so 
specifically on manipulative mental processing. They include repetition and using mechanical means to 
study vocabulary. Another kind of cognitive strategy is using study aids. Taking notes in class 
invites learners to create their own personal structure for newly learned words, and also offers the 
chance for additional exposure during review. 

 
Metacognitive strategies (MET): Students used the strategies to control and evaluate their learning, 
behaving an overview of the learning process in general. 

 
Literature review 
An abundance of research has recently been done on language and vocabulary learning strategy use 
among EFL learners and the impact of gender on strategy use among different learners. Ok (2003) 
examined language learning strategies used by 325 EFL Korean Secondary school students (163 boys 
and 162 girls) with consideration of sex. The students reported most frequent use of compensation 
strategies and least of affective strategies with superiority of girls over boys in strategy use. Similarly, 
Aliakbari and Hayatzadeh (2010) studied the frequency of language learning strategies used by Iranian 
English students and the impact of gender. The result showed that metacognitive strategies ranked the 
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highest and memory strategies the lowest and males reported higher frequency of strategy use than 
females. 

 
On the other hand, Schmitt (1997) investigated VLSs use among 600 Japanese students and company 
employees. Consulting a bilingual dictionary, written and verbal  repetition,  study  spelling  of  a  
word,  and  guessing  from  context  were popular  (in  descending  order).  In contrast, strategies such 
as using semantic maps, physical action, imagery strategies L1 cognates and the keyword method were 
not popular. 

 
Sahbazian (2004) considered the frequency of VLSs among 934 EFL Turkish university students (547 

males and 387 females) and the role of gender in VLS use. It was concluded memory and discovery 
strategies received the highest frequency and social and determination strategies the lowest frequency 
and females used most strategies significantly more than males. 

 
Bialystok and Frolich (1980) have shown that strategy use and attitude a related to success in 
language learning and we can infer from this that effective use of learning strategies is one of the factors 
that distinguish between good and poor learners. Unfortunately most of the studies have concentrated 
on identifying the strategies used for good learners. The research available shows that there is no 
absolute advantage in using a strategy, that not all strategies have the same effect  on  all  
learners,  and  that  choice  of  strategies  is  related  to  factors  like attitude (Naiman et al, 1986). 

 
Sung  (2006)  explored  English  VLSs  used by  398  freshman  college students  in Southern Taiwan 
and also the effect of gender on VLS use. The findings pointed out memory strategies were mostly 
used while social strategies least and female learners used the strategies more than male learners. 
Similarly, Xia (2007) investigated vocabulary learning strategies among 60 English majors of Jiujiang 
University.   It   was   concluded   that   using   dictionary   and   guessing   were comparatively 
employed more frequently, while Key Word as a cognitive strategy students paid less attention. 

 
Kudo (1999) investigated the vocabulary learning strategies exploited by Japanese senior high school 
students.  He developed the research instrument based on Schmitt (1997)'s taxonomy to carry out 
study. The questionnaire includes four categories: social, cognitive, memory and metacognitive 
strategies. However, the findings do not show a distinction between discovering and consolidating 
strategies. The same questionnaire, in a modified form, is also used during the main study. The results 
of the study demonstrated that the students are not very aware of the different vocabulary learning 
strategies. The results also revealed that the students preferred 'shallower' vocabulary learning 
strategies such as rote learning and the use of a bilingual dictionary compared to the strategies which 
involve 'deeper' cognitive processing (e.g. the keyword method, semantic mapping). In addition, social 
strategies are ranked the lowest which suggest that the students are not particularly willing to 
cooperate with anybody when learning the vocabulary. Hence, the findings of Kudo's research, 
significantly, corroborated with the results obtained by (Schmitt, 1997). 

 
Noor and Amir (2009) used a survey to evaluate the various vocabulary learning strategies among 
thirty five post graduate students in University Kebangsaan Malaysia (UKM). Her aim of this research 
is to explore the type of vocabulary learning strategy used by respondents participated in the study.  
The result showed that most frequently used VLSs by the subjects were memorization (in terms of 
mental images), dictionary strategies and linguistic clues. 
A study was done by Taghinezhad, Tabaeifard, and Bazyar (2015) which investigated the impact of 
teaching listening comprehension strategies on the improvement of listening comprehension ability of 
Iranian EFL learners and found that teaching listening comprehension strategies can play a major role 
in the improvement of listening comprehension ability. Also, Taghinezhad, Dehbozorgi and Esmaili 
(2015) conducted a study investigating the influence of teaching meta-cognitive reading strategies on 
the reading self-efficacy beliefs of Iranian EFL learners. The study showed that those who received 
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instruction using meta-cognitive reading strategies had higher self-efficacy beliefs comparing with 
those who did not receive such instruction. However, there was no statistically significant difference 
between males and females regarding their self-efficacy beliefs. 

 
Recently, Soodmand Afshar (2010) also investigated the most and least VLSs adopted by 328 Iranian 
EFL majors and the relationship between gender and strategy use. The result indicated these strategies 
“I learn new words by reading books, newspapers, magazines, etc. in English”, “I repeat the word 
orally several times”, “I focus on the phonological form of the new word”, “I draw a picture of the new 
word”, “I use flashcards to remember the meaning of a new word” and “I use physical actions when 
learning a new word” highly used and he likewise mentioned there were no statistically significant 
differences between males and females in the use of strategies. 

 
Significance of the study: 

 
As you see most of the researchers investigate the effect of gender on vocabulary learning strategies 
and the differences that exist between males and females in choosing different kinds of strategies. But 
you can hardly ever find researchers who explore the permanent changing that happens in choosing 
VLSs through time and the differences that exist between freshmen and seniors in using vocabulary 
learning strategies. 

 
Methodology: 

  Participants 
 

The participants in this study were 60 Iranian EFL students who were randomly chosen from Vali-e-Asr 
university of Rafsanjan. There were 30 freshmen and 30 seniors. 

 
   Instrument 
 

The survey was mostly based upon Schmitt’s (1997) study and it was designed to identify the 
vocabulary learning strategies the subjects employed. A vocabulary test was taken to homogenize 
students and to know about the participants’ word power with the reliability index of 0.68 calculated 
by KR-21 and also to prove that the specified vocabularies were unfamiliar to students. Subsequently, a 
questionnaire consisted of two parts: part A elicited demographic information such as name, age, 
sex, etc.  and  part  B  consisted  of  59  vocabulary  learning strategy statements grouped under 5 
categories: determination, social, memory, cognitive, and metacognitive strategies based on Schmitt’s 
taxonomy (1997) with calculated reliability index of 0.88 using Cronbach alpha formula. Schmitt’s 
taxonomy was validated through factor analysis by Stoffer (1995). 

 
Data analyses: 

 
Quantitative data analysis was performed with the help of SPSS (18.0) and descriptive statistics 
including mean (M) and standard deviation (SD) were computed to report the frequency use of 59 
strategies listed in the questionnaire; T-test was also computed to determine any statistically significant 
differences between the mean number of the freshmen’s and senior’s responses.  
 
Results: 

 
As you see in table 1, there was no difference in rank ordering of strategies in two different groups and 
the sequences of these five strategies were the same in both groups. The five top-used VLSs among all 
learners with and without consideration of student’s level were: 1. Memory, 2. Metacognitive, 3. Social, 
4. Cognitive, 5. Determination. Hereby Memory strategies with the mean value of 50.27 in low group 
(freshmen) and 49.15 in high group (seniors) had the first place in both groups. So learners in this study 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 101 

 

grouping 
 

N 
 

Mean 
 

Std. 
Deviation 

 

Std. Error Mean 
 

DETtot 
 

 
dim en si o n1  

   

 

 
dim en si o n1

 

   

 

 
dim en si o n1

 

   

 

 
dim en si o n 1

 

   

 

 
dim en si o n 1

 

   

 

 
dim en si o n 1  

l
o
w
 
h
i
g
h 

 

26 
 

15.
12 

 

3.5
36 

 

.694 
 

26 
 

14.
69 

 

3.8
34 

 

.752 
 

SOCtot 
l
o
w
 
h
i
g
h 

 

26 
 

19.
92 

 

3.8
25 

 

.750 
 

26 
 

17.
92 

 

4.6
04 

 

.903 
 

MEMtot 
l
o
w
 
h
i
g
h 

 

26 
 

50.
27 

 

10.3
98 

 

2.039 
 

26 
 

49.
15 

 

9.8
78 

 

1.937 
 

COGtot 
l
o
w
 
h
i
g
h 

 

26 
 

17.
23 

 

6.0
35 

 

1.184 
 

26 
 

16.
19 

 

3.8
89 

 

.763 
 

METtot 
l
o
w
 
h
i
g
h 

 

26 
 

20.
54 

 

4.0
32 

 

.791 
 

26 
 

20.
73 

 

4.4
77 

 

.878 
 

TOTAL 
 

l
o
w 

 

h
i
g
h 

 

26 
 

123.
08 

 

19.0
41 

 

3.734 
 

26 
 

118.
65 

 

19.6
67 

 

3.857 

 

were more eager to use Memory strategies. And Determination strategies with the mean value of 15.12 
in low group (freshmen) and 14.69 in high group (seniors) had the last place among different kinds of 
VLSs. So Determination strategies were those that learners were less eager to use for vocabulary 
learning. 
 
 
Table1 Group Statistics 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 

To investigate the relationship between students’ level and overall VLSs use an Independent Sample T-
Test was run to extract significant differences between strategy use among freshmen and seniors in 
employing the 59 strategies or the 5 major categories of strategies as you see in table 2.  
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According to independence-samples t-test, there was no significance difference in scores 
for freshmen (M=123.08, SD=19.041) and seniors (M=118.65, SD=19.667; t (50) =0.824, 
p=0.41, two-tailed). The magnitude of the differences in the means was: (mean 
difference=4.42, 95% CI: -6.36 to 15.20). 
The results revealed that the freshmen employ a greater number of strategies more frequently than the 
seniors except in using metacognitive strategies. The mean measure of metacognitive strategies in 
freshmen was 20.54 and in seniors was 20.73 which showed the great use of metacognitive strategies in 
seniors in contrast with freshmen but the difference between the means was relatively small. 
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Based on the findings of this study, Memory was the most favored strategy adopted by Iranian EFL 
learners of Vali-e-Asr university of Rafsanjan and the least frequently used one was Determination 
strategies. And there was no difference in preference of freshmen and seniors in employing different 
kind of strategies in general. Subsequently, the sequences of strategies were the same in both groups. 

 
As Oxford (1990) remarked, learning strategies can facilitate the learning process and help the learners 
to become more self-directed and to contribute positively to their own learning process. Besides, 
learner autonomy is vastly valued in second language education. Nevertheless, to be able to assist 
the learners to learn the language on their own, the teachers have to make them aware of the different 
strategies available in the literature. It is noted that when a learner has mastered  the  use  of  
vocabulary  learning  strategies,  he  or  she  is  able  to accomplish his or her goal to be successful in 
language learning. Teachers are required to introduce the various ways of learning vocabulary to 
improve learner independence and to guide the students to be more autonomous learners. 

 
Teachers who are interested in their students' performance in learn the English vocabulary can 
introduce the vocabulary learning strategies and techniques to their students by designing useful 
tasks and giving relevant assignments. 
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Appendix A: Vocabulary Learning Strategy Questionnaire 

 
This vocabulary learning questionnaire is for knowing your current vocabulary learning habits. Please 
read each statement carefully and answer in terms that describe your current condition, use the 
following scale and choose the number that best correspond your vocabulary learning habit. It takes 25 
minutes to complete it. 

 
Never (0%) sometimes (25%) Often (50%) Usually (75%) always (100%) 

 
1 2 3 4 5 

 
1. I use a bilingual (English–Persian or Persian-English) dictionary. 1 2 3 4 5 

 
2. I use a monolingual English dictionary. 1 2 3 4 5 

 
3. I use an electronic or online dictionary. 1 2 3 4 5 

 
4. I ask my teacher for the L1 translation. 1 2 3 4 5 

 
5. I ask my teacher for an English sentence including the new word. 1 2 3 4 5 

 
6. I ask classmates for meaning. 1 2 3 4 5 

 
7. I guess the meaning of a new word using background knowledge, and context. 
1 2 3 4 5 

 
8. I use new words in a sentence in order to learn them. 1 2 3 4 5 

 
9. I practice new words with friends in order to learn them. 1 2 3 4 5 

 
10. I connect words to physical objects to learn them. 1 2 3 4 5 

 
11. I use spaced word practice in order to learn words. 1 2 3 4 5 
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12. I learn new words from English songs and poems. 1 2 3 4 5 

 
13. I learn new words when working on internet. 1 2 3 4 5 
 
14.   I   learn   new w o r d s  t h r o u g h  E n g l i s h    media   like 
n e w s p a p e r s ,   TV/radio programs... 1 2 3 4 5 

 
15. I connect the new word to a personal experience. 1 2 3 4 5 

 
16. I use flashcards to remember new English words. 1 2 3 4 5 

 
17. I use word cards to remember new English words. 1 2 3 4 5 

 
18. I learn new words when playing computer games in English. 1 2 3 4 5 

 
19. I repeat the word mentally in order to learn it. 1 2 3 4 5 

 
20. I make a mental picture of a word’s written form in order to learn it. 1 2 3 4 5 

 
21. I make a mental image of the words’ meaning in order to learn it. 1 2 3 4 5 

 
22. I use colors and highlighters to mark new words in a text for future learning. 1 
2 3 4 5 

 
23. I analyze the word parts in order to learn it. 1 2 3 4 5 

 
24. I learn a word by remembering its initial letter. 1 2 3 4 5 

 
25. I make stories with new words to learn them. 1 2 3 4 5 

 
26. I make word lists and write their translations in my mother tongue. 1 2 3 4 5 

 
27. I learn a word by remembering its location in the notebook, textbook. 1 2 3 4 
5 

 
28. I write down words while I read books and magazines for pleasure. 1 2 3 4 5 

 
29. I learn a new word by connecting to its synonym and antonyms. 1 2 3 4 5 

 
30. I look for similarities in sound and meaning between words in Persian and 
English. 1 2 3 4 5 

 
31. I use gestures to learn a new word. 1 2 3 4 5 

 
32. I read and leaf through a dictionary to learn some new words. 1 2 3 4 5 
 
33. I group words together in order to learn them. 1 2 3 4 5 

 
34. I learn a word if I encounter it many times. 1 2 3 4 5 

 
35. I try to learn the new words I learn immediately in conversations or writing. 1 
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2 3 4 5 
 

36. I use peg-word method (memorizing lists of facts by linking new words to familiar words by 
means of an image). 1 2 3 4 5 

 
37. I learn a word if I like it. 1 2 3 4 5 

 
38. If I encounter a new word, I skip or pass it. 1 2 3 4 5 

 
39. As I encounter new words, I write down the word, its definition/synonym, its pronunciation, its 
part of speech and an example sentence in which the word is used in my notebook. 1 2 3 4 5 

 
40. I associate the word with its coordinates and collocations. 1 2 3 4 5 

 
41. I use loci method (putting words in specific locations in my mind). 1 2 3 4 5 

 
42. I analyze the parts of speech e.g. noun, verb or adjective. 1 2 3 4 5 

 
43. I learn words by doing dictation. 1 2 3 4 5 

 
44. I learn words by doing a project. 1 2 3 4 5 

 
45. I repeatedly spell the new word in my mind to learn it. 1 2 3 4 5 

 
46. I learn the sentence in which the word is used. 1 2 3 4 5 

 
47. I learn the new words by doing group work activities in class. 1 2 3 4 5 

 
48. I divide a new word into syllables to learn it. 1 2 3 4 5 

 
49. I ask teacher for a synonym or paraphrase for the new word. 1 2 3 4 5 

 
50. I interact with the native speakers to learn new words. 1 2 3 4 5 
 
51. I use Keyword Method (I think of a L1 word that sounds similar to the new L2 
word then make a single mental image combining the meaning of both words. 1 2 
3 4 5 

 
52. I do verbal repetition to learn a word. 1 2 3 4 5 

 
53. I do written repetition to learn a word. 1 2 3 4 5 

 
54. I link the word to another English word with similar sound. 1 2 3 4 5 

 
55. I test myself with word tests. 1 2 3 4 5 

 
56. I use semantic maps. 1 2 3 4 5 

 
57. I analyze pictures or gestures to learn a word. 1 2 3 4 5 

 
58. I learn a new word through configuration (remembering words by outlining them with lines). 1 
2 3 4 5 
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59. I learn words by solving a crossword. 1 2 3 4 5 
 
Appendix B: 

 
Table 1 

 
A Simple Taxonomy of Vocabulary Learning Strategies 

 
Vocabulary Learning Strategy (VLS)  1. Strategies for the discovery of 
A new word’s meaning 

 
2.  Strategies for  con s o l i da t i ng  a  word      once      it      has      been 
Encountered 
 

Determination strategies (DET)      Social strategies (SOC) 
 

Social strategies (SOC)                     Memory strategies (MEM) 
 
Cognitive strategies (COG) 
 
Metacognitive strategies (MET) 
 
 

Table 2 
 
 

A Taxonomy of Vocabulary Learning Strategies (Schmitt, 1997) 
 

Taxonomy of Schmitt’s Vocabulary Learning Strategies 
 

Strategy Group 
 

Strategies for discovering the meaning of a new word 
 

DET Analyze part of speech DET 
Analyze affixes and roots DET 
Check for L1 cognate 
 
DET Analyze any available pictures 
or gestures 

 
DET Guess from textual context 

 
DET Bilingual dictionary 

 
DET Monolingual dictionaries 

 
DET Word lists 

 
DET Flash cards 
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SOC Ask teacher for L1 translation 
 

SOC Ask teacher for paraphrase or synonym of new word SOC Ask 
teacher for a sentence including the new word SOC Ask classmates for 
meaning 
SOC Discover new meaning through group work activity Strategies for 
consolidating a word once it has been encountered SOC Study and practice 
meaning in a group 
SOC Teacher checks students’ flash cards word lists for accuracy 

 
SOC Interact with native-speakers 

 
MEM Study word with a pictorial representation of its meaning 

 
MEM Image word’s meaning 

 
MEM Connect word to a personal experience 

 
MEM Associate the word with its coordinates 

 
MEM Connect the word to its synonyms and antonyms 

 
MEM Use semantic maps 

 
MEM Use ‘scales’ for gradable adjectives 
 
MEM Peg Method 

 
MEM Loci Method 

 
MEM Group words together to study them MEM Group 
words together spatially on a page MEM Use new word in 
sentences 
MEM Group words together within a storyline 

 
MEM Study the spelling of a word 

 
MEM Study the sound of a word 

 
MEM Say new word aloud when studying 

 
MEM Image word form 

 
MEM Underline initial letter of the word 

 
MEM Configuration 

 
MEM Use Key word Method 

 
MEM Affixes and roots 

 
MEM Part of speech 
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MEM Paraphrase the word’s meaning 

 
MEM Use cognates in study 

 
MEM Learn the words of idiom together 

 
MEM Use physical action when learning a word 

 
MEM Use semantic feature grids 

 
COG Verbal repetition 

 
COG written repetition 
 
COG Word lists 

 
COG Flash cards 

 
COG Take notes in class 

 
COG Use the vocabulary section in your textbook 

 
COG Listen to tape of word lists 

 
COG Put English labels on physical objects 

 
COG Keep a vocabulary note book 

 
MET Use English-language media (songs, movies, newscast, etc.) MET testing 
oneself with word tests 
MET Use spaced word practice 

 
MET Skip or pass new word 

 
MET Continue to study over time 
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ABSTRACT 

IN ENGLISH LANGUAGE LEARNING AND TEACHING, IT HAS BEEN OBSERVED THAT, IN 
GENERAL, NOT VERY MUCH ATTENTION HAS EVER BEEN GIVEN TO THE DEVELOPMENT OF 
LISTENING SKILLS IN L2 COURSES. TO DEAL WITH THIS ISSUE, A QUASI-EXPERIMENTAL 
RESEARCH WAS CONDUCTED TO INVESTIGATE THE EFFECT OF DISCOURSE MARKERS 
INSTRUCTION ON THE LISTENING COMPREHENSION ABILITY OF IRANIAN INTERMEDIATE 
EFL LEARNERS. IN SO DOING, TWO CLASSES OF INTERMEDIATE FEMALE LEARNERS OF 
ENGLISH AT SHOKOUH ENGLISH INSTITUTE, RASHT BRANCH, WERE UTILIZED, ONE 
EXPERIMENTAL AND ONE CONTROL GROUP, EACH INCLUDING 18 STUDENTS. A PRE-TEST OF 
LISTENING COMPREHENSION FROM COMPLETE IELTS WAS USED TO HOMOGENIZE THE 
PARTICIPANTS’ PROFICIENCY LEVELS. IN THE CONTROL GROUP, THE USUAL TECHNIQUES OF 
LISTENING COMPREHENSION WERE PRACTICED, WHILE THE EXPERIMENTAL GROUP WAS 
EXPOSED TO PRACTICING PRE-SPECIFIED DISCOURSE MARKERS. AFTER EIGHT SESSIONS OF 
TREATMENT ON DIFFERENT TYPES OF DMS, EACH SESSION FORTY-FIVE MINUTES, ALL 
SUBJECTS WERE GIVEN A POST-TEST OF LISTENING COMPREHENSION, USING COMPLETE 
IELTS LISTENING COMPREHENSION PRACTICE TESTS. THE RESULTS OF THE STUDY THROUGH 
AN INDEPENDENT SAMPLES T-TEST, AND A PAIRED SAMPLES T-TEST ILLUSTRATED THAT 
RECEIVING TREATMENTS IN THE EXPERIMENTAL GROUP LED TO THEIR IMPROVEMENT IN 
LISTENING COMPREHENSION ABILITY.  
 
KEY WORDS: INTERMEDIATE IRANIAN EFL LEARNERS, DISCOURSE MARKERS, LISTENING 
COMPREHENSION SKILLS 
 
1.  INTRODUCTION 
Listening has long been considered as a passive skill; nevertheless, it has a crucial role in communication, 
and is believed to be more important than speaking, and the other two skills. Without proper listening 
skills, it is difficult to communicate effectively with others. In fact, effective communication is heavily 
dependent on effective listening. Listening, like reading, writing, and speaking is a complex process 
which can be best developed by consistent practice. Effective listening skills enhance the ability to learn 
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and adapt new information, knowledge, and skills. Simply knowing the words’ definition does not 
guarantee that the listeners will be successfully accessed for comprehending the whole context. Listening 
comprehension is more than just extracting meaning from incoming speech. It is a process of matching 
speech with the background knowledge, i.e. what the listeners already know about the subject, and also a 
process of utilizing various strategies or techniques, as facilitators, in order to comprehend the listening 
content or the speaker’s intended meaning. 
 
Despite the importance of listening for the development of foreign language proficiency, very limited 
studies have been performed in Iran regarding the effects of prior or background knowledge, and also 
vocabulary pre-teaching on listening comprehension. On the other hand, as far the researcher‘s 
experiences in listening is concerned, unfortunately, most Iranian EFL learners have been accustomed to 
knowing the difficult vocabularies before listening because they might lose concentration while listening 
if they hear a word which is not familiar to them. These new or difficult vocabularies in the listening 
content could be some words known as DMs. Therefore, pre-teaching or practicing these unknown 
vocabularies before listening to a text, has been regarded as a goal of the current study. In the present 
research, investigating the role of DMs in the context of L2 listening comprehension at the intermediate 
level of English language learners in Iran. 
 
2. REVIEW OF THE RELATED LITERATURE 
2. 1. The Nature of Listening Comprehension 

In 1940s, listening comprehension was investigated as a new field of study in the realm of language 
learning following the works of researchers such as Brown and Nichols (Feyten, 1991). Listening 
comprehension can be regarded as an important language skill to develop. Language learners are 
interested in understanding target language (L2) speakers and they want to be able to access variety of 
aural and visual L2 texts available via network-based multimedia. In addition, as some scholars believe, 
listening comprehension is at the heart of L2 learning and the development of L2 listening skills can play 
a significant role in developing other language skills (e.g., Dunkel, 1991; Rost, 2002, as cited in 
Vandergrift, 2007). By considering the above-mentioned importance, it is important to develop L2 
listening competence; however, second language learners are rarely taught how to listen effectively with 
the awareness of the importance of this skill (e.g., Mendelsohn, 2001, 2006, as cited in Vandergrift, 2007). 
 
2. 2. The Nature of Discourse Markers 
DMs have been defined in different ways by different approaches and scholars, thus endowing with 
different meanings and functions. According to Shanru (2012), “discourse markers have a wide range of 
possible related labels including lexical markers, discourse particles, utterance conjuncts, and 
continuatives” (p. 1). They are also defined as a linguistic expression by Fraser (1999), which has a core 
meaning and signals the relationship of the basic message to the foregoing discourse. Amini (1993) argues 
that studying language has been confined to systems of language, which are formal, and relations within 
the sentence at different levels of phonology, morphology, and syntax.  Mostly, many students are not 
aware of the existence of DMs or the role they play in simplifying the interpretation of any kinds of 
monologue or dialogue. Accordingly, it is important to understand DMs since they are part of the more 
general analysis of discourse coherence - how speakers and hearers integrate forms, meanings, and 
actions to make overall sense out of what is said (Schiffrin 1987, p. 49). Therefore, there has been an 
increasing number of research regarding DMs.  
 
2. 3. Listening Comprehension and Discourse Markers  
The importance of DMs as well as metadiscourse in listening comprehension has attracted the attention 
of some scholars (Aidinlou, 2012; Martinez, 2009; Sadeghi & Heidaryan, 2012). Communication is 
established when the speaker and listener pay considerable attention to all factors that may impact 
interpretation pragmatically. These factors are features of situation, DMs, cohesive ties, transactional and 
interactional views, and so on (Heidaryan & Sadeghi, 2012). It has been observed that in general very 
little attention is given to the development of listening skills which is an important skill for students of a 
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second language (L2) to master as part of learning to effectively communicate in that language (Dunkel, 
1991; Lund, 1991; Rost, 2002; Rubin, 1994). There are many characteristics which are argued to affect L2 
listening comprehension, one of which is DMs, and the present study is done in order to find the effect 
DMs, used in the audio recordings, would have on the listening comprehension of students. 
 
In a study done by Sadeghi and Heidaryan (2012), they investigated the effect of teaching pragmatic DMs 
on EFL learners listening comprehension of Iranian Advanced EFL learners. A selection of 50 male and 
female learners of English in the Payam-Noor University of Songhor Branch participated in this study. 
Their major was English Translation. The experimental group received strategy training in recognition of 
DMs in audio-texts during an intervention period of twelve weeks. Based on analysis and description of 
data, the authors conclude that instruction of metadiscourse markers in Iranian EFL courses is quite 
successful for improving learners’ listening ability. 
 
In another study, Martinez (2009) analyzed how Spanish readers react to English DMs in a text. Based on 
the findings of this empirical study, it was revealed that DMs could enhance learners’ reading 
comprehension in foreign language reading and more successful learners have tendency to use DMs as 
one type of aid in decreasing their problems in reading comprehension 
 
Aidinlou (2012) in his study on the effect of DMs instruction on writing skills also states that, knowledge 
about the DMs, amongst other thing, can be used to improve this skill. He suggested that teaching text 
markers to learners should be paid more attention. 
 
Previous studies, (e.g. Sadeghi & Heidaryan 2012) concluded that knowledge of DMs does affect learners’ 
language skills improvements, as it enhances students’ listening comprehension, and writing skills. Thus, 
based on their outcomes, the present study’s aims is to determine if a knowledge of DMs as used in any 
aural input does enhance or improve students’ listening comprehension of content lectures. 
 
3. METHODS OF RESEARCH 
3. 1. The Design of the Study 

The design of the study is a quasi-experimental that utilizes a pre-test and post-test study design. An 
independent samples t-test was used in order to find out the differences between the listening 
comprehension of the experimental and the control groups and compare their post-test scores. Also, a 
paired samples t-test was run to investigate whether any significant differences existed between the 
experimental and the control groups with regard to the pre-test and post-test scores of the listening 
comprehension. 
 
3. 2. Participants 
In this study, eighteen intermediate female students studying English as a foreign language at Shokouh 
English Language institute in Rasht, were selected. The study was conducted with 2 intact classes, out of 
18 intermediate level classes. There were thirty-six female Iranian EFL students, ranging in age from 
fourteen to sixteen. Eighteen EFL leaners were assigned to the control group and eighteen others to the 
experimental group. These students were mainly non-native English speakers, and they generally found 
listening comprehension in an academic English environment difficult. 
 
3. 3. Materials and Procedures 
In this study, the purpose was to investigate the impact of DMs instruction on the learners’ listening 
comprehension. To this cause, a pre-test of listening comprehension consisting of 5 listening activities 
was prepared from Complete IELTS (Brook-Hart & Jakeman, 2013) for both groups. Then, the learners in 
the experimental group were presented with the treatment that consisted of DMs instruction through 
explanation and by giving some examples on the board, while the control group did not receive any 
treatment. At the end, after the treatment, the listening comprehension ability of the learners in both 
groups were tested using the post-test in order to see the effect of DMs instruction on the learners’ 
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listening comprehension. Then, based on the result of the test, and comparing the results obtained from 
the two groups through an independent samples t-test and a paired samples t-test, the researcher 
intended to investigate if any significant difference could be found between the performance of the 
learners in each group. 
 
4. RESULTS 
4. 1. Data analysis and findings 
4. 1. 1. Descriptive analysis of the data 
A detailed description of the statistical analyses of the data obtained in the main phase of the present 
study, pre-test and post-test, is presented in the following tables. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
As shown in the above Tables, in the post-test, the mean score for the experimental group (M=17.5000) is 
larger than that for the control group (M=15.1667). It also shows that the scores had been spread out 
monotonously in the post-test of both groups (SD=1.33945). According to their mean scores, it can be 
claimed that the listening comprehension ability of the experimental and the control groups in the post-
test differ greatly. This might be due to the DMs received by the experimental group. 
 
4. 1. 2. Inferential analysis of the data 
Comparing the pre-test and the post-test of the experimental group 
In order to investigate whether DMs instruction has any significant effect on the listening comprehension, 
a paired samples t-test was used to compare the pre-test and post-test scores of the students in the 
experimental group. 
Table 3. Paired Samples t-test result for the experimental group of the study 

 
 
 
 
 
 
 
 

 
In order to probe the last null hypothesis and examine the effect of discourse markers instruction on EFL 
learners’ listening comprehension ability, a paired samples t-tests was conducted for both the 
experimental and control group. In table 3, as the level of significance for two-tailed test shows, it is 
smaller than 0.05 in experimental group (Sig.=0.000, Sig.<0.005), and it proves the correctness of the 
result.. This implies that DMs instruction has been effective in helping the language learners in the 

Table 1: Descriptive analysis of the pre-test scores of the groups of the study 

 Discourse Markers N Mean Std. Deviation Std. Error Mean 

Listening +Discourse Marker 18 15.0556 1.62597 0.38325 

-Discourse Marker 18 15.000 1.64496 0.3772 

 
Table 2: Descriptive analysis of the post-test scores of the groups of the study 

      

 Discourse Markers N Mean Std. Deviation Std. Error Mean 

Listening +Discourse Marker 18 17.5000 1.33945 0.31571 

-Discourse Marker 18 15.1667 1.33945 0.31571 

                                       Paired Differences 

T df Sig. (2-tailed) 

 

Mean Std. Deviation Std. Error Mean  

PosEX 
- PreEX 

2.44444 1.24722  0.29397 8.315 17 0.000 
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experimental group to perform better on the listening comprehension post-test. In the following figure 
the result is shown. 
 
Comparing the pre-test and the post-test of the control group 
In Table 4, the low value of Sig. (Sig. =0.062) compared with the standard level of significance for two-
tailed test (Sig. =0.005), confirms the lack of impact of independent variable in the control group, due to 
lack of treatment or instruction. 
 

Table 4. Paired Samples t-test result for the control group of the study 
 
 
 
 
 
 
 
 

 
 
Comparing post-test scores of the experimental and the control groups 
To investigate whether there was any significant difference between the experimental and the control 
groups in the listening comprehension post-tests, an independent samples t-test was run. The 
participants’ performances on the post-test of listening comprehension are presented in Table 5. 
Table 5: Results of the independent samples t-test between the post-test scores 
 
 
 
 
 
 
 
An independent samples t-test was conducted to compare the listening comprehension scores of the post-
test for the experimental and the control groups. As Table 5 indicates, t Observed (t Observed = 5.226) is larger 
than t Critical (t Critical = 2.042), (Best, 1970, p. 483). Sig. (2-tailed) which equals zero shows the correctness of 
the accounts, and also proves that the differences between the groups post-test were not by chance and 
randomly but were due to the impact of the independent variable, DMs. The result implies that practicing 
DMs has been effective in helping the learners in the experimental group perform better in the listening 
comprehension test, and DMs instruction improved the listening comprehension ability of the 
participants in the experimental group. 
 
Comparing pre-test and post-test of the control and the experimental group 
Figure 1, implies that practicing DMs in the experimental group has been effective in helping learners to 
perform better in the listening comprehension test. 

 Paired  Differences 

T df Sig. (2-tailed) 

 

Mean Std. Deviation Std. Error Mean  

PosCON   
- 
PreCON 

0.16667 1.42457 0.33578 0.496 17 0.062 

  T-test for Equality of Means 

  

T df Sig. (2-tailed)   

Listening Equal variances assumed 5.226 34 0.000 

Equal variances not assumed 5.226 34.000 0.000 
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Figure 1. Comparing the pre-test and the post-test of the control and the experimental group 

 
4. 2. Results of Hypothesis Testing 
In order to investigate the research hypothesis ‘Practicing DMs has no effect on Iranian intermediate EFL 
learners’ listening comprehension ability’, the differences between mean scores of pre-test and post-test of 
the control and the experimental group were calculated through a paired samples t-test in which the level 
of significance for two-tailed test is smaller than 0.05 in experimental group (Sig.=0.000, Sig.<0.005), and  
as was shown in Table 5, an independent samples t-test between the post-test of the groups, t Observed is 
larger than t Critical (t Observed = 5.226 > t Critical =2.042). These results confirm an increase in the post-test 
scores compared with the pre-test scores, indicating the impact of independent variable, DMs. Thus, the 
null hypothesis, practicing DMs does not have any significant effect on intermediate Iranian EFL learners’ 
listening comprehension ability, has been rejected. 
 
5. CONCLUSION 
First and foremost this study was probably to draw language teacher, researchers, and learners’ attention 
to various listening strategies which could be effective in second or foreign language learning and 
teaching. In fact, listening comprehension ability is one of the goals of language learning, and leaning will 
not be achieved when received input is not comprehended. So, the primary goal of listening instruction is 
to help learners develop the skills and strategies, which are needed to construct meaning from the aural 
input. Rather than just mastering isolated skills, students must be able to orchestrate or integrate various 
strategies before, during, and after listening. The purpose of the present study was to examine the effect 
of DMs instruction on the improvement of EFL learner’s listening comprehension ability. According to 
what were concluded in this study, DMs instruction proved to be effective in making students’ progress 
in listening comprehension ability, and it had a significant effect on the mean sores of the students’ 
listening skill. In other words, the mean scores of the students’ listening skill showed significant variation 
between the experimental and the control groups. Surveying on the facts indicated by the tables lead to 
conclude that DMs instruction affects learners’ listening skill. 
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ABSTRACT 

STUDENTS INCREASING INVOLVEMENT WITH DIFFERENT ENGLISH LANGUAGE INSTITUTES 
INDICATES THEIR OVERALL DIFFICULTIES WITH COMPREHENDING AND RECALLING 
INFORMATION FROM LISTENING CONTENTS. IT HAS ALSO BEEN OBSERVED THAT, IN 
GENERAL, VERY LITTLE ATTENTION IS GIVEN TO THE DEVELOPMENT OF LISTENING SKILLS 
IN L2 COURSES. TO TACKLE THIS ISSUE, A QUASI-EXPERIMENTAL RESEARCH WAS 
CONDUCTED TO INVESTIGATE THE IMPACT OF PRACTICING DISCOURSE MARKERS ON THE 
LISTENING COMPREHENSION ABILITY OF IRANIAN INTERMEDIATE EFL LEARNERS. FOR THIS 
PURPOSE, TWO CLASSES OF INTERMEDIATE MALE LEARNERS OF ENGLISH AT SHOKOUH 
INSTITUTE IN RASHT (MALE BRANCH) WERE UTILIZED, EACH INCLUDING 18 STUDENTS, ONE 
EXPERIMENTAL AND THE OTHER ONE CONTROL GROUP. A PRE-TEST OF LISTENING 
COMPREHENSION FROM IELTS WAS USED TO HOMOGENIZE THE PARTICIPANTS’ 
PROFICIENCY LEVELS. IN THE CONTROL GROUP, THE USUAL TECHNIQUES OF LISTENING 
COMPREHENSION WERE PRACTICED, WHILE THE EXPERIMENTAL GROUP WAS EXPOSED TO 
PRACTICING PRESPECIFIED DISCOURSE MARKERS. AFTER A 6-HOUR SESSION OF TREATMENT, 
ALL SUBJECTS WERE GIVEN A POST-TEST OF LISTENING COMPREHENSION, USING THE IELTS’S 
AUDIO SCRIPT. THE RESULTS OF THE STUDY THROUGH AN INDEPENDENT SAMPLES T-TEST, 
AND A ONE-WAY ANCOVA INDICATED THAT PRACTICING DISCOURSE MARKERS HAS 
STATISTICALLY SIGNIFICANT EFFECT ON IRANIAN EFL LEARNERS’ LISTENING 
COMPREHENSION ABILITY. 
 
KEY WORDS: INTERMEDIATE IRANIAN EFL LEARNERS, DISCOURSE ANALYSIS, DISCOURSE 
MARKERS, LISTENING COMPREHENSION SKILLS 
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1.  INTRODUCTION 
Although listening has long been considered as a passive skill, it plays a crucial role in communication 
and interaction among interlocutors. Listening is the ability to accurately receive and interpret messages 
in the communication process, and a key to all effective communication, without which the messages 
would be easily misunderstood. In fact, listening skill is the basis for understanding and development of 
other language skills, and it should be taken into account by all teachers. According to Rubin (1994), 
successful listening means not just understanding the words or the information being communicated, but 
also understanding the connection of these words in the listening content. Simply knowing the words’ 
definition does not guarantee that the listeners will be successfully accessed for comprehending the 
whole context. Listening comprehension is more than just extracting meaning from incoming speech. It is 
a process of matching speech with the background knowledge, i.e. what the listeners already know about 
the subject, and also a process of utilizing various strategies or techniques, as facilitators, in order to 
comprehend the listening content or the speaker’s intended meaning. 
 
Listening is the ability to identify and understand what others are saying. This process involves 
understanding a speaker’s accent or pronunciation, the speaker’s grammar and vocabulary, and 
comprehension of meaning. An able listener is capable of doing these four things simultaneously. So, 
defining the discourse markers (hence forth DMs), which are classified as the grammatical points, and 
their meanings, and also being aware of these DMs’ role in any kinds of text or listening of any types can 
be a key point in order to assist listeners to comprehend the listening content. 
 
Various theories in L2 listening, and previous studies all work together to illustrate the importance of 
presenting EFL listeners with a more helpful method for comprehending listening contents. This holds 
implications for the future of listening for EFL students. With the introduction of practicing DMs, EFL 
learners are given the opportunity to enhance their listening comprehension ability due to practicing 
these connectors and specifying their differences. This method can help EFL students in their academic 
and even non-academic success with their acquiring foreign language studies. In the present research, an 
attempt is made at investigating the DMs and their roles in the context of L2 listening comprehension. 
 
2. REVIEW OF THE RELATED LITERATURE 
2. 1. The Nature of Listening Comprehension 
Listening has long been regarded as the “neglected‟, “overlooked‟, or “taken for granted‟ skill in English 
language teaching (ELT) literature under the influence of behaviorism (Hedge, 2000, p. 227). But with the 
rapid development of cognitive psychology, researchers and scholars begin to consider that listening 
comprehension is no longer a passive and static receptive process but a more active one among the four 
language skills. In addition, as some scholars believe, listening comprehension is at the heart of L2 
learning and the development of L2 listening skills can play a significant role in developing other 
language skills (e.g., Dunkel, 1991; Rost, 2002, as cited in Vandergrift, 2007). By considering the above-
mentioned importance, it is important to develop L2 listening competence; however, second language 
learners face various problems while listening, and ther are rarely taught how to listen effectively with 
the awareness of the importance of this skill (e.g., Mendelsohn, 2001, 2006, as cited in Vandergrift, 2007). 
 
2. 2. The Nature of Discourse Markers 
Defining the term DMs is no less troublesome than determining what listening is. Different approaches 
define DMs in different ways, thus endowing them with different meanings and functions. DMs are 
defined as “a word or expression which shows the connection between what is being said and the wider 
context” by Swan (2005). For him, a discourse marker is something that either connects a sentence to what 
comes before or after, or indicates a speaker's attitude to what he is saying. Accordingly, Ismail (2012) 
defines DMs as expressions which are used to connect sentences to see what comes before or after, and 
show a speaker’s attitude to what he is saying. Linguistic items have important functions in discourse of 
various styles or registers, and relate sentences, clauses, and paragraphs to each other. Mostly, many 
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students are not aware of the existence of DMs or the role they play in simplifying the interpretation of 
any kinds of monologue or dialogue. Accordingly, it is important to understand DMs since they are part 
of the more general analysis of discourse coherence - how speakers and hearers integrate forms, 
meanings, and actions to make overall sense out of what is said (Schiffrin 1987, p. 49). Therefore, there 
has been an increasing number of research regarding DMs.  
2. 3. Listening Comprehension and Discourse Markers  
It was from the 1980s to the 1990s that research highlighted the important role of listening in oral 
communication and in language acquisition (Brown & Yule, 1983; Ellis, Tanaka & Yamazaki, 1994). One 
of the issues which can be taken into consideration regarding listening comprehension is through 
practicing DMs or DMs instruction. Research over the last few decades has begun to explore the effects of 
DMs on the EFL learners’ different language skill; and the present study is done in order to find the effect 
DMs, used in the audio recordings, would have on the listening comprehension of students. 
 
Zhang’s (2012) study aimed to explore the relationship between the discourse marker-based model and 
listening comprehension as well as the different effects of such a kind of instruction on liberal arts and 
science students. An experiment has been carried out by applying the theory of DMs (instruction-
interaction-induction-internalization) to enhance the English listening skill proficiency. Based on the 
results of the data analysis, the conclusion drawn is that discourse-marker-based listening instruction can 
improve students’ listening comprehension of non-English majors, and that liberal arts students benefit 
more from discourse-marker-based listening instruction. 
 
In a study done by Flowerdew and Tauroza (1995), they measure the effect of the presence or absence of 
DMs such as right, well, etc. In this study, the control group viewed a video recording of an extract of a 
naturally occurring lecture, while the experimental group viewed the same extract with DMs, which were 
deleted. The results viewed that subjects comprehended the lecture better with the included DMs. 
Martinez (2009) in his study analyzed how Spanish readers react to English DMs in a text. Based on the 
findings of this empirical study, it was revealed that DMs could enhance learners’ reading 
comprehension in foreign language reading, and more successful learners have tendency to use DMs as 
one type of aid in decreasing their problems in reading comprehension. 
In another study, Taghizadeh and Tajabadi (2013) also investigated DMs in the essay writing of EFL 
learners to determine whether DMs instruction lead to a better writing performance of the Iranian L2 
learners. The participants of this study were male Iranian students chosen from Sharif University of 
technology. The learners were taught Fraser’s classification of DMs for their essay writings. The results of 
the study revealed that there was a significant difference in the participants’ pre and post-tests of writing 
scores. Accordingly, DMs instruction is expected to be effective in L2 listening comprehension ability too, 
so its impact on listening comprehension is investigated. 
 
Previous studies, (e.g., Flowerdew and Tauroza, 1995) concluded that knowledge of DMs does affect 
learners’ language skills improvements, as it enhances students’ listening comprehension, and writing 
skills. Thus, based on their outcomes, the present study’s aims is to determine if a knowledge of DMs as 
used in any aural input does enhance or improve students’ listening comprehension of content lectures. 
 
3. METHODS OF RESEARCH 
3. 1. The Design of the Study 
It’s a pre-test and post-test study design. To find out the differences between the listening comprehension 
of the experimental and the control groups, an independent samples t-test was used to compare their 
post-test scores. Also, a one-way ANCOVA was run to investigate whether any significant differences 
existed between the experimental and the control groups with regard to the pre-test and  post-test scores 
of the listening comprehension. 
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3. 2. Participants 
The present study was conducted with 2 intact classes, out of 18 intermediate level classes at Shokouh 
English Language Center in Rasht, according to the mean scores of learners’ certificate card scores 
reported by the institute. In fact, before the study, the institute had validated the test, and had checked 
the reliability of the achievement test, so there is no doubt about the participants’ homogeneity. There 
were 36 male Iranian EFL students, ranging in age from fourteen to sixteen.  Eighteen EFL leaners were 
assigned to the control group and eighteen others to the experimental group. These students were mainly 
non-native English speakers, and they generally find listening comprehension in an academic English 
environment difficult. 
 
3. 3. Materials and Procedures 
Initially, a possible problem area was identified by the researcher that EFL students experienced at an 
English class. The participants of the study were of two classes, each consisted of 18 students, who were 
selected from intact classes of students. Before the treatment, a pre-test of listening comprehension test 
from Complete IELTS (Brook-Hart & Jakeman, 2013) was run to both the experimental and the control 
group in order to check the learners’ initial subject knowledge of listening comprehension ability, and 
their performance in listening comprehension. The participants received one point for each response, and 
the time allocated for this test was fifty minutes. As the study aimed at determining the effect of DMs 
instruction on the learners’ performance, the learners in the experimental group were presented with the 
treatment that consisted of practicing DMs through explanation and by giving some examples on the 
board, while the control group did not receive any treatment, actually the usual techniques of listening 
comprehension were practiced, and they were only asked to listen to the audios and answer the questions 
related to the listening comprehension texts. 
 
At the end, after the treatment, the listening comprehension ability of the learners in both groups were 
tested using the post-test in order to see the effect of DMs instruction on the learners’ listening 
comprehension. The time allocated for this test was fifty minutes and the participants received 1 point for 
each correct response. Then, based on the result of the test, and comparing the results obtained from the 
two groups through an independent samples t-test and a one-way ANCOVA, the researcher intended to 
investigate if any significant difference could be found between the performance of the learners in each 
group, and to determine the efficiency of listening comprehension development and improvement. 
 
 
4. RESULTS AND DISCUSSION 
4. 1. Data analysis and findings 
4. 1. 1. Descriptive analysis of the data 
Before starting the treatment, a pre-test of listening comprehension was run to both groups,  and after the 
treatment a post-test of listening comprehension was administrated in order to check whether there was 
any significant differences between the performances of the two groups. A detailed description of the 
statistical analyses of the data obtained in the main phase of the present study, pre-test and post-test, is 
presented in the following tables. 
 
 
 
 
 
 
 
 
 
 
 

Table 1: Descriptive analysis of the pre-test scores of the groups of the study 

 Discourse Markers N Mean Std. Deviation Std. Error Mean 

Listening +Discourse Marker 18 15.0556 1.62597 0.38325 

-Discourse Marker 18 15.000 1.64496 0.3772 

Table 2: Descriptive analysis of the post-test scores of the groups of the study 

 Discourse Markers N Mean Std. Deviation Std. Error Mean 

Listening +Discourse Marker 18 17.5000 1.33945 0.31571 

-Discourse Marker 18 15.1667 1.33945 0.31571 
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As shown in the above Tables, the number of the participants in each group is 18 and, the mean score for 
both groups are equal in the pre-test of listening comprehension, but in the post-test, the mean score for 
the experimental group (M=17.5000) is larger than that for the control group (M=15.1667). It also shows 
that the scores had been spread out monotonously in the post-test of both groups (SD=1.33945). 
According to their mean scores, it can be claimed that the listening comprehension ability of the 
experimental and the control groups in the post-test differ greatly. This might be due to the DMs received 
by the experimental group. In fact, it is logical to conclude that this difference could be due to receiving 
instruction by the experimental group. 
 
4. 1. 2. Inferential analysis of the data 
Comparing the pre-test and the post-test of the experimental group 
In order to investigate whether DMs instruction has any significant effect on the listening comprehension, 
a one-way ANCOVA was used to compare the pre-test and post-test scores of the students in the 
experimental group. 
 
 
 
 
 
 
 
 
 
 

According to the Table 3, F, which is the ANCOVA coefficient, is larger than 1 (F=12.464, F>1), and this 
result shows that there is a difference between the pre-test and post-test scores of the experimental group, 
which  confirms an increase in the post-test scores compared with the pre-test scores, and it indicates the 
impact of independent variable. Level of significance for two-tailed test of the present study is lower than 
the standard level of significance for two-tailed test (Sig.=0.003, Sig.<0.005), and it proves the correctness 
of the result. This implies that DMs instruction has been effective in helping the language learners in the 
experimental group to perform better on the listening comprehension post-test. In the following figure 
the result is shown. 
 
Comparing the pre-test and the post-test of the control group 
In Table 4, F indicates that the post-test scores of the control group compared with the pre-test scores has 
a slight increase, and because there has been no treatment in this group, it indicates that what has been 
done in the control group caused this increase. But compared to the experimental group, this number is 
much lower, and it confirms the lack of impact of independent variable in the control group. The low 
number of Sig. (Sig. =0.016) compared with the standard level of significance for two-tailed test (Sig. 
=0.005), proves the correctness of this conclusion. 

Table 3: One-way ANCOVA results between the pre-test and the post-test of the 
experimental group 

Source 
Type III Sum 
of Squares Df Mean Square F Sig. 

Corrected Model 19.680a 1 19.680 12.464 0.003 

Intercept 0.099 1 0.099 0.062 0.806 

PreEx/PosEX 19.680 1 19.680 12.464 0.003 

Error 25.264 16 1.579   

Total 4125.000 18    

Corrected Total 44.944                17    

Table 4: One-Way ANCOVA results between the pre-test and the post-test of the 
control group 

Source 
Type III Sum 
of Squares Df Mean Square F Sig. 

Corrected Model 14.459a 1 14.459 7.335 0.016 

Intercept 2.734 1 2.734 1.387 0.256 
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Comparing post-test scores of the experimental and the control groups 
To investigate whether there was any significant difference between the experimental and the control 
groups in the listening comprehension post-tests, an independent samples t-test was run. The 
participants’ performances on the post-test of listening comprehension are presented in Table 5. 
Table 5: Results of the independent samples t-test between the post-test scores 
 
 
 
 
 
 
 
 
An independent samples t-test was conducted to compare the listening comprehension scores of the post-
test for the experimental and the control groups. As Table 5 indicates, t Observed (t Observed = 5.226) is larger 
than t Critical (t Critical = 2.042), (Best, 1970, p. 483). Sig. (2-tailed) which equals zero shows the correctness of 
the accounts, and also proves that the differences between the groups post-test were not by chance and 
randomly but were due to the impact of the independent variable, DMs. The result implies that practicing 
DMs has been effective in helping the learners in the experimental group perform better in the listening 
comprehension test, and DMs instruction improved the listening comprehension ability of the 
participants in the experimental group. 
 
Comparing pre-test and post-test of the control and the experimental group 
Figure 1, implies that practicing DMs in the experimental group has been effective in helping learners to 
perform better in the listening comprehension test. 

 
Figure 1. Comparing the pre-test and the post-test of the control and the experimental group 
 
4. 2. Results of Hypothesis Testing 

PreCO/PosCO 14.459 1 14.459 7.335 0.016 

Error 31.541 16 1.971   

Total 4096.000 18    

Corrected Total 46.000 17    

  T-test for Equality of Means 

  

t df Sig. (2-tailed)   

Listening Equal variances assumed 5.226 34 0.000 

Equal variances not assumed 5.226 34.000 0.000 
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18  
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In the present study, the central question posed was whether students would improve their listening 
comprehension if they were instructed and aware of the role of DMs in listening contents or aural inputs. 
In order to investigate the research hypothesis ‘Practicing DMs has no effect on Iranian intermediate EFL 
learners’ listening comprehension ability’, the differences between mean scores of pre-test and post-test of 
the control and the experimental group were calculated through one-way ANCOVA. As was shown in 
Table 4., t Observed is larger than t Critical (t Observed = 5.226> t Critical =2.042). According to Table 3, F (ANCOVA 
coefficient) is larger than 1 (F=12.464, F>1), and this result confirms an increase in the post-test scores 
compared with the pre-test scores, indicating the impact of independent variable, DMs. As it was 
discussed in previous part, the level of significance for two-tailed test of the present study is lower than 
the standard level of significance for two-tailed test (Sig.=0.003, Sig.<0.005), and it proves the correctness 
of the result.  
 
Generally, the results of data analysis for the present study demonstrated that there was a significant 
difference between the participants’ performance on the listening comprehension tests. It was found that 
DMs or cohesive ties affected SL/FL learners’ listening comprehension and had a positive effect on the 
learners’ listening comprehension ability. As a result, the null hypothesis, practicing DMs does not have 
any significant effect on intermediate Iranian EFL learners’ listening comprehension ability, has been 
rejected. 
 
4. 3. Discussion 
Listening comprehension ability is one of the goals of language learning, and leaning will not be achieved 
when received input is not comprehended. So, the primary goal of listening instruction is to help learners 
develop the skills and strategies, which are needed to construct meaning from the aural input. Rather 
than just mastering isolated skills, students must be able to orchestrate or integrate various strategies 
before, during, and after listening. Furthermore, learners must develop their knowledge, linguistic or 
pragmatic, in order to comprehend different aural input. Therefore, comprehension instruction must 
teach students how to interact with the listening text in order to make construct meaning.  
 
The result of the post-test showed a significant difference in the participants’ listening comprehension 
scores. Findings of the study proved that practicing DMs has a significant impact on improving learners’ 
listening comprehension, and it can make a significant difference in the final listening comprehension of 
the intermediate EFL learners. In other words, the findings of this study provided satisfactory reasons for 
the assumption on DMs, and it can be assumed that these cohesive devices can have a facilitating effect 
on the listening and listening comprehension. 
According to Sadeghi and Heidaryan (2012), instruction of metadiscourse markers in Iranian EFL courses 
is quite successful for improving learners’ listening ability. Similarly, in the present study, the results 
proves that instruction of DMs in Iranian EFL courses is successful in improving learners’ listening 
ability. Being aware of DMs and the role they play assist the listeners to comprehend the listening content 
easier. The findings of the present study also seemed to correspond to those of Zhang’s (2012). He found 
that discourse-marker-based listening instruction can improve students’ listening comprehension of non-
English majors, and that liberal arts students benefit more from discourse marker-based listening 
instruction. Also in a dissertation by Smit (2006), opposed to the general hypothesis, “an intervention 
program on the role of DMs will significantly improve students’ listening comprehension” (p.17), 
students comprehended a lecture better when they were aware of DMs, and the role they play in 
structuring listening text. It appeared that the students had become aware of the content of the aural 
input and made successful use of this knowledge to facilitate recall of content information. 
 
To bring the discussion to an end, it should be repeated that based on the findings and comparing the 
pre-test and post-test scores in both the experimental and the control groups, ‘practicing DMs’ or DMs 
instruction helps the learners to be more successful in listening skills, and to be influential and beneficial 
to help the teacher and the learners to overcome various listening skills’ difficulties.  
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5. CONCLUSION 
The purpose of the present study was to examine the effect of DMs instruction on the improvement of 
EFL learner’s listening comprehension ability. A brief review of the results of the current quantitative 
study into the effect of practicing DMs on male intermediate Iranian EFL learners’ listening 
comprehension ability was presented. Data revealed students’ receiving eight sessions of DMs instruction 
scored starkly higher than those who did not, over their listening tests. It was proved that training and 
practicing DMs to the students of the experimental group was more successful than using the usual 
techniques of listening comprehension in the control group. Practicing DMs proved to be effective in 
making students’ progress in listening comprehension ability, and it had a significant effect on the mean 
sores of the students’ listening skill. In other words, the mean scores of the students’ listening skill 
showed significant variation between the experimental and the control groups. Surveying on the facts 
indicated by the tables lead to conclude that DMs instruction affects learners’ listening skill. 
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ABSTRACT 
MANY RESEARCHERS HAVE DEMONSTRATED THE INFLUENCE OF AFFECTIVE VARIABLES ON 
ACHIEVEMENTS AND OTHER BEHAVIORAL MEASURES. A RECENT ADDITION TO THE 
AFFECTIVE VARIABLES COMING FROM THE FIELD OF SPEECH COMMUNICATION IS 
“WILLINGNESS TO COMMUNICATE” (WTC). THE AIM OF THIS STUDY WAS TO INVESTIGATE 
THE RELATIONSHIP BETWEEN IRANIAN EFL LEARNERS’ WILLINGNESS TO COMMUNICATE 
AND THEIR WRITING PROFICIENCY. FOR THE PURPOSE OF THIS STUDY, THE TARGET 
POPULATION OF STUDY WERE 100 IRANIAN EFL LEARNERS MAJORING IN ENGLISH TEACHING 
AT BA LEVEL. THEY WERE AT INTERMEDIATE LEVEL AND INCLUDED BOTH MALE AND 
FEMALE LEARNERS. THE AGE OF THE PARTICIPANTS RANGED FROM ALMOST 18 TO 30. IN 
ORDER TO HOMOGENIZE THE SAMPLES, THE STUDENTS WENT THROUGH A PLACEMENT 
MICHIGAN TEST OF ENGLISH LANGUAGE. ALL PARTICIPANTS WERE ASKED TO FILL OUT A 20-
ITEM QUESTIONNAIRE AND EXPRESSED THEIR WILLINGNESS TOWARD COMMUNICATING 
AND ALSO A WRITING TEST THAT WAS TAKEN FROM A PET TEST. AFTER COLLECTING THE 
DATA FROM ALL THE PARTICIPANTS, THE DATA WERE ANALYZED. THE RESULTS SHOWED 
THAT WILLINGNESS TO COMMUNICATE (WTC) HAS A SIGNIFICANT EFFECT ON WRITING 
PROFICIENCY OF IRANIAN EFL LEARNERS. REGARDING THE SECOND RESEARCH QUESTION 
OF THIS STUDY, FEMALES SHOWED HIGHER LEVEL OF WILLINGNESS TO COMMUNICATE 
THAN THE MALES.  
 

KEY TERMS: EFL LEARNERS, WRITING, WILLINGNESS TO COMMUNICATE (WTC) 
 
Introduction 
English is defined as an international language, used by more than one and a half billion people as a first, 
second, or foreign language for communication purposes (Strevens, 1992). The ultimate goal of language 
learning is currently defined as “authentic communication between persons of different languages and 
cultural backgrounds” (McIntyre, Clement, Dornyei, & Noels, 2002, p.94). The concept of learner’s 
characteristics should therefore have a place in our language teaching theory and both cognitive and 
affective factors should be included. An analysis of affective and personality characteristics indicate how 
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the individual is likely to respond to emotional, motivational, and interpersonal demands of language 
learning (Stern, 1983). 
 
 Literature Review  
 Willingness to Communicate 
 Many researchers have demonstrated the influence of affective variables on achievements and other 
behavioral measures (Ellis, 1989). A recent addition to the affective variables coming from the field of 
speech communication is “Willingness to Communicate” (WTC) (MacCroskey 1992, p.146). WTC model 
has been developed by MacIntyre, Clement, Dornyei & Noels (2002). As they explain, individuals display 
consistent tendencies in their predisposition toward or away from communicating, given the choice. In 
first language, WTC is a fairly stable personality trait, developed over the years and resulting in a “global, 
personality-based orientation toward talking” (p.196). However, the situation is more complex with 
regard to L2 use, because here the level of one’s L2 proficiency, and particularly that of the individual’s 
L2 communicative competence, is an additional powerful modifying variable. 
       According to WTC model, both trait and situational factors affect one’s willingness to communicate 
in a second language. Trait influences are identified as the personality of the language learner, the social 
context in which she or he lives, intergroup attitudes between native speaker and second language 
groups, general self-confidence of the learner, her motivation to learn English and Emotional Intelligence 
of learner. Situational influences are identified as one’s desire to communicate with a specific person, and 
the self-confidence that one feels in a specific situation. In other words, WTC integrates psychological, 
linguistic, and communicative variables to describe, explain, and predict second language 
communication. 
         Since writing in English has a great role in communication, it is important to acquire how to 
communicate effectively. The use of the target language is one of the main purposes of second language 
learning and it is an indicator of success in learning the second language. Seliger (1977) has shown that it 
plays a significant role in learning L2. Willingness to communicate (WTC) was originally introduced with 
reference to L1 communication but it was extended to L2 communication as well (MacIntyre, 
Clement,Dornyei, & Noels, 2002). The role of the learners’ willingness to communicate seems to have 
been ignored.  
The chance of students to take part actively in the classroom communication may be different by quantity 
and quality of the verbal behavior of the teacher. As Lei (2009) states, there is no agreement on what 
“good teacher talk” is. For offering the students with more chances to talk, some scholars think that the 
amount of time allotted to student talk has to be increased and the amount of time for teacher talk has to 
be decreased (Harmer, 2000; Zhou & Zhou, 2004). Lei (2009, p. 75) asserted that “good teacher talk” is 
more a matter of quality than quantity and it should be assessed by how effectively it can make learning 
possible and improve communicative interaction in the classroom. 
         According to McGraw (2005), the most general classroom communication pattern begins with 
teachers’ questions or directions which elicit answers on which the teachers provide evaluation. This 
exchange is called “IRF”. ‘I’ signifies an initiating move which is a question asked by the teacher; ‘R’ 
signifies the response, a short and simple response from student(s) and ‘F’ signifies follow-up or feedback 
from the teacher which has an evaluative nature, comprising either an explicit form of acceptance or 
rejection of the student’s response or an implicit one. This pattern is claimed to happen in all classrooms 
(Nassaji & Wells, 2000), at all school ages (Fisher & Larkin, 2008) and typically in low-ability classes 
(Nystrand & Gamoran, 1997). Cullen (2002, p.181), stated that “Teachers instinctively adopt an IRF mode 
of instruction because it is perceived, perhaps unconsciously, to be a powerful pedagogical device for 
transmitting and constructing knowledge.” 
 
 Nature and Characteristics of Writing 
Writing is defined as the productive skill in the written mode (Heaton, 1988). It seems that most of us 
have some difficulty in getting our thoughts down on paper since writing is a complex task; also the 
difficulty increases if English is not the first language of the writer (Widdowson, 1983). Mastery of 
writing skill is the same as having power that let you have control “not only of information but of 
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people” (Tribble, 1996, p.13). So, writing is a sophisticated cognitive task; it is an activity that requires 
“thought, discipline, and concentration.” (White, 1987, p.266).Writing is not just a simple “direct 
production of what the brain knows or can do at a particular moment” (Smith, 1989, p.33). 
      Tribble (1996) believes that writers need various types of knowledge to create effective text. Content 
knowledge that is the knowledge of ideas and topics of the subject area, context knowledge, the 
knowledge of the context and audience to whom the text is addressed, language system knowledge, the 
knowledge of the macro and micro elements to accomplish the text, and writing process knowledge 

which is the knowledge of how to prepare and produce the text. The macro elements include knowledge 
about genres. According to Weigle (2002), genre is “the expected form and communicative function of the 
written product; for example, a letter, an essay, a laboratory report” (p.63). The micro elements include 
knowledge of grammar, lexis, and mechanism. Moreover, the knowledge of writing process assumes 
different processes such as planning, organizing, text production, reviewing, reading, editing and so on 
that writers go through while writing. 
       Academic writing is not about knowledge of grammar, vocabulary, and mechanism (Weigle 2002, 
Tribble 1996, Hyland 2003). Knapp and Watkins (as cited in Hyland, 2003) argue that “grammar is a name 
for the source available to user of a language system for producing text” (p.8). According to their claim, 
grammar is only one resource in the activity of producing a text. But we can see that experienced writers 
improve all their language knowledge in producing a well formed text, and grammar is only one source 
to raise this conscious manipulation; particularly in the drafting and revision stage, where the writer 
mind focuses only to correct errors to get the content right. 
      According to Tribble (1996), it can then be said that although writing as a major skill in teaching and 
learning any language is easy, at the same time it is not an easy thing to do. Particularly at the present 
time when students don’t have long attention spans and are more and more “digital” and visual learners. 
However, it is a necessary skill that presents any student a world of possibilities. Writing allows 
controlled, deliberate and powerful communication. So we have to get learners’ writing better and better. 
 
 Significance of the Study 

Two important elements make the present study significant. Firstly, the research in the area of 
Willingness to Communicate (WTC) is currently limited and more research is needed to identify the 
problematic areas regarding to it. Secondly, there is no evidence that any study has ever been conducted 
that if there is any relationship between WTC and writing proficiency in both genders. In fact, EFL 
learners in Iran, have difficulties in writing. By noting the extent of these problems and the limitations of 
research in this field, the author of this paper has conducted the present research. It is hoped that the 
findings of this research present to the EFL learners and teachers. Furthermore, by teachers being aware 
of the likely problems to be incurred by the students’ lack of familiarity with certain writing points, EFL 
teachers can accommodate these problems by allowing more time to focus on points that are likely to 
cause problems. The purpose of this study is twofold: the first purpose was to examine if willingness to 
communicate significantly have any relationship on writing proficiency of the EFL learners in a foreign 
language. The second purpose was to examine whether there is any difference between males and 
females and their willingness to communicate in a foreign language. As a result, the following research 
hypotheses were formulated: 
 
Ho1: There is no relationship between Iranian EFL learners’ Willingness to Communicate (WTC) and 
their writing proficiency. 
Ho2: There is not any significant difference between males and females and their willingness to 
communicate. 
 
Methodology 
Participants 
The participants of this study were 100 students majoring in English Teaching at Islamic Azad University 
of Mashhad at BA level. They already had taken and passed several technical courses in English 
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Language Teaching. The participants ranged from almost 18 to 30 years old. In order to homogenize the 
samples, the students went through a placement Michigan Test of English Language.  
Instrumentation 

Measuring L2 willingness to communicate (WTC) in the classroom through a self-report questionnaire 
which consists of 20-item borrowed from McCrosky (1992) built up the basis for statistical analysis. The 
writing samples were required to answer to a writing test which is taken from a PET test. PET test is 
developed by Cambridge TESOL Examination. Moreover, In order to homogenize the sample, a Michigan 
Test was administered to a group of students. The Michigan Test consisted of several tests that are useful 
for evaluating the English language proficiency of students whose first language is not English.  
 
Procedure 

In order to homogenize the sample, a Michigan Test was administered to 120 students. After finishing the 
Michigan Test, 100 participants consisted of 46 males and 54 females were selected. Then the participants 
were asked to fill out a 20-item questionnaire and expressed their willingness toward communicating and 
also a writing test that was taken from a PET test. The participants were given the following instructions 
before filling out the questionnaires: 
1. Please don’t leave any item blank, even if the item seems to be repeated. 
2. There is no right or wrong answer, the items just ask about your personal view. Therefore, just mention 
what you truly believe. 
3. Choose one option only. 
 
Design of the Study 

This study was adhered to be a correlational study. The researcher tried to figure out the correlation of 
the variables to each other. SPSS software (version 20) was utilized in order to answer the research 
questions of this study. 
 Data Analysis 
The quantitative data that came from the questionnaire were analyzed by using the statistical package for 
social sciences (SPSS) version 20. The maximum and minimum scores, mean, and standard deviation for 
each variable were computed. Both descriptive and correlational statistics were run for the purpose of 
this study. 
 
Results 
Regarding the first hypothesis of this study that there is significant correlation between the WTC and 
writing scores of the learners, the following analyses were run. 
Table 1. Correlations between WTC and writing 

 WTC Writing 

WTC 

Pearson Correlation 1 .87** 

Sig. (2-tailed) 
 

.000 

N 100 100 

Writing 

Pearson Correlation .87** 1 

Sig. (2-tailed) .000 
 

N 100 100 

**. Correlation is significant at the 0.01 level (2-tailed). 
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    According Table 1, the correlation equals 0.87 and the obtained level of the significance is found to be 
0.00 that is less than 0.05. As a result, the null hypothesis is rejected. This means that there is a significant 
correlation between WTC and writing scores of the learners. With an increase in WTC, the writing scores 
will be elevated. 
Table 2. Independent Samples t- test for WTC 

 Levene’s 
Test for 
Equality of 
Variances 

t-test for Equality of Means 

F Sig. T Df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

95% Confidence 
Interval of the 
Difference 

Lower Upper 

WTC 

Equal 
variances 
assumed 

.007 .93 -3.47 98 .001 -4.39 1.26 -6.90 -1.88 

Equal 
variances 
not 
assumed 

  

-3.46 95.251 .001 -4.39 1.26 -6.91 -1.88 

 
       According to Table 2, the mean of WTC in male and female learners is presented. At first, equal 
variance assumption was tested and it was found to be 0.001 and as the obtained level of significance 
equaled 0.93 which is greater than 0.05, the variance between the two groups is guaranteed. As a result, 
the obtained p value equaled – 3.46 and the obtained level of significance was 0.001 which is less than 
0.05. So, the research hypothesis is accepted, that is there is a level of significance between WTC of the 
male and female learners. The mean of WTC in females was greater than male learners. 
   
 Conclusion 

The results of the previous studies were congruent with that teachers need to find ways to lower the 
debilitative effects of anxiety and to foster WTC especially with adult learners. These may be done 
through enhancing writing proficiency of the learners (Burgoon, 1976). 
        In another study by Yashima (2004) has probed the motivational structure in the Japanese English 
education focusing on WTC; that is in line with the preset study. However, the reconceptualized model 
has not been employed in either study. Based on Yashima’s research findings, more should be done on 
WTC in English in the Japanese context in order to explore ways to enhance the Japanese WTC in English 
through increasing the SPCC and decreasing the AC, taking into account cultural behavior as posited by 
Wen et al. (2003). Baker and MacIntyre (2000) investigated the relationships of gender and immersion to 
L2 communication. The study was conducted with Canadian high school students. In this study, male 
and female immersion and non-immersion students were compared with regard to WTC, attitudes 
toward learning French, orientation for learning, communication anxiety, perceived communicative 
competence, and self-reported frequency of communication in English and French. The findings revealed 
that immersion students were more willing to communicate, had lower French anxiety, had greater 
competence, and communicated more frequently in French. 
          It is not clear whether there is a significance difference between males and females with respect to 
their overall unwillingness to communicate in a foreign language. Thus, the role of gender on willingness 
to communicate in a foreign language needs further scrutiny. 
           By doing this research, this study attempted to investigate the relationship of willingness to 
communicate on EFL learners’ writing proficiency, it is hoped that some contribution is made to the 
development of language learning and teaching. Employing an ex post facto design and the statistical 
techniques of Pearson Correlation, the researcher set on the task of investigating the research questions. 
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On the whole, it should be stressed once more that willingness to communicate and writing are two 
important variables in language learning often interacting with one another. They are also affected by 
some other learner factors, making the picture more complicated. This study was an attempt to shed 
some light on the nature of the relationship of these two constructs. 
The findings of this study can be useful if we want to help teachers develop and improve their 
willingness to communicate. The present study can, therefore, help researchers and teacher educators 
recognize the relationship in their classes. Consideration of individual differences is a must for any 
language teachers. In any classroom, there are some students who show patterns of willingness to 
communicate. This can also be considered from the other way around which means that if some learners 
are eager to be more autonomous, they can hope to improve their writing proficiency as well. 
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ABSTRACT 

THIS STUDY AIMED TO COMPARE THE EFFECTS OF DIGITAL GAMES WITH THOSE OF 
TEACHER-FRONTED INSTRUCTION ON THE RETENTION OF L2 VOCABULARY AMONG 
PRIMARY SCHOOL STUDENTS. TO THIS END, 90 MALE PARTICIPANTS RANGING IN AGE FROM 
12 TO 13 YEARS OLD, WHO WERE STUDYING AT PISHGAMAN PRIMARY SCHOOL, WERE 
RANDOMLY SELECTED FROM A POPULATION OF 120 STUDENTS WHO WERE STUDYING EFL AT 
THE AFOREMENTIONED PRIVATE INSTITUTE. THE PARTICIPANTS WERE THEN RANDOMLY 
ASSIGNED TO PILOT, EXPERIMENTAL, AND CONTROL GROUPS. EACH GROUP CONSISTED OF 
30 PARTICIPANTS. NEXT, A TEST OF L2 VOCABULARY CONSISTING OF 100 ITEMS WAS 
ADMINISTERED TO THE PILOT GROUP TO BE STANDARDIZED. AFTERWARDS, A COPY OF THE 
STANDARDIZED TEST OF L2 VOCABULARY NOW CONTAINING 75 ITEMS WAS ADMINISTERED 
TO THE PARTICIPANTS OF THE EXPERIMENTAL AND CONTROL GROUPS, SO THAT THEY 
COULD DEMONSTRATE THEIR KNOWLEDGE OF THE TARGET VOCABULARY ITEMS AT THE 
BEGINNING OF THE STUDY. HAVING TAKEN THE PRETEST, THE EXPERIMENTAL GROUP 
RECEIVED TREATMENT ON THE TARGET VOCABULARY ITEMS THROUGH DIGITAL GAMES, 
WHILE THE CONTROL GROUP RECEIVED TREATMENT ON THE SAME ITEMS THROUGH 
TEACHER-FRONTED INSTRUCTION. THE RESULTS OF THE STUDY REVEALED THAT THE 
EXPERIMENTAL GROUP WHO RECEIVED TREATMENT ON THE TARGET VOCABULARY ITEMS 
THROUGH DIGITAL GAMES OUTPERFORMED THE CONTROL GROUP. THE IMPLICATION WAS 
THAT DIGITAL GAMES CAN PROMISINGLY IMPROVE THE PARTICIPANTS’ VOCABULARY 
RETENTION. 
 

KEY WORDS: COMPUTER ASSISTED LANGUAGE LEARNING, MOTIVATION, RETENTION, 
VOCABULARY LEARNING, DIGITAL GAME BASED INSTRUCTION. 
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1. Introduction 
Donmus (2010) believed that "The value of educational games has been increasing in language education, 
since they help to make language education entertaining "(p. 1497). Educational games are activities that 
provide students with the opportunity to reinforce the previous knowledge. Games are used to help 
students to learn how they can use auditory and visual memory together. And to develop their problem 
solving skills by using their desire and enthusiasm to play (Donmus, 2010).Furthermore, matching the 
items in some digital games can ensure the students' retention of L2 vocabulary. In recent years we can 
see the effective role of digital games and Internet and Technology on people's lives and learning. 
Nowadays the use of digital media has changed people's lives and also the way they think and study. 
Students have also access to a variety of digital electronic devices at home and school. Students spend 
most of their time in playing with computer games. Students in America watch television and use 
Internet and play video games every day (Prensky, 2001). 
Learning vocabulary through games has garnered a lot of attention. The learners who learned with the 
use of games, gain positive attitudes and can be more motivated while learning"(Al Neyadi, 2007). Games 
improve students’ communicative skills and they have a chance to use the target language (Sorayaie-
Azar, 2012). 
Vocabulary games bring real world context into the classroom, and enhance students' use of English in a 
flexible, communicative way. The role of games in teaching and learning vocabulary cannot be denied. 
(Derakhshan & DavoodiKhatir, 2015).  
One of the problems that can be stated in the area of language learning in a traditional way is that the 
data taught by a certain teacher in the classroom is not perpetual in learners' memory. In other words, the 
contacts that have been exposed to learners directly will be easily forgotten after a while (Roohi, 2009, p. 
6). 
According to Juul (2003) a game is a rule-based formal system with a variable and quantifiable outcome, 
where different outcomes are assigned different values, the player exerts effort in order to influence the 
outcome; the player feels attached to the outcome, and the consequences of the activity are optional and 
negotiable. The game definition he proposes contains six parameters:  
1. Rules: games are rule-based. 
2. Outcome: games have variable, quantifiable outcomes.  
3. Value: that the different potential outcomes of the game are assigned different values, some being 
positive, some being negative.  
4. Effort: that the player invests effort in order to influence the outcome.  
5. Player’s attachment: that the players are attached to the outcomes of the game in the sense that a player 
will be the winner and happy if a positive outcome happens, and loser and unhappy if a negative 
outcome happens 
6. Negotiable consequences: the same game can be played with or without real-life consequences (Ang & 
Zaphiris, 2008).  
Educational games are software that helps students to learn the lesson subjects and to develop their 
problem solving skills by using their desire and enthusiasm to play (Donmus, 2010). Some Digital Games 
can be useful in language classes. The uses of Computer Assisted Instruction (CAI) and multimedia in 
education have significantly changed our children’s learning and cognitive process. Several studies have 
found that computer use enhances children’s fine motor skills, alphabet recognition, concept learning, 
numerical recognition, counting skills and pre-mathematical knowledge, cognitive development, and 
self-esteem or self-concept (Agudo, 2007).  
Alemi (2010) investigated the role of using word games in expanding the learner’s vocabulary. Using 
Digital Games in schools may motivate learners to learn English vocabulary and help vocabulary 
retention. They also help meaningful learning and cause creativity and it is funny for learners. Learners 
will enjoy learning with playing Digital Games. 
This investigation revealed that digital games have statistically significant effect on Iranian EFL pre-
intermediate learners’ retention of English vocabulary. 
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2. Literature Review 

Researchers believe that all fields of study such as philosophy, psychology, history, and education define 
game in different ways, but all have an idea that there is a relationship between games and cognitive 
development (Mongillo, 2006). Vygotsky (1978) talks about game as a human social activity which is the 
basic source for advancement.  
Game-use instruction in L2 learners' vocabulary learning makes a potential and powerful learning 
environment according to the attributes identified by Smeets (2005).   
 Furthermore, as the concept of audience is extremely important when making games, peer collaboration 
is a necessary component. The purpose of making a game is to create an artefact which somebody else 
will enjoy, and so inviting others to play the games a natural part of the process (Howells & Robertson, 
2008). Irgin and Turgut (2009), in their study concerning learning English via computer games, found that 
video games are effective toward learning sub-skills, especially vocabulary and pronunciation.  
According to Girgin (2011) and Kabilan (2010), the results with regard to the use of games as a technique 
for language learning have been mostly positive, which indicated how edutainment is more powerful for 
young learners than education. 
The Cognitive Theory of Multimedia Learning (CTML) centers on the idea that learners attempt to build 
meaningful connections between words and pictures and that they learn more deeply than they could 
have with words or pictures alone (Mayer, 2009). According to Mayer and Moreno (1998) and Mayer 
(2003), CTML is based on three assumptions: the dual-channel assumption, the limited capacity 
assumption, and the active processing assumption. The dual-channel assumption is that working 
memory has auditory and visual channels based on Baddeley’s (1986) theory of working memory and 
Paivio’s (1986; Clark & Paivio, 1991) dual coding theory. 
For instance, researchers have suggested that the affordances of some types of digital games, especially 
Massively Multiplayer Online Role-Playing Games (MMORPGs), maybe particularly beneficial for L2 
learning (Kuppens, 2010; Peterson, 2012). There is also recent research providing at least partial empirical 
evidence for such a claim, in particular when time spent playing MMORPGS is compared with time spent 
playing single-player games (Sundqvist, 2013). Also as regards the specifics of gaming L2 learning, game-
based research has revealed significant gender-related differences that merit more attention from CALL 
researchers. For instance, boys tend to play more frequently and for longer stretches of time than girls do 
and, further, boys and girls tend to have different game preferences (Lucas & Sherry, 2004).  
Within the framework of Dual Coding Theory, Shen (2010) compared two methods: verbal encoding and 
verbal encoding plus imagery encoding. Analysis of the results revealed that, compared with the verbal 
encoding method, the verbal plus imagery encoding method does not demonstrate a greater effect in 
retention of the sound, shape, and meaning of concrete words, but statistically significant differences are 
present in retention of the shape and meaning of abstract words. Her findings hence support dual coding 
theory and confirm the importance of visual learning in Chinese vocabulary acquisition. Hummel (2010) 
explored whether translation activities can impede or help short-term vocabulary retention. Although the 
researcher found significant effect of translation on short-term vocabulary retention for the three 
conditions, more important advantage was obtained regarding the “rote-copying condition” than the two 
translation conditions.  
With the tools of technology finding their way to language classrooms, it is now possible to exploit the 
potential of multimedia glossing that allows for greater comparability of different gloss types (Babaie  & 
Razmjo, 2015). 
 
3. Method 

3.1. Participants 
The participants in this study were 120 male primary school students who enrolled in Pishgaman 
Primary School in level six, in Golsar, Rasht, Iran. At first to ensure the homogeneity of the participants, a 
sample of OST (Oxford Solution Test) was administered. ). A total of 101 learners were identified as 
qualified candidates based on the scores they obtained on the proficiency test. The criterion score was 44 
and the learners were selected with the help of a digital randomizer called random selection by supercool 
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random number generator for the study. TAP was used for the learners and it showed they were at the 
pre-intermediate level. 
We again used supercool random number generator and we selected three groups with 30 learners with 
random assignment. The pilot group, the experimental and the control groups. Thirty of the learners were 
randomly administered to the pilot group, 30 of the leaners were randomly assigned to be in the 
experimental group and received an 8- session treatment in which the participants were taught 15 
vocabulary items with digital games whereas the other group with thirty learners (the control group) 
received normal teaching of vocabulary with some pictures and cards. Both groups answered 75 standard 
multiple-choice items on both the pretest and the posttest. The participants range in age from 12 to 13. All 
of the participants were non-native speakers and were at the pre-intermediate level of language 
proficiency. Gender was not considered as a variable to be controlled in this study. 
3.2. Materials 
Materials used under the present study consisted of high-frequency L2 vocabulary items that were 
presented to the participants through a software package developed by Cambridge ESOL. The materials 
were graded for elementary and pre-intermediate-level EFL students.  
Instruments of this study consisted of Oxford Solution Test (OST), Pretest Multiple-Choice Test of L2 
Vocabulary. 
3.3. Procedures 
The game in experimental group was from "Cambridge University Press". The pedagogical domain in the 
game consisted of eight different parts with 60 different subjects and they were so interesting for primary 
school students age 12-13. 
Thirty homogenous learners in pilot group were asked to choose unknown vocabularies from a list of 100 
words presented to them before the start of the treatment in order to ensure that the participants in the 
experimental group were not familiar with the target vocabularies. Based on their responses, the number 
of vocabulary items in the initial draft of the test was reduced to 75 items. These vocabulary items were 
items with which the participants in the pilot groups were the least familiar. The learners received given 
training to help them fully understand the definition of words by utilizing pictures and cards which 
would show the meanings. Moreover, their teacher asked them to look at the pictures and make some 
sentences and use them in conversations. 
 
4. Results 
 
Table 1. Results of the Independent-Samples T-test reported for the Pretest statistics 

 Levene's 
Test for 
Equality of 
Variances 

t-test for Equality of Means 

F Sig. t df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

95% Confidence 
Interval of the 
Difference 

Lower Upper 

p
re

te
st

 

Equal 
variances 
assumed 

.179 .674 .399 58 .691 .2666 .66753 -1.069 1.6028 

Equal 
variances 
not 
assumed 

  .399 57.80 .691 .2666 .66753 -1.069 1.6029 

The sig. value for the Levene’s test and t-test exceeded 5% level of significance and the confidence 
intervals contained zero; the assumption of the homogeneity of variances was justified. 
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Table 2.Results of the Independent-Samples T-test reported for the Posttest statistics 

 Levene's Test 
for Equality 
of Variances 

t-test for Equality of Means 

F Sig. t df. Sig. (2-
tailed) 

Mean 
Differen
ce 

Std. Error 
Differenc
e 

95% Confidence 
Interval of the 
Difference 

Lower Upper 

P
o

st
te

st
 

Equal 
variances 
assumed 

2.234 .140 14.8 58 .000 6.166 .4144 5.337 6.995 

Equal 
variances 
not 
assumed 

  14.8 52.25 .000 6.166 .4144 5.335 6.997 

The sig. value for both Levene and t-test was smaller than the preset alpha level; the groups belonged to 
different populations. 
 
 
Table 3. Paired-samples results for the control group 

                                                Paired Differences 
                                                                           95% Confidence  
                                                                                           Interval of the  
                                                                                              Difference                                                              
                   Mean    Std. Deviation   Std.Error Mean        Lower  Upper        t       df.    sig.(2-tailed)                                                                                                       
Con-Post      34.93         3.09                  .56514                  33.77  36.08      61.8    29       .000 
Con-Pre                                                                                                                  
 
This table presents the results for the paired t-test for two sets of the learners’ scores in the control group 
across the pre-and posttests. 
   
Table 4. Paired-samples results for the experimental group 
                                                Paired Differences 
                                                                           95% Confidence  
                                                                                           Interval of the  
                                                                                              Difference                                                              
                   Mean    Std. Deviation   Std.Error Mean        Lower Upper        t       df.    sig.(2-tailed)                                                                                                       
Exp-Post      40.8          2.67                   .48915                  39.83    41.83    83.5   29      .000 
Exp-Pre                                                                                                                  
 
 
 
The sig value reported for the paired-samples t-test was smaller than 0.05 alpha value; the participants’ 
performance level shows great improvement over the course of the study. 
 
5. Discussions 
In this study, the researcher found some points on using Multimedia Learning. In this way learners also 
use their hands for using computers' keyword and games. Hence, the researcher considered one 
additional part to multimedia cognitive theory of multimedia learning. According to the Cognitive 
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Theory of Multimedia Learning and Paivio's Dual Coding Theory and DGBL, the integration of three 
theories can contribute the availability of information in multiple modalities both learning and retention 
of the L2 vocabulary items. 
Dual-coding theory, a theory of cognition, was first advanced by Paivio (1986). The theory postulates that 
both visual and verbal information are processed differently and along distinct channels with the human 
mind creating separate representations for information processed in each channel. Both visual and verbal 
codes for representing information are used to organize incoming information into knowledge that can be 
acted upon, stored, and retrieved for subsequent use. 
 
MULTIMEDIA           SENSORY                                                                                     LONG-TERM   
RESENTATION         MEMORY                        WORKING MEMORY                                     MEMORY                                                                                                           

Figure 1. The linkage between CTML, DCT and DGBL 
 
Mayer (2005) states that sensory memory has a visual sensory memory that briefly holds pictures and 
printed text as visual images; and auditory memory that briefly holds spoken words and sounds as 
auditory images. 
 
 
  MULTIMEDIA          SENSORY                                                                                    LONG-TERM   
  RESENTATION         MEMORY                        WORKING MEMORY                                     MEMORY                                                                                                           
                                                                                                                                                                                        
                                               
                                                                                                          
 
 
  
 
 
 
 
Figure 2. Cognitive theory of multimedia learning 

 
6. Conclusion 

The findings of the study revealed that vocabulary learning using the digital games is significantly 
effective for better vocabulary retention and choosing the correct vocabularies in the posttest. The 
findings of the study also indicated that the trained learners in the experimental group could understand 
and remember the vocabularies in the posttest better than the control group. This meant that using digital 
games as an enjoyable way was an effective way for improving the vocabulary retention, making the 
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vocabulary learning enjoyable and exciting for students and thus motivating them to learn better. 
Therefore, the null hypothesis which was proposed at the beginning of the study was rejected. 
 
It should be mentioned that utilizing technological ways is so good for educational system and it may 
depend on amount of time we need for it in each session and also how many items we can use as a 
teacher for teaching new vocabularies in one session, how many sessions is enough. How we can use 
repetition after or before or within using the game to be interesting not confusing. How we can introduce 
the games more interesting and exciting to students. How we can also use suitable games or programs for 
men and women, for fathers and mothers. It should be interesting for each person in each age. Maybe 
men are interested in politics or they can choose the topics that they are related to their job. May be the 
time between sessions are so long, so it cannot be so effective. Students will miss their motivation in this 
way, because these external factors are so important. These factors such as time and suitable topics will 
effect on treatment very much. If we use suitable game or technological programs for each level or age, 
the result will change in the best and it can be positive on the basis of this and other research. 
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ABSTRACT 

THE STUDY WAS INTENDED TO EXAMINE EFFECTS OF MOBILE LEARNING ON ACQUISITION 
AND RETENTION OF VOCABULARY AMONG PERSIANS-SPEAKING EFL LEARNERS. THEREFORE, 
A GROUP OF 80 EFL LEARNERS PARTICIPATED IN A PRE-, POST-, AND DELAYED POSTTESTS 
AFTER TAKING THE PLACEMENT TEST. PARTICIPANTS WERE DIVIDED INTO AN 
EXPERIMENTAL GROUP WHO WERE SUPPOSED TO EQUIP THEIR MOBILE PHONES OR TABLET 
PCS WITH A SOCIAL NETWORKING APPLICATION, I.E. LINE AND FORM AN ONLINE GROUP TO 
PARTICIPATE IN VIRTUAL INSTRUCTIONAL SESSIONS. PARTICIPANTS OF THE CONTROL 
GROUP, HOWEVER, UNDERWENT THE TRADITIONAL CLASSROOM LEARNING DURING 
WHICH TARGET WORDS WERE PRESENTED THROUGH ROUTINE CLASSROOM ACTIVITIES. 
AFTERWARDS, A POSTTEST WAS CONDUCTED. RESULTS OF THE INDEPENDENT-SAMPLES T-
TEST INDICATED PARTICIPANTS OF THE EXPERIMENTAL GROUP OUTPERFORMED THOSE OF 
THE CONTROL GROUP. FURTHERMORE, RESULTS OF THE INDEPENDENT-SAMPLES T-TEST 
AND REPEATED MEASURES ANALYSIS REVEALED PARTICIPANTS OF THE EXPERIMENTAL 
REMEMBERED THE EFFECTS OF THE TREATMENT AND THAT BOTH TIME AND GROUP 
AFFECTED THEIR PERFORMANCE. IT SHOULD BE NOTED THAT RESULTS OF THE PAIRED T-
TESTS ALSO REVEALED THAT PARTICIPANTS OF THE CONTROL GROUP BENEFITTED FROM 
THEIR OWN TREATMENT, BUT NOT AS SIGNIFICANTLY AS THOSE OF THE EXPERIMENTAL 
GROUP. RESULTS HAVE IMPORTANT IMPLICATIONS FOR BOTH PEDAGOGY AND THEORY, 
ESPECIALLY SOCIO-CULTURAL THEORIES OF SECOND LANGUAGE DEVELOPMENT. 
 
KEYWORDS: MOBILE LEARNING, CALL, EFL VOCABULARY, SOCIAL NETWORKING 
    
1. Introduction 
The application of mobile phones in language learning, technically called Mobile-Assisted Language 
Learning (MALL), has attracted language learners and teachers, despite controversy over the issue (e.g., 
Zhang, Song, & Burston, 2011). Since the first MALL paper (Callan, 1994), numerous studies have been 
conducted on different issues and topic in EFL/ESL contexts (e.g., Belanger, 2005 for listening and 
speaking; Hsu, 2013 for learners’ perception of mobile phones; Kukulska-Hulme & Shield, 2006 for 
communicative activities; McCarty, 2005 to support learners’ English studies; Stanley, 2006 for classroom-
based learning; Zhang, et al., 2011, for vocabulary; O'Bryan, & Hegellieimer, 2007 for listening strategies).  
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What is mobile learning? An essential component of mobile learning is not just using a mobile phone, as 
it may commonly be thought of, but the emphasis is on the mobility of the learner (Sharples, 2006); it is a 
kind of learning which is quite informal (e.g., Fallahkhair, Pemberton, & Griffiths, 2007). Furthermore, 
MALL includes the most recent technological developments, including tablet PCs and smart phones 
(Kukulska-Hulme & Shield, 2008). As a result, it can be defined as a kind of learning supported by 
handheld and portable devices available at any time and any place. 
Callan’s (1994) first published study on MALL, examining Canadian native speakers’ writing skills who 
were asked to use PDAs, was followed by a large number of studies on different aspects of language. For 
example, Basoglu and Akdemir (2010) examined 60 Turkish EFL learners’ acquisition of vocabulary 
comparing effects of mobile phones and those of printed flashcards. Participants, who also developed a 
positive attitude towards the experiment, showed improvements in learning new words through mobile 
learning. Similarly, Zhang, et al’s (2011) study of Chinese EFL learners came to the same conclusions; 
nevertheless, they suggested using technology, including mobile phones as a complementary device 
rather than the main way to teach.  
 
2. Review of the Literature 

The application of mobile phones in second/foreign language learning has been quite common over the 
last few decades. Researchers have been using mobile phones to examine their effects on different aspects 
of the foreign language. For example, Kukulska-Hulme and Shield (2008) dealt with the question of 
whether mobile phones can support collaborative speaking and listening. In fact, they presented an 
overview mobile assisted language learning, introducing mobile phones, handheld computers, and MP3 
players as important tools that can be used to support listening and speaking activities. After a review of 
certain studies in the field (see Dias, 2002; McCarty, 2005; Samuels, 2003 among others), they concluded 
that although the literature on the issue is very limited, mobile phones can be used to support listening 
and speaking.  
Obari, Goda, Shimoyama, and Kimura (2008) conducted a seven-year study to examine the role mobile 
learning plays in a variety of English education settings. Their first project concerned the effectiveness of 
mobile learning in TOEIC (Test of English for International Communication). This was done mainly to 
compare effects of mobile learning with PCs. Results indicated that participants the mobile learning 
group and computer group performed significantly better at posttests in terms of their vocabulary and 
grammar drills.  
In their second project, mobile learning was implemented to scrutinize participants’ understanding of 
news programs using the multimedia feature provided by mobile phones. Therefore, a group of video 
clips were prepared, and participants were required to watch them either by a mobile phone or a 
personal computer. Results of vocabulary and comprehension tests, after one week, showed that the 
mobile group participants performed significantly better than those of the computer group.  
Their third project was mainly concerned with understanding caption-added clips for EFL learners who 
were less competent. These learners were given the opportunity to have the video clips on their mobile 
phones to watch. The positive results indicated that the treatment was helpful and participants of the 
experimental group developed a better understanding of the target words.  
Their final project examined using mobile phones to learn English vocabulary. Therefore, they used three 
types of materials: a target word along with their L1 (Japanese) translation, a target word and a picture 
hint, and a target word contextualized in a sentence with its L1 translation provided. In fact, participants 
were encouraged to read them on their mobile phones. Posttest results revealed significant improvement 
over the pretest scores. 
Demouy and Kukulska-Hulme (2010) investigated effects of using mobile devices in a French language 
program with a special focus on listening and speaking. In their study, a group of 100 participants taking 
an undergraduate distance program (out of the original 1012 students who had registered) took part in a 
mobile language learning project. The project was conducted in a French language program in the United 
Kingdom.  The study was particularly intended to examine participants’ experiences regarding mobile 
devices when they are involved in extracurricular listening and speaking activities. Online questionnaires 
were used, every week, as well as oral feedback, and communication through email. Results revealed that 
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participants had a positive attitude towards the experiences and recognized “the specific value of this 
type of practice as a stepping stone towards authentic communication” (p. 217). 
    
 
3. The Study 

In line with previous studies on the integration of mobile devices into the language learning process, the 
present study was concerned with the question of vocabulary acquisition and retention, which is one of 
the biggest concerns for both language learners and teachers. This study was mainly intended to 
encourage students to join an online social network (Line) accessed through mobile phones and tablet 
PCs to form a social group and learn new vocabulary. Therefore, the study was aimed at finding out to 
what extent MALL can be effective and what the differences between teaching vocabulary with and 
without mobile learning are. Furthermore, the study was intended to scrutinize the impact of the 
independent variable (MALL) on the retention of recently acquired words among these learners. 
Similarly, the effects would be compared with traditional classroom learning. Thus, the following 
research questions are posed. 
1. Does mobile learning affect the acquisition of vocabulary among Iranian EFL learners?  
2. Does mobile learning affect the retention of vocabulary among Iranian EFL learners? 
3. Is there a significant difference between the acquisition of vocabulary through mobile learning and 
traditional classroom learning among Iranian EFL learners? 
4. Which of the teaching methods (mobile learning and traditional classroom) more significantly affects 
retention of vocabulary among Iranian EFL learners? 
 
3.1. Method 
This research was a quasi-experimental study using a pretest, posttest, and delayed posttest design 
carried out over a period of 11 weeks with homogenous participants who were non-randomly assigned to 
experimental and control groups. 
 
3.1.1. Participants 
Participants were chosen from among 100 intermediate Persian-speaking EFL learners who were taking 
classes in a language institute in Isfahan. It should be noted that their age ranged between 16 and 25. It is 
essential to mention that participants’ gender and age were not considered as independent variables of 
the study.  
In order to make sure that the learners were truly homogenous in terms of their level of proficiency, a 
Quick Placement Test (UCLES, 2001), was administered. To see whether the two groups were 
homogeneous in terms of statistics, an independent samples t-test was conducted. Results indicated there 
was no significant difference, t(78) = -.367, p = .715, between the control group (M = 46.98, SD = 1.00) and 
experimental group (M = 46.60, SD = 6.39). This shows that participants were quite homogeneous. 
Therefore, 80 participants who met this homogeneity criterion were assigned to the Experimental (n = 40) 
and Control (n = 40) groups. 
 
3.1.2. Instruments 
In order to collect the data, the following instruments were used. 
Quick placement test (QPT). A Quick Placement Test (UCLES, 2001) was administered to guarantee 
participants’ homogeneity in terms of their proficiency level. This placement test contains 100 multiple-
choice questions, and participants’ responses were scored on a scale of 100 points. The rationale behind 
using QPT was two-fold. First, it was deemed to be more appropriate than the other available tests for the 
intermediate-level. In addition, QPT appeared to fully serve the purpose of the researcher to include 
homogenous participants in the experiment. 
Pretest. After grouping participants into Experimental and Control groups, a researcher-made 
vocabulary test was designed to determine the prior lexical knowledge of the participants. The test items 
were selected from Richards, Hull and Proctor (2012). The main purpose for designing the pretest was to 
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make sure that participants of the study did not know any of the target words of the study. To achieve 
this goal, 50 vocabulary items were selected from the textbook (Units 1 to 8).  
The researcher then prepared a fifty-item multiple-choice test and did a pilot study on a smaller group. 
Based on the results of the pilot study, 10 items were discarded and some changes were made in the other 
items mainly because of participants’ familiarity with the items and because some items were not 
appropriate. Therefore, the revised test contained 40 multiple-choice items and was used for both 
Experimental and Control groups.   
In order to determine the reliability of the tests, it was pilot tested on a sample of L2 learners (n = 20) who 
were similar to those participating in the study in terms of age, sex, and the level of proficiency. The 
results of Cronbach's alpha analysis showed that the test was reliable (r = 0.84). The content validity of 
the test was evaluated by three experts in the filed with more than five years of teaching and testing 
experience. It should be noted that these experts were completely familiar and had the experience of 
teaching the textbook. Finally, the researcher decided to include those words as new items for the study. 
The time for the pretest was about twenty five minutes and learners were instructed to choose the best 
answer. It was given to both groups to specifically verify participants’ vocabulary knowledge. This test 
would reveal that all target words in this study were new and unfamiliar for all the participants and 
ultimately any changes in their vocabulary knowledge would be due to the treatment.  
Posttest. The post test was exactly the same as the pretest with the same 40 English words. It is 
imperative to mention that the test was the same for both groups. In order to eliminate the probability of 
remembering the correct answers from the pretest, a similar version was used with different item and 
distracter arrangement. This was done at the end of the treatment to examine whether participants 
mastered the target words.  
Delayed posttest. In order to answer the second research question of the study and see whether online 
social networking helped intermediate EFL learners remember the target words after the study, the 
researcher conducted a delayed posttest which was exactly the same as the pretest and posttest consisting 
of the same 40 English words which were the same for both groups. Additionally, to eliminate the 
probability of remembering the correct answers from the posttest, the pretest version was used two 
weeks after the posttest. This was done to examine the long-term effects of the treatment. The rationale 
for conducting the delayed posttest after two weeks was the length of the course and availability of the 
participants. 
A mobile phone or tablet PC with internet access. Because it was the prime goal of the study to 
investigate effects of mobile learning and internet-based learning (i.e., joining social groups), participants 
of the Experimental group had to have a personal mobile phone or tablet PC with internet access. They 
were also asked to have the ‘Line’ application installed on their devices. The ability of accessing the 
internet and sending messages by the mobile phone or tablet PC were other requirements for the 
participants of the Experimental group. Therefore, to ensure the aforementioned capabilities, learners 
were asked whether they had the required devices at home and if they had any problems accessing the 
internet. Fortunately, all of the learners expressed that they accessed a personal mobile phone and/or 
tablet PC and could use them for the research purposes. 
Line application. ‘Line’ is a social network through which many online users chat and have social 
interactions. In addition, the application is mostly used via cellphones providing the ability to make 
groups and invite other users to join. All the participants of the Experimental group were asked to give 
their mobile phone number to the office after asking their parents’ permission. After making sure that all 
participants in the Experimental group were able to use ‘Line’, they were also trained to run the 
application on their mobile phones and tablet PCs and join online groups with the aim of familiarizing 
them with the group and methods which were used to learn in this environment before starting the 
experiment. 
 
3.2. Procedure for the Experimental Group 
The study started at the beginning of the course. After making sure that participants were homogeneous 
using the QPT, they were divided into the Experimental and Control groups. One of the major goals of 
the study was to achieve a more concrete operationalization of online learning through social networks 
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and to investigate their potential facilitative effects on Iranian EFL learners’ vocabulary learning. 
Therefore, a researcher-made tests was used as the pretest, posttest, and delayed posttest. 
At the beginning of the treatment, a pretest was administered to make sure that participants were not 
already familiar with the target items. After taking the pretest, each group participated in different 
instructional sessions. One day after the last session, the posttest was conducted. Finally, two weeks after 
the posttest, and at the end of the course, the delayed posttest was administered. 
Before starting the study, an introductory session was held, and the researcher provided the participants 
of the Experimental group with a brief introduction of the study. Then, the researcher instructed the 
learners to install the software on their mobile devices, namely cellphones and tablet PCs. Afterwards, the 
researcher explained all the features of the program and answered participants’ questions regarding the 
application. Then, participants of the Experimental group practiced with the application in order to make 
sure that they were completely familiar with the application. In this introductory session, nothing was 
taught, and the goal was merely to familiarize participants with the application. Moreover, the problems 
related to the learners’ access and using the application were solved.  
The experiment lasted for 18 sessions and were virtually organized (20 minutes each session) including 
an introductory session and 17 sessions of vocabulary learning through online networking. In each online 
session, the target vocabulary was posted to the group. In addition, the posts contained some information 
which they could use to review what they had been taught. Thus, the Experimental group participated in 
thirty-minute classes two sessions a week on Sundays and Tuesdays. It should be noted that these short 
sessions were a part of their syllabus and it was done besides their ordinary classes at the institute. It is 
imperative to indicate that nothing was done to teach and review the target words in their physical 
classroom. 
As mentioned earlier, the target words were selected by the researcher based on their novelty and 
participants’ unfamiliarity. Therefore, after presenting the lessons (Units 1 to 8) which contained the 
target words, learners were given enough time to practice the new words by chatting online. This 
provided learner-learner and teacher-learner interaction in which instruction and feedback were 
provided. At the end of each session, the researcher recorded the word and sent the file to the group. 
Learners could listen to the recording and ask their questions about the meaning, pronunciation, use, and 
usage of the word.  
In the following session, in addition to providing some new words, the ones which were studied in the 
previous session were also practiced in the group, and participants were asked to make a sentence with 
the target word in it. Learners were asked to comment on their peers’ sentences. Then, the researcher 
instructed the learners to mention whenever they had any problems. The learners could correct their 
errors by sending the correct sentence to the group. Having learned the new vocabulary besides 
practicing them via chatting, the learners were asked to write a short essay as their assignment using the 
new words. They were instructed to send the homework through Line to the instructor’s private account. 
Finally, to facilitate the learning of the new words, the learners could also use the group chat in their free 
time. 
 
3.3. Procedure for the Control Group 
Participants in the Control group received ordinary classroom instruction in each session. In order to 
teach the new words, the learners were asked to close their books and then the following procedure was 
adopted. 
The first step included reading out each word two or three times allowing a short pause for learners to 
pick up the correct pronunciation, and recognize the syllable which received the primary stress. The 
second step included reading out each word two or three times again and having the learners repeat the 
words. This was done in chorus with individual spot checks. After each spot check, the class was asked to 
repeat the word one more time. In the third step, the learners were asked to open their books to the right 
page and only listen as the words were read out to them two or three times. The last step included going 
through the vocabulary list and explaining each word by giving examples and writing the definitions, 
synonyms and antonyms on the board. In addition, they were asked to check their dictionaries to look up 
for possible examples and idiomatic expressions. In summary, the Control group received the instruction 
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of target words through the traditional or teacher-led methods and techniques. In fact, they took the 
posttest in order for the researcher to investigate the effect of this method. 
 
 
3.4. Data Analysis 

First of all, to make sure that participants of the study were homogeneous, an independent samples t-test 
was run on the results of the placement test. In order to answer the first research question, i.e., to examine 
the effect of online social groups (the independent variable) on the acquisition of vocabulary (the 
dependent variable), an independent samples t-test were run. To do so, one independent samples t-test 
was conducted on the pretest to make sure that the two groups were homogeneous with regard to their 
knowledge of vocabulary. Then, an independent samples t-test was run for the posttest to compare the 
results of the pretest and posttest. 
In order to answer the second research question, an independent samples t-test was run on the delayed 
posttest to see if the long-term effects of the independent variable can be observed. Finally, to answer the 
third and fourth research questions, a repeated measure analysis of variance (ANOVA) was run to see 
which group outperformed the other in the acquisition and retention of words. 
 
4. Results 
4.1. Results of the Pretest 
In order to examine the impact of mobile learning, i.e., the independent variable, on Iranian EFL learners’ 
vocabulary acquisition and retention, the dependent variables, it was essential for all the participants to 
take the pretest to make sure that they were homogeneous in terms of their knowledge of vocabulary. 
Table 1 presents the results of the pretest. 
 
Table 1 
Independent Samples Test for the Pretest 

 Levene's Test 
for Equality of 
Variances 

t-test for Equality of Means 

F Sig. t df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Pretest 
Equal variances assumed .152 .698 -.961 78 .340 -.38 .39 

Equal variances not 
assumed 

  -.961 77.944 .340 -.38 .39 

 
As can be seen from the table, results of the independent samples t-test showed no significant difference, 
t(78) = -.961, p = .340, between the control group (M = 14.10, SD = 1.72) and experimental group (M = 13.73, 
SD = 1.77), indicating that participants were homogeneous in their vocabulary knowledge and any 
changes in the results would be due to the treatment. 
 
4.2. Results of the Posttest 
After conducting the experiment and following the instructional sessions, participants took the posttest to 
examine whether the treatment, teaching words through mobile learning, i.e., the independent variable 
made any changes in participants’ vocabulary knowledge. To examine if there was any significant 
difference between the control and experimental groups, an independent samples t-test was conducted 
(see Table 2). 
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Table 2 
Independent Samples Test for the Posttest 

 Levene's Test 
for Equality 
of Variances 

t-test for Equality of Means 

F Sig. t df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Posttest 

Equal variances assumed 3.783 .055 5.074 78 .000 1.78 .35 

Equal variances not 
assumed 

  5.074 69.967 .000 1.78 .35 

 
Results showed a significant difference, t(78) = 5.074, P < .05, between the performance of the participants 
in the control group (M = 15.58, SD = 1.81) and that of the experimental group (M = 17.35, SD = 1.27) in 
terms of their knowledge of vocabulary in the posttest. The results provided a positive answer to the first 
research question: Does mobile learning affect the acquisition of vocabulary among Iranian EFL learners? In fact, 
mobile learning, the independent variable, did make a difference in acquiring the target words among 
Iranian EFL learners. 
 
4.3. Results of the Delayed Posttest 
In order to examine long-term effects of the treatment on the retention of the target words, participants 
took the delayed posttest at the end of the course. Similar to the results of the posttest, an independent 
samples t-test was conducted (see Table 3). 
  
Table 3 
Independent Samples Test for the Delayed Posttest 

 Levene's Test 
for Equality of 
Variances 

t-test for Equality of Means 

F Sig. t df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Delayed 
Posttest 

Equal variances 
assumed 

.545 .463 5.092 78 .000 2.10 .41 

Equal variances not 
assumed 

  5.092 76.696 .000 2.10 .41 

 
Results showed that there was a significant difference, t(78) = 5.092, P < .05, between the performance of 
the participants in the control group (M = 15.28, SD = 1.96) and that of the experimental group (M = 17.38, 
SD = 1.72) in terms of their knowledge of vocabulary in the delayed posttest. Results showed that as time 
passed, participants could remember the words and perform similarly as the posttest. The results helped 
to answer the second research question: Does mobile learning affect the retention of vocabulary among Iranian 
EFL learners? As the results show, participants remembered the target words long after the treatment. In 
fact, mobile learning did make a difference in long-term retention of the target words among Iranian EFL 
learners. 
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4.4. Results of Repeated-Measures Analysis 
In order to have a better picture of the interaction of time and group and to see how each group 
performed at different times, a mixed between-within subjects ANOVA was conducted to assess the 
impact of mobile learning on participants’ vocabulary score across three time periods (pretest, posttest, 
and delayed posttest). The following table presents the results. 
 
Table 4 
Multivariate Tests for Repeated-Measures Vocabulary  

Effect Value F Hypothesis 
df 

Error df Sig. Partial Eta 
Squared 

Time 

Pillai's Trace .78 134.53 2.00 77.00 .000 .777 

Wilks' Lambda .22 134.53 2.00 77.00 .000 .777 

Hotelling's Trace 3.49 134.53 2.00 77.00 .000 .777 

Roy's Largest 
Root 

3.49 134.53 2.00 77.00 .000 .777 

Time * 
Group 

Pillai's Trace .39 24.67 2.00 77.00 .000 .391 

Wilks' Lambda .61 24.67 2.00 77.00 .000 .391 

Hotelling's Trace .64 24.67 2.00 77.00 .000 .391 

Roy's Largest 
Root 

.64 24.67 2.00 77.00 .000 .391 

 
Results of multivariate analysis indicated a significant interaction between group and time, Wilks 
Lambda = .61, F(2, 77) = 24.67, p < .000, partial eta squared = .391. Furthermore, there was a substantial 
main effect for time, Wilks Lamdba = .22, F(2, 77) = 134.53, p < .000, partial eta squared = .777, with the 
experimental group showing increased performance in acquisition and retention of the target words 
across pretest, posttest, and delayed posttest. In addition, the main effect comparing the two types of 
treatment (mobile learning and traditional classroom learning) was highly significant, F(1, 78) = 12.14, p = 
.001, suggesting a significant difference in the effectiveness of mobile learning. 
 
5. Discussion 
Results indicated that although both methods enhanced vocabulary development of the learners from the 
pretest to the posttest, the experimental group seemed to benefit more than the control group. That is, 
participants of the experimental group gained significantly better vocabulary scores than those of the 
control group. A positive point which is worth mentioning is that, during the treatment, students 
themselves found that they benefited from this method. It seemed that soon after a short period of 
practice and use they knew how to use the online environment to enhance their vocabulary achievement 
as well as other skills. Unlike learners if the control group, those in the experimental group were free in 
using the online group to interact with each other. This dynamic interaction among the learners seemed 
to contribute positively to the classroom atmosphere too. Within this framework, learners in the 
experimental group indicated that they enjoyed this instruction as it was fun to embark on new 
technological learning methods.  
On the other hand, unlike participants of the experimental group, it was generally difficult to keep the 
interest among the ones in the control group, especially near the end of the session. A traditional teaching 
method in this regard, still popular in schools, language institutes, and universities, makes students 
memorize elaborate word lists, or it encourages them to provide L1 equivalents of the words. The 
problem is that not only does this traditional method lack theoretical support since vocabulary learning is 
more than sheer memorization of the target language word lists, but the whole learning experience can 
change into a boring experience, especially when most people prefer to be online all the time and use the 
latest trends in technology. 
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Results are in line with a number of similar studies in the field. In fact, a plethora of studies have been 
conducted examining the use and impact of CALL and MALL on vocabulary acquisition and retention. 
While some of such studies found no significant effect (Bowles, 2004; Groot, 2000; Kang, 1995, among 
others), most studies on the topic achieved positive results for learners instructed through CALL and 
MALL (e.g., Amemiya, Hasegawa, Kaneko, Miyakoda, & Tsukahara, 2007; Azabdaftari & Mozaheb, 2012; 
Basoglu & Akdemir, 2010; Cavus & Ibrahim, 2008; Chen, Hsieh, & Kinshuk, 2008; Clarke, Keing, Lam, & 
McNaught, 2008; Obari, et al., 2008; Tozcu & Coady, 2004). 
For example, Amemiya et al., (2007) used vodcasts to examine L1/L2 word lists among Japanese second 
language learners. Participants were given a five-second image, which was either still or moving and 
included pronunciation, spelling, and the translation of the word in the first language as subtitles. Results 
of the vocabulary test two months after the experiment showed that participants benefitted from the 
system, a PC application called MultiPod. In another study, Cavus and Ibrahim (2008) used SMS to 
instruct 45 Northern Cyprus EFL learners. Every half hour, researchers sent messages by MOLT (an 
internet-based application) during a period of nine days, which summed a total of 48 word pairs. In 
addition to learning the words, as the results of the tests indicated, participants showed positive attitudes 
towards the experiment and using mobile phones to learn technical words.  
Similarly, Basoglu and Akdemir (2010) studied 60 Turkish EFL learners’ acquisition of vocabulary in an 
experimental group, whose participants used ECTACO (a mobile flashcard application), and a control 
group, whose participants used the printed flashcards. Using a pretest-posttest design, they showed that 
the mobile application produced better results than the printed flashcards. In another study, Azabdaftari 
and Mozaheb (2012) studied a group of 80 EFL learners’ acquisition of vocabulary during a seven-week 
treatment. Participants used a mobile application and SMS exchanges. Results showed that participants of 
the experimental group outperformed those of the control group who used flashcards to learn the target 
vocabulary. 
Last but not least, Obari et al. (2008), in their fourth project, investigated the application of mobile phones 
to present English words to Japanese EFL learners. Using their L1 equivalents in most of the three types 
of materials they presented, they showed that participants had the possibility to study target words and 
learn them on their mobile phone. Results of their posttest revealed significant improvement in 
participants’ vocabulary scores.  
 
6. Conclusion 
The study was mainly intended to scrutinize effects of mobile learning on EFL learners’ acquisition and 
retention of vocabulary. Results revealed the application of mobile devices was effective and participants 
acquired target words. In addition, findings showed there were improvements over time in remembering 
those words. This has been supported by research from other scholars in the field (see Burston, 2013 for a 
review of some CALL and MALL vocabulary studies). It is believed that mobile learning can be an added 
ingredient in an EFL class. For example, Salaberry (1996) pointed out that CALL needs to be considered 
as a way to support rather than replace the language teacher (see also Higgins, 1988; Kenning & Kenning, 
1990). 
It should be noted that, not surprisingly, participants of the control group who received instruction 
through more traditional, but completely acceptable and effective techniques acquired the target words 
and could remember them after the treatment. This implies that taking CALL and MALL techniques into 
account can make acquisition and retention more effective and fun. It is rightly believed that the 
computer and technology in general cannot replace the physical classroom, simply because learners, in 
any field, need to develop their social identity in classrooms, i.e. they should learn how to get along with 
other people and how to interact with others to develop as a social being. Therefore, it is impossible, at 
least at this time, to completely forget about the physical classroom and face-to-face interaction.  
The study has certain theoretical and pedagogical implications. From a theoretical point of view, the 
study contributes to a better understanding of the contribution of CALL and MALL to second language 
development. The fact that participants of the experimental group formed online social groups reminds 
one of social constructivist theories of second language development (Lantolf, 2000; Lantolf & Thorne, 
2006) inspired by works of the prominent psychologist, Vygotsky (e.g., Vygotsky, 1978). Within the same 
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line of thinking, Crook (1991) indicated that "cognitive development involves a necessary coordination of 
our thinking with that of others" (p. 158). It is interesting to note that online social groups can have such 
implications: participants need to coordinate themselves with what other people think and how they 
view the world. In addition, Steinberg (1991) pointed out that research in cognitive psychology has 
revealed that learners try to develop a sense of mutual understanding rather than reproduce instruction. 
Similarly, Gay and Grosz-Ngate (1994) maintained that group work and enhances development of 
knowledge as an interactive process. This results developing critical thinking, social skills, and learning in 
general.     
In addition to theoretical implications, the study is expected to have certain pedagogical implications for 
language teachers as well. It is believed that results can contribute to a better understanding of the way 
technology, e.g. mobile phones and mobile applications can help language teachers to present different 
features of language, especially vocabulary. In fact, from a pedagogical perspective, findings of the study 
provide further empirical evidence of the usefulness of mobile learning in teaching vocabulary. More 
specifically, mobile devices can be used as a pedagogical tool to encourage learners to interact with each 
other in the virtual world and create an effective and fun environment.  
Finally, several lines of research can be suggested. First, second language researchers are encouraged to 
use mobile learning to examine potential effects on the dimensions of second language proficiency, 
namely complexity, accuracy, and fluency. In addition, effects of mobile learning can be studied on 
different skills and features of language, such as writing, listening, grammar, and collocations. Another 
line of research that can be supported by mobile is the effect it can have on EFL learners’ consciousness. 
In fact, techniques can be developed and researched that can scrutinize learners’ consciousness of the 
process of learning. Finally, in this study, the level of proficiency was controlled by including participants 
from one level of proficiency. It is believed that adding the level as another independent variable can lead 
to illuminating results. 
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ABSTRACT 

THIS STUDY INVESTIGATED EFFECT OF DIGITAL GAMES ON VOCABULARY ACQUISITION OF 
LOW-PROFICIENCY IRANIAN MALE AND FEMALE EFL LEARNERS. IN ORDER TO SELECT 
HOMOGENEOUS LEARNERS IN TERMS OF THEIR ENGLISH LANGUAGE PROFICIENCY, THE 
STANDARD NELSON PROFICIENCY TEST WAS ADMINISTERED, AND BASED ON THE OBTAINED 
RESULTS, 60 LOW-PROFICIENCY EFL LEARNERS WERE SELECTED (31 FEMALES AND 29 MALES). 
THEIR AGE RANGED FROM 8 TO 12, AND THEY WERE STUDYING ENGLISH FOR AN AVERAGE 
OF TWO YEARS. AFTERWARDS, CONSIDERING THE PURPOSE OF THIS RESEARCH, I.E. 
DETERMINING THE EFFECT OF THE TREATMENT ON BOTH MALES AND FEMALES, THE 
PARTICIPANTS WERE RANDOMLY ASSIGNED INTO FOUR GROUPS: FEMALE EXPERIMENTAL 
GROUP (FEG), MALE EXPERIMENTAL GROUP (MEG), FEMALE CONTROL GROUP (FCG), AND 
MALE CONTROL GROUP (MCG). A VOCABULARY PRETEST WAS TAKEN BY THE LEARNERS TO 
HELP THE RESEARCHER KNOW THE LEARNERS` LEVEL OF KNOWLEDGE OF VOCABULARY 
BEFORE THE TREATMENT. TO ACHIEVE THE AIMS OF THIS QUASI-EXPERIMENTAL RESEARCH, 
THE POLYGLOT AND THE SPEEDY GAMES WERE PLAYED IN THE CLASS: THE EG LEARNERS 
WERE SUPPOSED TO RECOGNIZE WHICH WORD WAS RELATED TO WHICH PICTURE AND 
DRAG IT EXACTLY IN FRONT OF THAT SHAPE. IN THE MEANTIME, THE CG LEARNERS, WHO 
DID NOT RECEIVE SUCH A TREATMENT, ATTENDED THEIR REGULAR CLASSES WITHOUT 
PLAYING VOCABULARY GAMES OF ANY TYPE. A VOCABULARY POSTTEST WAS 
ADMINISTERED, AND UPON CONDUCTING STATISTICAL ANALYSES, THE FOLLOWING 
RESULTS WERE OBTAINED: 1. THE APPLICATION OF DIGITAL GAMES IN YOUNG EFL 
LEARNERS’ CLASSES LED TO VOCABULARY ENHANCEMENT OF LOW-LEVEL L2 LEARNERS, 
AND 2. GENDERS HAD A SIGNIFICANT EFFECT ON VOCABULARY DEVELOPMENT OF YOUNG 
EFL LEARNERS BEING EXPOSED TO DIGITAL GAMES, WITH BOYS OUTPERFORMING THE GIRLS 
IN THIS REGARD. THUS, THE FINDINGS OF THIS RESEARCH REVEALED THAT UTILIZING 
DIGITAL GAMES CAN BE INFLUENTIAL FOR VOCABULARY LEARNING OF LOW-PROFICIENCY 
EFL LEARNERS, BOTH MALE AND FEMALE (THOUGH MORE FOR MALE LEARNERS). 
 
KEY WORDS: DIGITAL GAMES, VOCABULARY LEARNING, IRANIAN EFL LEARNERS, GENDER 
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1. Introduction 
Vocabulary learning is essential for English learning because it is the basic component of English 
discourse (Nation, 2001). Thus the vocabulary learning for English learner has become prominent and 
necessary process in order to acquire English language. Vocabulary knowledge as one of the component 
skills seems to play an important role in language achievement. It is one element that links speaking, 
listening, reading and writing skills all together. In order to communicate well in a foreign language, 
students should acquire an adequate number of words and should know how to use them accurately. 
Kitajima (2001) argues that without words that label objects, actions, and concepts, a speaker cannot 
express intended meanings. Words are the units of meaning. Sentences, paragraphs, and whole texts are 
formed by words. Language ability is often regarded as the number of words that we know. Therefore, 
vocabulary teaching/learning is a critical area that deserves special attention (Kitajima, 2001). 
Researchers and educators have shown the general interest for investigating the techniques that facilitate 
learning vocabulary of second language. One such technique that has recently caught the attention in the 
area of SLA research is digital games. In most countries, wide range of games can be used as a tool for 
learning. There are many games that can be applied by L2 teachers concerning how to improve the 
acquisition, such as alphabet game, puzzles, word guessing game, board game and so on. The Digital 
Game-Based Learning (DGBL) is one of the most effective games which facilitate learning L2 for children. 
Kirriemuir (2003) believes that computers have changed people’s lives, and video games have been part 
of that revolution. The video-game phenomenon has recently caught the attention of researchers from 
varied disciplines (psychology and education) who have sought to utilize it as a tool for advancement 
and improvement. Most of the studies have resulted in positive and beneficial findings. Video games are 
another avenue for experimentation in a safe virtual environment. 
The motivation about the performing of this study was to discover what worked best in teaching English 
vocabulary to low level students. In addition, the findings were assumed to provide some 
recommendations for future teachers. Learning vocabulary in isolation, in a meaningless way, would 
definitely lead to short term memory storage. Thus, some techniques have been introduced to remove 
such problems. One of these techniques is game based learning. According to Prensky (2001) playing 
vocabulary game is one of the activities which require students to actively communicate with their 
classmates, using their own language. People are more willing to learn while playing because they are 
more relaxed and motivated to be successful. This study was intended to investigate the effect of digital 
games on vocabulary acquisition of Iranian low proficiency EFL learners. In this case, the vocabulary 
acquisition was limited to the low level EFL learners. Besides, it sought to explore the effect of gender on 
learners` vocabulary acquisition through the application of digital game. To achieve the objectives, this 
study made use of polyglot game and speedy game, which were specifically designed for the purpose of 
this research. Furthermore, the role of learners` gender and proficiency level were investigated 
throughout this study and the effect of these two variables on the vocabulary learning by Iranian EFL 
learners was studied. 
 
2. Review of the Literature 

 Vocabulary is one of the language aspects that has to be learned when Students are learning a 
foreign language. By learning new vocabulary, learners can improve their listening, speaking, reading 
and writing skills. Hornby (2000) in Oxford Advanced Learners` Dictionary of Current English states that 
vocabulary is all the words that someone knows or uses, the words that are typically used when talking 
about particular subject or a list of words with the explanation of their meanings in a book for learning 
foreign language. Vocabulary is one area of language that is emphasized in the assessment of young 
children. It is often used as a part of the evaluation to determine readiness to learn and for early 
identification of developmental delay. Folse (2008) mentioned that English language learners need a 
continuous knowledge of vocabulary in order to improve comprehension and production in the foreign 
language. He added that while a basic level of vocabulary will allow learners to communicate some ideas 
to a certain degree, better communication can be happened when learners have acquired more 
vocabulary. Some students may require teachers to give meaning and grammatical function for words 
that they are not familiar. Learners just wait for teachers to provide new forms of words then they write 
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those words in their notebooks or complete their exercises. They may use words they learn in the exact 
formats as the original patterns in which those words appeared. This kind of rote verbal memorization is 
good to a certain extent since it helps learners learn and use the correct form of words. However, 
according to Decarrico (2001), the vocabulary used in such context is rather simple because grammatical 
and phonologic aspects are emphasized; and as a result, the lexical aspect is neglected. In other words, 
learners just know how to use the vocabulary in an exact form, but they do not know how to use it with 
different shades of meanings in real life communication. One of the big problems of vocabulary learning 
is that learners may forget the vocabulary easily without revision and usage for a long time. Based on the 
Norbert Schmitt`s theory, the vocabulary that learned through incidental learning must be met and used 
multiple times in order to be master eventually. He emphasized more on cycle, revision and memory due 
to the typically pattern of forgetting which is illustrated in his book (Schmitt, 2002). Even though it is 
certainly possible to learn thousands of words by explicit memorization, however, students may find 
these methods tedious and discouraging (Krashen, 2003). 
 A significant amount of literature explored the potentials of computer technology with regards to 
teaching and learning language more effectively. Dunkle (1990), as an example, propounded that the 
possibilities of computer technology as a tool could include increasing language learners’ self-esteem, 
vocational preparedness, language proficiency, and overall academic skills. Furthermore, the benefits of 
multimedia, internet, and the other various forms of distance education were explored by many other 
researchers (like Armstrong & Yetter-vassot, 1994; Garrett, 1991; Ruschoff, 1993). Educators were 
particularly interested in technology`s interactive capabilities, such as providing immediate feedback and 
increasing learner autonomy, in addition to the capability of simulating real world situations via audio, 
video, and graphics (Chun & Brandl, 1992; Huffman, 1995\1996; Jones, 1991, Legenhausen & Wolff, 
1990). 
Regarding the role of gender in vocabulary learning strategies, Jiménez (2003) observed that girls were 
superior to boys in quantitative and qualitative terms. In other words, girls used a greater number of 
strategies and also a wider range of strategies than their male peers. Grace (2000) also concluded that 
there are differences in the strategies used by members of both sexes, although she reports similar results 
for receptive vocabulary knowledge and retention rate. From a qualitative perspective, Jiménez (1992) 
claimed differences in favour of females in productive vocabulary in written compositions. Likewise, 
Jiménez (1997) provided evidence of women outperforming men in the election of word topics related to 
social matters. Furthermore, Jiménez and Ojeda (2007) found subtle differences in the use of conventions 
in letter writing with girls preferring to use conventions in openings and closings. In a quantitative study 
of the same data, these authors (2007, 2008) also found out that female learners produced significantly 
more tokens than their male counterparts, and nearly significantly more types in their written 
compositions. However, there were very slight differences in the most common words used by girls and 
boys and the semantic fields to which these belong. 
Despite many efforts for vocabulary learning, One of the first problems a foreign language learner 
encounters is how to commit a large number of foreign words to memory and the first and easiest 
strategy people choose and use naturally is, simply, repeating new words until they can be recognized 
(Gu, 2003). Crothers and Suppes (1967) in one of their research studies working on repetition discovered 
that almost all of their participants remembered all 108 word pairs after 7 repetitions, and about 80% of 
216 word pairs were learned by most participants after 6 repetitions. It was suggested that students 
should start repeating newly learned words immediately after the first encounter. It also was found that, 
repeating words aloud helps retention far better than silent repetition. 
To recap, all the four vocabulary learning strategies of flashcard, sentence writing, vocabulary notebook, 
and repetition have been shown to be fruitful. What has remained unearthed so far is which of the four 
strategies best suits the needs of elementary Iranian EFL learners. That is why the present study 
embarked on an investigation to find answers to the following research questions: 
Research Question 1: Does the application of digital games lead to vocabulary enhancement of low-level 
young L2 learners? 
Research Question 2: Does gender have any significant effect on vocabulary development of young EFL 
learners being exposed to digital games? 
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3. Methodology 

This study was carried out to see if the application of digital games leads to vocabulary enhancement of 
Iranian low-level young L2 learners, considering their genders. 
 
 
3.1. Participants 
This study was conducted at Nikta Institute in Esfahan, Iran. By giving the Nelson Proficiency Test, 60 
participants were selected out of 93 Iranian EFL learners of Nikta institute as homogeneous participants 
for this study. Concerning the purpose, four groups were formed randomly: females` experimental group 
(FEG), males` experimental group (MEG), females` control group (FCG), and male`s control group 
(MCG); 15 females and 18 males in the experimental group, and 13 females and 14 males in the control 
group. Their ages were about 8 to 12, and they were studying English as a second language for an 
average of 2 years. 
 
3.2. Materials 
In order to conduct the present study, some materials were employed. For the control groups just their 
course books were taught, while for the experimental groups computers equipped with the appropriate 
digital games software, the polyglot game and speedy game were employed for the purpose of this study 
which contained graphical, audible, and clickable icons. 
 
3.3. Instruments 
Three measurement instruments were used in this study. To ascertain the homogeneity of the 
participants of this study in terms of language proficiency, a general language proficiency test named 
Nelson Proficiency Test was utilized at the beginning of the experiment. The other two instruments were 
pretest and posttest prepared by the researcher based on the students' course book. This kind of test only 
contained the information and vocabulary which students have actually encountered during the process 
of learning. Pretest at first was given to students to evaluate their real level of knowledge before taking a 
treatment (playing with digital game). In the posttest, learners got that the same test which was given to 
them in pretest to demonstrate their knowledge. In order to prevent the test practice effect, the 
arrangement of the test items in posttest was different from the pretest. To ensure this issue that the test 
was reliable, KR-21 reliability method was used, and it was 0.86. To ensure that the test content was valid 
or not, four experts of TEFL teachers reviewed the test and finally there was a general consensus among 
them concerning the content validity of the test. 
 
3.4. Procedure 
  There were three stages in this research. At first, To ensure the homogeneity of participants, the 
Nelson Proficiency Test was administered to 93 EFL learners and based on the result low level learners 
were chosen. After the researcher made certain that the participants formed a homogenous sample, they 
were divided into four groups randomly; males` experimental group (MEG), females` experimental 
group (FEG), males` control group (MCG), and females` control group (FCG). For teaching new words, 
During a 30-day teaching period, which consisted of three 90-minute sessions during a week, children in 
the experimental group were taught English vocabulary by playing digital games while children in 
control group did not use it and just learned words by using the teachers` talk methods. 
In Stage Two, the researcher-made test was carried out for each group including 40 multiple-choice and 
cloze tests, in order to examine which way was the most efficient one for vocabulary learning. 
Participants performed the comprehension tests first, which consisted of matching part, true or false, and 
multiple choice questions in English, and also answer the production tests which was  consisted of cloze 
tests, fill in the blank, and dictation. In Stage Three, after 30 days, the participants received the posttest 
which was given to them in pretest with the different items arrangement. 
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4. Results 
4.1. The Answer to the First Research Question 
To unravel the possible effect of digital games on the lexical development of low-proficiency EFL 
learners, the pretest and posttest scores of the learners in each of the experimental and control groups 
were compared via paired-samples t tests. Table 1 shows the results of descriptive statistics performed for 
this purpose. 
 
Table 1  
Comparing the Pretest and Posttest Scores of the Learners in the MEG, FEG, MCG, and FCG 

Groups Tests N Mean Std. Deviation Std. Error Mean 

MEG 
Pretest 
Posttest 

15 
15 

57.26 
91.86 

7.07 
5.65 

1.82 
1.46 

FEG 
Pretest 
Posttest 

18 
18 

57.77 
85.72 

8.37 
8.49 

1.97 
2.00 

MCG 
Pretest 
Posttest 

14 
14 

55.71 
62.78 

8.07 
7.91 

2.15 
2.11 

FCG 
Pretest 
Posttest 

13 
13 

54.07 
64.92 

9.48 
10.50 

2.62 
2.91 

 
For the Male Experimental Group (MEG), the vocabulary pretest mean score (M = 57.26) was noticeably 
different from the vocabulary posttest mean score (M = 91.86), and so was the case with FEG’s vocabulary 
pretest mean score (M = 57.77) and their vocabulary posttest mean score (M = 85.72). As for the control 
groups, the vocabulary pretest mean score of the MCG learners (M = 55.71) was less than their 
vocabulary posttest mean score (M = 62.78). This was also true for the learners in the FCG since their 
vocabulary pretest mean score (M = 54.07) was smaller than their vocabulary posttest mean score (M = 
64.922). Whether these differences between the pretest and posttest scores of the four groups were 
statistically significant or not could only be determined by the p value under the Sig. column in the 
paired-samples t test table below. 
 
Table 2  
Paired-Samples t Test for Comparing the Pretest and Posttest Scores of the MEG, FEG, MCG, and FCG 

 t df 
Sig. 
(2-tailed) 

Std. 
Deviation 

Std. Error 
Mean 

95% Confidence 
Interval of the 
Difference 

Lower Upper 

MEG Pretest-Posttest -28.49 14 .000 4.70 1.21 -37.20 -31.99 

FEG Pretest-Posttest -31.75 17 .000 3.73 .87 -29.80 -26.08 

MCG Pretest-Posttest -8.27 13 .000 3.19 .85 -8.91 -5.22 

FCG Pretest-Posttest -10.46 12 .000 3.78 1.03 -13.10 -8.58 

 
As Table 2 shows, there was a statistically significant difference between the vocabulary pretest and 
posttest scores of MEG learners since the p values was smaller than the specified level of significance (.000 
< .05). The same was true for FEG, MCG, and FCG due to the fact that for all these groups the p value was 
lower than the alpha level. It could be thus concluded that instruction (be it through digital games or 
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traditional) helped low-proficiency EFL learners improve their lexical knowledge significantly. This is 
also evident in Figure 1 below. 

 
 
Figure 1: Comparing the pretest and posttest mean scores of the MEG, FEG, MCG, and FCG 
It could be vividly observed in Figure 1 that the posttest scores of all the four groups were higher than the 
relevant pretest scores, giving rise to the conclusion that low-proficiency learners in all the four groups 
benefited from their instruction.  
However, the question remains as to whether the application of digital games had a better effect on the 
vocabulary development of low-proficiency EFL learners, compared to the traditional way of teaching 
vocabulary, or not. For this purpose, the scores of the MEG and FEG were considered to form one 
experimental group, while the scores of the MCG and FCG were deemed to constitute one control group, 
and the experimental and control groups’ scores (both on the pretest and posttest) were compared via 
independent-samples t test. 
 
Table 3  
Comparing the Vocabulary Scores of the Learners in the Experimental and Control Groups on the Pretest and 
Posttest 

 Groups N Mean Std. Deviation Std. Error Mean 

Pretest 
EG 
CG 

33 
27 

57.54 
54.92 

7.69 
8.64 

1.33 
1.66 

Posttest 
EG 
CG 

33 
27 

88.51 
63.81 

7.87 
9.13 

1.37 
1.75 

The vocabulary pretest mean scores of the EG (M = 57.54) and CG (M = 54.92) were different. This was 
also true for their vocabulary posttest mean scores (MEG= 88.51, MCG= 63.81). However, to find out 
whether the differences were statistically significant or not, t test table should be consulted. 
 
Table 4  
Independent-Samples t Test for Comparing the Vocabulary Scores of the Learners in the Experimental and Control 
Groups on the Pretest and Posttest 

 

 t Test for Equality of Means 

F. Sig. T Df 
Sig.     
(2-
tailed) 

Mean 
Differenc
e 

Std. Error 
Difference 

95% 
Confidence 
Interval of the 
Difference 
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Lower 
Uppe
r 

Pretest .63 .43 1.24 58 .22 2.61 2.11 -1.60 6.84 

Posttest .41 .52 11.25 58 .000 24.70 2.19 20.30 29.09 

According to Table 4, there was not a statistically significant difference in vocabulary pretest scores for 
EG and CG since the p value was greater than the specified level of significance (i.e. .22 > 0.05). On the 
other hand, on the vocabulary posttest, the EG and CG were statistically significant owing to the fact that 
the p value was found to be lower than the significance level (.000 <05). 
The answer, thus, to the first research question, which asked whether the application of digital games in 
young EFL learners’ classes led to vocabulary enhancement of low-level L2 learners, was found to be 
positive. This finding is also illustrated in Figure 2. 
 

 
 
Figure 2: Comparing the EG and CG on the vocabulary pretest and posttest 
 
It is clearly seen that the EG and CG had roughly the same performances on the pretest, but the EG could 
manage to outperform the CG on the posttest, leading to the conclusion that the application of digital 
games did help low-proficiency EFL learners improve their vocabulary knowledge. Whether there was a 
difference between males and females in this regard is answered in the following section. 
4.2. The Answer to the Second Research Question 
The second research question of the study intended to find out whether gender has any significant effect 
on vocabulary development of young EFL learners being exposed to digital games. To come up with an 
answer to this question, the posttest vocabulary scores of the MEG, FEG, MEG and FCG needed to be 
compared via one-way between-groups ANOVA. Before doing that, however, one-way ANOVA was 
used to make sure the vocabulary pretest scores of the four groups were not significantly different. This 
section, thus, presents the results of one-way ANOVA used to compare (a) the vocabulary pretest scores 
of the MEG, FEG, MCG, and FCG, and (b) the vocabulary posttest scores of the four groups.  
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4.2.1 Vocabulary Pretest Results 
 The results of the comparison of the four groups on the pretest are displayed in Tables 5, and 6. 
Table 5  
Comparing MEG, FEG, MCG, and FCG Mean Scores on the Pretest  

     
95% Confidence Interval for 
Mean   

 N Mean 
Std. 
Deviation Std. Error Lower Bound 

Upper 
Bound Minimum Maximum 

MEG 15 57.26 7.07 1.82 53.34 61.18 43.00 68.00 

FEG 18 57.77 8.37 1.97 53.61 61.94 38.00 69.00 

MCG 14 55.71 8.07 2.15 51.05 60.37 39.00 66.00 

FCG 13 54.07 9.48 2.62 48.34 59.80 38.00 67.00 

Total 60 56.36 8.17 1.05 54.25 58.47 38.00 69.00 

 
The mean scores of the MEG (M = 57.26), FEG (M = 57.77), MCG (M = 55.71), and FCG (M = 54.07) were 
different from one another on the vocabulary pretest. To figure out whether the differences among these 
mean scores were significant or not, one needs to check the p value under the Sig. column in the ANOVA 
table below. 
 
Table 6  
One-Way ANOVA for Comparing MEG, FEG, MCG, and FCG Mean Scores on the Pretest 

 Sum of Squares df Mean Square F Sig. 

Between Groups 122.10 3 40.70 .59 .62 

Within Groups 3817.82 56 68.17   

Total 3939.93 59    

 
As is displayed in Table 6, there was not a statistically significant difference in the vocabulary pretest 
scores for MEG (M = 57.26, SD = 7.07), FEG (M = 57.77, SD = 8.37), MCG (M = 55.71, SD = 8.07), and FCG 
(M = 54.07, SD = 9.48) because the p value under the Sig. column was greater than the specified level of 
significance (i.e. .62> .05), indicating that the four groups did not significantly differ prior to the 
commencement of the experiment. This made the four groups comparable. This result is also evident in 
the bar chart below. 
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Figure 3: The mean scores of MEG, FEG, MCG, and FCG on the vocabulary pretest 
 
 
This bar chart elucidates the fact that the differences among the four groups on the vocabulary pretest 
were not statistically significant. 
4.2.2. Vocabulary Posttest Results 
The results obtained upon the administration of the posttest are presented in this section. Table 7 shows 
the descriptive statistics for the comparison of the four groups on the posttest. 
 
Table 7  
Comparing MEG, FEG, MCG, and FCG Mean Scores on the Posttest 

     
95% Confidence Interval for 
Mean   

 N Mean 
Std. 
Deviation Std. Error Lower Bound 

Upper 
Bound Minimum Maximum 

MEG 15 91.86 5.65 1.46 88.73 94.99 82.00 100.00 

FEG 18 85.72 8.49 2.00 81.49 89.94 69.00 95.00 

MCG 14 62.78 7.91 2.11 58.21 67.35 47.00 74.00 

FCG 13 64.92 10.50 2.91 58.57 71.27 46.00 82.00 

Total 60 77.40 14.96 1.93 73.53 81.26 46.00 100.00 

Based on Table 7, the mean scores of the MEG (M = 91.86), FEG (M = 85.72), MCG (M = 62.78), and FCG 
(M = 64.92) were different from each other. To find out whether the differences among these mean scores 
were of statistical significance or not, one should look down the Sig. column Table 8 below. 
 
Table 8  
One-Way ANOVA for Comparing MEG, FEG, MCG, and FCG Mean Scores on the Posttest 

 Sum of Squares df Mean Square F Sig. 

Between Groups 9399.77 3 3133.25 46.02 .000 

Within Groups 3812.62 56 68.08   

Total 13212.40 59    

As could be seen in Table 8, there was a statistically significant difference in vocabulary posttests scores 
for MEG (M = 91.86, SD = 5.65), FEG (M = 85.72, SD = 8.49), MCG (M = 62.78, SD = 7.91), and FCG (M = 

0

10

20

30

40

50

60

57.26 57.77 55.71 
54.07 

MEG FEG MCG FCG



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 160 

64.92, SD = 10.50) since the p value under the Sig. column was less than the specified level of significance 
(i.e. .000 < .05). To find out where exactly the differences among the four groups lay, the Scheffe post hoc 
test was conducted. 
 
Table 9  
Scheffe Post Hoc Test for Comparing MEG, FEG, MCG, and FCG Mean Scores on the Posttest 

Groups Mean Difference Std. Error Sig. 95% Confidence Interval 

    Lower 
Bound 

Upper 
Bound 

MEG FEG 
MCG 
FCG 

6.14* 
29.08* 
26.94* 

2.88 
3.06 
3.12 

.02 

.000 

.000 

-2.17 
20.24 
17.93 

14.45 
37.91 
35.95 

FEG MEG 
MCG 
FCG 

-6.14* 
22.93* 
20.79* 

2.88 
2.94 
3.00 

.02 

.000 

.000 

-14.45 
14.46 
12.14 

2.17 
31.41 
29.45 

MCG MEG 
FEG 
FCG 

-29.08* 
-22.93* 
-2.13 

3.06 
2.94 
3.17 

.000 

.000 

.92 

-37.91 
-31.41 
-11.29 

-20.24 
-14.46 
7.02 

FCG MEG 
FEG 
MCG 

-26.94* 
-20.79* 
2.13 

3.12 
3.00 
3.17 

.000 

.000 

.92 

-35.95 
-29.45 
-7.02 

-17.93 
-12.14 
11.29 

In the top row, it could be seen that the difference between MEG (M = 91.86) and FEG (M = 85.72) was 
statistically significant as the MEG learners could outperform the FEG learners on the vocabulary 
posttest. This is so because the relevant p value in front of MEG-FEG was less than the alpha level (i.e. .02 
< .05). Moreover, the difference between MEG learners on the one hand and MCG and FCG learners on 
the other were statistically significant. Likewise, the difference between FEG learners and the learners of 
the two control groups reached statistical significance. Lastly, the difference between the MCG (M = 
62.78), and FCG (M = 64.92) was not found to be statistically significant since the p value was greater than 
the significance level (i.e. .92 > .05). The obtained results of this part are also shown in the bar chart 
below. 

 
Figure 4: The mean scores of MEG, FEG, MCG, and FCG on the vocabulary posttest 
 
From the results obtained in the Scheffe post hoc test, as illustrated in Figure 4, it could be concluded that: 
(a) both male and female experimental groups outperformed their male and female counterparts in the 
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control groups, (b) male learners in the experimental group scored significantly higher than female 
learners in the experimental group, and (c) no significant difference was observed between male and 
female learners in the control groups although females appeared to have a better performance than males 
in the control groups. 
To summarize, the results of the data analysis showed that the four groups were homogenous in terms of 
vocabulary knowledge at the outset of the study, but there were differences among the groups on 
vocabulary test and posttest in terms of vocabulary learning. The obtained results showed that the 
differences among the four groups on the test were significant, but there were not significant differences 
among the four compared groups in terms of long-term retention of newly learned vocabularies. 
 
5. Discussion 
5.1. Discussing the First Research Question 
Concerning the first research question, results of the present study which were reported in Table 3, 
indicated that the application of digital games in young EFL learners` classes leads to vocabulary 
enhancement of low-level L2 learners. Indisputably, low level participants who were exposed to digital 
games outperformed those who received no such instruction, and there was a significant difference 
between their performances on the vocabulary learning. It means that experimental group who were 
engaged in the classroom activities by using digital games as a medium, outperformed the control group. 
According to Table 2, there was a statistically significant difference between the vocabulary pretest and 
posttest scores of experimental group since the p value was smaller than the specified level of significance 
(.000 < .05). Also, the results of Table 4., showed that there was not a statistically significant difference in 
vocabulary pretest scores for EG and CG since the p value was greater than the specified level of 
significance (i.e. .22 > 0.05). On the other hand, on the vocabulary posttest, the difference between the EG 
and CG was statistically significant owing to the fact that the p value was found to be lower than the 
significance level (.000 < .05). The above findings indicate that the experimental group (who used digital 
games as a tool for learning) significantly outperformed the control group (who learnt vocabulary by the 
text only). Thus, the first null hypothesis of this study is rejected. 
This finding supports the previous study conducted by Paivio (1986) who provided evidence for the 
claim that better performance and comprehension would occur when both visual and verbal\textual 
information were selected and used together. It also provide support for Mayer`s (1997) generative theory 
of multimedia learning, that accounts for different channels to process textual and pictorial input. 
According to the result of this study, better vocabulary learning occurs when both visual and verbal 
channels are engaged. 
5.2. Discussing the Second Research Question 
In response to the second research question, which revealed that gender had a significant effect on 
vocabulary development of young EFL learners who were exposed to digital games, as was illustrated in 
Table 8, there was a statistically significant difference in vocabulary posttests scores for all groups, since 
the p value under the Sig. column was less than the specified level of significance (i.e. .000 < .05). 
From the results obtained in the Scheffe Post Hoc Test in Table 9, as illustrated in Figure 4.4, males 
learned better than females in experimental group while playing digital games. It could be seen that the 
difference between MEG (M = 91.86) and FEG (M = 85.72) was statistically significant as the MEG 
learners could outperform the FEG learners on the vocabulary post-test. This is so because the relevant p 
value in front of MEG-FEG was less than the alpha level (i.e. .02 < .05). In other words, vocabulary 
acquisition was better aided by using digital games for MEG. Likewise, the difference between FEG 
learners and the learners of the two control groups reached statistical significance. Lastly, the difference 
between the MCG (M = 62.78), and FCG (M = 64.92) was not found to be statistically significant since the 
p value was greater than the significance level (i.e. .92 > .05). So by using digital games, which formed a 
connection between images and the text, learners in both MEG and FEG outperformed the control group, 
but the males` performance was different from that of females. The reason for this is probably the fact 
that male learners were more likely to enjoy playing games both inside and outside of the class, and thus 
they could benefit from the digital games to enhance their vocabulary repertoire. 
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The findings of this research support the findings obtained by Brown, Hall, Holtzer, Brown, and Brown 
(1997). They concluded that males perform better than females in video games, but that both genders 
improve significantly in their vocabulary skill with video-game use. Besides, as predicted by the result of 
this study, gender has a significant effect on vocabulary development of young EFL learners being 
exposed to digital games. This result is in line with other studies (Edelenbos & Vinjé, 2000; Scarcella & 
Zimmerman, 1998; Zamri’s, 2004) and is inconsistent with claims that gender has no any significant effect 
on learning vocabulary (Chang, 1990; Chou, 2002; Jiménez, 2005; Terrazas, 2008). 
 
6. Conclusion and Implications 

Regarding the objectives and the research questions of this study, the following conclusions have been 
made. 

1. The application of digital games had a better effect on the vocabulary development of low-
proficiency EFL learners, compared to the traditional way of teaching vocabulary. 

2. There is a significant difference between the genders of participants who were exposed to digital 
games. 

3. Male experimental group learners outperformed females` experimental group. 
The implications for teaching are clear: Based on the result of the present study, it is suggested that digital 
games can be used in classrooms and language institutes, for better learning. For this purpose, before the 
commencement of instruction, teachers are recommended to figure out what strategies their students 
already possess, and then prepare the type of instruction that includes a range of digital games which 
their students should know and utilize. The thoroughly informed instruction in itself can teach students 
how and why to use digital games (Oxford & Crookall, 1989). The results of this study can help the 
teachers to make informed decisions in their selection of digital vocabulary games to be included in their 
process of language learning. Finally, textbook writers and developers of educational materials who 
compile EFL writing books are also recommended to take advantage of digital games in their 
instructional materials.   
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ABSTRACT 

TECHNOLOGY HAS INFLUENCED THE WRITING PROCESS AND PRACTICES IN MANY WAYS, 
OFFERING A PLETHORA OF NOVEL TECHNIQUES FOR BOOSTING MEANINGFUL PRACTICE 
AMONG LEARNERS IN GENERAL AND FOREIGN LANGUAGE LEARNERS IN PARTICULAR, 
HELPING THEM TO TACKLE WITH THE DIFFICULTY AND BOREDOM OF LEARNING TO WRITE 
IN NEW WAYS. AMONG THESE, WORDLES OR WORD CLOUDS, AS DATA REPRESENTATION 
DEVICES, HAVE BEEN RECEIVING ATTENTION FROM SCHOLARS IN THE FIELD OF APPLIED 
LINGUISTICS WHO HAVE ASSERTED THEIR MULTIPLE APPLICATION AND USES IN THE EFL 
CLASSES. THEREFORE, ATTEMPTS WERE MADE IN THIS STUDY TO INVESTIGATE THE EFFECT 
OF COLLABORATIVE PRACTICE THROUGH THESE DEVICES ON LEARNERS’ WRITING FLUENCY, 
COMPLEXITY AND ACCURACY AMONG IRANIAN INTERMEDIATE EFL LEARNERS. TO THAT 
END, A PRETEST, POSTTEST QUASI-EXPERIMENTAL DESIGN WAS USED IN WHICH 75 EFL 
STUDENTS AT ISLAMIC AZAD UNIVERSITY, HAMEDAN BRANCH, IRAN WERE CONVENIENTLY 
SAMPLED AND THEN WERE ASSIGNED INTO THREE GROUPS: A WORDLE GROUP, A NO-
WORDLE GROUP AND A CONTROL GROUP, 25 PEOPLE EACH. TO BEGIN WITH, ALL THE 
PARTICIPANTS WERE TAUGHT THE STRUCTURE OF A DISCURSIVE ESSAY AND WERE THEN 
GIVEN A SAMPLE OF TEST OF WRITING ENGLISH (TWE) AS A PRETEST. THIS WAS FOLLOWED 
BY AN 8-WEEK TREATMENT WHERE THE PARTICIPANTS IN THE TWO EXPERIMENTAL GROUPS 
WERE FIRST DIVIDED IN 5 FIVE-MEMBER GROUPS WHO WERE INSTRUCTED TO WRITE 
COLLABORATIVELY ON THE TOPICS ASSIGNED, WITH THE DIFFERENCE THAT THOSE IN THE 
FIRST EXPERIMENTAL (WORDLE)  GROUP WERE REQUIRED TO DO THIS INSPIRED BY THE 
WORDLES OF SIMILAR TEXTS GENERATED BY THE INSTRUCTOR, WHILE THE PARTICIPANTS IN 
THE SECOND EXPERIMENTAL GROUP PRODUCED THEIR TEXTS USING THE ITALICIZED, 
BOLDFACED KEYWORDS FROM PASSAGES WITH SIMILAR CONTENT.  HOWEVER, IN THE 
CONTROL GROUP THE PARTICIPANTS WROTE INDIVIDUALLY BASED ON THE SAMPLE OF 
TEXTS OR WORDLES THEY WERE GIVEN. AFTER THIS TREATMENT PERIOD, THE POSTTEST WAS 
ADMINISTERED. TO COMPARE THE PERFORMANCE OF THE GROUPS ON THE THREE 
VARIABLES OF CONCERN, MULTIVARIATE ANALYSIS OF COVARIANCE (MANCOVA) WAS RUN. 
THE RESULTS INDICATED THAT COLLABORATIVE PRACTICE IN GENERAL AND 
COLLABORATIVE PRACTICE THROUGH WORDLES IN PARTICULAR WOULD HAVE A 
SIGNIFICANT POSITIVE EFFECT ON EFL LEARNERS’ WRITING PERFORMANCE IN TERMS OF 
WRITING ACCURACY, COMPLEXITY AND FLUENCY.  
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Introduction 

Over the last few decades the field of language studies has witnessed a great revolution due to so many 
insights we have been obtaining about the nature of language and mind. And parallel to this, the field of 
second language acquisition studies with all its disciplines is full-fledgedly expanding its wings to better 
explain processes and variables involved in successful mastery of a second language.   

However, beyond this prospect, the situation seems to be getting more and more complicated because of 
the so many speculations, which are indeed sometimes conflicting, about the factors that mediate and 
may account for learning of a second language. One of such conflicting issues, hotly discussed in second-
language-acquisition studies over the last 20 years, is the role and significance of input and input practice 
as opposed to output and output practice in second or foreign language learning. 

From one hand, there are those who adhere to the idea that ample exposure to the input which is 
comprehensible for the learners  is the key to the success (see Krashen’s comprehensible input hypothesis, 
1985)  although questions as to what is comprehensible input and how it is made comprehensible are 
hotly discussed even among advocates of this school (see Longs’ Interactionist hypothesis, 1996);  on the 
other hand, there are those who believe that a language cannot be acquired through exposure to input 
unless the learners find chances of using and producing samples of language based on the inputs they 
have received (see Swain’s comprehensible output hypothesis, 1985, 2005).   

The controversy is an ongoing one. For example, while Ellis (1992, 1993) and VanPatten (2004), VanPatten 
and Cadierno (1993); VanPatten and Oikkenon (1996) take the view that it is input practice that leads to 
acquisition, and that output practice merely serves to improve fluency, there are studies such as those by 
DeKeyser (2003), DeKeyser and Sokalski (1996), and Izumi (2002) which clearly show a lack of transfer 
between receptive and productive skills at the level of both proceduralized and automatized knowledge. 
However,  it seems that in the recent years those on the output side have gained momentum backed up 
by such ideas as the role of noticing and awareness (Schmidt, 1990, 2001), the significance of negotiation 
for meaning (Long, 1996), implicit vs. explicit and incidental vs. intentional learning of concepts and rules 
(Ellis, 1997).  

In spite of all this, what both sides agree on is that some form of practice either with the input (Van 
Patten, 2004) or with the output (Dekeyser, 2007) plays a significant role in the move toward mastery of a 
second and/or a foreign language. Nevertheless, as Dekeyser (2007) puts it, despite its focal role “practice 
has received a raw deal in SLA studies” (P. 1),  and in spite of the change of attitudes and practices, from 
the route exercises with mechanical drills of 1960s to more authentic, meaning focused, task-oriented 
activities of the decades following the Audiolingualism, which were motivated by our changing of 
perceptions about nature of human learning and the learning process in general, and learning a second or 
foreign language in specific,  questions pertaining to its nature and its effects on subsequent learning still 
remain among issues to be investigated as empirical research on its role and nature has been quite limited 
in recent decades,  the main findings in their support coming from relatively few studies mostly 
conducted in second rather than foreign language contexts, frequently with students representing diverse 
L1 backgrounds and interacting in laboratory conditions (Dekeyser, 2007). 

In the recent years, however, motivated largely by Vygotsky's  sociocultural accounts of cognitive 
development, a new trend has started in education in general and language education in particular which 
can put the concepts of input, output and practice together. This new trend widely known as 
collaborative learning is a kind of instructional method in which students at various levels of 
performance work together interactively, sharing ideas and helping each other, in small groups towards a 
common goal. The students are responsible for one another's learning as well as their own. This active 
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exchange of ideas, according to Johnson and Johnson (1986), not only increases interest among 
participants but also promotes their critical thinking.  

Therefore, the years that followed, witnessed a proliferation of studies investigating the possible roles of 
collaborative learning and collaborative activities in acquiring and learning of knowledge of different 
types. Simultaneous to this novel emphasis on the benefits of collaborative learning, in the later parts of 
1980s, one sort of practice known as collaborative practice found widespread use among scholars 
especially in the field of language studies in which researchers attempted to investigate how such practice  
may result in language gains. This interest was also reflected in a very important aspect of language 
knowledge and performance, that is writing, since the ability to write effectively is becoming more and 
more significant in today's communication and academic settings (Matsuda & Hammill, 2014).This 
growing significance has resulted in the idea of collaborative writing in which students, in pairs or in 
small groups, write collaboratively. 

Indeed, research has indicated a positive effect of collaborative writing on L1, L2 and FL learners’ writing 
performance. For example, Storch (2005) studied the effectiveness of collaborative writing on L2 
argumentative essays. In her study, Storch both analyzed the participants’ final products in terms of 
fluency, accuracy and complexity, and the nature of interactions within pairs during the task. The results 
showed that collaboration would lead to many opportunities for idea exchanging and peer feedback 
among team members. Moreover, the results also indicated that the students who produced the text in 
pair wrote shorter but grammatically more accurate and more complex texts in comparison to those who 
produced the texts individually. However, her study did not show a statistically significant difference 
between the individual and group work.   

Storch (2007), on the other hand, examined the possible effects of pair work by comparing texts produced 
by pairs versus those produced by individuals. The study was conducted in four ESL classes designated 
as A, B, C, and D. Students in class A completed their task in pairs; whereas, those in class B did the task 
individually. Both class C and Class D had to choose from either of these two conditions (e.g. working 
individually or collaboratively). All the data collected were audio-taped and transcribed for further 
investigation. The analysis of edited texts did not indicate a significant difference between tasks 
performed collaboratively and those written individually in terms of accuracy.  Besides, the careful 
analysis of transcribed pair interactions revealed that most pairs engaged actively in the word choice. 
Thus the author concluded that although group work may not lead to greater levels of accuracy in doing 
written tasks,  it can give L2 learners ample opportunity to use L2 language meaningfully to come to a 
compromise about which words and/or structures to use.   

In the same line, Wiggleworth and Storch (2009) conducted a study to investigate the advantages of 
paired written in second language contexts.  They compared and contrasted the writing scripts produced 
by 48 pairs of students as well as 48 individual learners in terms of accuracy, fluency and complexity of 
the texts produced. Results showed that collaboration could have a positive effect on accuracy, but not on 
fluency or complexity. 

More recently, Biria and Jafari (2013) carried out a study to examine the impact of practicing in pairs on 
the writing fluency of Iranian EFL learners. To this end, they selected 90 homogenous female learners at 
an intermediate level and randomly divided them into two groups including a control group of 30 
students, each producing a written text individually, and an experimental group of 60 learners working 
in pairs. Since each pair produced a single text, the numbers of texts rather than the number of 
participants was considered. In order to compare the data collected from two groups, a t- test was used. 
The results obtained from the essays written in the first session of the writing phase revealed that pairs 
produced less fluent texts than the individual writers. More specifically, the average number of words, T-
units, and clauses in their essays was less than those of individuals. The essays written in the last session 
revealed that there was a considerable improvement in the use of T-units and clauses produced by pairs; 
however, the fluency of the written texts was not noticeably significant in comparison with the fluency of 
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essays produced by the individuals. The findings also revealed that practicing in pairs did improve the 
overall quality of the learners' writing productions even though the fluency of written texts did not 
change significantly. 

Lastly, Khatib and Meihami (2015) conducted a study to explore the effect of using collaborative 
techniques and activities on EFL students’ writing performance. Their study included 35 low-
intermediate EFL students ranging in age from 15 to 18. The participants were assigned into two groups: 
an experimental group (N=17) in which the students worked on their writing skill collaboratively and a 
control group (N=18) in which writing skill was exercised individually. Their study used a pretest and a 
post-test as well as a paragraph rating scale to measure students’ overall writing performance and their 
performance on different components of writing such as content, organization, grammar, vocabulary, and 
mechanics. The findings of the study indicated that using collaborative techniques and activities had a 
positive effect on overall writing performance of EFL students, and on writing components such as 
content, organization, grammar, vocabulary, and mechanics.  

             Meanwhile, in the last two decades, with a tremendous growth of information communication 
technologies (ICT), a new line of studies has emerged which focuses on how new technologies may help 
improve students' learning. This coupled with the idea of collaborative learning has opened up a new 
educational paradigm within collaborative learning known as computer-supported collaborative learning 
(CSCL) which uses technology in a learning environment to help mediate and support group interactions 
in a collaborative learning context. CSCL systems employ technology, especially a group of them known 
as Web 2.0 tools, to control and monitor interactions, to regulate tasks, rules and roles, and to mediate the 
acquisition of new knowledge.  

Now, as Kessler (2009) maintains collaborative practices are being increasingly advocated in second 
language classrooms largely in response to the collaborative potential of Web 2.0 tools, and the literature 
reveals a noticeable increase in interest in collaborative writing (e.g., Arnold, Ducate, & Kost, 2009; 
Kessler, 2009; Kessler & Bikowski, 2010; Storch, 2005). And although Ferris and Hedgcock (2005) warn 
that “empirical research investigating the effects of technology on ESL writers’ processes, texts, and 
attitudes is scarce indeed” (p. 346), according to Bax (2003), learning technologies are becoming more 
"normalized" (p. 23)  in language classrooms, and teachers, although reluctant at times, are beginning to 
‘stop seeing them as technologies and start seeing them as tools which suit some purpose and not others’ 
(Pegrum, 2009). The reason is that using technology to enhance language learning, as Jewell (2006) 
mentions "allows for increased learner autonomy and control, providing a more student-centered 
pedagogy’ with learners at the centre of the learning process and ‘more actively engaged in their learning 
than in traditional direct instruction methods" (p.178).  

In the last few years, with the emergence of Web 2.0 tools, educators have constantly sought new 
solutions to engage learners in dynamic, authentic learning activities. By engaging students with these 
motivating digital tools, researchers and teachers have often been able to observe huge gains in overall 
learning (Motteram & Stanley, 2011). Data visualization devices such as Wordles or Word Clouds are one 
example of such Web 2.0 tools. Word clouds, assist in accentuating the main points of text-based 
information. In a matter of a few seconds, a Word Cloud highlights the main ideas by presenting words 
used in a text in the shape of a cloud, with the biggest words being those that were most frequently 
employed in the text.  

While numerous ideas exist for the potential of word clouds (Anderson, 2007), there is relatively little 
research on whether and how they can facilitate the teaching and learning of different aspects of 
language. This lack is much gravely felt when it comes to application of such devices in promoting 
writing performance especially as far as collaborative practice through technology among EFL learners is 
concerned. Indeed the only study carried out so far to investigate the role Wordles might play in 
motivating foreign language writing comes from an action research by Baralt, Pennestri and Selvandin 
(2011) who used word clouds to facilitate the teaching of foreign language (FL) writing. Over the course 
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of one semester, students in a third-semester university FL Spanish course submitted drafts of their 
compositions electronically to create Wordles (word clouds). The Wordles were then used as visual tools 
to discuss students' writing development, writing strategies, and lexical acquisition. Word frequency 
counts along with Wordles also contributed to student-centered discussions about writing. The study 
reported a positive effect of Wordles in facilitating the teaching of L2 writing, as well as promoting 
vocabulary development and communicative task-based teaching and learning.  

Thus, a review of the literature reveals that collaborative writing in the L2 writing classroom is advocated 
though it is still in need of attention, and that there is a history of how technology has impacted the L2 
collaborative writing process, and that technology provides many benefits to the L2 collaborative writing 
process. Yet, more research is needed on the nature and process of collaborative writing and learners’ 
perceptions of the collaborative writing process (Storch, 2005). Even less are works published on 
collaborative writing in Web-based word processing,  and on the nature of Web-based collaborative 
writing within these environments.  

Therefore the present study was designed to fill the needs addressed above and understand the 
collaborative writing process involving more than two non-native English speaking writers working 
within a shared Web-based document. In effect, the study aims at finding answers to the following 
questions: 

Q1. Is there a significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ writing accuracy in writing expository texts? 

Q2. Is there a significant difference between the effects of collaborative practice through Wordles and   
without Wordles on EFL learners’ writing fluency in writing expository texts? 

Q3. Is there a significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ writing complexity in writing expository texts? 

Quasi-Experimental design was used to carry out the study. In the present study, 75 students, both male 
(20) and female (55), within the age range of 18 to 27 were conveniently sampled from 4 intact classes at 
Islamic Azad University of Hamedan to take part in the study. All the participants had already passed 
their grammar and advanced writing courses as part of their general education, both of which are pre-
requisites to the Essay-Writing Course they were taking in the second semester of the educational year 
2013-2014. The homogeneity of the participants was ensured by administrating a    

The participants were first pre-tested for their writing performance in terms of accuracy, fluency and 
complexity. Next they were assigned to one of the 3 groups: a Wordle group, a no-Wordle group, and a 
control group, with the first two working collaboratively to go through the assigned tasks with the use of 
Wordles or without them. After the treatment which lasted for 12 sessions all the participants were 
posttested to find out how they had been affected by the interventions.  

The participants to the study included 75 EFL students,. These were conveniently sampled from four 
intact essay-writing classes with a total of 102 sophomore EFL students at the English department of 
Islamic Azad University, Hamedan Branch. All the participants had already passed their grammar and 
advanced writing courses as part of their general education, both of which are pre-requisites to the Essay-
Writing Course they were taking in the second semester of the educational year 2013-2014.   
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The homogeneity of the subjects was checked based on their performance on Oxford Quick Placement 
Test administered before the actual phase of the study through which 75 students whose scores fell 
between one standard deviation minus  and plus the mean were chosen as the participants to the study.  

 These included 75 students were then randomly assigned to three groups, 25 each. Two of these groups 
served as the experimental groups 1 and 2 and the other as the control group.   

To collect the data for the present study, two samples of Test of Written English (TWE) were used: one as 
pre-test and the other as post-test. The TWE test requires candidates to produce an essay in response to a 
brief question or topic. The TWE is in the category of timed impromptu tests in that the test-takers are 
under a 30-minute time pressure to accomplish the task. This seemed of importance since one variable of 
concern in the study was participants’ writing fluency, which is a function of the number of words 
produced in a certain amount of time.  

The first sample of TWE used as the pre-test asked the participants to write a 300-word essay on whether 
physical exercise should be a required part of every school day or not and the second one used as the 
post-test required them to write one to suggest solutions to the problem of unemployment in the society 
they are living in. These two topics were selected out of a list of 50 writing topics available on the TOEFL 
official website based on a survey of three faculty members at English department in Islamic Azad 
university of Hamedan who had taught these very students the Advanced Writing course the previous 
semester. 

Two sets of materials were used in the present study. The first was adopted from “Successful Writing 
Proficiency” (Evans, 2000) because it provides ample examples of different types of discursive writing in 
an easy-to-grasp, accessible way. These were used to teach participants of the study the structure of 
discursive essays in the first three sessions of the treatment. 

The second type of the materials used came from reading passages taken from such books as Passages 2 
(Richards & Sandy, 2008), Reading and Writing (Mann & Taylor-Knowles, 2004),  Ready for IELTS 
(McCarter, 2010) and Cambrige IELTS 7 (Cambridge University Press, 2009) and Longman Preparation 
Course for the TOEFL (Phillips, 2012).  

These passages were used to provide an appropriate content and the necessary linguistic and contextual 
background to be used by the students in the groups to produce their own texts. These passages for the 
first experimental group (the Wordle group) were input to Tag-Crowd software, freely available at 
http://wordsift.com/ to create word clouds or Wordles of the texts. This generator allows the user to 
create a cloud from copy and pasted text, a URL (web address) or from an uploaded file (.txt only).  The 
reason for choosing this generator was that it is free to try online, and it accepts all file types. The final 
cloud can be shared and it can also be embeded in a webpage, can be printed or can be saved as a PDF. 

For the second experimental group (the no-Wordle group) the same passages were used with the 
difference that here the key words were italicized and/or bold-faced by the researcher to make them 
more prominent.   

After the participants were selected and their homogeneity was checked, they were assigned to two 
experimental groups and one control group, 25 people each.  The actual phase of the study began by the 
researcher teacher teaching all the participants the structure of a discursive essay to make sure that all of 
them were familiar with the organization of the type of writing task they were supposed to produce 
during the semester. The content used for this introductory phase of the study, was adopted from 
“Successful Writing Proficiency” (Evans, 2000), which was described in 3.4 above. Students in the 3 

http://wordsift.com/


Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 170 

groups all joined 3 one-and-a-half-hour class sessions during which the instructor introduced the 
elements of a discursive essay by giving them samples of such essays and asking them to write the 
introductory paragraph, the body paragraphs and the concluding paragraph.  

Next, to capture the initial differences among the groups, all the participants were sit for a pre-test in 
which they had been asked to write a three-hundred-word essay on whether physical exercise should be 
a required part of every school day or not in 30 minutes time.  

Afterwards, the treatment phase started by subdividing the subjects in each of the experimental groups 
into five five-member subgroups. This was done since a major aim of the study was to check the effect of 
collaborative practice on students’ writing performance.  

This was followed with a session for briefing participants in the experimental groups on the principles 
and techniques of collaborative practice since the review of the literature showed that on reason for 
failure of some studies on collaborative writing tasks was participants’ lack of familiarity with the 
concept and practice of collaborative writing (Chisholm, 1990). This briefing was done based on the 
suggestion put forward by Chisholm (1990) in his article entitled “Coping with the Problems of 
Collaborative Writing”.  

After all this, each of the subgroups in the first experimental group was given a Wordle the teacher had 
created of a similar content the group was supposed to write on. The Wordles revealed the frequencies of 
the words that appeared in the text, with more frequent words having larger font sizes and more colorful 
prominent forms. The subjects then tried to use all or some of those words or expressions to create their 
own writings, working collaboratively, negotiating about the best possible expressions, combinations and 
sequences. This provided for more enriched input and more practice on the output. This writing phase 
lasted about 75 minutes during which the instructorsupervised their activities and gave them necessary 
support by scaffolding their performance. This included suggesting words and expressions from the 
Wordles that were important to their writings but had been overlooked by the group members. The 
participants were even allowed to run the text of their paper through the cloud generator and see if the 
main points displayed in the cloud matched the main points they hoped to cover or convey in their 
writing.  This brought up even more interaction and collaboration among the participants in this group 
creating a sense of competition among the groups. Later, the instructor collected up the first draft of their 
products, commented on its content, structure and style, and gave it back to them to work on throughout 
the week and hand in the final draft in the following class meeting. 

In the second experimental group, however, the subjects were not given the Wordles; rather, they had to 
cooperate, and negotiate on producing the final product, relying on the sample reading passages or 
essays they had been provided with by the instructor. Here, the students were given the same reading 
passage out of which a Wordle had been generated for the first experimental group. For example, if they 
were to write on different sides of living in a big city, they were given a reading passage on the same 
topic and they were asked to go through it rapidly and scan the text for the key words which were 
italicized and/or bold-faced to make them more prominent. They were then asked to write their own 
assignments collaboratively using the same key words or other useful expressions they might have come 
across in the reading passage. Here again, the writing phase lasted about 75 minutes during which the 
instructor would supervise their activities and would give them necessary support by scaffolding their 
performance. Later, the instructor collected up the first draft of their products, commented on the content, 
structure and style, and gave it back to them to work on throughout the week and to hand in the final 
draft in the next class session. 

In the control group, on the other hand, the subjects were assigned similar writing assignments drawing 
on the principles of a process approach to writing (considering the goals of the writing, having a model of 
the reader, gathering ideas, organizing ideas, turning ideas into written text, drafting and reviewing what 
has been written, and editing); however, this was done individually inspired by the same sample 
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readings and/or essays given to the participants in the experimental groups. Here, there were no 
subgroups although the instructor did provide support to an individual whenever he was asked to do so. 
After the subjects had written their drafts, the instructor would collect them up, would comment on their 
content, form and style and would return them to the students to edit and to hand them in the following 
class session. 

At the end of this treatment stage which lasted about 10 weeks and 10 class sessions, again, all the 
participants were given a topic to write on. This served as the post-test and asked the students to write a 
three-hundred-word discursive essay in 30 minutes to suggest solutions to the problem of unemployment 
in the society they were living in. 

As mentioned above, to test subjects’ performance before and after the treatment, two samples of Test of 
Written English (TWE) were used. As TWE is a standardized test of writing ability, the scoring 
procedures follow a pre-established routine for a holistic evaluation of an essay in which each point on 
the scoring system is defined by a set of statements that address topic, organization and development, 
supporting ideas, facility (fluency, naturalness, appropriateness) in writing, and grammatical and lexical 
correctness and choice. 

However for the sake of the present study, this scoring rubric was not followed since a holistic score of 
the type normally provided in TWE reports was not of concern. Rather, what concerned the present study 
were measures of grammatical accuracy, complexity and fluency which were measured in their own 
specific ways which are described below.  

Measuring accuracy. Although in measuring accuracy, different methods are used such as the proportion 
of error-free clauses (e.g. Skehan & Foster, 1997) or the number of error-free T-units (e.g. Larsen-Freeman 
& Long, 1991), in this study, following Chandler (2003), Ellis and Barkhuzen (2005), and Michel, Kuiken 
and Vedder (2007), the total number of errors per 100 words minus 100 was used as a general measure of 
accuracy since  it did not pose the problem of coding clauses or T-units.  

The types of errors identified in the participants’ writings can be found in table 1 below. As shown in the 
table, these included 20 types of errors, 14 of which were suggested in Guide for Correcting Compositions 
by Azar (1985), four of which had been suggested in a study by Chandler (2003) in addition to those 
suggested by Azar, and two were introduced for the case of the present study to cover almost all types of 
the errors found in participants’ writings. These included errors on parallelism and prepositions which 
were found in almost all of the writings participants had produced in the pretest and the post-test. It is 
worth mentioning that the errors were not weighted against each other, and every occurrence was given 
a point.  

Another point of concern here is that following Roberts (1999) who argues for the difficulty of achieving 
high indexes of inter-rater reliability on accuracy measures, the papers were just marked by the instructor 
to avoid inconsistencies in scoring of errors and to make comparisons between the pretest and the post-
test results more authentic and logical. 

Table 1  
Examples of Error Types  

1 Error Type Example  Error Type Example 

1 Sentence 
Structure 

I will explain you the 
reason 

 Voice The problems are 
solving little by little 

2 Meaning But they do not plip  Deletion I want talk about 
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Unclear with energy 

3 Fragment Since it is very 
important. 

 Insertion They will can use 
their money 

4 Run-On 
Sentence 

This important point 
that needs 
explanation. 

 Collocation They become friends 
with everyone 

5 Word Order Routine daily  Parallelism Making new factories 
and to give loans to 
them 

6 Redundant A famous example 
which is very well 
known 

 Preposition It depends to officials 

7 Wrong Form For to achieve   Capitalization exercise is very 
important  

8 Subject-Verb 
Agreement 

Everyone know this 
is not possible 

 Spelling A very crutial point 

9 Pronoun-
Antecedent 
Agreement 

A lot of them live by 
them 

 Article Many young people 
like the exercise 

1 Verb tense If you want to solve 
it, no one would help 
you 

 Word Choice To receive to what 
they needing 

 

Measuring fluency. Although fluency measures are more of a concern to studies on ESL/EFL students’ 
speaking skill, writing fluency has been examined in different studies by different fluency measures. For 
example Chandler (2003) measures the time it takes for the subjects of his study to write 100 words while 
Chenowith and Hays (2001) use words written per minute as a measure of fluency in their study. As it 
can be clearly seen, fluency in such studies is considered as a function of the time it takes to write a 
certain number of words. In the present study this writing fluency was measured through dividing the 
number of words each student had produced by the time they had been given to write their essays in 
both the pretest and the post-test, which in this case was 30 minutes.   

Measuring complexity. Norris and Ortega (2009) believe that to measure language complexity , three 
grammatical complexity measures need to be considered (global complexity, phrasal complexity and 
complexity by subordination); however, the last one has been used by researchers more frequently (e.g., 
Yuan & Ellis, 2003; Larsen-Freeman, 2006). Therefore, the same measure was taken for the present study 
and complexity was measured by counting the number of subordinate clauses in an essay divided by the 
total number of sentences written.  

As already described, the data for the present study came from two sources: a pre-test and a post-test, in 
both of which the participants papers in the three groups were scored for writing accuracy, fluency and 
complexity. This provided a matrix of 18 sets of scores which needed to be compared on three levels: 
experimental group one with experimental group two, experimental group one with the control group,  
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and the experimental group two with the control group as far as grammatical accuracy, complexity, and 
writing fluency were concerned.  However, as the study involved a pretest which could have affected 
participants’ performance on the posttest as a covariate, it was decided to run Multivariate Analysis of 
Covariance (MANCOVA) to compare the results. The data were input to SPSS and Significance levels (set 
at p<.05) were calculated and included in the statistical reporting.  

Testing equality of variances. Each dependent variable must demonstrate similar levels of variance across 
each independent variable. Violation of this assumption can be conceptualized as a correlation existing 
between the variances and the means of dependent variables. This violation can be tested by using 
Levene's test. Non-significant values of Levene’s test indicate equal variance between groups. 

Table 2 

Levene's Test of Equality of Variances 

 F df1 df2 Sig. 

pos.acc .086 2 72 .918 

pos.flu 1.742 2 72 .182 

post.comp 1.808 2 72 .171 

Tests the null hypothesis that the error variance of the dependent variable is equal across 
groups. 

a. Design: Intercept + pre.acc + pre.flu + pre.comp + groups 

As Table 2 indicates, the results of Levene’s test were non-significant as far as accuracy     (p=.745), 
fluency (p=.133) and complexity (p= .542) were concerned. Therefore, this can be taken as a sign that 
there were not any significant differences between the variances of the groups, and that the underlying 
assumption of homogeneity of variance was also met.  

Testing equality of covariances. To check this assumption, Box's Test of Equality of Covariance Matrices 
was run. Box’s M tests the null hypothesis that the observed covariance matrices of the dependent 
variables are equal across groups. 

Table 3 

Box's Test of Equality of Covariance Matricesa 

Box's M 10.846 

F .849 

df1 12 

df2 2.512E4 

Sig. .599 

 

a. Design: Intercept + pre.acc + pre.flu + pre.comp + groups 

As the data in Table 3 show, the M Box value of 10.84 is not significant at α< .05 which is an indication of 
the equality of covariance matrices for the groups. 

Testing the research hypotheses. Now that all normality assumptions for MANCOVA have been met, 
we turn to testing the research hypotheses which were:  

H01. There is not any significant difference between the effects of collaborative practice through Wordles 
and without Wordles on EFL learners’ accuracy in writing expository texts. 

H02. There is not any significant difference between the effects of collaborative practice through Wordles 
and without Wordles on EFL learners’ fluency in writing expository texts. 
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H03. There is not any significant difference between the effects of collaborative practice through Wordles 
and without Wordles on EFL learners’ complexity in writing expository texts. 

To test the hypotheses so, the multivariate analysis of covariance (MANCOVA) was run to check whether 
involving the participants in collaborative practice with and without Wordles could have had any 
significant effects on their writing performance in terms of grammatical accuracy, grammatical 
complexity and writing fluency after considering the effects of the covariate. The results of this test are 
summarized in tables 4 to 6 below: 

Table 4 

Descriptive Statistics for Groups 

 groups Mean Std. Deviation N 

pos.acc Wordle 76.5600 2.69382 25 

no-Wordle 74.1600 3.17122 25 

control 72.0400 2.93655 25 

pos.flu Wordle 5.3984 .89281 25 

no-Wordle 4.6356 .66849 25 

control 3.3024 .58281 25 

post.comp Wordle 2.1056 .18742 25 

no-Wordle 1.7640 .15524 25 

control 1.5044 .18405 25 

    

 

Table 4 displays the mean scores for the two experimental groups, and the control group on accuracy 
(76.56 vs. 74.16 vs. 72.04), fluency (5.39 vs. 4.63 vs. 3.30), and complexity (2.10 vs. 1.76 vs. 1.50).  

Tables 5 and 6 summarize the results of the MANCOVA test. 

Table 5 

Multivariate Tests 

Effect Value F Hypothesis df Error df Sig. 
Partial Eta 
Squared 

Intercept Pillai's Trace .092 2.256a 3.000 67.000 .090 .092 

Wilks' Lambda .908 2.256a 3.000 67.000 .090 .092 

Hotelling's Trace .101 2.256a 3.000 67.000 .090 .092 

Roy's Largest Root .101 2.256a 3.000 67.000 .090 .092 

pre.acc Pillai's Trace .670 45.253a 3.000 67.000 .000 .670 

Wilks' Lambda .330 45.253a 3.000 67.000 .000 .670 

Hotelling's Trace 2.026 45.253a 3.000 67.000 .000 .670 

Roy's Largest Root 2.026 45.253a 3.000 67.000 .000 .670 

pre.flu Pillai's Trace .135 3.491a 3.000 67.000 .020 .135 

Wilks' Lambda .865 3.491a 3.000 67.000 .020 .135 

Hotelling's Trace .156 3.491a 3.000 67.000 .020 .135 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 175 

Roy's Largest Root .156 3.491a 3.000 67.000 .020 .135 

pre.comp Pillai's Trace .328 10.896a 3.000 67.000 .000 .328 

Wilks' Lambda .672 10.896a 3.000 67.000 .000 .328 

Hotelling's Trace .488 10.896a 3.000 67.000 .000 .328 

Roy's Largest Root .488 10.896a 3.000 67.000 .000 .328 

groups Pillai's Trace .929 19.658 6.000 136.000 .000 .464 

Wilks' Lambda .134 38.641a 6.000 134.000 .000 .634 

Hotelling's Trace 5.984 65.821 6.000 132.000 .000 .749 

Roy's Largest Root 5.904 1.338E2b 3.000 68.000 .000 .855 

a. Exact statistic       

b. The statistic is an upper bound on F that yields a lower bound on the significance level.  

c. Design: Intercept + pre.acc + pre.flu + pre.comp + groups    

 

As table 5 indicates, the Wilks’ Lambda value in the row for groups [F(6,134)= 38.64, P< .05, Partial η2 = 
.634] implies a significant effect for the treatment. In other words, the value obtained points to a 
meaningful effect of (as indicated by a high eta squared value) involving students in collaborative 
practice with and without a data visualization device such as Wordle on their writing performance in 
terms of accuracy, fluency and complexity. This positive effect is also reflected in Table 6 which presents 
the results of tests of between subject effects. 

Table 6 

The MANCOVA Test Generated by Measuring Between-Subjects Effects 

Source 
Dependent 
Variable 

Type III Sum 
of Squares df Mean Square F Sig. 

Partial Eta 
Squared 

Corrected 
Model 

pos.acc 656.431a 5 131.286 40.850 .000 .747 

pos.flu 64.735b 5 12.947 30.238 .000 .687 

post.comp 5.305c 5 1.061 49.628 .000 .782 

Intercept pos.acc 18.730 1 18.730 5.828 .018 .078 

pos.flu .529 1 .529 1.236 .270 .018 

post.comp 1.822E-6 1 1.822E-6 .000 .993 .000 

pre.acc pos.acc 386.255 1 386.255 120.185 .000 .635 

pos.flu 2.569 1 2.569 6.001 .017 .080 

post.comp .066 1 .066 3.108 .082 .043 

pre.flu pos.acc .043 1 .043 .013 .909 .000 

pos.flu 4.356 1 4.356 10.173 .002 .128 

post.comp .024 1 .024 1.143 .289 .016 

pre.comp pos.acc .262 1 .262 .082 .776 .001 

pos.flu .000 1 .000 .000 .987 .000 

post.comp .681 1 .681 31.843 .000 .316 

groups pos.acc 223.398 2 111.699 34.756 .000 .502 

pos.flu 55.683 2 27.841 65.024 .000 .653 
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post.comp 4.210 2 2.105 98.448 .000 .740 

Error pos.acc 221.755 69 3.214    

pos.flu 29.544 69 .428    

post.comp 1.475 69 .021    

Total pos.acc 414395.000 75     

pos.flu 1576.442 75     

post.comp 247.446 75     

a. R Squared = .747 (Adjusted R Squared = .729)     

b. R Squared = .687 (Adjusted R Squared = .664)     

c. R Squared = .782 (Adjusted R Squared = .767)     

As the results in the row for groups illustrate, the obtained main effect values for accuracy [F(2,69) = 
34.75, P= 0.00,  Partial η2 = .533], for fluency [F(2,69) = 65.02, P= 0.00, Partial η2 = .644], and for complexity 
[F(2,69) = 98.44, P= 0.00, Partial η2 = .664]  all indicated that there were significant differences between the 
mean scores of the groups on the posttest after removing the possible effects of their entry knowledge as 
tested through the pretest. This implied that collaborative practice in general and using Wordles for that 
purpose, in specific, could positively affect EFL participants’ writing performance.  

However, although the F-values obtained indicated significant differences between the mean scores of the 
groups on the posttest scores of accuracy, complexity and fluency, after removing the possible effect of 
the pretest, the post-hoc comparison tests were run to compare the groups on each of the variables and to 
answer the research questions raised at the outset of the study. The results of these comparisons are 
displayed in tables 7 and 8 below. 

 
Table 7 

Estimated Marginal Means 

Dependent 
Variable groups Mean Std. Error 

95% Confidence Interval 

Lower Bound Upper Bound 

pos.acc Wordle 76.442a .359 75.725 77.159 

no-Wordle 74.117a .359 73.401 74.833 

control 72.201a .360 71.484 72.919 

pos.flu Wordle 5.393a .131 5.131 5.654 

no-Wordle 4.644a .131 4.383 4.905 

control 3.300a .131 3.038 3.562 

post.comp Wordle 2.095a .029 2.036 2.153 

no-Wordle 1.766a .029 1.707 1.824 

control 1.514a .029 1.455 1.572 

a. Covariates appearing in the model are evaluated at the following values: 
pre.acc = 70.4667, pre.flu = 3.5947, pre.comp = 1.3100. 

Table 8 
 
Pairwise Comparisons 
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Dependent 
Variable (I) groups (J) groups 

Mean 
Difference (I-J) Std. Error Sig.a 

95% Confidence Interval for 
Differencea 

Lower Bound Upper Bound 

pos.acc Wordle no-Wordle 2.325* .508 .000 1.079 3.571 

control 4.240* .509 .000 2.990 5.490 

no-Wordle Wordle -2.325* .508 .000 -3.571 -1.079 

control 1.916* .508 .001 .668 3.163 

control Wordle -4.240* .509 .000 -5.490 -2.990 

no-Wordle -1.916* .508 .001 -3.163 -.668 

pos.flu Wordle no-Wordle .749* .185 .000 .294 1.203 

control 2.093* .186 .000 1.636 2.549 

no-Wordle Wordle -.749* .185 .000 -1.203 -.294 

control 1.344* .186 .000 .889 1.799 

control Wordle -2.093* .186 .000 -2.549 -1.636 

no-Wordle -1.344* .186 .000 -1.799 -.889 

post.comp Wordle no-Wordle .329* .041 .000 .228 .431 

control .581* .042 .000 .479 .683 

no-Wordle Wordle -.329* .041 .000 -.431 -.228 

control .252* .041 .000 .150 .354 

control Wordle -.581* .042 .000 -.683 -.479 

no-Wordle -.252* .041 .000 -.354 -.150 

Based on estimated marginal means     

*. The mean difference is significant at the .05 level.    

a. Adjustment for multiple comparisons: Bonferroni.    

Now based on the results of pair wise comparisons, we turn to answering the research questions and to 
investigate their respective hypotheses. 

Testing the first hypothesis. The first research question posed was:  

- Is there a significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ accuracy in writing expository texts? 

For this question the following null hypothesis was suggested: 

- There is not any significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ accuracy in writing expository texts.  

Post hoc comparisons using Bonferroni correction, summarized in Table 4.12 indicated that the mean 
difference score for the Wordle condition was significantly different from the no Wordle condition (MD = 
2.32, P< .01), and also the control condition (MD = 4.24, P <.01).  Furthermore, there was a significant 
mean difference between the no-Wordle group and the control group (MD = 1.91, P< .01). Taken together, 
these results suggest that collaborative writing using Wordles can affect EFL learners’ grammatical 
accuracy in writing expository texts more than doing similar tasks without Wordles.  

Testing the second hypothesis. The second research question raised was: 
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- Is there a significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ fluency in writing expository texts? 

For this question the following null hypothesis was formulated: 

- There is not any significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ fluency in writing expository texts. 

As the results of post hoc comparisons in Table 8 indicate,  the differences observed  between the 
means of the first experimental group (with Wordles) and those of the second experimental group 
(without Wordles) (MD = .794, P< .01), and also those of the control group (MD = 2.09, P< .01) were 
significant. Moreover, there was a significant mean difference between the second experimental group 
(without Wordles) and the control group (MD = 1.34,   P< .01). All these can be taken to indicate that 
involving learners in collaborative practice can significantly affect their writing fluency; however, this 
effect would be better if learners’ collaboration were motivated by a data representation device like 
Wordles.  

Testing the third hypothesis. The third research question was: 

- Is there a significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ grammatical complexity in writing expository texts? 

For this the following hypothesis was suggested: 

- There is not any significant difference between the effects of collaborative practice through Wordles and 
without Wordles on EFL learners’ grammatical complexity in writing expository texts. 

As the results of pairwise comparisons presented in Table 8 indicate, there was a significant difference 
between the mean scores of the experimental group one (with Wordles) and experimental group two 
(without Wordles) (MD = .329, P < .01),  and the control group (MD= .581, P< 01) in terms of grammatical 
complexity. Also, the difference between the mean scores of the no-Wordle group and the control group 
(MD = .252) appeared to be significant at P< .01. All this could imply that involving students in 
collaborative practice through Wordles can have more significant effects on their grammatical complexity 
than it could have without Wordles.  

The social cognitive perspective of language learning grounded in Vygotsky’s (1978) sociocultural 
account of learning has been receiving increasing attention in the recent years. According to this 
perspective the key to language learning is meaningful social interaction since there has been increasing 
attention in recent years towards a social cognitive perspective, which views language learning as a 
process of co-constructing one’s knowledge of language through interaction with others within a social-
cultural context (Oldfather et al., 1998; Swain & Lapkin, 1998). Based on Vygotsky’s (1978) conception of 
the Zone of Proximal Development (ZPD) learning mostly takes place through social interaction in which 
a more knowledgeable adult or peer, while completing a meaningful task, provides scaffolding to a less 
knowledgeable adult or peer among learners. Therefore, it seems that in L2 classrooms, collaborative 
tasks can engage  learners in meaningful interactions where they may provide scaffolding on each other’s 
use of language since it is through this collaborative scaffolding that learners improve their linguistic and 
cognitive capacities (Storch, 2002; Swain & Lapkin, 1998). 

     Meanwhile, in recent years much attention has been focused on the use of technology in classes. 
Computers and technology have brought with them huge advances which are applicable to language 
teaching such as specialized websites, blogs, wikis, discussion boards, and so on. 
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These new technologies offer opportunities for taking account of individual aptitude and interest. Studies 
such as those undertaken by Jonassen and Reeves (1996) or Means (1994) in the area indicate that effective 
use of education technology can help education system work better and more effectively. According to 
Tsou, Wang and Li (2002), using technology in the classroom can result in faster and more permanent 
learning. Technology is used for teaching primarily the same knowledge and skills that teachers teach in 
the classroom. What is special about technology is that it provides opportunities to supplement familiar 
teaching strategies in important ways (Dudeney & Hockly, 2007). However, as Tsou, Wang and Li (2002) 
maintain, for whatever reason, there still seems to be a kind of fear on the part of the teachers to bring 
technology into their classes, which implies that more research is needed to provide more convincing 
evidence to the classroom teachers as to the usefulness and efficiency of using such technological 
advancements in their classes.  

       In fact, it was the emphasis on fundamental role of collaborative, meaningful interaction along with 
the prospects of using modern technologies in the classroom and teachers’ reluctance to employ them in 
their classes without fear that motivated the present study.   

      As already described, the study aimed at exploring whether engaging EFL learners in collaborative 
writing practice with and without a data visualization software like Wordles would affect their writing 
performance in terms of accuracy, fluency and complexity. The results of the data analysis through 
MANCOVA indicated that involving learners in collaborative practice, in general, and in such practice 
through Wordles, in particular, would have a positive effect on participants’ writing performance as far 
as accuracy [F(2,69) = 34.75, P= 0.00,  Partial η2 = .533], fluency [F(2,69) = 65.02, P= 0.00, Partial η2 = .644] 
and complexity [F(2,69) = 98.44, P= 0.00, Partial η2 = .664 were concerned.  

      The results of pairwise comparisons, also, indicated that the first experimental (Wordle) group had 
outperformed the second experimental (no-Wordle) group (MD= 2.32, P< .01), and the control group 
(MD= 4.24, P< .01), and that the no-Wordle group had outperformed the control group (MD= 1.91, P< 
.01).  

       The results obtained seem to be in line with findings by other scholars in terms of writing accuracy, 
fluency and complexity while they differ from some others. For instance, as far as the effect of 
collaborative writing on learners’ accuracy is concerned, the results obtained support the results of 
studies by Fernandez Dobao (2012), Elola (2012), Jafari and Ansari (2011), and Wigglesworth and Storch 
(2009) all of whom reported a positive effect of collaborative writing, be it in groups or pairs, on writing 
accuracy. Perhaps this positive effect can be justified in Wigglesworth and Storch’s (2009) terms who 
propose that the knowledge the learners share acts as an enabler in collaborative writing activities, which 
allows them to produce more accurate texts as a result of pooled knowledge. However, there are also 
studies the findings of which are in contrast with those of the present study. For example, Shehadeh 
(2011), Storch (2007, 2005), and Franken and Haslett (2002) all reported that their studies did not show a 
significant effect for collaborative writing on learners’ accuracy.  

As to writing fluency, also, there are studies which either support or reject the findings of the present 
work. For instance, while studies by Al Tai (2015), Fernandez Dobao (2012), and Pae (2011) report 
positive effects for collaborative writing in terms of fluency, and, therefore, lend support to the finding 
obtained in this study, the results of studies by Biria and Jafari (2013,) and Wiggleworth and Storch (2009, 
2007, 2005) run in contrast to that of the present work since these studies do not find statistically 
significant changes in the performance of the learners in terms of fluency before and after the treatments. 

       Concerning the impact of collaborative practice on writing complexity, the present study found a 
positive effect as well. This finding is in line with the findings of studies by Pae (2011),  Storch (2005),  
Malmqvist (2005) and Franken and Haslett (2002) which point to the significant effect of collaborative 
writing on complexity; nevertheless, there are studies which report opposite results such as studies by 
Fernandez Dobao (2012) and Storch and winggleworth (2007). 
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      Most of the studies mentioned above investigated the possible effects of collaborative practice on 
writing accuracy, fluency and complexity of learners all at the same time; however, no study to date, of 
course as far as the present researcher was able to recollect from the literature review, has reported 
simultaneous positive gains on these three aspects of writing performance. This does not preclude studies 
which do not report such gains because at least Elola and Oskoz (2010) found that, despite improvements 
in the learners’ writing performance, statistically significant differences were not evident in their writings 
in terms of fluency, accuracy and complexity. 

       In spite of such controversies in the results, one thing that all the studies mentioned above have in 
common is that collaborative activities result in knowledge gains although such gains may not be 
statistically significant at times. One can find different justifications for this beneficial effect. For example, 
Johnson, Johnson, and Smith (1998) believe that, while collaborating, learners can connect input, output, 
and feedback through working cooperatively to learn, notice, understand, and solve problems with peers, 
which results in cognitive development and intellectual growth and Johnson, Johnson and Holubec (1998) 
maintain cooperation results from positive interdependence (i.e., each member is responsible for and 
contributes to group success), and individual and group accountability, face-to-face interaction, 
interpersonal and small group skills, and group processing help learners cooperative efforts to be made.  

         According to Swain (2000), when interlocutors are involved in a collaborative activity, they go 
through a process of co-constructing their L2 knowledge with peers, a dialogue that constructs linguistic 
knowledge in which what learners contribute becomes an object for reflection, receives peer feedback, 
addresses linguistic problems and encourages modified output. Swain (2000) also argues that tasks that 
engage students in collaborative dialogue “might be particularly useful for learning strategic processes as 
well as grammatical aspects of language” (p.12).  

      Looked at from this perspective, collaborative interaction assists L2 learners in writing, especially 
when they are required to construct texts jointly and do peer-editing (Storch, 1999; Swain & Lapkin, 1998) 
which provide opportunities for learners to focus on various aspects of writing such as grammatical 
accuracy, lexis and discourse. While learners work on a single text, learners generate ideas, and pay 
attention to their language use and the organization of their ideas. They may give and receive feedback, 
which promotes the consideration of alternative uses of language and elaboration of ideas. Therefore, 
collaborative writing is a powerful method of writing that encourages cooperation, critical thinking, peer 
learning and active participation towards an end product (Hernandez et al, 2008).  

         The last part of the discussion concerns the use of Wordles, which can be assumed to have been 
responsible for the superior performance of the first experimental group over the second experimental 
group and the control group. As far as the review of the literature shows, despite the fact that in recent 
years much attention has been focused on the use of technology in classes, education has been slow in 
incorporating it in the teaching-learning process, in general, and in collaborative writing, in particular. 
And although today such terms as computer-based collaborative writing are used a lot, the prospects 
have not been examined much. Therefore,  there are not any studies in the literature which have 
specifically investigated the facilitative or debilitative effects of one type of data visualization software 

such as Wordles on learners’ writing performance in terms of accuracy, fluency and complexity except a 
pioneering action research about the application of Wordles in EFL classes by Bralt, Pennestri and 
Selvandi (2011), or a study by Dugan (2012) investigating the possibility of using Wordles to make 
literary texts come alive or a third study by Talang (2012) which examines their applications for teaching 
vocabulary to EFL students. Thus, the present study can be regarded the first endeavor in using Wordles 
to promote collaborative practice in an EFL context, which prevents a fuller discussion of the findings in 
the light of the existing literature. 

       However, the positive role of the Wordle can be explained by the possibility of these devices  
to help facilitate the understanding of complex events or phenomena because they present data in a 
multimodal way, incorporating visual, phonological, textual, and even animated input (Bralt, Pennestri & 
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Selvandi, 2011). In fact, Wordles provide for engaging learners in class-based discussion about the 
meaning of words while they are simultaneously able to look at them in a Wordle, and in this way they 
present learners with visual and auditory input concurrently which may help them to process and to 
retain vocabulary and content more effectively (Bralt, Pennestri & Selvandi, 2011). 

 Conclusion 
The results of data analysis presented in chapter four pointed to a significant effect of such practice on 
writing accuracy, fluency and complexity of the participants in the first experimental group (the Wordle 
group), who outperformed both the participants in the second experimental group (no-Wordle group), 
and those in the control group in all the measures of concern. It was also found that the participants in the 
second experimental group showed a better performance than those in the control group in terms of 
writing accuracy, fluency and complexity. 

Based on these findings it can be concluded that engaging EFL learners in collaborative practice will 
result in their better performance as far as writing accuracy, fluency and complexity are concerned, and 
that this collaboration motivated by a data visualization device like Wordle can even yield better results. 

Therefore the case can be made for involving students in collaborative writing practices since such 
practices could be beneficial to both students and teachers (Seong, 2006) as they can help reduce the 
workload of writing teachers because the students in the collaborative classrooms get feedback from their 
peers and thus they do not have to solely rely on their teachers. Through collaborative writing the 
students could learn about the writing process and practice their writing skills through cooperation to 
produce better writings.  

The collaborative writing classroom could also provide students a more comfortable and interactive 
atmosphere so that they could get more opportunities for negotiating. Students can also learn how to 
work with peers, how to compromise effectively, and how to value differences through their experiences 
of working together (Speck, 2002). Many researchers have reported that students working in small groups 
tend to learn more of what is being taught. Moreover, they retain the information longer and also appear 
more satisfied with their classes (Beckman, 1990; Chickering & Gamson, 1991; Goodsell, et al, 1992).  

At the meantime, this prospect coupled with the adoption of educational technology in collaborative 
writing classes can create an environment which can trespass the boundaries of traditional classroom 
setting to facilitate learners’ writing processes and motivate more meaningful interactions among learners 
(Ortega, 2007; Van Deusen-Scholl, 2008). The use of one type of such technology, that is Wordles, in the 
present study could account for participants’ better performance in a setting of a collaborative writing 
classroom. This implies that such tools need to be incorporated in the writing classrooms more since such 
undertaking can create a learning community beyond the two-person limit that is less teacher-dependent. 
With newer technologies available learners can more easily work in groups of three or more 
simultaneously. This will provide researchers with deeper insight into the L2 collaborative writing 
process and how such process can be better facilitated to promote deeper understanding of the 
knowledge of language one needs to possess.  

The results of the study as well as the limitations the study suffered from highlight several points worthy 
of further investigation: 

1. This study investigated the effect of collaborative practice through Wordles and without them on 
writing accuracy, fluency and complexity of foreign language learners’ writing.  Further studies 
can be done to investigate the effect of collaborative writing through other technology tools such 
as discussion panels or online slide shows and so on. 

2. The present study did not consider the possible effect of learners’ proficiency level on their 
performance; thus worthy of investigation is the study of the effect of collaboration across 
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different proficiency levels to see whether learners of different proficiency perform differently on 
the tasks.  

3. This study did not made any attempts to video record or type record the interactions among 
group members when doing the tasks. Another line of the study which can add valuable 
knowledge to the literature is recording student interaction to examine the types and nature of 
such interactions and how they are dictated in the students’ final product.  

4. This study investigated the possible effect of Wordles on EFL learner’s writing performance. 
Other studies can be designed to investigate the application of Wordles across other subject areas 
such as learning of grammar and vocabulary or other skill areas such as speaking and listening. 

5. The present study did not consider the possible role of students’ gender in their collaborative 
writing performance through Wordles; therefore, the same study can be replicated while adding 
gender as another design feature. 

6. As already mentioned, the participants of the present study were all Iranian EFL students who 
were conveniently sampled from four intact classes at Hamedan Branch of Islamic Azad 
University. It is suggested that the same study be replicated by recruiting students from other 
nationalities sampled through random sampling procedures so that the findings can be 
generalized over larger populations of learners. 
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ABSTRACT 
 THE PRESENT STUDY ATTEMPTS TO INVESTIGATE THE EFFECT OF PHONEMIC AWARENESS OF 
ENGLISH SOUNDS ON THE IMPROVEMENT OF IRANIAN FIRST-GRADE OR JUNIOR SECONDARY 
PROGRAM STUDENTS' READING ABILITY. PHONEMIC AWARENESS PLAYS A SIGNIFICANT 
ROLE TO HELP STUDENTS REMOVE THEIR ENGLISH LEARNING DIFFICULTIES WHICH IS 
ACCEPTED AS BEING AN IMPORTANT FACTOR IN ENGLISH LITERACY ABILITIES BY PREVIOUS 
RESEARCHERS. IRANIAN STUDENTS ARE AT A PARTICULAR RISK FOR ENGLISH LITERACY 
DIFFICULTIES IN ALL SKILLS OF THEIR LANGUAGE LEARNING, I.E. READING, WRITING, 
SPEAKING AND LISTENING. SIXTY STUDENTS UNDER PUBLIC CURRICULUM SYLLABUS 
DESIGN FROM A JSP GIRLS SCHOOL WERE STUDIED THAT THEIR AGES WERE 12-13. THIRTY 
STUDENTS AS EXPERIMENTAL GROUP RECEIVED A 12-WEEK PHONEMIC AWARENESS (PA) 
TRAINING PROGRAM TWICE A WEEK ABOUT 20 MINUTES, AND THE OTHER THIRTY STUDENTS 
AS CONTROL GROUP RECEIVED PLACEBO. THE DATA WERE ANALYZED USING SPSS 
SOFTWARE, AND THE RESULTS OBTAINED THROUGH T-VALUES, T-TEST, ETA SQUARED (Η2) 

AND LEVENE’S TEST REPRESENTED A SIGNIFICANT DIFFERENCE BETWEEN TWO GROUPS 
WHICH HIGHLIGHTED THE KNOCK-ON EFFECT OF PA ON EXPERIMENTAL GROUP'S 
PHONEMIC AND READING ABILITIES COMPARED TO A NO-TREATMENT CONTROL GROUP. IN 
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ADDITION, PA INSTRUCTION WAS FOUND A NECESSITY IN WHICH IRANIAN FIRST-GRADE 
STUDENTS NEED MORE COACHING IN EARLY ENGLISH INSTRUCTION. 
 

KEY WORDS: PHONEMIC AWARENESS, PHONOLOGICAL AWARENESS, PHONIC 
 
 
 1. Introduction 

         Almost all English language teachers get students to study grammar and vocabulary, practise functional 
dialogues, take part in productive skill activities and try to become competent in listening and reading. Yet some of 
these same teachers make little attempt to teach pronunciation in any overt way and only give attention to it in 
passing. According to previous studies (Fatemi & Pishghadam, 2015), teaching pronunciation is ignored 
within the English as a foreign language (EFL) classroom context, teacher training programs, course 
materials, and applied linguistics studies. However, English sounds instruction is regarded as extremely 
beneficial from learners’ perspective (Barrera, 2004).  Pronunciation teaching not only makes students be aware 
of different sounds and sound features (and what these mean), but can also improve their speaking, specially their 
accent; besides, it helps them achieve the goal of improved comprehension and intelligibility of other skills such as 
listening, reading and writing (Harmer, 2013, p. 248). So in this regards, knowledge of sounds (i.e., phonemic and 
phonological awareness) is in the essential parts of learning English. Unawareness of them acts as an obstacle for 
actual perception and comprehension of the meaning of the words in the sentences effectively.  
        Although there are 26 letters in the English language, but there are approximately 40 phonemes or 
sound units, these sounds are represented in 250 different spellings such as /f/ as in ph, gh, ff, which are 
not inherently obvious and must be taught (Center on Teaching and Learning, 2015). One of the main 
problems of the students in Iran is reading difficulties that they are commonly caused by weaknesses in 
the ability to process the phonological features of language because spelling words in English is 
challenging work and one of the main reasons for this is that many English words are NOT spelled as 
they are spoken, and causes a lot of confusion for learners to learn English. So, most of students from 
elementary level even to advanced level in Iran have basically phonemic and phonological problems to 
distinguish some sounds with different written forms which sometimes belongs to  phonological 
exceptions like "sh /ʃ/" sound in the word Persian, ocean, sure, nation, fish. Very often, Iranian students’ 
reading difficulty is due to epenthesis as [estri:t] in street, and silent letters like "gh" or "k" in the word 
"knight" and also, as a result of letters combining that makes different sounds like "ph/gh= /f/" as in 
cough and photo " tu= /tʃ/ as in culture”  or “ch= /tʃ / as in church and /k/ as in stomach”. 
        The aim of the current study is to explore the effect of phonemic awareness in two areas; perception 
of phonological rules and application of phonemic awareness and sound exceptions for first-grade 
students' reading activity towards reading improvement (so far, little attention has been paid to 
knowledge of sound exceptions). It was proposed that the learner's awareness on the phonology of a new 
language would greatly influence early reading success. The present study attempts to show that an 
understanding of phonemic relationships enables the beginning reader of English to make a contact with 
English alphabetic writing system at the phonetic level. Phonemic instruction at the appropriate age level 
would facilitate and pave the way of this understanding; consequently, reading abilities will cognitively 
and intellectually be improved. 
         One of the most significant current discussions in phonemic awareness is "teaching phonemic 
awareness in public schools of Iran" at the level of first-grade (JSP) students. The teaching of phonemic 
awareness is important because it will not be developed spontaneously as a natural phenomenon as the 
other levels of phonological awareness (Frost, Peterson & Lundberg, 1988). According to them, phonemic 
awareness instruction as a language skill is required to ensure that it is mastered. It is assumed that the 
sensitivity of first-grade students to the sounds that compose spoken words plays an important role in 
their reading acquisition, as it helps them to understand the sound-symbol relationship.  
        Phonemic awareness is essential to activate students’ mental activity to process abstract words in 
their lexicon entry which cognitively effects on learning to read an alphabetic writing system as well, it 
helps learners or readers understand the alphabetic principle (that the letters in words are systematically 
represented by sounds). Phonemic awareness plays as a scaffolding tool to achieve reading improvement 
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goals. To sum up the foregoing, phonemic awareness rightfully provides the students' feeling of self-
confidence which positively makes their second language reading ability as EFL students easier, more 
relaxed and more successful without any anxiety. Moreover, considering the emphasis and importance 
placed on English reading ability in Iranian schools,  the researcher of the present study felt the urge and 
need to investigate phonemic awareness of the Iranian students to answer the following question: Does 
phonemic awareness instruction significantly improve Iranian junior secondary program students’ 
reading ability? 
 
2. Literature Review 

        Phonemic awareness was discovered by Lefly and Pennington (2001) as one of the main predictors of 
later literacy ability. A strong ability in phonemic awareness is necessary for successful reading 
(Foorman, 2003; Juel, 1988; Herriman, Nesdale & Tunmer, 1988). Ball and Blachman (1991) found that 
first-graders' reading skills were greatly improved when phonemic instruction was provided. Beech and 
Harding (1984) found that low levels of phonemic awareness were associated with a development lag in 
early elementary children; these children had difficulty on all tests that included phonemic awareness 
processing skills. In other words, poor readers have phonemic processing difficulties. Phonemic 
awareness alone is not sufficient for reading success; however, the findings concerning the power and 
importance of phonemic awareness supports the teaching of the skill, combined with a holistic literacy 
program (Foorman, 2003). 
        Besides, Hoien and Sprugevica (2003) found that phonemic awareness has an impact on word 
identification and sentence comprehension in emergent readers. Phonemic awareness was found to have 
an impact on word reading and reading comprehension (Erhi, 2001). Most empirical research on 
phonemic awareness training of young learners has examined its effects on decoding, under the 
assumption that such training enables them to grasp the principles of phonemic segmentation and 
blending, which are the foundations of decoding. However, there are also grounds to assume that such 
training will enhance reading abilities. When word recognition is efficient so that speed and automaticity 
are gained (Ortar, 1987; Stanovich, 1980), more cognitive resources are available for interpretation of the 
grapho-phonemic code. 
         Recent experimental studies (Fatemi & Pishgaman, 2015) have demonstrated that training in 
phonemic awareness improves the reading ability of first-grade and early elementary age children. These 
findings suggest that phonemic awareness is causally related to reading ability. Nevertheless, beginners 
do gain additional knowledge of linguistic structure as they learn to read. Interaction with print provides 
further experience and exposure to the structure of language. Therefore, one might conclude from a 
number of other studies (Cary & Morais, 1979) that the direction of causality lies instead from reading 
development to phonemic awareness.  Under the umbrella of phonological awareness, on the fourth and 
fifth levels, is the concept of phonemic awareness.  
         The phonemic awareness level is also known as the skeletal and segmented level (Laughon, 
Rashotte, Simmons, Torgesen & Wagner, 1993). Phonemic awareness is the sensitivity and ability to 
manipulate the smallest unit of sound within a language (Lonigan & Whitehurst, 1998). This smallest unit 
of sound is known as a phoneme. Research indicates that successful readers have strong phonemic 
awareness ability (Herriman, Nesdale & Tunmer, 1988). Phonemic awareness has been identified as very 
important skill that leads to later reading success (Byrne & Fielding-Barnesley, 2000; Foorman, 2003; 
Hoien & Sprugevica, 2003). 
 
2.1. Phonological and Phonemic Awareness 

        The current study analyzes the effectiveness of phonemic awareness (PA) on Iranian first-grade 
students' reading ability, whereas there is a distinction between phonological awareness and phonemic 
awareness, the two terms are often used interchangeably. In order to demonstrate the two terms; in the 
first step, the researcher attempts to make a brief comparison between them. 
        According to Yopp ( 1992), phonological awareness is the ability to recognize that words are made 
up of a variety of sound units, he believed as a student develops phonological awareness s/he not only 
comes to understand that words are made up of small sound units (phonemes), she or he also learns that 
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words can be segmented into larger sound “chunks” known as syllables and each syllable begins with a 
sound (onset) and ends with another sound (rime).While phonemic awareness involves an understanding 
of the ways that sounds function in words, it deals with only one aspect of sound: the phoneme. A 
phoneme is the smallest abstract unit of sound in a language that holds meaning. Almost all words either 
concrete word-forms or abstract ones (i.e., lexemes) are made up of a number of phonemes blended 
together. Consider the word “ball”. It is made up of three phonemes: /b/ /aw/ /l/ . Each of its sounds 
affects the meaning. Take away the /b/ sound and replace it with /w/ and you have an entirely different 
word. Change the /aw/ for an /e/ sound and again the meaning changes.   
          Figure 1 shows phonemic awareness as third level of phonological awareness which has three sub-
skills: segmentation, blending and manipulation (overall, phonemic awareness is the subset of 
phonological awareness, phonological awareness is one part of phonology and phonology is one part of 
linguistics). 

 
Figure 1: (Retrieved 2015 from www.writingwithrebecca.com) 
     To put this figure in briefly, Word awareness is the knowledge that words have meaning. Students with 
word awareness can discriminate individual words in a passage when reading them. Rhyme awareness is 
the understanding that certain word endings sound alike, such as the short /a/ and /p/ sounds 
in cap and map. Onset and rime, onset is the initial consonant in a one-syllable word. Rime includes the 
remaining sounds, including the vowel and any sounds that follow. For example, in kite, the /k/ sound is 
the onset, and the /ite/ sound is the rime. Syllable Awareness is the recognition that words are divided 
into parts, each part containing a separate vowel sound. A student with syllable awareness can 
identify bat as one syllable and batter as two syllables.  Phonemic Awareness is the student's awareness of 
the smallest units of sound in a word. It also refers to a student's ability to segment, blend, and 
manipulate these units. A student with phonemic awareness hears three sounds in the word bat: /b/, 
/a/, and /t/ (Anonymous, 2015). 
        Harrison (2015) believes that phonological awareness provides the basis for phonics. Phonics, the 
understanding that sounds and printed letters are connected, is the first step towards the act we call 
"Reading". Phonemic awareness facilitates the development of reading and spelling of beginner students 
as they learn the relationship between the sounds they hear and the letters and words they see in print. 
2.2. Phonemic Awareness and Reading ability 
        According to Scharer (2012), “Understanding”, “knowledge”,  and  “comprehension” are words we often 
use to describe what we want to achieve through the act of reading. Letters and words are, of course, 
vehicles required for understanding. But the act of comprehension takes place, not on the page, but in the 
brain. Marie Clay (2002) cited “I define reading as a message-getting, problem-solving activity which 
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increases in power and flexibility the more it is practiced”. Marie Clay’s definition of reading provides a 
framework for discussing this study's goals for reading instruction. 
         Reading is referred to understanding the meaning of written language. The major difference 
between the written and the spoken word is not what is being communicated, but how the 
communication is taking place, by eye rather than ear. Lyon (1995) believed that reading is dependent on 
two major cognitive capacities. The first is comprehension, the ability to understand language. The 
second is decoding, the ability to derive a word's phonological representation (one based in the domain 
of spoken words) from the sequences of letters that represent it. Skilled decoding allows the reader, 
through print (phonics), to retrieve the meaning of words known and organized through the learning of 
spoken language. Together, word-decoding and comprehension skills combine to permit language 
comprehension to take place via the printed word (Juel, 1991).  
      In accordance with aforementioned, phonemic awareness is one of five elements of reading 
development which is located at the center as the central or main element of the reading developmental 
processes. It shows that lack of PA undermines learning to decode, leads to less reading, consequently 
smaller vocabulary and ultimately less developed comprehension skills. Five elements of reading 
development are: phonemic awareness, vocabulary, phonics (decoding), fluency and comprehension. The 
central core of the reading skill is phonemic awareness. If students do not know what the phonemic 
properties of a word are, they cannot perceive its meaning; therefore, they cannot make much sense of a 
sentence containing that word. But phonemic awareness is only one critical linguistic skill for reading 
success. It is important to realize that while phonemic awareness training provides an essential 
foundational element of reading success, phonemic awareness alone does NOT insure students will learn 
to read proficiently. Phonemic awareness training teaches students to hear, recognize and distinguish 
sounds with a word. It is primarily an auditory skill (Paris, Cross & Lipson, 1984). 
 
2.3. A Hierarchy of Phonemic Awareness Skills 

         This is the most critical phonological skill for reading because phonemes are “the raw material of 
reading and writing” (Griffith & Olson, 1992, p. 516). Phonemic awareness refers to the ability to tune in 
to the separate single sounds; to be able to play with them, blend them together, segment or swap them 
around, and so on. Identifying the separate sounds is necessary before letters can be attached to the 
sounds, and therefore provides the foundation for reading an alphabetic language like English. Phonemic 
awareness itself has a number of subs-kills. Understanding the hierarchy of phonemic skill development 
and how to teach each level, using examples in a logical sequence, is very important particularly for the 
students who have difficulty picking up these skills easily (Adams, 1990; Stanovich, 1986). Adams (1990) 
identified four levels of hierarchy of phonemic awareness: Isolation, Blending, Segmentation and 
Manipulation. 
        Level one: Phoneme isolation refers to the ability to recognize the separate phonemes in words. The 
first phoneme in a syllable is the easiest to identify, then the final phoneme, then the middle phoneme. 
The following questions probe this skill: 
• What is the first sound in man? /m/ 
• What is the last sound in duck? /k/ 
• What is the middle sound in cup? /u/ 
        A teacher can check that the students understand the concepts of first, last and middle before asking 
questions like these. If students have difficulty with any of these questions, explicitly modelling the 
identification of the separate phonemes should be the focus of instruction, and students should be 
involved in activities that provide multiple opportunities to practise the skills (Konza, 2011, p.2). 
        Level two: Phoneme blending is one of the most important phonemic skills and requires careful 
attention. Blending requires students to listen to a sequence of spoken phonemes and then combine them 
into a word. In the early stages, a teacher can apply the model of continuous sounds which do not stop 
between phonemes (Konza, 2011). For example, /mmmaaannn/ man and/sssuuunnn/ sun. 
        When students can do exercises like that above, the phonemes can be separated, eg.,/m/ /a/ /n/ 
man. Then “stop” consonants like /p/, /b/. /g/, /d/ and /t/ should be introduced – those that can’t be 
continued without distorting them, eg., /paaat/ pat, /tiiip/ tip and /do…g/ (continue /o/ sound) dog. 
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        Konza (2011) believed that great care needs to be taken not to distort the phonemes when teaching 
students who are having difficulty. For example, the word pat should be said “paaat” not “paaatuh”. 
Even more importantly, the initial consonant should not be distorted. The elongated word should be said 
“paaat”, combining the /p/ and /a/ sounds, rather than saying “puhaaat”. After blending consonant-
vowel-consonant (cvc) words orally, help students blend ccvc and cvcc words,and words with the long 
vowel sound. eg., /sssllliiip/ slip, 
/mmmuuussst/ must and /mmmeat/ meat. 
      Level three: Phoneme segmentation requires the students to count out the separate phonemes in a 
word, saying each sound as they tap out or count it. Once again, a teacher should model multiple 
examples of simple vc and cvc words before moving to ccvc and cvcc words, giving plenty of 
opportunities for students to copy teachers' model and try to practice some examples for themselves 
(Konza, 2011). For example, the sounds in words “at /a/ /t/ (2) or in met /m/ /e/ /t/ (3) or in stop /s/ 
/t/ /o/ /p/ (4) and in trust /t/ /r/ /u/ /s/ /t/ (5)”. 
          Level four: Phoneme manipulation is the most sophisticated phonemic skill which refers to the 
ability to manipulate sounds to form different words in order to support the flexible use of sound 
knowledge as one component of the reading and writing process. Phoneme deletion, addition and a 
combination of both are included in this very refined skill so that the students will be able to change the 
word train into brain or rain. (Konza, 2011). 
 
3. Method          
        Pretest, treatment, posttest design based on true-experimental study was employed in this research. 
The method for this study is based on quantitative design methods and the type of research is applied 
research, which tries to improve a product or a process_ testing theoretical concepts in actual problem 
situations. It attempts to develop generalizations about teaching-learning process, instructional materials, 
the behavior of students and ways to modify it, and so on. 
  
3.1. Participants 

         Sixty students from two classes at junior secondary program (JSP) of Girls' school participated in this 
study. One class consisted of thirty students who were randomly assigned to serve as the experimental 
group (G1) and the other class consisting thirty students were selected as the control group (G2). They 
were Iranian female students and the range of their ages was between 12 and 13. All the students were 
monolingual and native speakers of Persian language. The PA training classes were held twenty minutes 
twice a week for a third-month period, all the students received 480 minutes of general instruction on PA 
during twelve weeks (twenty four sessions). 
 
3.2. Treatment 

        A third-month phonemic awareness training program offered to the experimental group (G1) during 
the school year. On the whole, the PA training procedure was delivered in addition to the regular 
national school curriculum which was included the following training activities: 
(1) Identifying the rhyme (onset and rime) and creating rhymes; 
Using picture cards through computer system, 
(2) Phoneme isolation (initial, middle, and/or final phoneme in a word);                                                                                                                                                                                                                                                                                                                                        
(3) Phoneme blending; 
(4) Phoneme manipulation; 
(5) Phoneme segmentation 
(6) Reading short stories (identifying PA skills). 
         In the reading component, the researcher read one short story of a storybook each session; then 
started a sound talk episode by identifying rhyming or alliterative words, segmentation, blending and 
manipulating the sound were taught during reading the portions of the story or poem which facilitated 
the comprehending process. The focus was on identifying the sounds in the words but not identifying 
which letters represented the sounds (although some incidental letter discussions could occur). Like the 
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experimental group, the control participated in a general language enrichment program which was the 
part of national curriculum. 
3.3. Testing Instrument 

        In the testing materials, two independent tests were administered with an interval time. The first one 
was "pretest" which was consisted of two parts: a Phonemic Awareness Test created by Literacy 
Resources, Inc., (2013) and a Reading Comprehension Test from Scholastic Company, (2002) for 
diagnosing the participants' potential problems of English knowledge of sounds and reading ability. It 
was administered for both groups in the second week of school year (before training programs). In PAT 
test, phonemic awareness skills, i.e., phoneme isolation, phoneme blending and phoneme segmentation 
were measured with 22 items and in Reading Comprehension Test, words recognitions, spelling and 
reading comprehension were assessed with 6 items (totally 28 items).  Students were not expected to read 
any words in the phonemic awareness portion of the assessment, the researcher read the words aloud 
and the students were asked to write down the answers of 6 reading questions as well as the sounds of 
the letters make, not the letters name on their question papers. It was conducted for 15 minutes. In order 
to have a numerical scale all responses were scored on a scale of 0 to 40 (the scores of 22 for PAT test and 
18 for Reading Comprehension Test, i.e., point 3 for each reading comprehension question were 
specified).  The calculated reliability of pretest using Cronbach’s alpha was 0 .86 which indicated an 
internal consistency.  
           Second test was posttest which was composed of two parts: Yopp-Singer Test of Phoneme 
Segmentation (1992) with 22 items and a Reading Comprehension Test from Scholastic Company, (2002) 
with 6 reading comprehension questions (totally 28 items). The Yopp-STPS is a valid and reliable 
assessment tool, its Reliability was calculated using Cronbach’s alpha (α = 0.95), and indicated a high 
level of internal consistency, and a high construct validity for phonemic awareness as well. Posttest 
assessed students' knowledge of letters, sound-symbol correspondence, words recognitions, spelling and 
reading comprehension. It was scored by objectivity procedure, i.e., normalized scores on a scale of 0 to 
22 for Yopp-Singer Test and a scale of 0 to 18 for reading comprehension test (point 3 was considered for 
each reading comprehension item); with a total score of 40, then means, standard deviations and 
variances of two sets of data obtained from two tests (i.e., pretest and posttest) were computed through 
SPSS software. 
 
3.4. Procedures for Data Collection and Data Analysis  
        Data were collected through a pretest, treatment, posttest design. Between pretest and posttest, the 
control group received no formal pre-reading instruction, but experimental group were receiving formal 
reading, spelling and phonemic awareness instruction in a basal reading series that emphasized phonics, 
word recognition, and reading comprehension. This group was instructed to listen closely to each word 
after which the experimenter described how the first sound could be taken off and a different word 
would be left. The group were given examples and instructed to report what word was left after they 
stripped off the first sound. This first sound was always a consonant. Whereas the control group received 
a different form of instruction, they listened to a story and answered a series of questions about each 
story. At the end of each session, the researcher summarized the story and the students discussed what 
they liked least and most about the story. The control group (G2) followed the same schedule as the 
experimental group (G1), receiving the same amount of training over the 12-week (twenty four sessions) 
period with researcher. 
       To carry out the statistical analyses, the results attained from the tests were analyzed through 
descriptive statistics (comprising means, standard deviations and variances) followed by inferential 
statistics namely T-values (Tobserved/Tcritical) to interpret the data for rejecting or retaining the null 
hypothesis of this study with alpha 0.05 and degree of freedom 58. And, in order to find an answer for 
research question, first, standard error of mean and standard error of difference were found; then, a 
parametric statistic namely independent samples t-test, Eta squared and Levene’s test were calculated via 
SPSS software. 
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4. Results  
        The results are presented in two parts: The first part deals with pretest (pre-training) which consisted 
of a Phonemic Awareness Tests (PAT) with 22 items and a Reading Comprehension Test with 6 items, 
and the second part presents posttest (post-training) which concluded Yopp-Singer Test of Phoneme 
Segmentation with 22 items and a Reading Comprehension Tests with 6 items. As it was shown in Tables 
1 and 2, it was revealed non-significant differences between the results obtained from G1 and G2 scores in 
pretest before PA training program. The subjects were nearly at similar level in terms of their phonemic 
awareness and reading ability. 
 
Table 1: Descriptive statistics of experimental group for pretest (PAT) scores 
       Test                         Mean          Std. Deviation       Variance (S2)        Std. Error of Mean       
 
       PAT                            15                      3.39                        11.51                            
      Reading 
     Comprehension         10.6                    3.37                        11.42 
               
     Total                            25. 6                  5.56                        31.00                               1.03 
Exp. / G1 N = 30 
          
Table 2: Descriptive statistics of control group for pretest (PAT) scores 
       Test                         Mean          Std. Deviation       Variance (S2)        Std. Error of Mean 
       

      PAT                           15.21                    3.47                       12.09                            
     Reading 
    Comprehension         10.15                   3.63                        13.21 
               
     Total                           25. 36                  5.56                        31.00                             1.03 
Exp. / G1 N = 30 
 

        While the results of posttest (Yopp-STPS and Reading Comprehension Test) after training program 
(Tables 3 and 4) indicated a significant variation between experimental (G1) and control (G2) groups. In 
general, a comparison between the results obtained from both at the beginning and end of the study 
revealed expressive differences. 
 
Table 3: Descriptive statistics of experimental group for posttest scores 
Tests                             Mean            Std. Deviation           Variance          Std. Error of mean 
 

Yopp-STPS                     20.13                  0.907                        0.822 
Reading 
Comprehension             11.43                  5.47                          29.94 
 
Total                                32.56                  5.77                          32.35                              1.07 

  Exp. / G 1     N= 30 
 
 
Table 4: Descriptive statistics of control group for posttest scores 
   Tests                             Mean            Std. Deviation         Variance           Std. Error of mean 
 

Yopp-STPS                     17.26                      2.67                        7.13 
Reading 

Comprehension              9.44                      5.40                         29.26 
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Total                                26.70                     5.62                         31.59                             1.04  
  Con. / G 2     N= 30                                
        The following pretest and posttest graphical description, i.e., Bar-graph shows the high and low 
scores of two sets of scores obtained from the experimental and control groups of this study (a scale of 0 
to 40 for both tests).  It was displayed in Figure 4.1. 
 
 

  
Figure 2: The comparison between two groups pretest and posttest scores 
 

        The analysis of the two sets of data was conducted via using the SPSS software. Table 4.5 shows the 
inferential statistics which include a comparison between the means of participants' posttest based on a 
parametric statistic (an independent samples t-test) for H0 or two-tailed hypothesis with level of 
significance (alpha) α = 0.05 and degrees of freedom (30-1) + (30-1) =58. The calculated t-observed was 
3.05; hence, the result indicated tobs = 3.05 was greater than tcri = 2.00 (based on t-table), therefore, the null 
hypotheses of this study was rejected. The result of t-test revealed 3.95 and pointed to a significant 
difference between two means which is represented in table 5.  
                          
Table 5: The independent t-test results of the study 

T-test for Equality of Means 
                                                                                                                     95% Confidence interval   
                                                                                                                       of the Difference 
 
    Groups                 N          df.                 SED               T         sig. (two-tailed)        Lower          Upper 
 

Exp. & Con.             60          58                  1.48              3.95               0.0001                   5.71             11.63   
p = 0.0001< α = 0.05 
 
      As it is demonstrated in the above table, the T value was found 3.95 with degree of freedom 58 (df= 
N1+ N2 - 2). The significance value (0.0001) of T test in the independent samples t-test which was 
computed through SPSS was less than alpha (0.05). Hence, in order to answer the research question, the 
sig. (two-tailed) < alpha revealed that there was statistically a significant difference between two groups, 
and the treatment was effective. Likewise, according to Mackey and Gass (2005, p. 282), the most 
common measurement that can be used after a t-test is Eta2 (expressed as η2), which goes beyond the fact 
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that there is a significant difference and gives an indication of how much of the variability is due to 
independent variable (instruction type). The following formula was applied for Eta squared: 
  
                                           t 2  
Eta squared  (η2)= ------------------------ 
                                t 2 + (N1 + N2 – 2)    
                                  
 
                               3.95 2 
η2 (for t-test) = ------------------ = 0.21 
                           3.95 2 + 58 
 
      The result of Eta squared (η2) was 0.21 which means that 21% of the variability in two groups' scores 
can be accounted by other effects and 79% can be accounted by instruction type because the magnitude of 
differences in the means is large. In addition, Levene’s test was used to test whether the variances of two 
groups are statistically different or not which is called "Homogeneity of Variances" (HOV). According to 
Dr. Jon Starkweather (2010), if Levene's test shows a Sig. value of less than (<) α = 0.05, it means that the 
variances are significantly different and t-test is invalid, if Levene's test shows a Sig. value of greater than 
(>) 0.05; then the variances are not significantly different (i.e., the variances are homogeneous); hence, the 
researcher may have confidence in the validity of t-test result. For this purpose, Levene’s test of this study 
was calculated via SPSS software. The computation showed 0.425 with α= 0.05 and df=58, then the 
probability or Sig. value = 0.9878 was obtained in SPSS which was interpreted that the two variances 
were significantly homogeneous (Starkweather, 2010), because Sig. value was greater than alpha (i.e., p = 
0.9878 > α = 0.05); therefore, it can be concluded that the t-test was valid. 
 
5. General Discussion 
         The main point which this study explored was that phonemic awareness instruction dialectically 
acts as mediation or intervention to move Iranian students as EFL students from their actual level to their 
potential level of reading development, to their independent performance of reading task toward a 
dynamic development in their future use of overall English skills proficiently, but this level needs 
scaffolding which based on Vygotsky's ZPD may become bigger and bigger and accordingly leads 
students to engage in independent problem solving and internalized knowledge of their second language 
learning. 
        Moreover, this study examines the possibility of teaching phonemic awareness in a holistic, 
scaffolding and responsive approach embedded in students' regular English materials. The point which 
was explored in this study was that without knowledge of sounds (specifically phonemic awareness), 
psychologically, the computational system based on Cook and Newson (2007) assumptions (between 
sound and meaning) will be never formed in first/second language users' minds for processing the 
words in order to perceive the meaning of the words (either concrete or abstract) in the utterances or 
written forms of the sentences. This current study found that phonemic awareness is the central part in 
the shape of a triangle and acts as a kernel between acoustic phonetic (physical properties of sounds) and 
auditory phonetics (how listeners perceive these sounds) to get the meaning as third point of this triangle. 
Students with lack of it, have difficulties to compute the physical sounds (acoustic phonetic), to 
discriminate different sounds (auditory phonetic) and consequently to comprehend the meaning. Vividly, 
the dominating part which makes an interconnection between other parts is the center of this triangle, i.e., 
"phonemic awareness". 
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Figure 3: Acoustic-auditory phonetics and meaning 
 
        In addition, according to Levelt (1989), the mapping of lexical form to meaning is important in a 
second language (namely, lexeme and lemma mapping or lexical representation). According to his 
assumption, when a native or non-native English speaker encounters with a word, a map may be psycho-
linguistically formed in his/her mind which has two parts: lemma and lexeme. Lemma part provides 
syntax and semantic information, and the part of lexeme presents morphology and phonology 
information. The present study has heavily an emphasis on decoding and encoding of the students 
language processes via phonemic awareness skills; hence, the second part of exploration of this study has 
two different achievements: first, Levelt's model of form-meaning mapping can be regarded as the level 
of decoding (conversion of language to thought) and encoding (conversion of thought to language) by 
language users (e.g., students) during the use of English as foreign language in interactional and 
transactional functions. Next, when s/he cannot get the meaning of a word, part of form (i.e., phonology 
and phonemic awareness) helps her/him to achieve the meaning of that non-word which Levelt paid less 
attention to the prominent contribution of the part of LEXEME in the process of L2 non-words in second 
language users' mind.  
           As the exploration of this research, these two parts are interconnected, overlapped and activated 
simultaneously which the researcher calls it Lemma-Lexeme Linkage (LLL), due to most often, the 
meanings of words are relied on their forms such as the word-stress like 'record and re'cord to process in 
language users' mental dictionary, i.e., lexicon.  Meanwhile, based on Levelt's theory, the researcher 
explored both delivery of source utterances from language producers' side and delivery of responses after 
mind-processing to get the meaning from language receivers' side is a kind of word-processing behavior 
of a normal human brain as Central Processing Unit (CPU) which is basically a psycho-linguistic activity 
through competent use of the mental dictionary. 
 
6. Pedagogical Implications of the Study 
        The major goal of conducting this research is providing a link between theory and practice to adapt 
an appropriate and practical approach to phonemic awareness training at the beginners' level or first-
grade students of Iranian public schools, to find plausible ways to solve or minimize their reading 
difficulties.  This study attempts to highlight the Iranian teachers' role in "scaffolding" for manageable 
phonemic awareness learning opportunities to first-grade students by providing more explicit support 
and PA inputs in their initial English teaching through various activities and practices to foster students 
to become more able and independent in their reading ability.  
         In order to practice the PA skills, it is a good idea that first-grade students firstly apply phoneme 
segmentation and blending and put the words in sequence from two-letter words that start with a vowel, 
to three phoneme CVC words, and to longer words of 4, 5, and 6 phonemes if the student can handle 
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them such as in, if, at, pin, sit, fat, sand, and skip. Phoneme manipulation (changing initial, middle and last 
sounds of a word) can be practiced at the second step of PA training. Finally, JSP students can use short 
stories or poems in order to distinguish printed forms of language (i.e., grapheme) and phonemes 
(spoken form of language) with an integration of all PA skills in a collaborative way with their teacher or 
peers widely in the classroom interaction effectively. Such an activity provides opportunities for students 
to master PA which improves their reading ability. Pedagogical tactic maximizes the students' attentions 
towards PA constraints in order to use communicatively English with fluency and accuracy. 
 
  7. Limitations and Delimitations of the Study 
      This study was encountered with some limitations. First of all, the ability of teachers' teaching 
phonemic awareness was not considered. Iranian English teachers are relied on their experiences of many 
years of teaching reading to their students; however, they should be competent and recognize the needs 
of their students. Next, this study was performed with only female students as participants. So, in order 
to take care of gender differences, the future studies can use both male and female students as their 
participants. The results of the study may have been influenced by the limited number of students. There 
is a need for the similar study with a bigger sample size. This research was conducted with merely 
puberty ages, i.e., between 12 and 13. So, in order to consider its effects, it is suggested the future studies 
use different ages. This investigation was just limited on reading, it can be performed on the other areas 
of language skills, namely, writing, speaking and listening. Finally, this study engaged first-grade or JSP 
level of students. Therefore, any conclusions drawn from this study cannot be generalized to other 
populations with different proficiency levels. 
 

8. Conclusion 

         The purpose of this study was to examine the effect of English phonemic awareness on the 
improvement of Iranian JSP students' reading ability. It is proposed that the students' phonemic 
awareness of 2nd language would greatly influence early on their reading achievements as well as other 
skills. Lack of this knowledge in Iranian English curriculum design of material developing have made a 
lot of difficulties for them from elementary to advanced levels in all English skills, i.e., reading, writing, 
speaking and listening. Phonemic awareness as a skill serves not only to language comprehension 
(listening and reading) but also to language production (speaking and writing) toward fostering English 
fluency and accuracy of Iranian first-grade students. It was proved that teaching the PA skills to the 
experimental groups was more successful than to the control group with no PA training. Teaching PA 
had a significant effect on the mean scores of the G1, in other words, the mean scores of the G1 showed 
significant variation between the experimental and the control groups.  
        Applying the phonemic awareness is neither the only way nor the best way to improve students' 
reading ability. There are many methodological issues which need to be explored in order to improve 
students' reading ability. However, one of the important considerations in minimizing or overcoming 
Iranian students' reading difficulties is to help them master cognitively and productively on the 
phonemic aspects of English sound system. 
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ABSTRACT 

THE PRESENT STUDY SOUGHT TO INVESTIGATE THE EFFECT OF EXTENSIVE VERSUS 
INTENSIVE READING ON KNOWLEDGE OF SEMANTIC PROSODY OF IRANIAN INTERMEDIATE 
EFL LEARNERS. FORTY ONE STUDENTS WERE SELECTED VIA ADMINISTERING AN OXFORD 
QUICK PLACEMENT TEST AND WERE THEN DIVIDED INTO TWO EXPERIMENTAL GROUPS OF 
21 AND 20. A PRETEST OF SEMANTIC PROSODY OF VOCABULARY WAS ADMINISTERED TO 
BOTH GROUPS. NEXT, THE FIRST EXPERIMENTAL GROUP WAS TAUGHT SEMANTIC PROSODY 
THROUGH INTENSIVE READING AND THE SECOND ONE WAS TAUGHT THROUGH EXTENSIVE 
READING. A POSTTEST OF VOCABULARY BASED ON SEMANTIC PROSODY WAS THEN 
ADMINISTERED TO BOTH GROUPS. THE GATHERED DATA WERE ANALYZED VIA 
CALCULATING AN INDEPENDENT SAMPLES T-TEST. THE RESULTS ILLUSTRATED THAT THE 
IRANIAN EFL LEARNERS IN EXPERIMENTAL GROUP PROVIDED WITH EXTENSIVE READING 
RECEIVED HIGHER SCORES IN POSTTEST. 
 

KEY WORDS: SEMANTIC PROSODY, READING COMPREHENSION, EXTENSIVE READING, 
INTENSIVE READING 
 
1. Introduction 
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It is commonly believed that reading comprehension is the essential way of learning new information in 
teaching English as a second or Foreign Language and it is the most significant skill required for the 
students’ success (Pour-Mohammadi & Abidin, 2011a; Pour-Mohammadi & Abidin, 2011b). Moreover, 
one significant part of improving reading comprehension is teaching vocabulary. As a result of the 
growing interest in vocabulary teaching by researchers, various techniques and strategies have been 
suggested for learning and teaching the forms of target language. Researchers started testing and 
evaluating these techniques in order to reach the best result in the process of language learning and as a 
result of that a growing body of literature now addresses lexical acquisition. As Csomay and Petrovic 
(2012, p. 305) put it, “Vocabulary is an essential element of every second/ foreign language teaching and 
learning program.”  
 
Vocabulary teaching and learning has significant effect on communication and acquisition (Richards & 
Renandya, 2002). One area of word knowledge that has been shown to be especially problematic for 
learners is the use of appropriate collocation. Without explicit instruction of collocation, learners must 
rely on evidence that input alone is not sufficient for the acquisition of collocation knowledge, as learners’ 
difficulties in this area have been well-documented over the past 20 years (Nesselhauf, 2005). For this 
reason, choosing inappropriate words due to lack of knowledge of evaluative meaning (i.e. semantic 
prosody) is very common among EFL learners of English (Xiao & McEnery, 2006). 
 
In addition, L2 learners’ relying on just dictionaries and thesauri makes a number of semantic errors as 
they provide denotative meanings of lexical items and do not present the subtle implications embedded 
in contexts (Lee & Liu, 2009). 
 
According to Bednarek (2008, p. 132), SP "refers to POS/NEG [positive/negative] connotation as well as 
more complex attitudinal connotations, affecting both single words and larger units of meaning such as 
phrases". It is also defined as "word forms which have a tendency to be (or in some cases which are 
always) followed by words with certain connotations, basically positive or negative" (Zethsen, 2006, p. 
132). In short, it is a kind of (positive, negative, or neutral) connotative meaning which a word takes due to 
its consistent collocations. 
 
Whilst CAUSE and BRING about have a very similar denotative meaning, their collocational behaviors 
and semantic prosodies differ markedly. In contrast to the strongly negative prosody of CAUSE, the 
objects of BRING about more frequently refer to desirable, or at least non-negative, situations. 
 
In addition to CAUSE and BRING about, there are a number of phrasal verbs that share similar meanings 
but vary in semantic prosodies. They include e.g., RESULT in/from, LEAD to, AROUSE and GIVE rise to 
RESULT in and RESULT from are quite similar in affective meanings irrespective of some differences in 

frequency (the former is significantly more frequent than the latter) and syntax (event A results in event B 
whereas event B results from event A). 
 
Concerning the acquisition of word meaning more generally, Evans (2009) proposed that word meanings, 
influenced by situated usage-events, are dependent on the utterance context in which they are embedded. 
So acquiring the semantic knowledge of a word is neither a one-to-one form-meaning mapping process, 
nor a once-and-for-all learning event, even if some meaning can be temporarily extracted from a single 
exposure to a word (Horst & Samuelson, 2008). Instead, learners need to learn meaning of a word from 
varied instances of its use. Crucial to the meaning of a word is its semantic prosody which plays a leading 
role in the integration of a lexical item with its context. 
 
2. Literature Review 
Reading as a basic and complementary skill in language teaching and learning is remarkable in keeping 
one abreast of new findings and increasing one’s academic and professional position. The word 
“reading” of course has a number of common interpretations by language teachers. It may mean both 
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“reading aloud” which involves understanding the printed words first and then the production of the 
right noises and also “silent reading” which is done for comprehension (Hayati & Pour-Mohammadi, 
2005). Similarly, different types of reading such as intensive reading, extensive reading, skimming and 
scanning have been suggested by some researchers (e.g., Hedge, 2008). 
 
Related to this subject, semantic prosody, also called semantic harmony (Lewandowska-Tomaszczyk, 
1996), is a relatively new concept in linguistic field. There are different definitions of semantic prosody by 
various researchers; semantic prosody is “a certain aura of meaning connected with individual lexical 
items which spreads over the senses of their neighbors by creating specific semantic expectation” 
(Lewandowska-Tomaszczyk, 1996, p. 153). In other words, “It describes the consistent aura of meaning 
that is created through the general tendencies of the set of collocates associated with the central node 
word" (Louw & Chateau, 2010, p. 755). All semantic prosody definitions have more or less the same base 
in different scopes and as Fan (2010) states all these definitions reflect “the close relationship between the 
semantic prosody of a form and its collocates” (p. 53). 
 
 According to Partington (2004), there are two forms of evaluated meaning; one form of evaluative 
meaning is connotative meaning which is obvious and in-built, for example, items such as extensive and 
flappy have negative connotative meaning which are clear to language users. Another form of evaluated 
meaning is semantic prosody which is spread over a unit of language and goes well beyond the single 
word and is much less evident to language users. He adds that “This knowledge is not necessarily either 
conscious or explicitly recollectable, but remains part of our communicative competence” (p. 32). In the 
same way, Xiao and McEnery (2006) argue that “It would appear, from the literature published on 
semantic prosody, that it is at least as inaccessible to a speaker’s conscious introspection as collocation is 
(p. 106). They also argue that “Connotation can be collocational or noncollocational whereas semantic 
prosody can only be collocational” (p. 107). 
 
 Answering the questions of if the favorable or unfavorable semantic prosody is not part of in-built aspect 
of items, ‘inherent meaning’, how do language users apply them in the appropriate environment, 
Partington (2004) argues that such awareness is in the mind of language users and “language users have 
a set of mental rules derived from the priming process, alongside or integrated with the mental lexicon, of 
how items should collocate” (p. 132). He also argues that prosodies are different from other types of 
meaning in that this kind of meaning is usually produced and perceived unconsciously on the part of 
senders and receivers. In his view, a semantic prosody is not accessible to an individual’s introspection 
and is not recorded in dictionaries and only alphabetically listing of numerous examples are able to 
reveal it. Based on the aforementioned understanding of the concept, two conducted empirical studies in 
the field have been reviewed below. 
 
Partington (2004) examined the two related concepts of semantic prosody and semantic preference. In 
this study, he showed that not only HAPPEN and SET have unfavorable prosodies, but that the majority 
of words belonging to the HAPPEN semantic group (SET IN, HAPPEN, OCCUR, TAKE PLACE, COME 
ABOUT) have a bad prosody. He related this to the fact that humans have a greater tendency or need to 
talk to each other about bad things. However, he showed that there are different degrees of bad prosody 
among the items in the group 
 
To asses English learners’ knowledge of semantic prosody, Ahmadian, Yazdani and Darabi (2011) chose 
60 Iranian Persian-speaking English learners to take a 70-item test of semantic prosody. The items were 
based on those cases of semantic prosody whose condition (positive or negative) had been already 
determined by other researchers. Although their corpus-driven test of semantic prosody was of the 
modest reliability and validity, their data analysis showed that learners’ knowledge of semantic prosody 
can be appropriately measured by the corpus-driven test of semantic prosody. They also showed that the 
overall performance of the learners on the semantic prosody test was weak and the level of language 
proficiency did not have any possible effect on semantic prosody. 
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3. Method 
This study used a mixed method;  i.e., a quantitative method in addition to participants’ reflection 
(qualitative method) to understand the potential of semantic prosody learning through extensive versus 
intensive reading (IR) methods on the improvement of learners’ performance in choosing appropriate 
vocabulary in an EFL context. In the quantitative stage, data were collected from 41 EFL learners, in two 
classes of 20 and 21 learners studying at Pardis English Language Institute in Talesh, Iran. They were 
tested twice on vocabulary test based on semantic prosody, once at the beginning of the study and then 
six weeks after the study. 
 
Afterwards, in the qualitative stage, all participants were interviewed briefly and individually. In brief, 
semi-structured interviews, specific questions and their sequence were determined in advance. 
Participants were allowed to speak in either English or Persian in order to allow them to express their 
ideas more clearly. 
 
3.1. Research question 
This study intended to answer the following question: 
Does extensive versus intensive reading have any statistically significant effect on Iranian intermediate 
EFL learners’ knowledge of semantic prosody? 
 
3.2. Participants 

Forty one learners participated in this study. They were studying English at Pardis English Language 
Institution in Talesh, Iran, and were native speakers of Persian. They were divided into two classes of 20 
and 21 learners. After administering Oxford Quick Placement Test (QPT) to homogenize the participants 
as intermediate learners, one of these two classes was selected as the first experimental group and 
another as the second one. 
 

3.3. Instrument 

First, QPT was the first material used to put participants into homogeneous groups at intermediate level. 
After that, the pretest including 30 multiple-choice vocabulary items (based on semantic prosody) was 
administered. In order to make sure, graded readers were chosen from publishers such as Oxford 
University Press, and Pearson Longman, with a range of basic vocabulary from 200-1000 words. About 
seven graded readers were provided for the participants in both groups. They were taught extensively 
and intensively in the first and second experimental groups. During 12 treatment sessions, extensive and 
intensive groups received texts to study in the class. Moreover, a pretest and a posttest were applied 
before and after the treatment in this study. Each of them contained 30 items with three options to 
measure the participants’ respective knowledge of vocabulary test based on semantic prosody. The 
posttest was conducted after the last treatment session. 
 
3.4. Pilot study 
A pilot study was carried out for 6 weeks (one institute semester) in an attempt to determine the amount 
of time needed to learn how to discover semantic prosody of words through intensive method, and to 
identify any probable problem with the research design. To check the validity of the test, it was sent to 
five university lecturers, to select the missing words. The results showed that the agreement between the 
five judges was high (about 85%), which was indicative of acceptable estimate of test validity. The human 
judges were allowed to choose more than one correct answer when they were convinced that more than 
one near-synonym fitted well in the context. 
 
To calculate the reliability, Cronbach alpha was calculated. The reliability of 30 items of the vocabulary 
test was approximated through a pilot study on 15 EFL learners. The reliability estimate for vocabulary 
choice appropriateness test (based on semantic prosody) was .86, which means the test was reliable. 
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4. Results 

In order to measure the participants’ knowledge of vocabulary, a test of vocabulary was used for both 
experimental groups. Two tests were administered to the participants: a pretest and a posttest. For two 
reasons, the pretest was used in the study. Firstly, a t-test was run on pretest scores of the two groups to 
make sure the groups were homogeneous regarding vocabulary knowledge at the beginning of the study. 
Secondly, it was reflected that the difference between the two experimental groups was as a result of the 
treatment which was used in the study. 
 
To select homogenous participants as the target population sample regarding their general language 
proficiency, QPT was administered to 60 EFL students. The participants answered three sections 
including the structure, vocabulary and reading comprehension sections of the test with a maximum 
possible score of 60 points. Table 1 indicates the statistics for QPT. 
 
Table 1. Statistics for QPT 

QPT Descriptive Statistics 

QPT scores   

N Valid 60 

Missing 0 

Mean 37.8500 

Std. Error of Mean .73157 

Median 36.0000 

Mode 36.00a 

SD 7.97448 

Variance 63.592 

Skewness -.449 

Std. Error of Skewness .269 

Kurtosis -.058 

Std. Error of Kurtosis .532 

Range 38.00 

Minimum 31.00 

Maximum 58.00 

Sum 2956.00 

a. Multiple modes exist. The smallest value is shown 

 
Accordingly, Tables 2 and 3 indicate descriptive statistics for groups on pretests and posttest respectively. 
 
Table 2. Descriptive Statistics for Groups on Pretests 

 Groups N Mean SD  

 Extensive    21 12.57 3.05   

Intensive  20 12.20 2.68 

 
 
Table 3. Descriptive Statistics for Groups on Posttest 

Groups  N          Mean SD 

 Extensive 21 20.95 3.70 

Intensive  20 13.90 4.38 

 
As Tables 4 and 5 show, to determine whether there was a difference between the two experimental 
groups, independent samples t-tests were run on the pretest and posttest scores of the two groups. 
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Table 4. Independent Samples T-Test on Pretests 

 Levene's Test for 
Equality of Variances 

t-test for Equality of Means 

 
       F 

 
Sig. 

 
   T 

 
df 

 
Sig.2tailed  

  

Equal variances 
assumed 
Equal variances 
not assumed 

    .905 
 

.347 
 

.412 
 
.414 

39 
 
38.757 

   .682 
 
    .681 

 
 

 
 

 
 
Table 5. Independent Samples T-Test on Posttests 

 Levene's Test for 
Equality of Variances 

t-test for Equality of Means 

 
       F 

 
Sig. 

 
   T 

 
df 

 
Sig.2tailed  

  

Equal variances 
assumed 
Equal variances 
not assumed 

    26.118 
 

.763 
 

5.572 
 
5.548 

39 
 
37.246 

   .000 
 
    .000 

 
 

 
 

 
The Levene's test assumes the equality of the variances. This is a test that determines if the two variables 
have about the same or different amounts of variability between scores. Accordingly, the significance 
level came to .763 which is larger than the .05 value. The t-test section of the table shows that the 
significance level equaled .000. This means that there is a statistically significant relation between the two 
conditions. This rejects the assumption of effect of extensive versus intensive reading having no effect on 
groups’ semantic prosody on the test. That is to say the extensive reading (ER) had an impact on the 
semantic prosody ability of female learners. 
 
 
 
 
 
Table 6 summarizes the inferential analysis of the data before and after vocabulary instruction for the first 
experimental group who received IR instruction. It presents the results for the paired samples t-test for 
two sets of the learners’ scores in the intensive group in both pre- and posttests. The sig. value is bigger 
than .05 which means the difference is not significant. 
 
 
 
 
 
 
 
Table 7 summarizes the inferential analysis of the data on both pretest and posttest for the second 
experimental group of the study who received ER instruction. It indicates that unlike the intensive group, 
significance level of the extensive group in both pre- and posttest is significant. That is to say, the 
extensive group performed better than the intensive group. 
 
With regards to the qualitative findings, as mentioned before, the learners in both groups were 
interviewed briefly. This section reports on first experimental group’s responses to questions focused on 

Table 6. Paired Samples Test for the Intensive Group  

  N Correlation Sig. 

Pair 1 Pre.int  & Post.int 20 .220 .352 

Table 7. Paired Samples T-Test for the Extensive Group  

  N Correlation Sig. 

Pair 1 Pre.ext. & Post.ext. 21 .526 .014 
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their strategies in learning the differences among near-synonyms, as well as on second experimental 
group’s experience in ER and reading concordances. 
 

The basic question that was asked from first experimental group was “How did you learn the differences 
among English near-synonyms?” Using dictionaries was claimed by all participants in this group. 
However, those who had better performance on the test said that they had used English-English 
dictionaries. In contrast, those who had poorer performance said that they had used English-Persian 
dictionaries. In addition, the key question that was asked from them was “How did you feel about 
experiencing ER method?” The major findings from the interviews with participants of this group are 
follows: 
 
1. Almost all participants felt that ER could help in improving their English ability. 
2. Generally, they found it more interesting; however, a few students found it difficult. 
3. Their attitudes toward ER were more positive than negative. 
4. They tended to work in pairs or groups. 
5. They did feel that ER method would make them more autonomous and creative. 
 
Accordingly, the following are the major findings from the interviews with participants in the second 
experimental group (IR): 
 
1. Almost all of them claimed that they used dictionaries as their tools for learning the difference among 
near-synonyms. 
2. Those who had better function in vocabulary test based on semantic prosody claimed using English-
English dictionary definitions. 
3. Participants with low test scores claimed using English-Persian dictionaries or their intuitions (in order 
to find the difference among English near-synonyms through Persian equivalents). 
 
5. Discussion 

It is generally believed that inappropriate lexical use can lead to miscommunication and unfavorable 
social consequences. Therefore, misuse of lexical items, particularly among near-synonyms, calls for more 
attention and treatment in L2 lexical learning. It was observed by scientists (e.g., Xiao & Mc Enery, 2006; 
Zhang, 2009) that choosing inappropriate words can be a result of lack of knowledge of semantic prosody 
and this problem is very common among EFL learners of English. On the other hand, teachers usually 
teach vocabulary by giving synonyms which sometimes misses some important information about words 
and learners can be led to use words inappropriately. Therefore, knowledge about the differences among 
near-synonyms is necessary to convey slight differences of meaning and to avoid undesirable 
implications (Inkpen & Hirst, 2002). 
 
There is much evidence to support the necessity of EFL learners’ being aware of semantic prosody of 
lexical items in order to equip themselves in vocabulary learning. The findings of the present study are 
compatible with the findings of some studies such as Xiao and McEnery (2006), Fan (2010), Ahmadian, et 
al. (2011), and Siepmann (2005). As mentioned earlier, semantic prosody has considerable benefits for EFL 
learners. Such awareness, according to Zhang (2009), can help language learners understand how to use 
lexical items appropriately. Semantic prosody can help students understand how to use lexical items. He 
also recommended the teaching of near-synonyms, and the teaching and learning of vocabulary 
instruction and dictionary compilation. He has further argued for a different teaching focus than the 
traditional vocabulary teaching methods in English language schools. 
 
ER and IR both have played important roles in helping learners gain fluency, first in the critical area of 
vocabulary and word recognition, then in developing better reading comprehension skills. Also 
regarding ER, an impressive body of evidence has appeared supporting ER as a means of improving not 
only students’ reading level but also their general language proficiency and its sub skills like vocabulary. 
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There are various studies emphasizing the fact that ER leads to language proficiency in general, and 
vocabulary development in particular. Some researchers such as Nassaji (2003), Gu (2003), and Horst 
(2005) found the effect of this approach on vocabulary development. Also regarding ER, an impressive 
body of evidence has appeared supporting ER as a means of improving not only students’ reading level 
but also their general language proficiency and its sub skills like vocabulary. 
 
6. Conclusion and Implications 

The findings of this study suggest that it is possible to learn semantic prosody of vocabulary. 
Consequently, it is possible to learn prosodic behavior of vocabulary unconsciously. Besides, it has been 
shown that near-synonyms have different prosodic behaviors and this suggests that teachers should be 
cautious in introducing new English vocabulary by giving their synonyms. Furthermore, interviews with 
participants in the first experimental group revealed that those who used Persian equivalents to get the 
differences among near-synonyms of verbs had lower scores. This suggests that in classes with the same 
background language teachers should be cautious about using the EFL learners’ background language in 
order to introduce vocabulary. At last, as nowadays it is common to evaluate vocabulary knowledge of 
EFL learners by asking for its synonyms, test designers are suggested to use words with the same 
semantic prosody to avoid negative backwash effect of the test. 
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ABSTRACT 
THE PRESENT STUDY AIMED AT INVESTIGATING THE RELATIONSHIP BETWEEN IRANIAN EFL 
STUDENTS' EMOTIONAL INTELLIGENCE AND THEIR VOCABULARY LEARNING STRATEGIES. IN 
ORDER TO MEET THIS OBJECTIVE, 30 INTERMEDIATE EFL STUDENTS WERE CHOSEN. THEY 
WERE ASKED TO COMPLETE THE SCHUTTE SELF-REPORT EMOTIONAL INTELLIGENCE TEST 
(SSEIT) (SCHUTTE ET AL., 1998) AND THE VOCABULARY LEARNING STRATEGY 
QUESTIONNAIRE (BASED ON SCHMITT'S TAXONOMY OF VOCABULARY LEARNING 
STRATEGIES). THE STATISTICAL PROCEDURE EMPLOYED IN THIS STUDY WAS 
CORRELATIONAL ANALYSES. THE FINDINGS OF THE STUDY REVEALED NO SIGNIFICANT 
RELATIONSHIP BETWEEN EMOTIONAL INTELLIGENCE AND VOCABULARY LEARNING 
STRATEGIES EMPLOYED BY THE LEARNERS. THE RESULTS OF THE PRESENT STUDY SHOULD 
MOTIVATE LANGUAGE TEACHERS TO USE A WIDE VARIETY OF THE CLASSROOM ACTIVITIES 
SO THAT BOTH EMOTIONALLY AND NON-EMOTIONALLY INTELLIGENT LEARNERS CAN 
BENEFIT FROM THEM. IN OTHER WORDS DIFFERENT DEGREES OF INTELLIGENCE EXIST IN 
DIFFERENT STUDENTS. SOME ARE EMOTIONALLY ORIENTED, WHILE OTHERS ARE NOT. 
CONSEQUENTLY THE CLASSROOM ACTIVITIES SHOULD BE DESIGNED IN SUCH A WAY THAT 
DIFFERENT STUDENTS WITH DIFFERENT INNATE ABILITIES CAN BENEFIT FROM THEM. 
 
KEY WORDS: EMOTIONAL INTELLIGENCE, VOCABULARY LEARNING STRATEGIES 
 
1.Introduction 
 Recently, there has been an increasing interest in the role of the affective factors influencing learning. 
Affective factors are emotional traits influencing learning which can have a negative or positive effect on 
it.  Among those factors, growing interest has been attached to emotional intelligence in foreign language 
learning, so that it has become one of the main concerns of language teaching research. 
In their research on "Willingness to communicate", MacIntyre et al. (1998) have shown that motivation is 
not the final construct before learners engage in communication. In fact, learners may be highly 
motivated yet remain unwilling to communicate. Moreover, some people are more capable of learning a 
second language and others are rather poor at it. Language learners have different needs and goals; they 
also have different styles and strategies of learning. Some immigrants become fluent, while others from 
the same background and living in the same circumstances for the same amount of time speak the 
language rather poorly.  
Given that their ages, motivations and so on are the same, why are there such differences?" One 
important reason can be that they possess different language aptitudes or rather, different levels of 
linguistic intelligence. In relating intelligence to second language learning, Brown (1994) states that in the 
past it was conceived that "the greatest barrier to second language learning seemed to boil down to a 
matter of memory"(93), in the sense that if a student could commit something to memory he or she was 
exposed to, he or she would be a proficient language learner, because intelligence was traditionally 
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defined rather narrowly in terms of linguistic abilities. However, recently many researchers have called 
into question such a narrow conceptualization of intelligence, which emphasizes logical-mathematical 
and linguistic intelligence (Bar-On, 1997; Goleman, 1995; Mayer & Salovey, 1997; Salovey & Mayer, 1990). 
Actually, researchers have promoted the idea that our notion of intelligence should be expanded to 
include emotional intelligence EI as well. (Salovey & Mayer, 1990).. 
 Therefore, "emotional intelligence provides the bedrock for the development of a large number of 
competencies that help learners perform more effectively" (Fahim & Pishghadam, 2007: 241). Oller (1983) 
argues that language proficiency is not a single unitary ability, but that it consists of several distinct but 
related constructs of language proficiency (cited in Bachman 1990). Developing proficiency in a foreign 
language includes the mastery of the four main skills; speaking, reading, writing and vocabulary which 
are considered to be subcomponents of proficiency.  
An important aspect of this process is the amount of vocabulary one possesses as vocabulary forms the 
biggest part of the meaning of any language (McCarthy, 1988). However, vocabulary learning is 
considered to be one of the major challenges the EFL learners encounter in the course of developing 
language proficiency. Therefore, in the last decade, there has been an increasing interest in factors 
affecting this process and in particular the vocabulary learning strategies employed by the EFL learners. 
Nation (2001) defines vocabulary learning strategy as a subcategory of language learning strategy, which 
in turn is a subcategory of general learning strategy. Thus, emotional intelligence is another factor that 
might influence this complex construct of language proficiency, including vocabulary learning and the 
strategies employed by the learners in developing their knowledge of lexicon.  
Actually, Emotional intelligence (EI) describes the ability, capacity, skill or, in the case of the trait EI 
model, a self-perceived grand ability to identify, assess, manage and control the emotions of one's self, of 
others, and of groups (Bradberry & Greaves, 2009). It has also been identified as the ability to have 
control over one’s own and others’ feelings to use it to guide one’s thinking and actions. The concept of 
emotional intelligence developed out of growing emphasis on research on the interaction of emotion and 
thought in the field of psychology in 1990s (Grewal/Salovey 2006). EI is about the intelligent use of 
emotions and utilizing the power or information contained in emotion to make effective decisions 
(Ciarrochi/Mayer 2007). In brief, there seems to be a consensus among researchers that emotional 
intelligence integrates the reasoning of a person's cognition and emotion.  
In this sense, EI may affect vocabulary learning strategies as well, because these learning strategies are 
directly related to the personality of language learners, and to their ability to perceive and manage their 
emotion and relate it to their reason in order to choose the best vocabulary learning strategy. Language 
learning strategies was well defined by Oxford (1990) as “specific actions taken by the learner to make 
learning easier, faster, more enjoyable, more self-directed, more effective and more transferable to new 
situation” (p.166). Besides, Schmitt (1997) defined vocabulary learning strategies as learning is “the 
process by which information is obtained, stored, retrieved and used...therefore vocabulary learning 
strategies could be any which affect this broadly defined process” (p.203). These definitions imply that in 
choosing vocabulary learning strategies cognition as well as affection are involved. Hence, considering 
the effect of affective factors such as emotional intelligence on vocabulary learning strategies seems to be 
of paramount importance.  
 
Statement of the problem 
 If learners with high innate abilities are capable of becoming highly proficient in a second language, 
thereby mastering a large body of vocabulary using the appropriate strategies, then it may be possible to 
arrange academic programs to tap on those innate abilities. But, if it turns out that intellectual abilities are 
not predictive of success with vocabulary learning and success in a second language, and there exists no 
relationship between the two, the orientation of academic programs will be quite different. Therefore, in 
this sense EI which is the representation of learners’ inner capacities to perceive and manage their 
emotions, can be subjected to further research. Recently more attention has been paid to the effect of 
emotional intelligence on academic success in education (Elias et al. 2003). 
There are; however, very few studies that have examined the effect of this variable on the vocabulary 
learning strategies of EFL learners.  
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Objective of the study 
In an attempt to address the above-mentioned issue, the present study aims at investigating the 
relationship between EI and vocabulary learning strategies of EFL learners. 
Research questions: 
The study, then, seeks for answers to the following research questions: 
Is there any relationship between EI and EFL learners’ choice of vocabulary learning strategies? 
 
2.Literature review 
Emotional Intelligence: Ability and Mixed Models 

In one of the early attempts to conceptualize the construct of emotional intelligence in terms of ability, 
Mayer (1990) introduced an ability model of emotional intelligence and used two-part approach, first 
talking about the general processing of emotional information and then identifying the skills involved in 
this processing. After that, Mayer and Salovey, together with Caruso, expanded on this ability-based 
definition while keeping its two-part form and defined emotional intelligence as an ability to recognize 
one’s own emotions as well as others’ emotions and being capable of linking these emotions to cognition 
that is reasoning and  problem solving activities. From this perspective, emotional intelligence is an 
umbrella term involving a collection of interpersonal and intrapersonal skills. The ability to comprehend 
the feelings of others, create and retain interpersonal relationships and, most importantly, our sense of 
social responsibility comprises interpersonal skills; and the ability to recognize and realize one's own 
motivations and emotions composes intrapersonal skills (Salovey & Mayer, 1990).  
Later, Goleman (1995) and Cooper (1996/1997) expanded the meaning of emotional intelligence by 
mixing the ability to understand and process one’s emotions with other different parts of personality or 
skills; thereby creating mixed approaches to emotional intelligence. Proponents of the mixed model 
conceptualize emotional intelligence as a mixed set of skills as well as personality traits. 
Goleman (1995), who  popularized the concept, identified five domains of EI: 
a) knowing one's emotion, b) managing emotion, c) motivating oneself, d) recognizing 
emotions in others, and e) handling relationships. To him, a person with higher emotional 
intelligence should become happier, and more motivated. 
According to Mayer (2001), mixed approaches claim a stronger predictive power for success, but the 
ability model only offers potentiality. That is, being emotionally intelligent in the ability model only 
means that the learner has the capacity to be successful, but it doesn’t necessarily mean that the learner 
will succeed. 
 In spite of the differences, there is a common thread running through both the ability and mixed 
approaches of EI: EI means to understand how an individual understands and controls his or her 
emotions. Furthermore, emotional skills are associated with success in academic settings, by providing 
opportunities for effective learning 
Most of the studies on this variable are conducted in areas other than second language learning. For 
instance, in the field of education, Stottlemayer (2002) in a study of EI and its relation to student 
achievement among 200 eleventh and twelfth grade American students in Texas found that EI skills were 
significantly predictor of academic achievement.  
In an EFL context a few studies have been conducted to relate this variable to academic achievement and 
learning strategies. The majority of studies conducted in EFL contexts, can be classifies into 3 categories. 
First, some studies have investigated the relationship between EI and different aspects of learning, such 
as language proficiency and achievement (Kafipour, 2009; Pishghadam, 2009; Rodríguez Prieto, 2010). For 
example, Fahim and Pishghadam's (2007) study showed a positive correlation between students' 
academic achievement and some constituents of emotional intelligence.  Second, some other studies have 
examined the relationship between EI and other affective factors such as self-efficacy, empathy and 
foreign language anxiety with the implication that there exists a high correlation between EI and other 
affective variables influencing language learning (Hashemi, 2011; Rouhani, 2007). 
Finally, a few have examined the effect of EI on the acquisition of the subcomponents or skills of the 
language such as vocabulary and reading ability of the EFL learners. In a recent study Bagheri & 
ValiMohammadi (2011) examined the effect of EI on the vocabulary size of the EFL students .The results 
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indicated that there was no statistically significant difference between EI and vocabulary size of the EFL 
learners. Hosseinyfard (2011) also found no significant difference among the students with different 
degrees of emotional intelligence in their reading ability. In a similar vein, aimed at investigating the 
effect of EI and language learning strategies in general, Aghasafari (2006) found a significant correlation 
between emotional intelligence and language learning strategies. However, it seems that taken together, 
most of the studies investigating the relationship of EI and subcomponents of language such as 
vocabulary, and reading, found no significant relationship between EI and these variables. 
Nonetheless, as mentioned before, a close scrutiny of the related literature reveals the fact that major 
studies conducted in this area are limited to the areas other than second language acquisition. In brief, 
there seems to be a controversy among researchers about the role of this variable in learning and 
specifically in relation to different subcomponents of the language such as vocabulary learning, reading, 
listening, and speaking. Furthermore, none of these studies have examined the effect of this variable on 
the vocabulary learning strategies used by the learners. 
 
Vocabulary learning strategies 
Vocabulary learning strategies can be considered a subset of general learning strategies in second 
language acquisition. Language learning strategy was well defined by Oxford (1990) as “specific actions 
taken by the learner to make learning easier, faster, more enjoyable, more self-directed, more effective 
and more transferable to new situation” (p.166). Furthermore, Schmitt (1997) defined vocabulary learning 
strategies as learning is “the process by which information is obtained, stored, retrieved and 
used...therefore vocabulary learning strategies could be any which affect this broadly defined process” 
(p.203). 
 
Importance of Vocabulary Learning Strategies 
Over the past few decades, growing interest has been attached to learning strategies, and particularly 
vocabulary learning strategies, in light of the studies indicating the importance of learner autonomy in 
successful learning (Nation, 2001; Scharle & Szabó, 2000).  
Learning strategies are directly related to learner autonomy, (Oxford & Nyikos, 1989, 291). A command of 
a wide range of strategies can facilitate the whole process of vocabulary learning, since these strategies 
enable learners to use appropriate strategies to deal with the unknown words in different contexts. 
Independence in the process of vocabulary learning can result in better retention of the words (Ranalli, 
2003). Nation (2001) believes that vocabulary learning strategies can facilitate the process of acquisition of 
a large amount of vocabulary. 
Types of Vocabulary Learning Strategies 

Various classifications of vocabulary learning strategies were developed by researchers. Oxford (1990) 
identified two main categories: direct (those strategies to do with language itself directly including 
memory, cognitive, and compensation) and indirect strategies (those strategies to do with language 
indirectly containing metacognitive, affective, and social strategies). In a similar vein,Schmitt (1997) 
classified the strategies into two major groups, the ones to determine the meaning of new words when 
encountered for the first time(discovery strategies) including determination and social strategies, and the 
ones to consolidate meaning when encountered again (consolidation strategies) containing cognitive, 
metacognitive, memory and social strategies with overall 59 individual strategies. 
Taken together, research in this area has resulted in a wealth of information; however, the majority of 
studies in this area have examined the effect of either vocabulary learning strategies or emotional 
intelligence in isolation. Furthermore, as mentioned before, a close scrutiny of the related literature 
reveals the fact that major studies conducted in this area are limited to the areas other than second 
language acquisition. Nonetheless, to the best of the researchers' knowledge, no study to date, has been 
conducted to explore the relationship between vocabulary learning strategies and emotional intelligence. 
The present study; therefore, is an attempt to address the above-mentioned issue.  
 
3. Method 
Participants 
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The participants of the study were 30 Iranian university students attending a foreign language institute in 
Shiraz, majoring in different fields of study. The results of a placement test given to them by the institute 
at the beginning of the term ranked the majority of the students as intermediate learners, with an average 
age of 20.  
Instruments 
The Schutte Self-report Emotional Intelligence Test (SSEIT) 
To evaluate students' EI, the Schutte Self-report Emotional Intelligence Test (SSEIT) (Schutte et al., 1998) 
was utilized. The self-report test includes 33 items in the form of short sentences . It employs a five-point 
response scale with a textual response format ranging from 'strongly disagree' to 'strongly agree’. Each 
item has a value in the range of 1 to 5.  
 
Schemitt’s vocabulary learning strategies questionnaire (taxonomy) 
The questionnaire consists of two parts: part A elicit demographic information such as name, age, sex, etc. 
and part B consisted of 59 vocabulary learning strategy statements grouped under 5 categories: 
determination, social, memory, cognitive, and metacognitive strategies based on Schmitt’s taxonomy 
(1997). It is based on a five-Likert Scale, ranging from (1= scarcely used, to 5= always used).  For the 
purpose of this study only part B will be used, with calculated reliability index of 0.88 using Cronbach 
alpha formula. Schmitt’s taxonomy was validated through factor analysis by Stoffer (1995).  
 
 
Data collection 
The questionnaires were administered to the participants at the end of their classroom time. In order not 
to take too much of the class time, the questionnaires were given to the students and they were asked to 
complete them at home and submit them to their teacher the next session. There was no time limit for 
completing the questionnaires. The Students were provided with sufficient information about the 
purpose of the study. Each subject was provided with both questionnaires and they were asked to answer 
both according to the instructions. Moreover, the data was collected over a period of one week in 
February 2012.  
 
Data analysis 
To meet the aforementioned purposes, Quantitative data analysis was performed with the help of SPSS 
package(16.0). First, descriptive analysis was calculated including mean (M) and standard deviation (SD) 
to report the frequency use of strategies listed in the two questionnaires. 
 At first, those items which were negatively stated in the SSEIT were reversed. Those were items 5, 28, 
and 33 (Gignac, Palmer, Manocha & Stough, 2005). Then, all the items were added up to find the 
participants' total scores on Emotional Intelligence, and on vocabulary learning strategies test. 
Moreover, the correlation coefficient was calculated to see if there exists any relationships between the 
independent variable(Emotional Intelligence), and the dependent variable (vocabulary learning 
strategies) used by the students. 
 
4.Results and Discussion 
First, Descriptive statistics were calculated for total EI and vocabulary learning strategies test. The mean 
and standard deviation are presented in Table 1. 
 

Table 1. Descriptive Statistics for total EI and 
vocabulary strategies 

 Mean Std. Deviation N 

TEI 107.5333 16.85789 30 
TSTRAT 97.9000 14.93515 30 
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Second, to examine whether there is any significant correlation between total EI and vocabulary learning 
strategies employed by the learners, Pearson product-moment correlation coefficient was used, the 
results of which are presented in Table 2. 
 
 

Table 2. Correlations for total EI and vocabulary 
strategies 

 TEI TSTRAT 

TEI Pearson Correlation 1 .380 

Sig. (2-tailed)  .198 

N 30 30 

TSTRAT Pearson Correlation .380 1 

Sig. (2-tailed) .198  

N 30 30 

 
According to the data presented in Table 2, there was no statistically significant difference between total 
EI and total vocabulary strategies employed by the learners at p<.05 level: P=.19. Moreover, there was a 
positive low correlation between EI and vocabulary learning strategies: r=.38.  
 
Discussion 
As stated earlier, the present study was an attempt to investigate the relationship between EI, and 
vocabulary learning strategies employed by the intermediate EFL learners. In this section, the research 
question is reiterated and the results are discussed further. 
 Is there a relationship between EI and vocabulary learning strategies employed by the intermediate EFL 
learners?  
The primary objective of the study was to investigate the relationship between the students' EI and 
vocabulary learning strategies. With regard to the correlational analysis between EI and vocabulary size, 
there exists no significant correlation between scores on total EI and vocabulary learning strategies 
utilized by the learners.  
As mentioned before, the vast literature on EI has resulted in a wealth of information. However, by a 
close scrutiny of the related literature, one can classify studies conducted in this area into three major 
categories.  
First, some pieces of study have investigated the relationship of EI or vocabulary learning strategies with 
different aspects of learning such as achievement, and language proficiency of the learners. Most of these 
studies found that there was high correlation between EI and language proficiency and achievement 
(Kafipour, 2009; Pishghadam, 2009; Rodríguez Prieto, 2010).  
Some other studies have examined the relationship between EI and other affective factors such as self-
efficacy, empathy and foreign language anxiety with the implication that there exists a high correlation 
between EI and other affective variables influencing language learning (Hashemi, 2011; Rouhani, 2007). 
Finally, a few have examined the effect of EI on the acquisition of the subcomponents or skills of the 
language such as vocabulary and reading ability of the EFL learners. In a recent study, Bagheri & 
ValiMohammadi (2011) examined the effect of EI on the vocabulary size of the EFL students .The results 
indicated that there was no statistically significant difference between EI and vocabulary size of the EFL 
learners. McMahon et al. (2004) found that almost none of the intelligences including EI correlated with 
reading achievement significantly. In a similar piece of study, Hosseinyfard (2011) also found no 
significant difference among the students with different degrees of emotional intelligence in their reading 
ability. In a similar vein, aimed at investigating the effect of EI and language learning strategies in 
general, Aghasafari (2006) found a significant correlation between emotional intelligence and language 
learning strategies. However, it seems that taken together, most of the studies investigating the 
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relationship of EI and subcomponents of language such as vocabulary, and reading, found no significant 
relationship between EI and these variables. 
The results of this study indicate that the EFL students' emotional intelligence do not play any significant 
role in the students' vocabulary learning strategies. The results are in line with findings of the previous 
studies investigating the relationship of EI and subcomponents of language including reading and 
vocabulary.  On the other hand the results of the study contradicts that of Aghaafsari (2006) in terms of EI 
and language learning strategies in general therein there was a high correlation between EI and learning 
strategies. The reasons for these conflicting results can be explained by MI theory. According to Gardner 
(1999) human beings possess all intelligences in varying degrees; therefore, someone who performs 
poorly in, say, music or art, might be quite successful in math or physics. That is every one could be smart 
in a unique way. Therefore, a high level of EI though not associated with the vocabulary learning 
strategies of the EFL learners, might predict the students’ performance on nonlinguistic tasks or the 
linguistic tasks other than vocabulary learning.  
 
5. Conclusion and Implications 
The present study set out to investigate the relationship between EI and vocabulary learning strategies 
used by the EFL learners. The results of the present study showed that the EFL students' emotional 
intelligence do not play any significant role in the students' vocabulary learning strategies.  
 A significant finding that emerged from this study is that Iranian EFL learners don’t tap upon their EI 
capacity, which is the representation of learners’ inner capacities to perceive and manage their emotions 
in a variety of contexts to choose the most appropriate strategies. This is a rather neglected area among 
EFL learners.  
Thus, a very important pedagogical implication is that it may be possible to arrange academic programs 
to tap on the innate abilities possessed by the students. It seems that these areas are somehow neglected 
in an EFL context such as Iran.  
Another implication of these finding for the teachers can be that they must have a command of a wide 
variety of the classroom activities so that both emotionally and non-emotionally intelligent learners can 
benefit from them. In other words different degrees of intelligence exist in different students. Some are 
emotionally oriented, while others are not. Consequently the classroom activities should be designed in 
such a way that different students with different innate abilities can benefit from them. 
Shortcomings and Suggestions for further research 
The study; nonetheless, suffered from some drawbacks. One limitation of this study is that since this 
study does not take gender, into account, it is not acceptable to generalize the findings of this study 
across different genders. Another limitation of the present study is that it only considers the impact of 
one domain of MI on the vocabulary learning strategies chosen by the students. Maybe some other 
studies should be conducted to explore the impact of other domains of MI on vocabulary learning 
strategies. Further research can be carried out to study the impact of MI on the language learning 
strategies in general.   
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Appendices: 
Appendix A: 

 
SSEIT 
The Assessing Emotions Scale 
Directions: Each of the following items asks you about your emotions or reactions 
associated with emotions. After deciding whether a statement is generally true for you, 
use the 5-point scale to respond to the statement. Please circle the “1” if you strongly 
disagree that this is like you, the “2” if you somewhat disagree that this is like you, “3” if 
you neither agree nor disagree that this is like you, the “4” if you somewhat agree that 
this is like you, and the “5” if you strongly agree that this is like you. 
There are no right or wrong answers. Please give the response that best describes you. 
1 = strongly disagree 
2 = somewhat disagree 
3 = neither agree nor disagree 
4 = somewhat agree 
5 = strongly agree 
 
1. I know when to speak about my personal problems to others. 1 2 3 4 5 
2. When I am faced with obstacles, I remember times I faced 
similar obstacles and overcame them. 1 2 3 4 5 
3. I expect that I will do well on most things I try. 1 2 3 4 5 
4. Other people find it easy to confide in me. 1 2 3 4 5 
5. I find it hard to understand the non-verbal messages of other 
people. 1 2 3 4 5 
6. Some of the major events of my life have led me to re-evaluate 
what is important and not important. 1 2 3 4 5 
7. When my mood changes, I see new possibilities. 1 2 3 4 5 
8. Emotions are one of the things that make my life worth living. 1 2 3 4 5 
9. I am aware of my emotions as I experience them. 1 2 3 4 5 
10. I expect good things to happen. 1 2 3 4 5 
11. I like to share my emotions with others. 1 2 3 4 5 
12. When I experience a positive emotion, I know how to 
make it last. 1 2 3 4 5 
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13. I arrange events others enjoy. 1 2 3 4 5 
14. I seek out activities that make me happy. 1 2 3 4 5 
15. I am aware of the non-verbal messages I send to others. 1 2 3 4 5 
16. I present myself in a way that makes a good impression on others. 1 2 3 4 5 
17. When I am in a positive mood, solving problems is easy for me. 1 2 3 4 5 
18. By looking at their facial expressions, I recognize the 
emotions people are experiencing. 1 2 3 4 5 
19. I know why my emotions change. 1 2 3 4 5 
20. When I am in a positive mood, I am able to come up with 
new ideas. 1 2 3 4 5 
21. I have control over my emotions. 1 2 3 4 5 
22. I easily recognize my emotions as I experience them. 1 2 3 4 5 
23. I motivate myself by imagining a good outcome to 
tasks I take on. 1 2 3 4 5 
24. I compliment others when they have done something well. 1 2 3 4 5 
25. I am aware of the non-verbal messages other people send. 1 2 3 4 5 
26. When another person tells me about an important event in 
his or her life, I almost feel as though I experienced this 
event myself. 1 2 3 4 5 
27. When I feel a change in emotions, I tend to come up 
with new ideas. 1 2 3 4 5 
28. When I am faced with a challenge, I give up because 
I believe I will fail. 1 2 3 4 5 
29. I know what other people are feeling just by looking at them. 1 2 3 4 5 
30. I help other people feel better when they are down. 1 2 3 4 5 
31. I use good moods to help myself keep trying in the face of 
obstacles. 1 2 3 4 5 
32. I can tell how people are feeling by listening to the tone 
of their voice. 1 2 3 4 5 
33. It is difficult for me to understand why people feel the way 
they do. 1 2 3 4 5 
 
Appendix B: 
 
Appendix B: Vocabulary Learning Strategy Questionnaire 
This vocabulary learning questionnaire is for knowing your current vocabulary learning habits. Please 
read each statement carefully and answer in terms that describe your current condition, use the following 
scale and choose the number that best correspond your vocabulary learning habit. It takes 25 minutes 
complete it. 
Never (0%) Sometimes (25%) Often (50%) Usually (75%) always (100%) 
1 2 3 4 5 
1. I use a bilingual (English–Persian or Persian-English) dictionary. 1 2 3 4 5 
2. I use a monolingual English dictionary. 1 2 3 4 5 
3. I use an electronic or online dictionary. 1 2 3 4 5 
4. I ask my teacher for the L1 translation. 1 2 3 4 5 
5. I ask my teacher for an English sentence including the new word. 1 2 3 4 5 
6. I ask classmates for meaning. 1 2 3 4 5 
7. I guess the meaning of a new word using background knowledge, and context. 1 2 3 4 5 
8. I use new words in a sentence in order to learn them. 1 2 3 4 5 
9. I practice new words with friends in order to learn them. 1 2 3 4 5 
10. I connect words to physical objects to learn them. 1 2 3 4 5 
11. I use spaced word practice in order to learn words. 1 2 3 4 5 
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12. I learn new words from English songs and poems. 1 2 3 4 5 
13. I learn new words when working on internet. 1 2 3 4 5 
14. I learn new words through English media like newspapers, TV/radio programs.. 1 2 3 4 5 
15. I connect the new word to a personal experience. 1 2 3 4 5 
16. I use flashcards to remember new English words. 1 2 3 4 5 
17. I use word cards to remember new English words. 1 2 3 4 5 
18. I learn new words when playing computer games in English. 1 2 3 4 5 
19. I repeat the word mentally in order to learn it. 1 2 3 4 5 
20. I make a mental picture of a word’s written form in order to learn it. 1 2 3 4 5 
21. I make a mental image of the words’ meaning in order to learn it. 1 2 3 4 5 
22. I use colors and highlighters to mark new words in a text for future learning. 1 2 3 4 5 
23. I analyze the word parts in order to learn it. 1 2 3 4 5 
24. I learn a word by remembering its initial letter. 1 2 3 4 5 
25. I make stories with new words to learn them. 1 2 3 4 5 
26. I make word lists and write their translations in my mother tongue. 1 2 3 4 5 
27. I learn a word by remembering its location in the notebook, textbook. 1 2 3 4 5 
28. I write down words while I read books and magazines for pleasure. 1 2 3 4 5 
29. I learn a new word by connecting to its synonym and antonyms. 1 2 3 4 5 
30. I look for similarities in sound and meaning between words in Persian and English. 1 2 3 4 5 
31. I use gestures to learn a new word. 1 2 3 4 5 
32. I read and leaf through a dictionary to learn some new words. 1 2 3 4 5 
33. I group words together in order to learn them. 1 2 3 4 5 
34. I learn a word if I encounter it many times. 1 2 3 4 5 
35. I try to learn the new words I learn immediately in conversations or writing. 1 2 3 4 5 
36. I use peg-word method (memorizing lists of facts by linking new words to familiar words by means of 
an 
image). 1 2 3 4 5 
37. I learn a word if I like it. 1 2 3 4 5 
38. If I encounter a new word, I skip or pass it. 1 2 3 4 5 
39. As I encounter new words, I write down the word, its definition/synonym, its pronunciation, its 
speech and an example sentence in which the word is used in my notebook. 1 2 3 4 5 
40. I associate the word with its coordinates and collocations. 1 2 3 4 5 
41. I use loci method (putting words in specific locations in my mind). 1 2 3 4 5 
42. I analyze the parts of speech e.g. noun, verb or adjective. 1 2 3 4 5 
43. I learn words by doing dictation. 1 2 3 4 5 
44. I learn words by doing a project. 1 2 3 4 5 
45. I repeatedly spell the new word in my mind to learn it. 1 2 3 4 5 
46. I learn the sentence in which the word is used. 1 2 3 4 5 
47. I learn the new words by doing group work activities in class. 1 2 3 4 5 
48. I divide a new word into syllables to learn it. 1 2 3 4 5 
49. I ask teacher for a synonym or paraphrase for the new word. 1 2 3 4 5 
50. I interact with the native speakers to learn new words. 1 2 3 4 5 
51. I use Keyword Method (I think of a L1 word that sounds similar to the new L2 word then make 
mental image combining the meaning of both words. 1 2 3 4 5 
52. I do verbal repetition to learn a word. 1 2 3 4 5 
53. I do written repetition to learn a word. 1 2 3 4 5 
54. I link the word to another English word with similar sound. 1 2 3 4 5 
55. I test myself with word tests. 1 2 3 4 5 
56. I use semantic maps. 1 2 3 4 5 
57. I analyze pictures or gestures to learn a word. 1 2 3 4 5 
58. I learn a new word through configuration (remembering words by outlining them with lines). 1 4 5 
59. I learn words by solving a crossword. 1 2 3 4 5 
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ABSTRACT 
THE AIM OF THIS QUASI-EXPERIMENTAL STUDY WAS TO INVESTIGATE THE EFFECTS OF 
FOCUS ON FORM AS A METHOD OF IMPLICIT INSTRUCTION AND CONSCIOUSNESS-RAISING 
AS A METHOD OF EXPLICIT INSTRUCTION ON STUDENTS' ABILITY TO LEARN GRAMMAR. TO 
THIS END, TWO INTACT CLASSES OF 20 LEARNERS WERE CHOSEN FOR TEACHING THE 
TARGET STRUCTURES (PREPOSITIONS OF TIME AND PLACE) THROUGH DIFFERENT METHODS 
OF INSTRUCTION. THE PARTICIPANTS WERE YOUNG MALE LEARNERS AT ELEMENTARY 
LEVEL. THE TWO INTACT CLASSES WERE ASSIGNED TO COMPARE GROUPS OF FOCUS ON 
FORM GROUP (IMPLICIT GROUP) AND CONSCIOUSNESS-RAISING GROUP (EXPLICIT GROUP). IN 
FOCUS ON FORM GROUP, THE TARGET STRUCTURES WERE ENHANCED VISUALLY WITH THE 
TECHNIQUE OF BOLDING. IN CONSCIOUSNESS-RAISING GROUP THE TARGET STRUCTURES 
WERE TAUGHT EXPLICITLY. THE PARTICIPANTS WERE GIVEN SOME DATA AND WERE 
REQUIRED TO INDUCE THE RULE WITH THE HELP OF PEERS OR THE TEACHER.  A PRETEST 
AND A POSTTEST WERE CONDUCTED TO COMPARE THE TWO GROUPS' PERFORMANCES 
BEFORE AND AFTER THE INSTRUCTION. THE RESULTS INDICATED THE OUTPERFORMANCE OF 
THE PARTICIPANTS IN THE EXPLICIT GROUP OVER THE PERFORMANCE OF THE 
PARTICIPANTS IN THE IMPLICIT GROUP ON THE POSTTEST. THE FINDINGS SUPPORT THE 
ARGUMENTS REGARDING THE IMPORTANCE OF METALINGUISTIC AWARENESS IN LEARNING 
GRAMMAR. 
 
KEYWORDS: IMPLICIT INSTRUCTION; EXPLICIT INSTRUCTION; FOCUS ON FORM; 
CONSCIOUSNESS-RAISING 
 
Introduction 

     Previously, one of the most controversial issues about grammar was whether to teach it or not. Some, 
such as Krashen (1981), assume that second language learning is very much like the acquisition of first 
language. Krashen argues that comprehensible input is the only true cause of second language 
acquisition. He recommends that teachers should abandon grammar teaching, and concentrate instead on 
providing lots of comprehensible input so that learners can acquire a second language naturally, in much 
the same way they have acquired their mother tongue. According to Richard (as cited in Celce-Murica, 
1988, p.1), the basic assumption of such an approach is that “communicative classrooms provide a better 
environment for second language acquisition than classrooms dominated by formal instruction.” Richard 
claims that no actual empirical studies have been conducted proving that communicative classrooms 
produce better language learners than the more traditional teacher-dominated classrooms. 
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     Today, the idea of not teaching grammar has been discarded, but there is some controversy over how 
to teach it. Should it be taught explicitly or implicitly? Or a combination of both is sufficient. Some 
researchers, such as Long and Robinson (1998), Rutherford and Sharewood Smith (1985) agree that 
explicit teaching methods are more beneficial than implicit ones while others, such as Williams (1999), 
agree with the opposite of this idea .There are some, such as Lynch (2005) who believe a combination of 
the two methods are beneficial for optimal learning. 
      Different attitudes have led to different approaches and methods of instruction in grammar. Two 
approaches are implicit and explicit instruction. Ellis (2009) states in implicit instruction learners are 
required to induce rules from examples given to them while in explicit instruction learners are given a 
rule which they then practice using. It should be noted that implicit / explicit instruction is defined from 
the perspective of teacher’s, material writer’s, or course designers’; while implicit/explicit learning is 
defined from the learners’ perspective. There is no correlation between them. 
Statement of the Problem 
     There are various theories on how a second language is learned, how to implement those theories in 
the classroom. Two of which are implicit and explicit instruction. In implicit instruction, English 
grammar is learnt naturally without paying much conscious attention to rules of grammar. The learners 
are expected to induce the rules. In explicit instruction, it is believed that grammar should be taught 
explicitly. Learners are given the rules and they practice using them.  
     This study focuses on comparing these two approaches of instruction in grammar. The grammatical 
structure that will be taught is prepositions of time and place. 
 
2. Literature Review 
 
      Ur (2011) argues that implicit teaching requires students to use grammatical forms and meanings 
without verbalizing the rules. Implicit teaching is similar to inductive teaching which means that students 
infer the rules from the examples presented to them. They are never taught the actual rules. Ellis (2009) 
defines the term instruction as “an attempt to intervene in interlanguage development” (p.16). He divides 
the language instruction into two categories of indirect and direct intervention .He maintains that indirect 
intervention aims to “create conditions where learners can learn experientially through learning how to 
communicate in the L2" (p.16).Task-based syllabus is the best type of this instruction. He also defines 
direct intervention as “the pre-emptive specification of what it is that learners are supposed to learn and, 
typically, draws on a structural syllabus” (p.16). According to Ellis implicit and explicit instruction are 
not the same as this distinction but can be mapped onto it. Implicit instruction enable  the learners to infer 
rules without awareness .It provides learners with specific examples of a rule or pattern and they infer 
the rule or pattern without being focused explicitly on it .It is clear that indirect intervention is implicit in 
nature but direct intervention can be either implicit or explicit. For example if learners are provided with 
a specific learning target, such as a grammatical structure , but this target is hidden from them so that 
they are not aware of that .This  type of direct intervention is implicit  instruction . According to Ellis in 
explicit instruction learners are encouraged to develop metalinguistic awareness of the rule. 
     There have been some methodological models in line with these two approaches. Two of which are 
focus on form (implicit instruction) and consciousness-raising (explicit instruction).  
 
2.1. Focus on Form (Implicit Instruction) 

      Long (1991) suggests three taxonomies for grammar instruction: focus on meaning, focus on forms 
and focus on form. In focus on meaning the classroom work is wholly concerned with communication of 
meaning without paying attention to the forms. In focus on forms the primary focus of classroom activity 
is on language forms rather than their meanings. According to Long, focus on forms is nothing but the 
traditional structural syllabus. In focus on forms language is broken down into discrete elements (e.g., 
words, grammar rules, notions, functions), which are then taught item by item in a linear, additive 
fashion. Focus on form, in contrast “consists of an occasional shift of attention to linguistic code features –
by the teacher or one or more students” (Long & Robinson, 1998, p.23). Long (1991) defines focus on form 
as follows: 
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 " Focus on form…overtly draws students’ attention to linguistic elements as they arise incidentally in 
lessons whose overriding focus is on meaning or communication"(pp.45-46). Long and Robinson(1998) 
further expanded its definition and claimed that “focus on form often consists of an occasional shift of 
attention to linguistic code features - – by the teacher and/or one or more students – triggered by 
perceived problems with comprehension or production (p. 23). 
     Based on the above definition, it could be argued that focus on form encourages learners to pay 
conscious attention to certain forms in the input, which they are likely to ignore. Such attention, 
according to Schmidt (1990), is necessary for acquisition to take place. Therefore, focus on form can be 
thought of as a useful device which facilities the process of interlanguage development. In this method 
some attention is paid to some features which are important grammatically but the main attention is on 
the communicative meaning. According to Long, in the focus on form, learners’ attention is drawn to the 
target form as the linguistic forms arise incidentally in a meaningful and communicative context.  
     As Ellis, Basturkmen and Loewen (2001, pp.411-412) put it, based on this definition of Long, focus on 
form has the following characteristics  
     • It occurs in meaning-centered discourse. 
     • It is observable, i.e. it occurs interactionally. 
     • It is incidental, i.e. it is not preplanned. 
     • It is transitory. 
     • It is extensive, i.e. it attends to several different forms in the context of a single lesson. 
     Ellis et al. (2001, p.412) state that the study of incidental focus on form requires an approach to 
research that is necessarily descriptive (i.e., entailing observation of meaning-focused instruction to 
subsequently identify and analyze the focus-on-form episodes that occur) rather than experimental (i.e., 
constructing conditions in which focus on form is systematically varied across conditions. 
     In focus on form the primary focus is on meaning (i.e., on message processing) rather than on form. 
Focus on form involves an occasional shift of learners’ attention from meaning to a linguistic form and 
the meaning this conveys while the overriding focus remains on communicating. This shift can be 
triggered by perceived problems with either comprehension or production, and it can be initiated by 
either the teacher or students. A key feature of focus on form instruction is that it emphasizes form-
function mapping. (Long, 1991). 
     Rutherford and Sharewood Smith (1985) provided some practical examples of techniques to draw 
learners’ attention: 
     There are many ways of drawing attention to form without indulging in metalinguistic               
     discussion. A simple example would be the use of typographical conventions such as    
     underlining or capitalizing a particular grammatical surface feature, where you merely ask  
     the learners to pay attention to anything that is underlined or capitalized. Another example 
     would be deliberate exposure of the learner to an artificially large number of instances of  
     some target structure in the language on the assumption that the very high frequency of the 
     structure in question will attract the learner’s attention to the relevant formal regularities    . (p. 271) 
      The examples mentioned above are known as input enhancement, which is one of the important 
methods in the focus on form instruction and is frequently used as a strategy to draw the learner’s 
attention to a specific linguistic feature. According to Sharewood Smith’s (1991) definition, input 
enhancement refers to the “deliberate attempt to make specific features of input more salient in order to 
draw learners’ attention to these features” (p.118). In this method, teachers can do some modification to 
make the target form, which is a perceived problem, more salient to direct the learner pay attention to the 
feature. Manipulation of input enhancement, such as italics, bolding, enlargement, underlining, and input 
flooding are examples of such enhancement. The first four techniques refer to using typographic tactics to 
make the target feature more salient, while the last one means increasing number of times of 
encountering the target feature. 
 
2.2. Consciousness- Raising (Explicit Instruction) 

Richards and Schmidt (2002) defined CR as: 
     techniques that encourage learners to pay attention to language form in the belief that an  
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     awareness of form will contribute indirectly to language acquisition. Techniques include  
     having students infer grammatical rules from examples, compare differences between two    
    or more different ways of saying something, observe differences between a learner’s use of  
    a grammar item and its use by native speakers. A consciousness-raising approach is  
    contrasted with traditional approaches to the teaching of grammar (e.g. drilling, sentence  
    practice, sentence combining), in which the goal is to establish a rule or a grammatical pattern directly. 
(p. 109) 
      Consciousness –raising means teaching particular grammatical feature deliberately involving the 
articulation of a rule (Ur, 2011).According to Ellis (2002) it involves equipping the learners with an 
understanding of a specific grammatical feature .The main purpose of it is developing explicit knowledge 
of grammar. Ellis states the characteristics of consciousness-raising as follow. 
     1. There is an attempt to isolate a specific linguistic for focused attention 
     2. The learners are provided with data which illustrate the targeted feature and they may   
     also be supplied with an explicit rule describing or explaining the feature. 
     3. The learners are expected to utilize intellectual effort to understand the targeted feature.  
     4. Misunderstanding or incomplete understanding of grammatical structure by the learners  
     lead to clarification in the form of further data and description or explanation  
     5. Learners may be required (although this is not obligatory) to articulate the rule  
     describing the grammatical structure. (p.166) 
      The immediate aim of consciousness –raising tasks is to help learners notice something about the 
language that they might not notice on their own. They are typically asked to reflect on it, usually by 
talking to peers. Consciousness –raising tasks can help build their conscious knowledge and 
understanding of how the language works grammatically. 
     Willis and Willis (1996) suggest that teachers can provide students with language data either in the 
form of a single text or a set of examples from familiar sources. Students will then perform certain 
operations on these samples of language. The outcome of these operations will be an increased awareness 
of and sensitivity to language. They list seven kinds of operations that students might be asked to 
perform in the classroom: 
     1. Identify/consolidate: Students are asked to search a set of data to identify a particular  
  pattern or usage and the language forms associated with it. 
2. Classify (semantic; structural): Students are required to work with a set of data and sort 
     it according to similarities and differences based on formal or semantic criteria.  
     3. Hypothesis building/checking: Students are given (or asked to make) a generalization 
     about language and asked to check this against more language data.  
     4) Cross-language exploration: Students are encouraged to find similarities and 
     differences between patterning in their own language and patterning in English.  
     5) Reconstruction/deconstruction: Students are required to manipulate language in ways 
     which reveal underlying patterns.  
     6. Recall: Students are required to recall and reconstruct elements of a text. The purpose  
    of the recall is to highlight significant features of the text.  
     7. Reference training: Students need to learn to use reference works - dictionaries, 
      grammars and study guides. (p.69) 
     Consciousness-raising does not involve the learner in repeated production. This is because the purpose 
of this kind of grammar teaching is not to help learners to perform structures correctly but to help them 
to gain some knowledge about it. 
      In consciousness-raising learners are provided with data about how a particular grammatical 
structure works in context, and are then prompted to work out the rule by themselves. consciousness-
raising tasks will guide the learner to self- discover or notice features of grammar, which they will then 
structure and restructure as many times as needed through the constant exposure to varied sources of 
input, testing their hypotheses about how language operates and linking the new elements to what they 
already know.(Ellis,2002)  
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2.3. Objectives of the Study: The objective of this study is: 
     To investigate whether an explicit or implicit instruction is more effective in teaching English 
grammar. 
2.4. Research Questions 
     Is there any significant difference between the effects of implicit instruction and explicit instruction on 
learning grammar? 
 
2.5. Significance of the Study: 
     The findings of this study will provide useful information to be taken into consideration by curriculum 
designers, text book developers, language instructors and teachers regarding how to teach grammar 
effectively. 
 
3. Method 
3.1. Participants 
      The participants in this study were 40 elementary male young learners. They were 12 to 15 years old. 
They were intact groups of L2 learners from two classes (N=20). One class received implicit grammar 
instruction with the method of focus on form, and the other class received explicit grammar instruction 
with the method of consciousness-raising over the target structure. 
 
3.2. Materials 

     Materials used in this study included the book Top Notch 1A (elementary level). In order to ensure that 
there was no significant difference between the two groups of participants in terms of their knowledge of 
target structures a pretest was conducted. Prepositions of time and place (at, on, in) were the grammatical 
structure that students worked on. These structures were chosen because they are neither too easy nor too 
difficult for students to understand the rules associated with them.  
3.3. Instrument 

     The instruments of this study were two kinds of tests: 
1. A pretest to indicate that participants had not already learnt the target structures. 
2. A posttest consisting of a multiple-choice test, a cloze test in the form of an e-mail and three short 
questions designed to elicit a sentence that requires the use of prepositions of time and place (see 
appendix). It was used after the instruction. 
3.4. Procedure 
     The "comparison group design" was adopted to carry out this study and there was no control group. 
The following steps were completed within a 2 session period. At first, the researcher gave the learners a 
pretest to ensure that the participants possessed knowledge of the target forms at the similar level. In the 
second step, the two groups received two different treatments. One group was exposed to implicit 
instruction of grammar. Focus on form was used in this approach. This group received the enhanced 
material, in which all of the prepositions of time and place were enhanced visually with the technique of 
bolding All the prepositions of time and place (at, on, in) in the text were bolded. Participants were given 
some examples of the target structures, but no explicit teaching was allowed during the instruction to 
avoid interrupting the flow of the communicative activities. The other group, however, was exposed to 
explicit instruction of grammar. Consciousness-raising was used as a method of this instruction. 
Participants were provided with data and asked to construct an explicit rule to describe the grammatical 
feature which the data illustrate. Then they were supplied with the rule which was used to carry out 
some task. At times participants 'first language (Persian) was used as the medium for solving the tasks. 
 
4. Data Analysis 
     In order to ensure that there was no significant difference between the two groups in terms of their 
knowledge on the target structures, a pretest was conducted. Their scores were collected and calculated 
by the SPSS. As shown in Table 1, the descriptive statistics showed that the implicit group gained a mean 
score of 13.55, SD = 2.96, while the explicit group gained a mean score of 12.25, SD = 2.51 
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Table1. 
Descriptive statistics of pretest scores 

          Group            N             Mean             Std. Deviation             Std. Error 
Mean  

          Implicit         20            13.55                  2.964                              .663 
          Explicit         20            12.25             2.511                 .561 

 
An independent t-test was run to confirm the result. The results of the t-test indicated that the two groups 
were not statistically different from one another in terms of their scores gained from the pretest t (38) = 
.1.49, p > .05, even though the implicit group (M = 13.55, SD = 2.96) scored higher than the explicit group 
(M = 12.25, SD = 2.51). (table2) 
Table 2. 
Independent Samples Test 

                     
          Levene's Test for  
            Equality of                                                                                  t-test for Equality of Means 
             Variances 
 

                                                                                                                                                      
95%Confidence Interval  
                               F          Sig.         t              df          sig.(2-           Mean                 Std. Error         of 
the Difference 
                                                                                       tailed)          Difference           Difference   
                                                                                                                                                              Lower           
Upper 
 
Equal variances    .685     .413        1.497       38          .143 1.300                     .869             -.458              
3.058 
    assumed 
 
Equal variances        1.497      36.997     .143              1.300                   .869              -.460               
3.060         
 not assumed 

    
  To answer the research question, we first look at Table 3, which presents the means and standard 
deviations of the two groups on the posttest. The mean of the explicit group (M=32.10, SD=3.44) is higher 
than the mean of the implicit group (M=23.40, SD=3.66). 
 
Table3. 
Descriptive statistics of posttest scores 

          Group           N             Mean             Std. Deviation             Std. Error 
Mean  

         Implicit        20            23.40                     3.662                         .819  
         Explicit        20            32.10                     3.447                .771  

 
An independent t-test was run to see if the mean difference between the two groups is significant or not. 
(table4) 
 
Table 4 
Independent Samples Test 
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          Levene's Test for  
            Equality of                                                                                  t-test for Equality of Means 
             Variances 
 

                                                                                                                                                    
95%Confidence Interval  
                               F          Sig.         t              df          sig.(2-           Mean                  Std. Error       of 
the Difference 
                                                                                       tailed)          Difference           Difference   
                                                                                                                                                              Lower           
Upper 
 
Equal variances    009      .925      -7.736      38           .000 -8.700                1.125         -10.977        -
6.423 
    assumed 
 
Equal variances      -7.736      37.862     .000          -8.700                1.125         -10.977         -6.423 
 not assumed 

 
 
As displayed in Table 4, the t score -7.73 at 38 degree of freedom is significant at p<0.5. Based on this 
result it can be concluded that there is significant difference between scores of the two groups on their 
posttest. 
 
5. Discussion and Conclusion 

 
     Before the instructional treatments, the explicit and the implicit group presented their knowledge of 
target structures at similar level, as measured by the pretest with insignificant difference (as shown in 
Table 1 and 2). However, after being exposed to two different treatments, the explicit group gained a 
higher mean score on the posttest than the control did (as shown in Table 3). As well the result showed 
there was a significant difference between the two mean scores (See Table 4). 
     There might be some reasons for the outperformance of the explicit group in this study. Participants 
who took part in this study were all young students who were accustomed to traditional methods of 
education in Iran. The major teaching approach in Iranian schools, particularly English grammar, is 
explicit instruction. Therefore, learners' expectations could be met through direct explanation of rules. 
     Another reason that can explain the better performance of the explicit group is the test itself. The test 
contained three parts: a multiple-choice grammar part, a contextualized grammar test (a cloze test in the 
form of an e-mail), and sentence making. The contextualized grammar test and sentence making are 
essentially tests of production and require the learners to organize their information first and then 
retrieve the rules. Since students in the implicit group were never given the opportunity to organize their 
information under grammatical headings such as "prepositions of time and place, they might have had 
difficulty producing the right forms .Because, recovering words for blank spaces need conscious attention 
to grammatical structures. The result suggests that when students concentrate on the content and do not 
pay attention to form of a message, they are less likely to learn specific grammar structures. 
     There are some studies such as Scott (1989, 1990), Lynch (2005), Andrews (2007) and Nazari (2012) that 
approve the results of the present study. 
     In general, the results of most studies suggest that explicit instruction have a better effect on the 
improving of L2 grammar of learners of English as a foreign language. However, more research is 
required to come to the point of certainty. 
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     The results of this study require the teachers to provide the learners with explicit instruction. It is 
worthy to draw the learners' attention to the rules explicitly. 
     Moreover, when learners are informed of the grammatical rules, they feel more comfortable, self-
confident and motivated in the classroom. Thus, it would be wise for educators, material developers and 
course book designers to pay attention to this fact and take cautious measures in planning grammar 
teaching strategies. (Nazari, 2012) 
     A shortcoming of this study is that this study was conducted with a small number of participants. 
Therefore, the results may not apply to other populations or grammar points.   Another shortcoming of 
this study is that the duration was too short. The dates of pretest and posttest were too close. Therefore, it 
is necessary to do a delayed posttest to indicate long-term retention of the target structures.  
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Appendix 
Posttest 
Test on Prepositions of Time and Place 
Name:                                                   Student number:                           Group: 
   A. Choose the correct answer. 
1. I saw her ___ Xmas. 
a) In                  b) on                     c) at                  d)- 
2. I saw her ___ Xmas day. 
a) In                  b) on                     c) at                  d)- 
3. I was born ___ July. 
a) In                  b) on                     c) at                  d)- 
4. It happened ___ 2001. 
a) In                  b) on                     c) at                  d)- 
5. He started work ___ Monday. 
a) In                  b) on                     c) at                  d)- 
6. She often goes out ___ night. 
a) In                  b) on                     c) at                  d)- 
7. She often goes out ___ Friday night. 
a) In                  b)on                     c)at                  d)- 
8. It rains a lot ___ spring. 
a) in                  b)on                     c)at                  d)- 
9. I get up ___ 7am. 
a) in                  b)on                     c)at                  d)- 
10. The lessons are ____ the afternoon. 
a) in                  b)on                     c)at                  d)- 
11. It was popular ____ the 1980s. 
a) in                  b)on                     c)at                  d)- 
12. The party is ____ next week. 
a) in                  b)on                     c)at                  d)- 
13. The class is ____ Tuesdays and Thursdays. 
 
a) in                  b)on                     c)at                  d)- 
14. It was popular ____ the twentieth century. 
 
a) in                  b)on                     c)at                  d)- 
15. Do you work ____ every Wednesday? 
a) in                  b)on                     c)at                  d)- 
B. Complete the sentences with on, in, or at. 
1. The movie is ……….the Cineplex ………… 10:15. 
2. ………..the summer, there are concerts ………. the park ………..Friday. 
3. The art exhibit is ……… the gallery ………… City Avenue. 
4. The Music Festival is ……… London ……….. 2008. 
5. His talks are tomorrow ………..7:30 ………… the morning and ……….. 2:00 Friday afternoon. 
6. The play is ……….noon. 
 
C. Complete the e-mail message with prepositions of time and place. 
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  From: 
       To:   

 
Subject: 

 
Hi 
Hiroko: 
Are you 
busy………. Monday night? There’s a free concert of African music right near your office………the 
Stern Art Center. Sounds like a great show! It starts ………7:30 .I’ll be …….. work until 5:00,but I could 
meet you ……..5:15 or 5:30 ……….. the corner of Grand and Crane. We could have something to eat 
before the concert. What do you think? The price is right!—Val. 
 

Val670@telcalm.net                                                                                                                                                                          
Hiroko_une@global.jp 
 

African music concert 

 
D. Answer the questions. Use your own words. Use in, on ,or at. 

 
1. Where is your school? 
 
 
2. What time is your English class? 

 
 
3. When are you free this week? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

mailto:Val670@telcalm.net
mailto:Hiroko_une@global.jp


Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 228 

THE ROLE OF DYNAMIC ASSESSMENT OF GRAMMAR 
IN THE EFL LEARNERS' SELF-ESTEEM 

 
 

 
Nadia Hasan Naeimi 

Islamic Azad University of Chaloos, Chaloos, Iran 
Nadiahasannaeimi@yahoo.com 

 
 
ABSTRACT 
THE PRESENT STUDY INVESTIGATES THE RELATIONSHIP BETWEEN DYNAMIC ASSESSMENT OF 
EFL LEARNERS' GRAMMAR AND THEIR SELF-ESTEEM. IN ORDER TO ACHIEVE THIS GOAL, 60 
MALE AND FEMALE STUDENTS LEARNING ENGLISH AT AN INSTITUTE WERE SELECTED. A 
WRITING TEST OF GRAMMAR AND A SELF-ESTEEM QUESTIONNAIRE WERE PRESENTED TO 
LEARNERS AND ALSO, A SET OF HINTS WAS PROVIDED TO HELP LEARNERS. A SCORING 
PROFILE WAS CREATED FOR EACH LEARNER; INCLUDING A DYNAMIC AND A NON-DYNAMIC 
SCORE. THE RESULTS REVEALED THAT THE INTERACTION OF GENDER AND LEVEL OF 
LEARNERS HAS A SIGNIFICANT ROLE IN THEIR DYNAMIC AND NON-DYNAMIC SCORES OF 
GRAMMAR AND MOREOVER, THERE IS A SIGNIFICANT RELATIONSHIP AMONG LEARNERS' 
DYNAMIC AND NON-DYNAMIC SCORES AND THEIR SELF-ESTEEM. 
 
KEY WORDS: DYNAMIC ASSESSMENT (DA), GRAMMATICAL KNOWLEDGE, INTERACTIONIST 
AND INTERVENTIONIST DA, SELF-ESTEEM AND ZONE OF PROXIMAL DEVELOPMENT (ZPD). 
 
I   Introduction 
Assessment is an important part of all educational programs. Traditionally, static standardized testing 
was the dominant approach to assess learners' knowledge which only accounted for the learner's actual 
level of development so, it appears to be limited. To overcome this problem, Vygotsky, a Russian 
psychologist created an integrated view of instruction and assessment, known as Dynamic Assessment 
(DA), which is based on the SocioCultural Theory of mind (SCT). Dynamic assessment takes account of 
learners' both Zone of Actual Development (ZAD) and Zone of Proximal Development (ZPD) and the 
mediation provided through DA procedures can help learners to exceed their potentialities. 
     Some foreign language researchers (Lantolf & Poehner, 2011; Birjandi & Ebadi, 2011; Anton, 2009 and 
Poehner, 2008) have tried to follow the Vygotskian approach to assess different skills of language such as 
reading comprehension, writing, listening and so forth.  
The present study which is also in line with these studies has tried to find the relationship between 
dynamic assessment of learners' grammar and their self-esteem, with regard to their gender and levels. 
 
II   Review of the related literature 
1    Zone of Proximal Development (ZPD) 
Vygotsky (1978) defines ZPD as "the distance between the actual developmental level as determined by 
independent problem solving and the level of potential development as determined through problem 
solving under adult guidance or in collaboration with more capable peers" (p.86). He used ZPD to 
criticize the traditional psychometric tests because traditional standardized testing only assessed the 
fully-matured abilities but dynamic assessment, in addition to full-matured abilities, takes account of the 
abilities that are in process of maturation. According to Tzuriel (2001), the amount of mediation needed 
for problem-solving is an indication of the learner’s ZPD. 
2    Dynamic vs. Non-dynamic Assessment 
Dynamic assessment is not a substitution for traditional static tests but a complement for them. Sternberg 
and Grigorenko (2002) make distinction between Dynamic Assessment and Non-Dynamic Assessment 
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(NDA). While NDA focuses on products, DA is concerned with the process. The core tenet of DA is to 
create feedback during the administration of the test but NDA doesn't permit mediation. Moreover, 
although the role of examiner in NDA is neutral and only as an observer, in DA, the examiner interacts 
with the examinees. 
3   Approaches to Dynamic Assessment 
Poehner and Lantolf (2003) identify two general orientation of dynamic assessment: interventionist and 
interactionist. Interventionist DA is concerned with quantifying the amount of support that a learner 
needs to reach a prespecified point and as Lantolf (2009) explains, in interventionist DA, a fixed set of 
hints is prepared in advance from most implicit to most explicit to present to the learners. Four well-
known interventionist approaches are: Budoff's Learning Potential Assessment, Guthke's Lerntest 
Approach, Carlson and Wiedl's Testing-the-Limits and Brown's Graduated Prompt Approach. On the 
other hand, interactionist DA, according to Poehner and Lantolf (2003), focuses on the learners without 
any prespecified point and the mediation is adjusted to the learners' responsiveness and the most well-
known advocate of interactionist approach is Feurestein. 
     Moreover, Sternberg and Grigorenko (2001) identify two formats for dynamic assessment: sandwich 
and cake format. The sandwich format is consisted of a pretest and a posttest and a mediation phase 
which is sandwiched between them. In cake format, on the other hand, instruction is embedded in the 
test administration itself. This format is called cake format, because when a learner answers an item 
incorrectly, s/he will receive successive hints as layers on a cake. The contents of these hints are the same 
but the number is different for each learner. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Figure 2.1 Schematic representation of test-train-test design (sandwich format) and train-within-test 
design (cake format) (Dorfler, Golke, and Artelt, 2009, p.78)  
4    Corrective Feedback 
According to Nassaji and Swain (2000), despite the disagreement on the role of corrective feedback in first 
language acquisition, there is consensus among researchers upon its role in second language learning and 
the effectiveness of corrective feedback depends on how it is negotiated in the interaction between the 
expert and the novice. They believe that negative feedback is essential to retreat learners from 
overgeneralization of L1 rules to the target language. They define error correction as "a social activity 
involving joint participation and meaningful transactions between the learners and the teacher" (p.35). 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 230 

     Aljaafreh and Lantolf (1994) report on an interactionist procedure investigating the effect of negative 
feedback on adult ESL learners' use of tense, modal verbs, prepositions and articles. The teacher 
interacting with the learners tried to help them gain control over the structures. During the 
accomplishment of the task, the teacher offered feedbacks to learners which led Aljaafreh and Lantolf 
(1994) to create a regulatory scale, including 13 types of feedback, from most implicit to most explicit. 
Based on the results, they found significant development in learners' ZPD which led them to independent 
performance.  
5    Grammar for Assessment Purposes 
According to Purpura (2004), the assessment goal might be to acquire information about students' 
linguistic knowledge in contextualized sentences or to determine how they can use their knowledge to 
communicate. Therefore, language knowledge includes grammatical knowledge and pragmatic 
knowledge and also, grammatical knowledge consists of grammatical forms and meanings. 
6    Self-esteem 
Richards and Schmidt (2002) define self-esteem as "a person's judgment of their own worth or value, 
based on a feeling of 'efficacy', a sense of interacting effectively with one's own environment. Efficacy 
implies that some degree of control exists within oneself. Self-esteem is an affective variable in language 
learning. And low self-esteem may negatively influence second language learning" (p.475). According to 
Dornyei (2005), consciously designed intervention can increase learners' self-esteem and self-esteem 
depends on the individual's self-regulation and it can provide a framework for promoting student-
centered teaching plans. 
7   Empirical studies on L2 dynamic assessment  
Shrestha and Coffin (2011) conducted a research in the context of academic writing among 
undergraduate students. The data were collected from text-based interaction between a tutor and a 
researcher. By using Poehner's (2005) tutor mediational moves, the results showed that DA can help to 
identify and respond to students' needs. 
     Hasson and Botting (2010), in addition, conducted a study for dynamic assessment of the expressive 
grammar of children identified with language impairments. It was piloted on three children with specific 
language impairments based on test-train-retest format and training procedure required the children to 
make sentences from randomly presented words assisted by mediation from the assessors. Results 
revealed that the mediation was valuable for the children. 
     Anton (2009), also, reported on an assessment of third year Spanish language learners to examine the 
potential of dynamic assessment in second language learning contexts. Students were assessed on a five-
part diagnostic test, including speaking and writing sections in DA. The results showed that dynamic 
assessment takes account of both learners' actual and emergent abilities which are useful to devise 
individualized instructional plans based on the learners' needs. 
     Moreover, Kozulin and Garb (2002) applied DA to the study of text comprehension by at-risk EFL 
adult students in Israel. They assessed students' abilities to use reading comprehension strategies based 
on the test-teach-retest format. Three stages of assessment were as following: Stage1. The pretest was 
adapted from a placement test in pre-academic centers at universities in Israel, including 9 sections, 3 of 
which were eliminated due to its relation to prior knowledge and the items were analyzed to determine 
the required strategies. Stage2. The mediation phase was designed based on the analysis and a list of 
required strategies and information was presented to the students to study. Stage3. Retest was a test 
administered to the students with the same level of difficulty. The results indicated that DA procedures 
are applicable and effective not only in the assessment of cognitive performance, but in other areas as 
well, such as the EFL context. 
     Furthermore, Nassaji and Swain (2000) examined whether negotiated help within learner's ZPD is 
more effective than help provided randomly and irrespective of learner's ZPD. Data were collected on 
writing English compositions by two Korean learners of English. The student didn't notice the error until 
the tutor specified the location of the error. The findings revealed that when provided randomly and in a 
non-collaborative fashion, more explicit help produced better results and it provided support for a 
consciousness-raising view of language learning. 
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III. The Present Study 
Many language learners have difficulty dealing with grammatical questions but they may outperform 
with the help of some hints or clues. In order to help such learners to demonstrate their potentialities in 
addition to their actual level of knowledge and also, to gain higher levels of self-esteem, the present study 
has tried to provide a set of hints to offer to learners. 
     This study, investigating the relationship between dynamic assessment of EFL learners' grammar and 
their self-esteem, addresses the following questions: 

- Is there a significant difference between learners' DA and NDA scores of grammar? 
- Is there a significant difference between gender and level of learners and their NDA scores of 

grammar? 
- Is there a significant difference between gender and level of learners and their DA scores of 

grammar? 
- Is there a significant difference among learners' DA and NDA scores of grammar and their self-

esteem? 
 
IV. Method 
1   Participants 
The participants of the present study were 60 language learners, 30 males and 30 females, chosen from an 
English language institute and they were of three levels of beginner, intermediate and advanced. 
2   Instrumentation 
The instruments used in this study were Coopersmith self-esteem questionnaire and a writing test of 
grammar. The questionnaire consisted of 58 items of yes/no format, including subcategories of self, 
social, family and education and the grammar test was in format of writing and also, a set of four hints, 
based on Aljaafreh and Lantolf’s (1994) regulatory scale was prepared to mediate learners. 
3   Procedures 
In order to find the relationship between dynamic assessment of EFL learners' grammar and their self-
esteem, 60 students, including 30 males and 30 females learning English at three levels of beginner, 
intermediate and advanced were selected. So, there were six groups, each one consisting of ten learners. 
First of all, the participants were asked to write about the subject which was "The favorite job" and a list 
of hints, based on the Aljaafreh and Lantolf's (1994) regulatory scale was designed to present gradually to 
the learners (as is shown in figure 4.1). 

Hint 1: Noting that the sentence is wrong. 
Hint 2: Highlighting the error part.  
Hint 3: Reminding the grammar rule or giving an example. 
 Hint 4: Giving the correct answer with a short explanation. 

 
 
 
 
 

                         Figure 4.1 General scheme for presenting hints 
     The hints are arranged from the most implicit to the most explicit. According to figure 4.1, in the first 
stage, the examiner only signals to the test takers that there is a problem in the sentence, if corrected they 
will earn .75 and if not, the examiner will go to the next step and underlines the wrong part. If test takers 
can correct the answer, they will receive .5 and if unable to correct, they will be presented with the 
formula or an example of the correct answer. If test takers understand the problem and correct it, they 
will get .25 and if not, the examiner will give the correct answer, so the test takers gain no point. 
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Figure 4.2 Schematic representation of scoring of the participants' DA  
     Therefore, a scoring profile including a non-dynamic score (independent of using hints) and a 
dynamic score (after administration of hints) was dedicated to each learner. The scores were calculated 
according to the number and level of the used hints. Then, participants were asked to fill Coopersmith 
self-esteem questionnaire which consisted of 58 items of yes/no format, including four subcategories of 
self, social, family and education and also, some questions as fillers, to check the accuracy of responses. 
V. Results 
In order to find the relationship between dynamic assessment of EFL learners' grammar and their self-
esteem, following null hypotheses have to be examined: 

- There is not a significant difference between learners' DA and NDA scores of grammar. 
- There is not a significant difference between gender and level of learners and their NDA scores of 

grammar. 
- There is not a significant difference between gender and level of learners and their DA scores of 

grammar. 
- There is not a significant difference among learners' DA and NDA scores of grammar and their 

self-esteem. 
 
                   Table 5.1 Descriptive statistics of participants (N = 60) scores 

-  
Mean Std. Deviation Variances 

Dynamic 82.41 10.83 223.2 

Non-dynamic 75.08 14.94 117.3 

      
As table 5.1 shows, providing the participants with hints during the dynamic assessment has increased 
their scores in posttest. To determine the significance of the difference between two sets of scores, a t-test 
was run and as it is shown in table 5.2, there is a significant difference between participants' DA and 
NDA scores of grammar (t(59)= -11.2, p= .00). 
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Table 5.2 Paired sample t-test for DA and NDA scores 

Type of the test Mean (SD) Df t p 

Dynamic 82(10.8) 
59 -11.2 .00 

Non-dynamic 75 (14.9) 

     To investigate the role of gender and level of participants in their DA and NDA scores, an ANOVA 
was run. The results, as shown in tables 5.3 and 5.4, indicate that the interaction of gender and level of 
participants has a significant effect on both their DA and NDA scores (F1 (2,54)=3.5, p=.03) (NDA) & (F2 

(2,54)=3.4, P=.04) (DA). 
Table 5.3 Test of between subjects effects for gender and level and non-dynamic (pretest) scores 

Table 5.4 Test of between subjects' effect for gender and level and dynamic (posttest) scores 

Source 
df Mean Square F Sig. 

Partial Eta 
Squared 

Observed 
Powerb 

Gender 1 13.067 3.170 .081 .055 .416 
Level 2 6.629 1.608 .210 .056 .326 
gender * level 2 14.029 3.403 .041 .112 .616 
Error 54 4.122     
Total 60      
       

 
     And finally, according to the table 5.5, there is a significant difference among participants' dynamic 
and non-dynamic scores and their self-esteem (self, social, family and education) (F(5,270)=5.4, P=.00). 
Table 5.5 Test of within subjects' effect for gender, level and factor1 (DA and NDA scores and self, social, 
family and education) 

Source 
df Mean Square F Sig. 

Partial Eta 
Squared 

Observed 
Powera 

factor1(DA,NDAscores,s
elf,social,family,educatio
n) 

Sphericity  5 697.442 5.445 .000 .092 .990 

factor1 * gender Sphericity 5 225.122 1.757 .122 .032 .601 

factor1 * level Sphericity 10 196.261 1.532 .128 .054 .753 

factor1 * gender  *  level Sphericity  10 224.459 1.752 .070 .061 .820 

Error(factor1) Sphericity 270 128.099     

       

 
VI. Conclusions and Discussions 
The goal of this study was to find the relationship between dynamic assessment of EFL learners' grammar 
and their self-esteem. The findings of the present study are in line with that of Kozulin and Garb (2002) 

 Source 
Df Mean Square F Sig. 

Partial Eta 
Squared 

Observed 
Powerb 

gender 1 25.350 3.196 .079 .056 .419 
level 2 8.717 1.099 .341 .039 .233 
gender * level 2 27.950 3.524 .036 .115 .633 
Error 54 7.931     
Total 60      
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who demonstrated that DA has positive effects on learners' performance and also, with Anton (2009) who 
provided evidence that if teachers only take account of the results of traditional tests, they will 
misinterpret learners' abilities. The results are also in agreement with Kamrood's (2011) computerized 
dynamic assessment of grammar in that, participants outperformed in their DA scores compared to their 
NDA scores. 
     The first research question asked about the difference between participants' DA and NDA scores. The 
results confirmed that there is a significant difference between their DA and NDA scores. In other words, 
participants' scores increased in DA which is due to the mediation provided through hints. Also, 
according to Vygotsky, NDA only accounts for learners' actual knowledge but DA takes account of 
learners' both actual knowledge and potentialities. Moreover, analysis of participants' responses 
indicated that many of them could correct their writing only after presenting the first hint which can be 
attributed to non-intellective factors (lack of motivation, inattentiveness, fear of failure, etc.) that have 
influenced their performance. But administration of the predetermined hints helped learners overcome 
these non-intellective factors. 
     The second and third research questions attempted to investigate the role of gender and level in 
learners' DA and NDA scores of grammar. Due to the findings of this study, the interaction of gender and 
level affects learners' DA and NDA scores since advanced male students obtained the highest scores both 
in DA and NDA. Finally, based on the results of the fourth research question, it is concluded that there is 
a significant difference among learners' DA and NDA scores and their self-esteem, including subgroups 
of self, social, family and education. 
     The findings of this study can be useful for teachers, learners and syllabus designers. Since dynamic 
assessment takes account of learners' both ZAD and ZPD, teachers can benefit from DA in that they can 
base their teaching plans on learners' needs. In addition, teachers can create a cooperative and friendly 
space in the classroom which helps learners overcome the non-intellective factors and hence, increase 
their self-esteem. Furthermore, the scoring profile created for each learner can help both teachers and 
learners to find out strong and weak points of learners' knowledge and also, syllabus designers can 
combine traditional standardized tests with dynamic assessment based on which a comprehensive 
picture of learners' abilities can be earned. 
     The set of hints used for mediation in this research was provided based on the Aljaafreh and Lantolf's 
(1994) regulatory scale and also, according to the writing format of the grammar test but for further 
research, the hints can be created based on the learners' errors on non-dynamic test to increase the 
chances of working within learners' ZPD. In addition, the study can be replicated by university or high 
school students and also, on other skills such as reading, listening or vocabulary.  
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ABSTRACT  
THE FUNDAMENTAL DIFFERENCE HYPOTHESIS (FDH) PURPORTS THAT SLA INCLINES TO BE 
NONCONFLUENT SINCE LINGUISTIC SPECIFIC MECHANISMS ACCESSIBLE IN CHILDHOOD 
CANNOT BE ADOPTED FOR LANGUAGE LEARNING IN ADULTHOOD; RATHER, SECOND 
LANGUAGE LEARNERS DEPLOY DOMAIN-GENERAL PROBLEM SOLVING SKILLS. IMPLICIT IN 
FDH IS THAT THERE IS A CRITICAL PERIOD FOR LANGUAGE ACQUISITION. FDH SEEKS TO 
DRAW THE SUBTLE DISTINCTIONS BETWEEN FIRST AND SECOND LANGUAGE ACQUISITION. 
BY VIRTUE OF NEW ADVANCES IN THE FIELD, FDH REQUIRES TO BE RECAST. THE EVOLVED 
FDH HOLDS THAT LANGUAGE FACULTY WORKS IN TANDEM WITH GENERAL DOMAIN 
MECHANISMS. THE PRESENT PAPER IS AN ATTEMPT TO ELUCIDATE THE FDH AND THE WAY 
IT RESOLVES THE FUNDAMENTAL CONTROVERSIES ABOUT THE AVAILABILITY OF 
UNIVERSAL GRAMMAR IN SECOND LANGUAGE ACQUISITION. THE ISSUE OF ULTIMATE 
ATTAINMENT IN SLA AS WELL A BODY OF EVIDENCE BEARING OUT FDH IS EXPLICATED AS 
WELL. 
 
KEYWORDS: FUNDAMENTAL DIFFERENCE HYPOTHESIS, NO ACCESS HYPOTHESIS, 
UNIVERSAL GRAMMAR, SLA 

 
Introduction 
There are several positions concerning the logical problem of second language acquisition and the extent 
to which SLA is constrained by UG. The no access paradigm referred as to the fundamental difference 
hypothesis is among the views expounded pertaining to the availability of UG in second language 
acquisition. The core idea of this hypothesis put forward by Bley-Vroman( 1989) is  that what happens in 
child language acquisition differs significantly from that of  adult second language acquisition, that is , 
the processes involved  are different  on the basis of differences in their outcomes . To Bley-Vroman 
(1990) second language acquisition unlike first language acquisition is directed by non -linguistic 
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mechanisms.  The rules internalized by adult L2 learners are not UG-constrained; rather they are derived 
by means of problem solving mechanisms. However, he points to L2 learners who gain sophisticated 
properties of L2 which appear to be attributed to UG. Proponents of FDH claim that second language 
acquisition is not constrained by UG. To White (2003   ) the term no access is a misnomer as the universal 
properties can be partially accessible via first language. Doughty and Long (2008) assert that children and 
adults use very different mechanisms for second language learning. Consequently, the logical problem of 
first language learning is different from second language learning (Bley-Vroman 1989). The crucial point 
is that the first language linguistic mechanisms are not available to L2 learners and they are saddled with 
principle and parameter settings instantiated in their first language. Likewise, no UG constrains are 
evident in their L2 grammar (Clahsen and Muysken 1986).Thus, the ultimate attainment reached by 
children and adults differs markedly. However, the initial state where the nature of knowledge they 
possess is basically of different nature. Besides, motivation and attitude toward the target language and 
the community vary significantly among adult learners.  
 
FDH and differences between child FLA and adult SLA 
According to FDH, adult second language learners do not have recourse to principles of UG. Rather, they 
construct language universals through their native language. To learn a language, they resort to their 
general problem-solving abilities as well as the native language, mediating the access to UG. Second 
language learners go about learning a language knowing that the language in question has network of 
rules. Their data are gleaned by means of knowing how their native languages work. They presume that 
their knowledge of first language is integral to the overall character of language rather than a part of the 
specific nature of the native language (Gass and Selinker 2008). It is inferred that they are already au fait 
with the procedures and processes involved; as a result, they construct a pseudo-UG, on the basis of their 
native language background knowledge. However, FDH holds that we would expect only those features 
that are in evidence through the L1 to manifest themselves in the L2. Along the same lines, if UG were not 
in operation at all, we would expect none of the UG features to be available. On the other hand, Bley-
Vroman (1989) posits that children use UG and domain-specific learning procedures which happen, in 
essence, outside of awareness. In other words, child language acquisition is organized by the principles 
and parameters of UG. To  White (2008) adult L2 learners lack domain specific learning 
mechanisms. This does not imply that they are unable to construct complex abstract features of L2.In 
terms of parameter setting, children acquire language by passively identifying the parametric values 
unique to the target language grammar, and set the parameters accordingly in their grammatical 
representations whereas adults fail to set parameters to values other than those instantiated in their L1 
(Stewart 2003). In fact, the no access hypothesis is also known as no parameter resetting hypothesis which 
seems to be a more precise term (White 2000).Nevertheless, the earlier version of of this position was 
characterized by no parameter resetting as well as impossibility of UG.  However, Tsimpli and Roussou 
(1991) state that in recent version, UG principles are accessible weakly via L1 and L2 learners would have 
UG-constrained grammars which differ from the L1 (as cited in White, 2000). Adult L2 learners are also 
different from children in respect of fossilization (Bley-Vroman 1989). Children do not receive any formal 
grammar instruction or corrective negative evidence to acquire the native language (Johnson 2008). What 
children require is the exposure to L2 input. Their success is uninfluenced by factors including 
personality, motivation, attitude, and aptitude which are integral to SLA.  Bley-Vroman (1989) views that 
the differences between child and adult language acquisition are of three categories: 
 Internal: it concerns the different internal cognitive state of adults and children. 
 Linguistic: it indicates a change in language faculty not in a learning ability. 
Qualitative: the difference is not quantitative. The domain specific system is not available. 
 
FDH and ultimate attainment 

Johnson (2008) asserts that all children attain complete mastery of the L1; however, the same cannot be 
guaranteed regarding L2 learners. Considering years of instruction, exposure to L2 input, many adult L2 
learners fail to acquire the target language well. To her, the lack of success substantiates the position held 
by Bley-Vroman’s claim that L2 acquisition is guided by general human cognitive learning abilities. 
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Along the same lines, the striking degree of variability in terms of the ultimate attainment among L2 
learners supports the FDH as well.  
Given such differences, it is concluded that the domain-specific language acquisition system of children is 
by no means operative for adults, giving the way to a general abstract problem-solving mechanism. As 
adults have no access to UG, they construct a kind of replacement for UG from knowledge of the native 
language which is highly individual and thus considerable variation is found in terms of the ultimate 
attainment (Johnson 2008). The non- domain specific system of adults accounts for their varying degrees 
of L2 ultimate attainment .  
The Original Fundamental Difference Hypothesis 

Bley-Vroman (1990) identifies ten characteristics of adult foreign language learning in his original 
construction of FDH which seem to be more similar to general adult learning than child language 
development. 

1. Lack of success: children unanimously attain the full level of competence in first language 
acquisition, adult L2 learners do not. 

2. General failure: not only is success not guaranteed for adult L2 learners, considerable success is 
hardly ensured. 

3. Variation in success, course, and strategy: adult L2 learners show striking variation in the level of 
attainment even if such factors as age, exposure, instruction are kept constant. 

4. Variation in goals: besides the degree of attainment, the type of attainment differs among L2 
learners. 

5. Correlation of age and proficiency: studies correlating age and proficiency indicate that the 
younger the better. 

6. Fossilization: fossilization is common ground for adult L2 learners who appear to stabilize at a 
certain stage of learning which is untypical of a native speaker. 

7. Indeterminate intuitions: even very advanced non-native speakers seem to fail to provide 
determinate performance on grammaticality judgments. 

8. Importance of instruction: Children obviously do not require any systematized instruction. It 
seems that instruction is integral to foreign language learning. 

9. Negative evidence: Child language acquisition seems not to rely upon any source of negative 
evidence. Teachers and learners of foreign languages believe that negative evidence is sometimes 
beneficial, and necessary. 

10. Role of affective factors: Success in child language development seems uninfluenced by factors 
including personality, socialization, motivation, and attitude. This is in line with the innate 
domain specific faculty, and is in sharp contrast with the general adult skill acquisition, which is 
intensely vulnerable to affective factors. 

Given the above- mentioned characteristics of adult l2 learners, it is inferred that the domain specific 
language acquisition system of children fail to operate in adults and is replaced by a general problem-
solving system. However, many adults fail to be successful and many others attain high degrees of 
competence. As a result, the logical problem of SL learning according to Bley-Vroman (1990) is that of 
unraveling the high level of proficiency achieved in some cases and a broad range of variation which is 
also evident among adult L2 learners. 
 
FDH and critical period 

The issue of critical period being ascribed to UG in SL acquisition is to some extent unsettled and still 
controversial. It maintains that after a certain period, UG is no longer available (Moskovsky 2001) that is, 
normal language development proceeds prior to puberty.  Although critical period hypothesis pertains to 
L1 acquisition, the researchers are exploring the probable role it plays in SLA. However, critics of the CP 
hypothesis maintain that the age related failure of adults in learning a second language is too gradual to 
be considered as the result of a critical period (Moskovsky 2001). Moreover, the critics refer to the type of 
mistakes made by adult learners which are mostly in areas where their first and SL languages differ. They 
argue that if a biological constraint were at work then adult SL learners would be expected to make errors 
in all areas .However, advocates of FDH argue that there is a critical period for language acquisition 
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during the early childhood and that adult second language learners have to resort to other learning 
mechanisms. The pieces of evidence discussed below underpin that FDH is in favor of critical period. In 
other words, FDH entails that the identical processes constrain the child's first language and the adult's 
second language. 
 
Evidence for FDH 
Based on the research carried out within the competition Model, it is suggested that learners are faced 
with conflicts between native language and target language cues. To settle the conflict, learners first take 
advantage of NL interpretation strategies and, once the inconsistency between TL and NL systems were 
identified, they resort to universal meaning-based cues rather than syntax based cues before 
progressively adopting the appropriate TL biases as their L2 proficiency develops(Gass and Selinker 
2008). What is more, Bates and MacWhinney (1981) posit that one second language user, even after 25 
years of living in the target language community, still did not respond to interpretation tasks on sentence 
level in the same way as native speakers of the target language. Another reason for adopting such a view 
is the fact that immigrant children generally become native-like speakers of their second language, while 
their parents rarely do (Mitchell et al 2004). In addition, research demonstrates that there is a correlation 
between the age of arrival in the target language community and native-like judgments on a number of 
grammatical points. Studies substantiating this paradigm tend to concentrate on the differences between 
first and second language acquisition, and on differences in the end result of the acquisition process. 
Furthermore, Schachter’s (1989, 1990) conducted a research on Subjacency. It was observed that,L2 
leaners of specific L1 backgrounds were  by no means accurate in their judgments on Subjacency 
violations when compared to English native speakers ; hence, Schachter argued that , L2 learners fail to 
have access to UG principles independently of the L1(White 1998). This provided the rationale for 
assuming non-operation of UG (or UG only via L1). Furthermore, Bley-Vroman’s position is underpinned 
by Clahsen and Muysken (1986). Based on their findings native children and adult L2 learners adopt 
different ways to acquire German word order. Nevertheless, the differences in the acquisition of the 
German word order are indicative of two different cognitive mechanisms in children and adults. On the 
other hand, some researchers disagree with Bley-Vroman. For instance, Flynn(1987) takes the position 
that adults have full access to UG.Likewise, White(1989) holds that L2 learners have access to parameters 
instantiated in the first language(partial access) .In other words, UG is accessible through L2 learner’s 
native language.  
 
FDH and comparative fallacy 
Recently, Schwartz and Sprouse (1994) have warned us against the issue of comparing second language 
learners to L2 native speakers in respect of UG properties (White 1998) which is known as comparative 
fallacy. She ironically asserts that fundamental difference hypothesis constitutes a case of comparative 
fallacy.  In other words, the interlanguage data are not comparable to the target language norms since the 
comparison of L2 learners’ performance to native speakers’ competence is basically invalid .Other 
proponents of the FDH are quite explicit in their assumption that L2 learners and native speakers are to 
be compared with respect to UG properties. According to Doughty and Long (2008) native speakers are 
viewed as criteria with which availability of UG is assessed. If L2 learners deliver judgments similar to 
native speakers with regard to principles and parameters, they are then inferred to have access to UG; If 
different judgments are arrived at, L2 learners’ grammars are deemed not to be UG-constrained. 
However, this approach to UG is not plausible, as it implies that the endstate grammars of both native 
speakers and L2 learners have to be the same. We are then to take Bley-Vroman’s comparative fallacy into 
account which illustrates that the description of interlanguages in terms of target language is problematic, 
in fact, learners’ languages deserved to be studied in its own right (Bley-Vroman 1983). 
 
The Evolved Fundamental Difference Hypothesis:  
Bely-Vroman (2009) asserts that the language faculty is not as absolutely domain-specific and 
independent from the other cognitive faculties as it was conceived before. Rather, the language faculty is 
in close relation with other domain-generic faculties. Following Pullum and Scholz (2002), Bely-Vroman 
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(2009) proposes that the differences discussed above could be distilled into two principles in first 
language learning, reliability and convergence. The former holds that children always succeed in 
language learning and the latter refers to the fact that children are equipped with systems that resemble 
those of others in the same target language community (Pullum and Scholz 2002). Convergence is a 
relationship among the acquired grammars of learners exposed to the same target language. Reliability, 
conversely, is a relationship between the target and the acquired grammars. However, the two terms are 
related .While reliability leads to convergence, the opposite doesn’t hold true. (Bely-Vroman 2009).In a 
similar vein, foreign language learning is characterized by two essential properties including 
nonconvergence and unreliability.  Based on nonconvergence property, foreign language learning is not 
convergent. Unreliability holds that foreign language learning is not reliable. According to Bely-
Vroman(2009) the basic elements of the logical problem of foreign language learning ,that is, unreliability 
and nonconvergence are uninfluenced by advances in linguistics and other related areas but it does not 
hold true for the original FDH which was basically held  in connection with UG. However, such advances 
in the understanding of language have undermined much of the basic principles leading to recasting the 
FDH. Central to the evolved fundamental difference hypothesis is the idea that data-processing 
components of language can operate even outside the realm of a language acquisition system. Moreover, 
the newly recast FDH is characterized by a principle known as patching which occurs when usual  
language acquisition processes cannot be inferred  from the input available .In such a case, the learner 
develops a patch. 
 
Conclusion 

Most studies performed within UG framework argue very forcefully that second language grammars are 
UG-constrained. Nevertheless, the question then arises as to how is it conceivable that L2 learners go 
about learning language without recourse to UG? The answer lies in FDH claiming that UG is no longer 
operative to second language learners. It can be deduced from FDH that adults would have more 
parametric transfer from their first language than children learning a second language. Likewise, non 
target utterances produced by children in the process of SLA are less common while adults keep 
constructing non target instantiations of second language (Stewart 2003). FDH paradigm is extremely 
appealing as it provides a pure account of the marked differences between first and second language 
acquisition, and dismisses some of the major arguments against a critical period for (second) language 
acquisition. However, FDH needs to be recast in view of new advances in SLA. In the same vein, general 
domain mechanisms are employed in foreign language acquisition, being more effective in case they are 
integrated into language system. In conclusion, according to White (1990) first language and second 
language acquisition are not alike and the differences put forward by Bley-Vroman between these two 
are to be handled. But how? The solution proposed by Bley-Vroman is to claim that UG is not available 
and that the differences in question can be ascribed to the absence of UG. 
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 ABSTRACT 
THIS STUDY INVESTIGATES THE EFFECT OF FOUR L2 LEXICAL COVERAGE LEVELS ON L2 
READING AND LISTENING COMPREHENSION AMONG THREE GROUPS OF EFL LEARNERS. THE 
MAIN PURPOSE OF THIS STUDY WAS TO EXPLORE THE DEGREE TO WHICH LEXICAL 
COVERAGE AFFECTS L2 READING AND LISTENING COMPREHENSION. THE SAMPLE GROUP 
CONSISTED OF 87 EFL STUDENTS WHO WERE SELECTED BASED ON THEIR SCORES ON VLT 
AND LANGUAGE PROFICIENCY TESTS. AS THE INSTRUMENTS FOR DATA COLLECTION, THE 
RESEARCHER USED FOUR ENGLISH NARRATIVE TEXTS WHICH WERE ALSO RECORDED IN 
SPOKEN FORM FOR EACH GROUP OF LANGUAGE PROFICIENCY. THE PARTICIPANTS’ 
COMPREHENSION OF EACH STORY WAS MEASURED WITH A MULTIPLE CHOICE TEST. THE 
FINDINGS INDICATE THAT MOST PARTICIPANTS COMPREHENDED THE READING PASSAGE 
ADEQUATELY IN 100% AND 98% LEVELS. IN CONTRAST, IN 95% AND 90% LEVELS, MOST 
LEARNERS COULD NOT ADEQUATELY COMPREHEND THE TEXTS. IN LISTENING, MOST 
PARTICIPANTS COULD COMPREHEND L2 LISTENING TEXTS ADEQUATELY BY 100% LEXICAL 
KNOWLEDGE. THE SCORES WERE LOWER OTHER COVERAGE LEVELS.  MOST LEARNERS WERE 
NOT ABLE COMPREHEND THE TEXTS ADEQUATELY IN 95% AND NO ONE COULD ACHIEVE 
THE ADEQUATE CRITERION IN 90% LEVEL. ALTHOUGH LEARNERS’ PERFORMANCE WAS 
SIGNIFICANTLY BETTER IN 98% LEVEL IN BOTH RECEPTIVE SKILLS, IT COULD NOT BE SET AS A 
THRESHOLD LEVEL BECAUSE THERE WERE A FEW LEARNERS WHO COULD COMPREHEND 
THE TEXT ADEQUATELY IN 95% LEVEL AS WELL. THRESHOLD WAS COMPLETELY AMBIGUOUS 
BECAUSE SOME COMPREHENSION WILL ALWAYS OCCUR BELOW A THRESHOLD, NO MATTER 
WHERE IT IS PLACED). IT APPEARS THAT THERE IS A RELATIVELY LINEAR RELATIONSHIP 
BETWEEN INCREASING LEXICAL KNOWLEDGE OF A TEXT AND COMPREHENSION OF THAT 
TEXT. 
 
KEY WORDS: LEXICAL COVERAGE, LEXICAL THRESHOLD, ADEQUATE COMPREHENSION AND 
RECEPTIVE SKILLS 
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1. Introduction 
One of the important questions that most teachers and researchers would ask is how many lexical items 
an ESL or EFL learner needs to know to comprehend a written or spoken discourse without assistance.  
Various studies has indicated that knowing a small group of frequent words of a language that cover a 
large proportion of the words in a written and spoken discourse is necessary for L2 learners (Nation, 
2001).  By this lexical knowledge, L2 learners would be able to comprehend L2 text appropriately. 
Estimating the percentage of known words in written or spoken discourse that would enable L2 learners 
to comprehend that text adequately has become one of the important issues in the field of second 
language learning and teaching. This percentage of known words is referred to as lexical coverage 
(Adolphs and Schmitt, 2003) or sometimes it is called text coverage (Nation and Waring, 1997). 
Measuring lexical coverage is essential for both L2 learners and teachers since it allows the calculation of 
estimates of the vocabulary size necessary for comprehension of written and spoken texts (Zeeland and 
Schmitt, 2013). However, the question of how many lexical items is needed in reading or listening 
comprehension still remains.  
Several studies have already been conducted on reading to find out the relationship between lexical 
coverage and L2 reading comprehension (Laufer, 1989; Koda, 1989; Qian, 1999, 2002; Albrechtsen, et al., 
2004; Stæhr, 2008; Laufer & Ravenhorst-Kalovski, 2010; Schmitt, Jiang& Grabe, 2011). Therefore, there is 
quite good research about the amount of lexical coverage that is needed to be known in comprehension of 
written discourse and also how many word families are required to reach this percentage.  For example, 
two different studies that were done in this field are Carver ̓s (1994) research in L1 and Hu and Nation ̓s 
(2000) research in L2. The results of both studies indicate that at least 98 percent coverage of running 
words is required for unassisted reading comprehension. The results of their studies show that there 
should not be more than one unknown lexical item in every 50 running words. As Schmitt and Zeeland 
(2013) states, there is a lot of guesswork in calculating the vocabulary size in earlier studies (Hirsh & 
Nation, 1992; Sutarsyah, Nation & Kennedy, 1994). However, nowadays, there are certain programs that 
can be used to determine vocabulary size required to reach 98 percent of lexical coverage, such as lists of 
the most frequent 14000 English lexical items that can be used with RANGE program (Nation & Chung, 
2009).  By using this program, Nation and Chung (2009) estimate the vocabulary size needed to reach 98% 
lexical coverage for different kinds of texts. Figures in Table 1. indicate the amount of vocabulary needed 
to reach 98 percent coverage based on studies done by Nation and Chung. 
 
Table 1.Vocabulary size needed to reach 98 percent of lexical coverage in different texts 
 

Type of text  Vocabulary size 

Children's movie 6000 words 

Conversation 7000 words 

Newspaper  8000 words 

Novel  9000 words 

 
The figures in the Table 1 show that different types of text need different vocabulary size. The vocabulary 
size depends on the difficulty of the text. For example children’s movies need 6000 words but reading 
newspaper required 8000 words. Nation and Chung (2009) assume that proper nouns are considered to 
be known lexical items and not knowing these proper nouns doesn’t affect the comprehension of the text. 
The table also shows that knowing around 8000- 9000 words is required to deal with range of language 
uses successfully (Adolphs &Schmitt, 2003; Nation, 2006). 
Unlike reading, a few studies have already been conducted on the relationship between lexical 
knowledge and L2 listening comprehension i.e., there is not sufficient information about the amount of 
lexical coverage that is needed for spoken language. Therefore, most researchers have applied the results 
from reading studies to listening, assuming that the relationship between lexical coverage and 
comprehension is similar in the two receptive language skills (listening and reading) (Zeeland & Schmitt, 
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2013).However, the results of only few studies in the past studies indicate that the process of listening 
comprehension is quite different from reading comprehension (e.g. Lund 1991).  
Moreover, spoken language has special characteristics that are different from written language. Some 
characteristics create difficulties for the listeners and make listening a great challenge for L2 listeners. The 
first difference between spoken and written languages is that the nature of spoken discourse is fleeting, 
while written text has a stable character.  Therefore, the reader is able to refer back to lexical items to 
decode the message but this cannot be done in listening (Reves and Levine, 1988).  The second 
characterisics is that the listeners have to process the spoken discourse as quickly as possible. The online 
processing (online word segmentation) is probably a great challenge to many learners. Goh(2000) believes 
that online word segmentation seems to be the main obstacle for L2 learners in L2 listening 
comprehension . Online word segmentation contributes not only to the speed of spoken discourse but 
also to linguistic features of a piece of discourse; elision, reduction, assimilation, and cliticization (Field, 
2008).weber and cutler (2006) also determined the influence of learners’ use of L1 phonotactic 
conventions in L2 context. So, limitation of time in speech processing and word recognition difficulties 
are problems for L2 learners that suggest a higher degree of L2 lexical coverage might be required for 
spoken discourse (Zeeland and Schmitt, 2013) 
 On the other hand, there are some other studies that identify a number of characteristics of spoken 
language that seems to help L2 learners in better comprehension of L2 spoken discourse. It means that the 
learners use them to compensate for the gaps in his linguistic knowledge. Some features such as prosody, 
intonation, top- down processing and sentence stress help L2 learners to interpret the texts and help them 
in guessing the meaning of unknown words (Buck, 2001). By considering these characteristics, some 
researchers suggest that L2 learners may require a lower lexical coverage to comprehend spoken 
discourse than a written discourse (Adolphs and Schmitt, 2003). This line of thinking is supported by 
some of the research findings that indicate the influence of lexical knowledge is smaller in listening than 
in reading comprehension (Zeeland & Schmitt, 2013). 
Therefore, the question of whether coverage figures derived from reading research can be applied to 
listening is still a problem that should be studied more. Predicting the amount of L2 lexical coverage 
needed for L2 listening and reading comprehension and the relationship between L2 lexical coverage and 
L2 listening and reading comprehension is an important issue to be investigated  This study seeks to 
resolve this issue by investigating the relationship between lexical coverage and adequate L2 listening 
and reading comprehension among Iranian EFL learners. . 
Therefore, the following questions were addressed in this study: 
Q1. How much lexical coverage is necessary for L2 reading comprehension of narrative texts? 
Q2. How much lexical coverage is necessary for L2 listening comprehension of narrative texts? 
Q3.Do L2 listening and reading comprehension processes involve the same level of lexical coverage?  
Q4. What is the interaction between different levels of lexical coverage and L2 learners’ proficiency in 
both listening and reading comprehension? 
 
2. Methodology 
2.1. Participants 
In order to answer the research questions, this study was conducted at three level of language proficiency 
(pre-intermediate, intermediate and upper intermediate levels). The sample group consisted of 140 
students (60 MA Students and 80 BA students). They were studying in Islamic Azad Universities of 
Najafabad and Isfahan Branches. All the students were pre-tested using an established general English 
language proficiency test (Nelson–Denny reading comprehension test). Measurement of standard 
deviation was used as a criterion for subject selection. All of the participants also took VLT. Those who 
did not reach a score of at least 29 out of 30 were excluded from this study. A total of 87 EFL students (18-
35) were selected to participate in this study 
 
2.2. Instruments 

In order to achieve the purpose of this study, the following instruments were used: 
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2.2.1. Nelson –Denny Reading test 
Information about the participants’ proficiency level was collected using the Nelson-Denny ReadingTest 
(ND) (Brown, Fishco, & Hanna, 1993). 33 learner whose scores were lower than one standard deviation 
below the mean (P1<-1 SD) were considered to be the pre- intermediate group. 35 learners whose scores 
fell within the range of one standard deviation below and above the mean were selected as the 
intermediate group (+1SD<P2>-1SD)  and 32 students whose scores were upper than one  standard 
deviation above the mean were  the upper- intermediate group ( P3>+1). A total of 100 EFL students were 
selected based on their scores in this study. 
2.2.2. Vocabulary tests 

Two vocabulary tests were used in this study: 
At first, all learners took a VLT. The complete VLT consists of five parts. For pre-intermediate group, as 
all words in the stories fell within the1,000 frequency band, it was crucial that participants had already 
mastered the 1,000 level so that the four coverage levels were accurate. Nation’s (1983) VLT (1000 level) 
was used to test this. For intermediate group, as all words in the stories fell within the 2,000 frequency 
band, it was crucial that participants mastered the 2,000 level so that the four coverage levels were 
accurate. Nation’s (1983) VLT (2000 level) was used to test this. For upper intermediate group, as all 
words in the stories fell within the 5,000 frequency band, it was crucial that participants have already 
mastered the 5,000 level so that the four coverage levels were accurate. Nation’s (1983) VLT of 5000 
vocabulary items was used to test this. All 100 students who were selected based on the scores on 
proficiency test took this test. Three learners in pre-intermediate level, five learners in intermediate level 
and five learners in upper intermediate level were excluded because they could not reach a score of at 
least 29 out of 30.The high VLT minimum which was used as a criterion for selecting participants in this 
study since it makes it likely that the participants actually knew the reported coverage levels in the stories 
(Zeeland & Schmitt, 2013). A total of 87 EFL students were selected based on their scores on VLT. 
The second vocabulary tests consisted of 50 lexical items for each group. These lexical items were selected 
by the researcher. They were the vocabulary items that the learners didn’t know. The learners were asked 
to match the word to its correct meaning. Those lexical items which all the learners did not know were 
inserted into the text. 
  
2.2.3. Reading materials 

Four English texts were selected for each group of EFL learners. The researcher decides to employ 
authentic passages in this study. The four passages were short stories narrated in the first person that the 
researchers found them on the internet.The researcher has two reasons for choosing narrative texts; a) 
they reflected a common type of spoken discourse that non-natives often listen to (Zeeland and Schmitt, 
2013) and b) they are interesting for L2 learners.  
As the purpose of this study was to explore the degree to which lexical coverage affects comprehension, it 
was important that the four stories in each level were of the same level of difficulty so that difficulty was 
not a variable. In order to ensure this, the researcher used Gunning's FOG formula to see whether the 
texts were the same in difficulty. The ideal score for readability with the Fog index is 7 or 8. Anything 
above 12 is too hard for most people to read.  In this study the index were 7 or 8. 
Later, the vocabulary of the four stories were manipulated by means of replacing a number of words with 
unknown words, a word that learners did not know so that each story had a particular degree of lexical 
coverage: 100, 98, 95, or 90 per cent (i.e. one story was 100 and the others were 98, 95 and 90  per cent. In 
the 90 percent coverage story, 10 per cent of all word tokens were replaced by unknown words; in the 95 
percent coverage story, this was 5 per cent; and in the 98 per cent coverage story, this was 2 per cent. The 
100 per cent story contained no unknown word. All the passages, including the 100 per cent story, were 
then checked to ensure that all words were within the 2,000 frequency level. The unknown-words were 
also like the word class they replaced, so that participants knew what part of speech that word was.  
  
2.2.4. Comprehension tests 
Participants’ comprehension of each story was measured with a multiple choice test. Six multiple choice 
items covered the most important idea units. Another six questions were written for each passage, which 
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focused more on the stories’ details. This made a total of 12 questions for each story. Each item had four 
options, as well as an ‘I don’t know’ option. All items on the tests were written using vocabulary within 
the group's frequency level (1000, 2000 & 5000 levels). After writing 12 items for each story, they were 
piloted in a reading comprehension test with 10 EFL speakers for each group. The purpose of the piloting 
was to ensure that the items worked well and were answerable given the information in the reading 
passages. The items of two questions in 98% and 95% coverage story in intermediate level were 
manipulated because some participants thought the items were ambiguous.  
 

2.2.5. Procedures 
All the participants took the vocabulary size test and the proficiency test in the first session (40 min for 
Nelson- Denney test and 30 minutes for VLT). In the following weeks, the participants took one reading 
passage and one listening text in each session. After presentation of a text, a comprehension test was 
given to them. The stories were counterbalanced among different participants to avoid any order, fatigue, 
and/or practice effects. There were two order groups for each group of participant. To make sure the 
counterbalancing worked, Mann–Whitney U tests were performed to compare the results on each 
comprehension test (i.e. on each of the four coverage levels) between the two order groups. In the upper 
intermediate and intermediate levels, scores on all four tests were comparable for the two order groups. 
In the pre-intermediate level speaker group, scores on only the 95 per cent story were found to differ 
between the two groups (U= 121.500, z =2.193, and p = 0.028). This shows that, overall, the order in which 
participants listened to the four stories did not affect their comprehension. The participants answered the 
questions and their scores were calculated one by one. Each listening or reading section took 
approximately 45 minutes 
 
3. Results 
3.1. EFL learners̓ scores on reading comprehension tests 

After collecting that data, the researchers summarize the comprehension scores achieved by three groups 
of EFL learners. In reading section, EFL learners had better performance in  100 per cent coverage, that 
is,16.1 percent of participants (18 out of 87) achieved the maximum score of 20. About 14 percent of 
participants (12 out of 87) scored 19 and about 25.7 percent of them (23 out of 87) achieved the score of 18 
and 17.  The rest of the participants also gained high scores. All of EFL learners (100 per cent) got the 
scores above 12. Frequency of EFL learners ̓ reading comprehension scores on the four tests is illustrated 
in Table 2. 
 
Table 2. Frequency of the reading comprehension scores on the four tests by EFL learners 

    Coverage 
Scores 

100% 98% 95% 90% 

4 
    

5 
    

6 
   

4 

7 
    

8 
 

2 2 10 

9 
   

9 

10 
 

2 4 23 

11 
 

1 6 6 

12 2 3 27 27 

13 1 4 9 2 

14 4 8 8 1 

15 3 11 17 5 

16 28 13 5 
 

17 5 10 2 
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18 18 22 6 
 

19 12 6 
  

20 14 5 1 
 

Mean 17.29 16.09 13.47 10.57 

Standard deviation 3.39 3.41 3.37 3.53 

Table 2 indicates that 100 per cent lexical knowledge enabled 16.1 percent of participants (18 out of 87) to 
almost fully comprehend the factual information in the passage. About 88.5 per cent of learners got the 
score above 16. The mean comprehension score in 100 per cent lexical knowledge was 17.29. Scores were 
lower for the 98 per cent coverage story. It means that only 5.7 percent (5 out of 87) of participants were 
able to reach the maximum score of 20. About 64.3 percent of the participants got the score above 16. The 
mean comprehension score was 16.09. In addition, there are more variations in comprehension scores in 
95% and 90% lexical coverage levels, suggesting that the comprehension ability of L2 learners is affected 
by a decrease in coverage. The stories with 95 and 90 per cent coverage show a further decrease in 
average comprehension scores to 13.47 and 10.57, respectively. Only 1.1 percent (1 out of 87) of 
participants was able to reach the maximum score of 20 in 95 percent of lexical coverage. About 18 
percent of the participants got the score above 16. The mean comprehension score was 13.47 in 95 percent 
of lexical coverage. Scores were lower for the 90 per cent coverage story. No one was able to reach the 
maximum score of 20 .The maximum score was 15. All of the EFL learners got the score below 16. The 
mean comprehension score was 10.57.  
The Standard deviations of the scores were quite similar in 4 lexical coverage levels. The standard 
deviation of 100%, 98% and 95 % lexical coverage stories were a little smaller than that of 90 percent 
lexical coverage stories. This can be seen in the larger ranges of score at 90% level the scores ranges from 4 
to 15 whereas at 100 percent level the scores ranges from 12 to 20. That indicates that there was more 
variation in comprehension at 90 percent coverage level.  
The mean comprehension scores for 100%, 98%, 95% and 90% lexical coverage narrative stories were not 
the same. A comparison of the mean scores of reading comprehension scores in 4 different lexical 
coverage is illustrated in figure 1. 
 

Figure 1.  The graph of the mean scores of EFL learners ̓ reading comprehension tests. 

 
As it was indicated in graph 4.1., the means attributed to the scores on four different lexical coverage 
levels are not the same. These variations in the mean of scores on reading comprehension suggest that the 
comprehension ability of individual L2 learners is affected differently by a decrease in coverage. In 100 
per cent lexical coverage the highest mean is obtained that is 16.44.   For the next lexical coverage (98 
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percent) the mean decreased to 15.43.  The stories with 95 and 90 per cent coverage show a further 
decrease in average comprehension scores to 12.43and 9.18, respectively.  
 
3.1.1. The criterion for adequacy in reading comprehension 
As it was mentioned earlier, by adequacy in this study, the researcher means the score that most learners 
in the 100% coverage group received. In Table 2, most EFL learners got 16 in the 100 percent lexical 
coverage stories and it is 80 percent of the whole scores. Based in this criterion, the researcher can 
determine which lexical coverage stories EFL learners comprehend better. The frequency of EFL learners ̓ 
reading comprehension scores which met this criterion on the four tests was illustrated in Table 3. 
  
Table 3.  The frequency of EFL learners who achieved the criterion of adequacy in reading. 

Lexical coverage Number of scores above 80% Percentage 

100% 77 88.50 

98% 56 64.37 

95% 14 16.09 

90% 0 0 

 
Table 3 indicates that about 89 percent of the participants comprehend 100 percent lexical coverage 
stories adequately. There were more variations in comprehension scores for other lexical coverage levels, 
that is; the number of participants who achieved the required criterion of adequacy was lower in 98% and 
95% lexical coverage levels than 100% lexical coverage level.  Fifty six (64.37%) participants achieve the 
criterion of adequacy in 98% lexical coverage stories and 14 (16.09%) participants achieve the required 
criterion in 95% lexical coverage levels. No one achieve the criterion in 90% lexical coverage stories. 

As the result indicates, there were some differences between the EFL learners ̓ reading comprehension 
scores in 4 lexical coverage levels. In order to find out whether these differences are significant across 
four lexical coverage levels, the researcher used Mann- Whitney U test. This test is designed to test the 
significant differences between two populations. When the size of the groups is more than 20, the 
sampling distribution of U rapidly approached the normal distribution. In this test, the null hypothesis 
may be tested with reference to Z critical values of normal probability table ( Best & Kahn, 2006). Table 4 
summarizes the findings of Mann- Whitney U test.  
   
Table 4.  Mann- Whitney U test results 

 Mann- Whitney U test 90% 95% 98% 100% 

90%  -7.92 -10.62  

95%   -6.44 -8.05 

98%    -3.03 

100% -10.93    

 
The results  of Mann- Whitney U test showed that reading comprehension of  100 per cent lexical 
coverage stories was significantly better than that of the stories with 98, 95, and 90 per cent coverage ( 
P<0.05). Comprehension of the 98 per cent coverage story was significantly better than that of  the 95 and 
90 per cent coverage stories (p<0.05), Comprehension of the 95 per cent coverage story was significantly 
better than that of  90 per cent coverage stories (p<0.05). 
 Now the question is which lexical coverage is enough and whether 95% of lexical coverage is adequate 
for reading comprehension of narrative stories. In order to decide whether 95% of lexical coverage is 
adequate, the researcher considered the proportion of learners who achieved the required criterion at 98 
percent as a reference then the researcher calculated the desired proportion of EFL learners’ scores for 
95% lexical coverage. On important point for calculating the desired score for 95 percent lexical coverage 
stories is the linearity of scores. The scores must be linear, as they were linear in this study i.e., by 
decreasing the lexical coverage levels, the comprehension level would also decrease. When lexical 
coverage level deceased from 100 to 98 percent, the number of EFL learners who achieved the required 
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criterion decreased to 22.1 percent. Now if lexical coverage decrease to 95 percent (5 percent decrease 
from 100 percent) it was expected to have 55.25 percent decrease in the number of EFL leaners who 
achieved the required criterion, it means that 33.2 percent of leaners would have achieved the required 
criterion, while it was not the case in this study. Only 16.09 percent of the EFL learners were able to 
achieve the required criterion in 95% lexical coverage. The researcher compared the variance of the 
observed and the expected percentage in order to see whether the difference is significant. The results of 
the comparison of these two percentage is illustrated in Table 5. 
 
Table 5. The comparison of the expected and the observed percentage of EFL learners  

The expected percentage Observed percentage variance t⃰ tᵀ P 

33.2 16.09 16 86 1.96 0.00 

 
The results of  Table 5 indicates that the observed number of EFL learners achieved the required criterion 
was lower than the expected number. The difference between the observed percentage and the expected 
one is 16. Further analysis shows that there was a significant difference between these two percentages. 
Therefore it can be concluded that 95 percent of lexical coverage may not be satisfying or acceptable for 
adequate L2 reading comprehension of narrative stories.   
 
3.2. EFL learners ̓ scores on listening comprehension tests 

 The listening comprehension scores achieved by three groups of EFL learners were also analyzed 
separately. Like reading section, the best scores were obtained in 100 per cent coverage. 8 percent of the 
participants (7 out of 87) achieved the maximum score of 20. About 6 percent of the participants (5 out of 
87) scored 19 and 26.4 percent of them (23 out of 87) achieved the score of 18 and 17.  Other participants 
also gained high scores. All of EFL learners (100 per cent) got the scores above 10. 
 
Table 6. Frequency of the listening comprehension scores on the four tests by EFL learners. 

    Coverage 
Scores 

100% 98% 95% 90% 

0    1 

1     

2    2 

3    5 

4   6 10 

5   7 15 

6   7 14 

7   2 4 

8  4 11 10 

9   5 3 

10 2 15 20 12 

11  4 3 4 

12 10 18 14 6 

13 4 5 4  

14 9 5 5 1 

15 17 12 2  

16 10 11 1  

17 12 6   

18 11 6   

19 5 1   

20 7    
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Mean 13.37 11.25 7.24 4.98 

Standard deviation 3.76 3.45 3.2 3.27 

 
 
As it is indicated in Table 6, 100 per cent lexical knowledge enabled 8 percent of participants (7 out of 87) 
to almost fully comprehend the factual information in the passage and got the maximum score of 20. 
About 51.6 per cent of learners got the score above 16. The mean comprehension score in 100 per cent 
lexical knowledge was 13.37. Scores were lower for the 98 per cent coverage story. It means that the 
maximum score was 19 and only 1.1 percent (1out of 87) of participants was able to reach the maximum 
score. About 27.5 percent of the participants got the score above 16. The mean comprehension score was 
11.25. In addition, there were more variations in comprehension scores, suggesting that the 
comprehension ability of individual L2 learners is affected by a decrease in coverage. It means that the 
stories with 95 and 90 per cent coverage show a further decrease in average comprehension scores to 7.24 
and 4.98, respectively.  No one was able to reach the maximum score of 20 in the stories with 95 and 90 
per cent coverage. The maximum score was 16 in the stories with 95 per cent lexical coverage and only 
1out of 87 of participants was able to reach this score, whereas, in the stories with 90 per cent coverage, 
the maximum score was 14 and only 1out of 87 of participants was able to reach this score. All of the EFL 
learners got the score below 14 in 90 percent lexical coverage levels.   
The mean comprehension scores for 100%, 98%, 95% and 90% lexical coverage levels were not the same. 
A comparison of the mean scores of reading comprehension scores in 4 different lexical coverage is 
illustrated in figure 2. 
 
 

Figure 2.  The graph of the mean scores of listening comprehension tests 

 
As it was indicated in graph 4.6., the means attributed to the scores on four different lexical coverage 
levels are quite different. These variations in the mean of scores on listening comprehension suggest that 
the comprehension ability of L2 learners is affected by a decrease in coverage. In 100 per cent lexical 
coverage the highest mean is obtained that is 13.37.   For the next lexical coverage (98 percent), the mean 
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decreased to11.25. The stories with 95 and 90 per cent coverage show a further decrease in average 
comprehension scores to 7.24 and 4.98, respectively.  
 
3.3.1. The criterion for adequacy in listening comprehension, 
As it was mentioned earlier, by adequacy in this study, the researcher means the score that most learners 
in the 100% coverage group received. In Table 6, most EFL learners got 15 in the 100 percent lexical 
coverage stories and it is 75 percent of the whole scores. Based on this criterion, the researcher can 
determine which lexical coverage stories EFL learners comprehend better.  The frequency of EFL learners ̓ 
listening comprehension scores which met this criterion on the four tests was illustrated in Table 7.  
 
 
 
Table 7. The frequency of EFL learners who achieved the criterion of adequacy in listening 
comprehension 

Lexical coverage Number of scores above 75% Percentage 

100% 62 71.26 

98% 36 41.38 

95% 3 3.45 

90% 0 0 

 
Table 7 indicated that 62 participants (71.26 per cent) achieved the criterion (the score of 15 or more) in 
the 100 per cent coverage story. It was interesting to see that some learners who know 100 percent of the 
lexical items of a spoken text were not able to fully comprehend the text. It can be concluded that 
knowing all lexical items was not sufficient to achieve maximum scores on the listening comprehension 
tests. There were more variations in listening comprehension scores for other lexical coverage levels. The 
number of participants who achieved the required criterion of adequacy was lower in 98% and 95% 
lexical coverage levels.  Thirty six (41.37%) participants achieve the criterion of adequacy in 98% lexical 
coverage stories and 3 (3.44%) participants achieve this criterion in 95% lexical coverage level. No one 
achieve the criterion in 90% lexical coverage stories. 
As the result indicated, there were some differences between the EFL learners ̓ listening comprehension 
scores in 4 lexical coverage levels. In order to find out whether these differences are significant across 
four lexical coverage levels, the researcher used Mann- Whitney U test. This test is designed to test the 
significant differences between two populations. When the size of the groups is more than 20, the 
sampling distribution of U rapidly approached the normal distribution. In this test, the null hypothesis 
may be tested with reference to Z critical values of normal probability table ( Best & Kahn, 2006). Table 8 
summarizes the findings of Mann- Whitney U test.  
 
 Table 8.  Mann- Whitney U test results  

Mann- Whitney 
U test 

90% 95% 98% 100% 

90%  -4.26 -9.08  

95%   -6.93 -10.30 

98%  -  -6.07 

100% -10.93    

 
As Table 8 shown, Mann- Whitney U test was also administered to compare the scores at 4 lexical 
coverage levels. The results showed that listening comprehension of  100 per cent lexical coverage stories 
was significantly better than that of the stories with 98, 95, and 90 per cent coverage ( P<0.05). Listening 
comprehension of the 98 per cent coverage story was significantly better than that of  the 95 and 90 per 
cent coverage stories (p<0.05) and Listening comprehension of the 95 per cent coverage story was also 
significantly better than that of  90 per cent coverage stories (p<0.05). 
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 Now the question is which lexical coverage is enough and whether 95% of lexical coverage is adequate 
for listening comprehension of narrative stories. In order to decide whether 95% of lexical coverage is 
adequate, the researcher considered the proportion of learners who achieved the required criterion at 98 
percent as a reference then the researcher calculated the desired proportion of EFL learners’ scores for 
95% lexical coverage. On important point for calculating the desired score for 95 percent lexical coverage 
stories is the linearity of scores. The scores must be linear, as they were linear in this study i.e., by 
decreasing the lexical coverage levels, the comprehension level would also decrease. When lexical 
coverage level deceased from 100 to 98 percent, the number of EFL learners who achieved the required 
criterion decreased to 41.38 percent. That is 41.28 percent of the EFL learners got the criterion of adequacy 
by decreasing lexical coverage from 100% to 98%, therefore by 5% percent decrease of the lexical coverage 
the expected number of EFL learners which got criterion would be16 percent whereas the number was 
much lower. It was 3.45. Table 9 illustrates the difference between expected percent of EFL learners with 
the observed percent of EFL learners who achieved the required criterion in listening comprehension of 
95% lexical coverage stories. 
 
Table 9. The comparison of the expected and the observed percentage  

The expected percentage Observed percentage Variance t⃰ tᵀ p 

16 3.45 12 1.96 6.41 0.00 

  
As it is indicated in Table 9, the observed number of EFL learners achieved the required criterion was 
lower than the expected number. The difference between the observed percentage and the expected one 
is 12. Further analysis showed that there was a significant difference between these two percentages. 
Therefore it can be concluded that 95 percent of lexical coverage may not be satisfying or acceptable for 
adequate L2 listening comprehension of narrative stories.  
  
3.4. Finding on the comparison of L2 reading and listening comprehension scores  
In the last part of this study, the scores of EFL learners were compared in listening and reading 
comprehension in order to see whether the EFL learners ' performance is the same in both L2 listening 
and reading comprehension. A comparison of the mean scores of Iranian EFL learners ̓ scores in both L2 
reading and listening comprehension at 4 different lexical coverage levels is illustrated in figure 3. 
 

 
Figure 3.  The graph of EFL learners ̓ performance in two receptive skills at different coverage levels. 
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The figure 3 indicates that Iranian EFL learners ' performance  is not  the same in both L2 listening and 
reading comprehension in other word, their performance was better in reading comprehension than in L2 
listening comprehension at four lexical coverage levels.  
But the graph also indicated that although there were variation in the EFL learners scores in two 
modalities, the EFL learners went through a same path in both receptive skills, it means that Iranian EFL 
learners̓ comprehension strongly depends on their lexical knowledge. They get lower scores as the lexical 
coverage level goes down.  The best scores were achieved in 98 and 100 percent lexical coverage levels 
and the scores were lower in 95 and 90 percent lexical coverage level in both skills. Therefore, general 
conclusion is that greater lexical coverage may lead to better comprehension of spoken and written 
discourse. 
But an important point that should be mentioned here is that the question of how much lexical coverage 
is needed for adequate reading and Listening comprehension cannot be clearly answered.  It depends not 
on crossing a defined threshold on the degree of comprehension desired. In 100 per cent coverage, most 
EFL learners fully comprehend written or spoken discourse and this level is statistically better than any 
lower coverage level in both receptive skills. However, 98 per cent coverage also led to higher reading 
and listening comprehension scores, and had a statistical advantage over lower coverage levels for all 
EFL learners. If only very high comprehension is considered to be adequate, based on the result of this 
study, 100 and 98 per cent will probably be a good coverage level for EFL learners in both receptive skills. 
But if less strict comprehension rates are considered to be adequate and acceptable, then 95 per cent seem 
to be a good level for some learners to achieve adequate reading comprehension. It seems that 95 and 90 
per cent may not be the best lexical coverage target for L2 listening comprehension of informal narratives 
since these two coverage level do not lead to high comprehension rates in listening tests. It might be 
noted that perhaps conclusions of this study for written language are similar to those of Laufer and 
Ravenhorst-Kalovski (2010) for reading lexical coverage: they claim that 98 per cent coverage is needed 
for optimal comprehension and 95 per cent for ‘adequate’ comprehension and this study shows that some 
learners can achieve the adequate comprehension in 95% lexical coverage. For listening section, although 
the concept of adequacy cannot be defined clearly, the results of this study indicated that 95 percent 
lexical coverage scores were too low for listening comprehension to be accepted as adequate 
comprehension. The researcher may then conclude that 98 percent lexical coverage may be considered to 
be the most appropriate level for unassisted listening comprehension.  
It seems that the results of this study along with Nation’s (2006) findings estimate higher lexical coverage 
for L2 listening and reading comprehension. 98 percent lexical coverage might be more reasonable than 
the lower size estimates (95%) of earlier studies ( e.g. Laufer, 1989) especially when L2 learners have to 
work with different texts in academic situations (Schmitt et al, 2011).  Schmitt et al (2011) also suggest that 
around 8,000–9,000 word families are required for an L2 learner to be able to read extensively. By having 
this lexical knowledge, the learner will read L2 texts without difficulty in vocabulary. 
The result of this study reveals that in L2 settings where complete comprehension is not needed only 
good comprehension is sufficient, 95 per cent coverage might be sufficient in reading.in this situations, L2 
learners only need to know around 2,000–3,000 families (based on 95 per cent coverage) (Adolphs& 
Schmitt 2003; Nation 20066; Webb and Rodgers 2009a, 2009b and Zeeland & Schmitt, 2013).  
 
4.Conclusion and pedagogical implications 
This study has expanded on previous studies in terms of the scope of the research design (direct 
comparison of four lexical coverage levels at different proficiency levels in both listening and reading 
comprehension). The results of this study indicate that there is a linear relationship between lexical 
coverage and L2 reading and listening comprehension. The researcher found that it is not empirically 
possible to draw a line between lexical coverage levels and claim that it is threshold lexical coverage. The 
definition of threshold is completely ambiguous because some comprehension will always occur below a 
threshold, no matter where it is placed.  The results of this study indicate that there does not seem to be a 
point (threshold) at which comprehension increases dramatically by providing more lexical coverage 
Instead, it appears that there is a relatively linear relationship between increasing lexical knowledge of a 
text and comprehension of that text.  
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In addition, this study measures the comprehension of three groups of EFL learners at different 
proficiency levels. The results reveal that lexical knowledge is a great advantage for EFL learners in 
comprehending a piece of written or spoken discourse. Although there were variation in the EFL learners 
scores in two modalities , three groups of  EFL learners went  through a same path in both receptive skills 
, it means that Iranian EFL learners ̓  comprehension strongly depends on their lexical knowledge it means 
that they get lower scores as the lexical coverage level goes down. Therefore, the general conclusion of 
this study would be simple: there does not seem to be a threshold level of lexical coverage of a text. If the 
teacher expects higher level of comprehension of a written or spoken text, Readers or listeners need to 
understand and know more of the vocabulary.  Adequate comprehension cannot be defined. As Schmitt 
et al. Stated this fact that this issue goes beyond a given text and task,  because they also believe that 
different variables may affect this definition including reader purpose, task goals, and a reader’s expected 
“standard of coherence” (Linderholm, Virtue, Tzeng, & van den Broek, 2004; Perfetti, Marron, & Foltz, 
1996; van den Broek, Risden, & Husebye-Hartmann, 1995). 
A more specific conclusion of this study (and also from Laufer, 1989, 1992; Hu & Nation, 2000; Schmitt et 
al. , 2011 and Zeeland and Schmitt, 2013) is that high vocabulary coverage is necessary for reading and 
listening comprehension as Schmitt et al stated, but it is not sufficient. Even high levels of vocabulary 
coverage (98% and 100%) did not lead to full comprehension. The result of this study reveals one 
important point that vocabulary is just one aspect of comprehension (Schmitt, et al., 2011). Other factors 
may also affect reading and listening comprehension. L2 learners and teachers need to distinguish and 
enhance them. This would help L2 learners to improve their comprehension.  
However, vocabulary coverage was shown to play an important role in L2 reading and listening 
comprehension, as the results of this study reveals L2 learners could only achieve lower comprehension 
scores when lower lexical coverage levels were provided.  The readers or listeners may have reading or 
listening abilities and strategic skills for both this skills at these lower levels but they were not sufficient 
to fully overcome the problem of shortage of lexical items. It seems that readers and listeners need a very 
high level of vocabulary knowledge (98% lexical coverage is probably necessary) and also they need to be 
skillful in using reading and listening strategies to have good comprehension of the type of narrative 
texts used in this study. Most teachers and L2 learners need to put their efforts and energy on enhancing 
vocabulary knowledge and reading and listening strategies.   
The finding of this study may be helpful for teachers as well as material developer in order to improve 
EFL learners’ lexical knowledge. Setting higher lexical coverage as requirements for better 
comprehension of a text shows that L2 material developers and teachers should focus on developing and 
improving lexical knowledge of L2 learners in language text books and classrooms and L2 learners also 
need to feel the importance of L2 lexical knowledge and consider it as an integral component of Language 
courses. Therefore, more vocabulary is better, and it is worth doing everything possible to increase 
learners’ vocabulary knowledge (Schmitt, et al. 2011). 
The second implication of this study is that in addition to lexical knowledge, L2 readers or listeners need 
to improve their reading or listening abilities and strategic skills.  Because neither of them are sufficient 
alone for full comprehension of written or spoken texts. The combination of both may enables L2 learners 
to fully comprehend the texts. Therefore, as Schmitt et al (2011) reveal, providing tasks in order to 
improve L2 learners’ strategic skills in reading and listening is another goal for teachers and material 
developers. 
 
REFERENCES 
Adolphs, S., & Schmitt, N.(2003). Lexical coverage of spoken discourse. Applied Linguistics, 24(4), 425-438.  
Albrechtsen, D., Haastrup, K., &  Henriksen, B. (2004). The relationship between vocabulary size and 
reading comprehension in the L2.  Angles on the English-Speaking World, Vol. 4: Writing and Vocabulary in 
Foreign Language Acquisition. Museum Tusculanum Press, pp. 129–47. 
Best, J., & Kahn. J. (2006). Research in Education. (Tenth edition). Pearson Education Inc.  
Brown, J. I., Fishco V. V., & Hanna, G. (1993). The Nelson-Denny reading test. Itasca, IL: The Riverside 
Publishing Company. 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 255 

Carver, R. P. (1994). Percentage of unknown vocabulary words in text as a function of the relative 
difficulty of the text: Implications for instruction. Journal of Reading Behavior, 26(4), 413-437. 
Goh, C. C. M. (2000). A cognitive perspective on language learners’ listening comprehension problems. 
System 28/1: 55–75. 
Grabe, W. (1991). Current developments in second language research. TESOL Quarterly, 25(3), 375- 406. 
Grabe, W. (2004). Research on teaching reading. Annual Review of Applied Linguistics, 24, 44–69. 
Grabe, W. (2009). Reading in a second language: Moving from theory to practice. New York: Cambridge 
University Press. 
Grabe, W. (2010). Fluency in reading – Thirty-five years later. Reading in a Foreign Language, 22(1), 71-83. 
Hirsh, D. & Nation, P. (1992). What vocabulary size is needed to read unsimplified  texts for pleasure? 
Reading in a Foreign Language, 8(2), 689-695  
Hu, M. & Nation, P. (2000). Unknown vocabulary density and reading comprehension. Reading in a 
Foreign Language 13/1: 403–30. 
Koda, K. (1989). The effects of transferred vocabulary knowledge on the development of L2 reading 
proficiency. Foreign Language Annals 22, 529-54 
Koda, K. (2007). Reading and language learning: Crosslinguistic constraints on second language reading 
development. In K. Koda (Ed.), Reading and language learning (pp. 1–44). Special issue of Language 
Learning Supplement, 57. 
Laufer, B. (1989). What percentage of text-lexis is essential for comprehension? In C. Lauren & M. 
Nordman (Eds.), Special language: From humans to thinking machines pp. 316–323. Clevedon, England: 
Multilingual Matters. 
Laufer, B. (1989). What percentage of text lexis is essential for comprehension? In C. Lauren & M. 
Nordman (Eds.), Special language: From humans thinking to thinking machines (pp.316–323).  Clevedon: 
Multilingual Matters. 
Laufer, B. (1992). How much lexis is necessary for reading comprehension?  Vocabulary and applied 
linguistics (pp. 126–132). London: Macmillan.  
Laufer, B. (1997). What's in a word that makes it hard or easy: Some intralexical factors that affect the 
learning of words. In N. Schmitt & M. McCarthy (Eds.), Vocabulary: Description, acquisition, and pedagogy 
(pp. 140-155). Cambridge: Cambridge University Press.  
Laufer, B. (2000). Task effect on instructed vocabulary learning: The hypothesis of “involvement.” Selected 
papers from AILA ’99 Tokyo (pp. 47–62). Tokyo: Waseda University Press. 
Laufer, B. & Ravenhorst-Kalovski, G. C. (2010). Lexical threshold revisited: Lexical coverage, learners’ 
vocabulary size and reading comprehension. Reading in a Foreign Language 22/1: 15–30. 
Linderholm, T., Virtue, S., Tzeng, Y. & Van den Broek, P. (2004). Fluctuations in the availability of 
information during reading: Capturing cognitive processes using the Landscape Model. Discourse 
Processes, 37, 165–186. 
Liu, N. & Nation, I. S. P. (1985). Factors affecting guessing vocabulary in context. RELC Journal, 16(1), 33-
42. 
Lund, R. J. (1991). A comparison of second language listening and reading comprehension. The Modern 
Language Journal 75/2: 196–204. 
McCarthy, M. & Carter, R. (1997). Written and spoken vocabulary. Vocabulary: Description, Acquisition and 
Pedagogy. Cambridge University Press, pp. 20–39. 
Mecartty, F. H. (2000). Lexical and grammatical knowledge in reading and listening comprehension by 
foreign language learners of Spanish. Applied Language Learning 11/2: 323–48. 
Nation, I. S. P.  (1983). Testing and teaching vocabulary. Guidelines 5/1: 12–24. 
Nation, I. S. P. (1994). New Ways in Teaching Vocabulary. TESOL. 
Nation, I. S. P. (1990). Teaching and Learning Vocabulary. Newbury House, New 
Nation, I. S. P. (2001). Learning vocabulary in another language. Cambridge: Cambridge University Press. 
 Nation, I. S. P. (2006). How large a vocabulary is needed for reading and listening? Canadian  Modern 
Language Review, 63(1), 59-82.  
Nation, I. S. P. (2008). Teaching vocabulary: Strategies and techniques. Boston, MA: Heinle. 
Nation, I. S. P. (2011). Research into practice: Vocabulary. Language Teaching. 44(4),  529-539.  



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 256 

Nation, I. S. P., & Chung, M. (2009). Teaching and testing vocabulary. In M. Long and C. Doughty (eds) 
Handbook of Language Teaching. Malden, Ma: Wiley-Blackwell. pp. 543-559.  
Nation, I. S. P.,& Waring, R.(1997). Vocabulary size, text coverage and word lists. In Eds. 
Nation, I. S.P., & Webb, S. (2011). Researching and analyzing vocabulary. Boston, MA: Heinle. 
Perfetti, C.,  Marron, M. & Foltz, P. (1996). Sources of comprehension failure: Theoretical perspectives and 
case studies. In C. Cornoldi & J. Oakhill (Eds.), Reading comprehension difficulties (pp. 137– 165). Mahwah, 
NJ: Erlbaum. 
Qian, D. D. (1999). Assessing the roles of depth and breadth of vocabulary knowledge in reading 
comprehension. Canadian Modern Language Review, 56, 282–308. 
Qian, D. D. (2002). Investigating the relationship between vocabulary knowledge and academic reading 
performance: An assessment perspective. Language Learning , 52, 513–536. 
Reves, T. & Levine, A. (1988). The FL receptive skills: Same or different? System 16/3: 327–36. 
Rost, M. (2002). Teaching and Researching Listening. Longman. 
Schmitt, N. (2008). Instructed second language vocabulary learning. Language Teaching Research, 12, 329–
363. 
Schmitt, N. (2010). Researching Vocabulary: A Vocabulary Research Manual. Universityof Nottingham, UK, 
Schmitt, N. , Jiang, X., & Grabe, W. (2011). The Percentage of Words Known in a Text and Reading 
Comprehension. The Modern Language journal. 95, i, (2011) 
Schmitt, N., & McCarthy.M. (1997). Vocabulary: description, acquisition and pedagogy (6-19). Cambridge: 
Cambridge University Press  
Stæhr, L. S. (2009). Vocabulary knowledge and advanced listening comprehension in English as a foreign 
language. Studies in Second Language Acquisition 31/4: 577–607. 
Stahl, S. A. (1990). Beyond the instrumental hypothesis: Some relationships between word meanings and 
comprehension. Technical Report no. 505. University of Illinois at Urbana Champaign, Center of the Study 
of Reading. 
Sutarsyah, C., Nation, I. S. P.  &  Kennedy, G. (1994). How useful is EAP vocabulary for ESP? A corpus 
based study. RELC Journal, 25(2), 34-50. 
Van den Broek, P. , Risden, K., & Husebye-Hartmann, E (1995). The role of readers’ standards for 
coherence in the generation of inferences during reading.  Sources of coherence in reading (pp. 353– 373). 
Hillsdale, NJ: Erlbaum 
Vandergrift, L. (2007). Recent developments in second and foreign language listening comprehension 
research. Language Teaching, 40, 191-210.  
Vandergrift, L. 2011. L2 listening: Presage, process, product and pedagogy. Handbook of Research in Second 
Language Teaching and Learning. Vol. II. Routledge, pp. 455–471. 
Zeeland, V. & Schmitt, N. (2013). Lexical Coverage in L1 and L2 Listening Comprehension: The Same or 
Different from Reading Comprehension? Applied Linguistics 2013: 34/4: 457–479. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 257 

SELF-REGULATED LEARNING STRATEGIES AND 
IRANIAN EFL LEARNERS’ AUTONOMY 

 
 
 

Fatemeh Neamatollahi 1* 
1- Department of English Language Teaching, Islamic Azad University, Maybod Branch, Maybod, 

Iran 
*Email Address: fneamatollahi@gmail.com 

 
 
ABSTRACT 

THE AIM OF THE PRESENT STUDY WAS TO EXPLORE THE USE OF SELF-REGULATED LEARNING 
STRATEGIES BY IRANIAN EFL LEARNERS AND ITS RELATIONSHIP WITH THEIR LEARNING 
AUTONOMY. AS SUCH, 60 EFL LEARNERS (30 FEMALE AND 30 MALE) AGED 14 TO 29 YEARS 
WERE SELECTED FROM FOUR INSTITUTES IN ARSANJAN THROUGH CLUSTER RANDOM 
SAMPLING AS THE PARTICIPANTS IN THIS STUDY. THE PARTICIPANTS WERE RANDOMLY 
DIVIDED INTO TWO GROUPS: THE CONTROL GROUP WITH NO TREATMENT AND THE 
EXPERIMENTAL GROUP THAT WAS EXPOSED TO SOME INSTRUCTIONS ON HOW TO USE SELF-
REGULATED LEARNING STRATEGIES. THE INSTRUMENTS TO COLLECT DATA WERE THE SELF-
REGULATION LEARNING QUESTIONNAIRE (BROWN, MILLER, & LAWENDOWSKI, 1999) AND 
LEARNER AUTONOMY QUESTIONNAIRE (ZHANG AND LI, 2004) THAT BOTH WERE 
ADMINISTERED TO THE PARTICIPANTS UPON THE COMPLETION OF THE TREATMENT. THE 
RESULTS INDICATED THAT IRANIAN EFL LEARNERS IN THE EXPERIMENTAL GROUP USED 
SELF-REGULATED LEARNING STRATEGIES MORE COMMONLY THAN THE CONTROL GROUP 
PARTICIPANTS. HOWEVER, THERE WAS NO SIGNIFICANT RELATIONSHIP BETWEEN THE 
PARTICIPANTS’ REPORTED USE OF SELF-REGULATED LEARNING STRATEGIES AND THEIR 
LEARNING AUTONOMY. IT WAS ALSO NOTED THAT THERE WAS NO SIGNIFICANT 
RELATIONSHIP BETWEEN MALES’ AND FEMALES’ LEARNING AUTONOMY AND THEIR USE OF 
SELF-REGULATED LEARNING STRATEGIES. 
 
KEYWORDS:  SELF-REGULATED LEARNING STRATEGIES, IRANIAN EFL LEARNERS, LEARNER 
AUTONOMY 
 
1. Introduction    
Research shows that self-regulated learning involves the use of motivational and learning strategies to the 
degree that students become motivationally, meta-cognitively, and behaviorally active participants in 
their own learning processes (Zimmerman, 1989; Pintrich, 1995).  In the process of self-regulated learning, 
learners need to set their learning goals, make their learning plans, choose their learning strategies, 
monitor their learning processes, evaluate their learning outcomes and suppress interferences. In line 
with this idea, Pintrich (1999) believes that self-regulated learning refers to the strategies students use to 
manage their cognition and manage resources, which means operating and controlling the environment. 
He thinks that self-regulation activities act as mediators between learners, the contexts, and their overall 
learning performances. As such, by teaching reading comprehension strategies to the learners, they will 
become more autonomous; that is they will take more control over their learning in classrooms and 
outside them. More studies have been conducted on the relationship between the self-regulated learning 
strategies and different aspects of language learning such as learning autonomy (i.e. Zumbrunn, Tadlock, 
& Roberts, 2011; Zimmerman & Campillio, 2003; Allwright, 1990; Benson, 2001; Cubukcu, 2009). So, the 
awarenss of self-regulated learning strategies can increase the learners’ autonomy. 
One of the possible consequences of not using self-regulated strategies in EFL classrooms in Iran is the 
lack of autonomy among language learners. As pointed by Holec (1981), an autonomous learner 
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possesses the ability to take charge of one’s own learning and this ability is not inborn but it must be 
acquired either by natural means or by formal learning in a systematic way. Besides, language learners 
must be able to take charge of their learning as they are responsible for all the decisions concerning all 
aspects of the learning process. One way to foster such ability in the educational context of Iran, 
especially in EFL settings is to instruct language learners on how to use self-regulated learning strategies 
and thus to become autonomous learners. Accordingly, the present study aims to explore the relationship 
between self-regulated learning strategies awareness and the Iranian EFL learners’ autonomy. As such, 
two research questions were posed in this study: 
1. Is there any relationship between self-regulated learning and learning autonomy of Iranian EFL 
learners? 
2. Is there any significant difference between male and female learners with regard to their use of self-
regualted learning strategies and their learning autonomy? 
 
2. Literature Review  
2.1 Self-regulated Learning 
Self-regulation is a dynamic concept that involves those activities and thinking processes that learners can 
engage in and which are likely to change, rather than fixed traits that individuals either possess or lack. 
For example, self-regulation focuses on how learners actively manage their feelings and motivations to 
learn. Besides, self-regulation improves with practice: learners draw on previous experience to build a 
repertoire of beliefs and strategies that enhance learning. Pintrich (2000, p. 435) defines self-regulated 
learning (SRL) as "an active, constructive process whereby learners set goals for their learning and then 
attempt to monitor, regulate, and control their cognition, motivation, and behavior, guided and 
constrained by their goals and contextual features of the environment". Besides, Zimmerman (2000) 
defines it as the degree to which students are motivated, use meta-cognitive strategies, and become 
behaviorally active in their learning process and in accomplishing their goals. Self-regulation 
encompasses monitoring, management, and control of cognition, motivation, and behavior in order to 
achieve self-determined goals (Wolters, Pintrich, & Karabenick, 2003). According to Pintrich and Garcia 
(1994), cognitive learning strategies (elaboration, rehearsal, and organization), meta-cognitive control 
strategies (planning, monitoring, and evaluating learning outcomes), and resource management (time 
management and the management of the learning environment) should be used effectively in self-
regulated learning. Learners should possess the characteristics of self-generated thoughts, feelings, and 
actions sequentailly planned to reach their personal objectives (Zimmerman and Campillio, 2003). 
Moreover, the goal of teaching learning strategies is to help learners to consciously control how they learn 
so that they can be efficient, motivated, and independent language learners (Chamot, Barnhardt, El-
Dinary, & Robbins, 1999). Self-regulation (SR) may be broadly defined as the effort made by students to 
deepen, monitor, manipulate, and improve their own learning (Corno & Mandinach, 1983). In addition, 
SR includes factors such as resource management, goal setting, success expectations, and deep cognitive 
involvement (Trawick & Corno, 1995). 
2.2 Autonomy 
Autonomy is a complex socio-cognitive system, manifested in different degrees of independence and 
control of one’s own learning process, involving capacities, abilities, attitudes, willingness, decision 
making, choices, planning, actions, and assessment either as a language learner or as a communicator 
inside or outside the classroom. As a complex system it is a dynamic, chaotic, unpredictable, non-linear, 
adaptive, open, self-organizing, and sensitive to initial conditions and feedback. Holec began by defining 
learner autonomy as the “ability to take charge of one’s own learning”, noting that this ability “is not 
inborn but must be acquired either by ‘natural’ means or (as most often happens) by formal learning, i.e. 
in a systematic, deliberate way”, and pointing out that “To take charge of one’s learning is to have […] 
the responsibility for all the decisions concerning all aspects of this learning […]” (Holec 1981, p.3). 
Likewise, Little (1991) defines LA as a capacity– for detachment, critical reflection, decision-making, and 
independent action. Dickinson (1987) also goes to the same direction and views autonomy as a mode of 
learning in which the individuals are responsible for all the decisions to be taken about their learning and 
undertaking the implementation of these decisions. Candy (1988) sees autonomy as an innate capacity of 
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the individuals which may be suppressed or distorted by institutional education. Pennycook (1997) also 
defines LA as the effort to become the author of one’s own world, to be able to make own meaning, to 
follow cultural choices among the cultural politics of everyday life. Likewise, Frieire (1996) takes 
autonomy as the learners’ capacity and freedom to construct and reconstruct the taught knowledge. In 
fact, it is the ability to create the learning situations and recreate what they have already got of the 
situations and the knowledge. In the definition by Boud (1988) autonomy is shown as an approach to 
learning. According to him, the major characteristic of autonomy as an approach to learning is that 
learners take some meaningful responsibility for their own learning over and above responding to 
training. To state in other words, LA is the ability to assume responsibility for one’s own affairs - the 
ability to act in situation in which the learner is totally responsible for all the decisions concerned with his 
learning and the implementation of the decisions. Allwright (1990) views autonomy as a constantly 
changing but at any time optimal state of equilibrium between maximal self-development and human 
interdependence. For him, LA is the phenomenon that goes on changing, where the change is towards 
self-development and less dependence. Cotterall (1995), on the other hand, describes it as the behaviors 
that the learners use to establish independence. Kenny (1993, p.436) gives a broader definition and sees 
learning autonomy as the “opportunity to become a person”, not only the freedom to learn. It refers to all 
the decisions and activities of independent learning. According to Hedge (2000, p. 410), LA is “the ability 
of the learner to take responsibility for his or her own learning and to plan, organize, and monitor the 
learning process independently of the teacher”. She correlates the concept mainly to the area of formal 
instruction in this sense.  
2.3 The Relationship between Self-regulated Learning and Autonomy 

A strong link has been found between learner autonomy and self-regulation. According to Wenden (1995) 
“in the cognitive literature on learning and instruction, autonomous learning is referred to as self-
regulation”. The ability to take responsibility for learning often refers to learners’ ownership of many 
learning processes traditionally owned by teachers such as setting goals; choosing learning methods, 
materials and tasks; monitoring and evaluating progress (Ho and Crookall (1995); Cotterall (1995); 
Littlewood (1995); Benson (2006). These strategies have been used in the literature to describe both 
autonomous and self-regulated learners (e.g. Wenden (1995); Lee (1998); Graham, Harris and Troia 
(1998)). 
What is called autonomy in the foreign and second language field is often known as self-regulation in the 
psychology field. Self-regulation is the heart of the social cognitive theory of Russian psychologist Lev 
Vygotsky (1978, 1986; for specific applications to language learning, see Little, 1999 and Scarcella & 
Oxford, 1992; and for still other important aspects of self-regulation, see Iran-Nejad, 1990 and Prawat, 
1998). In Vygotsky’s theory, the goal of learning is to develop an independent, self-regulated, problem-
solving individual. This can occur only with the help of more capable others (teachers, more competent 
peers, parents, or others), who offer assistance to the learner .This assistance is metaphorically known as 
scaffolding, i.e., the external structure that supports and holds up a building under construction. There 
comes a time when the edifice needs less and less external support or scaffolding. When something is no 
longer needed, it is gradually removed. For instance, in higher-order cognitive development, the “more 
capable other” removes the scaffolding bit by bit from the individual learner as the learner becomes 
increasingly independent and self-regulated. Vygotsky’s theory also involves a different metaphor: the 
zone of proximal development or ZPD. The ZPD is the difference between the learner’s actual 
performance level and the potential performance level that could occur with the appropriate assistance 
from more capable others. The teacher, parent, or competent peer help the learner move through the ZPD 
until the learner has reached optimal performance. The ZPD is more of a heuristic phenomenon than an 
operationally measurable thing; it is meant to remind us of the great importance of the “social” part of 
“social cognition”. Vygotsky’s psychological work on self-regulation involves learning strategies, 
although he does not use the term strategies. Self-regulation, in Vygotsky’s view, is "the process of 
planning, guiding, and monitoring one’s own attention and behavior" (Berk & Winsler, 1995, p. 171). 
Planning, guiding, and monitoring, along with organizing and evaluating, are among the essential 
learning behaviors that educators call metacognitive learning strategies —often corporately referred to as 
metacognition (For more about metacognitive learning strategies in the language field, see O’Malley & 
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example Oxford, 1990, 1996b; Wenden, 1991, forthcoming; Wenden & Rubin, 1987). Metacognitive 
strategies are internalized via social interaction with more competent people in the environment, says 
Vygotsky’s theory. Likewise, with the right assistance, the learner internalizes cognitive learning 
strategies, such as analyzing, synthesizing, and evaluating, called by Vygotsky “higher-order cognitive 
functions”. At the same time, social interaction requires what Oxford (1990, 1996b) terms social learning 
strategies: asking questions, requesting assistance, and collaborating with others via language, or social 
speech. Social speech (talking with others), according to Vygotsky, encourages the learner to develop 
egocentric speech (talking to oneself aloud), which in turn stimulates the development of inner speech 
(reflecting metacognitive strategies that guide action) (Little, 1999). In addition to the three general 
groups of learning strategies (metacognitive, cognitive, and social) just described, Oxford (1990, 1996b) 
suggests three additional kinds of strategies that might be part of language learner self-regulation. 
Affective strategies (e.g., lowering anxiety through music or rewarding oneself for good work) help 
learners manage their emotions and motivation. Compensatory strategies (e.g., guessing from the context, 
making gestures to communicate unknown words) compensate for or make up for missing knowledge. 
Memory strategies (e.g., remembering through mental imagery or acronyms) are cognitive strategies that 
serve the special function of embedding new information into long-term memory.  
 
3. Methodology   
3.1. Participants 
Cluster random sampling was used in the present study to select the participants in one institute, 
selecting four random classes (two classes with male and two classes with female learners) in an English 
Language Institute in Arsanjan, Fars, Iran. The population under the study included Iranian EFL learners, 
of whom 60 EFL learners (30 females and 30 males) of upper intermediate level were included in the 
research sample. The participants aged 14 to 29 years. Their native language was Persian and they were 
studing English for two two-hour sessions per week at the time of conducting this study. The participants 
were randomly divided into two groups: the control group and the experimental group, each with 30 
participants. The control group took the normal course of instruction while the experimental group were 
exposed to the treatment in the form of instructions on how to use self-regulated learning strategies. The 
aim of the treatment was to find out whether the awareness of self-regulated learning strategies affect the 
participants’ autonomy or not.  
3.2 Instruments 
The data related to the participants’ awareness of self-regulated learning strategies in both groups were 
collected through the Self-Regulation Learning Questionnaire (Brown, Miller, & Lawendowski, 1999). The 
questionnaire consisted of 63 items with a five-point Likert scale and measured seven components of self-
regualated learning strategies (receiving, evaluation, trigger, search, formulation, implementation, and 
assessment).  
In addition, Learner Autonomy Questionnaire (Zhang and Li, 2004) was used to determine the level of 
the participants' autonomy in both groups after the study and the completion of the treatment. The 
questionnaire contained 11 items on a five-point Likert scale. These scales were never, rarely, sometimes, 
often, and always. 
  
3.3. Data Collection Procedure 
The participants in the experimental group received the treatment in the form of some instructions on 
how to use strategies in ten one-hour sessions while the participants in the control group took the normal 
course of instruction. After the treatment that lasted for about 2 months, both groups were asked to fill in 
the the 63-item self-regualted learning questionnaire to deternime their awareness of such strategies. 
Furthermore, the participants in both groups were asked to answer in almost 20 minutes to the items in 
learner autonomy questionnaire to know the extent to which they developed learning autonomy. The 
collected data through instruments were then codified and entered into SPSS to perform the subsequent 
data analysis using descriptive statistics,t-test, and Pearson correlation test.  
4. Results  
4.1 The Relationship between Self-regulated Learning and Learning Autonomy  
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As mentioned earlier, the participants in the experimental groups were exposed to some instructions on 
how to use self-regulated learning strategies in their learning activities. In contrast, the participants in the 
control groups did not receive such instructions and they were thaught EFL materials using conventional 
techniques. Now it is of interest to see if the awareness and the use of self-regulated learning strategies 
would foster learners' autonomy of Iranian EFL learners. In particular, we want to know if there is any 
relationship between self-regulated learning strategies and learning autonomy of the participants in this 
study. 
Table 1, shows the participants' total mean scores on self-regulated learning strategies in both groups: 
 
Table 1, Participants' total mean scores on self-regulated learning strategies 

Groups  Mean N SD Sig. (2-tailed) 

Control  199.90 30 12.260 
 

.000 

 

Experimenta

l  

217.77 30 10.109 

Total 208.83 60 14.327 

 
The total mean score of the participants in the control group is 199.90 and the total mean score of the 
participants in the experimental group is 217.77. This shows that the total mean score of the experimental 
group is slightly higher than that of the control group. As a result, the participants in the experimental 
group used self-regulated learning strategies more frequently than the participants in the control group. 
Besides, as the significance level from the independent samples t-test for groups' mean scores on self-
regulated learning strategies indicates, there is a significant difference between the mean scores of the 
participants in the control group and in the experimental group (P < 0.001). This suggests that the use of 
self-regulated learning strategies by the participants in experimental groups was significantly higher than 
the use of such strategies by the participants in the control group. As mentioned earlier, the Self-
Regulation Questionnaire (SRQ) included seven scales; each presenting a specific type of strategy used by 
the participants. These scales are receiving, evaluation, trigger, search, formulation, implementation, and 
assessment. Table 2 presents the participants' mean scores on these scales:  
 
Table 2, Participants' mean scores self-regulated learning strategies scales 

Groups  Receiving  Evaluation  Trigger Search  Formula
tion   

Implementa
tion  

Assess
ment  

Control  26.40 27.70 28.33 31.57 29.97 25.80 32.27 

Experimental 26.93 29.50 30.97 35.40 33.67 28.20 34.97 

Total 26.67 28.60 29.65 33.48 31.82 27.00 33.62 

 
A glance at the above table shows that except for Receiving as a scale of self-regulated learning strategies, 
the mean scores of the participants in the experimental group on the remaining scales are moderately 
higher than the mean scores of the participants in the control group. In addition, the scales with lower 
mean scores in the control group are implementation (25.80) and receiving (26.40) and the scales with lower 
mean scores in the experimental group are receiving (26.93) and implementation (28.20). On the other hand, 
the scales with higher mean scores in the control group are assessment (32.27) and search (31.57) and those 
scales with higher mean scores for the experimental group are search and assessment with mean scores of 
35.40 and 34.97, respectively. As the total mean scores of the participants indicate, on the whole, the scales 
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with higher mean scores are assessment (33.62) and search (33.48) while those with lowest mean scores are 
receiving (26.67) and implementation (27.00), respectively. 
  
 
 
4.2 The Participants' Level of Learning Autonomy 
The participants were, also, tested on learning autonomy. The participants' total mean scores on learning 
autonomy for both groups are shown in Table 3:  
Table 3, Participants' total mean scores on learning autonomy 

Groups  Mean N SD Sig. (2-
tailed) 

Control  63.9000 30 7.60830 

 
.000 

Experimenta
l  

71.0000 30 6.62284 

Total 67.4500 60 7.92641 

 
As for the case of the use of self-regulated learning strategies, the level of the learning autonomy of the 
participants in the experimental group is moderately higher than that of the participants in the control 
group. The total mean score of the participants in the control group concerning their level of learning 
autonomy is 63.90 and the total mean score of the participants in the experimental group is 71.00, 
suggesting that the participants in the treatment group reported higher levels of learning autonomy than 
their counterparts in the control group did. In addition, as the level of significance from the independent 
samples t-test for groups' mean scores on learning autonomy (the last column in Table 3) suggests, there 
is a significant difference between the mean scores of the participants in the control group and in the 
experimental group concerning their level of learning autonomy (P < 0.001). This shows that the level of 
learning autonomy for the participants in experimental groups was significantly higher than the level of 
learning autonomy of the participants in the control group. In order to see if there is a correlation 
between the use of self-regulated learning strategies by the participants and their learning autonomy, 
Pearson correlation test was run as shown in Table 4:  
 
Table 4, Correlation between the use of SRL strategies and learning autonomy 

Correlations 

  Autonom
y  

SRQ 

Autonom
y  

Pearson 
Correlation 

1 .147 

Sig. (2-tailed)  .263 
N 60 60 

SRQ Pearson 
Correlation 

.147 1 

Sig. (2-tailed) .263  
N 60 60 

 
As it can be seen in the above table, the value of correlation between the participants' use of self-regulated 
learning strategies and their learning autonomy is 0.147, suggesting that there is a weak correlation 
between the two variables. Besides, as the value of significance level indicates, this correlation is not 
significant (P > 0.05). As a result, there is not significant relationship between the participants' use of self-
regulated learning strategies and their learning autonomy. Table 5 presents the results of Pearson 
correlation test for the participants' mean scores on self-regulated learning strategies and learning 
autonomy in the control group: 
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Table 5, Correlation between the use of SRL strategies and learning autonomy in the control group 

Control group  autonomy
1 

SRQ1 

autonomy
1  

Pearson 
Correlation 

1 -.239 

Sig. (2-tailed)  .204 
N 30 30 

SRQ1 Pearson 
Correlation 

-.239 1 

Sig. (2-tailed) .204  
N 30 30 

 
As shown in the above table, the value of correlation coefficient between the participants' mean scores on 
self-regulated learning strategies and learning autonomy in the control group is -0.233. Therefore, there is 
a weak negative correlation between the participants' mean scores on self-regulated learning strategies 
and learning autonomy in the control group. Besides, given that the significance level of the Pearson 
correlation test is greater than 0.05 (P > 0.05) there is no significant relationship between the participants' 
use of self-regulated learning strategies and learning autonomy in the control group. Table 6 shows the 
results of Pearson correlation test for the participants' mean scores on self-regulated learning strategies 
and learning autonomy in the experimental group:  
 
Table 6, Correlation between the use of SRL strategies and learning autonomy in the experimental 
group 

Experimental group  Autonomy
2 

SRQ2 

Autonomy
2  

Pearson 
Correlation 

1 -.141 

Sig. (2-tailed)  .457 
N 30 30 

SRQ1 Pearson 
Correlation 

-.141 1 

Sig. (2-tailed) .457  
N 30 30 

 
In the above table, the value of correlation coefficient between the participants' mean scores on self-
regulated learning strategies and learning autonomy in the experimental group is -0.141 so there is a 
weak negative correlation between the participants' mean scores on self-regulated learning strategies and 
learning autonomy in the experimental group. Furthermore, the value of significance level as shown by 
the Pearson correlation test is greater than 0.05 (P > 0.05), so as was the case for the participants in the 
control group, there is no significant relationship between the participants' use of self-regulated learning 
strategies and learning autonomy in the experimental group. On the whole, the results of the Pearson 
correlation test suggests that there is no significant relationship between the participants' use of self-
regulated learning strategies and learning autonomy in both groups. 
 
4.3 The Use of Self-regulated Learning Strategies by Male and Female Iranian EFL Learners 
One of the objectives of the present study was to address gender-related similarities and differences with 
regard to the use of self-regulated learning strategies and if such differences or similarities are significant 
or not. Table 7 shows how male and female participants in this study reported their use of self-regulated 
learning strategies: 
 
Table 7, The use of SRL strategies by males and females 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 264 

Gender  Mean N Std. Deviation Sig. (2-tailed) 

Males  205.90 30 13.842 

 
.113 
 

Females  211.77 30 14.429 

Total 208.83 60 14.327 

 
The mean score of using self-regulated learning strategies by the male participants is 205.90 and that of 
the female participants is 211.77 so the female participants in this study reported higher use of self-
regulated learning strategies than the male participants. However as the value of significance level from 
the independent samples t-test for males' and females' use of self-regulated learning strategies in the last 
column of the above table suggests (P > 0.05), there is no significant difference between male and female 
participants' reported use of self-regulated learning strategies. Accordingly, gender may not be 
considered as a contributing factor in the use of self-regulated learning strategies.  
 
4.4 Learning Autonomy and Gender of Iranian EFL Learners 
This section deals with possible similarities and differences between the male and female learners with 
regard to their level of learning autonomy. The male and female participants' total mean scores on 
learning autonomy are presented in Table 8:  
 
Table 8, Male's and female's total mean scores on learning autonomy 

Gender  Mean N Std. Deviation Sig. (2-tailed) 

Males  66.83 30 8.388 

0.551 Females  68.07 30 7.529 

Total 67.45 60 7.926 

 
As shown in the above table, the level of the learning autonomy of female participants is slightly higher 
than that of the male participants in the control group. The total mean score of the male participants 
concerning their level of learning autonomy is 66.83 and that of the female participants is 68.07, indicating 
that the female participants had a slightly higher level of learning autonomy than the male participants. 
However, as it can be realized in the above table, there is no significant difference between the mean 
scores of the male and female participants concerning their level of learning autonomy (P > 0.05). This 
suggests that the male and female participants showed the same level of learning autonomy in this study. 
By implication, this means that gender might not affect the way the participant have developed learning 
autonomy in this study. Table 9 shows the correlation between male participants' mean scores on 
learning autonomy and self-regulated learning strategies:  
 
Table 9, Correlation between male's learning autonomy and self-regulated learning strategies 

Pearson correlation test  Autonomy  SRLS 

Autonomy  Pearson 
Correlation 

1 -.131 

Sig. (2-tailed)  .491 
N 30 30 

SRLS Pearson 
Correlation 

-.131 1 

Sig. (2-tailed) .491  

N 30 30 
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As shown in the above table, the value of correlation coefficient (r = -0.131) indicates that there is a 
negative and weak correlation between male participants' mean scores on learning autonomy and self-
regulated learning strategies. Besides, this correlation is not significant as shown by the level of 
significance in the table (P > 0.05). Consequently, it can be said that there is no significant relationship 
between male participants' learning autonomy and their use of self-regulated learning strategies.  Table 
10 presents the correlation between female' mean scores on learning autonomy and self-regulated 
learning strategies: 
 
Table 10, Correlation between female's learning autonomy and self-regulated learning strategies 

Pearson correlation test Autonomy SRLS 

Autonomy  Pearson 
Correlation 

1 .111 

Sig. (2-tailed)  .558 
N 30 30 

SRLS Pearson 
Correlation 

.111 1 

Sig. (2-tailed) .558  
N 30 30 

 
In the above table, the value of correlation coefficient (r = 0.111) shows that there is a poor correlation 
between female participants' mean scores on learning autonomy and self-regulated learning strategies. In 
addition, as the level of significance in the table shows (P > 0.05), this correlation is not significant. For 
this reason, it can be said that there is no significant relationship between females' learning autonomy 
and their use of self-regulated learning strategies in this study. 
 
5. Conclusion  
A summary of the findings of the study indicates that the participants in the experimental group used 
self-regulated learning strategies more frequently and significantly than the participants in the control 
group and this is due to the fact that the participants in the experimental group received some treatments 
in using self-regulated learning strategies when performing language learning tasks (Anjomshoaa, 
Golestan, and Anjomshoaa, 2012). The results of the study suggested that the most commonly used 
components of self-regulated learning strategies by the participants were assessment and search while 
those with the least frequently used components were receiving and implementation. In addition, some 
components of self-regulated learning strategies (evaluation, trigger, search, formulation, and 
assessment) were used in significantly different ways by the participants in the control and experimental 
groups. On the other hand, previous research has focused on general strategies and especially on the 
effects reading comprehension strategies e.g., cognitive, metacognitive, and socio-affective, on the 
students’ comprehension (Fotovatian and Shokrpour, 2007). Of course, one might considers some 
components of self-regulated learning strategies manipulated here in this study, for instance, evaluation, 
formulation, and assessment as categories of cognitive strategies. Nevertheless, the usefulness of the 
strategies addressed in this study and their effects on the reading comprehension ability and overall on 
the L2 abilities of EFL learners must be attested by further studies.  
With regard to learning autonomy, it was noted that the participants in the treatment group showed 
higher levels of learning autonomy than their counterparts in the control group did and the level of 
learning autonomy for the participants in experimental groups was significantly higher than the level of 
learning autonomy of the participants in the control group. However, there was no significant 
relationship between the participants' use of self-regulated learning strategies and learning autonomy in 
both groups which is contrary to the results of the previous studies (Wenden, 1995; Ho and Crookall 
(1995); Cotterall (1995); Littlewood (1995); and Benson (2006). One possible explanation for such 
discrepancy is that the participants in the present study were instructed on the use of self-regulated 
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learning strategies for a relatively a short time period and perhaps they needed more practice and 
reinforcement in order to become totally autonomous learners as learning is a change in behavior or in 
potential behavior that occurs as a result of experience. In addition, as suggested by Vygotsky’s the zone 
of proximal development (ZPD) (1978), in order to do away with the difference between the learner’s 
actual performance level and the potential performance level that could occur with the appropriate 
assistance, they need more time spending on the use of learning strategies in order to become 
autonomous, for instance, with regard to the ability to read and comprehend adequately materials 
presented to them. The results of the study concerning gender differences in the use of self-regulated 
learning strategies indicated that in line with Noroozi and Birjandi's (1998) study, female participants 
used self-regulated learning strategies more frequently than male participants but in the present study 
there was no significant difference between male and female participants' reported use of self-regulated 
learning strategies. Consequently, gender may not be considered as a contributing factor in the use of 
self-regulated learning strategies as confirmed by previous studies (Aliakbari and Hayatzade, 2008). In 
addition, concerning the level of males' and females' learning autonomy, the present study found that the 
male and female participants showed the same level of learning autonomy; indicating that gender might 
not affect the way the participant have developed learning autonomy in this study.  
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ABSTRACT 
THE PRESENT STUDY AIMED TO INVESTIGATE THE EFFECTS OF INTERACTIVE FEEDBACK (IF) 
STRATEGY ON ENHANCING IRANIAN EFL LEARNERS' LISTENING COMPREHENSION. THE 
RESEARCHER ALSO WAS GOING TO KNOW IF IF STRATEGY AFFECTS MORE FEMALE OR MALE 
STUDENTS SO, SELECTED 60 HOMOGENEOUS INTERMEDIATE STUDENTS AND DIVIDED THEM 
INTO FOUR EQUAL GROUPS INCLUDING TWO MALE AND TWO FEMALE GROUPS. THE TWO 
GROUPS WERE THE EXPERIMENTAL GROUPS (I.E., 15 MALES AND 15 FEMALES) AND TWO 
CONTROL GROUPS (I.E., 15 MALES AND 15 FEMALES). THEN A LISTENING COMPREHENSION 
PRE-TEST WAS ADMINISTERED TO ASSESS THE PARTICIPANTS' LISTENING COMPREHENSION 
AT THE BEGINNING OF THE COURSE. AFTER THE PRE-TEST, THE RESEARCHER PRACTICED THE 
TREATMENT ON THE EXPERIMENTAL GROUPS. DURING THE TREATMENT SESSIONS, THE 
RESEARCHER USED CORRECTIVE IF TO RECTIFY INCORRECT UTTERANCES PRODUCED BY 
PARTICIPANTS OF THE EXPERIMENTAL GROUPS. ON THE OTHER HAND, THE RESEARCHER 
CORRECTED CONTROL GROUPS' MISTAKES DIRECTLY WITHOUT PROVIDING FEEDBACK FOR 
THEM. FINALLY, A POST-TEST OF LISTENING COMPREHENSION WAS EMPLOYED AFTER THE 
TREATMENT TO GATHER THE SUFFICIENT DATA. ONE-WAY ANOVA WAS RUN TO ANALYZE 
THE DATA AMONG THE CONTROL AND EXPERIMENTAL PRE AND POST-TESTS REGARDING 
THE MALE AND FEMALE PARTICIPANTS. THE RESULTS SHOWED THAT THE EXPERIMENTAL 
GROUPS GOT BETTER SCORES IN THE POST-TEST AND BOTH GENDERS PERFORMED ALMOST 
EQUALLY. THE STUDY SHOWED THAT IF STRATEGY HAS POSITIVE EFFECTS ON PROMOTING 
IRANIAN EFL LEARNERS' LISTENING COMPREHENSION. THE IMPLICATIONS OF THE STUDY 
SUGGEST THAT IF STRATEGY CAN BE USED BY EFL LEARNERS TO DEVELOP THEIR LISTENING 
COMPREHENSION.  
 
KEY WORDS: INTERACTIVE FEEDBACK STRATEGY, LISTENING COMPREHENSION, 
CORRECTIVE FEEDBACK 
 
1. Introduction 
This study attempts to provide data for EFL teachers and learners to gain better insight of IF and its 
impacts on Iranian learners' listening comprehension. As teachers become aware of IF strategy 
effectiveness, the students will receive better instruction and feedback that best contribute to their 
listening comprehension (Rassaei & Moinzadeh, 2011). This study also provides the EFL teachers with an 
understanding on input enhancement of listening in foreign language learning to correct their students' 
errors in the classroom in an interactive modality. IF includes negotiation and recasts. It occurs when the 
teacher indicates that the errors exist through working with the students about the identification of errors 
(e.g. by highlighting) or informing the students about the nature of the errors through the correction of 
the errors. Here, teachers do not provide the correction thus letting the students know that there is a 
problem, however, leaving it to them to solve it (Shirani Bidabadi & Yamat, 2011). Direct or explicit 
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feedback, on the other hand, refers to overt correction of errors when the teacher provides the correct 
form or structures for the students. When the students revise the text, they just need to correct forms in 
the final version (Motallebzadeh & Amirabadi, 2011).  
        Error correction has a long history in the fields of foreign and second language learning. In meaning 
centered classes, the focus is usually on the meaning negotiated between the students and the teacher and 
so the emphasis is placed on fluency rather than accuracy (Nassaji, 2007). Corrective feedback, however, 
is one of the effective techniques which have been employed in L2 classrooms. Learning requires 
feedback. Otherwise, the learners have no means of judging the extent and appropriateness of their 
learning (Ellis, 2006). Corrective feedback was defined by Lightbown and Spada (1999) as: any indication 
to the learners that their use of the target language is incorrect. This includes various responses that the 
learners receive. When a language learner says "He go to school every day", corrective feedback can be 
explicit, for example, ‘no, you should say goes, not go’ or implicit ‘yes he goes to school every day’, and 
may or may not include metalinguistic information, for example, ‘Don’t forget to make the verb agree 
with the subject" (171-172).  
     Bitchener (2008) argues that corrective feedback may improve learners' listening skills. He argues that 
feedback from teacher is an important part of learning process and it can help learners to remove learning 
gaps and ambiguities. On the one hand, if the correct form is presented to learners they have the 
opportunities to compare their own form with the one provided. In such case, corrective feedback is like 
hypothesis testing. On the other hand, if the corrective feedback does not present the correct form, it can 
encourage the learners to use their own resources in reformulating the incorrect form. In both ways, 
corrective feedback can help L2 development (Nassaji, 2011). 
     There are different types of feedback in language learning and teaching. Lyster and Ranta's (1997) 
identified seven major feedbacks including Clarification Request, Explicit Feedback, Elicitation, 
Repetition, Metalinguistic Feedback, Implicit Feedback and Recasting. These seven different corrective 
feedback (CF) types are classified into two  CF main categories include reformulations and prompts. 
Reformulations include recasts and explicit correction, because both these moves supply learners with 
target reformulations of their non-target output (Ellis, Loewen & Erlam, 2006). Prompts include a variety 
of signals other than reformulations that push learners to self-repair (i.e. elicitation, metalinguistic clues, 
clarification requests, and repetition).  
      Although different studies have been done to investigate the impacts of corrective feedback on EFL 
learners, there is still debate over what kinds of corrective feedback is more beneficial. While many 
studies have been conducted to inspect the relationships among error types, feedback types, learner 
uptake, and inter-language development, few have been done to determine the effects of IF on the 
development of Iranian EFL learners' listening comprehension skill. The other problem is that most 
Iranian students think that teachers are responsible to correct students' mistakes; in fact, this bad habit 
grows students dependently. Students should be independent of teachers regarding error correction; they 
themselves should be able to correct their erroneous utterances through correct inputs and feedbacks that 
teachers provide for them. IF may be a solution for this problem so this study is going to investigate the 
probable positive effects of IF on Iranian EFL learners' listening comprehension skill (Nassaji, 2007, 2011). 
      Listening can serve as the main gate to other aspects of language learning but it has been notoriously 
neglected in public schools of Iran. As students' intake precedes their production, listening can be the 
prerequisite to other skills which should be taken seriously (Vandergrift, 1997, 1999). The present study 
attempted to discover the impacts of IF strategy on the improvement of Iranian EFL learners' listening 
ability as its first objective. The researcher believed IF leads to long-term retention. Therefore, students' 
errors were corrected indirectly. Since the present study was a gender-based one, the researcher was also 
going to know if IF strategy affects more female or male students. To fulfill the purposes of the study, the 
following research questions were formulated: 
RQ1. Does IF strategy affect Iranian EFL learners' listening comprehension?  
RQ2. Do male students take benefits from the IF strategy in learning listening comprehension?  
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2. Review of Literature  
Feedback is an inherent and important part of an instructional design model. Reigeluth (1999) notes that 
feedback could be a process of instruction that can enhance cognitive learning. To confirm the importance 
of feedback, Andrews and Goodson (1980) cite that feedback includes the purposes of systematic and 
functional design that improve evaluation process “by means of the designated components and 
sequence of events, including feedback and revision events, inherent in models of systematic 
instructional design” (p. 4). 
      According to Driscoll (2007), feedback serves two functions during learning process. First, feedback 
provides learners with information on the correctness of the learners' responses or performances. Second, 
feedback provides corrective information that can be used by the learners to modify their performance 
Ellis, 2008). Learners use information from feedback and store it in short-term and long-term memory. In 
the field of instructional design, practitioners incorporated various strategies to help the learners in 
processing the information, guiding attention, facilitating cognitive strategies. Smith and Ragan (2000) 
cited one experimental study examining the effectiveness of Gagne’s (1985) “Events of Instruction” and 
how practice and feedback influence learners’ performance. For example, results of the study on the use 
of quotation marks. 
     Despite much research conducted on feedback in relation to student writing and the strong belief that 
feedback is important and influential on student writing. There have been several ongoing debates 
among writing researchers in the last 15 years on whether or not students benefit from written corrective 
feedback on their writing (Chandler, 2003; Ferris, 2004). Truscott (1996) adamantly holds that feedback, in 
the form of grammatical error correction, is neither effective nor useful. In fact, Truscott (1996) argues that 
error correction is not only ineffective in improving student writing, but also significantly harmful. 
Therefore, he suggests that grammar correction should be avoided or abandoned. Truscott (1996) bases 
his rejection of error feedback on his review of the research findings (e.g., Kepner, 1991; Sheppard, 1992) 
which show that feedback had very little or no impact on student writing improvement. Thus, in 
Truscott’s view, feedback is ineffective and unhelpful. 
     In contrast to Truscott’s claim that error correction can interrupt communicative activities and 
therefore is ineffective, Lyster, Lightbown, and Spada (1999) argue that some studies have shown that 
corrective feedback can be integrated in ways that do not rupture the flow of interaction. Furthermore, 
Ferris (1999) argues that research on feedback should be continued until feedback is conclusively proven 
ineffective or harmful. Chandler (2003) pointed out that Truscott (1999) at times drew conclusions 
without considering statistical evidence in the original studies that are in favor of effectiveness of 
feedback. Chandler (2003) also suggested that the harmful effect of feedback alleged by Truscott (1996) 
are aspects of writing fluency which can actually be measured by different approaches (e.g. by the 
number of words written or the amount of time it takes to complete an assignment). Truscott (2007) also 
suggested that the fewer errors made by the students may be due to students avoiding correction by 
writing less or not writing certain constructions.  
     Direct feedback, as referred to in this context, is the provision of the correct linguistic form or structure 
above or near the linguistic error (Bitchener, 2008) or the provision of correct answers in response to 
student errors (Lee, 2008) while indirect feedback is the situation where an error is indicated but the 
correct form is not provided (Ferris & Roberts, 2001). Both direct feedback and indirect feedback in 
correcting student errors are commonly practiced by writing teachers and teachers are free to use one or a 
combination of them.  
       As teachers provide feedback on many aspects of student writing, they should provide feedback for 
students on a variety of writing problems and focus on specific issues depending on the need of 
individual students (Ferris, 2003). However, providing comprehensive or unfocused feedback on all 
errors on students’ writing can be time-consuming and exhaustive for both teachers and students because 
it corrects all of the errors in students’ work and can be considered extensive (Ellis, Sheen, Murakami, & 
Takashima, 2008). Focused corrective feedback usually opts for certain specific errors to be corrected 
while ignoring other errors (Ellis et al., 2008). For example, teachers may decide to focus on common 
grammatical errors made by ESL students such as articles, prepositions, and past tense verbs, and 
ignoring errors on adjectives, adverbs, or pronouns (Bitchener & Knoch, 2010).  
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      Indirect feedback is a strategy of providing feedback commonly used by teachers to help students 
correct their errors by indicating an error without providing the correct form (Ferris & Roberts, 2001). 
Indirect feedback happens when teachers give feedbacks to make students aware of an error. However, 
they do not give the students the exact correction. Thus, teachers can provide general context for the 
location and nature or the type of an error by underlining, circling or highlighting an error. Then they ask 
the students to correct the error (Lee, 2008; O’Sullivan & Chambers, 2006). Thus the students are 
cognitively dealt with the error and reflect upon the context given by the teacher. The teacher acts as a 
‘reflective agent’  to give an indirect feedback (Pollard, 1990). The teacher also provides meaningful hints 
to aware the students’ cognitive processes. Students can then relate these contexts to the contexts where 
an error exists and determine the area of the error to correct the error based on their own knowledge.  
        Facilitating students with indirect feedback to discover the correct form can be very instructive to 
students (Lalande, 1982). It increases students’ involvement to forms and allow them to learn the nature 
of errors and achieve improvement (Ferris, 2003). Research on the language acquisition shows that giving 
feedback indirectly is regarded as more ideal to direct feedback (Chandler, 2003; Ferris & Roberts, 2001). 
It deals with the students who works on the correction activity and this helps them reflect on the errors 
(Ferris & Roberts, 2001). This may help the students foster their acquisition in language teaching 
(O’Sullivan & Chambers, 2006). Finally, it may make them dealt with in “guided learning and problem-
solving” (Lalande, 1982) in error correction. 
      The other type of feedback strategy that may be used by the language teachers is direct feedback 
which is a strategy of providing feedback that the students may use them to correct their errors (Ferris, 
2006). Direct feedback is generally given by the teachers with noticing to the learners’ grammatical 
mistake and gives them the correct answer to linguistic or grammatical errors (Bitchener, Young, & 
Cameron, 2005). Direct feedback is done in different ways including giving correct phrase, morpheme, 
missing words, the correct linguistic forms (Ellis, 2008; Ferris, 2006), usually above it or in the margin. 
Direct feedback has the advantage that it provides explicit information about the correct form (Ellis, 
2008). Lee (2003) notes that direct feedback is an appropriate tool for correcting the students' errors which 
may help them to arrive at self-correction. 
     Tsang (2004) maintained that most grammatical repairs are the result of negotiation and that 
negotiation facilitates grammatical repairs. Long (1996) stated that in order for language acquisition to 
take place, learners should be provided with enough opportunities to negotiate meaning to avoid a 
communicative breakdown. Long (1996) further mentioned that using negotiation, learners receive 
feedback from interlocutors on their language output in the forms of conversational adjustments; such 
feedback serves as an indication for learners to modify their production. It is agreed that IF (provided by 
either a peer or the tutor), including negotiation and recasts, can promote L2 writing skill development 
(Motallebzadeh & Amirabadi, 2011). Chuang (2009) noted that student-student interaction and student-
teacher conference had a significant effect on improving learners’ writing accuracy and could facilitate 
language learning.  
      
3. Methodology  
3.1. Participants  
The population of the study was comprised of 100 English learners. They have been studying English for 
three years in Adiban and Sarzamin institutes, Ahvaz, Iran. They were ranging in age from 14 to 20. They 
took Oxford Placement Test (OPT) in order to be selected as a homogeneous group. It is worth noting that 
both male and female students were included as the target respondents. Sixty students who scored the 
intermediate level (i.e., 28-47) based on the Oxford Placement Test were selected as the research sample. 
Then they were divided into four equal groups including two male and two female groups. Through non-
random convenience sampling method, two groups were selected as the experimental groups (i.e., 15 
males and 15 females) and the other two groups were control groups (i.e., 15 males and 15 females). 
 
3.2. Instrumentation 
The researcher employed the Oxford Placement Test as the first instrument of the study to homogenize 
the learners in the intermediate level. The test included 60 items in a multiple-choice format. Thus 60 
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learners of male and female were selected. Since the Oxford Placement Test is a standard test, its 
reliability was reported at an appropriate level.  
     The second instrument was a listening pre-test. To realize current participants' listening 
comprehension level, a researcher-made pre-test was designed based on the students' materials. It was a 
listening comprehension test of 40 objective items including filling the blanks, true or false items, and 
multiple choice items.  
 After the treatment, a modified version of the pre-test was used for the post-test as the third instrument 
of the current study and it was given to the participants to assess their listening comprehension after the 
treatment period and to measure the impacts of IF on their listening comprehension skill. Validities of the 
pre-test and post-test were confirmed by two English experts. They were piloted by 10 intermediate EFL 
learners and their reliabilities indexes were calculated through Cronbach Alpha formula and they were 
(α=0.72, pre-test) and (α=0.74, post-test).  
  
3.3. Materials 

The materials which were used in this study to help the researcher collect the needed data were selected 
from textbook (i.e., New Interchange 1) developed by Richards (2008). The first five lessons of the 
mentioned book were taught to both experimental and control groups. The learners had to listen to the 
conversations and other practices. Control groups' errors were corrected directly by the researcher but 
experimental groups' errors were corrected indirectly- through restatement and reformulation.  
 
3.4. Procedure 
In order to elicit relevant data from the respondents, the researcher administered the Oxford Placement 
Test to realize the participants' homogeneity level. Then the listening comprehension pre-test was 
administered to assess the participants' listening comprehension at the beginning of the course. After the 
pre-test, the researcher practiced the treatment on the experimental groups. The treatment took 10 
listening sessions, each one hour. All groups had the same materials and time of instruction. Five lessons 
of New Interchange 1 were taught to the participants; in each session the half of the lesson was taught by 
the researcher. Before teaching each lesson, the researcher provided some background knowledge for the 
learners then she played the CDs in the classroom. She wanted the students to listen to the lesson 
carefully and used the IF strategy in the experimental groups. For this purpose, the researcher in these 
groups restated or reformulated the learners’ incorrect answers in performing the listening 
comprehension tasks or exercises without mentioning their errors and letting them find out their errors. 
The researcher provided comments on the erroneous utterances of the students through reduction recasts 
in the experimental groups. However, the control groups were provided with traditional listening 
comprehension including question and answer, explanation and class discussion and their errors were 
directly corrected by the teacher. The learners performed the related listening comprehension tasks and 
exercises of the text book regularly in the control group. The researcher corrected their mistakes directly 
without providing feedback for them. Finally, a post-test of listening comprehension was employed after 
ten-session treatment to gather data. After collecting the data, they were analyzed through SPSS software, 
version 17. 
 
3.5 Data Analysis  
Data were collected through the pre and post-tests were analyzed through SPSS software, version 17. 
One-way ANOVA was run to measure the extent of IF effectiveness on both genders' listening 
comprehension in both the experimental and control groups. The analyses were used to show the 
differences between the experimental and control groups' pre and post-tests among male and female 
learners.  
 
4. Results 

Descriptive statistics of the pre-tests were calculated and the results of the study are shown in Table1. 
Table 1.Descriptive Statistics (Pre-tests) 
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 N Mean Std. 
Deviation 

Std. 
Error 

95% Confidence Interval 
for Mean 

Minimum Maximum 

Groups Lower 
Bound 

Upper 
Bound 

Control 
Male 

15 13.266 3.65409 .94348 11.2431 15.2902 3.00 17.50 

Control 
Female 

15 13.933 3.15587 .81484 12.1857 15.6810 6.00 17.00 

Exp. 
Female 

15 14.066 2.80858 .72517 12.5113 15.6220 7.00 17.00 

Exp. Male 15 14.266 1.89799 .49006 13.2156 15.3177 12.00 18.00 

Total 60 13.883 2.89852 .37420 13.1346 14.6321 3.00 18.00 

         

         
     Table 1 shows that there is not a significant difference between the mean scores of the four groups. It 
indicates that all groups are at the same level in the pre-test. The experimental groups had improvement 
in the post-test.  
 
Table 2. One-way ANOVA (Pre-test Observed) 
 

 
 Sum of 

Squares 
df Mean Square F Sig. 

Between 
Groups 

8.450 3 
56 

2.817 .324 .808 

Within Groups 487.233  8.701   
Total 495.683 59    

 
     Table 2 shows that the male control and experimental groups were at the same level in the listening 
pre-test. Since the observed F (.324) is less than the critical F (2.76) with df= 3/56, the difference between 
the groups is not significant (p<0.05).  
 
 
Table 3. Descriptive Statistics (Post-tests) 

 
 N Mean Std. 

Deviation 
Std. 
Error 

95% Confidence 
Interval for Mean 

Minimum Maximum 

Groups Lower 
Bound 

Upper 
Bound 

         

         
Exp. Male 15 15.666 4.1518 1.07201 13.3674 17.9659 5.00 20.00 
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Control 
Male 

15 11.100 4.6911 1.21126 8.5021 13.6979 4.00 18.00 

Exp. 
Female 

15 15.933 3.6929 .95352 13.8882 17.9784 7.00 20.00 

Control 
Female 

15 12.466 4.6921 1.21152 9.8682 15.0651 3.00 17.50 

Total 60 13.791 4.7033 .60719 12.5767 15.0067 3.00 20.00 

         
         
     Table 3 shows the descriptive statistics of the post-test of the four groups. Experimental groups' 
performance in the post-test shows improvement. The male experimental group's mean is (15.6667) in the 
post-test while control group's mean is (11.1000). The female experimental group's mean is (15.9333) in 
the post-test but female control group's mean is (12.4667). It is concluded that feedback had positive 
impacts on improving the experimental group's listening comprehension. 
 
Table 4. One-way ANOVA (Post-test) 
 

 
 Sum of 

Squares 
df Mean Square F Sig. 

      
Between 
Groups 

256.546 3 
56 

85.515 4.567 .006 

Within Groups 1048.600  18.725   
Total 1305.146 59    

     Table 4 compares the mean scores of experimental and control groups in the post-test. The participants 
in the experimental groups outperformed the participants in the control groups. Since the observed F 
(4.567) is greater than the critical F (2.76) with df= 3/56, the difference between the groups is significant 
(p<0.05). In fact; the treatment improved the performance of the experimental groups. However, the Post-
hoc Scheffe Test can show the exact difference between the groups. The results are presented in Table 5. 
Table 5. Post-hoc Test, Multiple Comparisons (Post-tests) 

 
(I) VAR00005 (J) VAR00005 Mean 

Difference 
(I-J) 

Std. 
Error 

Sig. 95% Confidence 
Interval 
Lower 
Bound 

Upper 
Bound 

Post-Exp. Male Post-Control- Male 4.56667* 1.58008 .049 .0122 9.1211 

Post-Exp. Female -.26667 1.58008 .999 -4.8211 4.2878 
Post-Control- Female 3.20000 1.58008 .262 -1.3545 7.7545 

Post-Control- Male Post-Exp. Male -4.56667* 1.58008 .049 -9.1211 -.0122 

Post-Exp. Female -4.83333* 1.58008 .033 -9.3878 -.2789 
Post-Control- Female -1.36667 1.58008 .861 -5.9211 3.1878 

Post-Exp. Female Post-Exp. Male .26667 1.58008 .999 -4.2878 4.8211 

Post-Control- Male 4.83333* 1.58008 .033 .2789 9.3878 
Post-Control- Female 3.46667 1.58008 .199 -1.0878 8.0211 

Post-Control- Female Post-Exp. Male -3.20000 1.58008 .262 -7.7545 1.3545 

Post-Control- Male 1.36667 1.58008 .861 -3.1878 5.9211 
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Post-Exp. Female -3.46667 1.58008 .199 -8.0211 1.0878 

*. The mean difference is significant at the 0.05 level. 

     Table 5 compares the scores of all groups in the pre and post-test. Based on the above table, there is a 
significant difference between the scores of the post- test of experimental (male) group and the post-test 
of control (male) group (p<0.05). There is not a significant difference between the scores of the post- test 
of the experimental (male) group and the post- test of the experimental (female) group (p<0.05). There is 
not a significant difference between the scores of the post- test of experimental (male) group and the post- 
test of control (female) group (p<0.05). There is a significant difference between the post-test of control 
(male) group and the post- test of experimental (male) group (p<0.05). There is a significant difference 
between the post-test of control (male) group and the post- test of experimental (female) group (p<0.05). 
There is not a significant difference between the post-test of male control group and post- test of female 
control group (p<0.05 
5. Discussion  
This section discusses the results presented in the result section. To discuss the results of the research, the 
research questions raised earlier in the study will be referred to as follows: 
RQ 1. Does IF strategy affect Iranian learners' listening comprehension?  
       This study examined the impacts of IF strategy on Iranian EFL learners' listening comprehension. The 
data analysis indicated that performance of the control and experimental groups in the listening pre-test 
was almost the same. However, the results obtained from their post-test showed the experimental groups 
outperformed than the control groups. In fact, those students who received the treatment through IF did 
better and had better scores. It is concluded that IF strategy had positive effects on Iranian EFL learners' 
listening comprehension. The results of the study are in line with Nassaji (2011), who explored the role of 
oral negotiation in response to written errors in L2 classrooms. In his study, three types of feedback were 
compared: non-negotiated direct reformulation, feedback with limited negotiation (i.e., prompt + 
reformulation) and feedback with negotiation. The results of his study revealed that oral feedback with 
negotiation had significant effects on learners’ accuracy. The results of the present study also lends 
support to Nassaji (2007) who conducted a study on negotiated feedback and non-negotiated feedback; 
he concluded that negotiated feedback was more successful than non-negotiated feedback in assisting 
students to recognize and correct their L2 writing errors. He further concluded that unidirectional 
feedback (i. e. one-way) was comparatively less effective than negotiated feedback (i.e. interactive) in 
promoting L2 accuracy in learners’ written performance, and that the effectiveness of this feedback 
increased when the learners participated and became engaged in the feedback process. This study is in 
line with Ferris (2006) who studied 92 ESL students in the United States receiving several types of direct 
feedback and indirect feedback. The results showed that there was a strong relationship between 
teacher’s IF and successful student revisions on the subsequent drafts of their essays. 
      The present study showed that the teacher's comprehensible inputs and IF which were provided in 
the classroom helped the learners greatly to improve their English achievement. IF helped the students to 
reach the correct answers independently of the teacher.   
 
RQ 2. Do male students take benefits from the IF strategy in learning listening comprehension? 
     The findings of the present study indicated that useful corrective strategies like IF can aid all students 
to develop their listening comprehension regardless of their gender. The results of the study showed that 
both female and male experimental groups got almost the same scores in the post-test. Both genders took 
benefits from the IF strategy in learning listening comprehension. In other words, there was not a 
significant difference between male and female participants. The experimental groups who received IF 
could develop their listening skill. In fact, the feedbacks and comprehensible inputs which the researcher 
provided for them helped the participants to correct their errors and find the answers. Interactive error 
correction promoted the students' second language learning. Through interaction and negotiation of 
meaning students were able to guess the correct answers.  
       The findings of this study is also in line with those of Lalande (1982) who dealt with 60 German 
learners and compared two different types of error corrections including direct correction in a traditional 
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method through providing the correct forms to the students in their written text books. And indirect 
correction of “guided learning strategies” through providing the students with systematic error 
correction. The students who were asked to use these corrections rewrite the entire text based on the 
corrective feedback. Results of his research showed that the students who received IF feedback 
outperformed the learners who received other corrective feedbacks from the teacher.      
      The findings of this study are supported by Li (2012) who examined the effects of negotiated 
interaction on EFL learners’ spoken production; also he focused on the teacher-learner interaction in a 
story-telling task. He found that interaction had a facilitating role in language development for learners 
and the quantitative analysis of the data showed that the learners’ language accuracy and fluency 
improved considerably. 
     Tsang's (2004) findings support the results of this study and maintained that most grammatical 
negotiations facilitate grammatical repairs. As the results of the meta-analysis of 28 interaction studies 
(including 20 oral CF studies) reported by Lyster and Saito (2010) revealed that providing CF in L2 
interaction is very effective. The results are in line with (Tuan & Nhu, 2010) who stated that in order for 
language acquisition to take place, learners should be provided with enough opportunities to negotiate 
meaning to avoid a communicative breakdown. Long further mentioned that using negotiation; learners 
receive feedback from interlocutors on their language output in the forms of conversational adjustments; 
such feedback serves as an indication for learners to modify their production. 
 
6. Conclusion 
The focus of the present study was on investigating the effect of IF on improving Iranian EFL listening 
comprehension. In order to meet the purpose of this study, two research questions were asked. As the 
findings indicate, experimental groups either males or females outperformed than the control groups. 
Accordingly, it may be concluded that providing IF through interaction has a significant effect on the 
learners’ listening comprehension. In other words, the results of this study showed that dealing with the 
students’ errors through negotiation and interaction made the students correct their own errors (Nassaji, 
2007, 2011). 
     IF is advantageous since they build up communication and provide a rich environment for the learners 
in the classroom. They are mediums of increasing reflection in students although using them is not 
without drawbacks. The characteristics of IF, as meaningful and indirect repetition of the students’ 
performances, make them good instruments for teachers to check the students’ errors in the classroom. 
They can also provide the students with a critical eye to find out the difference between their own 
performance and their teacher’s and this makes them sensitive to their errors (Long, 2006). Such 
characteristics lead the IF to become important tools for the correction of the errors. However, the 
successful integration of the IF into EFL classes is mainly dependent on the teacher’s method. 
Furthermore, learner’s needs, attitudes, and proficiency levels should be considered in this regard. 
     To put it in a nutshell, feedback is an inherent and crucial part of an instructional design model and 
has a strong foundation in major learning theories. The role of feedback in the instruction and learning 
English as second or foreign language is undeniably important. Results of this study showed that 
learning can be more facilitated if students receive more IF (Sheen, Wright & Moldawa, 2009).  
       The findings of the present study are helpful for teachers in making them aware of the importance of 
IF through interaction and encouraging them to use them in their classes as much as possible to help 
learners overcome their errors and increase their listening input (Krashen, 1985). Also, the results of this 
study have useful implications for teacher trainers to make teachers aware of the importance of providing 
learners with proper IF, providing training courses for them, and familiarizing them with different types 
of feedback, especially IF (Sheen, 2007)..The results of this study can be used to inform EFL teachers and 
researchers interested in applying or investigating teacher various types of corrective feedback strategies, 
including interactive corrective feedback and explicit corrective feedback, as used in this study. The 
findings that participants in the treatment groups in this study gained encourage teachers and 
researchers in the ESL/EFL field to provide corrective feedback with confidence for the students to 
improve their English language learning. 
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     English language learners benefit from the results of the present study. Through IF students can 
correct their own errors by the inputs which the teachers provide for them. Students' autonomy will be 
increased when they correct their mistakes; in fact, directing the students toward self-correction helps to 
reduce the reliance on the teachers. IF can help students to improve their listening comprehension 
(Underwood, 1989). In listening classes, the students should be engaged in the listening process by 
getting feedback interactively through elicitation and linguistic clues and revising their utterances 
immediately. IF is an important part of the foreign language learning listening course because it can 
considerably increases the accuracy of learners' listening output. Since students themselves can correct 
their erroneous utterances and words through IF they become more motivated. In fact, IF can increase the 
motivation of the students. 
    The findings of the present study make the syllabus designers become aware of the importance of IF in 
learning English language. Syllabus designers should emphasize the importance of the IF and acquaint 
the teachers with the best methods of IF teaching methods.  This research was conducted on IF strategy; 
other feedbacks were not included. The future studies can inspect other different types of feedback like 
explicit feedback, clarification request, metalinguistic feedback, elicitation, repetition, explicit feedback 
and recast feedback. This study was done on intermediate learners only; the upcoming studies should 
work on high school students, pre-intermediate and also elementary learners in order to get richer 
findings. This research was carried out in Iranian EFL context; it can be done in other countries. The 
present research covered the listening skill, so the forthcoming studies can investigate other skills and sub 
skills. The current study was done with a small population of Iranian EFL learners. The future studies can 
include more respondents from across the country. 
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ABSTRACT 

THE PRESENT STUDY ENDEAVORS TO INVESTIGATE THE IMPACT OF ETYMOLOGICAL 
TREATMENTS ON LEARNING IDIOMS AMONG ENGLISH LANGUAGE LEARNERS. SIXTY 
INTERMEDIATE STUDENTS AT ISLAMIC AZAD UNIVERSITY IN TONEKABON WERE SELECTED 
FROM AMONG A TOTAL NUMBER OF 75 LEARNERS BASED ON THEIR PERFORMANCES ON THE 
CAMBRIDGE PRELIMINARY ENGLISH TEST (PET) TO FULFILL THE PURPOSE OF THE STUDY. THE 
STUDENTS WERE THEN ASSIGNED INTO AN EXPERIMENTAL GROUP AND A CONTROL GROUP. 
INITIALLY, A PRE-TEST OF IDIOMATIC EXPRESSIONS INCLUDING 36 IDIOMATIC ITEMS WAS 
ADMINISTERED TO THE PARTICIPANTS IN ALL GROUPS. DURING THE INSTRUCTIONAL 
PERIOD, THE EXPERIMENTAL GROUP WAS TAUGHT A GROUP OF ABNORMALLY 
DECOMPOSABLE IDIOMS THROUGH DIFFERENT TREATMENTS ELABORATION. AT THE END OF 

THE INSTRUCTIONAL PERIOD, THE PARTICIPANTS IN ALL GROUPS WERE GIVEN A POSTTEST 
WHICH WAS THE SAME AS THE PRETEST. THE DESIGN OF THIS STUDY IS QUASI-
EXPERIMENTAL. THE FINDINGS OF THIS STUDY HAVE IMPLICATIONS FOR EFL TEACHERS, 
STUDENTS, AND MATERIALS DEVELOPERS. 
 

KEYWORDS: ETYMOLOGICAL TREATMENTS, ETYMOLOGICAL ELABORATION, IDIOMATIC 
EXPRESSION 
 
Introduction 

Failing to remember previously studied idioms serves as one of the most commonly reported difficulties 
in idiom learning. This article makes an attempt to resolve this complex matter through a practical lesson, 
which is based on the etymology of the word hermetic. This sample lesson is examined both theoretically 
and practically through teaching it in an advanced class and gathering the students‟ opinions about it, 
using a short questionnaire. These opinions show a positive attitude toward the lesson on the part of the 

students. The importance of idiom learning can be perceived by looking at the body of research done in 
this regard (e.g. Singleton, 2008), the type of teaching techniques and materials developed (e.g. Gairns & 
Redman, 1998), and also the number of word lists offered for different purposes (e.g., West, 1953; Nation, 
1990; Laufer, 1992; or Cobb, 2002). 
Research Questions 
In order to investigate the effects of the etymology approach for vocabulary learning, the following 
research question was generated: 
Q1. Does etymology instruction have any significant effect on idiom learning of university EFL students? 
 

Materials and Methods 

Participants 

The population of the present study included 60 male EFL students at intermediate level of language 

proficiency who were selected out of 75 learners from Islamic Azad University, Tonekabon branch. After 
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conducting the proficiency test, the participants whose scores were one standard deviation above and 
below the mean were selected. Due to the existing limitations, no randomization was used in selecting the 
participants.  
 
 
Instruments 
The following instruments were employed in the present study: a) a standard proficiency test 
(Cambridge Preliminary English Test (PET), b) a researcher-made pre/posttest of idioms, and c) some 

idiomatic pictorial clues. 
Cambridge Preliminary English Test (PET) 
The first instrument used in this study was an English general language proficiency test adopted from a 
Cambridge Preliminary English Test (PET) to measure general language proficiency level of the 
participants and to ensure that they all belonged to the same population. Originally, the test comprised 
four sections including speaking, listening, reading, and writing. Each of the writing and reading sections 
had three parts (sign interpretation, two reading texts, and a vocabulary cloze for the reading part; and 
paraphrasing, letter writing, and story writing for the writing part). The reliability estimate of the test 
(r=0.78), calculated through Kuder-Richardson formula (KR-21), indicated that the test had a relatively 
high reliability index and showed that there was an acceptable internal consistency among the items of 
the test. 
Pre/Posttest of Idioms 

The pretest consisted of 48 items assessing knowledge of idioms at the level of comprehension. The 
students were free to elaborate on the meaning of idioms in Persian or in English. A pilot study was done 
on 30 students and the reliability analysis of the test was confirmed through test-retest method as .83. The 
same test was administered to the participants at the time of post testing. 
 

Data Collection and Procedure 
In order to ensure the homogeneity of the participants and determine the participants’ language 
proficiency, the researcher administered the Cambridge Preliminary English Test (PET) to 75 students. 
Sixty students were selected as intermediate level learners. Intact group method was used in selecting the 
participants. In other words, the students were non-randomly selected and then randomly assigned to a 
control group and an experimental group. Initially, the researcher provided the participants with some 
introductory information about the objectives of the course, the importance of learning idioms, the 
difficulties of learning and memorizing idioms through verbal definitions, and finally different methods 
of treating idioms along with the other tools. The participants were administered a proficiency test before 
being exposed to the treatments. A pretest including the target idiomatic expressions was administered to 
the target population to assess the students’ degree of familiarity with the target items in the second 
instructional session. The participants in the experimental group followed a procedure different from the 
one pursued in the first group. They were provided with some handouts including the etymology of the 
idioms. In the thirteenth session, the participants in the three groups had to review the idioms they had 
learned during the instructional period. Finally, a posttest was administered to the participants in the 
ultimate session to assess the students’ degree of achievement. 
 

Results & Findings 

Results of Pretest 
The major question addressed in this study was whether the use of etymology strategy would improve 
Iranian EFL learners’ vocabulary learning at the upper-intermediate level of language proficiency. Before 
the implementation of treatment (i.e., etymology instruction), the researcher administered a researcher-
made vocabulary pretest to experimental and control groups in order to compare the two groups’ means 
obtained from the pretest. To capture the initial differences between the two groups’ means on pretest, a 
t-test was applied. The results appear in Tables 1 and 2. Based on Table 1, the means of experimental 
group and control group are 39.06, 37.23, respectively. Based on Table 2, the results obtained from t-test 
revealed that the two groups did not differ significantly in their performance on the pre-test at .05 level of 
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significance. The degree of structural significance .050 is more than α=.05. So there is no significant 
difference between experimental and control groups from their overall performance point of view. 
 
Table1. Descriptive Statistics for Pretest Results on Vocabulary Test for Both Groups  

Group Mean N Std. 
Deviation 

Std. Error 
Mean 

Experimental  39.06 30 4.107 .878 

Control  37.23 30 3.971 .798 

 
 
Table2. Independent Sample T-Test 

Pretest 
Difference 

Mean Std. 
Deviation 

Std. 
Error 
Mean 

Confidence 
interval of 
difference 

 T            df         
sig(2-tailed) 

    Lower Upper   

Exp and 
Control 

2.13 7.541 1.163 -.12 4.27 1.43 27 0.050* 

 
Results of Posttest for Both Groups 

In order to see whether the treatment given to the experimental group had caused any significant change 

in this group and to see if the participants in this group had performed significantly different on the 
posttest, another independent t-test was run. The results obtained from this statistical test are presented 
in Table 3 below. The independent sample t-test demonstrated in Table 4 indicated that the mean 
difference between the experimental and control groups’ scores measured at the time of posttest was 
significant. There is, in fact, a mean difference of 4.43 points between the means of the two groups. As 
Table 4 shows, the level of significant .026 is greater than the probability value, P-value = 0.026> α =.05. 
This indicates that the experimental group outperformed the control group. In other words, it reveals that 
the treatment given had affected the experimental group. 
 

Table3. Descriptive Statistics for Post-test 

Group Mean N Std. 
Deviation 

Std. Error Mean 

Experimental 42.93 30 5.247 .860 

Control 37.70 30 5.630 1.021 

 
Table4. Independent Sample T-Test 

Pretest 
Differen
ce 

Mean Std. 
Deviati
on 

Std. 
Error 
Mean 

Confidence 
interval of 
difference 

 T            df               
sig(2-tailed) 

    Lower Upper   

Exp and 
Control 

4.43 7.709 1.407 .25 7.11 2.187 27 0.026* 

 
Discussion  

Idiomaticity has recently attracted considerable attention in linguistics, psycholinguistics and psychology 
(Cacciari & Tabbosi, 1993). In other words, languages contain many formulaic phrases and expressions 
that every speaker must learn. According to Bobrow & Bell (1973) and Boers et al. (2004), languages 
contain many phrases and expressions that every speaker should learn. Because language production 
concentrates on an ability to string multi-word expressions, people don`t seem proficient speakers of the 
foreign language until they master many idioms that are used in every day discourse. The results of the 
study suggest that reference to the idiom origin in the presentation stage can facilitate the acquisition of 
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both idiom meaning and their linguistic form. Etymological background is likely to have promoted the 
creation of mental images for the target expressions that were stored alongside their verbal forms, 
facilitating their retention and recall. However, it is important to remember that the mnemonic effect of 
etymological input varied depending on the nature of the task (receptive vs. productive knowledge) and 
the stage of the experiment (immediate vs. delayed post-test). The data from this study indicate that 
students in experimental group significantly outperformed the students in control group in idiom 
learning through the etymology method. The results obtained via this experiment can be a source of 
motivation for both teachers and learners to take advantage of etymological awareness to deal with this 
aspect of language. These results reveal that figurative aspect of many idioms is not arbitrary; rather, 
there is an origin or story behind many of them, and reviving such stories can be a crucial factor in 
learning idiom. There is a correlation between this study and findings. 
 

Conclusion 

When undergraduates embark on the study of a particular discipline in second language acquisition, they 
must absorb a core English idioms specific to an academic discipline. For this, it is imperative that they 
become literate in the jargon, the technical terms, and specialized idioms of the field. They must absorb a 
core English idiom specific to an academic discipline. Each day that students progress in a target 
discipline, they are encountering this core idiom which conveys the intellectual flow of discipline. 
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ABSTRACT 
COMMUNICATIVE LANGUAGE TEACHING, THOUGH BELIEVED TO PRESERVE THE 
METHODOLOGY OF ORAL- AURAL METHOD, HAS ATTRACTED OUR ATTENTION TO NEW 
ASPECTS OF LANGUAGE AND LANGUAGE LEARNING. A TRUE UNDERSTANDING OF THE 
LANGUAGE THEORIES UNDERLYING COMMUNICATIVE LANGUAGE TEACHING SEEMS QUITE 
NECESSARY FOR THE PRACTITIONERS TO BE ABLE TO DECIDE ON ITS USEFUL PROCEDURES 
WHICH ARE RELEVANT TO THEIR PRACTICAL CONTEXT. THIS PAPER, THUS, TRIES TO 
PROVIDE THE INTERESTED READERS WITH A COMPREHENSIVE THEORETICAL OVERVIEW OF 
CLT. 
 
KEY WORDS: CLT- LANGUAGE THEORY 
 
Chomkyan linguistics 
        Almost half a century ago, in 1957, Chomsky came to this conclusion that the fundamental aim in the 
linguistic analysis is to separate grammatical sentences from ungrammatical ones. By grammatical 
sentences Chomsky means acceptable sentences to a native speaker. In a nutshell, he concludes, that 
grammar is autonomous and independent of meaning, and that probabilistic models give no particular 
insight into some of the basic problems of syntactic structure. However, more recently, in 2000 a shift in 
Chomsky’s perspective toward grammar is visible from extravagancy to parsimony, by proposing the 
minimal program.  
 To Chomsky, meaning takes place at two interface level. According to Chomsky (1957), the faculty of 
language engages other systems of mind at two interface levels: sound level and meaning level. In other 
words, an expression produced in a p articular language contains a phonetic representation and semantic 
representation that the former is legible to sensorimotor systems and the latter to conceptual systems. 
This shift in Chomsky toward lexical items in lexicon seems to result in a change in his reductionist 
perspective.  Nevertheless, as Zahedi (2008) declares, even in Chomsky’s attempt to provide association 
between sounds and meaning, lexical creativity has been ignored.  
Universal grammar 

Universal grammar is usually defined as the “system of categories, mechanisms and constraints shared 
by all human languages and considered to be innate” (O’Grady et al. 1996: 734; cf. also Chomsky1986: 3, 
2007: 1, Pesetsky 1999: 476). These are generally thought to include formal universals (e.g. principles and 
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parameters) as well as substantive universals (e.g. lexical categories and features).  There is very little 
agreement, however, on what these actually are.  
Chomsky (1986) sees Universal Grammar as “an intricate and highly constrained structure” (148) 
consisting of “various subsystems of principles” (146).  These include “X-bar theory, binding theory, Case 
theory, theta theory, bounding theory ... and so forth – each containing certain principles with a limited 
degree of parametric variation. In addition there are certain overriding principles such as the projection 
principle, FI (full interpretation), and the principles of licensing... [UG also contains] certain concepts, 
such as the concept of domain ... and the related notions of c-command and government” (102). However, 
every major development in the theory since then was accompanied by very substantial revisions to the 
list of proposed universals. Thus the list of UG principles is quite different when we move to the Barriers 
period, and radically different in Minimalism.  
With respect to parameters, very few scholars have even attempted to give a reasonably comprehensive 
inventory of what these are. Two rare exceptions are Baker (2001), who discusses 10 parameters, and 
Fodor and Sakas (2004), who list 13. In both cases, the authors stress that the list is far from complete; but 
it is interesting to note only three parameters occur on both lists (Tomasello 2005; see also Haspelmath 
2007). There is no agreement even on approximately how many parameters there are: Pinker (1994:112) 
claims that there are “only a few”; Fodor (2003: 734) suggests that there are “perhaps 20”; according to 
Roberts and Holmberg (2005: 541), the correct figure is probably “in the region of 50-100”; and Kayne 
(2005) suggests that there is a  parameter associated with every functional element, which could mean 
that there are hundreds of parameters (cf. Newmeyer 2008).  
 
Del hyme’s communicative competence 
Although the term communicative competence is a major buzzword, there are a number of different 
interpretations as to what this concept entails, what its status in linguistic theory is and what its relevance 
to second language teaching may be. What is especially noteworthy, however, is the polarization that 
discussions of communicative competence often entail: frequently, communicative competence is seen as 
a counterpart of, rather than a complement to, grammatical or linguistic competence. We will see, though, 
that this view is neither justified nor helpful. Some of the discussion's polarity is probably historically 
based. The recognition of a communicative component to language proficiency developed as a counter-
movement to the strong emphasis on linguistic competence at the time. In response to Noam Chomsky, 
Hymes 1972 raises a number of important questions regarding the status of Chomsky's distinction 
between competence and performance. Originally in a programmatic conference paper, Hymes' article 
points to the fact that the existence of an "ideal speaker/hearer" as assumed in Chomskyan descriptions 
of grammar (linguistic competence) is a dubious construction – and to Hymes even entails a disregard of 
actual, "imperfect" speakers and hearers as all people are by necessity.  
 
Hymes points out that restricting the perspective to ideal cases (thereby neglecting linguistic 
performance) vastly diminishes the effectiveness of linguistic description: a lot of the things people 
actually do when they use language are not accounted for. Whereas linguistic descriptions of competence 
focus on the question whether something is formally possible, a number of other categories are relevant 
to actual speech, formal possibility being only one of them:  
a) Is something feasible?  
To what extent do psycholinguistic limitations determine what is actually said and understood?  
b) Is something appropriate?  
To what extent does an utterance comply with the context in which it is made?  
c) Is something done?  
Are there preferred ways of saying something that is are there, for example, speech functions typically 
performed with certain language material? 
 
Overall, Hymes seems to regard his ideas as an extension of current linguistic theory, rather than a 
replacement of it. However, the latter has sometimes been held against Hymes. There is enough evidence 
in the text, though, to justify saying that Hymes acknowledges descriptions of linguistic competence, but 
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wants to see them strengthened by descriptions of language in use to arrive at a more comprehensive 
picture that combines grammar and pragmatics. Difficult as it is to obtain, this more comprehensive view 
of language may be more informative and more useful for the purpose of describing and teaching 
language. 
 
 Historically fruitful was Hymes' suggestion that linguistic routines play a role here, that is, typical 
features of organizing discourse by using markers of coherence, agreement, disagreement, turn-taking 
etc. From a communicative perspective, those routines gain importance, as they help structure 
conversation in a way not describable by means of syntax alone. They are, therefore, bits of knowledge 
that need to be acquired.  
 
Speech act theory 
The underlying theme behind Austin’s philosophy is that a statement not only describes a situation or 
states some facts, but also performs a certain kind of action by itself. The tradition to view a statement as 
a mere description of state or fact has been pursued by a number of philosophers for a long period of 
time. In this way of thinking, each statement itself should hold either truth or falsehood. For instance, the 
sentence “You have a wonderful smile” is in one sense either true or false in light of the real world, 
namely whether the person really has a wonderful smile or not. Yet, Austin points out that this utterance 
is more than mere description and statement: It does things on its own. The sentence “You have a 
wonderful smile” can function depending on contexts as praise, telling irony, or even asking for money in 
a certain situation.  
To start with, Austin suspects that philosophers had been neglecting the utterance-as-action aspect, 
which he categorizes as “performative sentence” or “performative utterance.” Austin presents some cases 
in which an utterance functions as action: admitting to accept a woman as one’s wife by saying, “yes, I 
do,” in the wedding ceremony; or naming a ship the Queen Elizabeth by saying, “I name this ship the 
Queen Elizabeth,” with a bottle smashed against the stem. Proposing that uttering a sentence includes 
actually doing things, Austin makes a distinction between constative and performative: The former is an 
utterance-as-description view and the latter is an utterance-as-doing view.  
Performative utterance is not a matter of being “true” or “false,” which are believed to be the 
characteristics of description and statement, according to Austin (1962). To suggest this point, Austin 
quotes the wedding example again and insists that “here we should say that in saying these words we are 
doing something—namely, marrying, rather than reporting something, namely that we are marrying” (p. 
13). Instead of the true-false dichotomy, Austin introduces “the doctrine of the Infelicities,” defined as 
“the doctrine of the things that can be and go wrong on the occasion of such utterances” (p. 14, italics 
removed). 
 
Functional grammar 
Systemic Functional Grammar (SFG), proposed by Halliday (Halliday1994; Halliday & Matthiessen 2004), 
pays great attention to how the speakers produce utterances and texts to convey their intended meanings. 
According to SFG, language has three mtafunctions, namely, the ideational, interpersonal, and textual 
metafunctions. All the three metafunctions are reflected in a huge system network, which specifies all the 
meaning potentials. The system network consists of several sub networks, such as the Transitivity 
network, the Thing network, and the Quality network. A network is made up by a number of the so-
called ‘systems’, each consisting of a set of semantic features. To generate an utterance, the system 
network is traversed, certain semantic features are selected, and the relevant realization rules are fired 
(for details of sentence generation in SFG, see Fawcett, Tucker & Lin 1993; see alsoMann & Matthiessen 
1985). From the perspective of SFG, children gradually acquire a full system network, and use it to 
produce a large number of sentences.  
 
Conclusion  
Within the theoretical principles of CLT, learning a second or foreign language involves much more than 
the acquisition of lexis and grammar which can have important practical applications. In fact, CLT is in 
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favor of “language in context” view which has led to proposals of innovative techniques by its 
proponents. Perhaps, as mentioned earlier, the most noticeable advantage of CLT is that it has 
successfully attracted practitioners’ attentions to new aspects of language use. The researcher, however, is 
skeptical of the extent to which such theoretical backgrounds is put to practice. 
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ABSTRACT 
THE PURPOSE OF THIS STUDY WAS TO INVESTIGATE THE EFFECTS OF CONCEPTUAL MAP AND 
WORDLIST TECHNIQUES ON TEACHING VOCABULARY TO IRANIAN EFL LEARNERS. FOR THE 
PURPOSE OF THIS STUDY, 120 PRE-UNIVERSITY STUDENTS WHO WERE STUDYING ENGLISH AS 
A FOREIGN LANGUAGE (EFL) IN DR. HESSABI PRE-UNIVERSITY CENTER IN ANDIKA, IRAN. 
THROUGH THE ADMINISTRATION OF A HOMOGENEITY TEST (RICHARDS, 2007), 90 OF THEM 
WERE CHOSEN AS THE PARTICIPANTS OF THIS STUDY. THEN THEY WERE RANDOMLY 
DIVIDED INTO THREE GROUPS, 30 LEARNERS EACH INCLUDED: TWO EXPERIMENTAL GROUPS 
(I.E., CONCEPTUAL MAP AND WORDLIST) AND A CONTROL GROUP. THEY MET FOR TWO AND 
A HALF HOURS, ONCE A WEEK OF VOCABULARY TEACHING CLASSES. THEN, THREE GROUPS 
WERE GIVEN A PRE-TEST BEFORE TREATMENT TO DETERMINE HOW WELL THE PARTICIPANTS 
KNEW THE VOCABULARIES OF THE MATERIALS. DURING ELEVEN-SESSION COURSES, THREE 
GROUPS COVERED FIVE PASSAGES SELECTED FROM PRE-UNIVERSITY ENGLISH BOOK BY THE 
RESEARCHER. THE EXPERIMENTAL GROUP OF CONCEPTUAL MAP RECEIVED INSTRUCTIONS 
ON WHY, WHEN, AND HOW THESE STRATEGIES WERE USED. THE EXPERIMENTAL GROUP OF 
WORD LIST RECEIVED INSTRUCTIONS TO CLASSIFY THE WORDS OR CONCEPTS IN THE SHAPE 
OF A LIST WITH THEIR DEFINITIONS BASED ON THE TOPIC, THE RELATIONS BETWEEN WORDS 
AND THEIR BACKGROUND KNOWLEDGE AND EXPERIENCE. THE CONTROL GROUP RECEIVED 
TRADITIONAL VOCABULARY INSTRUCTIONS OF USING SYNONYMS AND DEFINITIONS OR 
EVEN L1 TRANSLATION. AFTER THE TREATMENT SESSIONS, THE PARTICIPANTS SAT FOR A 
VOCABULARY POST-TEST FOR THE EFFECT, RETENTION, OF THE VOCABULARIES. DATA WERE 
ANALYZED THROUGH ONE-WAY ANOVA AND FINDINGS SHOWED SIGNIFICANT DIFFERENCE 
BETWEEN THE GROUPS. THE CONCEPTUAL MAP GROUP OUTPERFORMED THE OTHER 
GROUPS IN BOTH VOCABULARY PRE AND POST-TESTS. THE MAIN DIFFERENCE WAS THAT 
THE CONCEPTUAL MAP GROUP SUFFERED THE LOSS OF INFORMATION LESS THAN THE 
OTHER GROUPS. IMPLICATIONS OF THE STUDY FOR TEACHING VOCABULARY SUGGEST THAT 
USING CONCEPTUAL MAP STRATEGY COULD BE MORE EFFECTIVE THAN THE OTHER 
STRATEGIES IN TEACHING VOCABULARY TO EFL LEARNERS. 
 

KEY WORDS: CONCEPTUAL MAP, WORDLIST, VOCABULARY, EFL LEARNERS 
 
1. Introduction  
With the prominent progress in technology and communication, learning foreign languages in general 
and the English language in particular has become an essential for every person. English language has 
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become a lingua franca and a tool of communication among the interlocuators around the world. In 
learning a language, there are four skills that we need to improve for complete communication. They are 
listening, speaking, reading and writing.  
   Vocabulary size may influence the four skills. Indeed, vocabulary is the building block of every 
language skill without which one is quite speechless (Mostaan, 2012). Ellis (1997) believes that vocabulary 
knowledge can help grammar learning since learning the lexemes in a text or conversation may help 
learners to understand the meanings of the conversation, which in turn help them to learn the 
grammatical patterns. Zhan-Xiang (2004) believes that vocabularies are just like the elements of a 
structural pattern that makes a whole. They are important to the whole structure. In fact, vocabulary is 
the most basic elements that help the communication is taken place. Vocabulary learning is an important 
issue in second language acquisition. It is also seen as a boring and laborious process (Rahimi & 
Sahragard, 2008). Wesche and Paribakht (1999) noted that learners generally disregarded unknown 
words, if they have not any previous knowledge on strategies. Therefore, there is a need to look for ways 
in which language learners learn how to overcome this problem. The most basic reason exists in the fact 
that vocabulary is an important element, which conveys meaning; learning to understand and express the 
intended meaning.  
     In summary, the fundamental function of vocabulary knowledge inforeign language learning has been 
modified by the researchers in modern era. Thus, numerous methods, techniques, exercises and practices 
have been introduced into the field of vocabulary teaching. One of such techniques is brainstorming that 
is an effective technique for teaching vocabulary at all stages of the study and specialties (Lotfi, 2014). 
Vocabulary knowledge is an essential elements of learning English for several reasons including 
education, finding a job, etc. Both native and non-speakers and learners are really aware of the 
importance of learning the words effectively since lexical problems could block effective learning. Thus, it 
is important for learners to have appropriate lexical proficiency to produce grammatical and meaningful 
sentences (Gass & Selinker, 2001). Thus the teachers should help the learners face the problems to reach 
the indendence in learning of the second language lexical learning (Maleki, 2010). This could be achieved 
through instructing learners to use vocabulary learning strategies as effectively as possible. Rivers (1981) 
believes that “vocabulary cannot be taught. It can be presented, explained, including in all kinds of 
activities, but it must be learned by the individual” (p.110). She cites that language teachers must 
encourage learners to learn words through effective methods and develop their autonomy in learning the 
lexemes.   
  
1.1. Conceptual Map  
A concept map is regarded a visual representation of an individuals’ mental knowledge of a particular 
topic constructed in the individual's mind (Zimmaro & Cawley, 1998). Concept maps show the relations 
among concepts (Novak, 1981).  There exist various researches and studies with using different strategies 
in different skills, but there is no study on using brainstorming and its strategies on EFL learners' 
vocabulary development. This study aims to investigate and analyze the effect of two strategies of 
brainstorming namely conceptual maps and word lists strategies on the Iranian EFL learners' vocabulary 
development. In addition, decide which one of these strategies result better in learners' vocabulary 
development. According to Ausubel, Novak and Hanesian (1968), meaningful learning means the 
relationships between new knowledge to prior learned one in learners' cognitive structure as a mental 
experience. Cognitive structure deals with organized sets of principles and rules that the learners have 
learned and it is a pattern like structure in which more general ideas are placed at the higher and lower 
levels of the structure. If the students relate the new subjects to the ones learned previously in his/her 
cognitive structure, the learning is regarded as meaningful; however, if the new information is learned 
through repetition and it is practiced without relating it relation to previous knowledge, learning is 
known as rote or parrot learning. Getting the mental map could be one of the effective methods of 
relating the new information to the existing cognitive patterns (Irvine, 1995). 
 
1.2. Word List   
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Word lists include the list of related words in forming an essay in a specific context. A word list is in its 
most usual form a list of words in English language with one translation of each word matched in the 
other language. Dictionaries (e.g., bilingual dictionaries) can be seen as sophisticated word lists, where 
the target words are put in alphabetical order, and where a semantic span of each word is illustrated 
through the use of multiple translations, explanations and examples.  
      Yongqi (2003) stated that word lists can be useful for a language learner who nedd to cover the basic 
vocabulary of the target language. The most conspicuous use of word lists is the one in the textbooks for 
language learners, where new words in each lesson are presented with their translations. However, they 
are also an important tool of language guides used by tourists who do not intend to learn the language of 
their destination and want to communicate with the local people. 
       The present study intended to examine the efficacy of two techniques of brainstorming namely 
conceptual map and wordlist techniques on vocabulary development. This issue has rarely been 
addressed by the scholars who have investigated vocabulary teaching in a comparative method. The 
result of this study can benefit teachers especially those who teach the last years of high school in which a 
great deal of vocabulary is to be taught. It can also help the EFL students on the methods to develop their 
vocabulary knowledge. The findings of the present research can help those people who like or require 
mastery of a gigantic vocabulary. 
       The development of vocabulary has always challenged EFL learners. This is usually considered by 
many learners as a stressful, time- consuming task. Unfortunately, it is seen that language learners are not 
equipped with the strategies and techniques to develop vocabulary, and that their vocabulary 
development is disappointing. By providing the learners with effective strategies, learners' stress can be 
reduced to a large extent. They can learn a higher number of words using less energy and time. 
Therefore, this can be an efficient motivating factor in their language learning. The present study intends 
to investigate the effect of two strategies of brainstorming, namely, conceptual map and word list 
strategies on the Iranian EFL learners' vocabulary development. This study aims to answer the following 
research questions:  
RQ1: Do conceptual map techniques affect Iranian EFL learners' vocabulary development?  
RQ2: Do word list techniques affect Iranian EFL learners' vocabulary development?  
RQ3: Is there any significant difference between conceptual map and word list techniques in the EFL 
learners' vocabulary development?    
                                                                             
2. Review of the Related Literature 

The major reason behind learning a foreign language in general and vocabulary in particular is to achieve 
the final goal, which is to know and understand information similar to that of native speakers of a 
language (Gass & Selinker, 2001). As a consequence, that would lead to the need to know the vocabulary 
size of native speakers. Nation and Warning (1997, cited in Schmitt, 2000) concluded that the native 
speaker's vocabulary size is around 20,000 word families, and it is estimated that a native speaker will 
add around 1,000 word families every year to his or her vocabulary size. A person will continue to learn 
new vocabulary during his life. Furthermore, Nation (2006) claims that second language learners need to 
know around 98% of the written or spoken words in discourse in order to understand it very well. In 
order to teach this percentage in written texts, learners need to know around 8,000 to 9,000 word families. 
On the other hands, learners need to know around 5,000 to 7,000 in order to understand a spoken 
discourse. Nation and Waring (1997, cited in Schmitt, 2000) noted that learners may cope with small 
vocabulary size of 2,000 to 3,000, but if they want to function in English, they need to know unfamiliar 
vocabulary and the vocabulary size.  
     On the other hand, according to Singleton (1999), there can be some logical phenomenon in the 
language which helps to describe the concept of a word. Singleton (1999) mentions the vowel harmony in 
Finno-Ugric languages to be an example of a logical phenomenon. Carter (1998) offers a slightly different 
view for the definition of a word in comparison to Singleton (1999). Carter (1998) points out that in some 
cases, the individual knows what a word is. He argues that the most accurate definition of a word would 
be to describe it as the minimum meaningful unit in a language. In this sense, a word is a word which can 
stand on its own as a reply to any question or statement. According to Carter (1998), in spoken language 
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words have additional characteristics, for example, word stress. He continues that sometimes 
vocabularies have been regardsed as to have a stressed syllable. But, some words (e.g. however) do not 
convey meaning or convey it unclearly and have more than one stressed syllable. In addition, some 
words even consist of two orthographic units (e.g. bus conductor) even though the meaning refers to one 
meaningful unit which consists of two different parts. 
     The term vocabulary item is sometimes used instead of lexical item. Lexemes are the basic units in a 
language in the individuals' mind. For instance, when the learners look for words in a dictionary, they are 
generally looking for lexemes instead of words. For instance, different tenses of a verb are lexemes of 
different word forms. Cook (2001) emphasizes that a word is more than its meaning and may be more 
complex than a lexeme. Each word has specific forms of a lexeme and it has certain pronunciation and 
spelling. 
 
2.1. Vocabulary Teaching   
One of the problems that many language learners may face is to pass the initial stages of vocabulary 
learning. In this case, they cannot make appropriate option regarding the  type of strategy in learning the 
vocabulary their learning process. It is the teachers' responsibility to help their students learn second 
language words efficiently. Therefore, different strategies of teaching vocabularies can help the learners 
make use of thes strategies in the process of language acquisition. Seal (1991) noted that there is planned 
and unplanned vocabulary teaching activities. Unplanned vocabulary teaching activities deals with the 
learners who ask for the meaning of words and teachers make the meaning clear through using different 
strategies such as body language, explanation, etc. The teacher clarifies the meaning for the students. The 
teacher also asks some questions concerning the difficult words to help the learners understand the 
vocabulary meaning. In the planned vocabulary procedure, language teachers specify that which 
vocabularies should be learned.  
    Oxford and Scarcella (1994) divided vocabulary learning activities into three types: 1) fully 
contextualized, 2) decontextualized, and 3) partially contextualized. Fully contextualized tasks are to play 
a great role in vocabulary  learning  since  they help students  some opportunities to practice authentic 
communication including reading stories, newspapers, watching TV, listening to radio, etc. 
Decontextualized tasks are the vocabulary items which are omitted in the context in which they first 
appear in and they are presented in free contexts (e.g., word lists, reading cards, etc.). Partially 
contextualized tasks are often called as intentional or planned vocabulary learning such as word 
grouping or matching. Regarding these tasks, reading comprehension may be the most useful tasks in 
developing L2 vocabulary since it may provide multiple encounters with a variety of words 
(Baleghizadeh & Ashoori, 2010).  
 
2.1.1. The Wordlist Technique  

Word list strategy is regarded as one of the old-fashioned vocabulary teaching and learning strategies. 
This strategy attaches high importance to repetition and memorization in which the learner writes both of 
the L2 word and its decontextualized meaning (Baleghizadeh & Ashoori, 2010). There are three basic 
processes that can contribute to longer retention of words when using word list. These processes are 
noticing, retrieval, and creative and generative use (Nation, 2001). However, some studies suggest that 
list learning is an effective tool for learning L2 vocabulary (Meara, 1995; Nation, 2011). Similarly, Shillaw 
(1995) carried out an experiment at a Japanese university and they reported success in using wordlists. In 
a similar vein, Yongqi (2003) says that rote learning assists learners in increasing vocabulary both 
efficiently and quickly; therefore making light of such techniques may be detrimental.  
     Thornbury (2002) holds that the value of list learning has not been recognized in language classrooms. 
He proposed several strategies for using word lists in the class. The following are some of these 
strategies:   
1. The teacher reads words from the list on a randomized basis then the students match the sounds with 
the written forms by ticking the ones they hear.  
2. If learners have a bilingual word list, they cover the L1 equivalents; the teacher presents equivalents 
and learners tick the English translations.  
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3. Learners can make a story from a list of words: they select, for example, twelve words   from a list of 
twenty words and then they create a narrative story out of them. Or they take turns in order to make a 
sentence using the next word on the list so as to keep on constructing the story.  
     
2.1.2. Concept Map 
A concept map includes knots (concepts and terms) that relate the lines among the concepts which 
specify the relationship between the knots. Concept maps include concepts usually enclosed in circles or 
boxes of some kind, and the relationships between concepts or propositions are indicated by a connecting 
line and linking word. Linking words on the line determine the relationship between two concepts. The 
label for most concepts is a word, although sometimes a symbol is used. Propositions are statements 
about some object or event in the universe, either naturally occurring or being created. 
    Propositions are made of two or more concepts connected with other words to form a meaningful 
statement. These statements are referred to as semantic units. Moreover, the combination of concepts and 
the direction of linking line determine the map structure for example hibernacula or non-hierarchical 
fashions (Yin, Vanides, Ruiz-primo, Ayala & Shavelson, 2005).  
      
3. Methodology 
3.1. Participants 

      In the present study, the sample was 120 male students who studied EFL in Dr. Hesabi pre-university 
center in Andika, Iran. Non-random convenience sampling method was used for the selection of these 
participants. They took part in a proficiency test, Richards (2007) which was used as a homogeneity test 
and 90 students whose scores were one standard deviation above and one standard deviation below the 
mean were chosen as the participants of the present study. They were randomly divided into three 
groups, two experimental groups (concept map & word list) and one control group. Each group included 
thirty subjects. Two experimental groups received concept map and word list strategies while the control 
group received the placeboes. They were taught vocabulary through definition or using L1. The 
participants were within the age range of 17 to 19. 
 
3.2. Instrumentation 

In order to accomplish the objective of the present study, the following instruments were employed: 
1. Homogeneity test: (Richards, 2007) was used to determine the homogeneity of the participants and 
divide the sample into three groups. This test featured 50 multiple - choice items covering grammar and 
vocabulary items. The allotted time was 50 minutes. To estimate the reliability of the test, the KR-21 
formula was used and a value of (r=.861) was obtained as reliability which indicated that the test was 
satisfactorily reliable. 
2. Pre-test: A pre-test which contained the actual test items was administered i.e., based on the classroom 
materials to the participants before treatment in order to determine how well the subjects knew the 
contents before treatment. The subjects were asked to answer 40 multiple-choice vocabulary questions 
selected from the course passages in 40 minutes. The reliability of the test was calculated through KR-21 
formula. The reliability of the pre-test was (r = .601). To ensure that students did not give more attention 
than they should to the words appearing in the pre-test, no mention was made of the subsequent learning 
lessons and post-test.  
3. Post-test: To determine the effect of concept map and word list strategies on vocabulary teaching and 
learning, after each session of instruction where students had done the strategies in the experimental 
groups and covered the passage given to them to be read there was a five minutes rest and right after that 
there was a ten-multiple-choice question quiz asking about of the new vocabularies learnt in that session. 
Following the treatment, three weeks later after the end of the course, the instructor showed up in the 
class to administer the post-test. The sudden, without notice presence of the instructor in the class was to 
test the retention of words to see the real effect of the treatment.    All characteristics of the  post-test were 
the same as those of the pre-test in terms of time and the number of items. The only difference of this test 
to the pre-test was that the order of questions and alternatives were changed to wipe out the probable 
recall of pre-test answers. Both the pre-test and the post-test were performed as part of the classroom 
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evaluation activities under the supervision of the instructor. The reliability value of the test was also 
calculated through KR-21 formula. As (r=.811). 
 
3.3. Materials 
Learning to read English for Pre-University student textbook was used as the materials of the study. It 
was developed by the ministry of education in Iran. It consisted of eight units and each unit included a 
reading passage. In order to check learners' understanding on each passage, each unit gave some reading 
comprehension exercises. These exercises were directed to three areas of reading skills development: 
vocabulary development, structural analysis, relational and inferential analysis. 
 
3.4. Procedure 

To accomplish the purpose of the study, 120 male pre-university students who were studying EFL in Dr. 
Hesabi pre-university center in Andika took part in the investigation. Through the administration of 
homogeneity test (Richards, 2007), 90 of them were selected as the participants of this study. Then they 
were randomly divided into three groups, 30 learners each, two experimental groups (i.e., conceptual 
map and word list) and one control group. They met for a two and a half hours session once a week.  
     In the second session of the course, a pre-test containing the actual test items was administered to the 
subjects before treatment in order to determine how well the subjects know the contents before treatment. 
The actual vocabulary instruction began from the third session. In each session, the first hour was allotted 
to vocabulary instruction and the rest to teaching the course book. The whole research took place in the 
natural language school classroom circumstances. To motivate and encourage the subjects to pay enough 
attention and to play more active role in the research program, they were told that the purpose of the 
extra instruction was to improve their vocabulary knowledge and to enable them to commit the 
vocabulary to their long-term memory.  
      The entire research project took place in eleven sessions. Five reading passages were chosen and a 
variety of vocabulary that could challenge the students to think about how the words fit together and 
extracted from the passages. During ten sessions of instruction, 60 minutes each, the extracted words and 
their related passages were worked on. The experimental groups received concept map and word list 
strategies instructions while the other one received the placebo. In order to teach concept map and word 
list strategies in the experimental classes, the following phases were carried out: 
     Phase 1: In the first session, concept map and word list strategies were presented and described 
explicitly. Then, they were explained to language learners why, when, and how these strategies were 
used. 
     Phase 2: Before reading the passage, the teacher presented the challenging new words to the students 
with reading passages printed on a piece of paper. The focus of the research was put on the using of 
correct concept map and word list in teaching vocabulary and the categories were specified below the list 
of the new vocabularies.  
     Phase 3: The students were gathered in groups of five around a table, and after explaining the meaning 
of difficult words, they were directed to classify the words or concepts under concept map or word list 
determined by the teacher, based on the topic, their background knowledge and experience.  
     Phase 4: The students were given the reading passage to read from which the new words had been 
extracted. 
     Phase 5: After each session, there was a five-minute rest and right after that there was a ten-multiple-
choice question quiz asking the new vocabularies learnt in that session. While the experimental group 
received concept map and word list strategies as treatment, the control group did not receive any 
particular strategies. They were taught vocabulary through definition and using L1. The students were 
seated in groups of five around a table as in the experimental groups and were simply given the reading 
passages and required to read them and asked the teacher in case of facing any problems.  
      Similar to the experimental group, after each session, there was a five-minute rest for the control 
group and right after that there was ten-multiple-choice items asking the new vocabularies learnt in the 
reading passages in that session. It was administered to three groups. Finally, one week after the end of 
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the course, in session eleven, the post-test was given to the three groups to evaluate the retention of the 
vocabularies and to see the effect of the treatment. 
 
3.5 Data Analysis 
Descriptive statistics such as mean and standard deviations were estimated to describe and summarize 
the data. The statistical analysis of One-way ANOVA on the three groups’ pre-test scores may indicate 
the difference among the means of the three groups. Then a Post-hoc Scheffe test was run to examine the 
potential effect of each group among the three groups.  
4. Results  

At the beginning of the study, three groups were given a pre-test which their statistical data are presented 
in Table 1. 
Table 1.Descriptive Statistics (Pre-tests) 
 

 N Mean Std. 
Deviation 

Std. 
Error 

95% Confidence 
Interval for Mean 

Minimum Maximum 

Groups Lower 
Bound 

Upper 
Bound 

Concept Map  30 21.20 10.87 1.98 17.14 25.25 3.00 39.00 
Wordlist 30 19.10 8.96 1.63 15.75 22.44 9.00 40.00 
Control 30 20.53 10.91 2.00 16.43 24.63 2.00 39.00 
Total 90 20.27 10.26 1.07 18.13 22.42 2.00 40.00 

         
 
       Table 1 shows the number of the students in each of the three groups is 30. Initially, each student‘s 
pre-test score on the proficiency test was obtained. Then descriptive statistics of mean and standard 
deviation of each group were calculated. Results indicated that the average means for every three groups 
was near and the difference among the three groups’ was not significant. Regarding the standard 
deviation (SD), it was found out that the SD of the control group was 10.98191, higher than the SD of the 
other two groups, and the SD of the word list group was 8.96872 which was the lowest comparing to the 
other two groups. 
       In order to find out whether the difference among the performances of the three groups was 
statistically significant, One-way ANOVA was applied, and the results of the test were interpreted from 
two views: Level of significance and F-ratio. Table 2 displays the results of the statistical operations.  
  
Table 2.One-Way ANOVA  (Pre-tests) 

 

 Sum of 
Squares 

df Mean 
Square 

F Sig. 

Between 
Groups 

69.089 2 34.544 .325 .724 

Within Groups 9256.967 87 106.402   

Total 9326.056 89    

 
      Table 2 indicates the statistical analysis of One-way ANOVA on the three groups' pre-test scores. 
These results did not reject the null hypothesis at (p<.724) level of significance which indicated that the 
difference among the means was not significant, because of the fact that the probability level chosen for 
rejecting the null hypothesis of no difference was at (α =.05), so that the null hypothesis was not rejected 
if the amount of signification was lower than 0.05. Since the observed F (.325) is less than the critical F 
(3.11) with df=2/87, the difference between the groups is not significant at (p<0.05). On the other hand, in 
table 4.2., the amount of observed F (.325) for the three groups was lower than Critical F (3.11) suggesting 
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that the difference between three group's mean was not significant. This showed that the groups were 
homogenous before the research period at the pre-test level. The descriptive statistics for the three groups 
on the post-test are presented in Table 3.  
 
Table 3.Descriptive Statistics (Post-tests) 

 

 
 N Mean Std. 

Deviation 
Std. 
Error 

95% Confidence 
Interval for Mean 

Minimum Maximum 

Groups Lower 
Bound 

Upper 
Bound 

         

Concept Map  30 29.73 10.96 2.00 25.63 33.82 1.00 40.00 

Wordlist 30 24.33 10.99 2.00 20.22 28.43 3.00 40.00 

Control 30 20.90 9.89 1.80 17.20 24.59 5.00 40.00 

Total 90 24.98 11.12 1.17 22.65 27.31 1.00 40.00 

     Table 3 shows that the mean in the concept map differs significantly from two other groups, and also 
the mean of word list group shows difference to some degree from control group. The mean for concept 
map, word list, and control groups were 29.73, 24.33, and 20.90 respectively. To describe the statistical 
significance of the three groups’ means, One-way ANOVA was applied, and the results of the test were 
interpreted from two points: Level of significance and F-ratio. The results of the statistical operations are 
analyzed in Table 4.  
 
 
 Table 4.One-Way ANOVA  (Post-tests) 
 

 Sum of 
Squares 

df Mean Square F Sig. 

Between 
Groups 

1189.756 2 594.878 5.263 .007 

Within Groups 9833.233 87 113.026   
Total 11022.989 89   

 
     
      Table 4 shows the results of the post-test on the subject‘s scores rejected the null hypothesis at the 0.05 
level of significance which shows that the differences among the means were significant. The amount of 
observed F (5.263) for the three groups was higher than Critical F (3.11) with df=2/87 suggesting that the 
difference between the three group‘s means was significant. Since the probability level for rejecting the 
null hypothesis was smaller than (α = 0.05); therefore the null hypothesis was rejected. To clarify which 
group outperformed other groups in the post-test, the Post-hoc Scheffe test was conducted to compare 
the specific mean effectiveness among the three groups. Data are illustrated in Table 5.  
 
Table 5.Post-hoc Scheffe test (Multiple Comparisons of Post-tests) 

 

 
(I) 
VAR00009 

(J) VAR00009 Mean 
Difference 
(I-J) 

Std. Error Sig. 95% Confidence Interval 

Lower Bound Upper Bound 
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Concept 
Map 

Wordlist 5.466 2.865 .168 -1.6709 12.6042 

Control 8.933* 2.865 .010 1.7958 16.0709 
Wordlist Concept Map -5.466 2.865 .168 -12.6042 1.6709 

Control 3.466 2.865  .484 -3.6709 10.6042 
Control Concept Map -8.933* 2.865 .010 -16.0709 -1.7958 

Wordlist -3.466 2.865 .484 -10.6042 3.6709 

*. The mean difference is significant at the 0.05 level. 

    Table 5 shows that the difference between the concept map group and the control group is significant 
but with the wordlist group is not significant. Moreover, the difference between the wordlist group and 
the control group is not significant too (p<0.05). The results show that the concept map shows the greatest 
difference in comparison with the control group (p<0.010) and it shows that the concept map instruction 
had the most influence on the results of teaching vocabulary on post-test and learners' scores.  
 
Table 6. Descriptive Statistics (Experimental vs. Control Groups' Pre and Post-tests) 

  Mean N Std. 
Deviation 

Std. 
Error 
Mean 

      
Pair 1 Experimental Concept Map (Pre-test) 21.2000 30 10.87040 1.98465 

Experimental Concept Map (Post-test) 29.7333 30 10.96683 2.00226 
Pair 2 Experimental Wordlist (Pre-test) 19.1000 30 8.96872 1.63746 

Experimental Wordlist (Post-test) 24.3333 30 10.99321 2.00708 
Pair 3 Control (Pre-test) 20.5333 30 10.98191 2.00501 

Control (Post-test) 20.9000 30 9.89723 1.80698 

      
     Table 6 shows the descriptive statistics of the participants' performance in the pre-test and post-test. 
The mean score of concept map group in the pre-test is 21.2000 and in the post-test is 29.7333. The mean 
score of word list group in the pre-test is 19.1000 and in the post-test is 24.3333. The control group's mean 
in the pre-test is 20.5333 and in the poet-test is 20.9000.  
 
Table 7.Paired Samples t-test (Experimental vs. Control Groups' Pre and Post-tests) 

 

  Paired Differences t df Sig. 
(2-
tailed) 

   95% Confidence 
Interval of the 
Difference 

  Mean Std. 
Deviation 

Std. 
Error 
Mean 

Lower Upper    

Pair 1 Experimental 
Concept Map (Pre 
vs. Post-test) 

-8.53 12.976 2.369 -13.37   -3.68  -3.602 29 .001 
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Pair 2 Experimental 
Wordlist (Pre vs. 
Post-test) 

-5.23 13.026 2.378 -10.09 -.36 -2.200 29 .036 

Pair 3 Control (Pre vs. 
Post-test) 

-.36 10.029 1.831  -4.11  3.37 -.200 29 .843 

          
 
 
     Table 7 indicates that the observed t (3.602) is greater than the critical t (2.045) with df=29, the 
difference between the experimental concept map of the pre versus the post-test is significant at (p<0.05). 
The second pair analysis shows that the observed t (2.200) is greater than the critical t (2.045) with df=29. 
Thus, the difference between the experimental wordlist of the pre and post-test is significant at (p<0.05). 
The third pair analysis shows that the observed t (.200) is less than the critical t (2.045) with df=29. 
Therefore, the difference between the control group's pre and post-test is not significant at (p<0.05). 
Figure 1 show these results explicitly. 
 
Figure 1. Concept Map, Word List and Conventional Strategies in Vocabulary Teaching  
 
      According to Figure 1, three groups are homogeneous in the pre-test, and there is no significant 
difference among them. In the post-test, the three groups developed their vocabulary achievement, 
specifically concept map group.  
 
5. Discussion 
This section elaborates on the results and findings presented in the previous section. To discuss the 
results of the research, the research questions raised earlier in the study will be referred to as follows:  
RQ1: Do conceptual map techniques affect Iranian EFL learners' vocabulary development?   
      Findings of the study showed that conceptual map vocabulary learning strategies affect Iranian EFL 
learners' vocabulary development. After analyzing the data, the results showed that there was not a 
significant difference among the performances of the three groups in the post-test. It could be also 
observed that students who received conceptual map strategy instruction got better marks and their 
performance was better than the other two groups namely wordlist and control groups. By looking at the 
groups' means in Table 4.5, the results of Post-hoc Scheffe test revealed that conceptual maps instruction 
group had the greatest improvement in their vocabulary learning on the post-test. The learners of the 
conceptual map instruction group after the treatment period outperformed the other groups. Therefore, 
the first research null hypothesis was rejected (p<0.05). The reasons behind this result could be discussed 
in terms of the effectiveness of conceptual map vocabulary learning strategy on learners' use of 
productive vocabulary in reading. Using concept map as a teaching strategy has a positive effect on 
vocabulary learning improvement and English reading comprehension of students. The students in 
experimental group which were exposed to concept map strategy did better in the post-test than the 
students in the other two groups. These results of this study are in accordance with findings of Horton et 
al (1993) and Lee and Cho (2010).  
     Presenting materials through concept map as a cognitive tool in the class causes reviewing and 
organizing of materials and on the basis of information processing theory, the reviewing, expanding and 
organizing not only causes information transfer, but also improves the mind status. The studies (e.g., Lee 
& Cho, 2010; Nobahar, Tabrizi & Shaghaghi, 2013) find concept map as an effective strategy in which the 
visual reviewing of materials is provided easily and the map shows a comprehensive graphical summary 
of concepts and their relationships.  
RQ2: Do word list techniques affect Iranian EFL learners' vocabulary development?  
     The results showed that there was not a significant difference among students' performance in pre-test, 
but in contrast there was a significant difference among the performances of the three groups in the post-
test. Findings of the study showed that students who received word list strategy instruction slightly 
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improved but according to Table 4.5, the Post-hoc Scheffe test shows that the word list instruction group 
did not show a significant difference with the control group.  
     Teaching vocabularies in context has also been reported to yield better gains than teaching words in an 
isolated definition approach. Oxford and Scarcella (1994) also notice the same results as they compared 
the two approaches and found that the context group could express significantly more meanings, 
specifically, meanings of nouns rather than verbs. Learning through word list strategy needs more 
practice and is more time-consuming. Furthermore, the students stated that learning words through the 
word list strategy is boring since they needed to repeat a large number of words without any association 
between the words and their meanings. In spite of the time and energy that students devoted to the 
learning vocabularies through word list strategy, they may gain little since they forget most of the words 
after a short time.  
     Learning vocabulary through lists causes list effect. It is in line with Nakata's (2008) study who found 
that list effect is a phenomenon caused by the position of the word in a given list, as a result of which " 
learners may have no problem retrieving memory of the item within the list, but have considerable 
difficulty in doing so when it is presented outside it" (p. 7). Also, there may be problems of attention with 
word lists, because some words may receive less attention than others because of their particular 
positions in the list. In addition, based on this study, using word list was difficult for some of the students 
because it was not effective for them to search an unfamiliar word in dictionary and it made them 
confused. Sometimes choosing an appropriate definition for a word with several meanings was difficult 
for them.   
RQ3: Is there any significant difference between conceptual map and word list techniques in the EFL 
learners' vocabulary development?  
     Based on the result section, there are significant differences between the three groups. The results of 
post-test show that the group of conceptual map instruction outperformed the group of word list 
instruction. The findings of this study concerning word list strategy did not show a positive effect on 
vocabulary learning, that is, the results of the study did not indicate the superiority of word list strategy 
over traditional ways in terms of improving Iranian EFL learners' vocabulary learning. So the third null 
hypothesis is rejected. It shows that the use of context and context clues might be of more use than the 
use of concept map concerning vocabulary acquisition. Another possible reason may be due to the fact 
that although both strategies were explained to the participants; however, learners are more familiar with 
context clues than concept map. Furthermore, using context clues is easier, comes naturally, and does not 
need much instruction; while using concept maps is more complicated and may be confusing for the 
learners who encounter it for the first time. The results showed that the first group's scores were 15 to 120 
percent higher than the second group's score which shows the positive effect of conceptual map 
instruction on vocabulary acquisition, retention and use.  
 
6. Conclusion  
This study began with the assumption that applying vocabulary learning strategies could enhance the 
Iranian EFL learners’ vocabulary. The two experimental groups were taught the new vocabulary through 
two methods of instruction. And the control group received conventional instruction such as synonyms, 
definition and translation. The instructor explored to see if the application of different vocabulary 
learning strategies have any effect on the Iranian EFL learners or to investigate the effect of each 
approach. The results also showed that applying the word list strategy slightly improved the learners' 
vocabulary knowledge.  
     The applications of concept map vocabulary learning strategy in teaching new vocabulary resulted in 
the successful use of vocabulary among the students. The EFL learners intending to develop their 
vocabulary knowledge and promote their reading skill, learn new vocabularies within the context. 
Learners can benefit from using this technique in several ways: firstly, they may enjoy the text in which 
they are encountering new vocabulary, without being bored from learning a numerous number of words 
in isolation which may be boring. Secondly, it can promote not only the vocabulary knowledge but also 
reading skill. Finally, they can gain more self-confidence after having a successful guess using context 
clues.  
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    Teachers should try to familiarize their students with vocabulary teaching strategies such as the two 
explored in this study, that is, conceptual map and word list strategies. However, before teaching 
students how to use strategies effectively, teachers should be trained in strategy instruction and 
assessment. They should be equipped with appropriate strategies to be able to propose the students with 
the appropriate ones that can deal with difficult academic tasks. For instance, if one strategy does not 
work, they should be able to suggest another alternative.  
      Curriculum developers and material producers should definitely work in cooperation with both 
teachers and students. Together with teachers, they should decide what learning strategies they need to 
identify. Indeed it is the curriculum developers’ responsibility to allocate enough time in the curriculum 
for teachers to conduct strategy research in their classes. Material producers should produce materials 
that teachers will use throughout their class research. That is, the materials they produce should be in line 
with students learning strategies and they should be appealing to students’ needs and interests.  
     Further studies can be conducted to measure the effects of concept maps strategies on the other 
various areas of language learning. This study was only conducted on male learners, it is suggested that 
similar studies could be done with the students including both male and female ones. This study was 
conducted on language learners at pre-intermediate level. Interested researchers can research the effect of 
these strategies on the other levels of language ability such as intermediate or advanced. This study was 
done on pre-university students that English was not their major, other investigations could be done on 
the students that English is their major. As this study was only done at one pre-university center, more 
research is needed to be done in other similar situations to support these findings. This study lasted for 
eleven weeks. Other studies can allocate more time to the instruction of teaching vocabulary through 
conceptual map and word list strategies.  
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ABSTRACT 

THE OBJECTIVE OF THE PRESENT STUDY IS TO DETERMINE THE RELATIONSHIP BETWEEN 
SELF-DIRECTED LEARNING AND ITS COMPONENTS (SELF-MANAGEMENT, LOVE OF LEARNING 
AND SELF-MONITORING) WITH LEARNING ACHIEVEMENT OF ENGLISH SUBJECT OF THE (PRE-
UNIVERSITY) STUDENTS IN ISFAHAN ON 2013-14 ACADEMIC YEARS. THIS STUDY WAS 
DESCRIPTIVE AND OF CORRELATIVE TYPE. THE STATISTICAL POPULATIONS OF THIS 
RESEARCH WERE 12968 INCLUDED ALL OF THE SENIOR HIGH SCHOOL STUDENTS. THREE 
HUNDRED AND SEVEN OF THEM (168 MALES AND 202 FEMALES) WERE CHOSEN AS THE 
SAMPLE BY STRATIFIED RANDOM METHOD. THE RESEARCH TOOL WAS THE INVENTORY OF 
SELF-DIRECTED LEARNING WITH 39 ITEMS. ITS CONSTRUCT VALIDITY AND RELIABILITY WERE 
CONFIRMED USING FACTOR ANALYSIS AND CRONBACH’S ALPHA (0.77) RESPECTIVELY. DATA 
WERE ANALYZED THROUGH PEARSON CORRELATION COEFFICIENT. RESULTS OF THE 
RESEARCH HAVE SHOWN THAT THERE IS A SIGNIFICANT RELATIONSHIP BETWEEN THE 
COMPONENT OF SELF-MONITORING OF SELF-DIRECTED LEARNING AND LEARNING 
ACHIEVEMENT AS WELL AS BETWEEN THE COMPONENT OF SELF-MONITORING OF SELF-
DIRECTED LEARNING AND ENGLISH LEARNING ACHIEVEMENT. 
 
KEYWORDS: ENGLISH LANGUAGE, SELF-DIRECTED LEARNING, SELF-MANAGEMENT, SELF-
MONITORING, LOVE OF LEARNING, LEARNING ACHIEVEMENT 
 
INTRODUCTION 
The concept of learning has been one of the prominent concepts in human life. In addition, some factors 
such as intelligence, gender and acquirable, the other factors like study, methods, and self-directed 
learning affect learning and learning achievement. Since in every educational system, learning 
achievement is considered as the most important achievement and success index of scientific and 

mailto:majidsharifi52@yahoo.com
mailto:mnadi@khuisf.ac.ir


Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 303 

educational activities, investigating factors affecting students’ learning achievement is of particular 
importance for researchers of educational sciences and psychology. The position of learning achievement 
in today’s education system has special status. It is said that the biggest common section between home 
and school in learning achievement in terms of culture building and transformation of values is the 
institution of education (Irajpour, 2008). The variable of students’ learning achievement and investigation 
of its affecting factors is an important issue that has been highly considered by education experts during 
the three past decades. Learning achievement will be obtained if teacher`s teaching activities and 
student`s efforts lead to optimum efficiency. (Seyf, 2007). 
Some studies have emphasized on learning English as a second language in recent years (Obralic & 
Akbarov, 2012). Second language is investigated wherein it is the means of transferring daily 
communication. Nowadays, English an international language (Chen, 2010). In Iranian educational 
system, English is one of the subjects that taught at guidance and high schools, student`s learning rate is 
tested through learning achievement and final tests. Learning achievement means the increase of learning 
rate, score level, and the issue that students pass subjects and education level as well as education 
organization approaches its preset objectives (Amiri, 2010). Students’ learning achievement and its 
effective factors are the crucial issue that has assigned a majority of educational sciences researches to 
itself. Learning achievement is the individuals’ learned or acquired abilities from presented subjects or in 
experimental issues, which conducted in different methods (Atkinson, 2004). Educational success means 
ending each education course successfully and finally graduating from high school and obtaining 
diploma or pre-university degree that is the end of the responsibility of education of each student 
(Razavianshad, 2006). In information age, success in school is not referred to the passed years or the years 
in which diploma was obtained, but it means accessing cognitive skills, new technologies and 
maintaining motivation for continuous learning (Mashayekh, 2008). 
One of the factors affecting learning achievement considered by many researchers is self-directed 
learning. Self-directed learning is a process in which learners are responsible for planning, performing 
and assessing their learning and are expected to be active independently to achieve preset learning goals 
(Nadi, Yosefi, & Changiz, 2011). Owing to the advantage relevant with the results of self-directed 
learning and educational and organizational environments, its importance is seriously emphasized and 
its value is considered as an indispensable skill for education and work in the twenty-one century 
(Yoosefi & Gordanshekan, 2010). Self-directed learning is in the sense that individuals select, manage and 
evaluate their activities anytime, anywhere, through any means and in any age can follow their learning 
activities (Chen, 2010).  On the one hand, Fisher et al. (2001) consider self-directed learning as a process in 
which students are involved in learning by their innovation, identifying needs, preparing and 
formulating learning goals, identifying resources for learning, selecting and implementing learning 
strategies as well as evaluating learning results. On the other hand, self-directedness is an educational 
method, which is increasingly used in pioneering educational institutes and systems owing to its relation 
with learning achievement. Self-directed learning can be defined according to learner’s responsibility rate 
in lieu of self-learning (Nadi & Sajadian, 2006). They investigated self-directedness in three factors of self-
management, love of learning and self-monitoring. 
After all, learners’ educational problems are among important issues related to education in all societies. 
This educational problem wastes many of the resources that can be spent for the quality and 
development of education annually. Therefore, in the educational system, learning achievement is a 
matter that assigns a huge amount of researches to itself and has factors affecting on it that are taken into 
account by educational psychologists and experts for years (Erfaniadab, Mesrabadi, & Zavvar, 2013). For 
many years, second language is being taught at schools, but evidence shows that efforts for students’ 
progress have been disappointing. With changes in the world, technology advancement and cultural and 
social changes, learning second language has been one of the issues considered by education all around 
the world, but schools have not been so successful in the matter of learning achievement and learning 
foreign language in spite of all efforts that educational systems had made (Ashour Jhaish, 2010; Carson, 
2012; Matseke, 2011). Among factors affecting students’ learning achievement in accordance with 
conducted researches, self-directed learning can be mentioned (Carson, 2012; Safavi, Shoshtarizadeh, 
Mahmudi, & Yarmuhammadian, 2010; Zareh, Saied, Mosapour, Sarmadi, & Hormozi, 2010). Carson 
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(2012) suggested that students who are not self-directed learners, experience higher risk in learning 
second language. He states that many of students, owing to not being self-directed, are not successful in 
English subject and work traditionally as well as gain no progress. He also expresses that if self-directed 
students are identified, they can guide learning running in class and are responsible and independent 
individuals in learning second language. 
Zareh et al. (2010) in one research examined the relation between the preparation of self-directed learning 
in B.A. students of virtual universities and learning achievement. Results indicated that there is a positive 
and significant relation between two variables of self-directed learning and learning achievement. 
In addition, Behroozi et al. (2013) investigated the relation between self-directed learning and learning 
achievement as well as life satisfaction in students. The results revealed that there is a positive and 
significant relation among self-directed learning and its three components namely self-management, love 
of learning and self-monitoring with life satisfaction and learning performance. Furthermore, it was 
shown that the components of self-directed learning are appropriate predictors for life satisfaction and 
learning performance. 
Abd-Alfattah (2010) in his research according to regression model (1995) investigated the relation 
between components of self-directed learning (self-management, self-monitoring and motivation) and 
learning achievement in English course. The results indicated that components of self-management, and 
self-monitoring significantly predicted learning achievement in the  two sentences and motivation 
predicted learning achievement only in the second semester. 
Abedin et al. (2013) in their studies pointed out that with changing views of learning and teaching in 
recent decades, most of modern learning theories emphasize active and self-directed learning. In other 
words, learners should manage their own learning and gain conceptual and deeper understating of 
complex subjects in the classroom using self-directedness in learning. Carson (2012) studying self-
directed learning both in traditional and technological environments revealed that self-directed learning 
and its related components are among factors relevant with students’ learning achievement in high 
schools. The result of his researches in this regard has provided information stating school personnel 
should identify self-directed students and allow them to use their own abilities and increase their own 
learning achievement. Naemi et al. (2012) also pointed out that in today’s world knowledge is constantly 
changing and enhancing and dealing with newfound concepts is an important aspect of encountering 
with individuals, learning the skills of self-directed learning is indispensible and important for learners’ 
success. For greater and deeper motivation to learn, students should learn these skills. According to the 
research and theoretical principles suggested in the statement and importance of this research, it is hoped 
that its results will provide necessary information and educational usages regarding the effect of the 
variables of self-directed learning and learning achievement for language learners, students, English 
teachers, textbook writers, designers of educational programs and even textbook publishers and other 
individuals, organizations, universities as well as English-teaching centers and institutes in order to use 
them in plans and decisions and increase students’ learning  achievement promotion. Moreover, it was 
observed a vacancy concerning the above-mentioned variables among high school students that increase 
the necessity of this research. 
Now, according to the significant growth of human knowledge at international level, the issue is that 
learning English is one of the main issues in the Iranian educational system and success achievement in 
this direction depends on various factors. Based on the studying researches and theoretical claims, self-
directed learning is one of the factors affecting learning achievement that. Therefore, the researcher has 
dealt with determining the relation between these two English courses of pre-university students. The 
main objective of the present study is to determine the relation between self-directed learning and its 
components and learning achievement of English in pre-university students (four-level grade) in state 
high schools of Isfahan in 2013-14. 
RESEARCH HYPOTHESES 

1. There is a relation between self-directed learning and learning achievement of English subject in 
four-level high school students. 

2. There is a relation between self-management component and learning achievement of English 
subject in four-level high school students. 
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3. There is a relation between love of learning and learning achievement of English subject in four-
level high school students. 

4. There is a relation between monitoring and learning achievement of English subject in four-level 
high school students. 

METHODOLOGY 

The present study is descriptive and of correlative types and its statistical populations were all pre-
university students of state male and female high schools of Isfahan in the academic year 2013-14 that its 
number was 12968. The simple size was estimated 370 persons in respect to the table of Cohen et al. 
(2000) and stratified random sampling method. The data collection tool was the inventory of self-directed 
learning by Fisher et al. (2001).  
 

Educational field Number of male 
students 
(statistical 
population) 

Male sample Number of 
female students 
(statistical 
population) 

Female sample 

Math 3473 106 2377 67 

Human sciences 571 18 1844 48 

Empirical 
sciences 

1429 44 3274 87 

Grand total 5473 168 7495 202 

 
Table 1: Statistical population of the students of four-level female and male high schools according to 
gender and field 
 
RESEARCH TOOLS 
Self-directed learning inventory: this inventory was made by Fisher et al. (2001) and has 39 items in 
three components of self-monitoring, self-management and love of learning. This inventory is scored 
based on Likert five-point scale (1= completely disagree to 5= completely agree). Items 8, 11, 15, 17, 18, 19, 
20, 31, 33, 34, 35, 37, 38, 39, 40, items 1, 2, 3, 4, 5, 6, 21, 27, 28, 30, 32, 36 as well as items 9, 10, 12, 13, 14, 16, 
22, 23, 24, 25, 26 and 29 are relevant with self-monitoring, self-management and love of learning 
respectively. This inventory is normalized and translated by Nadi and Sajadian (2006) and its reliability 
coefficient was obtained 0.83. The reliability coefficient of self-monitoring, self-management and love of 
learning was reported 0.825, 0.723 and 0.814 respectively by Nadi and Sajadian (2011). One question 
example of this inventory is “I prioritize my works”. 
Learning Achievement: In order to measure the student`s learning achievement, the teacher-made test of 
the first semester of school was used and the scores that students had obtained in pre-university English 
subject were considered as the criterion for assessing learning achievement.  
VALIDITY 
To measure the construction validity of inventories, factor analysis was conducted. Factor analysis 
confirmed self-directed learning inventory with three components of self-management, love of learning 
and self-monitoring. In the preliminary index, KMO measure of sample adequacy and Bartlett's 

sphericity test were calculated for factor analysis in order to determine the suitability of data. The value 
of KMO in all variables was obtained higher than 70% that shows the suitability of data and observing 
the condition of conducting factor analysis. In order to analyze formal validity and ensuring that words 
used in these inventories are comprehensible for students, 20 inventories were distributed among the 
students and this case was assured. 
RELIABILITY 
As it is considerable in Table 2, Cronbach’s alpha, Guttmann and Spearman-Braun were used to calculate 
the reliability of the research. 
 

Statistical indices 
 

Cronbach’s alpha Guttmann Spearman-Braun 
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Subscales 

Self-management 0.51 0.55 0.55 

Love of learning 0.50 0.48 0.48 

Self-monitoring 0.60 0.45 0.45 

Grand total 0.77 0.68 0.68 

Table 2: Reliability coefficients for subscales of self-directed learning and grand scale 
After collecting data obtained from inventories, the data was transferred to the pages of raw data of 
Statistical Social Science Version 18 Software and was analyzed using descriptive statistics including 
frequency, percentage and inferential statistics consisting of Pearson correlation coefficient. 
 
RESULTS 

Standard Variable Learning Achievement 

Statistical indices 
Self-directed learning 

Correlation coefficient Square of correlation 
coefficient 

Sig level 

Self-management 0.11 0.012 0.033 

Love of learning -0.020 0.0004 0.705 

Self-monitoring 0.13 0.016 0.011 

Self-directed learning 0.098 0.009 0.066 

(p≤0.05) 
Table 3: Correlation coefficient self-directed learning and its components (self-management, love of 
learning and self-monitoring) and learning achievement of English subject in four-level high school 
students 
 
As shown in Table 3, there is a positive and significant relation between components of self-management 
(r=0.11 & p≤0.05) and self-monitoring (r=0.13 & p≤0.05) with learning achievement of students. Based on 
the coefficient of self-management and self-monitoring explain 0.012 and 0.016 of the variance of learning 
achievement of students. While, there is no significant relation between love of learning (r=-00.020 & 
p=0.705) and grand scale (r=-0.098 & p=0.066) with learning achievement of students. Thus, the 
significant relation between components of self-management and self-monitoring with learning 
achievement of high school students in English subject is confirmed. According to the results of Table 3, 
the second and fourth hypotheses suggesting a significant relation between components of self-
management and self-monitoring with learning achievement of high school students in English subject at 
level (p≤0.05) are confirmed. 
 
DISCUSSION AND CONCLUSION 
According to the results of Table 3, the existence of a significant relation between components of self-
management and self-monitoring with learning achievement of English subject in four-level high school 
students is confirmed. While, no significant relationship was found between the components of love of 
learning and grand scale with learning achievement. Results of the present research suggesting a relation 
between components of self-management and self-monitoring with learning achievement are in 
consistent with those of Behroozi et al. (2013) and Abd-Alfattah (2010). This consistency possibly is the 
result of similarity in statistical population and measurement tools. Gugliemino (2008) considers self-
directed learning as human’s inherent response to the need to learn. Self-directed learners manage and 
monitor required time and energy for learning. They are able to plan, analyze, perform and evaluate 
learning activities independently and identify their needs in the teaching-learning process. Therefore, 
they increase their success and progress in learning second language by these characteristics. It is inferred 
from the results that as much as learners and students take responsibility for their personal progress and 
development and are able to identify their needs and set learning goals as well as monitor and manage 
learning, are more successful, and therefore their scores would increase in English subject. Additionally, 
the results indicate that if English teachers pay attention to components of self-monitoring and self-
management and encourage learners to be self-directedness in the process of learning, they facilitate the 
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educational process and develop and promote learning achievement. Furthermore, according to the 
research results suggesting the lack of relation between self-directed learning and component of love of 
learning with learning achievement, it can be explained that some learners are disappointed of learning 
English as the second language and one of the main subjects in the institutes, and are not interested in 
learning it. They cannot understand the goals of second language and the need to it, because they cannot 
use English in their daily life, as a result, they do not make effort for being self-directed and independent 
in the process of learning and creating motivation for acquiring more knowledge. According to the 
research result of Zareh et al. (2010), Carson (2012) and Cazan and Schiopca (2014), it can be concluded 
that self-directed learning has a significant relation with learning achievement, but the lack of a relation 
between these two variables of the present research results from students’ attitude towards learning 
second language and its importance in the educational and life. If the importance of self-directed learning 
and its components are identified to learners and sufficient motivation for learning foreign language is 
created, learner will master foreign language and their learning achievement will be increased. One of the 
limitation of the present research is inaccessibility to a standard learning performance test that could be 
used as a criterion for measuring students’ learning achievement. Moreover, this research is limited to the 
four-level (pre-university) high school students of Esfahan and generalizing its results to the other areas 
and cities of Esfahan County, other counties as well as other educational organizations should be 
conducted with caution. Another limitation is the kind of the study which is of correlative types. This 
mesign does not provide the cause-and-effect relation for the researcher and it cannot be concluded 
experimentally. Respecting the existence of a significant relation between components of self-
management and self-monitoring with learning achievement, it is suggested that teachers convert 
learners to self-directed learners as much as possible to make them guide and follow their process of 
teaching-learning independently. It is also suggested that the effect of self-directed learning on the 
learning achievement of English be investigated in intelligent schools. Regarding the present research is 
conducted on four-level high school students, it is suggested that it would be conducted for other level of 
high school and their results would be compared with the results of this research. The last suggestion is a 
similar research be conducted in the areas and cities of Isfahan County and other counties and their 
results would be compared to the results of this research. 
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ABSTRACT 

THIS TWO-PHASED STUDY INVESTIGATED DIMENSIONS OF INTERCULTURAL SENSITIVITY OF 
300 IRANIAN EFL TEACHERS AND 308 IRANIAN UNIVERSITY STUDENTS AS WELL AS THEIR 
DEVELOPMENTAL LEVEL FROM THE PERSPECTIVE OF ETHNORELATIVISM VERSUS 
ETHNOCENTRISM. IN BOTH PHASES, TOEFL AND CHEN AND STAROSTA'S (2000) 
INTERCULTURAL SENSITIVITY SCALE WERE EMPLOYED FOR DATA COLLECTION. THE 
RESULTS OF THE TWO SEPARATE FACTOR ANALYSES INDICATED THAT BOTH IRANIAN EFL 
TEACHERS AND STUDENTS ARE AT THE MINIMIZATION STAGE OF ETHNOCENTRIC STAGES. 
AT THIS STAGE, THEY ACKNOWLEDGE THE EXISTENCE OF CULTURAL DIFFERENCES BUT 
HAVE NOT CONSTRUCTED A META-LEVEL CONSCIOUSNESS BELIEVED NOWADAYS TO BE 
INEVITABLE FOR EFL PROGRAMS DESIGNED TO HELP BOTH TEACHERS AND STUDENTS NOT 
TO BE "FLUENT FOOLS" (BENNETT, 1997:16).THE RESULTS IMPLY THAT THE CULTURAL 
DIMENSIONS OF THE TARGET LANGUAGE AS THE INSEPARABLE COMPONENT OF 
SECOND/FOREIGN LANGUAGE ACQUISITION ARE APPROACHED NEITHER APPROPRIATELY 
NOR IN A PRINCIPLED MANNER IN IRAN. THUS, SECOND LANGUAGE ACQUISITION 
INEVITABLY NEEDS TO BE SUPPLEMENTED BY SECOND CULTURE ACQUISITION TO BE ABLE 
TO PREPARE CITIZENS FOR EFFECTIVE AND PRAGMATIC-FAILURE-FREE INTERACTIONS IN 
INTERCULTURAL ENCOUNTERS IN TODAY’S GLOCALIZED WORLD. 
 
KEYWORDS: INTERCULTURAL SENSITIVITY, EFL TEACHERS, EFL STUDENTS, 
ETHNORELATIVISM, ETHNOCENTRISM 
 
1. Introduction 

We are living in the world which has been regarded as a new age (Fantini, 2002) in which rapid 
technological progress has provided individuals with a variety of opportunities to have instant 
communications with the people throughout the world (Peng, Lu, and Wang, 2009) regardless of  their 
nationality, identity, and cultural background. This trend has brought about drastic changes from the 
gradual disappearance of territoriality to emergence of interculturality and intercultural citizenship 
which have led to “bonding of internationalism” in Byram’s (2011:17) terms. The issue is, then, how 
people and organizations should be prepared for pragmatic-failure-free interactions in intercultural 
encounters in today’s glocalized world. This claim is further emphasized by Volet and Ang (2012) who 
assert, “One of the major educational goals of the internationalization of higher education is to prepare 
students to function in an international and inter-cultural context” (p.21). 
     Thus, the creation and improvement of the required abilities guaranteeing successful communications 
seem absolutely essential. Among these abilities, the first and the most problematic ones are language 
and culture. According to Novinger (2001), although speaking a different language is considered as an 
obstacle, speaking a different culture is a greater impediment. Thus, our foreign language programs need 
prodigious revisions to become capable of making language teachers aware of the importance of cultural 
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dimensions of language teaching and learning. Foreign language teachers, if prepared enough, need to 
take this highly important point into consideration and take practical actions as to how to make it 
possible as one of the major objectives of their syllabi. It needs to be mentioned that knowledge of the 
target culture alone would not lead to successful communication, to achieve such a goal “cross-cultural 
skills”, “positive attitudes”, and “awareness” are also required (Fantini, 2002. P.16). Thus, the prerequisite 
for successful communication is intercultural communicative competence as well as a sufficient degree of 
intercultural sensitivity as one of its components. 
      Obviously, our foreign language teaching programs need to undergo some fundamental and 
prodigious revisions overshadowing all the relevant stages of curriculum design, implementation, and 
assessment. This new curriculum should be comprehensive enough to encompass all necessary 
ingredients including international, citizenship and political dimensions and can raise critical cultural 
awareness on the part of both teachers and students. Such a curriculum cannot successfully be designed 
unless it is informed by the necessary details as to individuals’ intercultural awareness levels. To provide 
such details, the first step is to evaluate the current degree of sensitivity of teachers and students to 
intercultural differences technically termed intercultural sensitivity level. This important step on the part 
of curriculum designers can reorient teacher education to address intercultural issues which are 
nowadays considered as the prerequisite for successful intercultural encounters because “teachers might 
reach out from their local context, become aware of global trends and ideas, and then mediate these 
through the local realities of their language teaching context ” (Motteram, 2016:152). These mediations 
and interventions which can be effectively made in the classroom, as reiterated by Rienties and Nolan 
(2014), would also benefit students considerably due to the fact that it can help them obtain a deeper 
understanding of both their own culture and of others.  
  
2. Literature review 
2.1. Bennett’s Developmental Model of Intercultural Sensitivity  
 
As a theoretical tool to assess the intercultural sensitivity of students and teachers in Iran, Bennett’s 
Developmental Model of Intercultural Sensitivity (DMIS) was employed in the present study. According 
to his theory, communication among people could result in a decrease in their intercultural sensitivity. 
The developmental model of intercultural sensitivity is a six-stage model containing two general 
categories namely ethnocentrism, and ethnorelativism (Bennett, 1998) which clearly demarcates 
individuals’ cultural orientations towards people who come from different cultural contexts. Each of the 
categories includes three distinct stages as follows: 
 
Ethnocentrism: Denial, defense, and minimization are included in this category. Based on this category, 
Bennett and Bennett (2004) argued, “individuals view their own culture as central to reality, and 
individuals act by avoiding cultural differences through denying its existence, raising defense against the 
differences and minimizing its importance” (p.153). 
  
Denial: According to Hammer et al. (2003), people consider their own culture as the only one in this stage. 
Defense: In this stage, people are aware of the differences, and have negative attitudes towards them 
(Bennett, 1993). 
Minimization: According to Bennett (1986), “cultural difference is acknowledged and is not negatively 
evaluated” (p. 184).  
 
Ethnorelativism: acceptance, adaptation, and integration are included in this category. Bennett and Bennett 
(2004) claimed, “during the above-mentioned stages, people experience the culture in the context of other 
cultures, and can be interpreted as seeking cultural differences through accepting its importance, 
adapting a perspective to take it into account, or by integrating the whole concepts into a definition of 
identity”( p.153).  In these stages, individuals neither have any negative attitudes towards cultural 
differences nor do they regard them as a threat. In fact, an individual tries to “develop a new category for 
understanding” (Bennett, 1993, p.2). 
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 Acceptance: It is the state in which “one’s own culture is experienced as just one of a number of equally 
complex worldviews” (Bennett, 2004:68). 
 Adaptation: It is a stage in which “the experience of another culture yields perception and behavior 
appropriate to that culture” (Bennett, 2004:70). 
Integration: It is a state in which “one’s experience of self is expanded to include the movement in and out 
of different cultural worldviews” (Bennett, 2004:72). 
 
     Bennett (1998) has described ethnorelative stages as “being comfortable with many standards and 
customs and ... having an ability to adapt behavior and judgments to a variety of interpersonal settings,” 
and ethnocentric stages as, “using one’s own set of standards and customs to judge all people, often 
unconsciously” (p. 26). 
 
2.2. Intercultural Competence and Intercultural Sensitivity 
 
Although it is difficult to identify specific components of intercultural competence, it has been 
summarized by Deardorff (2006) as “an ability to communicate effectively and appropriately in 
intercultural situations based on one’s intercultural knowledge, skills, and attitudes” (p.247).  
     Zakaria (2000) asserts that intercultural competence consists of three parts, the first one is behavior, the 
second one is cognitive, and the last one is affective. Chen and Starosta (1996) stated that in the behavioral 
part, communicational skills help an individual to act appropriately and efficiently in a community of 
target culture. The cognitive part is similar to cultural awareness based on which different views and 
value systems are employed in an individual’s mind. For multicultural coexistence, both understanding 
of one’s own culture and influence of culture on one’s behavior, regarded as self-awareness, are required. 
The third part of intercultural competence is similar to intercultural sensitivity (Zakaria, 2000). Its focus is 
on changes in an individual due to the changes occurring in different environments, situations, and 
people. Looking at the issue from a different perspective, Bennett (1984, 1986) believes that intercultural 
sensitivity is a developmental process in which individuals are able to transfer themselves from the 
ethnocentric stages to ethnorelative stages. 
 
2.3. Iranian Culture and Intercultural Encounters 
 
Culture can affect an individual’s behavior; it means that Iranians and Americans’ reactions in the same 
situations, for instance, may be completely different. Here is an example given by Koutlaki (2010). 
Years ago in England, when Hossein was studying, we rented an upstairs bedroom of a family’s house. 
This one room served as our bedroom, study room, and dining room. I had just got home from work and 
was resting. Suddenly Hossein burst into the room, evidently perturbed, woke me up, and said that a 
fellow student, who had given him a ride home, was coming upstairs for coffee. “Why on earth did you 
invite him in?” I asked him. “I was only doing ta’ârof; I didn’t know he would come!” he said. (p.44) 
 
     Koutlaki (ibid) believes this invitation was made to thank a fellow student for driving him home and it 
was not a real and official one, but this problem occurred because that American person was unaware of 
several schemas existing in Iranian culture like the schema of face (âberu), the schema of ritual politeness 
(Ta’ârof), the schema of modesty (shekasteh-nafsi), and emotion schema, among many others, which are 
frequently and commonly utilized in Persian culture as an indication of respect towards other people and 
cause  a variety of misunderstandings  in intercultural communications which can sometimes be highly 
offending. 
     Being aware of such concepts can prevent individuals from pragmatic failures. Mirdehghan et al. 
(2011) carried out a study on cultural barriers. In their study, they worked on negative effects of cultural 
barriers on language learning process in Iran. They found that for successful language learning, English 
and Iranian cultures should be included in the process of language teaching, and that “taboo words”, 
“political relations” and “religious factors can affect ELT (p.18). 
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3. The Current Study 
Each language has two main components namely soul and body. The body of the language is grammar 
and vocabulary, and the soul of the language is culture. Teaching and learning vocabulary and grammar, 
which are traditionally done in institutes and universities, has limited the language to its body, and the 
product of such a method is nothing but a fluent fool who, according to Bennett (1997), might be able to 
write and speak the target language well but would pragmatically fail in real communications. Thus, as 
Bennett (ibid) has asserted, in addition to grammar and vocabulary, culture must be incorporated in the 
processes of second language learning. In fact, if such a thing occurs, people can effectively communicate 
with people of other cultures and can avoid pragmatic failures. Inspired by these crucial issues, the 
researcher attempted to seek an answer to the following research questions in order to fulfill the 
objectives of the study. 
 
1. What aspects of intercultural sensitivity are given more weight by Iranian EFL teachers?  
2. What aspects of intercultural sensitivity are given more weight by Iranian EFL students? 
3. What is the level of intercultural sensitivity of Iranian EFL teachers?   
4. What is the level of intercultural sensitivity of Iranian EFL students? 
 
4. Method 
4.1. Participants 
The 608 male and female English teachers and students who served as participants in this study were 
selected randomly. They were 300 female and male teachers whose ages ranged from 22 to 45, and their 
majors were English Translation, English Literature, and TEFL. The students who served as the 
participants for the second phase of the current study were 308 senior students also majoring in English 
Translation, English Literature, and TEFL at several universities. Their ages ranged from 21 to 24. The 
participants for this study were selected on the basis of their language proficiency level as well that is the 
participants whose scores were one standard deviation below and above the mean were chosen. 
 
4.2. Procedures  
The whole data of this study were collected during two separate phases. Initially, 300 English teachers 
were selected from among 340 teachers based on their language proficiency level. Similarly, 308 students 
were selected from among 350 students. To evaluate the participants’ levels in terms of language 
proficiency and also to homogenize them in both phases, the researcher administrated a TOEFL test. The 
participants were asked to answer one hundred forty multiple choice questions in 120 minutes, they were 
also required to complete the intercultural sensitivity scale in the presence of the researcher. Finally, two 
factor analyses were done to explore the factorial structures of the scales completed by teachers and 
students.  
 
4.3. Instruments  
 
4.3.1. General Language Proficiency Test of TOEFL 
 
A general language proficiency test, January 2004 version of TOEFL (Test of English as a Foreign 
Language) PBT, (TOEFL ACTUAL TESTS, 2005, pp.7-36) was utilized. It was pilot-tested before the 
administration and the reliability index calculated by Kuder-Richardson (KR-21) formula turned out to be 
0.78. 
 
4.3.2. Intercultural Sensitivity Scale 
 
This scale, developed by Chen and Starosta in 2000, consists of twenty-four items. The participants were 
required to reflect their ideas by choosing one of those five items on the Liker-type scale: strongly 
disagree, disagree, uncertain, agree, and strongly agree. The reliability of this scale has already been 
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confirmed by some studies conducted in the U.S. by Chen and Starosta (2000). According to them, the 
Cronbach alpha reliability coefficient is 0.86. Fritz, Mollenberg, and Chen (2001) also conducted another 
study. In their study with a German sample, the scale was validated through a confirmatory factor 
analysis according to which the internal consistency values of its five parts ranged from 0.58 to 0.79.  
5. Results 
5.1. Phase One of The Study 
 
A factor analysis was done to investigate the factorial structure of the scale in both phases. The 
appropriateness of the data was checked prior to factor analysis. An inspection of the correlation matrix 
revealed the presence of many coefficients of 0.3 and above. The Kaiser-Meyer-Oklin (KMO) value was 
0.76, exceeding the recommended value of 0.6, and the Bartlett’s test of Sphericity was statistically 
significant at p<.001. Furthermore, an initial Principal Components Analysis (PCA) was done to 
determine the plausible number of factors to be extracted. An inspection of Eigenvalues and the screen 
plot revealed that no firm conclusions could be made as to the number of factors. Hence, in order to be 
more confident that the correct number of factors is selected, a Parallel Analysis (PA) was run. The results 
indicated that only five Eigenvalues exceeded the corresponding criterion value for a randomly 
generated data matrix of the same size (25 variables × 300 respondents). Therefore, it is safely concluded 
that five factors are underlying the scale. A PCA with five factors and Varimax rotation was run next. The 
obtained factor loadings are displayed in the following tables as follows:  
     Table 1 demonstrates the seven items that loaded on factor one, namely interaction confidence in 
intercultural situations. Items of this factor are mainly concerned with participants’ confidence or lack of 
confidence. 
 

Table 1 
Factor one: Interaction confidence in intercultural situations (EFL teachers)  

No Loading M SD 

10 0.734 3.76 0.854 
5 0.647 3.47 0.738 
3 0.647 3.75 0.787 
4 0.627 3.65 0.905 
9 0.556 3.90 0.857 
6 0.493 3.72 0.819 
12 0.347 4.02 0.723 

 
     Table 2 exhibits the six items that loaded on factor two. Items of this factor deal with participants’ 
interaction enjoyment in intercultural situations. 
 
Table 2 
Factor two: Interaction enjoyment in intercultural situations (EFL teachers) 

No Loading M SD 

7 0.114 4.17 0.743 
1 0. 276 4.26        0.668 
8 0.022  4.31 0.810 
16 0.061 4.41 0.587 
24 0.094 3.95 0.705 
13 0.110 4.06 0.665 

 
     The third Factor was labeled as interaction engagement in intercultural situations. As shown in Table 3 
items of this factor are related to participants’ willingness and interest in making them engaged in 
communication with people from other cultures. 
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Table 3 
Factor Three: Interaction engagement in intercultural situations (EFL teachers) 

No Loading M SD 

15 0.403 2.93 1.04 
21 0.188 3.08        0.918 
22 0.064  4.02 0.744 
2 0.229 4.39 0.679 
11 0.143 3.78 0.871 

        
     Table 4 below indicates that four factors were loaded on factor four. Factor four was labeled as 
interaction attentiveness in intercultural situations. Items of this factor deal with what goes on in 
intercultural encounters. 
  
Table 4 
Factor Four: Interaction attentiveness in intercultural situations (EFL teachers) 

No Loading M SD 

14 0.123 3.95 0.822 
19 0.145 3.90       0.794 
23 0.957  3.46 0.938 
17 0.200 4.12 0.778 

 
     The last factor, labeled as respect for cultural differences, on which two items were loaded is mostly 
related to accepting, understanding, and being aware of cultural differences. Table 5 shows the loadings. 
 
Table 5 
Factor Five: Respect for cultural differences (EFL teachers) 

No Loading M SD 

20 0.007 3.23 1.011 
18 0.236 3.56       1.047 

        
     The researcher added up, in the first place, the items that highly loaded onto each of the factors and 
divided them by the number of the items so as to construct composites for each individual factor. 
Consequently, the means of the five factors of the intercultural sensitivity scale were compared in order 
to determine which aspects of intercultural sensitivity had been given more weight by Iranian EFL 
teachers. Table 6 reports means, standard deviations, variances, and the rank order of the five factors as 
follows: 
Table 6 
Descriptive statistics of the five factors of the intercultural sensitivity scale loaded by EFL teachers 

Factor Number Factor  Name Mean SD Variance Rank Order 

1 Interaction confidence 3.75 0.50 0.25 4 

2 Interaction enjoyment 4.15 0.43 0.43 1 

3 Interaction engagement 3.90 0.40 0.16 2 

4 Interaction attentiveness 3.86 0.48 0.23 3 

5 Respect for cultural differences 3.41 .80 .64 5 

Total  3.88 .31 .9  

        
     A comparison of the results provided in Table 6 indicates that although interaction enjoyment enjoyed 
the highest mean (m=4.15), respect for cultural differences turned out to have the lowest mean (m=3.41), and 
the means of the other factors, namely interaction engagement, interaction attentiveness, and interaction 
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confidence were 3.90, 3.86, and 3.75 respectively. The Cronbach alpha for the factors turned out to be 0.74. 
It can be concluded that while Iranian EFL teachers do tend to feel positive towards interaction with 
people from different cultures (M=4.15), they do not accept and respect cultural differences (M=3.41). It 
seems that teachers are not so confident while communicating with people from different cultures 
(m=3.74). They pay moderate attention to what is going on in different intercultural interactions (m= 
3.86), and they are inclined to engage in intercultural interactions (m=3.90). These results are indicative of 
the fact that Iranian EFL teachers are willing to engage in encounters with people from different cultures. 
They seem to be at the minimization stage of ethnocentric stages where, according to Bennett (1986), 
“cultural difference is overtly acknowledged and is not negatively evaluated” (p. 184). 
 
5.2. Phase Two of The Study 
Conducting another factor analysis for EFL students was the prerequisite for addressing the second phase 
of the study. Similarly, the extraction and Varimax rotation methods of the factor analysis found five 
factors. The criterion for the selection of the factors was their Eigenvalue, that is, factors with Eigenvalues 
greater than one were selected. The results as to the loadings of the five factors are tabulated in Tables 3.7 
through 3.11. Each of the tables includes item numbers, the label of the factor, descriptions of the items 
that loaded onto that specific factor, loadings, means, standard deviations.  
     Table 7 below exhibits the seven items that loaded on factor one, namely interaction engagement. 
Items of this factor are mainly concerned with participants’ confidence or lack of sufficient confidence as 
well as the probable problems they might encounter in intercultural contexts. 
 
Table7 
Factor one: Interaction confidence in intercultural situations (EFL students) 

No Loading M SD 

10 0.652 2.64 0.88 

4 0.652 2.48 1.11 

6 0.638 2.85 0.87 

5 0.611 2.45 0.90 

9 0.552 2.89 1.16 

3 0.540 2.62 0.93 

15 0.403 2.93 1.04 

     
     Factor two, labeled as interaction enjoyment, is displayed in Table 8 It received noticeably high 
loadings from five items. Items of this factor deal with participants’ positive or negative emotions and 
feelings towards interaction with people with dissimilar cultures. 
 
Table 8 
Factor two: Interaction confidence in intercultural situations (EFL students) 

No Loading M SD 

2 0.627 3.33 0.88 
8 0.575 3.36        0.77 
18 0.572  3.00 0.94 
22 0.568 2.57 0.96 
7 0.477 2.51 1.21 

    
     Labeled as interaction engagement, factor three (Table 9) also received high loadings from six items. 
Items in this factor relate to participants' enthusiasm and desire to make them engaged in interactions 
with people with cultures other than their own. 
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Table 9 
Factor three: Interaction engagement in intercultural situations (EFL students) 

No Loading M SD 

11 0.729 2.55 1.04 

24 0.658 2.89 0.81 

12 0.609 3.01 0.90 

17 0.515 3.06 0.83 

23 0.406 2.64 0.77 

1 0.326 2.60 0.97 

  
     The fourth factor, labeled as respect for cultural differences in Table 10 below, includes four items. 
Items in this factor are mostly associated with participants' tendency for accepting, understanding, and 
appreciating cultural differences existing between home and target cultures. 
 
Table 10 
Factor four: Respect for cultural differences (EFL students) 

No Loading M SD 

16 0.571 3.00 0.87 

21 0.541 3.00 0.87 

13 0.452 3.13 0.76 

14 0.433 2.71 0.86 

 
     Being comprised of two items, the last factor titled as interaction attentiveness is shown in Table 11. 
The items in this factor pertain to participants' attempt to understand what is going on in intercultural 
encounters. 
 

Table 11 
Factor five: Interaction attentiveness in intercultural situations (EFL students) 

No Loading M SD 

19 0.712 2.10 0.97 
20 0.523 2.52       1.19 

 
     The researcher followed the same statistical procedure as that of the first phase in constructing 
composites for each individual factor to determine which aspects of intercultural sensitivity would be 
given more weight by Iranian EFL students. Table 12 reports means, standard deviations, variances, and 
the rank order of the five factors as follows: 
 
Table 12 
Descriptive statistics of five factors of the intercultural sensitivity scale loaded by EFL students 

Factor Number Factor  Name Mean SD Variance Rank Order 

1 Interaction engagement 2.79 0.19 0.036 3 

2 Respect for cultural differences 2.96 0.13 0.017 1 

3 Interaction confidence 2.69 0.17 0.029 4 

4 Interaction enjoyment 2.95 0.32 0.102 2 

5 Interaction attentiveness 2.31 0.15 0.026 5 

Total  2.74 0.19 0.042  

        
     A comparison of the results provided in Table 12 above demonstrates that whereas Respect for Cultural 
Differences enjoys the highest mean (2.96), Interaction Attentiveness turned out to have the lowest mean 
(2.31) and the means of the other factors, namely Interaction Enjoyment, Interaction Engagement, and 
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Interaction Confidence were 2.95, 2.79 and 2.69 respectively. The Cronbach alpha for the factors turned out 
to be 0.64. 
     It can be concluded that while Iranian EFL students accept and respect cultural differences (M= 2.96), 
they do not seem to be willing enough to pay due attention to what is going on in different intercultural 
interactions (M= 2.31). They also seem not to possess ample confidence when interacting with individuals 
coming from different cultural backgrounds (M= 2.69). However, they tend to feel positive towards 
interactions with people with dissimilar cultures (M= 2.95). They also show a moderate inclination 
towards engagement in intercultural interactions (M= 2.79). This evidence indicates that Iranian EFL 
students are moderately willing to participate in intercultural interactions with people from different 
cultures. It can also be argued that they are also at the minimization stage of ethnocentric stages based on 
the categorization provided by Hammer and Bennett (2001) in their developmental model of intercultural 
sensitivity. 
 
6. Discussion 

Factor analysis was employed in both phases and five factors namely interaction confidence, interaction 
enjoyment, interaction engagement, interaction attentiveness, and respect for cultural differences were loaded. 
Factor analysis was necessary because the goal of this study was to investigate different dimensions of 
Iranian EFL teachers’ and students’ intercultural sensitivity. The factor analyses focused on the different 
aspects given priority by Iranian EFL teachers and students as well as their level of intercultural 
sensitivity. They found that although both Iranian EFL teachers and students tend to feel positive 
towards interaction with people from different cultures, they seemed not to enjoy the level of confidence 
high enough for interacting with individuals coming from different cultural backgrounds. Both teachers 
and students are also of moderate attention to what goes on in different intercultural interactions. It can 
also be concluded that Iranian EFL teachers do not accept and respect cultural differences as much as 
Iranian EFL students do. This can imply that Iranian EFL students, under the influence of globalization 
and cybernetics, seem to enjoy a different kind of worldview which has resulted in their open-
mindedness. 
     An analysis of the teachers’ IDI scores indicated that 90.99% have an IDI score in the ethnocentric 
phase of the developmental continuum implying that although they may have a familiarity with different 
cultures and be aware of differences in cultural patterns such as values, beliefs, and communication 
styles, they may minimize cultural differences and apply universal values and principles in their 
educational practice. The problem with this, as Bennett (1993) pointed out, is that “these assumed 
universal characteristics are almost always derived from the native culture of the person making the 
assertion” (p. 42). The overall developmental score on the IDI for the group of teachers was 95.09. This 
finding is similar to those obtained by Fretheim (2007), Helmer (2007), and Westrick and Yuen (2007) 
whose results implied that teachers at this stage mask the underlying differences between themselves and 
their students by assuming that their students are fundamentally the same as themselves. This can be a 
major obstacle in the way of teachers because it prevents them from fully understanding or respecting the 
worldviews of their students which can be different from theirs. This condition has been labeled by 
Villegas and Lucas (2002) as the setting of “unacknowledged norms,” which, although unintentional, can 
place students at a disadvantage in their learning processes. 
    The findings of the present research with regard to Iranian EFL students is consistent with those of 
Straffon’s (2001) who concluded that Asian learners proved to have lower intercultural sensitivity 
compared to European and North American learners.  
 
7. Conclusion      
The results of the present study indicated that both Iranian EFL teachers and students acknowledge the 
existence of intercultural differences which should be highlighted and valued positively. However, they 
are neither aware nor prepared enough to take any further effective steps as to experiencing their own 
culture as a complex worldview and comparing it with the target culture. Thus, “an element of 
commitment” should be introduced into foreign language education (Byram, 2011:17) which can trigger a 
reform in the educational system in general and EFL programs in particular. It seems essential due to the 
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fact that the recent cybernetic advances in today’s global village have made intercultural communication 
an unavoidable necessity for all citizens. This reform does not seem feasible unless intercultural 
sensitivity training is included in educational programs. Other similar studies can probe into other 
aspects of intercultural communicative competence of EFL teachers and students with diverse 
nationalities both in Asia and other continents. 
     This study has some pedagogical implications for all open-minded stakeholders including EFL 
educational policy makers, materials developers, syllabus designers, and EFL teachers who are inclined 
to view second language acquisition from a novel and more comprehensive perspective and set 
themselves free of the impeding yoke of traditional methods of language education whose product is 
nothing but a fluent fool who, according to Bennett (1997),  might be conversant with writing and speaking 
the target language but is unable to act effectively and appropriately in real social and intercultural 
contexts. 
     Adopting novel methods of intercultural teaching given the ever-increasing trend of globalization and 
glocalization, teacher trainers should feel responsible for making their prospective teachers aware of 
their, most probably low, level of intercultural competence and make their rigorous attempts to explore 
new methods of increasing their intercultural competence. Foreign language teachers, on the other hand, 
need to take similar measures with respect to their learners by adopting intercultural communicative 
language teaching while taking into consideration learners’ most crucial ethnic and demographic 
characteristics. Besides, they need to make themselves sufficiently prepared for the simultaneous 
promotion of their learners’ linguistic and intercultural competencies with the purpose of training 
interculturally communicative competent individuals who are equipped with diverse intercultural skills, 
among others, to be able to interact successfully with people coming from a dissimilar culture and avoid 
pragmatic failures. 
     Overall, educational policymakers, curriculum planners, syllabus designers and textbook writers may 
benefit greatly from the results of this study in order to make noticeable improvements in their works 
and keep their standards higher than ever. To do so, they need to include some authentic materials 
capable of shifting EFL learners' perspective from ethnocentric worldview to ethnorelative worldview. 
They can also resort to specific intercultural training courses which can play a vital role in this regard.  
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ABSTRACT 
DURING THE LAST DECADE,THE WORLD HAS BEEN EXPOSED TO 
CULTURAL,SOCIAL,POLITICAL AND TECHNOLOGICAL REVOLUTIONS.TO BALANCE THESE 
CHANGES, PEOPLE HAVE TO MEET THE NEEDS CREATED BY THE MENTIONED CHANGES.AS A 
RESULT, THE PRESENT STUDY TRIED TO INVESTIGATE THE IMPACT OF USING AUTHENTIC 
MATERIALS ON VOCABULARY ACHIEVEMENT.90PARTICIPANTS WERE HOMOGENIZED BY A 
NELSON TEST.THEY WERE EXPOSED TO AUTHENTIC AND NON-AUTHENTIC(BLENDED) 
MATERIALS TO LEARN ESSENTIAL VOCABULARIES OF ENGLISH AS A FOREIGN 
LANGUAGE.EXPLORING THE FIRST RESEARCH QUESTION, THE SGNIFICANT RELATIONSHIP 
BETWEEN USING AUTHENTIC MATERIAL AND VOCABULARY ACHIEVEMENT WAS 
STATISTICALLY CONFIRMED.THIS MEANS THERE IS A SIGNIFICANT DIFFERENCE BETWEEN 
THE PRE TEST AND POST TEST SCORES OF THE AUTHENTIC GROUP. IN TERMS OF THE SECOND 
RESEARCH QUESTION, SIGNIFICANT RELATIONSHIP WAS FOUND BETWEEN USING BLENDED 
APPOACH )AUTHENTIC AND NON-AUTHENTIC MATERIALS) AND VOCABULARY 
ACHIEVEMENT OF LANGUAGE LEARNERS.THIS MEANS THERE IS A CRITICAL DIFFERENCE 
BETWEEN THE PRE TEST AND POST TEST OF THE BLENDED GROUP.THE FINDINGS HAVE SOME 
IMPLICATIONS FOR LANGUAGE TEACHERS IN THAT AUTHENTIC MATERIALS FACILITATE 
LANGUAGE LEARNERS' LEARNING PROCESS AND INCREASE THEIR MOTIVATION AND 
INTEREST IN LEARNING THE TARGET LANGUAGE DUE TO SIMILARITY BETWEEN 
INSTRUCTIONAL USE AND TARGET USE OF LANGUAGE OR TLU DOMAIN. 
 
KEY TERMS: AUTHENTIC MATERIALS, NON-AUTHENTIC MATERIALS, VOCABULARY 
ACHIEVEMENT, TARGET LANGUAGE USE  
 
1. Introduction 

In learning a foreign language, our goal is authentic communication. In other words, we want to use the 
language in the real outside world. We should provide students with update knowledge and expose 
them to the world of authentic language use and bring the real world into the classroom. Actually, it is 
not appropriate to learn solely from textbooks. One of the most important tools in teaching and learning a 
foreign language is the materials used in our classes. Therefore, selecting the appropriate materials can 
motivate learners and can exert positive influence on the process of learning. Materials play a crucial part 
in language learning and teaching. This accounts for the fact that discussions about the roles of materials 
appear in the process of course design (Nunan, 1991). Materials not only provide learners with a wide 
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range of useful information but also play an important part in enhancing learners’ motivation, which is 
one of the key issues in facilitating language learning (Dudley-Evans & St John, 1998; Nonaka, 2001).  
               
 Learners want to use their English as quickly as possible. Learners are motivated to learn the English 
they need; therefore, it is argued that teachers should use ‘authentic’ materials rather than the materials 
that are simplified or the materials that are specially written for language learners. Most of language 
teachers know the importance of creating an authentic atmosphere in their classroom and its great impact 
on facilitating learners’ learning process.  Given the fact that authentic materials facilitate learning 
process, foreign language vocabulary is viewed as a primordial factor in successful communication 
(Levelt, 1989). 
 
Richards and Reynandya (2002) believed that vocabulary is the core component of language proficiency. 
In fact, the more lexical knowledge students possess, the more they are permitted to understand what 
they hear, read, and write. Language teachers should know building and maintaining a large word stock 
is an essential part for improving learners’ proficiency in a language. With regard to the relationship 
between authentic materials and vocabulary learning, one way of improving learners’ vocabulary 
treasure is to ask them to prepare their own materials usually based on the texts downloaded from 
internet. In addition, involvement in creating an authentic product has been shown to increase the level 
of motivation for learning new vocabularies (Rogers, 1988). Therefore, using authentic materials 
positively enhances vocabulary learning process, and authentic vocabulary teaching creates a positive 
classroom environment. 
 
Vocabulary is often described as the cornerstone of language teaching (Lewis, 1993). Without enough 
vocabulary, learners would be unable to form the simplest form of utterances, and therefore unable to 
communicate at even the most basic level. Vocabulary acquisition is often prioritized in the learning 
process by students and teachers (Knight, 1994).   Learning vocabulary through different approaches 
requires teachers to plan different activities and exercises. Besides, students who become good test takers 
are not able to speak and write competently when they graduate from high schools. The gap between 
academic English that language learners are expected to understand and simplified English that language 
learners are often taught is too great. (Hussin, et.al, 2000; Tomlinson, 2010). Rivers (1983) argued that the 
acquisition of an adequate vocabulary is essential for successful second language use because without an 
extensive vocabulary, we would be unable to use the structures and functions we have learned for 
comprehension processing. 
 
The main objective of this study is to explore the effectiveness of using authentic materials within existing 
EFL classrooms. It would be affected by some hypotheses predicting which types of materials (authentic 
or non-authentic) significantly affect vocabulary learning. 
  
It is seen that many students at high school level in Iran have many difficulties in comprehending what 
they read in English. As a result, they do not achieve good grades in their reading exam. It seems that a 
major reason for this difficulty is lack of understanding of English words. Much of the students’ language 
learning is based on the textbooks which are frequently used by language teachers in terms of content 
and teaching techniques (Rogers, 1988). Hence, too much language learners’ dependency on grammatical 
structures has decreased their attention toward authentic dimension of language learning. Traditional 
syllabuses contain information-centered exercises such as repetition, pattern practice drills, gap-filling, 
and grammatical transformation (Cook, 1998). 
 
 This study is hoped to find out if students’ vocabulary treasure can be enhanced through the exposure to 
authentic materials. The study tried to examine how authentic materials can help effective L2 vocabulary 
achievement.  Because authentic materials are stimulating, easily available, and keep students aware of 
what is happening in the real world, it is hoped that the findings give new insights to language teachers 
to insert authentic materials in instructional programs. Thus, authentic classroom activities become 
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preparatory activities for real life scenarios, in line with the idea of democratization in education. The 
students’ success in school depends upon their ability to read with deep comprehension. There is an 
urgent need to an instruction that equips students with the skills and strategies necessary for lifelong 
vocabulary development. 
 
 It was our hope that the present study produces some evidences of the positive effects of the students' 
use of authentic materials on vocabulary learning. The findings may help language teachers to orient 
their attention toward the effectiveness of using authentic materials in different dimensions of language 
learning, particularly L2 vocabulary achievement. Most EFL teachers believe that providing language 
learners with motivating atmosphere in the classroom is of significance in language learning. Authentic 
materials, which can be used as authentic motivating instructional materials, can provide a realistic 
learning atmosphere leading to vocabulary improvement (Peacock, 1997). 
 
Also, the main advantages of using authentic materials are that they have a positive effect on learners’ 
motivation, provide learners with exposure to real language, relate more closely to learner’s needs, and  
support a more creative approach to language teaching (Berardo, 2006; Kilickaya, 2004; Peacock, 1997, 
Philips & Shettlesworth,1978). Authentic material should be used in the teaching of English so that our 
students get used to real English. Authentic materials relate to the real world and are often inexpensive 
and readily obtainable. They are often meaningful, can be touched, manipulated, and observed by 
language learners. 
 
This study would be helpful for general English teachers, who are eager to discover effective ways or 
strategies for applying authentic instructional materials to second language classrooms. As this study 
sought to explore the effectiveness of using authentic materials in different ways to improve vocabulary 
knowledge of Iranian EFL learners, who are often exposed to traditional linear texts, the findings would 
be of significance and provide useful insights for language teachers, who have to follow traditional 
dictated syllabuses and are often under time pressure to finish the syllabus at the end of the term without 
satisfactory efficacy. 
 
2. Review of the Related Literature 
2.1. Authentic Materials 
There are different definitions regarding the term authentic materials all through the literature. According 
to the second-language acquisition and learning literature, the term "authentic materials" have been 
defined differently by different people. So, it has been defined in several ways. Generally, in second-
language research, it has been defined as unchanged texts that are produced by native speakers and for 
native speakers (Bacon, 1992; Berardo, 2006; Joiner, 1991; Joiner et al., 1989; Rings, 1986; Rogers & Medley, 
1988; Scarcella & Oxford, 1992; Thanajaro-Metinee & Shrum, 2000). 
According to Nunan (1989), authentic materials are any materials that have not been purposely generated 
for language teaching. Another definition by Little et al (1988) refers to authentic materials as those that 
have been produced to accomplish some social purpose in the language community where they were 
generated. Regarding Bacon and Finnemann’s (1990) definition, authentic materials are considered as 
those texts that are not generated by native speakers for educational purposes. 
 

2.1.2. Characteristics of Authentic Material 
The major problem of authentic texts is that they can be too complex for students to understand or they 
can impede comprehension (Ciccone, 1995; Guariento, & Morley,  2001; Lund, 1990; Rogers & Medley, 
1988; Ur, 1984). Among language learners, the beginners may experience extreme frustration by 
countering an authentic text. Nevertheless, Cook (1996) asserted that difficulty the learners may 
experience can depend on the task that is used along with the text. 
 
 In spoken language, comprehension of authentic material can be facilitated by some of its characteristics 
such as pausing, repeating, rephrasing, and making use of clauses more than sentences (Schmidt-
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Rinehart, 1994; Wing, 1986). However, other characteristics of spoken language such as reduced and 
ungrammatical forms might work as obstructions to comprehension (Thanajaro-Metinee & Shrum, 2000; 
Wing, 1986). Also, the fact that authentic materials in spoken language are often delivered at rapid rate 
can be frightening to some students (Gardner, 2004; Joiner et al., 1989). In written language, authentic 
materials usually have more redundancy than most of the texts that are specifically prepared for 
language teaching. The redundancy of authentic texts often gives the students more clues to 
comprehension (Bacon, 1989; Gilman & Moody, 1984; Meyer, 1984; Schmidt-Rinehart, 1994). 
 
2.1.3. Advantages of Using Authentic Materials 
According to Martinez (2000), utilizing authentic materials in language classroom can provide learners 
with lots of significant benefits. He summarized some benefits of using authentic materials as follows: 

  Students are exposed to real discourse. 

  Authentic materials make the students aware of what is happening in the real world. 

  They can encourage reading for pleasure. Actually, utilizing these texts allows students to get 
used to reading authentic materials, which improves students’ motivation, interest and 
comprehension strategies. 

  Authentic texts are easy to find. They are generally up-to-date, especially those exert from 
websites and other online sources. 

 Authentic materials are more closely related to the learners’ needs. 

  The use of authentic materials will definitely enhance the learner’s self-confidence, as they will 
see that they are able to handle situations in real world. At the same time, their language will 
become more “natural” because the students will find the chance of realizing the ‘living’ 
language, which is not as highly polished as the language in textbooks. 

 
2.2 Teaching Vocabulary 
Studying a language is not apart from studying its vocabulary since it is an indispensable part of 
language. We know that speakers use words in order to convey their ideas in communication. 
 
 For understanding what vocabulary is, one should take a look at different definitions of vocabulary. 
First, according to Richard’s (2002, p.120) definition vocabulary is “one of the most obvious components 
of language”. Second, Penny Ur (1984, p.80) stated that “vocabulary is the words which we teach in 
foreign language”. Third, Lee (1995, p.95) said “vocabulary is divided into receptive and productive 
vocabulary”. Based on the division, receptive vocabulary is the words that students distinguish and 
understand when they occur in contexts while productive vocabulary is the words that students 
understand and are able to produce and utilize constructively in speaking and writing. 
 
 On the basis of the definitions, it can be concluded that vocabulary is wordlists along with the words’ 
meanings mainly those come within a textbook in a foreign language. Vocabulary has an important role 
in supporting the mastery of language skills i.e. listening, reading, writing and speaking. For being able 
to communicate well in a language, students should learn an adequate number of words and should 
know the way to make use of them correctly. 
 The more vocabulary the learners know, the more trouble-free they will be in developing the four skills. 
In listening skill, by knowing lots of vocabulary they can hear and understand all the words in oral 
communication without difficulty. In speaking skill, they can cover every word that they utilize in oral 
communication. In reading skill, they can understand every word in written texts. In writing skill, they 
can convey their ideas, beliefs, and feeling cohesively. Productive skills are related to writing and 
speaking that involve language production whereas receptive skills are listening and reading that involve 
receiving the message. 
 
2.2.1 Principles of Teaching and Learning Vocabulary 
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In teaching, a principle can be defined as a series of beliefs and theories by a teacher regarding the 
effective approaches to teaching and learning, which serves as the basis for some of their decision-
making. Teachers’ principles are significant components of their systems of beliefs, and may be the 
product of their teaching experience, training, or their own experiences as learners. 
        The principles of teaching and learning vocabulary are namely aim, quantity, need, frequent 
exposure and repetition, meaning presentation and situation presentation. 

 Aim 
The teacher’s aims or purposes must be clearly established: How many of the specified things does the 
teacher expect the learner to be able to do? And which word? 

 Quantity 
The teacher should specify the number of vocabulary items to be learnt. Students are able to learn many 
words in a lesson, but if the number of words exceeds their capacity, the students may become confused, 
discouraged, and frustrated. 

 Need 
The teacher should determine the vocabulary that will be taught to the students. The students are put in a 
situation where they have to communicate and learn the words they need. 

 Frequent exposure and repetition 
It is unlikely that we remember a new word simply by hearing that word only once. According to 
Wallace (1987, p. 92) “There has to be a certain amount of repetition until there is evidence that the 
student has learned the target word”. 

 Meaning presentation 
Wallace (1987) believed that a teacher must have a clear and exact understanding of what a word denotes 
or refers to.  It means that he/she should not only know its meaning but also many other things that the 
meaning may involve as well. This requires a situation, in which the word is presented in such a way that 
its denotation or reference along with its connotation (if there is any) is completely clear and 
unambiguous. 

 Situation presentation 
According to Wallace (1987), the choice of words can differ based on the situation in which we are 
speaking and how well we know the person to whom we are speaking. Therefore, students should learn 
the words in the context in which they are appropriate. 
 
2.3 Authentic Vocabulary 
Traditionally, vocabulary teaching in high-schools in some countries, particularly in Iran, has been mostly 
limited to teaching of new items as they appear in reading. It is believed that in indirect teaching of 
vocabulary, vocabulary expansion takes place through the practice of other language skills. Actually, 
vocabulary teaching should be part of the regular syllabus and should be taught on a completely planned 
basis. 
 
 As Widdowson (1987) believed, native speakers of English can understand better language materials 
with correct vocabulary but not proper use of grammar rules. Lewis (1993) had the idea that vocabulary 
acquisition is the most important task of second language learning, and it is not possible to achieve 
mastery of language skills without it. Hence, we should take into account that the first step for learning a 
foreign language is learning its words. Learning vocabulary is one of the most significant skills, which 
should be achieved by the students. Actually, vocabulary should be at the center of language teaching, 
because language comprises grammatical lexicon, not lexicalized grammar. Concerning the mentioned 
points, the following research questions are formulated. 
 
3.  Research Questions  
Q1.Does the use of authentic materials have any significant effect on teaching English vocabulary? 
Q2. Does the use of blended (authentic and non-authentic) materials have any significant effect on 
teaching English vocabulary? 
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4. Method 
4.1 Participants 
The participants in this study were 90 Iranian high school students, divided into three classes, ranging in 
age from 14 to 18. They were homogenized in terms of language proficiency with a Nelson Test. All of 
them were female at intermediate level. This might be attributed to the fact that at this level most 
students master a wide range of vocabulary in the target language and structures. Nelson Test was used 
in order to homogenize the students in terms of language proficiency.  
 
4.2 Instrumentation 
4.2.1 Nelson Test 
The purpose of the test was to measure reading ability among high school students. The Nelson Denny 
included two subtests of Vocabulary and Reading Comprehension, both of which with multiple choice 
questions. It took 45 minutes for the participants to take the test. The reliability index of the test was 
calculated, and it was 0.85. This showed a high reliability of the test and its appropriateness for the 
purpose of this study. 
 
4.2.2 Authentic Materials 
The materials which were used for this study were pieces of newspaper cuttings, recipes, games and 
advertisements, and menus which were authentic in nature. Artificial or non-authentic materials are the 
materials produced specifically for language learners. Good examples of these materials are the exercises 
found in course books and supplementary materials.  
 
4.3. Data Collection Procedure 
The whole procedure can be summarized into following sections: a)  testing the students’ vocabulary in a 
pretest, b) selecting appropriate authentic texts based on the students’ vocabulary levels, c) choosing 
words from texts that the students would be unlikely to know, d) giving treatment to the experimental 
groups with the use of authentic materials and bended materials (authentic and non-authentic materials) 
to learn vocabulary, e) asking the participants to read the authentic texts or other handouts under 
controlled condition, f) giving no treatment to the control group with the use of traditional reading texts 
and other handouts under controlled condition, g) giving the posttest, and h) analyzing the results. 
 
5. Results 

To select the participants for this study, the researcher used the Nelson Test, a general English Proficiency 
Test. Following administration of the test, the mean and standard deviation of the raw scores, and the 
reliability were calculated. The mean and the standard deviation of the scores were found to be 81.56 and 
9.96, respectively. According to Kolmogorov test’s statistics, shown in Table 1, the value of the test in 
pretest and posttest of the control group equaled 1.09 and 0.95 respectively. The obtained level of 
significance in pretest and posttest equaled 0.18 and 0.31 respectively. Since the value of the test is greater 
than 0.05, it is concluded that the pretest and posttest’s scores of the control group are normal. 
 
Table 1 Kolmogorov Test of the Pretest and Posttest Scores of the Control Group 

 Pretest 
control group 

Posttest 
control group 

N 30 30 

Normal Parametersa,b 

Mean 16.86 17.03 

Std. Deviation 1.61 1.47 

Most Extreme Differences 

Absolute .20 .17 

Positive .14 .15 

Negative -.20 -.17 
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K-S Z 1.09 .95 

Asymp. Sig. (2-tailed) .18 .31 

a. Test distribution is Normal. 

 

According to Kolmogorov test’s statistics, shown in Table 2, the value of the test in pretest and posttest of 
the authentic group equaled 0.80 and 0.85 respectively. Also, the obtained level of significance in pretest 
and posttest equaled 0.54 and 0.45 respectively. Since the value of the test is greater than 0.05, it is 
concluded that the pretest and posttest’s scores of the authentic group are normal. Table 2 demonstrates 
Kolmogorov test of the pretest and posttest scores of the authentic group.  
 
Table 2 Kolmogorov Test of the Pretest and Posttest Scores of the Authentic Group 

 Pretest 
Authentic 

Posttest 
Authentic 

N 30 30 

Normal Parameters a,b 

Mean 16.53 18.03 

Std. Deviation 2.31 1.24 

Most Extreme Differences 

Absolute .14 .15 

Positive .09 .14 

Negative -.14 -.15 

K-S Z .80 .85 

Asymp. Sig. (2-tailed) .54 .45 

 
According to Kolmogorov test’s statistics, shown in Table 2, the value of the test in pretest and posttest in 
blended group equaled 0.80 and 0.85 respectively. Also, the obtained level of significance in pretest and 
posttest equaled 0.54 and 0.45 respectively. Since the value of the test is greater than 0.05, it is concluded 
that the pretest and posttest’s scores of the authentic are normal. 
 
Regarding the first research question of this study that whether the use of authentic materials has a 
significant effect on vocabulary achievement, descriptive statistics, correlation coefficients, and a paired 
samples t-test were run. Table 3 shows descriptive statistics. 
 
 
                         Table 3 Authentic Group’s Descriptive Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 
Pretest 16.53 30 2.31 .42 

Posttest 18.03 30 1.24 .22 

 
Table 3 shows the paired statistics of the authentic group. The number of the participants equaled 30 in 
each of the pretest and posttest. The mean of the scores in the pretest equaled 16.53, and the standard 
deviation was 2.31. The mean of the scores in posttest equaled 18.03, and the standard deviation was 
1.24.Table 4 shows the correlation coefficient of the authentic group’s scores in pretest and posttest. 
 
                                   Table 4 Authentic Group Paired Samples Correlations 

 N Correlation Sig. 
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Pair 1 
Pretest & Posttest 
Authentic Group 

30 .78 .00 

 
According to Table.4, the correlation coefficient equaled .78 at p= .00. So, there is a significant correlation 
between the pretest and posttest scores in the authentic group. Table 5 indicates paired sample t-test 
between pretest and post of authentic group. 
 
Table 5 Authentic Group Paired Sample T- Test 

 Paired Differences T Df Sig. (2-
tailed) 

Mean Std. 
Deviation 

Std. Error 
Mean 

95% Confidence Interval 
of the Difference 

 

Lower Upper 

Pair 1 
Pretest 
 Posttest 

1.50 1.54 .28 -2.07 -.92 -5.30 29 .00 

 
 The above paired samples t-test table shows the mean of the pretest and posttest scores in authentic 
group. The obtained t-value of the equaled -5.30, and the level of significance equaled 0.00, which is less 
than 0.05. This means there is a significant difference between the pretest and posttest scores of the 
authentic group. In other words, the use of authentic materials has a significant effect on vocabulary 
achievement of language learners.  
 
Regarding the second research question, whether the blended materials have any significant effect on 
vocabulary achievement of language learners, the paired samples t-test table shows the mean of the 
pretest and posttest scores in the group. The obtained t-value of the equaled -7.4 and the level of 
significance equaled 0.00, which is less than 0.05. This means there is a significant difference between the 
pretest and posttest scores of the blended approach group. In other words, blended materials have a 
significant effect on vocabulary achievement. Table 6 shows the results. 
 
Table 6 Descriptive Statistics for Blended Approach’s Paired Samples T-Test 

 Paired Differences t  Sig. (2tailed) 

Mean Std. Deviation Std. 
Error Mean 

95% Confidence 
Interval of the 
Difference 

Lower Upper 

Pair 
1 

Pretest and 
Posttest 
Blended 
Approach 

-1.76 1.30 .23 2.25 -1.27 -7.4         9 .00 

 
 Table 7 shows the paired statistics of the blended approach group. The number of the participants 
equaled 30 in each of the pretest and posttest. The mean of the scores in the pretest equaled 16.76, and the 
standard deviation was 1.99. The mean of the scores in posttest equaled 18.53, and the standard deviation 
was 1.00. 
 
Table 7 Paired Samples Statistics of the Pretest and Posttest Scores of the Blended Approach 
 

 Mean N Std. Deviation Std. Error Mean 
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Pair 1 
Pretest 16.76 30 1.99 .36 

Posttest 18.53 30 1.00 .18 

 
Table 8 shows the correlation of the blended approach group’s scores in pretest and posttest. According 
to this table, the correlation coefficient equaled 0.81, at p= 0.00, which is less than 0.05. So, there is a 
significant correlation between the pretest and posttest scores in the blended approach group. 
 
Table 8 Paired Samples Correlations of the Blended Approach 

 N Correlation Sig. 

Pair 1 
Pretest & Posttest 
Blended Approach 

30 .81 .00 

 
6. Discussions and Conclusion 
Residing in an English-speaking country, EFL students are surrounded by the target language both in the 
classroom and the community. Thus, high ability in target language comprehension is of essential 
importance for the students’ daily survival. Many EFL students, however, experience difficulty making 
transition of language knowledge from language classroom to outside real world rather difficult 
(Schmidt-Rinehart, 1994).The findings of this study suggest that English teachers should apply 
appropriate authentic materials in their classroom as they may increase their learners’ levels of on-task 
behavior, concentration, and involvement in the target activity rather than too much use of artificial 
materials. It is possible to theorize that authentic materials can be used in intermediate and advanced 
classes. Selected materials for the classroom should also motivate learners. As a whole, learners reported 
authentic materials to be significantly more interesting than artificial instructional materials. These 
findings indicate that learners showed great motivation to use authentic materials because they were 
more interesting. These results also indicate that interest in the materials is quite separate as a component 
of motivation, affecting vocabulary achievement.  Levels of attention and action and persistence with the 
learning tasks are among the other factors affecting vocabulary achievement. 
  
It is, therefore, important that vocabulary is emphasized in the early phases of second language 
instruction. Despite the significance of vocabulary achievement in early phases, a traditional language 
classroom focuses extensively on reading and writing skills and exposes EFL students to written input 
(Ferris, 1998; Leow, 1993). Thus, interest in vocabulary treasure has increased markedly by the growing 
number of researchers in second language contexts (e.g., Berne, 1998). 
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ABSTRACT 

LANGUAGE IS A SOCIAL INSTITUTION WHICH HAS A DIRECT RELATIONSHIP WITH BELIEFS 
AND RELIGIOUS VALUES OF A COMMUNITY. PROGRAMMES IN RELIGION EDUCATION MUST 
CONTRIBUTE TO DEVELOPING BASIC AND SPECIFIC SKILLS. THIS DESCRIPTIVE STUDY IS AN 
ATTEMPT TO EXPLORE VARIOUS DIMENSIONS OF VERBAL ACT AND CONDITIONS IN 
EDUCATIONAL SETTING AND THE WAY THESE FACTORS AFFECT EFL LEARNERS' SOCIAL AND 
RELIGIOUS IDENTITY.  THE SUBJECTS OF THIS STUDY WERE 130 B.A. MALE AND FEMALE 
STUDENTS OF AHVAZ AZAD UNIVERSITY WITH THE AGE RANGE OF 20 TO 35.BY TEACHING 
ABOUT RELIGIOUS VALUES, SCHOOLS MUST ENSURE THAT ALL LEARNERS, IRRESPECTIVE OF 
THEIR LANGUAGE, AGE, GENDER, RACE, OR CLASS FEEL SECURE AND INFLUENCE THE GOOD 
BEHAVIOR OF THEM. SCHOOLS SHOULD EXPLAIN WHAT RELIGIONS ARE WITH 
INSTITUTIONAL GOALS AND OBJECTIVES THAT ARE CONSISTENT WITH THE OUTCOMES OF 
THEIR LEARNING AREAS. RECOGNIZING MORAL VIRTUES, SOCIAL NORMS AND 
REGULATIONS, CULTURAL VALUES (MAINLY SPIRITUALITY), AND PSYCHOLOGICAL 
DOMAINS, OPTIMAL STRATEGIES CAN BE ENHANCED. 
 

KEYWORDS: RELIGIOUS LITERACY, CULTURAL DIMENSIONS, VALUE SPIRITUALITY, 
OBSERVANCE OF RELIGION, CURRICULAR PROGRAM  
 
1. Introduction 
Language becomes one of the most important tools of personal-social communication and as a carrier of 
culture. Different cultures present different sets of linguistic and semantic constraints on use of language. 
Each linguistic structure has certain social and pragmatic functions. Knowledge structures are domain 
specific act as a facilitator of information acquisition. Knowledge is the main character which enables the 
people to cope with their complex social environment. Anderson (1982) believes that knowledge about a 
domain has been shown to have a substantial impact on performance in that domain. The input and 
internal language processing, emphasize the role of linguistic environment and the speakers' inner 
capacity in interactional activities.  
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1.1. External-Rule Controlled Relationships 
             Individuals' communications in social occasions can be created based on spiritual matters with the 
cultural value connection, and religious attitudes. The more information sender and receiver share in 
common, the higher the communication context of situation will be. Their interpersonal behavior is 
governed by individual interpretation, but in some cultures, the relationships are controlled by external 
or environmental rules. Context and relationship are closely interrelated with information acquisition 
skills and communication choices. In Moslehi and Ahmadi's view (2013), family as a social unit allocates 
the most and the deepest human communications to itself. Not only it is the primary source for the basic 
needs of the individual, but also it provides several opportunities for learning process, shaping attitudes, 
and forming beliefs. Family has a significant role in the educational aspect of its members, meeting 
physical, psychological, needs and transferring social values. The individual is familiarized with all the 
expectations of the society within the family institution. This recognition guides him towards determined 
behaviors. 
 
1.2. Religion in Democratic Society 
        Religion is considered as a life spirit, and the main element in establishment of relationships which 
embrace the many religious traditions, institutions, and communities in each culture. All religions seek to 
deal with the best teaching devices to assure instructional development as their goals. In religion-
centered communities, various religions influence social interactions and integrate their religious 
knowledge and practice within their other behaviors, the form of communication with religious and 
cultural groups. Lashkari (2002) maintains that besides Physiological needs, human has emotional, moral, 
religious, and educational needs and a healthy life depends on managing these needs and making 
balance between them. Religion is considered as the main aspect of shaping intrapersonal and 
interpersonal relationships in a community. Religious and cultural groups, attempt to enhance their 
spiritual areas of their lives through observing the divine rules and instructions to maintain the structure 
of their religion-oriented societies. 
 
1.3. Exclusive Moral Values of Religion 
          Moral values can be intensified through teaching and learning about religious and other value 
systems. In an inefficient social system, it is necessary for the individual to work within that cultural 
domain and to conduct religion communication on a daily basis to succeed. The life orientation learning 
area, through programmes like religion education, and social responsibility impacts on the moral and 
ethical dimensions of learner improvement. Religious education areas can be sources of reinforcement 
leading to a good life.  
 
1.4. Religious Views and Stances 
             Ethnic and religious identities concern where we come from and where we are going – our entire 
existence. These identities above all that, for most people, give profound meaning to the ‘names’ we 
identify ourselves by, both as individuals and as groups. They supply the backgrounds of our lives, 
singly and collectively, and are bound up with our deepest beliefs about life, the universe and everything. 
Islam is a major world divine religion of development and civilization with full attention toward 
education and training people for achieving social compatibility. The basis for achieving it is belief, 
reinforcing spirituality and moral virtues.  The instructions of Islam make the social interactions more 
appropriate and effective. It is considered as one of the normative system with Muslims as its followers 
found all over the world, of every nation, color and race. The transmission of Islamic knowledge depends 
on the teacher-student relationships, with their habits. Islam teaches that the human can only find peace 
in one's life by submitting to the All-aware and Almighty God in heart, soul and action. Basic beliefs of 
Muslims are known as the Faith in the unity of God, hereafter, angels, prophets, and the revelation. There 
are implications for Muslims, in terms of making cultural, political, social, and economic connections 
with other communities, developing into Islamic movement. 
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1.5. Religion and Society  
          In modern societies, there are economic factors, such as employment, training opportunities, and 
housing conditions, which are summarized in terms of religion or presumed religion. The religious aspect 
is one of the areas of human connections and social cooperation. Such a religion with its specific value 
system facilitates associations. Through connecting the material and spiritual worlds together, faith 
guides the individual towards the straight path and keeping the balance between the personal interests 
and social needs. There is a unification among the members of the Islamic community. Moral and 
religious obligations are a mirror of this unity and agreement. 
 
1.6. Religious Orientation and Value System 
           Each religion represents the norms, rules, and expectations which affect various aspects of people’s 
lives, such as choices of mates, dress code, and rules related to marriage, divorce, death, and the political 
and social outlook. Religious Value System  has many effects on people's life;1-Represents the norms, 
expectations, and rules derived from religion 2-Affects various aspects of people’s lives, such as choices 
of mates, dress code, refraining from alcohol and gambling, and rules related to marriage, divorce, and 
death 3- Also affects the political and social outlook for some As far as most ‘ulama were concerned, the 
rulers’ adoption of foreign forms of knowledge and education was acceptable as long as it did not 
trespass into ‘ulama affairs. The separationist principle that lay behind this attitude reminds us that 
Muslim societies had long since developed a practical separation of knowledge and powers between 
rulers and ‘ulama. The ‘ulama were reluctant or unable to acknowledge the separation in explicit 
principle, since it contradicted the prophetic ideal of political and religious authority as a seamless whole 
(Brown 2000, Zaman,2002; as sited in Farooq Shah et al. , 2015). They still found it hard to see 
nonreligious instruction as anything but “a separate segment of education which students are expected to 
deal with as a prelude to their real vocation” (Zaman 2002; as sited in as sited in Farooq Shah et al. , 2015 
). The transmission of Islamic knowledge had been abstracted from intimate teacher-student 
relationships, with their habits of dress, bearing, and deference, and repositioned in classrooms and 
quick-read textbooks (see Berkey, this volume; Eickelman and Piscatori 1996, 38; Starrett 1998, 9). 
 
1.7Identity-Forming Forces and Character Development through Religious Services 
         Nowadays, the subject of religious public education at universities has been emphasized and seeks 
to support students to develop their religious identity. Religious education   aims to support students to 
develop their religious identity by giving them the opportunity to participate   at religious practices.  
Because of the strong presence of Islam as a strong element, people in the Muslim world will continue to 
seek knowledge about Islam, and will view efforts to reduce Islamic education as an obstacle upon a 
divine aspect of their identity. Various religious groups offer differing views of the ways of interpreting 
and give different degrees of value to religious traditions. There are many factors relating to people’s 
religious attitudes. Religious education in the Islamic institutions are strongly influenced by political, 
social, and cultural factors. By teaching students about the role of religion in society and the whole world, 
a multi-tradition programme can be an important dimension of a well-equipped education. 
 
1.8 Social Dependency and Compatibility 
            Each society prepares its generation in the best way through increasing moral and spiritual virtues 
as ideal behavior and absolute perfection to guarantee its prosperity, organizes its educational system to 
achieve this goal and tries to make a positive correlation between cultural values and social compatibility 
in interpersonal relationships. It is expected that such measurements cause to shape a strong value 
system leading to mental health of the individual and society against cultural invasion. The most 
important factors in social interactions are the necessity for social life, economic requirements, legal 
obligations, and the emotional needs with respect to values, beliefs and customs of that culture. 
Therefore, social cooperation and reciprocal dependency secure shared moral responsibility. 
 
1.9 Creativity in Structured Output through Higher-Order Skill Strategies  
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             Structured output is designed to make learners comfortable producing specific language items 
recently introduced, sometimes in combination with previously learned items. Instructors often use 
structured output exercises as a transition between the presentation stage and the practice stage of a 
lesson plan. Textbook exercises also often make good structured output practice activities. Structured 
output activities can form an effective bridge between instructor modeling and communicative output 
because they are partly authentic and partly artificial. Like authentic communication, they feature 
information gaps that must be bridged for successful completion of the task. However, where authentic 
communication allows speakers to use all of the language they know, structured output activities lead 
students to practice specific features of language and to practice only in brief sentences, not in extended 
discourse. Structured output focuses on correct form. In structured output, students may have options for 
responses, but all of the options require them to use the specific form or structure that the teacher has just 
introduced. Also, structured output situations are contrived and more like games than real 
communication, and the participants' social roles are irrelevant to the performance of the activity. This 
structure controls the number of variables that students must deal with when they are first exposed to 
new material. As they become comfortable, they can move on to true communicative output activities. 
 
 

1.10  Educational Strategies and Action Plans 
            Education is a programme for studying and as an important aspect of human experience and a 
significant subject in the school curriculum. Different styles of thinking are effective skills relevant to any 
role in life representing institutional grounds for developing a plan. Differences in speech and 
interpretation of experiences can be accounted for by differences in thinking and perceiving. Students 
need extensive practice of satisfying social behaviors and social interactions with authentic successful 
performance through interpersonal activity within a religious community. In the Islamic educational 
institutions that present primarily a general education curriculum, the subject of religion includes 
elements of Islamic manners and values. 
 
1. 11Contents and Assessment of Education Programmes  
          In each educational system, the effect of teaching on moral, social, and behavioral characteristics, 
and the relationships between environmental, social, and cultural with education are investigated. 
Religion may be presented as part of an educational program.  Programs that teach about religion are 
oriented toward teaching students about the role of religion in the cultural, and social development. 
Students can get the opportunity to learn from religion in an orderly organized, and standardized way. 
Teachers need to access to textbooks, handbooks, supplementary materials, in-service training, and 
guidelines for teaching methods to develop progrramme in religion education. The main purpose of 
education and training organization is managing the social needs. Special training may be required to 
prepare teachers for discussing religion in an appropriate manner to achieve the educational goal of 
promoting students' knowledge on religion. Every effort should be made to obtain accurate information 
about different religions.  
 

2. Review of Literature 

 Reviews of study on religion, and other areas concluded that some types of religious behaviors are 
related to higher levels of physical and mental health (Paloma & Pendleton,1991; Koeing,1990;Maton & 
Pargament,1987;Levin&Vanderpool,1991; Allen, 1991; Payyne, Bergin, Bielema,&Jenkins1991). The 
empirical researches examined have almost all revealed a significant relationship between an individual's 
religious belief system and measures of well-being (Matthews, 1997; Friedman& Benson, 1997;Aldridge, 
1991;Larson et al.1992). 
           Randolph Byrd (1988) conducted a study on the causal effect of prayer on health measures. Patients 
in a coronary care unit either received or did not receive daily prayer while hospitalized from Christian 
prayer intercessors. The results indicated that the patients receiving prayer had less congestive heart 
failure, had fewer cardiac arrests, and were less frequently ventilated (p.829). 
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          Cibulka, O'Brien, and Zewe (1982) experimentally examined, the study used data from 54 Catholic 
schools in eight U.S. cities whose students were at least 70 percent minority. Teachers, principals, and 
parents were surveyed for information about social behavior. The schools reported relatively few 
discipline problems, although some school officials reported that some individuals displayed disruptive 
patterns regarding "cooperativeness''.  This finding suggests that the students in the school were typical 
children who displayed the usual range of problem behaviors. Parents were asked to respond regarding 
their child's behavior since enrollment in the school. Thirty-five Percent stated that the behavior was 
greatly improved; 32 percent said somewhat: improved; 28 percent said the behavior was not changed; 4 
percent said the behavior became worse. It was concluded that family background factors do not 
overwhelm school impacts and school factors appear to compensate for family background deficits.  
         Joseph (2004) believes that religious differences actually come to be built into the grammar of the 
language, and personal pronouns seem to be a preferred focus for such difference. But its more 
immediate effect is to mark the different identities of the sects that use the divergent forms, and to mark 
the identity of an individual as belonging to one or the other sect. In this latter regard it serves a double 
function: to inform the out-group of one’s membership of the sect; and also, in many cultures, to allow in-
group members to assess one’s status within the religious system. This status can take the form of ‘full 
membership’, as when the young Jewish male signals his bar mitzvah status by his knowledge of 
Hebrew, or the young Muslim by his knowledge of Koranic Arabic; or it can be a matter of depth of 
religious piety, 
          Guerra and his colleagues' study (1990) emphasized the effects of Catholic High Schools on student 
values, beliefs and behaviors with considerable data on Drug Abuse. Those studies provide reports of 
surveys administered each year during the period of 1975-1985 to about 16,000 seniors at public and 
Catholic high schools from 125 schools. For the analysis of drug use, the researchers gathered information 
about high school seniors' values, pro-and anti-social behaviors, religious attachments and church 
involvement. The Guerra group was able to subject the 1983-1985 data to special analysis (including 
controls for parental education, employment, etc.) regarding Catholic students in the public and Catholic 
schools. They had a survey on 910 principals of Catholic high schools. They studied principals' strong 
emphasis in their schools on the three dimensions cited as central in the important document, to Teach as 
Jesus Did, namely: message (the teaching-learning of Christian doctrine); community (fellowship in the 
life of the Holy Spirit); and service to the Christian and to the entire human community. The principals 
ranked among their educational goals "building community" first and "spiritual development" (in accord 
with Jesus' message) second; they reported that nearly half (46 percent) of their senior students were 
engaged in some kind of volunteer service programs. The findings revealed that those who were 
considered the most devout, more personally absorbed in their religion, were far less prejudiced than the 
others. The institutional type of attachment, external and political in nature, turns out to be associated 
with prejudice. They concluded that it is important in dealing with religion to distinguish between two 
types of religious adherents. One type belongs to a church "because its basic creed of brotherhood 
expresses the ideals one sincerely believes in" (the "interiorized" or "internalized" religious adherents). 
The second type belongs to a church "because it is a safe, powerful, superior in-group" (the 
"institutionalized" adherents). 
 
3. Purpose of the Study 
        Modern religious education aims at teaching religion through use of varied modern teaching 
methods. This research is an attempt to explore the role of religion in providing guidance on ways of 
living and the extent of its positive implications in the Islamic society. This study aims at investigating the 
effect of cultural norms and religious values on reinforcing spirituality as a divine element to reach 
perfection. 
 
4. Methodology 
4.1. Subjects 
       Subjects of this study were 130 B.A. male and female students of Ahvaz Azad University who were 
selected randomly. The age range was 20-35. 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 337 

 
4.2 Instrument 
           According to the objectives of the present study, employing close-ended questionnaire was the best 
option for data collection. For analyzing data and specifying Central Tendency variable and Dispersion 
Index of the collected data, descriptive and inferential statistics (Correlation Coefficient) were employed. 
 

4.2.1. Golzari's Religious Beliefs Questionnaire (2000)                            
 Religious beliefs questionnaire measures the extent of commitment to the Islamic religious beliefs. For 
this measurement, 25 items were designed. Likert scale was used to rate the answers. Finally, it involves 
the effects of the verses of the Holy Qur'an on the individual's personal life. Sub-categories of this 
questionnaire include a variety of religious services such as the role of religion in solving the basic life 
problems, commitment to the religious obligations of Islam, and religious group activities. 
 
4.2.2 Elkins and his colleagues' (1998) Questionnaire on the Expression of Spirituality Inventory 

This questionnaire includes 90 items in five various s dimensions and each dimension divides into 15 
categories. Our adapted questionnaire from Elkins et al. (1998) focuses on 10 categories including self-
development, flexibility, self-knowledge, sympathy, optimism, independency,   interactional relationship, 
self-concept, responsibility, and happiness. The rating index is based on Likert scale. 

Cronbach’s Alpha was used to calculate the degree of reliability of the questionnaires. 
 

Research Hypotheses: 

Based on the goals of this research, the following hypotheses were formulated: 
RH1: There is a positive correlation between the religious instructions of Islam and degree of spirituality 
of the learners. 
RH2: There is appositive correlation between dimensions of spirituality and beliefs to the religious 
practices of Islam.  
 

5. Results and Discussion 
5.1. Statistical Description of the Collected Data on the Spirituality Variable 
The maximum score for Spirituality index is 5. The results indicate that the mean and standard deviation 
of the ''spirituality'' variable among 120 respondents are (3.76, 4.52). The minimum score and maximum 
score are (2.42, 0.583). The performance of the learners on Spirituality questionnaire was obtained high. 
 

Table 1.Descriptive Statistics of spirituality Sub-Sections 

3.76 Mean 

0.583 
Standard 
Deviation 

4.52 
Maximum 
Score 

2.42 
Minimum 
Score 

 

 

5.2. Statistical description of the collected data regarding religious beliefs and Instructions 
The maximum score for the ''religious beliefs and attitudes'' is 5. The findings of the study reveal that the 
mean and the standard deviation of the respondents' performance is (3.87, 0.695) and the highest score is 
4.4. As it can be observed in table 2, the mean score of the religious beliefs of the sample is good. 
 

Table 2.Descriptive Statistics of Religious Instructions of Islam 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 338 

3.87 Mean 

0.695 
Standard 
Deviation 

4.4 Maximum Score 

2.65 
Minimum 
Score 

 

 

In the present study, Pearson Moment Correlation Coefficient was used to investigate significant 
relationship between the two variables.   
RH1: There is a positive correlation between the religious instructions of Islam and degree of spirituality 
of the learners. 
 According to table 3, the results indicate that there is a positive correlation between the extent of 
spirituality and beliefs to the religious instructions of Islam. Increasing the beliefs to the religious 
instructions and practices results in learners' higher level of spirituality. 
 
Table 3. Correlation Coefficient of Degree of Spirituality 
and the Religious Instructions of Islam 

.Sig 
Correlation 
 Coefficient 

              Index 
Variable 
 

0.005 
0.440 

 

1.Spirituality 
2. Religious Instructions of 
Islam 

 

                               )p<0.01)  
From the Islamic perspective, religious practices and moral virtues have a significant role in improving 
emotional intelligence and spirituality and the most important factors in mental health are faith, piety, 
satisfaction, preventing sin, and thanking God for his blessing (Lashkari, 2002).Therefore the more the 
religious beliefs and attitudes of the members of the Islamic society, the higher their spirituality and 
mental health will be.  Koenig et al. (1997) found that there was a positive relationship between religious 
activities and practices, mental health and social responsibility. Religion affects mental health through 
creating social support, hope, life satisfaction, and optimism.  
 

 

RH2: There is appositive correlation between dimensions of spirituality and beliefs to the religious 
practices of Islam.  
As table 4 shows, there is a positive relationship between religious beliefs and attitudes and spirituality 
sub-categories; including self-development, flexibility, self-knowledge, sympathy, optimism, 
independency,   interactional relationship, self-concept, responsibility, and happiness. Among these sub-
sections, sympathy, optimism, and responsibility have the highest correlation with the religious activities 
and services. 
  
Table 4.Degree of Correlation Coefficient between 

Spirituality and Beliefs to Religious Instructions of Islam 

Sig. Correlation Dimension of  
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Coefficient Spirituality 

0.663 0.072 Happiness 

0.458 0.122 Independency 

 

0.237 
0.194 Self-development 

0.078 0.285 Self-knowledge 

0.108 0.261 
Interactional 
Relationship 

0.004 0.452** optimism 

0.828 0.036 Self-concept 

0.392 

 
0.141 

Flexibility 
 

0.011 0.403* Responsibility 

0.000 0.555** Sympathy 

                                                             P<0.05 
             Based on the statistical analysis, it was found that there is a positive correlation between 
spirituality and religious beliefs and attitudes. Learners with high religious beliefs have more sympathy, 
optimism, satisfaction, and responsibility than others with low religious services and practices. Religion 
has a significant role in education and development of morality. It enhances and controls spirituality 
directly. Therefore, paying attention to religion specialization in schools to increase spirituality is so 
important. Language as a constraint-based reflects the whole personal, social, and religious identities of 
individuals in speech community with efficient social interaction which demand different language 
behavior of people in different situations. Knowing the conversational and contextual cues, learners gain 
experiences and learn how to confirm or reject others and respect their own and others’ thoughts, and try 
to increase their friendship regardless of their race, ethnicity, gender, and other group distinctions. In a 
more serious and personal way than other teaching-learning methodologies, role playing allows students 
to develop an understanding of others' point of view. It encourages students to work with others in 
analyzing situations and developing practical solutions. It presents a productive channel through which 
feelings can be expressed. Role playing simulation facilitates the development of language skills. Role 
playing and simulation create a safe environment which encourages genuine communication and active 
involvement. Students engage in real communication when playing their role and are so captivated in the 
activity that they forget about their doubts about using language wrongly.  
 
6.Conclusion 

All individuals' schooling, employment, spiritual and moral health and cultural status, are the basic 
concerns of a religious society.  The interpretation of religious experiences influenced by personal and 
social effects in our life. Religion education is an educational plan with transferable values, skills, and 
attitudes. Family is perceived to be a major influence in religious development of their children through 
mere exposure to ideas on religious grounds. They build social networking by attending religious 
services. Islam is an inherited human religion which is a divine ideology for all people in each time and 
place. For establishing unification and religious interrelationship, the commonality in opinion and 
ideology is the primary basis without which permanent and pervasive unity cannot be created. 
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          To be more precise, social, cultural, economic, and institutional factors enhance progress, and the 
learning effects in religious education of the students at the various levels of school and university 
regarding their understanding of religion should be taken into account. Teachers should be more 
conscious to help the students develop their perception and production process. The amount of time 
needed for higher order religious training should be sufficient to help learners develop such skills in a 
short period of time. The public schools should work to ensure religious practices and shape the views of 
the learners. Indeed, educators are able to exercise considerable control over student expression to assure 
that participants learn whatever lessons, especially the religious aspect of life to specialize the spirituality 
in achieving higher level of social compatibility. 
         Each educational institution is charged with the teaching of religion should give special importance 
to efforts to achieve good results in students' religious beliefs, moral thinking and behaviors. Use of 
visual materials; printed textbooks, educational movies, film strips, overhead projectors, and cassette 
video recordings, and group learning methods are effective learning strategies for improving actual 
religion instruction. Further studies needed to explore the relationship between teaching presence and 
learners' level of religion education when using message as the unit of evaluation. 
 
6.1. Implications of the Study 
1. Language policy and language planning of the state, educational institutions and organizations 

2. Using propaganda and specific strategies of the Mass Media for teaching English as a foreign language 
for the all social classes 

3. Employing modern technologies of teaching, facilities,  
4. Cognitive, behavioral, and academic evaluation of teachers in teaching language and religion 

5. Familiarizing the EFL teachers with the need analysis of the learners for facilitating the learning 
process 

6. Creating appropriate social, cultural conditions 
7. Reinforcing linguistic competence, talents, potential and practical capabilities of EFL teachers 
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ABSTRACT 
THE PRESENT STUDY ATTEMPTED TO INVESTIGATE THE EFFECT OF TEACHING 
CULTURE THROUGH MOVIES ON LEARNERS’ WTC (WILLINGNESS TO 
COMMUNICATE). THE PARTICIPANTS CONSISTING OF 30 MALE AND FEMALE EFL 
LEARNERS WERE CONVENIENTLY SAMPLED AND WERE ASSIGNED INTO AN 
EXPERIMENTAL AND CONTROL GROUP. BEFORE THE TREATMENT, ALL THE 
PARTICIPANTS FILLED OUT A WILLINGNESS TO COMMUNICATE QUESTIONNAIRE 
(WTC) ADOPTED FORM AS A PRETEST .THEN THE PARTICIPANTS IN THE 
EXPERIMENTAL GROUP RECEIVED THE TREATMENT (WATCHING 24 AMERICAN 
MOVIES) FOR 10. AFTER THE TREATMENT ALL THE STUDENTS FILLED OUT THE WTC 
QUESTIONNAIRE FOR THE SECOND TIME AS POSTTEST. THEN THE DATA COLLECTED 
FROM THE QUESTIONNAIRES WERE ANALYZED. THE RESULTS INDICATED THAT THE 
USE OF WATCHING AMERICAN MOVIES SIGNIFICANTLY INFLUENCED IRANIAN EFL 
LEARNERS' WILLINGNESS TO COMMUNICATE. THE RESULTS IMPLY THAT BY USING 
VARIOUS MOVIES, TEACHERS ARE ABLE TO HELP THEIR SECOND OR EFL LEARNERS 
TO IMPROVE THEIR WILLINGNESS TO COMMUNICATE MORE EFFECTIVELY.  
KEY TERMS: CULTURE , THE INFLUENCE OF WATCHING MOVIES, WILLINGNESS TO 
COMMUNICATE 

 
  1. Background  
         It is commonly accepted that language is a part of culture, and that it plays a very important role in 
it. Some social scientists consider that without language, culture would not be possible. Language 
simultaneously reflects culture, and is influenced and shaped by it, Kramsch(2005). In the broadest sense, 
it is also the symbolic representation of a people, since it comprises their historical and cultural 
backgrounds, as well as their approach to life and their ways of living and thinking.  
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        Culture and language are inseparable. Politzer, (as cited in Brooks, 1986) shows this interrelationship 
by the following words:  

"As language teachers we must be interested in the study of culture not because we  
necessarily want to teach the culture of the other country, but because we have to teach it. If  
we teach language without teaching at the same time the culture in which it operates, we are  
teaching meaningless symbols or symbols to which the student attaches the wrong meaning;  
for unless he is warned, unless he receives cultural instruction, he will associate American  
concepts or objects with the foreign symbols". (p. 85-86) 

       Concurrent with that, Brown (1994) emphasizes “… a language is a part of culture and a  
culture is a part of a language. The two are intricately interwoven so that one cannot separate  
the two without losing the significance of either language or culture” (p. 164).  
      In a more detailed way, Buttjes (1990), by referring to some ethnographic language studies, 
summarizes several reasons why language and culture are from the start inseparably connected, i.e.: (1) 
language acquisition does not follow a universal sequence, but differs across cultures; (2) the process of 
becoming a competent member of society is realized through exchanges of language in particular social 
situations; (3) every society orchestrates the ways in which children participate in particular situations, 
and this, in turn, affects the form, the function, and the content of children's utterances; (4) caregivers' 
primary concern is not with grammatical input, but with the transmission of sociocultural knowledge; 
and (5) the native learner, in addition to language, acquires also the paralinguistic patterns and the 
kinesics of his or her culture (p. 55). 

Brown (1994) describes the two as follows: 'A language is a part  of a culture and a culture is a 
part of a language; the two are intricately  interwoven so that one cannot separate the two without losing 
the significance  of either language or culture.'(p,165) In a word, culture and language are inseparable. 
When learners decide to learn a second language they may also be interested in learning about the target 
culture, it seems clear that studying second language means trying to study and learn about the nature 
and culture of people to know them better. Some scholars like Sapir (1962) and Whorf (1956) use the term 
“ Linguistic Relativity” by which they believe, a. everything which we perceive in the world is based on 
categories and differences found in our native language, b. What is found in a language may not be found 
in other languages and it is because of variety in cultures.  

Because of the central role that culture plays in learning a language, by mid 80s little by little 
culture changed to a special part to teach to learners and most scholars and linguists such as 
Kramsch(2005) started that teaching language is not possible without teaching culture. The classical 
languages, Latin and Greek, were studied so that learners could read and translate the works of literature 
in these languages. This principle was also acknowledged by the Grammar-Translation Method, which 
saw the main rationale for learning in getting access to the so- called” great work”  Kramsch(1996), see 
also. Larsen Freeman (2000) 
Kito(2000) mentioned different benefits for teaching culture: 
1. Studying culture gives this perspective to student to study L2 in meaningful ways. 
2. From learners’ point of view one of the  important problems in learning L2 is to imagine a native 

person as a real person. 
3.  And finally learners are always interested in getting familiar with other cultures and they enjoy 

some activities such as singing, dancing, role-playing, and etc.   
So we can tell that the study of culture increases learners’ curiosity and motivation. Study of culture 
also is so crucial to develop general knowledge about people’s life, history, and geography. We need 
language to communicate with people in a society, so without language communication is not 
possible and when we talk about using language and communicating it is bound up with culture in 
complex ways, Kramsch(2005) 

Kramsch(2005) in “Language and Culture” introduces culture reality to create a relationship 
between language and culture. It is so essential to be familiar with people and their culture in second 
language. If we do not know anything about different gestures, non-verbal aspects of their language, 
their signs which are related to their culture how is possible to create an appropriate communication with 
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them? So learning a second language does not just include learning grammatical structures, vocabularies, 
etc. It is necessary to have an open and complete view about people’s culture.  

However as our area of research is Iranian learners, we should focus on their problems in 
learning language. unfortunately Iranian learners are not familiar with English culture and they think it is 
something separate from language, of course it should be added that, teaching culture to the learners 
should be in an implicit way not explicit, and it is teachers’ responsibility to go through the proper 
methodology to teach culture to the learners therefore film and television segments offer students an 
opportunity to witness behaviors that are not obvious in texts. Film is often one of the more current and 
comprehensive ways to encapsulate the look, feel, and rhythm of a culture. Film also connects students 
with language and cultural issues simultaneously, such as depicting conversational timing or turn-taking 
in conversation. Herron et al.‟s (1999) study showed that students achieved significant gains in overall 
cultural knowledge after watching videos from the target culture in the classroom. 

In addition willingness is so important, because some learners are more or less interested in 
learning foreign languages and cultures than others, and as a creative teacher using movie can be a 
suitable solution to increase learners’ interest to learn language and culture. Choosing an appropriate 
movie is so essential because it has direct affect on learning a language and the movie which is chosen 
should be a great representative of English culture, traditions, and customs to meet learners’ needs. 

 
 2. Literature review  
         We know films are widely used among language teachers in order to transfer different information 
about target language, and also films are useful to get more information about target country or it is like 
to travel and visit that country. Different researchers consider films as authentic or real-life materials 
which can create alternative ways of acquiring knowledge that are different from printed media. Film is a 
uniquely rich medium for the purpose of studying culture because it communicates on several levels 
(Champoux, 1999; Summerfield, 1993). First and foremost, films tell stories about people, their hopes, 
dreams, challenges, and fears, how they relate to others, and what behaviors are socially acceptable (and 
unacceptable). As such, film provides an important representation of cultures and their salient issues. 
Although all films deal with culture, some do a particularly good job of examining specific types of 
culture. In teaching culture, one must deal with both the rational and the nonrational, as well as the 
explicit and implicit. 
          Film provides students with a window to many of the cultural variables that influence management 
theory and practice but that they may not have personally experienced. In particular, filmmakers deal 
extremely well with the paradox and ambiguity that underlie most modern cultures, whether they are 
national, ethnic, or organizational. Drama and comedy, the two most popular genres, are generated by 
these paradoxes and ambiguities and the tensions they produce. Finally, film helps address two of the 
most difficult issues in management education: motivation and retention. Students today have become 
accustomed to learning through multimedia and are easily bored or distracted by more traditional 
pedagogies.  
         As a generation raised on television, film, and computers, they are more receptive to these new 
forms of information. Film is also likely to improve retention by providing strong images and emotional 
content (Champoux, 1999; Postman, 1986). Film offer an exploratory and motivating type of learning as 
follows (adapted from Kramsch1993): 

 Films provide a world of knowledge that is non-sequentially organized and that invites 
relational thinking and hierarchical structuring of the phenomena observed.  

 It is suggested that students have to learn how to use the acquired knowledge in varying 
situational contexts for varying purposes and movies enhance a domain of cultural 
knowledge that has to be learned   across different contexts.  

 It is believed that movies invite learners to reinterpret, reorganize, and reconstruct prior 
knowledge in light of the new, to recognize the traces of prior texts and events as they 
appear in new contexts, endowed with a new value.  
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 Films are an accessible authentic material and lie in the construction of certain social 
reality by a society in dialogue with itself. Having been exposed to movies, non-native 
learners have to construct and reconstruct the meanings.  

 Upon finishing watching films, a common comprehension classroom activity is to have a 
discussion in which students are given opportunities to explore various levels of 
understanding and to be conscious of their own knowledge assets and deficits. 

         And also Visual literacy (the ability to interpret and create visual, digital, and audio media) is a 
fundamental form of literacy in the 21st Century. The use of film in the classroom or as an outside school 
activity can uphold the motivation of the learners, because of its playful component. Using films through 
specific task activities provides an ideal vehicle for active learning, as well as encouraging interaction and 
participation. The communicative potential of its use has been commended: 
– it facilitates comprehension activities that are perceived as ‘real’; 
– it creates a curiosity gap that facilitates the exchange of opinions and ideas about the film; 
– it helps to explore non-verbal elements; 
– it improves oral and aural skills (Altman, 1989); 
– it provides meaningful contexts and vocabulary, exposing viewers to natural expressions and natural 
flow of speech. 
 
        Willingness to communicate (WTC) is the intention to initiate communication. Different research has 
indicated that learners’ characteristics such as attitude, aptitude, motivation, language anxiety have a 
strong relationship with learning the second language and we can tell that all these characteristics refer to 
individual differences so their effects are completely crucial in tendency to have an active and real 
communication. According to all these factors it is possible to tell that WTC is based on individual 
differences and it is expanded to describe all those differences in L1 communication, and of course in 
studying L2 all these factors can be in the center of attention and when we talk about real communication 
through L2 individual differences impose an important role so WTC can be important, too. 

 
3. Method  
3.1 Participants  

A sample of 30 Iranian intermediate EFL learners participated in the present investigation. These 
participants were selected from two intact classes at a private language institute in Tehran, a branch of 
Iranmehr Language Institute.  These 30 intermediate language learners were located based on their 
previous report cards. The researcher also talked to the teachers and observed some classes to assess the 
level of learners and to make sure that they could be considered intermediate EFL learners. The manager 
of this language institute cooperated with the researcher to choose a sample of 30 learners from two intact 
classes. These 30 selected participants' age ranged from 18 to 25 with an average age mean of 20.3.  There 
were both female and male learners in the study sample.  Then, the two classes were randomly assigned 
into two groups: an experimental group and a control group with equal sizes. These participants' mother 
tongue was mostly Persian and they were from different social strata. Their educational degrees and 
study majors varied. Most of them had been learning English in this language institute for more than two 
years. The number of the learners, their gender, and their experimental and control group classification 
has been summarized in the following table (Table 1): 
 
Table 1 
Study Groups, Gender, and Number of Participants  

Study Groups Number Gender 

  Male Female 

        Experimental Group 15 6 9 

        Control Group 15 5 10 
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        Total 30 11 19 

 
3.2 Instrumentation 

Two main data collection instruments were utilized in the present research: a willingness to 
communicate (WTC) questionnaire and the oral interview procedure.  The characteristics, reliability 
indices, validity concerns, and the logistical considerations related to each of the two main data collection 
tools will be discussed in the following sections.  The willingness to communicate (WTC) questionnaire 
was used twice: first it was used as a pretest to check learners' willingness to communicate in English 
before to treatment and secondly it was employed as a posttest to assess learners' willingness to 
communicate after receiving the special treatment given to the experimental group.  

 
3.3 Data Collection Procedure 

The current study attempted to investigate the probable effect of teaching culture through movies 
on Iranian EFL learners’ degree of willingness to communicate (WTC) in English. To implement this 
purpose, this study was conducted in four subsequent phases. In the first phase, the WTC questionnaire 
was administered to the 30 randomly selected participants for measuring their willingness to 
communicate in English prior to the treatment. After that, these learners were divided into two equal-
sized groups; an experimental and control group each including 15 learners from both genders. The ratio 
of female and male learners was not equal in the experimental and control groups.  

During the second phase, the participants in control group did not receive any treatment; they 
just receive the usual lessons. According to their level and book, these participants they just studied 
specific objectives which were appropriate for their level. On the other hand, the experimental group was 
treated by teaching American culture through watching American English movies. Some movies were 
chosen which showed and emphasized American culture, customs, and traditions.  

Because culture is a complex and multifaceted phenomenon, some criteria was considered in 
choosing the movies. First, because the culture varies from each country to the other, only the American 
English movies who reflected American English culture were elected and British, Canadian, Australian, 
or American movies which reflected for example Indian American culture or   minority groups on the 
United States were excluded. Second, because culture varies diachronically, i.e. during the time, those 
movies were selected which reflect the Contemporary American culture. The historical movies whose 
cultural reflections have no place on the current American culture were not used. However some 
historical movies which were rich in this regard were watched and analyzed (see Appendix B has the list 
of the name of the movies). 

Third, some main criteria were applied to choose among many American English movies. These 
criteria included the decorum for using language and the form of communication, politeness aspects, 
speech acts, symbols, ideas, beliefs, knowledge, national identity, social and religious values, folklore, 
idioms, proverbs, gender-based speech, clothes and costumes, holidays, important dates in the popular 
folklore, political system and the role of people, laws and rules, regulations, constitution, geography and 
history of the country, peoples' attitude toward other nations, ethnicity and the issue of slavery in 
western societies, civil wars and other national or world wars, literature, music typology, drama, the role 
of media, technology, the position of education, family relations, family life, marriage traditions, love 
relationships, death, colors, and many other dimensions.  

Fourth, those movies were selected which were interesting and informative, and reflected the 
positive aspects of American culture. The movies which had violent topics, rare cultural information, and 
immoral topics were excluded from the collection of movies which were used in the current investigation.  

Fifth, 24 movies were selected for the purposes of the current study. Copies of all these movies 
were given to the participants in the experimental group and they were required to watch two movies 
before attending the class. The order based on which the movies were to be watched were also given to 
the participants in this groups based on a timetable (see Appendix B). Then, during the class time the 
teacher checked whether the learners had watched the movies or not. Afterwards, the content of the 
movies were discussed and some important episodes of them were played back in the class. The learners 
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were asked to contemplate on the American culture and how it was manifested in the speech, behavior, 
decisions, and feelings of the actors and actresses. The topic, theme, cultural aspects, and some other 
aspects of the movies were briefly debated. The learners were required to be active participants in the 
conversations about the movie which they had watched before attending the class. Learners commented 
on other peers' opinions about the movie. This treatment was given for 12 sessions with a time length of 
1.5 hours.  

In the third phase of the study, the participants in both groups were given the post-test (WTC 
Questionnaire) in order to check their degree of willingness communicate in English after treatment.. The 
purpose of this posttest was to compare the probable differences in the degree of willingness 
communicate in English between the learners in the experimental group and those in the control group 
after the treatment.   

In the fourth phase, there was an oral interview with experimental group to investigate their 

attitudes toward the way which they had learned language and culture through watching movies.  
During these oral interviews, the participants' attitudes about the effect of watching movies on their 
willingness to communicate in (WTC) English were elicited.  All the 15 learners in the experimental 
group were asked this main question: "Did watching American movies have any effect on your 
willingness to communicate in English?" If the learners answered "yes", then they were asked this 
question "how and why do you think watching these movies influenced your willingness to communicate 
in English?" Learners' answers were recorded for further analysis.  After these oral interviews were 
carried out, the main valuable points mentioned by these learners were extracted and transcribed.  
 

The current study attempted to investigate the probable effect of teaching culture through movies 
on Iranian EFL learners’ degree of willingness to communicate (WTC) in English. To implement this 
purpose, this study was conducted in four subsequent phases. In the first phase, the WTC questionnaire 
was administered to the 30 randomly selected participants for measuring their willingness to 
communicate in English prior to the treatment. After that, these learners were divided into two equal-
sized groups; an experimental and control group each including 15 learners from both genders. The ratio 
of female and male learners was not equal in the experimental and control groups.  

During the second phase, the participants in control group did not receive any treatment; they 
just receive the usual lessons. According to their level and book, these participants they just studied 
specific objectives which were appropriate for their level. On the other hand, the experimental group was 
treated by teaching American culture through watching American English movies. Some movies were 
chosen which showed and emphasized American culture, customs, and traditions.  

Because culture is a complex and multifaceted phenomenon, some criteria was considered in 
choosing the movies. First, because the culture varies from each country to the other, only the American 
English movies who reflected American English culture were elected and British, Canadian, Australian, 
or American movies which reflected for example Indian American culture or   minority groups on the 
United States were excluded. Second, because culture varies diachronically, i.e. during the time, those 
movies were selected which reflect the Contemporary American culture. The historical movies whose 
cultural reflections have no place on the current American culture were not used. However some 
historical movies which were rich in this regard were watched and analyzed (see Appendix B has the list 
of the name of the movies). 

Third, some main criteria were applied to choose among many American English movies. These 
criteria included the decorum for using language and the form of communication, politeness aspects, 
speech acts, symbols, ideas, beliefs, knowledge, national identity, social and religious values, folklore, 
idioms, proverbs, gender-based speech, clothes and costumes, holidays, important dates in the popular 
folklore, political system and the role of people, laws and rules, regulations, constitution, geography and 
history of the country, peoples' attitude toward other nations, ethnicity and the issue of slavery in 
western societies, civil wars and other national or world wars, literature, music typology, drama, the role 
of media, technology, the position of education, family relations, family life, marriage traditions, love 
relationships, death, colors, and many other dimensions.  
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Fourth, those movies were selected which were interesting and informative, and reflected the 
positive aspects of American culture. The movies which had violent topics, rare cultural information, and 
immoral topics were excluded from the collection of movies which were used in the current investigation.  

Fifth, 24 movies were selected for the purposes of the current study. Copies of all these movies 
were given to the participants in the experimental group and they were required to watch two movies 
before attending the class. The order based on which the movies were to be watched were also given to 
the participants in this groups based on a timetable (see Appendix B). Then, during the class time the 
teacher checked whether the learners had watched the movies or not. Afterwards, the content of the 
movies were discussed and some important episodes of them were played back in the class. The learners 
were asked to contemplate on the American culture and how it was manifested in the speech, behavior, 
decisions, and feelings of the actors and actresses. The topic, theme, cultural aspects, and some other 
aspects of the movies were briefly debated. The learners were required to be active participants in the 
conversations about the movie which they had watched before attending the class. Learners commented 
on other peers' opinions about the movie. This treatment was given for 12 sessions with a time length of 
1.5 hours.  

In the third phase of the study, the participants in both groups were given the post-test (WTC 
Questionnaire) in order to check their degree of willingness communicate in English after treatment.. The 
purpose of this posttest was to compare the probable differences in the degree of willingness 
communicate in English between the learners in the experimental group and those in the control group 
after the treatment.   

In the fourth phase, there was an oral interview with experimental group to investigate their 

attitudes toward the way which they had learned language and culture through watching movies.  
During these oral interviews, the participants' attitudes about the effect of watching movies on their 
willingness to communicate in (WTC) English were elicited.  All the 15 learners in the experimental 
group were asked this main question: "Did watching American movies have any effect on your 
willingness to communicate in English?" If the learners answered "yes", then they were asked this 
question "how and why do you think watching these movies influenced your willingness to communicate 
in English?" Learners' answers were recorded for further analysis.  After these oral interviews were 
carried out, the main valuable points mentioned by these learners were extracted and transcribed.  
 
  3.4 Design 

There was one control group and one experimental group in the study and the students were 
selected and assigned to the two groups on the basis of convenience sampling. Furthermore, the study 
used pre-test before the treatment in order to assess and control for the differences between groups prior 
to the start of the experiment.  And finally, a post-test was used at the end of the study. Therefore, the 
design of this study has all of the characteristics of a qusai-experimental study based on what Hatch and 
Lazaraton (1991) have considered as the main features of a quasi-experimental study.  

  
3.5 Data analysis 

After collecting the required data, the scores for each participant were tabulated and subjected to 

statistical analyses in order to provide answers to the research questions. The present study intends to 
investigate the effect of teaching culture through movies on learners’ WTC. Therefore, there was one 
independent variable (teaching American culture through watching movies) and one dependent variable 
that is learners’ WTC in English. Since there were two tests, pre-test and post-test, and the researcher 
wanted to compare the performance of two groups, the analysis of covariance (ANCOVA) was applied. 
The application of ANCOVA helps to reduce the initial group differences from the pretest performance to 
the posters performance (Dornyei, 2007) 
 
 4. Results  
 4.1 Pretest Results  
         4.1.1 Case Processing Summary  
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Table 2 below displays the number of the participants who took the pretest. According to the 
information in Table 2, 30 Iranian EFL learners in the experimental and control groups were present in 
the pretest. 
 
Table 2   
Case Processing Summary for the Study Groups' Performances on the Pretest   

 Cases 

 Valid Missing Total 

Pretest N Percent N Percent N Percent 

Experimental Group 
15 50.0% 15 50.0% 30 100.0% 

Control Group 15 50.0% 15 50.0% 30 100.0% 

 
 

4.1.3 Checking the Normality of the Data 

One-Sample Kolmogorov-Smirnov and  Shapiro-Wilk Tests were used to check whether the two 
groups’ scores on the pretest were normally distributed or not. The results are depicted in Tables 3 below. 
Table 3  
Tests of Normality for the Study Groups' Performances on the Pretest   

 

Groups 

Kolmogorov-Smirnova Shapiro-Wilk 

 Statistic df Sig. Statistic df Sig. 

Pretest Experimental .135 15 .200* .929 15 .264 

Control .124 15 .200* .918 15 .181 

a. Lilliefors Significance Correction     

*. This is a lower bound of the true significance.    

 
As shown in Table 3, the experimental and control group’s scores on pretest were distributed 

normally, that is, p > 0.05 in any case. Normality of the distribution was also examined for the 
experimental and control group’s scores on the pretest through the related graphs.  
4.1.4 Descriptive Statistics of the Pretest  

After the collection of the required data, the necessary descriptive and inferential statistics were 
provided using SPSS program for the performances of the two groups on the WTC questionnaire (See 
Appendix C).  Table 4 has summarized the descriptive statistics for the performances of the two 
experimental and control groups on the willingness to communicate (WTC) questionnaire as used as the 
pretest. 
 
Table 4  
Descriptive Statistics for the Performances of Study Groups on the WTC Pretest 

 

Groups N 

 
Min 

Max Mean Std. Deviation 
Std. 

Error Mean 
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Pretest 
 

Experimental 
15 

48 
65 56.66 5.83 1.50 

Control 15 48 63 54.40 4.30 1.11 

 
As shown in Table 4, the mean for the performances of experimental and the control groups on 

the WTC pre-test scores were 56.66 and 54.40, respectively. The standard deviation for the performance of 
the experimental group was 5.83 and it was 4.30 for the control group. The minimum obtained WTC 
scores for the two groups were the same, i.e. 48; but the maximum score for the experimental group was 
65 while it was 63 for the control group. The obtained values for the standard error of measurement were 
rather the same for the two study groups (1.50 & 1.11).  

These descriptive statistics indicated that the mean score for the performances of the 
experimental group learners on the WTC pretest was a little higher than that of the control group 
learners. However, before making any judgments about this difference, they were fed into an analysis of 
covariate (ANCOVA) to statistically examine whether they had any significance effect on the 
performance of the two study groups on the same WTC questionnaire used as the posttest two month 
after its first administration as the pretest.   
4.2 Posttest Results  
     4.2.1 Case Processing Summary  

Table 5 below shows the number of the learners who took the posttest. Totally 30 Iranian EFL 
learners in the experimental and control groups had taken the posttest. 
Table 5   
Case Processing Summary for the Study Groups' Performances on the Posttest   

 Cases 

 Valid Missing Total 

Posttest N Percent N Percent N Percent 

Experimental Group 15 50.0% 15 50.0% 30 100.0% 

Control Group 15 50.0% 15 50.0% 30 100.0% 

 
     4.2.3 Checking the Normality of the Data 

One-Sample Kolmogorov-Smirnov and Shapiro-Wilk Tests were utilized to scrutinize if the two 
groups’ scores on the WTC posttest were normally distributed. The results are presented in Table 6 
below. 
 
Table 6   
Tests of Normality for the Study Groups' Performances on the Posttest   

 

Groups 

Kolmogorov-Smirnova Shapiro-Wilk 

 Statistic df Sig. Statistic df Sig. 

Pretest Experimental .237 15 .023 .885 15 .057 

Control .155 15 .200* .932 15 .289 

a. Lilliefors Significance Correction     

*. This is a lower bound of the true significance.    
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As depicted in Table 6, the experimental and control group’s scores on WTC posttest were normally 
distributed, that is, p > 0.05 for the two groups.  
 
        4.2.4 Descriptive Statistics of the Posttest 

After the treatment of this study that was exclusively given to the participants in the 
experimental group, the same WTC questionnaire used as the pretest was taken by the learners as a 
posttest. The descriptive statistics for the WTC performances of the two groups on the posttest were 
summarized in the following table. 
 
Table 7   
Descriptive Statistics for the Performances of Study Groups on the WTC Posttest 

 

Groups N 

 
Min 

Max Mean Std. Deviation 
Std. 

Error Mean 

Posttest Experimental 
15 

59 
82 72.00 8.11 2.09 

Control 15 51 66 57.53 4.83 1.24 

 
As it can be seen in Table 7, the mean score for the experimental group was 72 with an SD of 8.11 

whereas the mean score for the control group was 57.53 with an obtained SD of 4.83. The lowest and the 
highest scores for the experimental group on the posttest were 59 and 83; however these minimum and 
maximum scores for the performance of the control group were 51 and 66, respectively.  

It seemed that the learners in the experimental group who received the treatment of the study 
performed better than those learners in the control group who did not receive the intended treatment.  
The mean, maximum, and minimum scores for the experimental groups were greater than those values 
calculated for the control group. Then obtained SEM scores showed that the experimental group also 
indicated a larger variance and a larger standard deviation. Such an apparent difference was statistically 
scrutinized using the analysis of covariance (ANCOVA) by controlling for the leaners' WTC scores on the 
pretest.  
  
4.3 Application of One-Way ANCOVA 

There three main variables in this study. First, there was the factor or the dichotomous 
independent variable (the experimental group who received the treatment of watching 24 English movies 
representing American culture vs. the control group). Second a continuous covariate was present (WTC 
scores on the pretest). Third, there was a continuous dependent variable (WTC scores on the posttest). 
The existence of these three variables and their operational definition in the current study based on the 
postulated research question demanded the application of the Analysis of Covariance (ANCOVA). 
Analysis of covariate permitted the researcher to statistically compare the scores obtained by 
experimental and control group learners on the WTC questionnaire used as pretest and posttest. 

 
4.4 Testing Assumptions 

Like any other statistical procedure, analysis of covariate (ANCOVA) has four important 
assumptions that should be met before its application (Pallant, 2007. If these assumptions are not 
adequately available, the application of the one-way ANCOVA is not meaningful.  
        4.4.3 Assumption Three: Linearity of Regression Slope 

The third fundamental assumption required the existence of a linear relationship between the 
dependent variable (posttest WTC scores) and the covariate (pretest WTC scores) in the performances of 
the groups participating in this study. To check availability of this assumption, the Homogeneity of 
Regression Lines were drawn for both of the groups. The homogeneity of regression lines can be seen 
Figure 1 below.  
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Figure 1 Homogeneity of regression lines for the WTC performances of the   
                 study groups' pretest and posttest scores   
 

In Figure 1 above, the regression lines clearly showed the existence of a linear relationship for 
experimental and control group's pretest and posttest scores.  

 
        4.4.4 Assumption Four: Testing the Homogeneity of the Regression Slopes 

The homogeneity of regression slopes is the last essential assumption. This assumption implies 
that should not be any interaction between the covariate and the treatment (getting familiar with the 
American English culture through watching movies in the experimental group). The application of the 
Between-Subjects Effects Test helped to check this assumption (Table 8). 
 
Table 8  
Test of Between-Subjects Effects for Experimental and Control Groups' Pretest and Posttest Scores on the WTC 
Questionnaire 

Source Type III Sum of Squares df Mean Square F Sig. 

Corrected Model 2616.83a 3 872.27 111.97 .000 

Intercept .014 1 .014 .002 .966 

Groups .058 1 .058 .007 .932 

WTC Pretest 904.57 1 904.57 116.12 .000 
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Groups * WTC Pretest 6.36 1 6.36 .817 .374 

Error 202.53 26 7.79   

Total 128661 30    

Corrected Total 2819.36 29    

     
 a. R Squared = .928 (Adjusted R Squared = .920) 
 

The calculated value for the interaction between the dichotomous independent variable and the 
covariate was [F (1, 26) = .817, P < .05, Partial Eta Squared= .374] was 0.37. This obtained value is much 
greater than 0.05; accordingly, the interaction between the WTC pretest scores and the treatment on 
American English culture through movies was not statistically significant. This significant interaction 
implied that the homogeneity of regression slopes assumption was met in the current research. The 
presence of all the four essential assumptions, allowed the researcher to apply the ANCOVA to probe the 
differences between the experimental and control groups in their performances on the WTC 
questionnaire used as pretest and posttest.  
 
4.5 Results of the Applied One-Way ANCOVA 

The results of the used one-way ANCOVA were presented based on their logical sequence. The 
first table from the output of ANCOVA showed the study groups and the major variables (Table 9).     
 
Table 9  
The Study's Between-Subjects Factors 

Study  Groups Value Label N 

    Experimental Group Familiarity with English American Culture 
through Movies 

15 

    Control          Group No Treatment 15 

 
The next output of the Analysis of the Covariance displayed the descriptive statistics for the WTC 

performances of the experimental control groups on the post-test. This was presented in Table 10.  
 
Table 10  
Descriptive Statistics for the Two Study Groups' WTC Scores on the Posttest 

Groups Mean Std. Deviation N 

    Experimental Group 72 8.11 15 

    Control Group 57.53 4.83 15 

    Total 64.76 9.86 30 

 
Dependent Variable: WTC Posttest 
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As depicted in Table 10, the mean a score for the performances of the experimental group on the 
WTC posttest was 72, whereas it was 57.53 for the control group. Seemingly, the experimental group 
learners had outperformed their counterparts in the control group. Such an apparent difference was 
checked using the next information yielded by the application of ANCOVA. But before that, another 
statistic was checked.  

For the logical and meaningful application of the ANCOVA and for convincing interpretation of 
the results, variances of the obtained scores should be equal. To obviate this concern, the Levene's test of 
equality of error variances was applied. Levene's test, examines this underlying null hypothesis that the 
error variance of the dependent variable (posttest WTC scores) is the same in the performance of the 
study groups. The results of the Levene's test of equality of error variances were presented in Table 11. 

 
Table 11  
Levene's Test of Equality of Error Variances for the Study Groups a 

F df1 df2 Sig. 

.512 1 28 .363 

  a. Design: Intercept WTC Pretest + Groups  
      Dependent Variable: WTC Posttest 
 

Table 11 showed that the value for the Levene's test of equality of error variances [F (1, 28)= 0.512, 
p >.05, Sig=.363] was .363. Thus, it was statistically proved that the equality of variances is available.  

The main purpose for running Analysis of Covariance (ANCOVA) was to check whether the 
study groups were significantly different in terms of their scores on the dependent variable. In this study, 
for instance, the researcher wanted to explore if there were any statistically significant differences 
between the experimental group (that received the intended treatment of the study) vs. control group 
learners' scores on the WTC posttest.  

The main results of the ANCOVA which checks the between-subjects effects and the effect of the 
independent variable on the dependent variable were presented Table 12 below.  
 
 
 
Table 12  
Tests of Between-Subjects Effects for the Two Groups' Scores on the WTC Posttest 

Source 
Type III Sum of 

Squares df Mean Square F Sig. 
Partial Eta 
Squared 

Corrected Model 2610.46a 2 1305.23 168.70 .000 .926 

Intercept .359 1 .359 .046 .831 .002 

WTC Pretest 1040.85 1 1040.83 134.52 .000 .833 

Groups 987.80 1 987.85 127.67 .000 .825 

Error 208.89 27 7.73    

Total 128661 30     

Corrected Total 2819.36 29     

a. R Squared = .907 (Adjusted R Squared = .900)    
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As the table shows, the calculated value for experimental and control groups, [F (2, 27) = 168.70, P 
< .05, Partial Eta Squared= .96] was 0.85. The achieved Sig. value for the independent variable, i.e. study 
groups, was .000. Because this obtained value was less than .05, it could be said that there was a 
significant difference between experimental group learners and control group learners' WTC scores on 
the posttest. This result was achieved by controlling the differences due to the effect of the pretest scores.  

The calculated partial Eta squared was 0.926. This large value meant that 92.6 percent of the 
variance in the posttest WTC scores could be explained based on the special treatment received by the 
experimental group. The partial Eta for the impact of the pretest scores was 0.833, demonstrating the 
existence of a strong and significant relationship between the pretest and posttest scores on the WTC 
Questionnaire. Put it another way, the leaners' scores on the pretest could explain 83.3 percent of the 
variance in the posttest WTC scores.   

Finally, Table 13 illustrated the adjusted means on the posttest WTC scores for the two study 
groups when the effect of the covariate, i.e. the pretest scores was statistically detached.  
 
Table 4.14  
Estimated Marginal Means for the Two Groups' Scores on the WTC Posttest 

Groups Mean Std. Error 

95% Confidence Interval 

Lower Bound Upper Bound 

Experimental Group 70.65a .72 69.16 72.14 

Control Group 58.88a .72 57.38 60.37 

a. Covariates appearing in the model are evaluated at the following values:  
    WTC Pretest = 9.36. 

 
As this table shows, the adjusted mean for the experimental group decreased from 72 to 70.65 

and it increased from 57.53 to 58.88 after the removal of the effect of the covariate.  
The Analysis of Covariance (ANCOVA) indicated that those Iranian intermediate EFL learners who 
received the treatment significantly outperformed on the WTC questionnaire used as a posttest than 
those learners who did not receive the treatment of this study.  Accordingly, it was found that those 
learners who received instruction in the form of watching the English movies about the American culture 
apparel to be more willing to communicate in English compared with their Iranian intermediates EFL 
peers who did not receive such a cultural-awareness instruction.    
4.6 Discussion 

The main finding of the current investigation was that watching American English movies could 
help Iranian EFL learners promote their degree of  willingness to communicate (WTC) in English. Put in 
another way, the current study revealed that wisely and appropriately providing EFL learners with 
ample opportunities to watch movies about culture of the English speaking countries, they can change 
their attitudes toward the language positively. 

The findings of the current study are supported by those studies that generally reported the 
positive impact of cultural awareness and familiarity with second or foreign language culture obtained 
by watching movies on learners' motivation to communicate in that language both with the native 
speakers and proficient non-native speakers (Champoux, 1999; Hughes, 1986; Kramsch, 1998; 
Summerfield, 1993). For example Champoux (1999) claimed that EFL/ESL learners who watch native-
speakers' films can learn the fine language more effective than those who do not watch movies in the 
target language. Champoux (1999) stated that watching movies in the target language motivates learners 
more and encourages them to communicate more in the target language they are acquiring.  

Prahbu (2013) also found that using movies would help second or foreign language learners to 
learn the L2 more effectively. He asserted that watching native language movies has both direct and 
indirect positive effects of language acquisition. One of the main indirect effects of using movies is that 
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the learners feel more motivated to engage in conversation and they would be more willing to talk in the 
target language and engage in the authentic conversations with other language learners or their teachers.  

Luo's study (2004) revealed that using movies and TV series films in video format provided 
exposures to the real language used in authentic contexts and the culture in which the foreign language is 
spoken which directly and indirectly promoted the motivation of L2 learners to talk.  

Sommer (2001) and Kusumarasdyati (2004) have found that movies that draw the learners’ 
interest can positively affect their motivation to learn and can encourage them to talk more in the L2 they 
are acquiring. Lin (2002) also reported a positive correlation between watching English movies and the 
desire to engage in communication with other language learners and native speakers. 

Weyers (1999) studied the effect of authentic cultural videos on communicative competence and 
concluded that leaners language in general and their tendency to involve in real world conversations 
increased in particular. An as you know, the greater tendency to engage in L2 conversations means more 
willingness to communicate in the target language.  

Blasco et al. (2006) have argued that the use of cultural movies in learning and teaching a second 
or foreign language is vital to provoking the reflective processes and attitudes in the learner which lead to 
more desire to use the language for interactions.  

All these investigations reveal the positive effects of watching cultural movies on productive 
skills, tendency to use the language, as well as communicative performance in specific oral and written 
communication tasks which directly and indirectly promotes pragmatic competence in significant ways. 

 
5. Conclusion 

The most significant conclusion of the present study was that teaching American English culture 
through using English movies which represented the most integral elements of American culture could 
positively and significantly enhance Iranian EFL learners' willingness to communicate (WTC) in 
English.Watching English movies could also increase learner's willingness to communicate by influencing 
their attitudes in positive ways.  
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ABSTRACT 
THIS STUDY INVESTIGATED THE EEFECTS OF NEWS REPORT (NR), AS ONE TYPE OF 
AUTHENTIC MATERIALS, ON THE LEARNING OF PASSIVE STRUCTURES BY THE 
INTERMEDIATE IRANIAN EFL LEARNERS. IN ORDER TO ENSURE THE HOMOGENEITY OF THE 
PARTICIPANTS, THE STANDERIZED ENGLISH PROFICIENCY TEST (PET) WAS ADMINISTERED 
AMONG THE PARTICIPANTS. IN TOTAL, 40 LEARNERS, WITH AN AGE RANG OF 17-29, 
PARTICIPATED IN THIS STUDY IN TWO INTACT CLASSES, WHICH WERE RANDOMLY 
ASSIGNIED TO NR AND CONTROL GROUPS (CG). THE TWO GROUPS RECEIVED DIFFERENT 
INSTRUCTIONAL MATERIALS. IN THE NR GROUP, THE TARGETED PASSIVE SENTENCES IN 
EIGHT DIFFERENT NEWS REPORTS WERE PRESENTED TO THE PARTICIPANTS AND THE CG 
RECEIVED EIGHT TEXTS OF THE BOOK ENGLISH RESULT. THE METHOD OF TEACHING OF 
THESE TEXTS IN BOTH GROUPS WAS THE SAME. FOR THE PURPOSE OF THIS STUDY, ONE PRE-
TEST AND ONE POST-TEST OF MULTIPLE CHOICE (MC) AND ERROR CORRECTION (EC) TYPES 
OF GRAMMATICAL TEST WERE USED TO GATHER THE NEEDED DATA.THE ONE-WAY 
ANALYSIS OF VARIANCES (ONE-WAY ANOVA) WAS RUN TO ANALYZE THE GATHERED DATA. 
THE RESULTS INDICATED THAT THE NR GROUP OUTPERFORMED THE CONTROL GROUP AND 
HAD SIGNIFICANTLY BETTER PERFORMANCES AFTER THE TREATMENT THAN CONTROL 
GROUP IN BOTH MC AND EC TESTS.ACCORDINGLY, IT WAS CONCLUDED THAT AUTHENTIC 
MATERIALS, SPECIFICALLY NR IN THE EFL CLASSROOM CAN SIGNIFICANTLY HELP MOTIVATE 
AND ENHANCE LEARNERS' MASTERY OF ENGLISH GRAMMAR. THE STUDY HAS 
IMPLICATIONS FOR EFL PRACTITIONERS AND MATERIAL DEVELOPERS.   
 

KEYWORDS: AUTHENTIC MATERIALS; NEWS REPORT; ONE-WAY ANOVA; PASSIVE VOICE; 
READING COMPREHENSION  
 
1. INTRODUCTION 

There is a growing consensus among a good deal of current research that reading comprehension is one 
of the most important skills for educational and professional success. It has become the main focus of 
attention by both research and practical application since 1980s (Arens ,Byrnes & Swaffar 1991, 
Brantmeier, 2002; Omaggio Hadley, 2001; Saricoban, 2002; Singhal, 2001). As Noor (2006, p. 66) states, 
“Without doubt, in any academic or higher learning context, reading is perceived as the most prominent 
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academic skill for university students” .In general terms, reading comprehension can be defined as the 
ability to understand information in a text and interpret it appropriately.  
 
As Akbari (2014) claims in her article, the role of grammar in second language ,oreceived much attention 
by researchers (Alderson, 1984, 2000; Nassaji, 2007; Shiotsu & Weir, 2007; Urguhart & Weir, 1998). On one 
hand, this may be attributable to the very nature of reading as a receptive language skill for 
comprehending the messages of the texts. Thus, knowledge of structure was regarded to have less to do 
with comprehending a text than levels of other components such as vocabulary, background knowledge, 
and reading strategies. On the other hand, the 30-year long dominance of Communicative Language 
Teaching that puts a near-exclusive emphasis on macrolanguage skills and communicative functions, has 
somewhat downgraded the need to address the issue of the role of grammar in L2 reading (Han & 
D’Angelo, 2009; Urguhart & Weir, 1998). 
 
1.1. Statement of the Problem 

Despite the outstanding place of reading comprehension in English pedagogy and the belief that the only 
and the most direct way of accessing professional information in various fields of the study is reading 
comprehension Richards (1976), the students’ problems concerning reading comprehension still persist. 
This issue is more clearly evident among EFL learners who have limited amount of exposure to English 
as a medium of general communication Hedge (2004). In universities of Iran, students of different fields 
are required to read some of their materials in English, particularly when they are supposed to write their 
research projects. As a result, to assist them better in tackling their reading comprehension in their 
classes, teachers need to diagnose the students’ major problems first and then apply appropriate 
strategies to help them improve their reading comprehension. 
When the issue turns to second language (L2) reading, the role of grammar becomes more complex. It is 
due to the fact that L2 reading differs from L1 reading in that L2 readers “start to read in the second 
language before achieving the kind of grammatical maturity and the level of oral vocabulary that L1 
readers attain before they begin to read” Shiotsu (2009, p. 16). Thus, L2 learners must learn how phrases 
are constructed and cases are assigned to the constructed phrases in a new language Koda (2007). 
Moreover, one of the most complex structures that have been seen among EFL learners such as Iranian is 
Passive structures. Some researchers have considered passive voice as a language form which has a 
crucial role to convey meaning (Cubillo & Brenes, 2009) or cause complexity (Scott, 2009).As Lambton (as 
cited in Tabatabaei & Rostampour, 2011) assert, “In Persian, if it is possible to use the active structure, the 
passive one will not be used” (p. 1355). That is, passive voice is seldom used in Persian, and it is usually 
used only when there is no other choice. Therefore, the sentence “I was hit by him.” should be translated 
as “He hit me.” [ou  mara zad] (p. 54). 
Moreover, the goal of the communicative approach is to develop language competence for 
communication in real life. However, as noted in Guo (2012), textbooks are often written with classroom 
dialogue practices that are artificial, thus presenting a gap from real life language. And, unfortunately, 
with perhaps inadequate understanding of the method, some instructors have not recognized the value of 
using authentic materials 
1.2. Significance of the Study 

In recent years, it is believed that one of the most challenging tasks constantly facing language teachers is 
how to capture the interest and to stimulate the imagination of their students so that they will be more 
motivated to learn. To this end, the ongoing search for and the development of meaningful teaching 
materials, which often can be used to supplement the textbook for a course, is a critical planning activity 
to be done by teachers. 
 
Therefore, authentic materials are considered to generate greater interest among teachers, students and 
even publishers than to do traditionally structured materials (Gilmore, 2007). The wide variety of 
authentic materials ranges from literature, CDs, DVDs, news reports, movies, TV programs, even to 
brochures and menus. Floris (2008) points out the necessity for incorporating authentic materials in the 
course design, because they are more motivating, and engaging, and relevant to students’ lives. Other 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 360 

researchers claim that authentic materials provide opportunities for language use in a more relevant and 
communicative way (Sánchez, Pėrex, & Gómes, 2010).In other words, instructions can use different 
variety of ways to enhance the proficiency of grammar, and assist to speed up this process.  
 
In addition, in accordance with the conventional definition of authentic texts Nunan (1989) 
states:"Authentic materials are usually defined as those which have been produced for purposes other 
than to teach language". Such an example includes printed materials like newspapers and timetables, or 
spoken materials like public announcements.  
An authentic material, which is news report in this study, let's students know about what is happening in 
the world, so they have an intrinsic educational value. In other word, news report as one of the most 
accessible materials is considered to be highly beneficial in advancing the grammar knowledge. Since, 
students mostly follow hot news around them and have sufficient background knowledge about such 
breaking news, so they can make contact with the text that has some certain grammatical rules quickly, 
and it would be fixed in their mind more accurately. 
 
The use of authentic materials in an EFL classroom is what many teachers involved in foreign language 
teaching and have discussed in recent years. There are persuasive voices insisting that English language 
should be presented in the classroom through authentic materials, not produced only for instructional 
purposes (Floris, 2008; Gilmore, 2007; Nunan, 1989; Sánchez et al., 2010).  Generally, what this means is 
that authentic materials involve the language that naturally occurs as communication in the native 
speaker's contexts of use, or rather in the selected contexts where Standard English is the norm: real 
newspaper reports, real magazine articles, real advertisements, cooking recipes, horoscopes, etc. Most of 
the teachers throughout the world agree that authentic texts or materials are beneficial to the language 
learning process, but what is less agreed is when authentic materials should be introduced and how they 
should be used in an EFL classroom. 
 
News report as a beneficial and prominent source of authentic material has an effective role in language 
learning and teaching, in particular, in grammar domain. The newspaper has always been, and remains 
an important resource in our lives and reflects people's needs and interests. The newspaper is a natural 
choice to help students develop and apply reading skills because the reader is already familiar with the 
content and also it refers to local people, places and events (Garrett, 2009). In other words, the 
sociocultural context is familiar because it reflects the reader's daily life and experiences and serves the 
reader's needs, making the newspaper a highly motivational text. In addition, it contains linguistic and 
nonlinguistic texts to inform the reader. It includes a variety of genres, discourse structures and visual 
elements. Moreover, activities encourage thinking at many different cognitive levels. 
 
2. Literature review 
2.1. Reading Comprehension 
The academic importance of reading comprehension cannot be understated, therefore leading researchers 
to claim that, “the most important thing about reading is comprehension” (Gambrell, Block, & Pressley, 
2002, p. 3).There is clear evidence that reading comprehension instruction is highly beneficial for students 
of all levels. When teachers explain and model a single comprehension strategy or multiple strategies, as 
well as provide guided and independent practice with feedback until students begin to use the strategy 
independently, there are ding levels of middle and high school students to improve (e.g., Biancarosa & 
Snow, 2006; Collins, 199l; Deshler, Ellis, & Lenz, 1996; National Reading Panel, 2000; Rosenshine & 
Meister, 1996; Schorzman & Cheek, 2004; Stevens, 2003; Wood, Winne & Carney, 1995).Although it is 
generally clear that reading plays a significant role in a language, reading comprehension remains a 
young field that merits greater research attention. Moreover, knowledge about reading comprehension 
regarding learning strategies has been devoted to those involving in listening, writing and speaking. 
 
2.2. Reading and Grammar 
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Numerous studies have been carried out to examine the reading process in second language students , 
however , the role of grammar as one the major factors regarding reading comprehension in EFL/ESL 
classes has been achieved less attention. Bernhardt (2000, as cited in Akbari, 2014) reviewed adolescent 
and adult second-language literacy studies and one of the conclusions that she reached was that second 
language reader's text comprehension could not always be predicted by the syntactic complexity of the 
text. 
In line with this issue, Akbari (2014) investigated the role of grammar in second language reading 
comprehension: Iranian ESP context, and based on the findings she points out that  grammatical 
knowledge predicts better comprehension and may be used as an indicator of success in reading. The 
explicit knowledge seems to help them realize the relationship between sentences (Alaviand & 
Kaivanpanah, 2007). Therefore, if language teachers aim at helping students read better and comprehend 
faster, they are advised to increase the grammatical knowledge through diverse means such as focus on 
form and explicit instruction. An interactive program to teach grammar and improve reading 
comprehension is suggested to bring about significant improvement in reading comprehension. 
 
 However, this study had a different approach to teaching grammar. In this study, grammar was used as 
a device to develop and facilitate reading comprehension. At the end of this study, students had a sense 
of self-satisfaction and more efficient and effective reading comprehension and they were intrinsically 
motivated to read their English academic texts since they acquired a different view towards the role of 
grammar through understanding its key role in reading comprehension. They did not consider learning 
grammar as memorizing a set of rules and patterns for doing exercises. They, in fact, experienced the 
importance of grammar in assisting them to understand their texts in the process of reading. Therefore, 
grammar was as important, if not more than, as vocabulary for them. 
 
2.3 Grammar 
Newby (2000) stresses language performance; the meaningfulness of grammar; a realistic view on 
grammatical correctness; and the teacher’s role in finding appropriate methodology for the learning of 
grammar and language. The aims of grammar learning should be reflected in the way grammar is taught. 
In the citation below, Ellis broadly defines grammar teaching as any instructional technique that draws 
learners’ attention to some specific grammatical form in such a way that it helps them either to 
understand grammar metalinguistically and/or process it in comprehension and/or production so that 
they can internalize it. (Ellis, 2006, p. 84, as cited in Timmis, 2012, p. 128). 
 
The outcome of grammar teaching can be, according to this definition, both learning of formal grammar 
with a focus on the structures of the language, and/or learning of the ability to use grammar in practice. 
Throughout the history of language teaching there have been shifting views on how to teach grammar. 
However, the teaching of grammar can be defined broadly as any instructional technique used in order to 
learn grammar. 
 
Based on the aforementioned studies, knowledge of grammatical rules and terminology is important for 
almost all foreign language learners, but especially for undergraduates, who are used to cognitive 
learning and who are aiming for a high level of accuracy in the language. Grammar is one of the most 
difficult aspects of a foreign language to master. Teaching grammar to EFL learners has long been 
considered a major concern in the whole process of language learning pedagogy. It has, in effect, been the 
object of numerous studies, each of which has its own contribution to the field. Many research projects 
have been carried out in order to probe into the validity of different methodologies as to an effective 
grammar teaching. 
 
Shatz and Wilkinson (2010, p. 165) argue that second language (L2) learners “often cannot express 
complex thoughts because of their inability to construct complex sentences showing complicated 
relationships”. Shatz and Wilkinson also highlight some of the common grammar problems that face 
English language learners (ELLs) such as the misuse of prepositions, articles, past tense, and the third-
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person singular and especially passive structures. Some researchers have considered passive voice as a 
language form which has a crucial role to convey meaning (Cubillo & Brenes, 2009) or cause complexity 
(Scott, 2009). They believed that instructors must present language tasks which include a given feature of 
language form for students to convey meaning. Moreover, it is considered to be the most complex 
structure to learn by a number of EFL learners. Laufer (1976) proposes the term “semantic trouble 
makers” as the structure interfering with understanding and causing comprehension problems. He 
identified passive voice as a semantic trouble maker due to its ambiguity or the existence of a similar 
structure with different meaning as well as the rarity or non-existence of a parallel construction in the 
mother tongue. Considering Persian, different studies show that the frequency of occurrence of passive 
structure in English and some other European languages is more than that in Persian (Jabbari, 2003). In 
fact, this difference in the frequency of passive structure between the two languages, namely English and 
Persian, can be one of the basic differences between the two languages.  
 
2.4. Authentic Materials 
The term authentic materials have been defined in different ways throughout the literature. According to 
Widdowson (1990, as cited in Tamo ,2009), there are different definitions for the authentic materials, but 
they do have something in common. All the definitions highlight the fact that authentic materials mean 
“exposure to real language and its use in its own community. Bacon and Finnemann (1990) state that 
authentic materials are those texts which are made by native speakers for non-pedagogical purposes. In 
short, “authentic materials are materials that we can use with the students in the classroom and that have 
not been changed in any way for ESL students. A classic and the most useful example would be a 
newspaper article that’s written for a native-English-speaking audience” (Sanderson, 1999). 
 
In the mid-1970s, communicative approaches to language teaching encountered a need to develop 
students’ skills for the real world. Teachers, therefore, must stimulate this world in the classroom. One of 
the ways is to incorporate the use of authentic materials. Authentic materials are considered to help to 
bridge the gap between the classroom knowledge and the students’ capacity to participate in the real-
world events. Therefore, a very prominent issue which should be paid attention by language teachers is 
selecting appropriate materials and tasks for language classes. Teachers should know what to do and 
what to use in the classrooms to make language teaching and learning more interesting, motivating, and 
successful.  
It was assumed that authentic materials would help to motivate students by creating a real life situation 
and interaction in the classrooms, rather than presenting language in its stimulant communicative context 
(Celce- Murica, 2001, as cited in Vossoughi & Morad, 2010). Researchers like Breen (1985), Littlewood 
(1992), Nunan (2001) and Widdowson (1990), have pointed toward discovering the impact of such 
materials on language learning. They have acknowledged the necessity for and practicality of authentic 
materials because of the rising interest in communicative function of language in general and 
communicative approach in particular. Authentic materials present content and meaning to learners and 
initiate a contextualized situation within which language is learned. 
 
The sources of authentic materials (whether spoken or written) are endless. The most common sources 
are newspapers, magazines, TV, video, radio, literature, and the internet. Although radio is easy to use, 
the comprehensibility of its input is the most difficult for language learners because all non-verbal 
information is missing, pictures, movements, colors and body language of TV and video, unlike radio, 
allow learners to access non-verbal information; therefore, TV and video are easier for the language 
learners to comprehend.  
Authentic listening materials cause exposure to real language and are more related to natural needs of the 
language learners. Real-life listening materials bring the chance of applying a more creative approach 
toward teaching. Bantmeir (2008, as cited in Akbari & Rezvani, 2015) states that real life reading 
comprehension texts should be used as an essential part of language curriculum. Moreover, Hadley 
(2001, p. 97, as cited in Akbari & Rezvani, 2015) points out: 
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" use of real or simulated travel documents, hotel registration forms, biographical data sheets, train and 
plane schedules, authentic restaurant menus, labels, signs, newspapers, and magazines will acquaint 
students more directly with real language than will any set of contrived classroom materials used alone." 
 
So, it seems that reading practices by use of different authentic materials is sensible for the students. By 
using authentic materials students know how to use language in real world and improve their 
proficiency level in four skills of language learning. 
Zoghi, Moradiyan & Kazemi (2014) considered the effects of authentic materials on vocabulary 
acquisition and development. They found out that most of the students prefer using authentic materials 
for vocabulary acquisition. They believed that authentic materials play an important role in teaching a 
second language.  
More recently, Akbari and Rezvani, (2015) studied Iranian EFL teachers’ attitudes and beliefs regarding 
the use of authentic materials at high school level in Iran according to communicative language 
principles, focusing on both reading and listening skills. To this end they recruited Fifty-seven female and 
male English teachers, who teach in high schools and took apart in teacher training course (TTC) with 
CLT framework, to complete a survey questionnaire for the purpose of this study. The results indicated 
that English teachers have a positive attitude toward presenting authentic materials in the classroom. 
 
2.5. News Reports 
Nowadays, news report is considered as one the most beneficial and prominent source of authentic 
material that has an effective role in language learning and teaching, in particular, in grammar domain. 
Drawings on the aforementioned definitions of authentic materials, news report as one those; arouse a 
great deal of motivation and interest among language learners. Since, these days due to having a high 
technology lifestyle and having so many social networks for sharing news, the breaking news go viral on 
line in no time ,so that language learners would have many opportunities to have a sufficient background 
knowledge about a wide variety of news. To this end, it motivates them to be curious about news and 
learn the structure through reading them. 
 Therefore, it would assist the process of learning specially the complex grammatical rules like passive or 
conditional sentences. Thus, news has always been, and remains an important resource in our lives and 
reflects people's needs and interests. The newspaper is a natural choice to help students develop and 
apply reading skills because the reader is already familiar with the content because it refers to local 
people, places and events (Garrett, 2009). In addition, it includes a variety of genres, discourse structures 
and visual elements that can meet every taste and need and age. Moreover, activities encourage thinking 
at many different cognitive levels. 
 
2.6. RESERCH QUESTIONS AND HYPOTHESES OF THE STUDY 
With regard to the fact that this study focused on grammar accuracy through one type of instructional 
materials, News report, and through two types of tests, Multiple Choice (MC) and Error Correction (EC), 
the following research questions were formulated: 

1) Does news reports have any significant effect on Intermediate Iranian EFL learners’ performance 
on MC grammar test? 

 
2) Does news reports have any significant effect on Intermediate Iranian EFL learners’ performance 

on (EC) grammar test? 
 
 
Accordingly two null hypotheses  

1) News reports have no significant effect on Intermediate Iranian EFL learners’ performance on 
MC grammar test. 

 
2) News reports have no significant effect on Intermediate Iranian EFL learners’ performance on 

(EC) grammar test. 
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3. METHODOLOGY 
 
3.1. Participants 
 
In the present study, a sample of 90 EFL students (male and female) in a private institute in Anzali, Iran 
was selected. They were at intermediate levels with ages among 17-29. The initial number of participants 
was then reduced to 40 after the administration of a standard proficiency test, Preliminary English Test 
(PET).Hence; 50students were excluded and 40 students remained as the main participants of this study. 
 
3.2. Instruments 

A general English test taken from Preliminary English Test (PET, 2010), whose aim was to extract a 
sample of homogenous students was used. Through this test the students selected for the study to form 
two homogeneous groups of 40 members. Afterwards, In order to assess the participants’ knowledge and 
achievement before and after the treatment, a Multiple Choice (MC) and Error Correction (EC) grammar 
test of Passive Structure made by the researcher was applied as pre-test and post-test. The format of these 
tests was the same but the questions were different. 
Moreover, in the current study, there was a need for sixteen reading passages that must have been of the 
appropriate level for intermediate learners. These passages were gathered from one source of authentic 
materials, some news, and also some passages of the book English Result. All the texts in these sources 
contained the targeted passive structure. 
 
3.3. Procedures 
This study was composed of a pilot and a main study. All together, the study lasted ten sessions during 
the summer of 2015.First of all, an attempt was made to ensure the students’ homogeneity. Hence, PET 
was administered to determine the proficiency level of 90 female and male students. Then, 40 students 
whose scores fell within limits of the determined range of standard deviation were known as 
intermediate level English learners and made the main pool of subjects for this study. These 40 
participants were randomly spread into two intact classes of News Report (NR), and Control Group (CG). 
Then, after applying the pre-test in the pilot group, the researcher administered the identical pre-test to 
all groups before any treatment. Treatments of the groups started from the second through the eight 
sessions. During the treatment sessions, each two groups received different sorts of instruction. Then, 
posttest was administered in the pilot group after finishing the treatment in to the main group to 
calculate its reliability and validity. And finally, in the tenth session, both groups took the same post-
tests. 
 
3.4. Data analysis 
The one-way analysis of variances (one-way ANOVA) was run to probe the research questions posed in 
this study. One-way ANOVA has two main assumptions; homogeneity of variances, and normality. 
 
4. Conclusion  
 
4.1. Statistical Conclusions 
The following statistical analyses were undergone to determine the possible consequences of the research. 
The one-way analysis of variances (one-way ANOVA) was run to probe the research questions posed in 
this study: 
One-way ANOVA was run to compare the NR and CGs’ means on the PET in order to prove that they 
enjoyed the same level of general language proficiency prior to the main study. 
Descriptive Statistics, PET Test by Groups 

 
N Mean Std. Deviation Std. Error 

95% Confidence  
Interval for Mean 

Lower Bound Upper Bound 
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Control 20 32.45 8.823 1.973 28.32 36.58 

News report 20 31.65 8.337 1.864 27.75 35.55 

Total 40 31.22 8.973 1.158 28.90 33.53 

 
Based on the results displayed in Table 4.5 (F (2, 57) = .549, P = .581, ω2 = .015 representing a weak effect 
size) it can be concluded that there were not any significant differences between the means of the two 
groups on the PET test. Thus it can be claimed that they were homogenous in terms of their general 
language proficiency prior to the main study. 
One-way ANOVA was run to compare the NR and CGs’ means on the pretest of MC and EC 
grammatical accuracy in order to prove that they enjoyed the same level of knowledge on MC and EC 
grammatical accuracy prior to the main study. 
Descriptive Statistics, Pretest of MC Grammatical Accuracy by Groups 

 

N Mean Std. Deviation Std. Error 

95% Confidence  
Interval for Mean 

Lower Bound Upper Bound 

Control 20 14.55 5.031 1.125 12.20 16.90 

News report 20 16.65 6.218 1.390 13.74 19.56 

Total 40 15.85 5.954 .769 14.31 17.39 

 
Based on the results displayed in Table 4.8 (F (2, 57) = .721, P = .491, ω2 = .009 representing a weak effect 
size) it can be concluded that there were not any significant differences between the means of the two 
groups on the pretest of MC grammatical accuracy. Thus it can be claimed that they were homogenous in 
terms of their MC grammatical accuracy knowledge prior to the main study. 
 
 
Descriptive Statistics, Pretest of EC Grammatical Accuracy by Groups 

 
N Mean Std. Deviation Std. Error 

95% Confidence  
Interval for Mean 

Lower Bound Upper Bound 

Control 20 16.00 5.921 1.324 13.23 18.77 

News report 20 18.50 6.057 1.354 15.67 21.33 

Total 40 16.68 6.369 .822 15.04 18.33 

 
Based on the results displayed in Table 4.11 (F (2, 57) = 1.25, P = .292, ω2 = .008 representing a weak effect 
size) it can be concluded that there were not any significant differences between the means of the two 
groups on the pretest of EC grammatical accuracy. Thus it can be claimed that they were homogenous in 
terms of their EC grammatical accuracy knowledge prior to the main study. 
One-way ANOVA was run to compare the NR and CGs' means on the posttest of MC and EC 
grammatical accuracy in order to probe the first and second research questions. 
 
Descriptive Statistics, Posttest of MC Grammatical Accuracy by Groups 

 
N Mean Std. Deviation Std. Error 

95% Confidence  
Interval for Mean 

Lower Bound Upper Bound 

Control 20 15.35 2.477 .554 14.19 16.51 

News report 20 24.30 4.390 .982 22.25 26.35 

Total 40 19.92 5.283 .682 18.55 21.28 
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Based on the results displayed in Table 4.14 (F (2, 57) = 27.06, P = .000, ω2 = .465 representing a large effect 
size) it can be concluded that there were significant differences between the means of the two groups on 
the posttest of MC grammatical accuracy. Thus the first null-hypothesis was rejected. 
 
Descriptive Statistics, Posttest of EC Grammatical Accuracy by Groups 

 

N Mean Std. Deviation Std. Error 

95% Confidence  
Interval for Mean 

Lower Bound Upper Bound 

Control 20 14.40 2.644 .591 13.16 15.64 

News report 20 23.15 3.117 .697 21.69 24.61 

Total 40 18.85 5.408 .698 17.45 20.25 

 
Based on the results displayed in Table 4.18 (F (2, 57) = 22.76, P = .000, ω2 = .420 representing a large effect 
size) it can be concluded that there were significant differences between the means of the two groups on 
the posttest of EC grammatical accuracy. Thus the second null-hypothesis was rejected. 
 
4.2. Discussion 
This study set out to investigate the effect of news reports on intermediate Iranian EFL learners' grammar 
accuracy. The findings revealed that teaching reading comprehension through news report had a positive 
impact on the acquisition of the targeted grammatical rules. That is, learners in the NR made significant 
gains in terms of their knowledge of grammatical forms, as suggested by the post-test results. Such 
findings lend further support to previous studies using authentic materials in enhancing learning of the 
second language (Guariento & Morley, 2001; Wilcox, Morrison & Oaks, 1999). 
All in all, the results of this study, that provide enlightening guidelines to include NRs as a beneficial 
authentic material in EFL teaching programs, confirmed the previous findings in literature (Breen, 1985; 
Littlewood, 1992; Nunan, 2001; Widdowson 1990).News is a natural choice to help students develop and 
apply reading skills because the reader is already familiar with the content and also it refers to local 
people, places and events (Garrett, 2009). That is, the sociocultural context is familiar because it reflects 
the reader's daily life and experiences and serves the reader's needs. In other words, NRs in this study, 
keep students informed about what is happening in the world, so they have an intrinsic educational 
value. Therefore, NRs as one of the most accessible materials is considered to be highly beneficial in 
advancing the grammar knowledge. Since, students mostly follow hot news around them and have 
sufficient background knowledge about such breaking news, so they can make contact with the text that 
has some certain grammatical rules quickly, and it would be fixed in their mind more accurately. 
4.3. Pedagogical implications 
Thus, lesson planning and curriculum development which will be inspired by the results of this study 
can open the door to practitioners, teachers, educators, instructional designers, course developers and, 
especially, material developers in terms of using authentic materials of teaching certain grammar rules 
within texts to increase learners' accuracy. 
 
4.4. Limitations of the Study 
Despite the fact that the findings of this study claim the effectiveness of NR and LT as two types of 
authentic materials on intermediate EFL learners' learning improvement, there were some limitations and 
delimitations in the implementation of these findings. 
One of the limitations was that the research was conducted in intact classrooms where the researcher was 
not allowed to randomly divide the participants into groups. Also, the sample size included in this study 
was quite small. Furthermore, the allowed time for conducting the experiment in an institute was limited 
and shorter than the desired length of time. 
 
Concerning delimitations of the study, the administered proficiency test (i.e., PET) contained only 
reading skills because of practical limitations. In addition, this study was limited to intermediate EFL 
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learners in the institutes. Moreover, the study investigated the effect of only NR without considering the 
other sources of authentic materials. Finally, the focus of the study was on the learning of passive 
sentences that are considered one of the most complex English structures. Research with other linguistic 
structures may yield different results. 
 
4.5. Conclusion 
Therefore, the results of the study imply that the grammar accuracy of certain grammatical rules would 
be learnt more effectively through authentic materials. In addition, the findings of this study confirmed 
researchers like Breen (1985), Littlewood (1992), Nunan (2001) and Widdowson (1990) that have pointed 
toward discovering the impact of such materials on language learning. They have acknowledged the 
necessity for and practicality of authentic materials because of the rising interest in communicative 
function of language in general and communicative approach in particular. Authentic materials present 
content and meaning to learners and initiate a contextualized situation within which language is learned. 
In addition, authentic materials may provide the teachers with means to create such learning 
opportunities and also would provide the learners with many significant advantages and promotes them 
with high motivation and interest in language learning and lead to improving communicative 
competence (Guariento & Morley, 2001; Wilcox et al., 1999). 
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ABSTRACT 

STUDIES ON INTERLANGUAGE HAVE LONG BEEN ENGAGED IN DESCRIBING THE 
PHENOMENON OF VARIATION IN SLA. PURSUING THE SAME GOAL AND PARTICULARLY 
ADDRESSING THE ROLE OF LINGUISTIC FEATURES, THIS STUDY DESCRIBES THE USE OF 
PERSIAN MORPHOLOGY IN THE INTERLANGUAGE OF TWO ADULT ENGLISH-SPEAKING 
LEARNERS OF PERSIAN L2. TAKING THE GENERAL APPROACH OF A COMBINATION OF 
CONTRASTIVE ANALYSIS, ERROR ANALYSIS AND INTERLANGUAGE ANALYSIS, THIS STUDY 
FOCUSES ON THE IDENTIFICATION AND PREDICTION OF SOME POSSIBLE INSTANCES OF 
TRANSFER FROM ENGLISH L1 TO PERSIAN L2 ACROSS SIX ELICITATION TASKS AIMING TO 
INVESTIGATE WHETHER ANY OF CONTEXTUAL FEATURES MAY VARIABLY INFLUENCE THE 
LEARNER’ ORDER OF MORPHEME ACCURACY IN THE AREAS OF COPULA, POSSESSIVNESS, 
ARTICLES, DEMONSTRATIVES, PLURAL FORM, PERSONAL PRONOUNS, AND GENITIVE CASES. 
RESULTS ARE SUGGESTIVE OF THE EXISTANCE OF TASK VARIATION IN THE INTERLANGUAGE 
SYSTEM OF PERSIAN L2 LEARNERS.  
 
KEY WORDS: ENGLISH L1, INTERLANGUAGE ANALYSIS, PERSIAN L2, SLA VARIATION, TASK-
BASED ELICITATION 
 
1. Introduction 
The notion of Second Language Acquisition (SLA) has long been recognized by linguists interested in 
contrastive linguistics. It was through studies on Contrastive Analysis (CA) where errors were regarded 
as evidence of language transfer (Fries, 1945; Lado, 1957) while the advocates of Error Analysis (EA) 
initiated a shift of attitudes towards errors in the late 1960s and early 1970s, paying more attention to the 
underlying process of SLA rather than just the product. For instance, Corder (1967) stated that errors are 
evidence of the learners “built-in syllabus”, which was later termed “interlanguage” by Selinker (1972), 
who also argued that the best data for the study of interlanguage is the learner language produced in 
meaningful interaction, which is different from what the learner produces in a controlled learning 
context. Since then, EA has been practiced as an area of second language acquisition research (Dessouky, 
1990; Ellis, 2008; Lightbown and Spada, 2006), and seems to continue so as making errors is inevitable in 
the process of language acquisition (Mahmoud, 2011).     
Literature has since attempted to explore the mental and behavioral processes language learners go 
through in order to better inform pedagogy (Tarone and Swierzbin, 2009). One obstacle to establishing a 
unique system underlying learner language is variable performance across context when assessing the 
same form in the IL. However, the exact causes of such variation remain to be explored (Tarone, 1989). As 
discussed by Tarone (1988), a number of scholars have proposed different causes for IL variation such as, 
linguistic context (Dickerson, 1975; Wolfram, 1985), the role of the interlocutor (Beebe, 1980), the topic 
(Lantolf and Khanji, 1983), social norms (Schmidt, 1977), form- functions (Huebner, 1985), and 
psycholinguistic factors such as form-focused attention, whether following from the Monitor model 
(Krashen, 1977) or from the variationist (Chameleon) model (Tarone,1985).  In sum, due to the complexity 
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of SLA, different scholars have hypothesized that multiple factors, including features of linguistic and 
social-psychological contexts, may influence SLA variation.  
 With respect to the importance given to English as an international language throughout the world, 
considerable research has been done on Persian L1 speakers’ acquisition of English L2; however, there 
has been very little SLA research on English L1 speakers’ acquisition of Persian L2. This area entitles 
more investigation to account for the need of both Persian teachers and Persian language learners. 
From another perspective, Persian acquisition is in need of some investigation in terms of task-based 
variation. In Tarone’s (1979) words, a combination of variable features should be examined to come up 
with a more reliable evaluation.  In an attempt to fill the gap, the present study uses task-based 
methodology of eliciting the learner language to examine adult English speakers’ acquisition of 
morphological features in Persian L2 as orally produced in an unrehearsed setting. 
2. Literature Review 

Literature informs us that considerable amount of SLA research involves English as a second language, or 
of other European second languages (Major, 2001, 2007). For instance, focusing on English as a foreign 
language, many researchers have carried out studies in an attempt to explore the difficulties encountered 
by speakers of Persian as a first language (L1) who are learning English as a second language (L2). In 
doing so, CA has been used to predict learners’ transfer of linguistic patterns from L1 to L2. Although CA 
studies in theory could predict native language transfer in both directions (i.e. in Persian L1-English L2, 
as well as English L1-Persian L2), in fact all of these aimed to predict difficulties and challenges of Persian 
speakers trying to acquire English L2, and not the other way around. 
According to Khanzadi (2011), among very few SLA studies on English L1 learners of Persian L2 is the 
one carried out by Tarallo and Myhill (1983). Their focus was on English L1 speakers’ acquisition of 
relative clauses in several L2s including Persian. They found that Persian learners’ interlanguage was 
evidence of underestimating the role of L1 transfer as the predictions of CA did not come true. 
Another research study was carried out by  
Ghadessy (1998) examining some of the problems American students encounter in mastering Persian 
sound system. In this study, the main source of difficulty was attributed to the first language interference; 
i.e. English, among others, including transfer of training, induced errors as well as learning strategies. 
The third research study which is of more relevance to the present study is Keshavarz (2007), a 
longitudinal study of a bilingual child’s simultaneous acquisition of morpheme sequence in English and 
Persian. Having established, through CA, that Persian is richer in morphology than English, Keshavarz 
(2007) found that language specificity plays an important role in the development of L2 in that certain 
morphemes are acquired earlier. Such investigation has relevance for adult learners of Persian L2 in that 
one may investigate whether adults acquire a second language in the same way as the first. If the Persian 
L2 acquisition sequences are similar to those of Persian L1 acquired by children, both groups are 
probably using the same learning process (Brown, 1973).  So, based on these findings for early acquisition 
of Persian by a bilingual child, one might predict, in accordance with the predictions made by CA, that 
adult American learners will also acquire certain Persian morphemes earlier, having less difficulty. If not, 
what factors are involved which give rise to such variation? 
Yet, another contributing study is Khanzadi (2014). In her study, she investigated Persian L2 as the 
interlanguage produced across tasks by English L1 speakers. Her focus was on the use of two Persian 
velar fricative phonemes (/q/ and /x/). The study provides a support not only for CA, but for 
variationist theory, as well. The findings suggest the significance of L1 transfer in terms of linguistic 
variables such as the position of phonemes as well as that of context. The present study uses the same 
data. 
The present study is a descriptive analysis of morphological features of Persian learner language, 
including copula, indefinite article, possessives, demonstratives, plural form, personal pronouns, and 
genitive cases produced in unrehearsed task-based oral interaction by two adult English-speaking 
learners of Persian L2. The current study examines whether or not variation exists in the accuracy order 
of Persian acquisition, as elicited across different tasks.   
Using CA, this study intends to identify and predict any possible incidents of transfer from English L1 to 
Persian L2. Also, based on EA, the other sources involved in the production of inaccurate Persian 
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morphology are tackled. Further, examining the overall linguistic patterns in learner language, the study 
seeks for any indication of task-related variation. In particular, the current study examines whether or not 
variation exists in the accuracy order of Persian morphology, as elicited across different tasks. In doing 
so, as pointed out by Tarone (1989), the assumption is that variation is evident when learners produce IL 
in different tasks which are designed to require varying degrees of attention to accuracy; thus, producing 
a variety of styles which together make up the IL system. It is in accordance to this assumption that the 
present study tends to analyze the data gathered in six different tasks in a research study headed by 
Professor Elaine Tarone which is now freely available on 
http://www.carla.umn.edu/learnerlanguage/per/videos.html. Each task was purposefully designed to 
naturally elicit certain aspects of the language, such as questions, reference to past time, personal 
pronouns and possessives.   
So, in accordance with the assumptions made by CA on one hand and SLA variation hypothesis on the 
other, the present study seeks to address the following research questions: 
1. In unrehearsed oral communication, to what extent is English L1- Persian L2 learners’ production 
of L2 morphemes congruent with predictions made by CA?   
2. Is there any variation related to task evident in the learners’ system of interlanguage 
morphology? If so, what may account for this variation? 
 
3. Methodology 
3.1. Procedure 

First, a CA of Persian and English morphology will reveal the possible existence of the target Persian 
morphemes in the English morphologic inventory. Otherwise, could the predictions made by the strong 
version of CA hypothesis hold true about the production of Persian morphological features as a result of 
English transfer? If not, what else accounts for the complexity of the issue?  So, the first step would be a 
CA of the morphologic inventories of the two languages.  
3.1.1. Contrastive Analysis of Persian and English morphology 
In an attempt to consider the differences and similarities between Persian and English, Fallahi (1991) 
contrasts and analyses grammatical structures of these languages in terms of four different categories: 
a. A given structure may occur in Persian, but not in English. CA of such a case may provide some 
implications for learning Persian in that native speakers of English learning Persian will find it difficult 
since they have to learn a totally new feature, but their L1 (English) will not interfere; therefore, it will 
neither hinder nor facilitate the acquisition of the relevant structure by the learner. The identification of 
such cases, however, is highly demanded for the purpose of learning. 
b. A structure may occur in English but not in Persian. This is the case where English L1-Persian L2 
learners face problem because in many cases L1 interference acts as the main cause of error.   
c. The identical structures may occur in both English and Persian. Fallahi (1991) states that this 
relationship does not cause interference problems because the two languages have similar structures; 
thus, facilitating L2 learning. 
d. The structure in English and Persian partially overlap. Fallahi (1991) stresses that such cases of partial 
overlap are the primary concerns of CA, because the existing overlap leads learners to make 
identifications between the two systems which can either facilitate or inhibit learning. He states when the 
overlap is merely partial, the learner will tend to assume that it is total and will distort the target 
language structure in an attempt to secure its conformity with the source language.  He goes on to state 
that in this kind of relationship two possibilities will be evident. First, the target language may have a 
wider range than its corresponding L1 structure (a “divergent” relationship); thus, falling high in the 
hierarchy of difficulty. Second, L1 may have a wider range than its corresponding L2. He terms this a 
“convergent” relationship which somehow facilitates learning.  
In order to have more vivid understanding about the relationship between Persian and English 
morphology, a brief account of specified categories follows.   
Copula. As reported in literature, some grammarians regard “copula”, mainly verb “to be” (Persian 
/budæn/), as identical to “linking verbs” when it is defined as a verb which links the subject with a 
modifier (Swan, 1995). However, there is not always a general agreement on this. Some classify “to be” as 
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a separate category by itself. As noted by Hayati and Kalanzadeh (2005), the reason is that “to be” can be 
followed not only by modifiers (like other linking verbs), but also by other types of complements. In 
addition, it is widely used in both English and Persian, functioning as an auxiliary. So, this study follows 
Crystal’s (1992) definition of copula as a verb with the primary function of linking the subject and 
complement, indicating that they are semantically equivalent and focuses on different forms of “to be”. 
This element co-occurs in both English and Persian; i.e. semantically it refers to the existence of entities 
and grammatically, its different forms are used as auxiliary to make verbal aspects. So, it should not 
cause much difficulty for English speaking learners of Persian, except that Persian allows for using 
morphemes /-æm, -i, -e, -im, -id (-in), -ænd (-æn)/ as the reduced forms of /hæst-æm, hæst-i, hæst (æst), 
hæst-im, hæst-id, hæst-ænd/ (am, are, is, are, are, are).  Thus, it is assumed that English learners of 
Persian are posed by the complexity of conjugating Persian /budæn/ (to be) where they have to learn 
more morphemes.    
Possessives. Persian possession is normally expressed by bound personal pronouns coming at the end of 
a noun phrase (noun + adjective) e.g. پدرم   /pedær-æm/ (my father).  Also, possessives may be expressed 
by using genitive case and free personal pronouns. This structure is mainly used for emphasis, e.g. 
/pedær-e mæn/.  It should be noted that since Persian is a gender-free language, there is only one single 
form for third person singular. Also, Persian grammar allows for replacing second and third person 
singular with second and third plural forms for expressing politeness. Table 1 presents these morphemes: 
 
Table 1. Persian possessive morphemes 

 Person Singular Plural 

Bound 

1st -æm /ketab-æm/ (my book) -eman /ketab-e man/ (our book) 
2nd -æt /ketab-æt/ (your book) -etan /ketab-e tan/ (your book) 

3rd 
-æsh /ketab-æsh/ (his/her 
book) 

-eshan /ketab-e shan/ (their book) 

Free 
1st /ketab-e mæn/ (my book) /ketab-e ma/ (our book) 
2nd /ketab-e to/ (your book) /ketab-e shoma/ (your book) 
3rd /ketab-e u/ (his/her book) /ketab-e anha/eeshan/ (their book) 

 
So, the property of lack of gender is assumed to facilitate the task for English L1 learners of Persian L2. 
However, we need to bear in mind that the reverse order of “noun + adjective” could cause some 
problems for such learners. 
Articles. While the definite article in English, for both singular and plural nouns, is “the”, definiteness is 
not marked in restrict sense in Persian although sometimes demonstrative adjectives can be used to 
indicate definiteness. The lack of a definite article indicates that a noun is definite in itself. So, /ketab/ 
means “book” or “the book”, according to the context, whether to talk about something known or 
obvious to the listener (Faghih, 1997):  
/Mashin dær parking æst./ (The car is in the parking.); or to talk about all the things referred to by a 
noun: 
/æz mar mi-tærs-æd./(s/he is afraid of snakes.); 
or to talk about something unique: 
/Aseman aftabi bud. / (The sky was sunny.) 
There is still another way to indicate definiteness and that is when a definite noun functions as the direct 
object of the sentence, the particle /ra/ follows the noun: 
/ketab ra khandæm./ (I read the book.). 
In colloquial language, the definiteness is sometimes expressed by adding the suffix /-e/ to the noun:  
/madær-e amæd./ (The mother came). 
In Persian indefiniteness is marked by means of adding the suffix /-i/ to the noun, either singular or 
plural, or by the use of the numeral /yek/ or /ye (colloquial)/ meaning “one”.  In addition, there are 
cases in Persian where the suffix /-i/ is added to the modifier of a noun rather than to the noun:  
/kif-i khærid-æm/ (I bought a book.). 
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/ketab-ha-i khæarid-æm/ (I bought some books). 
/yek ketab khærid-æm/ (I bought a book.).  
/bæche-ye khub-i æst/ (s/he is a good child). 
So, due to the fact that modern standard written Persian does not have a formal single word 
corresponding to the English definite article “the”, it is speculated that the acquisition of Persian 
definiteness will not cause much difficulty. In terms of indefiniteness, Persian morphemes are somehow 
compatible with their corresponding morphemes in English. However, it can be perceived that Persian L2 
learners are more likely to face a problem in producing indefiniteness when they find it irregular to add 
indefinite marker /-i/ to and adjective, too. 
Demonstratives. Persian demonstratives function as adjectives and pronouns. Demonstrative adjectives 
modify the noun they precede and do not agree with that noun, neither in number nor in gender, while as 
pronouns, they stand on their own replacing a noun and agreeing in number with that noun.  
Demonstratives, including proximal and distal, are divided into simple form and compound when they 
are combined with certain words. In addition, Persian demonstrative /an-ha/ (they) and /an/ (he, she, 
it) may be used for third person personal pronouns, as well. Table 2 illustrates Persian demonstratives. 
Table 2. Persian demonstratives 

Demonstrative 
Adjective / Pronoun 

Simple Compound 

Proximal /in/ (this, these) /hæmin/ (this,these) = this same 
Distal /an/ (that, those) /hæman/ (that/those) = that same 

 
The category of Persian demonstratives appears to be less difficult for English L1Persian L2 learners as 
both L1 and L2 use them in the same way. So, based on CA assumption, the subjects of this study should 
produce them with higher rate of accuracy. 
Plural markers. In Modern Persian, plural nouns are generally formed in two ways: 
• using the plural suffix /-ha/; e.g. /ketab-ha/ (books) or /mærd-ha/ 
• using the plural suffix /-an/; e.g. /mærd-an/ (men) or /hæmsaye-gan/ 
Words are normally pluralized with the suffix /-ha/ while the plural suffix /-an/ (/-gan/ after /e/ and 
/-yan/ after other vowels) is mainly used to designate human beings.  
It should be pointed out that nouns in Persian are not pluralized when used with numbers because a 
number itself indicates the quantity e.g. /yek ketab/ (one (a) book), /do ketab/ (two books, literally: two 
book). Therefore, one might assume that although the general rule of adding plural morpheme exists in 
both English and Persian, Persian L2 learners may supposedly find it very difficult to avoid numeral-
noun agreement.   
Personal pronouns. There are two types of personal pronouns in Persian. First, there are free personal 
pronouns (mæn, to, u, ma, shoma, ishan/an-ha) which are not dependent on the preceding word and can 
be used on their own. They are comparable to English personal pronouns (I, you, s/he, we, you, they) 
and refer only to humans, except the generalized demonstrative plural /an-ha/. On the other hand, there 
exist bound personal pronouns in Persian (-æm, -æt, -æsh, -man, -tan, -shan) which are dependent on 
their preceding word and make syllable with it. They function different roles, such as verb endings and 
possessives which were described above as well as other functions that follow (Meshkatodini, 1996): 
 (a) As non-topical direct objects: 
/mæn u ra did-æm/ (I saw him) 
/did-æm-æsh/  (I saw him) 
(b) As objects of prepositions: 
/æz u porsid-æm/ (I asked him) 
/æz-æsh porsid-æm/ (I asked him) 
(c) As experiencers in indirect constructions (in colloquial language) 
/kheyli khub chiz-i gir-æsh amæd/ (a very good thing came within his grasp) 
Altogether, it does not seem that Persian free personal pronouns pose much difficulty on the part of 
English L1 learners of Persian L2 in that they co-occur in both languages. The only problem they might 
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face is different ordering when used as possessives. But when it comes to use bound forms, the task 
becomes subtler for English speakers as they need to learn and practice a totally new phenomenon. This 
is the case where Persian morphology differs from English, but then the same morphemes fulfill different 
functions which could somehow facilitate the task for such learners.   
Genitive case. This element which is introduced with enclitic /-e/ or /-ye/ (after vowels), sometimes 
referred to as “/ezafeh/”, marks a word as modifying another word to indicate, for example, possession 
as in / ketab-e Sara/ (Sara’s book) or as other relationships (NP1-e NP2) like /shæhr-e Tehran/ (Tehran 
city; literally: the city of Tehran).  Also, since the relationship between an adjective and a noun is that of 
modification, Persian genitive case is also used to show such a relationship (NP -e ADJ), for example 
/ketab-e khub/ (good book) (Bateni, 1995).  
So, according to CA, it seems that learning this totally different element might not necessarily bring about 
much of problems for Persian L2 learners and L1 transfer cannot be at work notwithstanding that such 
learners may find learning Persian genitive difficult as Persian places heads before attributes which is a 
reverse order, as compared to English pattern. 
In sum, on the basis of CA, one can predict that English speaking learners of Persian produce inaccurate 
utterances mainly due to the divergent relationship between corresponding elements. Altogether, there 
are elements of complexity and irregularity existing in Persian morphology which can be problematic; for 
instance, the existence of both free and bound morphemes for possessives or the lack of numeral-noun 
agreement in the category of plural markers.  So, the presence of the following types of errors in the 
interlanguage of the subjects of the present study may be a result of mother tongue interference: The use 
of possessives and genitives due to the reverse ordering of the relationship of head noun and modifier; 
plural forms and the use of bound morphemes. 
3. 2. Participants 

Two female English L1 speakers participated in this study. One of them, “Pari” (a pseudonym; hereafter 
P), was more proficient having experienced exposure to Persian for two years in both accuracy-oriented 
and communication-oriented settings. The other participant, “Fereshteh” (a pseudonym; hereafter F), had 
studied Persian for one year in a formal classroom setting where the focus was on accuracy and grammar. 
Detailed background information about the participants is accessible at 
http://www.carla.umn.edu/learnerlanguage/per/II/activity1.html.  
3. 3. Tasks 

Six communication tasks, each designed to particularly elicit different aspects of learner language, were 
employed in this study. These tasks were all designed based on the idea that the data should be collected 
spontaneously in an unrehearsal situation. A full description of all tasks along with the prompts and 
instructions has been provided at: http://www.carla.umn.edu/learnerlanguage/prompts. A summary 
description of the tasks follows. 
In Task 1, Interview, the participants are to participate in an interview conducted by a native speaker of 
Persian. The task has been designed to elicit personal information, past time, reference, negotiating for 
meaning, correcting feedback, providing input. Task 2, Question, involves asking questions from a native 
speaker about what they see in the picture prompts. The purpose is to investigate linguistic aspects such 
as, asking questions, reference, negotiating for meaning, and scaffolding. In Task 3, Retell, the 
participants are examined on narrating the story about the same picture prompts they already asked 
questions about in Task 2. This task serves particularly to the purpose of investigating reference, 
cohesiveness. The fourth Task, Narrative, requires the participate to take part in activities such as, looking 
at the pictures showing a series of events and narrating what happened (Reference: “distinguishing 
female protagonists & location of bottle”, (Tarone, 2009, p. 163). This task would elicit referential 
communication, personal pronouns by referring to entities, location and movement to make it clear for 
the interlocutor. In Task 5, Jigsaw, the participants would be engaged in activities like giving information 
and asking questions about the different pictures of houses they have in order to find three different and 
three similarities. They are not supposed to show their pictures to each other. The purpose is to elicit 
participants’ ability of using concrete nouns, comparison, same/different analysis, and picture 
description. It would also provide for their focus on meaning, co-construction and scaffolding in 
interaction, the last Task, Comparison, requires the participants to look at the same pictures in Task 5 and 
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talk about the people who live in those houses and what the appearance of houses tell them about 
American culture. The task would elicit data on the use of academic language, language complexity, 
abstract nouns (social class, culture), critical thinking, complex sentences, linking devices, building 
hypothesis & supporting evidence (e.g. inferring the social class of people living in a house based on 
what they see in the picture: car, garage, nice house, dirty house, etc.). 
3. 4. Data collection 
The data for this analysis were gathered as part of a larger project funded by U.S. Department of 
Education Office Postsecondary Education Award # P017A090297,9/1/2009-8/31/2012, Principal 
Investigator Elaine Tarone, University of Minnesota. Four less-commonly-taught languages in the US 
were to be studied: Chinese, Japanese, Korean, and Persian. The focus of the present study will be only on 
the Persian learner language samples elicited in an unrehearsed setting. 
3. 5. Data analysis 
This study used the initial transcription (both in English and Persian orthography) done by a native 
speaker Persian; however, the author who had initially contributed to the procedure as a consultant, also 
made some minor changes to the transcriptions, such as using /æ/ sound to distinguish it from /a/. The 
data show the use of Persian produced orally in a non-rehearsal setting by F and P while completing Task 
1 through Task 6. Then, the author of the present study identified and calculated the presence and 
absence of designated Persian morphological categories in the learners’ productions. The focus was on 
copula (verb to be), possessives, indefinite articles, demonstratives, plural markers, personal pronouns, 
and genitive case markers.  
For this study, the accurate usages of morphemes were measured in obligatory context. In Ellis’s (1994) 
words, “obligatory context requires the obligatory use of a specific grammatical feature in samples of 
learner language" (p. 716).  So, the term “accuracy order” is used to approximate “acquisition order”.  In 
an attempt to identify possible interlanguage patterns, learners’ whole production of L2, not only errors, 
but also accurate items, were analyzed using Target Language Use (TLU) analysis proposed by Pica 
(1983).  Pica’s equation for TLU is the number of correct uses in obligatory context divided by (the  
number of obligatory contexts) + (the number of incorrect contexts)  (Tarone, 2009: 31).  This equation is a 
quantitative measure that enables us to compare learners in terms of how target-like their use of L2 
morphemes was. Therefore, all instances in which P and F produced correct and incorrect versions of the 
seven target morphemes in obligatory context, specified by this study, were identified.  The TLU rate of 
each morpheme produced throughout all six tasks was calculated. 
4. Results 

Regarding the first research question, the rate of TLU calculated for target morphemes used by the 
subjects in each of the tasks gives us some insight as to the participants’ level of accuracy. As predicted by 
strong version of CA of Persian and English morphology, we expect certain categories such as, 
possessive, plural forms and genitives would trigger a high level of difficulty for both learners due to the 
interference of L1. Some Persian morphemes, on the other hand, would not cause much difficulty for 
more universal reasons, because they are unmarked and simple; e.g. copula, demonstratives, 
indefiniteness, and personal pronouns. Table 3 presents a summary of the analysis. 
 

Table 3. Persian L2 learners’ use of morphemes in Tasks 1-6 

Morpheme 

Target Language Use (TLU) 
 

Learner 

T
o

ta
l 

Task 

1 2 3 4 5 6 

Copula 
0.73 0.37 0.42 ----- 0.82 0.83 P 3.17 
0.50 0.57 0.70 0.60 0.60 0.87 F 3.84 

Possess 
0.70 1 0.79 ----- 1 1 P 4.49 
----- 0.00 1 0.50 0.79 0.14 F 2.43 

Article 
0.43 1 0.14 0.55 0.05 0.29 P 2.46 
0.11 0.00 0.00 ----- 0.07 0.11 F 0.29 

Demon 1 1 1 0.00 ----- 0.90 P 3.90 
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1 0.60 0.33 0.33 ----- 0.73 F 2.99 

Plural 
0.43 1 0.20 ----- 0.50 0.62 P 2.75 
0.00 ------ 0.00 ----- ----- 0.11 F 0.11 

Pronoun 
1 1 0.71 1 1 1 P 5.71 
1 ------ 1 0.43 1 ----- F 3.43 

Genitive 
0.75 0.40 0.85 1 0.71 0.89 P 4.60 
1 0.60 0.33 0.50 0.04 0.33 F 2.80 

Total 
5.04 5.77 4.11 2.55 4.08 5.53 P: 27.08 

3.61 1.77 3.36 2.36 2.50 2.29 F: 15.89 

 
The data presented in Table 3 can be interpreted in terms of TLU calculated for each participant in regard 
to both the type of morpheme and the kind of task. As a whole, P gained a total of 27.08 (out of 42) for 
total use of Persian morphemes throughout all six tasks while F performed less accurately with a total of 
15.89. These results as well as the scores for each morpheme bear out that P is more proficient overall 
than F. As far as the use of target morphemes is concerned, we can say that P showed the highest level of 
accuracy for the use of personal pronouns (TLU = 5.71 out of 6) during her performance for all the tasks 
while it seems that F had the least difficulty in the category of copula (TLU = 3.84 out of 6). It can be 
concluded that copula may have been the first-acquired of these morphemes for F although this was not 
the case for P. The most difficult category with the lowest level of accuracy appears to be indefinite article 
for P (TLU = 2.46) and plural form for F (TLU = 0.11).  
From the findings, there was no individual similarity of the accuracy order in the participants’ 
performance. The accuracy order of P for Persian morphemes can be developed as: Personal pronoun, 
genitive, possessive, demonstratives, copula, plural form and indefiniteness. F’s sequence of accurate 
Persian morphemes was found to be as: Copula, personal pronouns, demonstratives, genitive, possessive, 
indefiniteness, plural form (Figure 1). Altogether, the results do not suggest consistency in relation to the 
use of morphologic category as the hierarchies developed by the participants variably contradict CA 
predictions. 
 

 
Figure. 1. Contrasting TLU values obtained by P (1) and F (2) in terms of morphemes 
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4.1. Error Analysis of Persian target morphemes  
From the perspective of EA, the findings account for a variety of sources of errors. For example, although 
mastering the uses of Persian morphemes is related to the similarities of general rules in both languages, 
sometimes other factors play an interfering role, ultimately leading to variation evident in error 
commitment. One area of error commitment was found to be omission of copula /æst/. Both subjects in 
the present study demonstrated difficulty in the use of this Persian morpheme. Although copula was 
found to be F’s most accurate morpheme, she, too, avoided using this morpheme; thus, providing 
support for the strategy of avoidance. For example, P did not use this morpheme in Task 4 and gained a 
TLU of 0.37 (i.e. 5 incorrect tokens out of 12) in Task 2 where she drops copula after adjectives: 
/mobaræk/ for /mobaræk æst (-e)/. F, too, did poorly in Task 1 (TLU = 0.50); e.g. she said: /mæn yek sal 
…zæban-e farsi…dærs mikhunæm/ where she omits /æst/ (and relative pronoun /ke/) intending to 
mean: “I have been studying Farsi for one year.” or “It’s been one year since I studied Farsi”.   
The use of plural markers was found to be very problematic for the subjects of this study as both of them 
performed rather poorly in this area (P: 2.75; F: 0.11). For example, P gained 0.43 in task 1 while F’s use of 
plurals was 100% inaccurate. Some examples of their production are expressive of the strategy of 
simplification involved:   
P: /bæd æz in ke kæm kæm, *fe?, um, yad gereft-im . . . fe?l, æmma shekl, *shekl-e dige, *shekl-e 
mokhtælef/ (after we gradually learned verbs . . . verbs, but other forms, different forms)  
F: / ba dust-e mæn væ aa kelas-e farsi dær, aa, daneshgah dærs mikhun-æm/ (with my friends and Farsi 
class I study at the university) 
However, P does not seem to have a problem with Persian rule of number + sing noun or with modifiers 
(e.g. /chænd) + sing although this is a case of “divergent relationship” which is supposedly a source of 
error according to CA: 
P: /do sal o nim/ (two and half years) or /chænd kar-e mokhtælef/ (a few different jobs); nevertheless, 
she inaccurately used /hær/ (every/any single one) for /hæmeh/ (all), indicating L1 lexico-semantic 
interference of "every": 
/hær zæman (for /hæme-ye zæman-ha [ra]) yad gereft-im/ (we learned all tenses). 
At times, complexity of Persian plural rules does not seem to trigger any problem for P. For example, in 
Task 2, she produced two forms of plural (TLU = 1) and in both cases she accurately used not only suffix 
/-an/ for humans:  /be aparteman-e dustan-æsh mir-e?/ (Does she go to her friends’ apartment?), but 
also Persian rule of singular demonstrative /in/ (this) + plural noun: 
/khob, in dokhtær-an ki-e?/ (Well, who are these girls?).  F did not use any plural form in this task.  
Among the target morphemes, genitives are predicted by CA to be problematic as there is no such 
structure in English; however, the findings do not support this prediction, at least for P who gained a 
TLU of 4.60.  F (TLU = 2.80), on the other hand, did not perform as accurately as P, but still this area was 
not among the most troublesome for her. At times, the learners were even capable of producing /-ye/, a 
more marked feature, after vowels correctly.  For example: 
[Task 6, P] /fekr mikon-æm tu-ye in khune um … yek kargær zendegi mikon-e/ (I think there lives a 
worker in this house). Nevertheless, the fact that Persian genitive case represents a variety of functions, 
such as possession, or the relationship of NP1 –e NP2, or NP –e ADJ may probably make the task more 
difficult for the learners.  Some of their erroneous utterances follow: 
[Task 2, P; omission of enclitic showing possession] /chera, chera *madær in dokhtær æsæbani shod?/ 
(Why did this daughter’s mother got angry?) or due to the omission of enclitic showing relationship of 
preposition and NP: /*birun pænjære mir-e?/ (Does it go out (through) the window?).  F, too, makes a 
similar error: /bæd sima, um…….<laugh> *birun pænjære miræv-e/ (Then Sima goes out (through) the 
window). Also, it is worth mentioning that 2 of 5 errors, made by F, in the use of Persian genitive can be 
described as using the reverse order of Persian N + ADJ. The examples are: 
 /*digær dokhtær væ maman-e dokhtær kheli narahæt, narahæt-æn/ (The other girl and the girl’s mom 
are very upset). 
/inja, oh, fekr mikonæm... khune dær *shær bozorg, bozorg-e, æmma in khune.. dær, hehe hum,... 
*kuchik shær, **kushær-e hehehe …/ (Here, oh, I think the house is in a big city, but this house [is] in a 
small city, ??? …/ Here, apart from the items marked by (*) which are indications of wrong use of Persian 
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genitive, learner seems confused by the ordering of Persian N + ADJ as she fails to utterly pronounce the 
adjective /kuchik/ before the noun /shæhr/ and produces a nonsense item, /kushær (**)! Such type of 
performance errors could best account for the psychological factors involved. 
Some data analyzed here provide some support for interactionist and sociocultural SLA theories. For 
example, it is in Task 6 where F gets positive feedback from P when she corrects herself uttering /mal-e 
pæræstar/:  
P: /movafegæm, um, ee, fekr mikoni ke in, in mashin mal-e mohændes ya mal-e pæræstar æst?/ 
F: /bæle, um..., mashin-esh mohændes dær um, shar, shar, shar-e, æmma in mashin-e sabz ...  pæræstar, 
mal-e, mal-e pæræstar, pæræstar-e/ 
Also, under the influence of her interlocutor, F was able to improve her use of Persian genitive for 
preposition-NP relationship in Task 6:  
/movafegæm. fekr mikonæm ke tu-ye in khune, ah . . ./ (I agree. I think in this house . . .) 
However, such interaction does not always result in accuracy as the phenomenon of “hypercorrection” is 
evident in F’s utterance (Task 6) when, as a result of too much concentration on accuracy, she produced:   
/… in khune *næfær-e pænj zendegi mikonæn/  
A thorough study of the obtained data can help us to gain a better understanding whether it was the kind 
of target morpheme or the kind of task which had a positive impact on the learners’ performance. In 
other words, can we attribute the variation of interlanguage production to the linguistic (i.e. the form of 
morpheme) or to the social context (i.e. the nature of task or the interlocutor)?   
4. 2. The role of task 
As mentioned earlier in the paper, the tasks were assumed to elicit different aspects of IL performed by 
the participants of this study.  This section looks at the data in order to explore the possible parts each 
task played in variation. Table 4 summarizes the pattern of Persian morphemes production by the 
participants in each of the six communication tasks. 
 

Table 4. Persian L2 accuracy order of morphemes by task 

Task Learner Morpheme accuracy order TLU 

Interview 

P 
demonstrative/pronoun (1); genitive (0.75); copula 
(0.73); possessive (0.70); article/plural (0.43) 

5.04 

F 
demonstrative/pronoun/genitive (1); copula 
(0.50); article (0.11); plural (0.00); possessive (no 
use) 

3.61 

Question 

P 
possessive/article/demonstrative/pronoun/plural 
(1); genitive (0.40); copula (0.37) 

5.77 

F 
demonstrative/genitive (0.60); copula (0.57); 
possessive/article (0.00); plural/pronoun (no use) 

1.77 

Retell 

P 
demonstrative (1); genitive (0.85); possessive (0.79); 
pronoun (0.71); copula (0.42); plural (0.20); article 
(0.14) 

4.11 

F 
possessive/pronoun (1); copula (0.70); 
demonstrative/genitive (0.33); article/plural (0.00) 

3.36 

Narrative 

P 
pronoun/genitive (1); article (0.55); demonstrative 
(0.00); copula/possessive/plural (no use) 

2.55 

F 
copula (0.60); possessive/genitive (0.50); pronoun 
(0.43); demonstrative (0.33); article/plural (no use) 

2.36 

Jigsaw 

P 
possessive/pronoun (1); copula (0.82); genitive 
(0.71); plural (0.50); article (0.05); demonstrative 
(no use) 

4.08 

F 
pronoun (1); possessive (0.79); copula (0.60); article 
(0.07); genitive (0.04); demonstrative/plural (no 
use) 

2.50 
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Comparison 

 
P 

possessive/pronoun (1); demonstrative (0.90); 
copula (0.83); genitive (0.80); plural (0.62); article 
(0.29) 

5.53 

F 
copula (0.87); demonstrative (0.73); genitive (0.33); 
possessive (0.14); article/plural (0.11); pronoun (no 
use) 

2.29 

Total P: 27.08 
 F: 15.89 

 
A comparison of the participants’ morpheme accuracy order indicates that the orders are not exactly the 
same for both Persian L2 learners, and P (more proficient) is just farther along the morpheme accuracy 
order than F (less proficient). Order analysis reveals that task constraints play a part, too in that the 
sequence appears to approximate one another for both learners, regardless of their proficiency level. For 
example, it is in Task 1where both learners produce Persian morphemes accurately in the same order 
except for possessive which was not used by F at all. Additionally, task nature appears to contribute to 
learners’ rate of accuracy. As an example, Tasks 1, 2 and 6 which are more communication oriented 
turned out to provide a better condition for P to accurately produce IL while she did rather poorly in the 
narrative task.    
As for their general level of accuracy in terms of task, the data suggest that P showed the highest rate of 
accuracy in Task 2 (TLU = 5.77 out of 7) while her lowest rate of accuracy was in Task 4 (TLU = 2.55). F, 
on the other hand, gained the highest rate of accuracy in Task 1 (TLU = 3.61) while she performed the 
least accurately in Task 2 (TLU = 1.77).  Figure 2 illustrates the results. 
 

 
Figure 2. Contrasting TLU values obtained by P (1) and F (2) in terms of Tasks 1-6 

 
The results suggest that each of the learners treated Persian morphemes differently as they went through 
style shifting from Task 1 to Task 6. For instance, P used personal pronouns 100% correctly in Tasks, 1, 2, 
4, 5, and 6 while F used the same morpheme with 100% accuracy in Tasks 1, 3, and 5.  Such findings may 
suggest something about the degree of difficulty of this Persian form as the same task (Task 3) turns out 
to give rise to high performance on the part of one learner (P) while it appears to have completely reverse 
impact for another (F). Also, in the areas of possessive and indefiniteness in Task 2, P was 100% accurate 
whereas F used them 100% inaccurately. So, such findings may account for individual differences and the 
degree of internalization more than linguistic effects which are not in the scope of the present study. 
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Thus, it remains to investigate the tasks which gave rise to relatively the same rate of accuracy on the part 
of both learners. Then, I will examine whether or not the task accounts for the accuracy rate of certain 
morphemes. In doing so, what follows is examining the participants’ performance in individual tasks to 
see what elements of the task contribute to the variation of learner language.   
Interview and Question Tasks. Task 1 appears to be the most productive for both learners.  Interestingly, 
the accuracy order is similar for both, too, except that F did not use possessive which is generally among 
the most problematic areas for her. It can be interpreted, then, that in the interview she was able to avoid 
using possessives, while the other tasks required that she use it. Both learners gained their highest rate of 
accuracy for performing demonstratives, pronouns and genitive case in this task. Also, it was in this task 
that both of them showed their lowest rate of performance in the use of indefiniteness.   
In Task 2, F performs very poorly (TLU = 1.77 out of 7) and seems reluctant to continue the interaction by 
using a lot of hesitations, long pauses and simplification.  As a result, she either avoids using plurals and 
pronouns or drops copula in some occasions. However, this is not the case for P (more proficient) who 
probably feels confident enough to complete the task without relying on the interlocutor. 
Retell and Narrative Tasks. It was in Task 3, retell, where F showed her second best performance on 
Persian morphemes (TLU = 3.36). The comparison of order analysis indicates that demonstratives and 
genitives were more frequently and accurately used by P than by F in the retell task. Here, P can 
appropriately realize the important function of such morphemes for referencing to the entities and places 
in the story.   
The use of pronouns and genitive is of high demand in Task 4 which was realized by P who gained a 
TLU rate of 1 for these two morphemes. On the other hand, there was no correct use of obligatory 
demonstratives in her production in task 4. This is the case where, quite to the contrary, errors occur in 
producing regular morphemes which exist in both languages.  Task 4 gave rise to the lowest (TLU = 0.33) 
rate of demonstratives accuracy for F, too.      
Jigsaw and Communication Tasks. The accuracy order of the learners show that both of them used 
possessive and pronoun the most frequently and accurately and neither of them produced 
demonstratives in Task 5 (jigsaw). In Task 6, P appears to show one of her best performances (TLU = 5.53) 
suggesting that completion of such a task which demands the use of academic language may be related to 
the level of proficiency. F (TLU = 2.29), on the other hand, might have found it too difficult to produce 
cognitively demanding language.       
 
5. Discussion 

Based on the findings, this study suggests the beginnings of a possible (yet-to-be systematically studied) 
sequence of adults’ acquisition of Persian L2 morphology. The accuracy orders to be laid out for this 
study are different from one participant to another. Thus, the data suggest that there are not common 
orders of accuracy between the learners of this study. This is a problem for SLA, where we look for 
systematicity and predictability. This individual difference could be because the learners are at different 
proficiency levels, and accuracy orders are not really acquisition orders, and/or it could be because there 
was not enough data from both learners.   Further, it was found that Persian morphemes are ranked 
differently from the accuracy order of English L2 (Krashen, 1982). According to Krashen’s proposed 
sequence of morpheme acquisition, English plural and copula are ranked first in the sequence of 
acquisition, followed by article and last of all possessive. On the contrary, for example, plural was ranked 
last in this study; i.e. it was the least accurately used morpheme. This may be attributed to the property of 
Persian plural which is not always marked, e.g. there is no agreement between noun phrase and number 
in Persian, indicating “language specifity” (Keshavarz, 2007).  Krashen (1982) had not included 
determiners (including demonstratives and referential determiners) in his study. So, the current findings 
do not match Krashen’s, reflecting different typological natures of the two languages; thus, supporting 
separate development of two languages.     
As to compare these findings with the results of Keshavarz (2007), again this study found no exact match 
to claim that L2 is definitely acquired in the same sequence as L1, but the similarity of sequence was 
greater than the result of comparison with Krashen’s study. Based on the findings in Keshavarz (2007), 
the sequence of Persian morpheme acquisition for a bilingual child can be set out as:  Copula → 
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possessive/genitive → demonstrative/pronoun → plural → article. In the present study, too, indefinite 
article and plural (late acquisition) were ranked the last two morphemes accurately produced by adult 
English1- Persian 2 learners.  Such finding indicates that the morpheme orders for L2 are different from 
the orders of those same morphemes for L1, but there are some similarities. It can be interpreted, then, 
that these two Persian morphemes are the most difficult ones to be acquired by second language learners. 
Also, the morpheme accuracy order of F (less proficient) appears to match more perfectly the sequence 
proposed by Keshavarz. One may hypothesize that the transitional stages that adult learners go through 
may match the developmental stages for bilingual children. So, in setting out sequence of acquisition, the 
proficiency level should be taken into account, too.  
The predictions made by CA appear to be true about the category of personal pronouns where the 
participants performed with high rate of accuracy. Interestingly, though, one of the areas in which both 
learners demonstrated high degree of difficulty is indefinite article which is not predicted by CA. Here, it 
is worth to recall that the accuracy order research was used to discount the impact of transfer, since 
learners from both Chinese and Spanish acquired English L2 morphemes in basically the same order 
(Larsen-Freeman, 1975).   
The results of EA show that the errors made in the category of copula cannot be attributed to the 
interference from English since this morpheme similarly exists and functions (as a verb and as auxiliary) 
in both languages, but could be either due to a simplification strategy, as it is assumed to carry more or 
less redundant information, or simply regarded as a performance error. However, most of the correct use 
of copula occurred when the subjects used the abbreviated form /-e/ for third person singular. It could 
be due to the fact that, as pointed out by Keshavarz (2007), the short forms of the Persian copula are more 
systematic than English copula form.  
In the use of plural forms, the employment of a simplification strategy may be due to the great 
complexity of the target morpheme. This is what Keshavarz (2007) refers to as “language specificity” in 
the development of certain morphemes. In other words, due to the fact that plural nouns in Persian do 
not always show number agreement with numerals and, on the other hand, pluralness is always marked 
in English, one could attribute the cause of such errors to language transfer from English L1 to Persian L2.    
The results of EA indicate the involvement of other factors, as well. For example, errors in the use of 
genitive can be accounted for by an overlap of L1 interference and limited knowledge or incomplete 
instruction of L2. Also, one explanation for the use of reverse order of Persian N + ADJ is L1 interference. 
Interestingly, this pattern also resembles the Persian dialects spoken in the North of Iran. Could we 
possibly also attribute this effort to exposure to non-standard language deriving from interaction with 
those speakers?   
Still, another factor merits attention and that is the role of interlocutor who gives feedback to the learner. 
As the CARLA learner language section on learning in interaction points out, interactionist and 
sociocultural theories of SLA predict that this kind of scaffolding and support provided in interaction 
result in many opportunities for acquisition through the interactional sequence:  error-> feedback -> 
uptake.    
Knowing that the tasks were designed to elicit certain aspects of IL, the purpose of elicitation may call for 
the use of certain morphemes. The first two tasks, interview and question, are based on interaction 
between the interviewer (a native speaker of Persian) and the L2 learners; the last two task, jigsaw and 
comparison, are also communication-oriented requiring interaction between two learners while Tasks 3 
and 4, recall and narrative, demand learner’s individual endeavor. 
It was in Task 1 where both participants obtained the same rate of accuracy order for Persian 
demonstratives, pronouns, genitive, and indefiniteness equally. So, what is there that gives rise to such 
homogeneity? For one, it is the nature of this task (interview) that provides for negotiation of meaning 
when the learners try to negotiate for the meaning of /pelan/, for example, and the interviewer helps 
them out in different ways. Such a context provides comprehensible input which will ultimately lead to 
acquisition. Also, the interviewer’s role and move seem to be very effective when she gives feedback to 
the learners, focusing on form so that the learners get to notice the gap and finally the recasting leads to 
self-correction. There are some occurrences in Task 1which testify to the scaffolding nature of the task 
(see the findings in EA section). Also, the nature of the task does not require the use of determiners like 
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articles; thus, affecting the frequency of use which may impact the rate of accuracy as the learner attempts 
to concentrate on meaning rather than form. The second task, question, involves interaction, too. 
However, here it might be the role of interlocutor that accounts for variation.  Contrary to Task 1, the 
interviewer does not intend to provide for scaffolding.  This task particularly plays a role in language 
complexity on the part of the learner. 
F’s high overall performance in Task 3 could be explained by the fact that she was already exposed to the 
same prompts in Task 2 and can recall some parts of the language already exchanged. However, the two 
participants’ variety of performance on demonstratives and genitive accounts for different degrees of 
internalization. Task 4, narrative, also demands “referential communication” where the learner is 
supposed to make acts of reference so that the listener can identify the referent and follow the story; thus, 
demanding for the use of pronouns and genitive. It is in Task 4 where, in many incidents, the learner 
avoids using demonstratives perhaps because she simply takes it as redundancy when it does not affect 
communication, especially in a task of narrating a picture story where pictures by themselves are 
expressive of definite nouns.   
Due to the nature of Task 5, Jigsaw, where the learners are supposed to talk about their own pictures, the 
findings suggest the most frequent and accurate use of possessives and pronouns by both participants. As 
this task is based on co-construction and peer-scaffolding, it can be hypothesized that F received a good 
deal of feedback through interaction with P. So, one may expect that F (less proficient) tends to approach 
her production to P’s. Also, the nature of this task calls for focusing on meaning; thus, leading to 
relatively lower level of accuracy. The last task, comparison, is communication-focused, too and demands 
high level of attention to meaning as well as high level of thinking like inference, building and testing 
hypothesis. 
Altogether, the question whether the interlanguage produced by the subjects of the study revealed any 
variation (Question # 2) was explored by thorough examination of the learners’ production based on the 
obtained quantitative measure of TLU. The learners’ accuracy was variably affected by task; thus, 
testifying to variation in SLA. The cause of the variation evident in different tasks may be attributed to 
the purpose of elicitation assumed for each task. Each task provided obligatory contexts required for 
production of certain morphemes. Nevertheless, since the findings were very complicated and there was 
a variety of causes and strategies involved in IL variation, no specific pattern could be identified to make 
generalization on this account. As for the variables involved, the findings suggest that task plays a more 
significant role, as opposed to the target morphemes. It can be concluded that tasks which were more 
interaction-focused resulted in higher percent accuracies for several morphemes than tasks which had 
more focus on individual endeavor.  
The author is well aware of the limitations of the study. For instance, the study seems to have been 
framed within a rather outdated approach to SLA. In this respect, the readers can refer to the second 
chapter of Odlin (2014) which is an up-to- date review of SLA research on language transfer. Further 
studies can use the book to cite recent studies on language transfer. Furthermore, it is admitted that it 
makes it impossible to make claims about transfer when this study had only two participants, both 
coming from the same L1 background; i.e. English. However, since this study was only a part of bigger 
project on a variety of less common languages, other researchers are encouraged to conduct more studies 
on other L1 languages, using the publically available data online, to explore if the results conform to 
those of the present study.  
 
6. Conclusion 
The findings of this study contradict the predictions made by CA. As the findings suggest, the types of 
errors in the use of Persian morphemes produced by the subjects of the present study are far more 
variable than the predictions of CA. Based on the findings, although the subjects showed some difficulty 
in producing Persian morphemes, their IL does not perfectly consist of the hierarchy predicted by CA; 
thus, discounting the impact of transfer. Although there are cases where transfer effects can be clearly 
pointed out, transfer is not the only factor that influences IL, as predicted by Selinker (1972).     
The accuracy order of L2 acquisition laid out in this study for Persian morphemes is different from the 
one proposed for English L2 by Krashen (1982).  This provides a support for separate development of 
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languages due to the phenomenon of language specificity [26]. The sequence set for Persian L2 was found 
to be closer to Persian L1 acquisition order in that indefiniteness and plural form are acquired late.  This 
is in line with Krashen [18] in that the order of acquisition for L1 and L2 are different with some 
similarities. This study also found that the Persian L2 accuracy order for the less proficient learner 
matches more perfectly the Persian L1order of acquisition. So, it can be hypothesized that the transitional 
stages of Persian L2 acquisition are similar to the developmental stages of Persian L1 acquisition.   
EA informed us that a number of conceivable determinants might be at work. For example, there were 
incidents of erroneous utterances which could be attributed to semantic or grammatical complexity of the 
morphemes, the application of communication strategies like simplification or avoidance strategy, or the 
developmental aspect of language acquisition, or because of confusion, memory lapses, and 
psychological states like lack of concentration, being under pressure or involved in strong emotion. Also, 
the results show that, as predicted by interactionist and sociocultural SLA theories, scaffolding provided 
in interaction activities facilitates more accurate performance. Such a conclusion gives rise to the notion 
that if we cannot attribute the variation of interlanguage production to the linguistic (i.e. the form of 
morpheme), then maybe it is the social context (i.e. the nature of task or the interlocutor) which can 
account for the existence of variation in the system of learner language. 
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ABSTRACT 
THIS PAPER AIMS TO EXPLORE ACOUSTIC PROPERTIES, DURATION AND PITCH AMPLITUDE 
OF COMMISIVE ILLOCUTIONARY FORCE SPEECH SAMPLES ASSOCIATED WITH SPEECH ACTS 
AGAINST NEUTRALITYTHIS RESEARCH ALSO AIMS TO EXPLORE HOW SUCH ACOUSTIC 
FEATURES IN SPEECH ARE USED BY IRANIAN LEARNERS OF ENGLISH AS A FOREIGN 
LANGUAGE IN TERMS OF THEIR REALIZATION OF ILLOCUTIONARY FORCES. SUCH A STUDY 
CONSIDERED IN THE CONTEXT OF SPOKEN COMMUNICATION INVOLVES ARTICULATION AS 
WELL AS PERCEPTION. SEARLE’S VIEW (1975) ON DIRECTION OF FIT AND PIERREHUMBERT’S 
PHONOLOGICAL APPROACH (1980) WERE USED. TO COLLECT COMMISSIVE ILLOCUTIONARY 
FORCE MESSAGES FOR THE QUESTIONNAIRES, 100 MOVIES BASED ON NATURALLY 
OCCURRING DATA WERE CAREFULLY OBSERVED AND ANALYZED. A GROUP OF 40 STUDENTS 
FROM AHVAZ PAYAME NOOR UNIVERSITY WERE INVOLVED IN THE PRODUCTION AND 
PERCEPTION OF THE MESSAGES OF THE QUESTIONNAIRES. TO ANALYZE THE DATA, A CHI-
SQUARE TEST WAS USED. THE RECORDED SPEECH SAMPLES WERE COMPARED THROUGH THE 
TRACKS OF THE PRAAT PROGRAM SOFTWARE. OUR ANALYSIS INDICATED THAT THE STRICT 
ACOUSTIC CORRELATION EXISTS BETWEEN COMMISSIVE ILLOCUTIONARY FORCE AND 
NEUTRALITY AS A REFERENCE.  
 
KEYWORDS: COMMISSIVE ILLOCUTIONARY ACT, COMMUNICATIVE PROSODIC SIGNALS, 
PITCH MOVEMENT CONSTRAINT-BASED CULTURES, INTERACTIONAL INFORMATION 
EXCHANGE 
 
1. Introduction 
 In recent years, areas such as pragmatics, intonation and non-verbal communication have not caught a 
strong attention in second Language (L2) learning. Hurly(1992,p.259) argues the importance of teaching 
these areas to L2 learners:”Learning skills in these areas[pragmatics, intonation and non-verbal 
communication] could enable L2 learners to communicate more effectively without having inappropriate 
gestures or conversational strategies. Communication is not merely an exchange of words. Linguistic 
elements, paralinguistic elements and non-verbal communication elements such as, co-speech gestures 
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and non-speech sounds are part of the communication and all convey meaning (Lyons, 1995,p.97).Thus, It 
is essential for L2 learners to perceive and recognize intonational and pragmatic differences. Goodwin 
(1996)also believes that in L2 learning, pronunciation learning involves learning how to articulate sound 
segments, and also learning how to understand the situational relationship between sound and meaning. 
          Balanced focus on meaning and prosodic features through planned tasks in L2 instructions can 
deepen students’ awareness of such forms and make them understand the relationship between 
meanings, forms, and functions in a highly context- sensitive situation (Fraser & Perth, 1999; Murphy, 
2003, Muranoi, 2007). Therefore, it is necessary to study not only the linguistic element of the 
conversation, but also to determine the context of the utterances.L2 learners should be able to perceive 
and recognize acoustic and pragmatic differences. The use of planned instructional activities increase the 
perceptual salience of commonly ignored L2 input or output features, and promotes their noticing the 
gaps within their own L2 knowledge. 
 
Acoustic parameters of speech and prosodic cues such as variation in pitch, intensity, speech rate, 
duration of vowel and rhythm may be manipulated -exaggerated, diminished, sped up and slow down- 
to convey illocutionary force and  pragmatic attitudes. As Laver (1995) said: prosodic features are 
available to speaker and listener in order to encode and decode the speech. Prosodic cues can also 
provide paralinguistic information such as the speaker’s view, and attitude toward the dialogue partner 
and the situation. Indeed, all the information contained in speech contributes to the interpretation of the 
message. 
 
         In this paper prosodic variation conveying the commissive illocutionary force and attitude in 
samples of real speech will be explored. Commonly analyzed acoustic parameters for such a description 
of emotion in speech have been pitch range and duration in each prosodic contour. In this study detailed 
acoustic information on illocutionary force expressed in speech by 40 speakers (20 males and 20 females) 
gained. Acoustic estimations are used in order to investigate the realization of illocutionary forces by 
Iranian learners of English. 
 In this research, we supplement the production aspect with the perception aspect, it is due to the fact that 
the complementarity of the production and the perception processes is the basis of the spoken 
communication process and firmly establishes the communicative importance of the parameters being 
studied. 
 
2. Literature review 
2.1 Theoretical Background 
Searle (1975b) classified illocutionary acts based on a number of essentially pragmatic parameters. He 
maintains that the expressed psychological state of speech acts, the beliefs or other mental states that a 
speaker necessarily expressed by performing an act of that type. According to Searle, a language is 
performing speech acts such as making statements, giving commands, asking questions or making 
promises. He maintains that the expressed psychological state of speech acts, the beliefs or other mental 
states that a speaker necessarily expressed by performing an act of that type. His approach holds that SAs 
are only explained by special conventions that are neither semantic not pragmatic. In his opinion, a 
statement has a "word- to- world" fit because it constitutes an attempt by the speaker to make his words 
match the world in a certain sense. In contrast, a promise has a "world- to- word" fit because it constitutes 
an undertake on the part of the speaker to make the world match his words. Searle provides a 
classification of speech acts whose sub-classifications can be furthered on: 
1. Commissives are speech acts that committing in varying degrees- the speaker to some future course of 
action: promising, pledging, vowing, swearing, threating, refusing. 
2. Declaratives are speech acts that themselves bring about a state of a affairs by phrasing the utterance 
thus changing the external reality: marrying, naming, blessing, arresting, appointing, firing. 
3. Directives are speech acts whose intention is to get the addressee to carry out some actions: 
commanding, insisting, daring, requesting, asking, challenging, warning, advising. 
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4. Expressive are speech acts that indicate the speaker’s psychological state or mental attitude toward a 
state of affairs: thanking, greeting, apologizing, congratulating, welcoming, deploring. 
5. Representatives are speech acts that represent some state of affairs in varying degrees of truth with 
respect to the proposition: stating, believing, concluding, denying, reporting, describing, introducing. 
     Pierrehumbert (1980) initiates an Auto segmental- Metrical theory which views intonation contour as a 
string of high or low tones in the form of pitch accents and edge tones and associate with points in the 
segmental string, and transitions between these points are phonologically irrelevant. A starred pitch 
accent can be preceded by leading tone or followed by a trailing tone. He distinguished between different 
types of tonal targets. We have seen various examples of dynamic accents, which are the head elements of 
intonational phrases. In addition, Pierrehumbert proposed to use H and L boundary tones at the beginning 
and end of major phrases, as well as a H or L phrase accent at the end of each intermediate phrase. He 
declared that pitch accents associated with strong syllable of an utterance consist of one high or low tone 
and marked with (*) as monotonal. 
In the following  section we refer to some related research conducted in our field of study. 
 
2.2 Experimental Background 
        Research on teaching intonation has shown the importance of intonation awareness for both teachers 
and students. Taylor stated: The importance of intonation cannot be overemphasized.…while [teachers] 
can easily recognize the difficulties faced by non-native speakers as far as grammar and the 
pronunciation of sounds are concerned, and thus make allowances for the errors made, they are unable to 
do this for intonation (1993, p. 1).          
       Several studies have examined pronunciation change and possible intonation transfer over time. One 
study by Derwing et al. (2006) examined development of accent, meaning target-like pronunciation, and 
pragmatics-prosody interface. The participants were 20 Mandarin and 20 Slavic adult learners of English. 
L2 speech samples were assessed at the beginning of the study, two months later, and then ten months 
later. While they found only a small improvement in accent for both groups, the Slavic speakers made 
significant improvement in fluency and the Mandarin group stayed the same. Although the Slavic 
speakers had been judged to be less fluent at the outset, they did not surpass the Mandarin speakers in 
fluency. The fluency of both groups was rated the same at the end of the ten months. The difference in 
levels of improvement in fluency may be accounted for by the fact that the Slavic speakers reported to 
have more interaction with native speakers. This study showed that there was only a small improvement 
in pronunciation over ten months. This shows the possibility that those focusing on learning the language 
may not be as focused on improving pronunciation or more specifically intonation. This may cause them 
to retain their L1 intonation or not acquire target intonation. Even the group that improved in fluency did 
not make a big improvement in their pronunciation. Although this was a longitudinal study monitoring 
the development of pronunciation, it did not touch on L1 intonation influence. 
    Ching (1982) discusses the rising pitch boundary in a southern American region in Memphis. He found 
it heavily used among both men and women. Ching’s findings point not so much to social status as to 
politeness as the motivation behind this intonation. The rising boundary was used to add a deferent non-
defensive, and even apologic face to an utterance whose propositional content might otherwise offend or 
contradict someone. By presenting hard facts with a rising intonation, the speaker could politely offer the 
recipient an opportunity to disagree. 
          Brown et al.(1980) studied 'systems', which include formation structure (speaker assigning 
contrastively new given status to lexical items), topic structure (speaker relates to an already established 
topic or beginning a new topic), affective meaning or attitude (speaker increases involvement raised by a 
shift-up in key), interactional structure (speaker A using a high pitch in asking a question, speaker B also 
rising a high pitch) and speech function or illocutionary force (speaker making a question as conductive 
by choosing a low terminal or as non- conductive by choosing a not- low terminal. 
      According to Wennerstrom (1994) there are four major categories of intonation meaning; one is the 
pitch accent, indicating which items in the information structure of the discourse are newly introduced in 
the context of interaction. A second category of interaction is the pitch boundary at the end of the 
intonation phrase, which indicates the interdependency among utterances. A third type of meaning is 
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conveyed via the choice of pitch ranges displaying a speaker attitude or reaction toward the prior 
utterance. Finally, the pitch ranges associated with organizational units, indicating how the new units are 
to be topically integrated with the previous ones. 
Ladd et al. (1985) conducted different experiments on the relationship between prosodic cues and 
emotional states. The result they obtained was that “voice quality” is primary means by which speakers 
project their identity, and their social characteristics (personality, occupation , education , and regional 
origin).They also came to the conclusion that the prosodic cues: FO range , voice quality and type of pitch 
contour function independently of each other in conveying pragmatic functions and  attitudes in speech . 
       Wang and his colleague (2003) investigated discourse intonation of Chinese speakers of English to 
identify their intonation problems by examining areas of informal conversation, dialogues and reading 
aloud. The analysis was based on auditory recording, appeared in the form of written transcriptions. The 
findings indicated that problems exist in choosing pitch range contours in relation with the information 
structure. 
         Laver (1995) emphasized that the prosodic function of conveying the expression of emotion seems to 
involve both a linguistic and a paralinguistic component , and that it is frequently considered a 
paralinguistic function , despite the doubts expressed on the subject ,he said that the choice of contour 
would be more related to the type of sentence , while the pitch level and excursion size of the pitch 
movements would be more related to the speaker’s emotional state.The result confirmed that utterances 
produced while conveying different emotions could vary considerably with regards to the prosodic 
features . The relative height of the pitch accent, and the extend of the final lowering measurements of 
relative duration of accented and unaccented speech segments were made in order to gain some insights 
into the internal temporal structure of emotional utterances.  
        Grab, Kochanski, and Coleman (2002) conducted a study on "Quantitative Modeling of Intonation 
Variation" found that both dialect and utterance type can affect the shape of FO but not the intonation 
patterns. They also realized that the differences in FO between questions and statements were made 
throughout the utterance, in the shape of the contour and in the register. Traditional accounts of English 
intonation describe questions as having final rise in FO and statements as having a final fall. This account 
is valid in some dialects, but not in all. They found in all dialects, average FO was the lowest in 
statements, higher in wh- and yes/ no questions. In all dialects, FO sloped downwards in declaratives. 
Declarative questions were modeled as level or overall rising. In wh- and yes/ no questions the slope did 
not contribute to the distinction between questions and statements. This observation has been made for a 
number of other languages and it may be evidence of an intonation universal. 
        Abdolhasanizadeh et al. (2013) investigated phonetic realization of focus in declarative and 
interrogative sentences in Persian. Twelve native speakers of Persian recorded short declarativesand 
interrogatives including clitic group and phonological word in neutral and focal conditions. The findings 
indicated that small acoustic differences existed in duration, intensity, and spectral information between 
initial and final accented target words in different conditions, by the side of substantial differences in FO. 
Socio- cultural familiarity of EFL learners with the English expressions and intonation patterns is so 
essential to provide them with grammatical structures, and communicative strategies to convey intended 
meanings through different intonation devices in various situations. L2 learners lack pragmatic 
knowledge and knowledge of prosodic features of the target language. Since language functions are 
culturally bound, speakers should be aware of the target language norms and conventions in order not to 
be considered rude in their social interactions with a native speaker 
Alinezhad and Vaysi (2007) conducted an experimental research seeking various degrees of 
correspondence between prosodic cues (duration, intensity, and pitch level) and paralinguistic 
information in some samples of speech in Persian. Their analysis demonstrated a significant correlation 
between prosodic features and paralinguistic information in Persian. 
3.Purpose of the Study 
The primary purpose of the present study aims at investigating the commissive illocutionary force and 
pitch range patterns interface in real samples of speech among English and Persian speakers .It also aims 
to explore the intonation variations which convey attitudinal states. This is done to find out similarities 
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and differences between English and Persian speech act realization patterns with different intonation 
contours. In the light of the points made above, the following research questions are raised:  
RQ1: Are there any significant differences between commissive illocutionary force sub- titles in English 
and Persian utterances? 
RQ2: To what extent Iranian learners of English deviate from direct to indirect strategies while employing 
commissive illocutionary force sub- categories? 
 
4. Methodology 
4.1Participants 
The participants in this experiment were 40 students majoring in translation at Payam e Noor university 
in Ahvaz (20 males ,20 females) took part in the study to answer the questionnaires based on their own 
knowledge on illocutionary force messages. The twenty native English speakers staying in Torronto in 
Canada (8 male, 12 female) were asked to produce some English commissive Ifs.They ranged in age from 
18 to 40 ,with an average of 21 years. Twenty Iranian participants, most of whom were university 
students had previously visited English-speaking countries. Prior to the experiment, an edited version of 
the Comprehensive English Language Test (CELT) listening section (Harris and Palmer 1986) was 
administered to the participants in order to distinguish high and low proficiency groups. Table 1 shows 
the scores of this test. 
Table 1: JEFLLs’ score of CELT listening section 

 Sample     average    median   mode  SD   variance   min   max  

JEFLL’s overall 
H-JEFLLs 
L-JEFLLs 
 

96             17.12         15.50      23      6.o7     36.79      6       28 
17               25.12          25.00     24     1.17      1.36     24      2 
18               8.78            8.00         10     1.22     1.42     7       10 

 

Setting the average score as pivotal point, participants who scored more than the average plus one 
Standard Deviation (SD) are included in high-proficiency group (H-JEFLLs) and those who scored less 
than the average minus one SD are included in the low-proficiency group (L-JEFLLs). 
4.2 Procedure 
          In this study the methodological processes consist of three phases: 1. Perception and evaluation of 
commissive speech act by the subjects 2. Speech production 3. Acoustic analysis of the presented sampled 
after the production and perception steps. The major source for this research project came from dialogues 
in daily conversations. Ten dialogues were presented to the participants. Each dialogue had explanation 
on the context and the intention of speaker Band participants were directed to read aloud the line as if 
they were speaker B. Participants were asked to respond to speaker A’s line, which was played from an 
MD player. All the speech recorded on the MD was converted into, and saved as, wave file. Then PRAAT 
as a speech analysis software was used to analyze the samples to find out the correspondence between 
the pitch ranges and the commissive illocutionary force against neutrality as a reference. To identify the 
illocutionary force, questionnaires including all information required and related to respective forces 
were used. Then the sample group of the whole population were asked to choose and tick the commissive 
speech acts in different sub- sections (farewell, surprise, greeting, apology, thanking, congratulation) and 
then identify the related  context (meeting, birthday, driving test, visiting in the street, , receiving 
presents, saying goodbye, surprise) after listening to MD player in English and Persian. Such utterances 
were designed to investigate whether the learners create the same or different interpretations in different 
ages.  
 
4.3 Speech Samples Analysis 
        The recorded speech samples were analyzed through PRAAT program software. Applying this 
software, acoustic keys were specified for each illocutionary force. After the representation of 
spectrograph and information existing in each, figures obtained from measurements of each parameter 
were statistically analyzed and discussed based on the purpose of the study. In the following part we will 
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put forward Pierrhumbert’s theoretical scheme used. To analyze  the commissive speech samples of 
English and Persian. 
 
                                             
Commissive Illocutionary Force Set 

 
Figure 1.The intonation contour of the sentence ''I have a meeting.'' 
 

          Pitch  

Accent H*+L 

Word meeting 

Duration 0.68 

Pitch Mean 175.81 

Pitch Min 73.57 

Pitch Max 237.83 

 

 
Figure 2.The intonation contour of the sentence''Jælæse daræm.'' 
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 Pitch 

Accent H*+L 

Word Jælæse 

Duration 0.49 

Pitch Mean 185.55 

Pitch Min 163.72 

Pitch Max 232.55 

 
The spectrogram (1) shows that the sentence begins with a low pitch on the subject and then it rises on 
the first syllable of the word "meeting" followed by a valley to make a bitonal event(H*+L). 
In the Persian utterance as represented in the figure (2), the first syllable of the word "jælæse" has a high 
pitch followed a fall to shape a bitonal pitch accent (H*+L) then the pitch falls gradually. 
In both languages it is the noun which carries the bitonal pitch accent (H*+L) not the verb to make a 
refusing act. 
 

 
Figure 3.The pitch range pattern of the utterance ''I wanna buy a new car this year.’’ 

 Pitch 

Accent H* L H 

Word wanna buy car 

Duration 0.29 0.26 0.39 

Pitch Mean 252.22 179.93 209.72 

Pitch Min 218.05 168.82 187.12 

Pitch Max 270.35 231.13 247.72 
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Figure 4.The pitch range pattern of the utterance''Emsal mixam ye ma∫ine jædid bexæræm.'’ 

 Pitch 

Accent L+H* L* H 

Word mixam ma∫ine Jædid 

Duration 0.52 0.51 0.38 

Pitch Mean 227.38 215.48 229.53 

Pitch Min 183.72 190.14 214.95 

Pitch Max 269.01 234.35 259.66 

 
The figure (3) represents that the pitch of the utterance on the first verb (wanna)(H*) is a monotonal event 
which realized as a high peak. Then the pitch shifts to a low pitch on the second verb (buy) and the 
adjective (new) of the sentence until the noun of the sentence "car" which has a high accent lower than the 
peak. 
We have a low pitch in the Persian equivalent. The figure (4) shows that the pitch on the first word is a 
bitonal event realized as a high peak on the accented syllable "mixam", starting from a lower paint in the 
pitch range (L+H*).The word "ma∫ine" with low accented syllable which followed by the high accented 
adjective "jædid"(H).Then gradual fall is observed. 
In both languages, the first verb carries the peak of the utterance. In English it is monotonal, but in 
Persian it is bitonal (L+H*). In English the adjective before noun followed by a noun is not accented but in 
Persian it is the adjective which carries high accent to show a future commitment or decision. 
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Figure5.The intonation contour of the utterance ''The man swore to tell the truth.'' 
 

 Pitch 

Accent L* H H* 

Word man swore truth 

Duration 0.22 0.56 0.59 

Pitch Mean 198.94 207.86 218.06 

Pitch Min 188.79 141.94 273.88 

Pitch Max 225.01 180.76 282.38 

 

 
Figure 6.The intonation contour of the utterance ''Un mærd qæsæm xord ke hæqiqæt ro  
bege.'’ 

 Pitch 

Accent L* H H*+L 

Word mærd qæsæm hæqiqæt 
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Duration 0.23 0.50 0.59 

Pitch Mean 213.22 217.50 217.06 

Pitch Min 200.24 187.18 176.42 

Pitch Max 240.75 260.49 269.60 

 
In the English utterance (5) we observe that the sentence has a low pitch accent word "man" as the old 
information of the utterance. Then we have a rise in pitch on the verb "swore" (H). We see a fall on the 
infinitive until the last word "truth" as the peak of the sentence. 
The spectrograph (6) shows that we have a (L*) pitch on the word "mærd" as the carrier of the given 
information. Then the pitch rises on the word "qæsæm" (H) followed by falling pitch  range (H*+L). 
In both languages the verb has a rising pitch range. In both cultures the word "truth" (hæqiæt) is the peak 
of the utterance. In English it is monotonal (H*),whereas in Persian it has a bitonal event(H*+L). 
4.4 Statistical Analysis 
         To explore differences between English and Persian real samples of speech in commissive speech 
act, the collected data were analyzed through descriptive and referential statistics to study the degree of 
correlation between the pitch range and the emotions in both languages. The data related to statistical 
analysis of the present study presented below: 
 

Table 1: Descriptive Statistics of Commissive SA in the Persian Version of the MCQ 

MCQ Version Number Mean SD 

Persian 40 6.60 1.27 

According to table 1, the mean and the standard deviation were calculated: 6.60 and 1.27. 
 
Table 2: Descriptive Statistics of Commisive SA in the English Version of the MCQ 

MCQ Version Number Mean SD 

English 40 4.97 1.12 

 
In table 2, the mean and standard deviation were reported: 4.97 and 1.12. To compare the means of the 
performance of the subjects on the two versions, the paired-sample t-test was employed. 
 
Table 3: The Results of Paired-Sample T-Test 

T-Test Variable MCQ 
Version 

Mean 
Difference 

SD t-Value df Sig 

Paired-
Sample 

Commissive 
SA 

English 1.62 1.83 5.60 39 0.001 
Persian 

         As seen in Table3, the results of the paired-sample t-test shows that there is a significant difference 
between the mean of the performance of the participants in the two versions at p≤0.001 and the observed 
t-value is 5.60. Therefore, it can be concluded that the performance of the subjects on the Persian version 
of the MCQ was significantly better.  
 
Table 4: The Results of Chi-Square Test for Commissive SA in the Persian Version of the MCQ. 

Test t-Value df Sig 

Chi-Square 24.75 6 0.001 

Critical Value: 12.59 (p< 0.05) 
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         As observed in Table4, the obtained results indicated that there is a significant difference between 
the direct and indirect strategies of English and Persian commissive SAs. So the guessing factor cannot be 
considered. The observed value (24.75) was higher than the critical value (12.59).Therefore, the second 
hypothesis relating to a significant difference between the direct and indirect strategies of the both 
languages at p≤0.001 was verified. 
Table 5: The Results of Chi-Square Test for Commissive SA in the English Version of the  
MCQ 

Test t-Value df Sig 

Chi-Square 9.52 4 0.05 

Critical Value:9.49 ( p<0.05) 
        Table 5 represents the statistics which shows a significant difference between the responses of the 
learners on the two-option MCQ in the English version. It seems that the learners did not recognize the 
commissive SA well. Therefore, the second hypothesis at p≤0.05 was supported, since the observed t-
value (9.52) was higher than the critical value (9.49). 
 
5. Discussion   
         This study set out to investigate the correlation between pitch range patterns and commissive 
illocutionary force in English and Persian real samples of speech. As mentioned in previous sections, the 
participants’ speech data was compared with the intonation models.Considering the favorite research 
questions, the overall results are presented and discussed in this section. 
         Regarding the first research question, the results revealed that there are significant differences 
between commissive illocutionary force sub- titles in English and Persian utterances, that is to say, the 
given illocutionary force correlates with special pitch range in determined context. This can be attributed 
to the negative impact of their L1 linguistic and sociocultural innated rules on the production of 
illocutionary force in English. The results are in favor of Derwing’s (2006) study. The study supports the 
claim that shift in pitch ranges significantly correlates with different speech acts.  
         The second research question concerned the extent that Iranian learners of English deviate from 
direct to indirect strategies while employing commissive illocutionary force sub- categories. The results 
also indicate that the intonation patterns of the two languages are different since their tonic structures are 
not similar. The most noticeable tendency is for EFLs to use a falling tone, and this may be due to not 
realizing commissive IF messages through intonation. The findings of this research confirm the obtained 
results by Ladd et al. (1985) who found that “voice quality” is primary means by which speakers project 
their identity, and their social characteristics. They also concluded that the prosodic cues: FO range , voice 
quality and type of pitch contour function independently of each other in conveying pragmatic functions 
and  attitudes in speech . 
However, there are two possibilities for their performance. One is that EFLs shift prominence and pitch 
accents. The other possibility is that they could not distinguish the functions of intonation and had 
tendency towards sing the simplest falling tone, whereas in the English version they did not rely entirely 
on falling tone, but also used complex tones such as fall-rise and rise-fall.  
 
6. Conclusion 
The present study confirms the effectiveness of interface between shift in pitch ranges and speech acts. 
The findings, however, should be interpreted with caution because factors other than the ones 
investigated could have contributed to the outcomes. The logical conclusion that follows from the 
findings is that syllabus designers and material developers have to take these findings into account 
during the preparation of foreign language materials to the learners of both English and Persian 
languages. There are specific rules for altering the prominence values in intonational phrases with 
varying number of pitch accents. These will be implemented in the prosody module. The results of the 
study have confirmed the influence of contour type and pitch range on speech acts such as commissive 
illocutionary force. 
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        Several factors need to be considered including the specific acoustic cues to make a phonemic 
segments in L1 and L2 , the age of the speaker, the amount of exposure to the L2, the quality of the L2 
input, and the extent of usage of both the L1 and the L2. We have to take into account that context is 
provided verbally relates to background knowledge of the interlocutors possess already, gestural channel 
in face-to- face communication to interpret the utterances appropriately. 
 
Implications of the Study  

   This will provide learners with specific feedback to help them perceive the meaningful intonational 
contrasts between L1 and L2 to be improved in their speech production and increases learners’ perceptual 
abilities through a variety of actual speech sounds that exist within a language. In order for the EFL 
learners to achieve the best results, it is essential for them to be familiarized with the strategies and 
linguistic knowledge of their own first language to be succeeded in learning a foreign/second language. 
            The study suggests that in a speech community, language and culture are closely tied to each other 
and improving communicative competence requires familiarity with the TL cultural norms and values. 
The necessary condition for pragmatic learning is conscious attention to the pragmatic knowledge to be 
acquired for explaining situations on which students can enhance linguistic and cultural appropriateness 
of commissive speech act. In order for the students to achieve the best results, it is essential for them to be 
familiarized with the strategies and linguistic knowledge of their own L1 to compare and contrast them 
with L2.  
          Teachers have the responsibility of providing the students with the necessary tools to make the 
appropriate paralinguistic and socio-pragmatic decisions in the target language by providing them with 
the values and perceptions of the target society. They need to make students fully aware of the specific 
commissive speech act set through employing effective and efficient techniques and strategies and 
familiarizing them with the intonation patterns of target language. 
 
Focusing on learner-centered activities like role play and real discussion in natural occurring 
conversations can develop the students’ target language efficiently. Authentic texts for analysis can be 
taken from tapes or transcripts of real conversations from movie clips to make EFL learners aware of 
native speakers’ usage of the variety of expressions to realize a directive function. 
 
Suggestion for Further Studies 
This study suggests that it is not enough to build learners’ linguistic competence and it might be 
necessary to develop their socio-cultural competence, in order to increase their interpretation of the 
interaction and rules of directness and indirectness within the target language. 
 
Limitations of the study 
There are a number of limitations to the study: first, due to relatively small number of EFL learners, the 
findings of this study cannot be generated to all Iranian EFL learners. Second, this research only 
employed one instrument for data collection. It is recommended that in order to get more authentic data 
and to increase the reliability of the finding, further studies with a large population and more instruments 
should be utilized. 
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 سن:                        جنسیت:

 

در پرسشنامه دو گزینه ای زیرمشخص کنید که کدام یک از جمالت خوانده شده، بیانگر توان منظوری تعهدی است:        

خیر                                     بله                                                                        

□      بازی تموم شده.                                   -1                                  □ 
متهم به زندان محکوم می شو -2 □                                        □د.                 
 .                          □                                        □روزهای تابستون بلندن  -3
 .                          □                                        □گال دارن پژمرده میشن  -4
!                              □                                        □ سیگار کشیدن ممنوع -5  
□                                       □حالم خوب نیست.                                 -6  
مطمئنم پیراهن زرده بهت میاد . -7                                    □                   □  
.                                    □                                         □ فعال توی جلسه ام -8  
ممکنه امروز بارون بیاد . -9                        □                                           □  
□                                           □همه چیز عین حقیقته.                              -10  
□                                           □          امسال می خوام یه ماشین جدید بخرم. -11  
کنم.کیفیت این مدل گوشی رو تضمین می -12        □                                          □  
شاید امروز بارون بیاد. -13                              □                                         □  
.                      □                                          □ فردا اون رو بهت بر می گردونم. -14  
□                                         □                           کتابهامو خونه جا گذاشتم.  -15  

□                                       □هوای اتاق چقدر سرده !                             -16  
□                                          □آماده کنم.              باید برای امتحان خودم رو -17   

 
 
In The Name Of God 
Appendix B:   
Age:                                                       Sex: 
 

In the Following Selection Questionnaire, Whether or Not Each Pronounced Sentence Belong to 
Commissive Illocutionary Force: 
 
  
           Yes            No 
1-It may rain today.                                        □                  □   
2-I return it to you tomorrow.                              □                  □ 

3-I left my books at home                               □                  □ 

4--The game's over.                                       □                  □ 

5--The accused is being sentenced to jail.            □                 □ 

6—I'm not feeling well now.                               □                 □ 

7-How cold the room is!                                □                 □ 

8-The flowers are being faded.                    □                 □ 

9-.   The days in summer are long.              □                 □ 
10- I'm in the meeting now.                         □                 □ 

11-I guarantee this model of cellphone.         □                 □ 

12-I want to buy a new car this year.         □                  □ 

13-The man swore to tell the truth.           □                  □ 

14. -I'm sure the yellow dress suits you.        □                  □ 

 15-I must study for the test.                        □                 □ 

16.  Smoking's not allowed!                       □                 □ 

17-All the things are true.                          □                 □ 
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ABSTRACT 

THE AIM OF THIS STUDY WAS TO COMPARE THE EFFECTS OF EXPLICIT AND IMPLICIT 

INSTRUCTION ON LEARNING PHRASAL VERBS (PVS). TO THIS END, 40 FEMALE IRANIAN EFL 

LEARNERS, WHO WERE IN THIRD GRADE OF HIGH SCHOOL IN MIYANEH, PARTICIPATED IN 

THIS QUASAI-EXPERIMENTAL STUDY. TWO INTACT CLASSES WERE RANDOMLY ASSIGNED INTO 

THE IMPLICIT AND EXPLICIT GROUPS OF THE STUDY. THEY WERE HOMOGENIZED THROUGH A 

KET TEST AND THEN WERE ASKED TO TAKE PART IN A PRE-TEST TO FIND THE UNFAMILIAR 

TARGET PHRASAL VERBS. BASED ON THE PRE-TEST RESULTS, 20 PVS WERE SELECTED AND 

TAUGHT DURING THE TREATMENT PERIOD. IN THE EXPLICIT GROUP, EVERY SESSION THE 

TEACHER-RESEARCHER MADE A WORD LIST BY WRITING FIVE PVS ON THE BOARD WITH THEIR 

PERSIAN AND ENGLISH MEANING AND EXPLAINED THEIR MEANINGS AND TRANSITIVITY OR 

INTRANSITIVITY STATUS THROUGH GIVING DIFFERENT EXAMPLES. IN THE IMPLICIT GROUP 

STUDENTS GOT THE MEANING OF EACH PV IN A SEPARATE SENTENCE AND GUESSED THE 

MEANING EITHER BY SHOWING A PICTURE OR BY USING TOTAL PHYSICAL RESPONSE METHOD. 

AFTER FIVE SESSIONS OF THE TREATMENT, A POSTTEST WAS GIVEN TO THE BOTH GROUPS. THE 

RESULTS OF THE INDEPENDENT-SAMPLES T-TEST REVEALED THE SUPERIARITY OF THE 

EXPLICIT INSTRUCTION OVER THE IMPLICIT INSTRUCTION. THE FINDINGS OF THE STUDY WILL 

BE BENEFICIAL FOR BOTH TEACHERS AND MATERIAL DEVELOPERS IN DESINGING 

APPROPRIATE MATERIALS AND ACTIVITIES FOR TEACHING PVS. 

 

KEYWORDS: EXPLICIT INSTRUCTION, IMPLICIT INSTRUCTION, PHRASAL VERB 

 

1. Introduction    

       The term second language acquisition (SLA) refers to the processes through which someone acquires 

a second or foreign language and the acquisition of vocabulary is one part of it that has been a topic of 

interest for most researchers and teachers in the field of English language teaching (Coady & Huckin, 
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1997, as cited in Heshem Kamal, 2014). Gass (1999) believes that, learning a second language (L2) largely 

means learning its vocabulary as acquiring vocabulary makes a significant contribution to almost all 

aspects of second language proficiency. In this regard, Krashen (1988) refers to the importance of 

vocabulary acquisition and claims that it is as important as grammar acquisition. Similarly, McCarthy 

(1990) claims that one cannot communicate without knowing a range of words that express different 

meaning and that is why vocabulary teaching is important to L2 learners. 

          According to Lewis (2000), multi-word expressions are important, and he identified PVs and idioms 

as two important areas of learning for students. Lewis (2000) indicates that all collocations are idiomatic 

and all idioms and PVs are collocations or contain collocation. Nation (2003) believes that being fluent 

and using language appropriately requires collocational knowledge. In this regard, Towell, Hawkins, and 

Bazergui (1996) in their study of learners of French as a second language found that increased fluency 

resulted from learners storing memorized sequences. Sung (2003), in his study of international students 

in the USA, found a significant correlation between the knowledge of lexical collocations and the subjects’ 

speaking proficiency as did Hsu and Chiu (2008) in a study of Taiwanese EFL learners.  

           PVs are very important components in English language, which appear in different situations and 

contexts. Verbs are combined with prepositions or adverbs or both and make a new meaning. These 

meanings can be guessed through their parts but most of the time they are idiomatic (Edgar, Frayne, 

Glowka, Ledford, Popik,  Portwood & Wunder, 2001). By this feature, most of the learners all around the 

world find difficulties in using PVs and the reason of these difficulties are due to either the PVs don’t 

exist in their L1 or PVs consist of two different parts of speech (Alesaifer & Alshareef, 2014).   

 Beside the importance of learning of vocabulary, its instruction is important, too. In this regard, 

one of the issues within form-focused instruction (FFI) which has received a lot of attention is explicit and 

implicit instruction (Norris & Ortega, 2000). Explicit instruction involves drawing learners' attention to 

the rules of target feature which is usually done through rule explanation (DeKeyser, 1995). In implicit 

instruction, however, there is no attempt to direct learners' attention towards the rules nor is there any 

rule explanation. Instead, learners have to infer the rules from the examples provided (Norris & Ortega, 

2000).  

  Many researchers have attempted to define and name the forms of instruction which can be 

applied to the second/foreign language classroom and there is still some debate over the precise 

terminology (Ellis, 2001; Long, 1991). According to Long (1991), there are three types of instruction in 

second language acquisition: (1) Focus on FormS  (F on FS), characterized by teaching the forms rather 

than the messages they convey (e.g., the grammar-translation method);  (2) Focus on Meaning (F on M), 

in which no attention is paid to the forms used to convey a message, the instruction is devoted to 

communication only; and (3) Focus on Form (F on F), a balance between an F on FS and an F on M, 

“consists of an occasional shift of attention to linguistic code features by the teacher or one or more 

students” (Long & Robinson, 1998). Long (1991) claimed that focus-on-form is a characteristic of indirect 

rather than direct instructional intervention. Also Long (1991) conceptualized the need to incorporate 

form focused instruction into meaning-oriented communicative language teaching with the term focus on 

form. F on FS, as defined by Long (1991; 2000), is predicated on the assumption that linguistic elements 

are preselected and presented to learners in an isolated and decontextualized manner like traditional 

structural and synthetic approaches to language teaching (Wilkins, 1978, as cited in Khatib & 

Derakhshan, 2011) in which language is broken down into discrete elements and is then presented to 
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them in an intensive fashion. Thus, in focus on forms instruction the primary focus of attention is on the 

form that is being targeted. In this case, Brown (2000) says that "as the focus of classroom instruction has 

shifted over the past few decades from an emphasis on language forms to attention to functional 

language within communicative context, the question of the place what has come to be called “form-

focused instruction (FFI) has become more and more important"(p. 276).   

  The notion of F on F instruction was first introduced for teaching grammar, and there were 

researchers such as Doughty and Verela (1998, as cited in Pishghadam , Khodadady & Daliry Rad , 2011) 

who studied this kind of instruction in learning grammatical rules. However, it has been mentioned that 

such an approach can be applied for teaching vocabulary too (Doughty & Williams, 1998), so that 

learning vocabulary while doing a communicative task is a focus on form. In this case, empirical research 

on focus on form has shown that this kind of instruction has prominent influence on teaching vocabulary 

especially phrasal verbs.  

 The controversy over explicit and implicit instructions has been occupying the minds of linguists 

for a long time. For clarifying the meaning of explicit instruction, Ellis (2008) indicates that, as in explicit 

instruction in deductive instruction there is direct attention to linguistic parts, that is, rules are given to 

the learners in order to develop metalinguistic awareness of the rules. Nagy, Anderson, and Herman 

(1987) believe that explicit vocabulary instruction helps students in reading comprehension. Sedita (2005) 

posits that students must learn each year between 2000 to 3000 words, so it is useful to provide direct 

instruction in some words. This includes pre-teaching of key vocabulary prior to reading a selection. It is 

estimated that students can be taught explicitly some 400 words per year in school (Beck, McKewon & 

Kucan, 2002). Stahl (1999) also suggests that Students who are not spending time reading independently 

need this direct teaching to help increase their vocabulary. Without the direct teaching, most students 

will face difficulties understanding what they read.   

  Likewise, Brown (2000) introduces explicit learning as a “conscious awareness and intention to 

learn” (p.217). He believes that it is a teacher-centred and a deductive process that EFL/ESL learners 

employ to get the structure of the presented information and their attention is directed to the subject. 

Teachers must remember that direct instruction of specific words is only one component of effective 

vocabulary instruction. On the other side, Ellis (2008) believes that the aim of implicit instruction is to 

enable learners infer rules without awareness because there is no intention to develop any understanding 

of what is being learned.  

   The importance of phrasal verbs (PVs) to gain fluency in language learning has been asserted by 

many researchers and mastering them is considered an essential part of speaking skill (Folse, 2004). In 

this regard by growing body of literature on l2 acquisition, fluency is an observable aspect of speech that 

can be linked with cognitive processing and is frequently used to describe language performance. 

Comprehending the meaning of PVs is essential not only in speaking or productive skills but also in 

listening or receptive skills because according to Cheon (2006), many PVs do not have clear meanings, so 

it is hard to know the whole meaning by combining the meanings of the components, verbs, and 

particles.  

 Thornbury (2002) emphasizes the importance of instruction on learning vocabularies and refers 

to the instructions that a teacher might choose to help learners acquire new vocabulary items. Thornbury 

admonishes teachers to consider important issues such as how many words to present at a time, whether 
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to present the meaning or the form of a word first, and whether to use translation. This reflection will 

enable teachers to make appropriate choices. As each instruction has its own effectiveness in facilitating 

language acquisition, in this regard, Muranoi (2006) mentions the effectiveness of explicit teaching on 

learning vocabularies. On the other hand, a meta-analysis of relevant experimental and quasi-

experimental studies on the effectiveness of L2 vocabulary instruction by Norris and Ortega (2000) 

provided some positive evidence for the superiority of explicit instruction over implicit instruction of 

vocabulary and evidence for the durability of L2 instruction.  

 Since the meaning of the PVs usually cannot be identified by combining the meanings of the 

constituent parts; therefore, they are supposed to be arbitrary and unsystematic lexical items that have to 

be learned one by one (Talebinejad & Sadri, 2013). Such difficulties in semantics of PVs have made them a 

notoriously difficult part of the English language and simultaneously received special attention by 

students and teachers; likewise, Dagut and Laufer (1985) in their studies prove this conclusion by 

showing a poor command of PVs among EFL learners even the advanced ones, and tend to avoid them in 

their speaking or writing production. In this base, any language teacher can confirm the pervasive 

interest in PVs among students, regardless of the level of English ability (Hare, 2010).   

 In the present study, the aim was to investigate whether there was a significant difference 

between the two different types of pedagogical approaches to L2 vocabulary learning among Iranian high 

school students regarding the learning of English PVs. The results of the present study can provide 

pedagogical implications for Iranian students and teachers in high schools and institutes. In this regard, 

based on the researchers’ observations and experiences in the field of English language teaching and 

learning, it seems that tlittle attention has been paid to learn PV meaningfully in EFL classes in Iranian 

schools (Karami, 2013). This study was an extension as well as a continuance of previous studies (e.g., Al-

Kharat, 2000; Seliger, 1975; Shaffer, 1989) on the effects of implicit instruction on Iranian student’s 

acquisition of PV against a traditional explicit instruction.   

1.1. Previous Studies   
 A number of studies have so far investigated the effect of explicit instruction and implicit 

instruction on linguistic features (Norris & Ortega, 2000). Zarei and Tondaki (2015), for example, 

investigated the effect of explicit and implicit techniques of presentation on Iranian adult upper-

intermediate learners’ comprehension and production of lexical collocations. A sample of 180 participants 

at four major English language institutes in Qazvin was presented with six different implicit and explicit 

instructional techniques. The results indicated no significant difference between the effects of implicit and 

explicit techniques on the comprehension and production of lexical collocations.   

 Another study was conducted by Abdul Rahman and Zeher Abid (2014) whose study mainly 

aimed to examine the use of phrasal verbs in the written discourse of Omani student-teachers. The 

participants of the study composed of three groups: first-year student-teachers, fourth-year student-

teachers, and a group of native speakers. Two production tests and one recognition test were presented to 

the participants to find out if they could produce and recognize phrasal verbs, especially idiomatic ones. 

The results of the study showed that phrasal verbs were rare or non-existent in Omani students’ writing.   

 Also Liao and Fukuya (2004) investigated the avoidance of English PVs by Chinese learners in 

relation to their proficiency levels (advanced, intermediate), PV types (figurative, literal), and test types 

(multiple choice, translation, recall). Each of the six groups of Chinese learners took one of the three tests 
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and a group of native speakers took the multiple-choice test. The ANOVA results showed that the 

intermediate learners, whom L1 lacks the PV structure, tended to avoid using PVs and preferred their 

one-word equivalents. Also, both advanced and intermediate learners tended to produce less figurative 

than literal PVs, which was manifested in the translation test alone. The study claims that learners’ PV 

avoidance behavior is a manifestation of IL development and that the semantic nature of the PVs tends to 

interact with the translation test.  

 Shin and Christianson (2011) in another study investigated two interesting facts:  (a) whether 

implicit learning processes lead to differential L2 improvement in producing phrasal-verb structures,  or 

not, compared to more explicit treatments, and (b) whether additional explicit instruction  leads to more 

increased production of target structures, or not, than either implicit learning or explicit memory 

processes alone.  As a result of the study, participants involved in explicit instruction showed a better 

overall increase in PV production than those who received implicit instruction involving implicit learning 

alone.   

 Furthermore in an experiment by Tendera (2014) who investigated the effects of two instruction 

on the l2 acquisition of German compound nouns. In her study two groups of participants were exposed 

to either explicit or implicit instruction in the formation of German compound nouns, and a third group 

received no instruction. A set of non-compound nouns was presented in instruction, and the participants 

wrote a vocabulary test two days after instruction. Participants who were in the explicit-instruction group 

more accurately used complex compound nouns within meaningful contexts. A post-instruction (“think-

aloud”) discussion revealed that participants in the explicit group were better able to articulate and 

understand rules for the formation of German compound nouns, while students in the implicit group 

failed to recognize such rules.  

 Besides the results of the above investigations and considering the inherent problem of 

vocabularies for L2 learners specially learning of PVs, the present study, in an attempt to fill the gap in 

the literature, aimed to find the best method of teaching of PVs by comparing the effect of explicit 

instruction versus implicit instruction on learning PVs among Iranian high school students.  In this case, 

the following research question and the related null hypothesis were posed:    

RQ. Is there any significant difference between the effects of explicit and implicit instruction of phrasal 

verbs on Iranian High School students’ learning of phrasal verbs?   

H0. There is no significant difference between the effects of explicit and implicit instruction of phrasal 

verbs on Iranian High School students’ learning of phrasal verbs. 

 

2. Method  

2.1. Participants  

       The participants in the study were 40 third grade students of Shahed high school in Miyaneh city, 

Iran. They were 16 years old and female. The participants’ first language was Persian. They studied 

English for about three hours per week in their schools. They were at elementary level, but in order to get 

assurance about their homogeneity the researcher administered a KET Test which was an elementary 

proficiency test. The participants were selected from two intact classes, each with 20 students, and they 

were randomly assigned into the two treatment groups. The learners in the first experimental group 
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received English PVs explicitly. The second experimental group received English PVs implicitly as an 

implicit instruction. 

  

2.2. Instruments  

 Three instruments were used in the present study: a KET test, a pre-test, and a post-test. These 

tests are further explained below:   

2.2.1 Proficiency Test (KET)  

 A Proficiency Test (KET) was used to test learners' proficiency level. This test is divided into 

three sections. Part one is reading and writing, part two is listening, and part three is speaking. For the 

purpose of the study, only the first section of the test was used. This part is also subdivided into nine 

parts, which contain some multiple choice questions; fill in the blanks, and one writing section. In 

general, there were 56 questions and the maximum score of the test was 60. Scoring of the participants’ 

writing was based on the 5-point scale written as a sample which was at the back of original KET test. In 

this regard, if the participants answered all three parts of message clearly, they would get 5 marks, and if 

they answered all three parts of the message clearly with non-impeding errors in spelling and grammar 

they would get 4 marks, and they would get 3 marks if they answered two parts of the message clearly 

with only minor spelling errors and occasional grammatical errors, also they would get 2 marks if they 

answered two parts of the message clearly and the errors in grammar require patience on the part of the 

reader. And the last criterion for scoring was 1 mark if the participants answered only one part of the 

message clearly.  

2.2.2 Pre-test and Post-test  

 A test of PVs was designed by the researchers as both pre-test and post-test. The pre-test was 

used to find the unknown PVs for the treatment sessions and it consisted of 40 multiple choice questions. 

The researcher asked six experienced teachers, who were teaching in that level, to check the adequacy of 

the test for its content validity.  Also the teacher, administered the test among ten other students (third 

grade of high school) in order to check its reliability.  Twenty multiple choice questions, were ultimately 

chosen out of 40 with the acceptable reliability of .79. This test was used in the posttest session (see 

Appendix). 

2.3. Design   

 The design of this study was quasi-experimental in which two experimental groups with a pre-

test, and a post-test were used to compare the effects of explicit and implicit instruction of PVs on Iranian 

high school students’ PV learning. The independent variable was explicit and implicit instruction and the 

dependant variable was learning PVs. 

 

2.4. Procedure  

 The experimental design of this study was carried out over a period of seven sessions.  

Homogenous participants, whose English language proficiency had been checked by Key English Tests 

for schools (KET), were randomly assigned to two groups: the Explicit Group and the Implicit Group. 

One week prior to the first treatment session, the participants took part in the researcher- made pre-test, 
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in order to find the unfamiliar PVs which would be taught in the treatment sessions. The content of the 

pre-test consisted of 40 multiple choice questions which were chosen from Oxford Phrasal Verb 

Dictionary (2001) and also, 1000 Phrasal Verbs in Context by Errey (2007).  These PVs were based on 

Acklam’s (1992) classification of PVs, that is, verb + adverb (particle) (e.g., He didn’t catch on the joke); 

verb + adverb (particle) + object (e.g., I don’t like to let down my friends); and verb + object + adverb (e.g., I 

don’t like to let them down)  Then, every group participated in 4 treatment sessions described in details 

below.  

 In the explicit group, one of the researchers as the teacher of the both groups made a word list by 

writing five PVs on the board with their translation and English meaning ( or even synonym) and for 

getting the better meaning of PVs, the teacher explained the meaning directly, in order to raise their 

consciousness. While the teacher was explaining the meaning of PVs she also gave extra explanation 

about the transitivity or intransitivity of PVs through giving different examples. In that case, she showed 

the students different forms of PVs in a sentence.  

 In the implicit group, the teacher showed every phrasal verb in a sentence and, simultaneously,  

showed the pictures to the students to guess the meaning of PVs in the sentence. Sometimes guessing the 

meaning of PVs was difficult for the students; in that case, the teacher used total physical response 

method (TPR) or as the last choice she explained them in order to be clear for the students. For example, 

when she wanted to explain the meaning of let down, she asked the students to suppose a doctor talks 

about your health hopelessly, then you will be let down, then the students would guess its meaning in several 

ways and at the end they would find the meaning of the PV.  

 In the both groups, the participants took part in especial activities in order to practice; in this 

case, four short texts were given to them. For this aim, one of the participants in the explicit group read 

the short text aloud and the ambiguous parts of the texts (if any) were clarified by the teacher. Then the 

students answered the questions and at the end of the activities the answers were checked by the teacher. 

But in the implicit group the students read the short text by themselves within five minutes and then 

answered the related activities, and for checking the answers, the students read the answers one by one in 

order to have participation in the activity and the teacher controlled and helped them in checking the 

answers. For the wrong answers, the teacher showed pictures in order to get the correct answers.  

 The number of the treatment sessions in both groups was the same. They received the same PVs 

with the same activity every session, but the difference between the two groups was in the way of 

teaching that is, one group was taught explicitly and the other one was taught implicitly. In the explicit 

group the researcher after showing the English meaning, had this permission to give Persian equivalents 

of PVs (direct meaning) in order to raise their consciousness about the meaning of PVs, but in implicit 

group, the students were not conscious about the meaning of PVs directly and they have to elicit the 

meaning of PVs which were used in different sentences indirectly.  

 At the end of the last treatment sessions, a post-test was used. This test consisted of those 20 

items of the pre-test that were found out to be unknown for the participants and were taught during the 

treatments sessions. Then, the collected data were entered into the SPSS 20 for further analysis.    

 

3. Results   

 Before conducting the parametric tests to answer the research question of the study, normality 

check was conducted and the results showed no violation of the normality. Then, the descriptive statistics 
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of the proficiency test KET) were obtained for both explicit and implicit groups in order to ensure their 

homogeneity (see Table 1).  

 

Table 1. Descriptive Statistics of the Proficiency (KET) Test  

 Group N Mean Std. Deviation Std. Error Mean 

Scores explicit group 20 28.90 12.98 2.90 

implicit group 20 34.75 11.98 2.68 

  

 In order to determine whether there was a significant difference between the groups’ mean scores 

in KET, an Independent-samples t-test was run (see Table 2).  

 

  

 As Table 2 indicats,  there was no significant difference, t (38) = 1.48, p = .147 > .05, between the 
Explicit and Implicit groups’ mean scores when the variances are assumed equal (P =.69). This reflects the 
homogeneity of both groups at the beginning of the study.   
 In order to test the null hypothesis of the study, an Independent-Samples t-test was carried out. 

Table 3 shows the descriptive statistics of both groups.   

Table 3. Descriptive Statistics of Explicit and Implicit Groups 

 

Group         N Mean Std. Deviation Std. Error Mean 

Table 2. Results of Independent-Samples t-test for Proficiency (KET) Test 

 

     Levene's Test for 

Equality of Variances 

                                                      t-test for Equality of     

                                                       Means                    

                              F                             Sig.        t  df 

Sig. 

(2tailed) 

Mean 

Difference 

Std. Error 

Difference 

95%Confidence 

Interval of the 

Difference 

Lower 

  

Upper 

Scores Equal 

variances 

assumed 

.161 .690 -1.481   38                       .147 -5.85 3.95 -13.85         2.15 

Equal 

variances not 

assumed 

  

-1.481 37.75    .147 -5.85         3.95 -13.85 2.15 
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Posttest Explicit group         20 11.40         3.15         .70 

Implicit group         20   8.40         2.48          .55 

     

 As Table 3 shows, the mean score for the implicit group is 8.40, with a standard deviation of 2.48, 

while the mean score for the explicit group is 11.40, and standard deviation is 3.15. In order to see 

whether the mean difference is statistically significant or not, the results of Independent- Samples t-test 

are presented (see Table 4).   

 

Table 4. Results of Independent-Samples t-test for Explicit and Implicit Groups 

 

Levene's Test 

for Equality of 

Variances t-test for Equality of Means 

F  Sig. T Df 

Sig. 

(2tailed) 

Mean 

Difference 

Std. Error 

Difference 

95%Confidence 

Interval of the 

Difference 

Lower Upper 

Post 

test 

Equal 

variances 

assumed 

2.634 .113 -3.345 38 .002 -3.00 .90 -4.81 -1.18 

Equal 

variances 

not 

assumed 

  

-3.345 36.002 .002 -3.00 .90 -4.81 -1.18 

    

 Based on Table 4, there was a significant difference, t (38) = 3.345, p = .002 < .05, between the 

mean scores of the Explicit and Implicit groups when the variances are assumed equal (p = .113). The 

mean difference was -3.00 with a 95% CI between -4.81 and -1.18. This indicated the better performance of 

the explicit group. Therefore, the null hypothesis was rejected.   

5. Discussion  

 This study investigated whether explicit instruction or implicit instruction would result in a 

significant improvement in learning PVs among high school students. The study found that, Iranian high 

school students performed better in explicit instruction condition, that is, when in the process of teaching 

the students were aware of what they were learning, and then the process of learning was facilitated. In 

other words, in the explicit group the participants despite taking part in the process of learning were also 

aware of what types of PVs, they wanted to learn, that is, they learned PVs semantically and directly in 

context. This point is also highlighted in Cheon’s study (2006) who tried to find more effective conditions 

for learning PVs.  

 In several ways, the present study confirms the findings of the previous research, as in 

Abolghasem (2015) who investigated the effectiveness of implicit and explicit approaches to vocabulary 

learning. She came to the conclusion that explicit instruction is very valuable in helping adult students in 
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the learning vocabularies. Also the results of the present study are in line with Shin and Christianson’s 

(2011) study who found that when explicit instruction combined with structural priming the speed of 

learning increased. Likewise, Asaei and Rezvani (2015) and Karimi (2013) in their studies found the 

superiority of explicit instruction over implicit instruction, so that, the students were able to learn the 

target language vocabulary more efficiently and eventually to manage their own learning. And based on 

a study, which was conducted by Wintergerst and DeCapua (2003, as cited in shui-ching, 2006) on Asian 

ESL learners, it was found that Asian students are more used to teacher-centered classrooms, which 

implies that they are more used to learn with explicit instruction. The results of this study in EFL 

situation of Iran yielded the same results.  

 Also, Hulstijn (2002) confirms the results of the present study, by stating that explicit learning is 

more superior to implicit learning because of having consciousness deliberative feature. The same result 

can be seen in the studies like Tendera’s (2014), which was about the effect of two kinds of instruction 

(explicit & implicit) on the acquisition of L2 German compound nouns, and the results revealed that 

explicit instruction act better than implicit instruction among second language learners.    

  Nation (1990) is in line with the result of the present study and believes that the basic vocabulary 

should be taught explicitly to students who are in an elementary level as soon as possible and that 

implicit vocabulary learning should be delayed until learners have mastered the basic vocabulary. In this 

base, the outcome of this study can be matched to Khatib and Ghannadi’s study (2011) that found the 

superiority of interventionist group (implicit & explicit) over non- interventionist (incidental) group in 

both recognition and production of PVs. In addition, they concluded that interventional explicit group 

greatly outperformed the interventional implicit group in both recognition and production. In this 

regard, Ellis (2009) and Hulstijn (2003) indicate that since explicit instruction is a process of learning, 

there is a chance for learners to be evaluated in the classroom at the end of the activity.   

 Finally, considering the results of this study, it seems that the idea of learning phrasal verbs (PVs) 

unintentionally (implicitly) is ineffective. As Häcker (2008) notes, exposure to the foreign language is 

limited to the text book, and in the classroom, students are not finding themselves comfortable with L2 

learning, so language learning can be interesting with the introduction of appropriate vocabulary 

learning instructions. Although it is widely common to teach vocabulary by the implicit method, the 

students of the explicit group were essentially more successful because they learn directly. Also, a review 

of the literature on implicit vs. explicit method of teaching indicate that many SLA researchers and 

methodologists, like Carter and McCarthy (1988), Laufer and Hulstijn (2001), and Hunt and Beglar (1998) 

with the focus on the low level of the proficiency, verify the result of the present study that explicit 

instruction promote the vocabulary learning. The result of the present study might be inspiring for 

second language learners, teachers, and for material designers. 
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ABSTRACT 

THE PURPOSE OF THIS STUDY WAS TO EXPLORE THE ROLE OF MIND MAPPING SOFTWARE IN 
DEVELOPING EFL LEARNER'S READING COMPREHENSION AT THE PRE-INTERMEDIATE LEVEL. 
NINETY (EFL) LEARNERS, WHO WERE STUDYING EFL IN A PRE-UNIVERSITY CENTER IN 
BANDAR IMAM KHOMEINI, WERE SELECTED OUT OF 120 LEARNERS. THREE CLASSES WERE 
CHOSEN BASED ON OXFORD QUICK PLACEMENT TEST (OQPT, 2010). THEN THEY WERE 
DIVIDED INTO THREE EQUAL GROUPS. EACH GROUP INCLUDED 30 PARTICIPANTS. THEY 
WERE MIND MAP GROUP AND CONTROL GROUP. THEN, THREE GROUPS WERE GIVEN A PRE-
TEST BEFORE THE TREATMENT TO DETERMINE THE LEARNERS’ READING COMPREHENSION 
SCORES AT THE BEGINNING OF THE COURSE. DURING 10 SESSIONS OF INSTRUCTION, 50 
MINUTES EACH, THE PASSAGES WERE TAUGHT. IN THE EXPERIMENTAL GROUP, THE 
PARTICIPANTS WERE INTRODUCED TO DIFFERENT PARTS AND COMPONENTS OF THE 
SOFTWARE INCLUDING THE ENTRY FOR THE READING TEXTS, GRAPHIC IMAGES WITH 
SAMPLES OF NOUNS AND ADJECTIVE PART OF SPEECH, MACRO AND MICRO CATEGORIES, 
COLORS, ETC. THE CONTROL GROUP RECEIVED TRADITIONAL READING AND 
COMPREHENSION INSTRUCTIONS INCLUDING SYNONYMS, DEFINITIONS, AND MEMORIZING 
WHILE THE EXPERIMENTAL GROUPS RECEIVED SUMMARIZING, INFERENCING, TEXT 
ANALYSIS ACTIVITIES. AFTER THE TREATMENT SESSIONS, THE PARTICIPANTS SAT FOR A 
READING COMPREHENSION POST-TEST FOR THE SHORT-TERM EFFECT, RETENTION, OF THE 
MATERIALS TAUGHT IN THE CLASSROOM. FINALLY, AFTER AN INTERVAL OF THREE WEEKS, 
THE PARTICIPANTS TOOK THE POST-TEST AS AN INDICATOR OF THE LONG-TERM EFFECT, 
RECALL, OF THE INFORMATION INTO THE PASSAGES. DATA WERE ANALYZED THROUGH 
ONE-WAY ANOVA AND FINDINGS SHOWED SIGNIFICANT DIFFERENCE BETWEEN THE 
GROUPS. THE COGNITIVE STRATEGY GROUP OUTPERFORMED THE OTHER GROUPS. THE MAIN 
DIFFERENCE WAS THAT THE INCOMING INFORMATION THROUGH THE COGNITIVE 
STRATEGY ENHANCES LEARNING OF READING COMPREHENSION. IMPLICATIONS OF THE 
STUDY FOR TEACHING READING COMPREHENSION SUGGEST THAT USING COGNITIVE 
STRATEGY COULD BE MORE EFFECTIVE THAN OTHER METACOGNITIVE AND TRADITIONAL 
STRATEGIES IN TEACHING READING SKILL TO EFL PRE-INTERMEDIATE LEARNERS. 
 

KEY WORDS: MIND MAPPING, READING COMPREHENSION, EFL LEARNERS 

 

1. Introduction 
This study investigated the effect of mind mapping strategy on English as foreign language (EFL) pre-
intermediate students to developing their using reading comprehension. Reading comprehension 
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teaching and learning is a time consuming effort in traditional approaches such as looking up the 
meaning of new in the printed dictionaries (Richards &    Renandya, 2002; Tarkashvand, 2015). It has been 
increasingly argued that computer technologies can support learning in a number of ways and facilitate 
learning preprocesses (Mansorian,  Gorjian & Pazhakh, 2012). Teaching reading comprehension through 
Computer-Assisted Language Learning (CALL) activities has been popularly used in English as a 
foreign/second language learning (English as a Foreign Language/English as a Second Language) 
contexts (Laight, 2004; Novak, 2004; Son, 2008). Many features of the computer are considered to enhance 
reading comprehension development and reading comprehension. Multimedia is one of them. 
Multimedia refers to computer-based systems that use various types of content, such as text, audio, video, 
graphics, animation, and interactivity. The key concepts of multimedia are thus 'computer-based' and 
'interactive' classroom activities (Saeedi, 2001). 
       Teachers should pay more attention to the existence of various teaching tools that help in reading 
comprehension development, both traditional, and technology-enhanced                     (Aguilar, 2013). 
Using CALL approaches to teaching reading comprehension, teachers are also freed from long and 
boring process of teaching reading comprehension and are allowed to focus more on other needs of 
language learners (Mansorian,  Gorjian & Pazhakh, 2012;    Novak, Gowin & Johansen, 1984). Thus, for 
reading comprehension acquisition, teachers could make great use of technology by using multimedia 
glossed texts, electronic dictionaries, as well as various reading comprehension-building software. There 
exist different researches and studies in using different computer software studying and in different skills 
and sub skills, but there is not study on using Mind Mapping software on developing reading 
comprehension on pre-intermediate level (Tarkashvand, 2015). 
      A mind map is a graphic organizer in which the major categories radiate from a central idea and sub-
categories are represented as branches of larger branches. It is a visual tool that can be used to generate 
ideas, take notes, organize thinking, and develop concepts. Teachers can use it to enhance learning. It is 
helpful for visual learners as an illustrative tool that assists with managing thought, directing learning, 
and making connections. It is a skill that cuts across ability levels and encompasses all subject matters. It 
enables students to better organize, prioritize, and integrate material presented in a course. Three-
dimensional mind maps are a highly effective tool for providing kinesthetic and sensory experiences for 
young children (Goodnough & Woods, 2002). The mind map is a form of an outline with ideas and pictur
es radiating out from a central concept (Buzan & Buzan, 1993; Wesche & Paribakht, 1999). Mind mapping 
are used in note taking, brainstorming, problem solving, and project planning. Like other mapping 
techniques its purpose is to focus attention, and to capture and frame knowledge to facilitate sharing of 
ideas and concepts (i.e., businessdictionary.com). In this study, the term means that the texts are taught to 
students through mind mapping in order to the details of context within the software has to be trained in 
this methods. The related web site is www.inspiration.com. 
     Reading comprehension is the process of making meaning from text. The goal, therefore, is to gain an 
overall understanding of what is described in the text rather than to obtain meaning from isolated words 
or sentences. In understanding read text information children develop mental models, or representations 
of meaning of the text ideas during the reading process. There are two classes of mental models: a text-
based model, which is a mental representation of the propositions of the text and a situation model 
consisting of what the text is perceived to be about (Momen, & Alavi Shoushtari, 2012; Wai Ling, 2004). 
The reading comprehension means in this study that a teacher can work on students’ comprehension via 
using mind mapping software in order to obtain a general understanding of a text. 
    In the present study, a powerful graphic technique was used to promote students' ability in reading 
comprehension texts. Using new software such as mind mapping approaches can develop EFL learners’ 
reading comprehension in Iranian context at the pre-intermediate level (Tarkashvand, 2015). With the 
growth of information technology one of the areas which has adopted this new instrument is teaching in 
general and teaching foreign languages in particular. Using new software such as mind mapping 
approaches can develop EFL learners’ reading comprehension in Iranian context at the pre-intermediate 
level. This study may provide EFL teachers and learners with appropriate knowledge on the role of Mind 
mapping software since the role of technology cannot be ignored in teaching language skills (Momen & A
lavi Shoushtari, 2012). The present study addresses the research questions including: (1) does teaching 
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through mind mapping software affect reading comprehension of pre-intermediate EFL students? (2) 
does mind mapping software enhance learners’ cognitive strategies in reading comprehension? (3) does 
mind mapping software enhance learners’ meta-cognitive strategies in reading comprehension? 
 
2. Literature Review 
It is a great way to introduce an overall topic, increase student involvement, and get thoughts down 
quickly. Mind mapping is a skill that cuts across ability levels and encompasses all subject matters. Using 
e-map technique gives instructor the freedom to express ideas and show interrelationship between 
concepts and content in a very visual and nonlinear structure that benefits their students (Malekzadeh & 
Bayat, 2015).  
        Mind-mapping technique was first described by Buzan (cited in Budd, 2002), a psychologist and 
brain scientist. The method builds on the idea that the two hemispheres of the human brain are 
responsible for different tasks. Mind-mapping was designed to use both sides to increase memory 
retention and productivity (Buzan, cited in Budd, 2002; Goodnough & Long, 2002), although critics argue 
that there is insufficient evidence to support this. It was first developed for note-taking and visually 
representing information in an interesting format without the limits or formality of standard written text. 
One of the key advantages of mind mapping over standard note-taking is that the open flowing format 
appears to support the natural thinking process, which is thought to go on randomly and in a nonlinear 
way. Since then, mapping has been used in a variety of contexts, and has developed into a tool used to 
represent an individual’s or group’s knowledge and ideas about one particular theme. More recently, 
mind-mapping software that integrates with common project management programs is increasingly 
being used as a visual aid in discussing key components, tasks or risks of projects (Kinchin & Alias, 2005). 
        Depending on the program, computer can teach many aspects of language and culture to the learners 
of different levels (Aguilar, 2013; Pirouzyar, 2003). With the internet flourishing, and numerous forms of 
network communication, a new approach to teaching/learning foreign languages has been introduced. 
According to Aguilar (2013), a computer stores as much information as its capacity allows. Thus, this is a 
good opportunity to utilize it as a complementary device to other visual aids in teaching language to 
learners. Foreign languages, especially English, are not aims in themselves, yet tools for exchanging 
thoughts, ideas, interests, etc. Similarly to the internet, it links people living in different corners of the 
world not only in the geographical terms, but also the cultural ones. The two media, the network and 
language, have altered modern lifestyle (Richardson & Fox, 2005). Both English and computer technology 
integrate people of different nationalities and needs (Akbarnejad, Gorjian & Nasiri, 2014).   
       Mind mapping was developed as an effective method for generating ideas by association in the 1960s 
(Novak & Musonda, 1991). A mind map is a graphic organizer in which the major categories radiate from 
a central idea and sub-categories are represented as branches of larger branches. It is a visual tool that can 
be used to generate ideas, take notes, organize thinking, and develop concepts. In other words, it is a tool 
for language teaching that helps the teacher introduce or bring together multiple words that are linked to 
one subject or theme. 
        Mind map was defined by Buzan (cited in Budd, 2002) as-an expression of Radiant Thinking and is 
therefore a function of the human mind, and a powerful graphic technique which provides a universal 
key to unlocking the potential of the brain. The mind mapping has four essential characteristics: The 
subject attention is crystallized in a central image, the main themes of the subject radiate from the central 
image as branches, branches comprise a key image or key word printed on an associated line, and the 
braches form a connected nodal structure (Rezapour, & Gorjian & Pazhakh, 2012). Similar to concept map, 
mind map is also a kind of graphic organizer, which is described as two-dimensional visual knowledge 
representations, including flowcharts, timelines, and tables. They show relationships among concepts or 
processes by means of spatial position, connecting lines and intersecting figures (Vekiri, 2002). Mind 
Mapping provides an effective approach for promoting better understanding in learning and training. Its 
flexibility also means that it possesses several uses when teaching. 
         Using Mind Mapping for lesson planning can help teachers or trainers identify a logical plan or 
teaching route and increases recall of the subject matter. This can boost teaching confidence and facilitate 
the smooth running of programs (Boyson, 2009). Furthermore, Mento, Martinelli and Jones (1999) affirm 
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that Mind Mapping is a powerful cognitive tool which can be used in a variety of ways because of its 
ability to evoke associative and non-linear thinking (e.g., Mintzes & Wallace, 1990). Goodnough and Long 
(2002) found Mind Mapping to be a useful strategy for introducing new concepts, providing a whole-
class focus for a large research project, assessing learning of individuals and offering greater choice in 
how people chose to complete assignments and projects. 
                     Using the e-map technique gives instructors the freedom to show interrelationships between 
concepts and content in a very visual and nonlinear structure that benefits their students (Mueller, Johnst
on & Bligh, 2002). Mind mapping has considerable utility for tracking change in the course of learning, 
and has the capacity of distinguishing between changes that are meaningful, and those that are not. Deep, 
surface and non-learning are tangible measures of learning that can be observed directly as a 
consequence of concept mapping (Tzeng, 2010).  
  
 
2.1. Mind-map features 
The four main features of a mind-map are: (1) each mind-map has a central node that serves as a starting 
location containing the main theme or idea. Budd (2003) emphasize that the central point in the mind-
map must always be an image because the brain is drawn to an image more than a word; (2) the ideas of 
the mind-map “radiate” from the central node as branches with sub nodes connected to each other in 
parent-child relationships. Differences in the size of the branches and the associated words are used to 
reinforce associations and to add emphasis (Buzan, cited in Budd, 2002); (3) the final structure of the 
mind-map becomes a hierarchy of linked nodes. The radiant structure of a mind-map with explicit 
branches promotes associations. The humans' consciousness always analyzes how things are connected to 
each other. And when that is done, the mind creates an image to symbolize the structure. A lot of the 
brain's work is based on association and it automatically links different subjects together to create a 
system (Mueller, Johnston & Bligh, 2002); and (4) each connector or branch has keywords or colorful 
images associated with them. The use of images in the entire mind-map is recommended. Budd (2002) 
points out that a traditional outline is often monochromatic whereas the use of color is important in 
creating mind-maps. In particular, many mind-maps use one color for each major category to aid in 
organization. Each branch is captured by a single keyword, not a phrase or sentence. Using single words 
reduces ideas to their core. Important ideas are not obscured by extraneous words. And new associations 
are not limited by more specific phrases (Morley, 1991). 
 
2.2. The Mind Mapping Strategy 
Mind maps were popularized by author and consultant. Buzan (cited in Budd, 2002) who used a two-
dimensional structure, instead of the list format conventionally used to take notes. As Buzan (cited in 
Budd, 2002), mind mapping is a graphic representation of ideas (usually generated via a brainstorming 
session). It shows the ideas which are generated around a central theme and how they are interlinked. It 
is a tool primarily used for stimulating thought. He realized that the education system primarily focused 
on the left and brain strength, which include the use of “language, logic, numbers, sequence, looks at 
detail, linier, symbolic representation and judgmental characteristics. Mind mapping is a useful technique 
that helps you learn more effectively, improves the way that you record information, and supports and 
enhances creative problem solving (Mishan, 2005). 
       Mind mapping (or concept mapping) involves writing down a central idea and thinking up new and 
related ideas which radiate out from the center (Laight, 2004).  By focusing on key ideas written down in 
your own words, and then looking for branches out and connections between the ideas, you are mapping 
knowledge in a manner which will help you understand and remember new information (Kopec, Wood 
& Brody, 1991). To use mind maps effectively, make sure you print your words, use different colors to 
add visual impact, and incorporate symbols and images to further spur creative thinking. Having an 
organized display of information from the outset of the writing process may help some students, as it is 

more easily converted into a draft, whereas in brainstorming, the random recording of ideas might lead 
to problems with the structure of students' texts. Tzeng (2010) explained that mind maps work well as 
their visual design enables students to see the relationship between ideas, and encourages them to group 
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certain ideas together as they proceed. Mind maps work especially well when they are created in groups, 
since this aids the production of ideas, and makes the task livelier and more enjoyable (Kommers, 1995).   
 
2.3. Mind-mapping origins 
Concept-maps, a variation on mind maps (Heinze-Fry & Novak, 1990), show the concepts connected to a 
given subject together with their interrelations. Concept-maps are particularly useful for representing 
the-sometimes unconscious-knowledge of the individual or group drawing the map. Developed as a 
research tool, they have been widely used in educational, psychology and health care settings where the 
key task was to visualize the “mental model” of concepts that individuals use to interpret the world 
around them. Both mind-maps and concept-map have a hierarchical structure and are produced 
following conventions (Novak & Gowin, 1983). For mind-mapping, these involve placing the topic in the 
center of the page or screen. Primary branches are drawn for each major idea linked to the topic. 
Keywords indicating the major ideas are written directly onto the links. From the primary branches 
further sub-branches for secondary ideas (subtopics) are drawn. The principle is that ideas should move 
from the abstract to the concrete. In mind-mapping, each main branch builds up a unit with its sub 
branches. For the sake of simplicity, connections between sub-branches of different main branches are not 
drawn. Most maps involve the use of colors, images, sketches, and symbols. In concept-maps, the topic is 
positioned at the top. Other concepts are arranged underneath it on several levels, again placing the more 
universal and abstract concepts higher; the more explicit, concrete concepts lower. Concepts are arranged 
so that related ideas are directly underneath each other. Lines are drawn from higher concepts to the 
lower concepts to which they are related; and between concepts on the same level. The key differences 
between mind-maps and concept maps are that concept-maps allow the creator to draw links between 
lower-order constructs on different branches and to label connecting lines to explain the relationships 
between concepts (Buzan 2000). 
 
2.4. Reading Comprehension 
In second language learning programs, reading English texts has a significant role. Reading can be 
regarded as especially important because it is assumed to be one of the central means for learning new 
information. It is one of the essential macro skills especially for students who study English as a part of 
their education and they might be required to read textbooks, carry out research, prepare reports, etc. 
Therefore, they need to comprehend successfully as well as to read effectively (Wesche & Paribakht, 1999). 
Nowadays, the progress of the technology has made some changes in different aspects of our life and in 
education as a part of it. This technological development is extended to the ELT and particularly in the 
scope of reading comprehension, too. There are lots of reading strategies which governs by technological 
tools as computers, web, etc. 
     Reading can be seen as an “interactive” process between a reader and a text which leads to 
automaticity or (reading fluency). In this process, the reader interacts dynamically with the text as he/she 
tries to elicit the meaning and where various kinds of knowledge are being used: linguistic or systemic 
knowledge (through bottom-up processing) as well as schematic knowledge (through top-down 
processing). Since reading is a complex process, many researchers attempt to understand and explain the 
fluent reading process by analyzing the process into a set of component skills” in reading (Stephens & 
Hermus, 2007) 
     Gurley (1982) wrote that mind mapping help students in advance accounting courses. The mind 
mapping can help the students interact with their accounting knowledge with their formal information as 
well as to raise the students 'interest of accounting through color and free form. Mind mapping software 
through computer assisted language learning (CALL) can be used in using mapping and brainstorming 
strategies on students' reading comprehension and writing in English. Recent  findings revealed that 
students' reading comprehension very effectively in terms of reading the texts from their textbooks, and 
then suggested some changes like deletion and additions on the first semantic map they drew (e.g., Farra
nd, Hussain & Hennessy, 2002). Thus using computer assisted semantic mapping and brainstorming 
programs can improve the students' reading abilities. 
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3. Methodology 
3.1. Participants 
The study was conducted in the pre-university centers in Bandar Imam Khomeini. Ninety learners who 
were scored between 30 and 39 were selected out of 160 learners as pre-intermediate participants based 
on Oxford Quick Placement Test (2010). Then the learners were divided in to two experimental groups of 
cognitive, metacognitive and one control group through non-random convenient sampling method. They 
were male students with the age ranging from 15 to 17. The three groups were instructed through mind 
mapping instruction at the same time and materials. 
 
3.2. Instrumentation 
Three different testing instruments were utilized in the process of the development of the present 
research. The pre-test was given to the experimental and control groups. The test was designed based on 
cognitive and meta-cognitive strategies in which the cognitive strategies included synonyms, definitions 
and memorizing and meta-cognitive strategies included inferencing, critical thinking and summarizing. 
The tests were designed based on the Active Reading Book1.The reliability of the pre-test was calculated 
through Cronbach Alpha formula through piloting the test on 10 students. Then the reliability of Pre-test 
was (α= .731). The posttest which was a modified pretest included items which had to be filled by reading 
passages, the posttest reliability was met through the pilot test as (α =.803). Both pre and posttest 
included 40 items of reading comprehension. 
 
3.3. Materials 
The reading passages used in this study were selected from ACTIVE Skills for Reading 2 (Anderson, 2007). 
This text book included 12 passages and was taught during the whole semester. It develops learner’s 
reading comprehension.  
3.4. Procedure 
The study was conducted in a pre-university center in Bandar Imam Khomeini. The students took OQPT 
as a placement test to determine their level of proficiency as pre-intermediate. Then 90 (EFL) learners 
were selected out of 120 learners, each included 30 participants. There are three groups that included 30 
pre-intermediate learners in each group. Then three groups took a reading comprehension pre-test and 
their scores were recorded at the beginning of the course. In the classes, passages from Active Reading 
books 2 were covered in the class according to the three modalities of cognitive, metacognitive and 
traditional teaching of reading comprehension. The control group received traditional method which 
included defining the words in the text and reading aloud in the classroom. Then the participants 
answered the questions. However, in the experimental groups, learners studied mind mapping strategies 
with cognitive and metacognitive activities. In the first experimental group, cognitive strategies included 
synonym, definitions and memorizing were focused and in the second experimental group, meta-
cognitive strategies included inferencing, critical thinking and summarizing. Thus the text encompassing 
the target words which were taught through the mind mapping software (www.inspiration.com). During 
10 sessions of instruction, 50 minutes each, the 10 passages were covered. The experimental groups were 
taught different parts and components including the vocabularies for the reading texts, graphic images 
and mind mapping schemas with samples of nouns, adjective, part of speech, structures, etc. 
      The reading of the materials under each modality was followed. To the reading passage along with 
accompanying with the class quiz, 20 minutes devoted, 10 minutes to each activity. As they were engaged 
in reading the texts, they could consider maps and their relations through arrows and lines. Those 
highlighted lexical items helped them learn the words in the context for better comprehension.  
       When the participants finished the reading tasks, they redirected to the posttest of reading 
comprehension after 10 sessions of treatment. Pre and post-tests were extracted from the Active Reading 
Book 2: Pre-intermediate level. The test items focused on reading comprehension items including fill in the 
blanks, completion, cloze test and reading comprehension questions. The post-test was developed by the 
researcher based on the materials taught in the classroom. The data were collected and analyzed 
statistically. 
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3.5. Data analysis 
In order to determine if control, cognitive or meta cognitive mind mapping software have any impact on 
pre-intermediate students’ reading comprehension learning, the collected data were analyzed by using 
One-Way ANOVA and Paired Samples t-tests to show the mean differences between the groups. 
                                   
4. Results 
At the beginning of the study, three groups were given a pre-test which their statistical data are presented 
in Table 1. 

Table 1.Descriptive Statistics (Three groups, Pre-test) 

 N Mean Std. 
Devi
ation 

Std. 
Erro
r 

95% Confidence 
Interval for Mean 

Min. Max. 

Groups Lower 
Bound 

Upper 
Bound 

Cognitive 30 24.25 7.47 1.67 20.7514 27.7486 4.00 35.00 

Metacognitive 30 25.75 8.77 1.96 21.6421 29.8579 3.00 33.00 

Control 30 23.85 6.89 1.54 20.6243 27.0757 6.00 32.00 

Total 90 24.61 7.66 .989 22.6361 26.5973 3.00 35.00 

         
            Table 1 shows the number of the students in each of the three groups is 30. Initially, each groups' 
pre-test scores on the homogeneity test is somehow similar. Then descriptive statistics of mean and 
standard deviation of each group were calculated. Results indicated that the average means for every 
three groups was near. In order to find out whether the difference among the performances of the three 
groups was statistically significant, a One- way ANOVA was applied in Table 2. 

 
Table 2. One-way ANOVA(pre-test) 

  Sum of 
Squares 

df Mean Square F Sig. 

Between Groups 40.133 2 20.067 .334 .718 
Within Groups 3428.050 87 60.141   

Total 3468.183 89    

       Table 2 shows that the observed F (.334) is less than the critical F (3.17) with df= 2/87. Thus the 
difference between the groups is not significant at (p<0.05). In other words, they are homogenous at the 
beginning of the study. The descriptive statistics for the three groups on the post-test are presented in 
Table 3.  

Table 3. Descriptive Statistics (Post-test) 
 

 N Mean Std. 
Deviation 

Std. 
Error 

95% Confidence 
Interval for Mean 

Minim
um 

Maximu
m 

Groups Lower 
Bound 

Upper 
Bound 

Cognitive 30 33.6 8.6 1.93 29.54 37.65 5.00 40.00 
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Metacognitive 30 26.0 13.9 3.12 19.45 32.54 5.00 40.00 

Control 30 24.0 13.2 2.96 17.79 30.20 2.00 40.00 

Total 90 27.8 12.6 1.63 24.58 31.14 2.00 40.00 

      Table 3 shows that the mean in the cognitive group differs from the two other groups, and also the 
mean for metacognitive group shows difference from the control group. The mean for the cognitive, 
metacognitive, and control groups were 33.6000, 26.0000, and 24.0000 respectively. To describe the 
statistical significance of the three groups’ means, One- way ANOVA was applied in Table 4.  

 
Table 4. One-way ANOVA(Post-test) 

 

 Sum of Squares df Mean Square F Sig. 

Between Groups 1026.133 2 513.067 3.447 .039 

Within Groups 8484.800 87 148.856   

Total 9510.933 89    

           
         Table 4 shows that the observed F (3.447) is greater than the critical F (3.17) with df 2/87. Thus the 
difference between the groups is significant at (p<0.05). In other words, they are different at the end of 
the study. 

Table 5. Post-hoc Scheffe test Multiple Comparisons (Post-test) 

*Significant at (p<.05) 
     Table 4.5 shows the scores in the cognitive and meta-cognitive strategies are presented to compare the 
difference in the groups. It showed Post-hoc Scheffe test multiple comparisons among the groups. They 
are different but they need to be analyzed through Paired Samples t-test in order to determine their 
significant difference. 
 

(I) VAR00007 (J) VAR00007 Mean 
Difference (I-
J) 

Std. Error Sig. 95% Confidence 
Interval 
Lower 
Bound 

Upper 
Bound 

Cognitive Metacognitive 7.60000 3.85819 .153 -2.09 17.29 

Control 9.60000* 3.85819 .035 -.09 19.29 

Metacognitive Cognitive -7.60000 3.85819 .153 -17.29 2.09 

Control 2.00000* 3.85819 .041 -7.69 11.69 

Control Cognitive -9.60000* 3.85819 .035 -19.26 .09 

Metacognitive -2.00000* 3.85819 .035 -11.69 7.69 
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Table 6. Paired Samples Statistics(Pre vs. Post-test) 

  Mean N Std. Deviation Std. Error 
Mean 

Pair 1 Cognitive (Pre-test) 24.25 30 7.47540 1.67155 

Cognitive (Post-test) 33.60 30 8.65965 1.93636 
Pair 2 Metacognitive (Pre-test) 25.75 30 8.77721 1.96264 

Metacognitive (Post-test) 26.00 30 13.98495 3.12713 
Pair 3 Control (Pre-test) 23.85 30 6.89222 1.54115 

Control (Post-test) 24.00 30 13.26650 2.96648 

           
          Table 6 shows two pairs of scores in the pre and post tests are presented to compare the difference 
between the participants before and after the treatment. It showed descriptive statistics of both groups in 
pairs. They are different but they need to be analyzed through Paired Samples t-test in order to determine 
their significant difference between the pre and posttest of each group. Results are presented in Table 7. 

Table 7. Paired Samples t-Test (Pre vs. Post-test) 
 

  Paired Differences t df Sig.(2-
tailed)    95% Confidence 

Interval of the 
Difference 

  Mean Std. 
Deviation 

Std. 
Error 
Mean 

Lower Upper 

Pair 1 Cognitive (Pre 
vs. post-test) 

-9.350 9.35 2.09 -13.72 -4.97 -4.470 29 .000 

Pair 2 Metacognitive 
(Pre vs. post-test) 

-.250 12.89 2.88 -6.28 5.78 -.087 29 .932 

Pair 3 Control (Pre vs. 
post-test) 

-.150 9.96 2.22 -4.81 4.51 -.067 29 .947 

 
          Table 7 shows that the observed t (4.470) is greater than the critical t (1.729) with df= 29. Thus the 
difference between the groups is significant in Pair one at (p<0.05). Results show that the observed t (.087) 
is less than the critical t (1.729) with df 29. Thus the difference between the metacognitive pre and post-
tests is not significant in Pair two at (p<0.05). Results also show that the observed t (.067) is less than the 
critical t (1.729) with df= 29. Thus the difference between the control pre and post-tests is not significant 
in Pair three at (p<0.05). In other words, using mind mapping activities can develop pre-intermediate 
learners’ cognitive strategies rather than metacognitive or traditional reading comprehension activities. 
 
5. Discussion 
This section discusses the findings of the study. Thus, the research questions raised earlier in the study 
will be referred to as follows: 
RQ1. Does teaching through mind mapping software affect reading comprehension of pre-
intermediate EFL students?  
      Based on the results of the Independent Samples t-test of the pre-test and post-test, the mean scores of 
the groups improved and the mean scores between the experimental and control groups were different. 
The mean of the experimental groups in the post- test was more than the mean of the control group. The 
results also showed that teaching EFL students through mind mapping software had more effective role 
in reading comprehension in experimental group.in other hand, teaching in conventional form had a less 
effective role in enhancing EFL learners’ ability in reading comprehension in control group. So the results 
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showed that there was a significance difference between the means of pre-tests and post-tests of both 
experimental and control groups. The activation of the participants' background knowledge could elicit 
the new information from the text. The reading of the passages and summarizing the key words in the 
mid mapping models can strengthen the learners' schematic knowledge. This technique may enhance the 
EFL learners' reading comprehension to make mind mapping from the texts. In other words, not only did 
the students learn to read and reply the questions of the texts but also write the highlight of the text by 
utilizing mind mapping. This agrees with Akbarnejad, Gorjian and Nasiri (2014) who noted the 
effectiveness of mind mapping strategies in reading comprehension. 
RQ 2. Does mind mapping software enhance learners’ cognitive strategies in reading comprehension? 
        The cognitive instruction group slightly improved but according to the results of the study, the Post-
hoc Scheffe test showed that the cognitive instruction group indicated a significant difference with the 
control group. Post-hoc Scheffe test revealed the improvement of reading comprehension in the cognitive 
instruction group which may be due to different factors. It facilitates learning, including increasing 
motivation, focusing attention, depth of processing, clarification of text content, dual-coding theory, 
distinctive encoding, decreasing interference/decay, processing support for the type of information 
typically extracted from a specific type of text. The above mentioned reasons might be the explanation of 
why the meta-cognitive group did not perform better than the other cognitive group. The fact that meta-
cognitive group is regarded as a group internally represented schemas or mental models for particular 
problem-solving domains that are learned and encoded as a result of an individual's interaction with 
their environment regarding  Malekzadeh & Bayat, 2015).  
      According to semantic theory, knowledge is stored in a network format where concepts are linked to 
each other. This supports with the studies conducted by Momen, and Alavi Shoushtari (2012). The more 
interconnected the knowledge, the higher the probability that a person will recall information when 
required. From a constructivist’s perspective, the learner attains new knowledge by integrating new 
information with existing knowledge structures. Therefore, the network mapping of concepts and their 
relationships externalizes how knowledge may be mentally integrated. These mental externalizations, or 
Meta-cognitive maps, are often termed concept maps, knowledge maps, and mind maps which agree   
with Tarkashvand (2015) who cited the great helps of the mind maps in developing cognitive strategies. 
RQ 3. Does mind mapping software enhance learners’ meta-cognitive strategies in reading 
comprehension? 
       After analyzing the data, the results showed that there was not a significant difference among 
students‘ performance in the pre-test, but in contrast, there was a significant difference among the 
performances of the three groups in the post-test. It could be also observed that the students who 
received meta-cognitive strategy instruction got fewer score than the cognitive group but they 
outperformed the control group. The results of Post-hoc Scheffe test revealed that cognitive instruction 
group had the greatest improvement in their reading comprehension skill on the immediate post- tests. 
Therefore, the first research null hypothesis was rejected (p< 0.05). The reasons behind this result could 
be discussed in terms of the effectiveness of using mind map software on reading comprehension. So it is 
simply a diagram which is used to visually represent or outline information with a powerful graphic 
technique. Therefore, the learners can use transferring of what is in their mind into a visual picture. Since 
mind mapping works like the brain, it allows the learners to organize and understand information faster 
and better. The result of this study agrees with Akbarnejad,  Gorjian and Nasiri (2014) and Tarkashvand (
2015) who found the effectiveness of mind mapping in teaching language skills. 
    The results of the post-test also showed remarkable difference between the three groups and again 
better performance of cognitive group than meta-cognitive group. The findings of this study concerning 
cognitive strategy showed a great positive effect on reading comprehension, that is, the results of the 
study did not indicate the more superiority of meta-cognitive strategy over the other strategies in terms 
of improving Iranian EFL learners’ reading comprehension. The findings of the study also revealed that 
the mind mapping affected the EFL learners’ reading comprehension; however, it needs further research 
to study the other factors including individual differences to assess the effect of mind mapping on 
reading comprehending.  
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6. Conclusion 
This study began with the assumption that applying mind mapping software could develop EFL learner's 
reading comprehension at the pre-intermediate level. The two experimental groups were taught mind 
mapping regarding cognitive and meta-cognitive strategies while the control group received 
conventional instruction such as reading passages through synonyms, definition and translation. The 
instructor explored to see if the application of mind mapping software have any effect on the Iranian EFL 
learners or to investigate the effect of each approach.  
      According to the research results, students can improve their reading comprehension via mind 
mapping strategy. Reading passages in the form of mind mapping is effective to enhance EFL 
comprehension because it can help students concentrate more on the details of passage. The most 
advantages of this strategy is that mind mapping strategy help the students analysis the content of 
passages in branches and categories for better comprehending the reading passages. In other aspects, the 
mind maps are visual tools that can help EFL organize reading passages in a creative, non-linear way.so 
the learners can use it for lectures and help to focus on the links and relationships between texts.  
        Mind mapping software has great potential as a tool to enhance pedagogical practices in the 
classroom and ultimately improve student achievement. Mind mapping strategy causes which instructors 
do not waste class time or to remove problems and difficulties in the class. They need to have basic 
technology knowledge before starting to use it in teaching and learning settings to be more confident and 
comfortable with the use of it and to help them understand the real value of mind mapping software for 
teaching and learning and the role of training for personal development in order to be more effective and 
creative teachers. 
      It is strongly suggested that a research with the same characteristics of this study including more 
participants to be conducted in an attempt to find the obtained results. Similar studies can be done on 
other proficiency levels, namely intermediate, upper-intermediate and advanced. Similar studies are 
critically needed in other language skills such as writing, speaking and listening to see whether the 
results will be the same as or different from the results of the present study. Variables other than the ones 
used in this study can help the investigation of the same issue. For instance, the same experiment with 
male learners within the same age range is necessary to confirm the result of this study. This study lasted 
for eleven weeks. Succeeding studies can allocate more time to the instruction of teaching reading 
comprehension through semantic relation strategies. 
     Firstly, the researcher faced several limitations in this study including the small size of the research 
sample. Secondly, students were not really cooperative since they knew they are participating in a 
research they may not do their best to complete the experiment. Thirdly, the time allocated to the 
instruction was so limited. Fourthly, resources are limited in this area to promote this study. And finally 
this study is limited in time which to do it widely. 
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ABSTRACT 

THIS STUDY INVESTIGATED THE ROLE OF EXPLICIT INSTRUCTION IN TEACHING STRESS ON 

MULTIPLE SYLLABLE WORDS TO FIRST YEAR UNIVERSITY STUDENTS AT ABADAN 

UNIVERSITY, IRAN.  TEACHING STRESS MAY BE A PROBLEM AMONG IRANIAN UNIVERSITY 

STUDENTS SINCE THEY HAVE TO REFER TO DICTIONARY OR THEY ARE CONFUSED ON THE 

SELECTION OF THE STRESSED SYLLABLES. EIGHTY FIRST YEAR LANGUAGE LEARNERS 

MAJORING IN ENGLISH AS A FOREIGN LANGUAGE (EFL) WERE NON-RANDOMLY SELECTED 

BASED ON A TEACHER-MADE PRE-TEST ON 30 STRESS RECOGNITION ITEMS EXTRACTED FROM 

THEIR READING TEXT BOOK " ACTIVE SKILLS FOR READING 2" (ANDERSON, 2007).  THEN THEY 

WERE DIVIDED INTO TWO GROUPS OF EXPERIMENTAL AND CONTROL GROUPS. THE 

EXPERIMENTAL GROUP RECEIVED EXPLICIT INSTRUCTION ON STRESSED AND UNSTRESSED 

SYLLABLES IN THE WORDS GIVEN IN TERMS OF EXPLAINING THE STRESS RULES ON THE 

BOARD WHILE THE CONTROL GROUP RECEIVED DICTIONARY CONSULTANT TO CHECK THE 

PLACE OF STRESS. THE TREATMENT SESSIONS LASTED FOR 12 SESSIONS, EACH 60 MINUTES. 

BOTH GROUPS WERE TAUGHT THE SAME TEXTBOOKS AND THEY HAD THE ALLOCATED TIME 

OF INSTRUCTION. FINALLY, THE POST-TEST WHICH IS THE MODIFIED VERSION OF THE PORE-

TEST WAS USED AT THE END OF THE COURSE. DATA WERE ANALYZED THROUGH 

INDEPENDENT AND PAIRED SAMPLES T-TEST. RESULTS INDICATED THAT PARTICIPANTS IN 

THE EXPERIMENTAL GROUP OUTPERFORMED THE CONTROL GROUP (P<.05). IMPLICATIONS 

OF THE STUDY MAY BE USEFUL FOR EFL PRACTITIONERS TO TEACH STRESS PATTERNS BASED 

ON THE PHONOLOGICAL RULES EXPLICITLY RATHER THAN THE LEARNERS' SELF-STUDY OF 

DICTIONARY USE. 

KEY WORDS: EXPLICIT INSTRUCTION, STRESS, MULTIPLE SYLLABLE WORDS, PHONOLOGICAL 

RULES 

1. Introduction 

Among many internal and external factors which influence second language learning, comprehensible 

input (Krashen, 1982) that is available to learners is one of the external factors which it plays an essential 

role in learning English language pronunciation. In the last few decades, teaching pronunciation draws 

considerable attention for language learners. In recent years, much research (e.g., Saito, 2012) has been 

conducted to examine how comprehensible input is processed and the effectiveness of pedagogies that 
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directly manipulate that input.  According to (Saito, 2012), before young babies can start speaking, they 

have to learn sounds of that language through listening to native speakers. Learning a foreign language 

is a complicated process and not be merely connected with a classroom and a teacher. Word stress is a 

part of language which plays a crucial role to understanding spoken English. Burani, Paizi and Sulpizio 

(2013) studied stress assignment in Italian adult and young readers and found that frequency of words in 

a context influences stress. Ladefoged (1982) stated that the aim of alteration in English stress is to 

distinguish between a noun and a verb as in “(a) produce, (to) produce”. Stress plays a grammatical 

function in English language. For example, in nouns, the stress falls on the first syllable, but falls on the 

last in verbs. 

According to Ladefoged, pushing air out of the lungs in a syllable along with greater respiratory energy 

than neighboring syllables produce stressed syllables. He implied that the easiest way of recognizing 

stress in syllables is having a longer vowel and a higher pitch and cited that in some longer words it 

might seem as if there is more than one degree of stress. For example, the word “ˌmʌl.tiˈlɪŋ.ɡwəl”, the first 

and the second syllables are stressed. The second syllable seems to have a higher degree of stress. 

Therefore, in English syllables, if they are stressed, they may or may not be the tonic syllables, which 

carry the major pitch change in the tone group. If they are unstressed, they may or may not have a 

reduced vowel. Goodwin (as cited in Celece-Murcia, 2001), stated that previously, the majority of 

researches which have done about pronunciation instruction mainly focused on the articulation of 

vowels, consonants and discrimination of minimal pairs. But recently, the focus has shifted to supra-

segmental features, such as stress and intonation. She suggested that pronunciation has to be taught 

through communicative interaction in company with other aspects of spoken discourse, such as 

pragmatic and nonverbal communication. She also believed that English stress patterns are rather 

intricate and depend on various factors such as the root of the word, part of speech, and affixation. 

Therewith Celce-Murcia (2001) presented a framework for the sequences of teaching pronunciation stages 

which are similar to a presentation, practice, and production sequence. These stages included description 

and analysis, listening discrimination, controlled practice, and communicative practice.  

     According Underhill (2002), word stress is used to describe the emphasis or accent given to particular 

syllable of a word in speaking. In stressed syllables, air with higher pressure touch and vibrate the vocal 

cords, therefore it is articulated stronger than unstressed syllables. The distinguishing features of stressed 

syllables are loudness, length and pitch. Longer words might have more than one stressed syllable (e.g., 

ֽpopu'lari.ty). The strongest one is referred to as primary stress and the less strong one so-called 

secondary stress. Secondary stress consumes less energy than primary stress. Underhill (2002) implied 

that in two-syllable nouns and adjectives stress is placed on the first syllable (e.g. 'many, 'function) but in 

verbs, it is on the second syllable (e.g., ex'port, in'crease). One of the distinctive features of compounds is 

consisting two meaningful words which can be used apart. The main stress in compounds which formed 

from two separate words is on the second word (e.g., town 'center, science 'fiction). Additionally, the 

main stress in compounds which formed from two joined or hyphenated words is likely to be on the first 

word (e.g., 'football, 'seaside).  

     Roach (2009) argued that it is important to discern the ways of producing and perceiving stressed 

syllables and characteristics of the sounds. Generally, in stressed syllables, speakers use more muscular 

energy than unstressed syllables. Many researches (e.g., Mart, 2012) have studied stress perception. In 

their view, all stressed syllables have one characteristic in common which is so-called prominence. Thus, 

stressed syllables are more prominent than unstressed syllables. He also pointed that loudness is the 
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major component of prominence. Prominence consists of four principal factors: loudness, length, pitch 

and quality.  

     Pronunciation could be divided into two main issues: stress and intonation. This article focuses on the 

study of word stress recognition through oral instruction on word stress recognition among Iranian EFL 

learners at the intermediate level. This study attempts to answer the following research questions: 

RQ1: Does explicit instruction develop EFL learners’ stress recognition in multi-syllable words? 

RQ2. Is there a significant difference between explicit and traditional (i.e., dictionary-based) instruction in 

developing EFL learners’ stress recognition in multi-syllable words? 

 

2. Background 

According to Kawai and Hirose (2000), speech recognition technology is used to measure the durations of 

phones and evince the learners how native speakers perceive the learners’ speech. Lambacher (2001) 

suggested various activities to excel the learners’ pronunciation growth, such as 1) formal and informal 

education; 2) self-studying; 3) membership in professional organizations; 4) attending and presenting at 

conferences; 5) reflection upon classroom pedagogical and theoretical issues; and 6) familiarity with 

computer aided instruction and the Internet programs. Jenkins (2002) examined three sets of data drawn 

from non-native speakers’ interaction to illustrate the phonological intelligibility in English as an 

international language. Eventually, he argued that it is important to develop learners’ accommodation 

skills as an integral part of teaching English pronunciation. Therefore, it is better to promote both 

intelligibility and regional appropriateness among English interlocutors.  

       Kissling (2003) reviewed the influence of phonetics instruction on foreign language learners. He 

proved that instruction improves foreign language learners’ pronunciation, but the effect of phonetics 

instruction has not been directly compared with other pedagogical alternatives. He concluded that the 

instruction can facilitate and improve the pronunciation if it includes input, practice and feedback. Hahn 

(2004) examined English speakers' reactions to nonnative primary stress in English discourse by 

measuring North American undergraduate students' processing, comprehension, and evaluations of 

three versions of primary stress: (1) correctly placed, (2) incorrectly placed, (3) or missing entirely. The 

Results indicated that while listening to speech with correct primary stress, the participants recalled more 

accurate and favorable than when listening to speech with aberrant primary stress. 

     Sifakis and Sougari (2005) investigated teachers’ attitudes about their pronunciation beliefs and 

practices. They concluded that teachers' attitude are predominantly norm bound. Derwing, Thomson and 

Munro (2006) assessed English pronunciation and fluency development in Mandarin and Slavic speakers. 

The results indicated that there was a small improvement in accent over time, and the Slavic learners 

made significant progress in fluency, whereas the Mandarin participants showed no improvement. 

Dongmei (2007) analyzed some negative effects of teaching pronunciation and intonation in English 

teaching. He suggested that teaching English pronunciation and intonation must be done by cooperative 

language learning methodology to cultivate student’s self-awareness and develop their dynamic role in 

learning.  

     Ducate and Lomicka (2009) studied the role of using podcasts to ameliorate pronunciation in second 

language learning through collecting five scripted pronunciation recordings from German and French 

courses out of 22 intermediate students during the semester. After recording the pronunciations, students 

generated three extemporary podcasts and completed a pre and post-survey which is based on Elliott's 
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(1995) Pronunciation Attitude Inventory to assess their views about pronunciation. Lastly, the findings 

revealed no improvement in students' pronunciation in regard to comprehensibility. Couper (2011) 

examined the effect of two particular factors in teaching pronunciation: socially constructed meta-

language (SCM) and critical listening (CL). SCM is developed by students collaborate with the teacher 

using first language (L1) to help them understand phonological concepts of the target language. CL is 

based on listening and contrasting the two languages to learn phonological categories and their 

boundaries. He implied four groups of six high-intermediate level adult students. Each group received 

45–50 minutes of instruction on pronouncing syllable codas. The results revealed significant effects for 

SCM on speech production and CL on speech perception. 

     Bian (2013) reviewed the differences between Chinese and English stress to show the reasons of 

difficulty in English pronunciation among Chinese speakers. He concluded that many of these difficulties 

are due to prosodic transfer of the first language. Contrastive analysis between Chinese and English 

stress can help teachers to find the gap in Chinese EFL learners’ pronunciation and use effective strategies 

to develop the learners’ pronunciation. Romanelli and Menegotto (2015) studied the perception of word 

stress in penultimate and final vowels /a, e, o/ of Spanish words among beginner American English 

learners of Spanish. They found that the perception of stress is the problematic area among the learners 

not vowel perception.  

3. Methodology 

3.1. Participants  

To select the homogeneous participants, the researcher conducted a teacher-made pre-test on stress 

recognition items. The learners whose scores were on standard deviation below the mean were supposed 

to be at the pre-intermediate level of proficiency in stress recognition pre-test. Therefore, 80 students out 

of 120 learners were selected at Islamic Azad University of Abadan, Iran as the participants of the study. 

The selected participants were with the age ranging from 18 to 35 years old. Then they were divided into 

two equal groups; control and experimental, each includes 40 participants. 

 

3.2. Instrumentation 

A researcher-made pre-test on the stress recognition items was designed based on the materials taught in 

the classroom. This test included 50 multiple-choice items extracted from multi-syllable words in the 

learners' textbook “" ACTIVE Skills for Reading 2" (Anderson, 2007). The items consisted of the words in 

bold embedded in the sentences. This test was also used as the homogeneity test regarding to select the 

participants of the study at the pre-intermediate level. The test was piloted on the small group of the 

learners of the same level and the reliability coefficient was calculated through KR-21 formula as (r=.798).  

         The second instrument was the modified pre-test which included the same items with different 

sentence format to avoid learners' reminding of the pre-test. The 50 multi-syllable words were drawn 

from their textbook. Its reliability was met through KR-21 method as (r = .736) based on a pilot test. The 

post-test aimed at determining the effectiveness of the treatment after the course.  

 

3.3. Materials  

The participants' tecxtbook “" ACTIVE Skills for Reading 2" (Anderson, 2007) comprised of 24 units and 

each unit included one reading passage. Totally, ten passages were derived from the textbook which are 

taught in ten sessions. 
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3.4. Procedure 

A pre-test on recognition stress of multi-syllable words was used to select the participants of the study. The pre-test 

revealed their homogeneity at the pre-intermediate level. The 80 out of 120 learners who got scores one 

standard deviation below the mean were selected as the participants of the study. Then they were 

divided in to control and experimental groups based on non-random convenience sampling method. 

Each included 40 participants. The amount of time, which was allocated to the instruction for each 

group, was 60 minutes in each session. A pre-test included 10 reading passages and 50 words were 

chosen from the participants' text book was given to the participants to place the primary stress on the 

words. In the experimental group, treatment was conducted based on Richards and Renandya (2002) who 

worked on oral instructions in teaching pronunciation.  

       In control group, the teacher taught the learners how to pronounce the words correctly through 

teaching word stress rules and exemplifying on the board with determining the place of stress on each 

word. The words were extracted from the same book in terms of the learners’ problematic areas in 

assigning stress. Then participants were asked to read the passage and put the primary stress on each 

word. The participants were asked to read the passage before placing the primary stress to let them be 

familiar with part of speech within the text. 

       The experimental group dealt with ten reading passages adopted from their textbook and                       

based on the learners’ difficulties on the problematic areas including vowels, diphthongs, and 

triphthongs. The participants were asked to listen to the CD of the textbook passages. Then they repeated 

sentence by sentence after that to be familiar with different part of speech, pronunciation and stress of the 

words in the passages.  

     Finally, after the treatment, a post-test similarly to the pre-test, involved 10 reading passages from the 

same textbook and 50 words were extracted from those passages, was administered to determine the 

primary stress of the words. Lastly, the obtained results compared with each other to find out the effects 

of the treatment in the experimental group.   

4. Results  

This section deals with the results obtained throughout the research and analytically scrutinizes the 

groups' performance in the study. To answer the research questions, the descriptive statistics of the pre 

and post-tests are presented in Table 1. 

Table 1. Descriptive Statistics (Pre-test) 

 Groups N Mean Std. Deviation Std. Error Mean 

Pre-test Experimental 40 21.5750 10.66720 1.68663 

Control 40 22.7000 11.50964 1.81983 

 

           Table 1 shows the descriptive statistics of the pre-test e.g. as mean, standard deviation and 
standard error of mean to discern the effect of the pre-test on each group. The mean in the two groups’ 
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participants are near to each other but the Independent Samples t-test demonstrates the differences 
statistically in Table 2. 
 
 

Table 2. Independent Samples t-Test (Pre-test) 

  Levene's Test 
for Equality of 

Variances 

t-test for Equality of Means 

    95% Confidence 
Interval of the 

Difference 
  F Sig. t df Sig. 

(2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 

Pre-
test 

Equal 
variances 
assumed 

.728 .396 -.453 78 .652 -1.125 2.481 -6.064 3.814 

Equal 
variances 
not 
assumed 

  -.453 77.5 .652 -1.125 2.481 -6.065 3.815 

               Table 2 shows that the observed t (.453) is less than the critical t (1.99) with df=78. Thus the 

difference between the groups is not significant at (p<0.05). 

 

Table 3. Descriptive Statistics (Post-test) 

 Groups N Mean Std. Deviation Std. Error Mean 

Post-test Experimental 40 28.3750 12.03773 1.90333 

Control 40 23.8250 13.08138 2.06835 

 

            Table 3 reveals the descriptive statistics e.g. as mean, standard deviation and standard error of 
mean of the post-test. The mean in the experimental group is 28.3750 but the mean in the control group is 
23.8250. The differences between these two groups are shown in Table 4. 
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Table 4. Independent Samples t-Test (Post-test) 

  Levene's Test 
for Equality 
of Variances 

t-test for Equality of Means 
 

    95% 
Confidence 

Interval of the 
Difference 

  F Sig. t df Sig. (2-
tailed) 

Mean 
Differe

nce 

Std. 
Error 

Differe
nce 

Lower Uppe
r 

Post-
test 

Equal variances 
assumed 

.035 .852 2.223 78 .029 6.00 2.699 .625 11.37 

Equal variances 
not assumed 

  2.223 77.9 .029 6.00 2.699 .625 11.32 

 

            Table 4 shows that the observed t (2.223) is greater than the critical t (1.99) with df=78. Therefore, 

the difference between the groups is significant at (p<0.05). 

 

Table 5. Descriptive Statistics (Pre vs. Post-tests) 

 

 

 

 

Mean N Std. Deviation Std. Error 

Mean 

Pair 1 Experimental-Pre-test 21.5750 40 10.66720 1.68663 

Experimental-Post-test 28.3750 40 12.03773 1.90333 

Pair 2 Control-Pre-test 22.7000 40 11.50964 1.81983 

Control-Post-test 23.8250 40 13.08138 2.06835 

 

          Table 5 indicates descriptive statistics of both pre and posttests in the two groups. The results 

illustrated that the difference between pre-test and post-test of the experimental group was more than the 

control group. Therefore, the details of difference are calculated through Paired Samples t-test in Table 6. 
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Table 6. Paired Samples t-Test (Pre vs. Post-tests) 

       Table 6 exhibits the differences between the pre-test and post-test of the two groups. Results show 

that the observed t (3.582) is greater than the critical t (1.99) with df=39, the difference between the 

experimental pre and post-tests is significant at (p<0.05). Since the observed t in control group (.132) is 

less than the critical t (1.99) with df=39, the difference between the oral group's pre and post-tests is 

significant at (p<0.05). Therefore, the participants in the first pair showed a significant development in 

learning stress recognition. 

5. Discussion 

The current study indicated a more significant difference between the performance of participants in 

experimental group comparing the control group (p<.05). In this study ten reading passages along with 

fifty words in terms of learners’ difficulties adopted from the same textbook were given to the 

participants and they were asked to listen to the audio text which played by CD. Then, the participants 

repeated sentence by sentence after that. It is helpful to the learners to be familiar with different part of 

speech and pronunciation of the words considering recognition of the word stress. The performance of 

oral group showed better results than that of the written group because of the activities they were 

exposed to. The results are in line with Krashen (1982) who assumed that second language learning takes 

place simply using comprehensible input that language learners are exposed to. The difference of scores 

obtained from both groups displayed that experimental group performed better in learning stress 

recognition. The reason for the better performance of the experimental group might be due to the 

activities e.g. stress correction, were employed by the learners to help them in monitoring their own stress 

and pronunciation. 

     The results of Thiessen and Saffran (2007) that exposed English-learning infants to a list of words 

which second syllables are stressed to discover whether infants can find a new relation between stressed 

syllables and word boundaries agreed with the finding of this study. The results suggested that infants 

are sensitive to the distribution of stress across a word and altering this distribution affects their 

segmentation strategies. 

     Yoshikawa and Leung (2014) supported the findings of this study. They conducted oral reading tasks 

e.g. read words aloud with different lexical stress, to investigate Japanese learners. The findings indicated 

that intermediate EFL learners can identify and manipulate second language prosodic information, even 

though their first language does not possess the property. 

  Paired Differences t df Sig. (2-
tailed)   95% Confidence 

Interval of the 
Difference 

Mean Std. 
Deviatio

n 

Std. 
Error 
Mean 

Lower Upper    

Pair 1 Experimental-
Pre-vs. Post-test 

-7.475 13.196 2.086 -11.695 -3.254 -3.582 39 .001 

Pair 2 Control-Pre-vs. 
Post-test 

-.350 16.743 2.647 -5.704 5.004 -.132 39 .895 
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         According to the results attained from this study, the most effective group was the experimental that 

outperformed the other group in gaining the mean of 28.3750 in word stress recognition post-test. One of 

the reasons might be led this result, paying more attention of the participants to input and conversation 

strategy than the control group. Therefore, experimental group showed better results than the control 

group on recognizing the word stress within the passages. Although, it does not mean that the role of 

other strategies in developing word stress recognition among participants must be overlooked. Results of 

this study could be supported by Saito (2015) who conducted a study with the aim of evaluating the 

effects of second language (L2) experience–operationalized as length of residence (LOR) on late Japanese 

learners of English in Canada. Data collected from 65 participants who held three groups (short-, mid-, 

and long-LOR) and two baseline groups: native Japanese and native English speakers. The findings 

showed that teaching word stress through oral instruction assisted the learners to monitor their own 

pronunciation and helped them to develop their fluency and made meaningful context. The findings of 

this study is in the line with the results of Cho, Yu, Chun,  Seo and Han (2014) who investigated the 

effects of time mutation, selective word stress (i.e., unstressed and stressed), and lengths of sentences (i.e., 

short, medium, and long) on the speech perception of listeners. This study emphasized the significance of 

combination of time and selective word stress more than using the time-expanded condition as the most 

effective factor in perceiving speech. 

 

6. Conclusion  

This study began with the assumption that oral instruction could enhance the intermediate language 

learners' word stress recognition ability. The instruction lasted for a whole academic semester. During 

this time, the teacher (researcher) employed the aforementioned instruction and taught the participants in 

the experimental group the ways of recognizing primary word stress. The participants in the control 

group concentrated on learning phonetics and word stress rules during the instruction while the 

participants in the oral group concentrated on listening to the given passage played by CD. The results 

indicated that using oral activities in the experimental group let it be surpassed the control group and 

improved the word stress recognition in the intermediate language learners. The results of the study 

proved that length of instruction improved comprehensibility through its association with adequate and 

proper lexico-grammar usage.           

     The findings of this study revealed that EFL teachers can help students to develop their word stress 

recognition with the use of oral activities e.g. self-correcting; although, the role of other activities such as 

repetition, role play, conversation drills and communicative activities in promoting word stress should 

not be ignored. 
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ABSTRACT 

LEARNING AND TEACHING PROCESSES ARE NOTICEABLY LINKED TO THE WAY TEACHERS 
AND LEARNERS REACT TOWARD THE ERRORS AND THE STRATEGIES THEY USE TO CORRECT 
THEM. AS SUCH, PROPER CORRECTIVE FEEDBACK IS ONE IMPORTANT PART OF ANY EFL 
EDUCATION BECAUSE IT EXCEEDINGLY HELPS LEARNERS TO LEARN AND INTERNALIZE THE 
CORRECT VERSION OF TARGET LANGUAGE FORMS. TO THIS END, THIS STUDY WAS AIMED AT 
INVESTIGATING THE RELATIVE EFFECTS OF DIRECT AND INDIRECT CORRECTIVE FEEDBACK 
ON THE QUALITY OF OUTPUT OF STUDENTS IN ENGLISH COURSES. ACCORDING TO THE 
RESULTS, EFL STUDENTS HAD SIMILAR SCORE GAINS IN BOTH DIRECT AND INDIRECT 
FEEDBACKS. THE STUDENTS WHO RECEIVED DIRECT ERROR CORRECTION COULD BETTER 
NOTICE THE GAP IN THEIR PERFORMANCE, BUT THE DEGREE OF NOTICING WAS NOT 
STATISTICALLY SIGNIFICANT. THE IMPLICATION MIGHT BE THAT EFL LEARNERS CAN 
GENERALLY BENEFIT FROM ANY KIND OF FEEDBACK, REGARDLESS OF ITS TYPE. THEN, 
LANGUAGE TEACHERS ARE RECOMMENDED TO APPLY BOTH TYPES OF FEEDBACK IN THEIR 
CLASSES IF THEY ARE TO ENHANCE THEIR STUDENTS' LEARNING MORE EFFECTIVELY. 
HENCE, THE CHOICE BETWEEN DIRECT OR INDIRECT FEEDBACK SHOULD PRIMARILY 
DEPEND ON TASK REQUIREMENTS, THE TEACHING CONDITION AND TEACHERS’ 
DISCRETION RATHER THAN THE SUPERIORITY OF ONE PARTICULAR TYPE OF FEEDBACK 
OVER THE OTHER. 
 
KEY WORDS: CORRECTIVE FEEDBACK, DIRECT ERROR CORRECTION, INDIRECT ERROR 
CORRECTION, LANGUAGE OUTPUT 
 

Introduction 

Providing corrective feedback in language classes may be as old as language teaching; errors have played 
a significant role in the language learning process and error correction has been relied upon as a common 
strategy to correct them. Corrective feedback permits second language learners to develop their ability to 
use the target language appropriately (Rassaei and Moinzadeh, 2012; Abadikhah and  Ashoori, 2012). 
Language learners may produce errors due to a variety of reasons. Some errors arise because language 
learners are not aware of the target language forms and rules. In this case, the teacher can make the 
erroneous form, its source and the correction clear to the learners.  Some errors are made because of 

mailto:frahimi@sbmu.ac.ir
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temporary overload on the student's cognitive processes. Errors made in this case are not resulted from 
insufficient knowledge or lack of competence. As such, errors may reoccur in future performances 
(Chastain, 1988). 
When errors occur, teachers may use a variety of strategies consciously, selectively and effectively. 
Through such effective error correction methods, learners will reformulate their interlanguage and 
enhance their language proficiency (Truscott, 1999). 
The manner of correcting linguistic errors of EFL students has been of special concern in the literature 
(Shaffer, 2008).  Different researchers have expressed different views on the issue of feedback; language 
teachers suggest different corrective feedback strategies and language learners have their own 
preferences about error correction. Taking into account the importance of this topic, and the way it has 
been dealt with thus far, the present study is an attempt to investigate and further deepen our knowledge 
of the mechanisms involved in this significant issue.  
As such, the current study chose to compare the effectiveness of direct and indirect corrective feedback 
on the quality of EFL learners' language output in English courses. The significance of the current work 
lies in its high contribution to language teaching classroom practice. In addition, reviewing the available 
literature on the topic at hand indicated a need for further research on this issue because the relative 
effect of corrective feedback on the quality of linguistic output in English courses is still left unattended. 
None of the previous studies specifically investigated the effect of different types of corrective feedback 
on EFL learners in their English language courses – a noticeable research area that forms the main focus 
of the current work.  As such, the results of this investigation are expected to fill in the existing gap in the 
literature and, accordingly, lead to a better appreciation of more effective corrective feedback in EFL 
classrooms. This could, in turn, provide more effective guidelines on enhancing EFL learners' language 
skills. 
 

Literature review 
There are numerous reports in the literature on corrective feedback, mostly on writing. Erel and Bulut 
(2007) investigated the possible effects of direct and indirect coded error feedback in a Turkish university 
context with regard to accuracy in writing. The results of the study revealed that the indirect coded 
feedback group committed fewer errors than the direct feedback group for the whole semester. Truscott 
and Hsu (2008) investigated the effect of corrective feedback on students’ revision and learning.  They 
argued that correction did not improve students’ writing. 

 Bitchener and Knoch (2009) carried out a thorough study of written corrective feedback over 10 months. 
The research investigated the effect of feedback on the English article system (the definite article ‘the’ and 
the indefinite article ‘a’). The subjects were 52 students from the English Language Department of a 
university in Auckland. They were randomly placed in one of four groups, each with 13 students. Each 
group received a different treatment. Group 1 was given direct error correction with written and oral 
meta-linguistic explanation. Group 2 was given direct correction with written meta-linguistic 
explanation. Group 3 received only direct error correction. Group 4 (the control group) did not receive 
any feedback. The pre-test was administered on day one of the experiment. The first post-test was 
administered one week after the pre-test, during which treatments were given to the experimental 
groups as outlined above. A first delayed post-test was administered in week eight. A second delayed 
post-test was given after six months and a final delayed post-test was administered after 10 months. The 
experimental groups outperformed the control groups on all post-test results, though no difference was 
found in the effectiveness of the type of feedback given between the treatment groups. 

 In a comparative study, Maftoon, Shirazi, and Daftarifard (2011) compared the effect of recast and self-
correction in classrooms through a writing task. To this end, two groups of students receiving two 
methods of recast and self-correction, were to determine if the methods could make any difference in the 
writing accuracy of the learners for past tense. According to the results, although students improved after 
treatment, the two methods did not differ. However, self-correction technique was proved to be more 
effective than recast and recast did not develop students’ accuracy. 
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 Abedi, Latifi, and Moinzadeh (2010) compared the effect of direct and indirect error correction on the 
improvement of Iranian pre-intermediate EFL learners’ writing ability. Results showed a significant 
difference in the scores obtained from the direct feedback group and indirect feedback group. That is, 
compared to direct feedback, the coded feedback was shown to have a more positive effect in improving 
the writing ability of the learners. It was observed that those learners who received indirect feedback on 
their writing through error detection, using codes, showed greater improvement in their writing. In fact, 
the subjects performed better on writing test through exposure to the coded feedback, and not the direct 
correction. Erel and Bullut (2007), too, have found out that the indirect coded feedback group made fewer 
mistakes than the direct feedback group.  
Rassaei and Moinzadeh (2012) examined the immediate and delayed effects of three types of corrective 
feedback, namely recasts, metalinguistic feedback, and clarification requests, on the acquisition of English 
WH-question forms by Iranian EFL learners. The results of data analysis revealed the effectiveness of 
metalinguistic feedback and recasts in both immediate and delayed post-tests.  
Suzuki (2012) investigated the effect of a feedback method called “written languaging”; that is, after 
students receive corrective feedback on their compositions they write a composition providing their own 
explanation of the corrections they received, followed by re-drafting a previous composition. The results 
showed a significant improvement in the second draft as students managed to revise and correct their 
grammatical and lexical errors. Suzuki (2012) argued that written languaging with direct corrective 
feedback provided on linguistic errors could improve students’ writing in the revised version. She also 
claimed that written languaging was associated with improved accuracy. 
Van Beuningen et al. (2012) investigated the effectiveness of direct and indirect corrective feedback on 
students’ overall accuracy, grammatical accuracy, non-grammatical accuracy, grammatical complexity 
and lexical diversity in L2 writing. Results indicated that direct and indirect feedback were both useful in 
improving grammatical and non-grammatical accuracy as both experimental groups outperformed the 
control groups. For overall accuracy, the effect of direct corrective feedback was greater than indirect 
corrective feedback. Overall, Van Beuningen et al. (2012) argued that comprehensive corrective feedback 
improved students’ writing accuracy and that it could be used as a useful educational tool. The studies 
indicated above have manifested interesting results on the effectiveness of feedback on language learners' 
performance. Nonetheless, the results fail to provide a conclusive answer to the role that either of the 
direct or indirect corrective feedback can play in enhancing EFL learners' linguistic performance, which is 
to be investigated in the current study. 

 
Research questions 
This study aimed at providing answers to the following research questions:  

1- What is the relative effect of direct and indirect corrective feedback on the quality of students' 
linguistic output? 

2- What is EFL learners' attitude toward corrective feedback and the way it can affect the quality of 
their linguistic output? 

 
Method 
Participants  

The participants of this study were composed of 31 students taking general English courses at Shahid 
Beheshti University of Medical Sciences. The participants, who were majoring in dental prosthesis and 
nutrition, had enrolled in two general English classes at colleges of Dentistry and Nutrition. They were 
selected based on the stratified random sampling technique. Both males and females, ranging from 18 to 
21 years of age, were included in the sample to account for gender-related factors. These students 
attended 15 instructional sessions in their English class arranged for spring semester 2014. 
 
Instruments 

At the beginning of the term, the participants' Entrance Exams' grades on the English language subject 
were obtained from the university's Office of the Registrar. The grades served as a basis to mark general 
proficiency of the students in both groups. The objective was to ensure that these students are at the same 
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level of proficiency to start with. After the termination of the treatment, the participants from both groups 
took part in the final exam of the course which consisted of reading comprehension texts, with multiple 
choice questions, cloze test, and vocabulary items.   
In addition, a questionnaire was completed by the participants at the end of the semester. The purpose 
was to elicit the participants’ viewpoints about error correction in both forms, and to see how these two 
types of error correction techniques have affected the quality of their linguistic output.  The questionnaire 
was developed by Katayama (1996), and had two main sections, each with certain related questions. The 
first section contained eight demographic questions and statements about the participants of the study. 
The second section addressed the research question of the study to examine the students’ general views 
on classroom error correction. This section contained four open-ended questions and 28 items regarding 
the essentiality of correcting all errors of language production, the learners' preference for receiving direct 
or indirect corrective feedback strategies, and the effectiveness of direct/indirect corrective feedback 
strategies on the improvement of learners linguistic output.   
The students were asked to signify their agreement or disagreement with the statements. Response 
options were coded on 5-point scales, starting from strongly disagree to strongly agree. The reliability of the 
questionnaire, with 42 items, was calculated using Cronbach's Alpha which revealed a reliability figure of 
0.873, indicating that the questionnaire was highly reliable and, accordingly, could meet the requirements 
of this study. 
 
Procedure 
Before starting the study, the researchers wanted to make sure the two groups under study were similar 
in language proficiency. To this end the researchers asked the Registrar Office of the University to submit 
the participants' English language scores on the Entrance Exam that all the university applicants should 
take right before they enter the university.  The comparison of the Exam scores showed that the two 
groups were similar in their language proficiency at the start of their classroom instructions (Table 1, 
p=0.59). The participants of both groups then received the treatment, which were explicit and implicit 
types of corrective feedback strategies in their classes for one semester. During this experiment, the 
participants also gained an insight on error correction techniques they were receiving. After the 
termination of the course, all the participants took the final exam and their scores were used for analysis. 
The students of nutrition received direct error correction strategies while the students of prosthesis 
received indirect error correction strategies. During the instructional sessions, the students had to give 
lectures on pre-specified topics, present oral and written summaries of previous stories covered in the 
class and participate in class communicative discussions on various topics. During all these activities, the 
teacher extensively corrected the students' errors using both direct and indirect correction strategies in 
two classes.  
 
Results  
Independent t-test was used to compare the two groups’ scores on the University Entrance Exam. 
According to the results, the two groups were similar in language proficiency before the commencement 
of their classroom instructions (Table 1). 
Table 1.  t-test used to compare the participants’ general English score on the University Entrance 
Exam 
 

The 
Entrance 
Exam  

N Mean SE SD Lower Upper t Sig 
 

Dental 
prosthesis 

14 390.0000 41.68333 144.39529 179.55210 106.05210 -0.534 .599 

Nutrition 17 426.7500 54.80767 189.85934 
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As the t-test table indicates, there is not any significant difference between the two groups (sig. =.599) 
before starting the study. This implied that both groups of the participants were almost at the same level 
of proficiency and, accordingly, any obtained result after the study can be attributed only to the treatment 
and not to any other irrelevant factor. 
The participants’ scores on the final exam were also subjected to t-test to find out if there is any 
significant difference between the two groups following the instructions. According to the results (Table 
2), the mean differences were not statistically significant, indicating that the two groups under study (i.e. 
dental prosthesis and nutrition) had similar score gains following 15 weeks of classroom instructions. 
 
Table 2. t-test used to compare the participants’ scores on their final exam  
 

Final 
Exam  

N Mean SE SD Lower Upper t Sig 
 

Dental 
prosthesis 

14 510.0260 52.61203 187.19822 -185.56250 121.68920 -.644 .679 

Nutrition 17 606.1021 54.70254 232.94251 

 
As Table 2  indicates, there is not a significant difference between the two groups (sig. =.679). 
As for the participants’ attitude toward different types of corrective feedback, their responses to the items 
of the questionnaire were analyzed and the percentages were obtained. According to the results, the 
participants showed greater tendency (up to % 93.34) towards receiving direct correction. In other words, 
they preferred to be explicitly corrected by their instructors (Table 3). 
 
Table 3. Participants' reflection towards corrective feedback types 
 

Items N Disagree 
(Percentage) 

Null 
(Percentage) 

Agree 
(Percentage) 
 

The essentiality of 
correcting all errors of 
language production 

31 3.26 3.02 93.34 

Preference of receiving 
direct error correction 

31 4.35 2.09 93.63 

Preference of receiving 
indirect error correction 

31 13.24 25.86 62.45 

The effectiveness of direct 
corrective feedback 
strategies on the 
improvement of learners' 
linguistic output.  
 

31 4.55 6.45 89.00 

The effectiveness of 
indirect corrective 
feedback strategies on the 
improvement of learners' 
linguistic output. 
 

31 14.50 8.50 73.00 
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Discussion and conclusion  
According to the results, EFL students achieved similar score gains under two types of direct and indirect 
corrective feedback.  Of course, the students under direct error correction could better notice the gap in 
their performance, compared to those under indirect correction, but the outcome was not statistically 
significant, as far as the participants’ scores were concerned.  The implications seem to be of special 
significance for the EFL classroom as,  language teaches can feel free to use any of the direct or indirect 
corrective feedback, depending on task requirements and classroom activities,  to correct students’ 
mistakes. 
However, as far as the participants attitude was concerned, their tendency for direct error corrections was 
greater (%93.63) than their willingness for indirect correction feedbacks (%62.45). Additionally, they 
mostly believed direct error correction could be more effective in enhancing their linguistic output (%89) 
than indirect error correction (%73). Such views seem be at odd with the instructions’ outcome which did 
not reveal any significant difference between the two types of feedback under study. If so, then language 
teachers can base their correction criteria on learners’ attitudes to have a free hand in choosing their 
intended feedback to correct learners’ performance.  This could yield desirable outcome in 
teacher/learner pedagogical encounters as respecting learners’ preference could enhance their motivation 
which, in turn, could serve as the right engine to push their learning forward.  
Teachers would like to see feedback leads to better performance, given the time and effort they devote to 
providing such comments. To this end, and given a wide body of conflicting results obtained via 
previous studies, language teachers can decide to provide either kinds of feedback which yields the 
optimal results based on their learners’ preferences, characteristics and individual differences. This way, 
class resources can be used more effectively in performing pedagogical practice.  
The beneficial effects of feedback are not limited to the current study. According to some researchers and 
education people, feedback can even be more useful than teaching in fulfilling learning ends; in other 
words, by allocating a greater role to feedback, teachers can help students achieve better learning 
(Bransford, Brown, & Cocking, 2000; Hattie, 2008; Marzano, Pickering, & Pollock, 2001).This can be due to 
the fact that peer instructions can be more successful in achieving learning objectives than a lecture-
oriented course. As such, instead of conventional lectures, Mazur (2009) adopts a problem-solving 
method of instruction, with students involved in group discussion and feedback production. 
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Introduction 

The theoretical foundation of self-efficacy is found in social cognitive theory,developed by former APA 
president and current Stanford professor Albert Bandura(1977,1997). Self-efficacy is “beliefs in one’s 
capabilities to organize and execute the courses of action required to produce given attainments” 
(Bandura, 1997).      

Teachers’ self-efficacy is defined as “the teacher’s belief in his or her capability to organize and 
execute courses of action required to successfully accomplish a specific teaching task in a particular 
context” (Tschannen- Moran, Woolfolk Hoy, & Hoy, 1998).Gibson and Demo (1984) indicated a high 
correlation between teachers’ sense of efficacy and their persistence in the presentation of lessons, 
feedback presentation, and support scaffolding for weaker students. Pajares (1992) also found a strong 
relationship between teachers’ beliefs and their planning, instructional decision, classroom practices, and 
subsequent teaching behaviors.”Beliefs are far more influential than knowledge in determining how 
individuals organize and define tasks and problems and are stronger predictors of behavior” (Pajares, 
1992). 
 Previous studies have also mentioned the role of teacher sense of self-efficacy in shaping 
students’ attitudes toward school and subject matter, the higher the teaching efficacy of a teacher, the 
grater the students’ interest in school and learning materials. Brown and Marks (1994) mentioned that 
pedagogically successful teachers research their own teachingand the teaching of others and thereby 
become better informed about the strengths and weaknesses of their teaching performance. 

The term metacognition become part of the lexicon of higher education in the1970’s when Flavell 
(1971) introduced the term “metamemory”. Kluwe (1987) defined the concept of metacognition by noting 
two characteristics: the thinker knows something about their own and others’ thought process, and the 
thinker can pay attention to and change their own thinking. The most straightforward definition of 
metacognition is that it is “thinking about thinking” (Bogdn.2000; Flavell, 1999; Metcalf, 2000). 

Hacker (1998) believed that” metacognition includes both knowledge of one’s knowledge, 
processes, cognitive and affective states, and the ability to consciously and deliberately monitor and 
regulate one’s knowledge, process, and cognitive and effective states”. Flavell (1987) emphasized that 
“metacognition is congruent with the learners’ need and desire to communicate, explain and justify 
thinking to organisms as well as to himself”. Zimmerman (1995) believes that metacognitive knowledge 
is not enough for self -regulation.  

Research Questions          
A few studies have been conducted about teachers’ self-efficacy in the Iranian context and literature 
searches for this study couldn’t find any research which shows that the relationship between Iranian 
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teachers’ self-efficacy and their metacognitive awareness. To fulfill the purpose of the present study in 
order to find out if there is any relationship between Iranian EFL teachers’ self-efficacy and their 
Metacognitive awareness the following research questions are raised: 
Q1. Is there any significant relationship between Iranian EFL teachers’ self-efficacy and  their 
metacognitive awareness? 
Q2. Is there any significant difference between Iranian male and female EFL teachers in  terms of their 
metacognitive awareness? 
Q3. Is there any significant difference between Iranian male and female EFL teachers in  terms of 
theirself-efficacy? 
Q4.Does self-efficacy predict metacognition in Iranian EFL teachers? 
 
Participants  

This study is done on both male and female English teachers in Neyshabur. The majority of them were 
the teachers’ colleagues who kindly accepted to participate in this study. The profile of the teachers is as 
follows: The number of teachers were 80 and the range of their age was between 23 to 45 years old and 
the range of their experience is between 1 to 28 years whether in high school, institute or university and 
all participants graduated from Iranian universities and 42of them had Bachelors’ degree and 21 of them 
had Postgraduate qualifications and the 17 had Associated degree. 
 
Instrument 
In order to answer the research questions, two questionnaires were used. Each of the questionnaires was 
answered by the participants of this study. The followings are the questionnaires employed in the current 
study.  
 
A) Self-Efficacy Questionnaire 
The General Self-Efficacy Scale (Schwarzer& Jerusalem, 1995) is a 10-item scale which estimates an overall 
sense of self-efficacy with the aim in mind to take control of daily routine and also adaptation after 
experiencing different stressful life events. Scholz, Gutiérrez Doña, Sud and Schwarzer (2002) 
demonstrated that the GSE Scale is reliable, homogenous and unidimensional across 25 nations with an 
internal consistency coefficient of .86. The scale was reported to have a construct validity established by 
factor analysis. 
 
B) Metacognition Questionnaire 
Metacognition Questionnaire (MCQ) was developed by Sam Cartwright and Adrian Wells (1997). This 
questionnaire is concerned with beliefs people have about their thinking which contains 65 questions 
asking about beliefs that people have expressed. Participants were asked to read the items and say how 
much they generally agree with them and select the appropriate option. 
 
Procedure 
Two questionnaires were given to each participant, they took it, filled it in and then gave it to the 
researcher, then collected, stored, and scored by the researcher. Finally collecting the data from those two 
questionnaires, the relationship between them was investigated. To receive a reliable evaluation by the 
participants, the researcher explained the purpose of completing the questionnaire and reassured them 
that their views would be confidential. To investigate the relationship between teachers’ self-efficacy and 
their metacognition a Pearson correlation was used. 
  
Design of the Study 
 There were two variables in this study; teachers’ self-efficacy and their metacognition awareness. Self-
efficacy was independent variable and metacognition awareness was dependent one. So, this study used 
an ex-post facto design. 
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Data Analysis 
To ensure the normality of the distribution, descriptive statistics were employed. To determine the role of 
teachers’ self-efficacy and metacognition a Pearson product moment correlation was applied to the data. 
To examine the teachers’ self-efficacy and metacognition and their gender, an independent-T-Test and 
regression were run. 
 
Introduction 

In the process of the present study, the researcher conducted a series of calculations and statistical 
analysis in order to test the hypotheses raised and came up with the certain results that are elaborated 
comprehensively in this chapter. The results of the reliability analysis exhibited that the total reliability of 
the questionnaires are very high, for metacognitive awareness (Cronbach’ alpha= .90) and for self-efficacy 
(Cronbach’ alpha= .75).In this study both descriptive and inferential statistics were utilized. In descriptive 
statistics part: mean, median, mode, std.deviation, skewness, kurtosis were investigated, then in 
inferential part in order to investigate the relationship between two variables a Pearson product-moment 
correlation and T-test study were applied. The results are elaborated comprehensively in this chapter. 

Descriptive Statistics for Males and Females      Gender 
frequency of the participants is presented in the following table. Out of 80 participants of this study, 39 of 
them were males and 41 of them were females, which equals to 48, 8 percent and 51, 2 percent for the 
males and females, respectively. 

1 elbaT  

Gender Frequency 

             Gender Frequency Percent Valid Percent Cumulative Percent 

 

elaT 39 48.8 48.8 48.8 

eTalaT 41 51.2 51.2 100.0 

eatla 80 100.0 100.0 
 

 

Moreover, the following bar graph shows the males and females statistics. 

Descriptive Statistics Concerning the Age. 

Age frequency of the participants is presented in the following table.  

2 elbaT  

ycT uqTrfTegA 

 Frequency Percent Valid Percent Cumulative Percent 

 20-30 35 43.8 43.8 43.8 

40-31  23 28.8 28.8 72.5 

41+  22 27.5 27.5 100.0 

eatla 80 100.0 100.0  
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According  to table 2 out of 80 participants of this study, 35 of them were between 20-30 years old, which 
equals to 43,8 percent and 23 of them between31-40 years old which equals to 28.8 and 22 of them were 
more than 41years old which equals to 27.5 . 

Descriptive Statistics Concerning the Experience     

According to Table 4.3, the mean of the participants’ experience is approximately 11years and the 
standard deviation is 9 which indicate that participants’ experience is between 1 to 28 years and 
according to the mode the majority has 5years experience.  

Table 3 Experience Frequency 

  Statistics 

 

N 
 

69 

essssec 
 

11 

eTle 
 

94/10  
eaoT 

 
5 

Std. Deviation                                                            
esesafa  

8.614 
1 

elmsafa 
 

28 

 

 

Descriptive Statistics Concerning the Two Variables     

According to Table 4.4, the mean of the participants’ Self-Efficacy and Metacognitive awareness equaled 
31.325,  148.833 respectively. The median equaled 32.000, 151.625. Standard deviation in each of the 
variables (Self-Efficacy, Metacognitive awareness) equaled to be 3.8771, 21.867 respectively. Below, the 
histograms regarding each of the variables are presented. The variance of the participants’ Self-Efficacy 
and Metacognitive awareness equaled 478.17 and 15.032. As in table 4.4 demonstrates the skewed 
distribution of self-efficacy equaled -0.493that shows the distribution of this variable is near to normal, 
and skewed distribution of metacognitive awareness equaled -0.072 that shows the distribution of this 
variable is normal. The kurtosis self-efficacy equaled 0.376 which shows that the distribution of this 
variable is normal and for metacognitive awareness equaled -0.299 that means the kurtosis is less than 
normal. 

 Table4  

Descriptive Statistics Concerning the Two Variables 

 Self-efficacy Metacognitive 

 

N 80 78 

essssec 0 2 
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eTle 31.325 148.833 
eTosle 32.000 151.625 
eaoT 33.00 141.00a 

Std. Deviation 3.8771 21.867 

elqslegT 

ssTneTss 

sfqtasss 

 

15.032 
0.493-  

0.376 

 

478.17 
0.072-  

0.299-  

 

Kolmogorov-Smirnov Test of the Normality of the Data 
Table 4.5 shows the normality of the variables (self-efficacy, metacognitive awareness). According to this 
table, the value is greater than 0.05. So self-efficacy, metacognitive awareness are normally distributed. 

 
Table 5 
Kolmogorov-Smirnov Test for All the Variables 

                                                          Metacognitive           
Self-efficacy           

    

Normal Parametersa,b 
Mean  148.83 31.33 

Std. Deviation  21.87 3.88 

Kolmogorov-Smirnov Z  0.554 0.936 

Asymp. Sig. (2-tailed)  0.919 0.345 

a. Test distribution is Normal. 
b. Calculated from data. 

 

Testing the First Research Hypothesis        

In this section the results related to the research hypotheses are presented. In order to testing the research 
hypotheses a Pearson product-moment is applied. Regarding the first hypothesis; that is, there is not any 
significant relationship between self –efficacy and metacognitive awareness following correlation 
analyses were run. 

 
Table 6 
Correlation between Metacognitive awareness sand Self-Efficacy 

 
Self-Efficacy Metacognitive 

Metacognition Pearson Correlation 1 0.79** 

Sig. (2-tailed)  0.009 

N 80 80 

Self-Efficacy Pearson Correlation 0.79** 1 

Sig. (2-tailed) 0.009  

N 132 80 
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**.Correlation is significant at the 0.01 level (2-tailed). 
. 

 

Table 4.6 shows the correlation between Self-Efficacy and Metacognitive awareness. According to this 
table, the correlation is 0.79 and the obtained level of the significance was found to be 0.009, which is less 
than 0.01. As a result, the null hypothesis is rejected. This means that there is a significance correlation 
between Self-Efficacy and Metacognitive awareness. As Self-Efficacy increases, Metacognitive awareness 
of the participants increases, too.        

Testing the Second Research Hypothesis      

Regarding the second research hypothesis; that is, there isn’t any significant difference between Iranian 
male and female EFL teachers in terms of their Metacognitive awareness independent T-Test was run. 
Table 4.7 shows T-Test result for male and female teachers’ metacognitive awareness. 

Table 7 

Test result for Teachers’ Metacognitive awareness and their Gender 

  
N 

Mean Std. Deviation df 
T 

sig 

Metacogni
tive 

elaT 40 
1.5082E2 19.47531 

2.213 78 0.014 

eTalaT 40 

1.4704E2 23.91950 

   

 

The obtained t- value equaled 2,213 and the level of significance equaled 0,014 which is less than0.05 t (78) 
=2.213, p<0.01. Therefore, the null hypothesis is rejected. This means there is a significant difference 
between male teachers’ metacognitive awareness and female teachers’ metacognitive awareness. 

Testing the Third Research Hypothesis      

Regarding the third research hypothesis; that is, there isn’t any significant difference between Iranian 
male and female EFL teachers in terms of their self-efficacy, independent T-Test was run. Table 4.8 shows 
T-Test result for male and female teachers’ self-efficacy. 

Table 8 

Test result for Teachers’ Self- efficacy and their Gender 

  

N 
Mean Std. Deviation  

T 

df sig 

Self- 
efficacy 

elaT 40 
31.9231 3.69484 

0.010 78 0.919 

eTalaT 40 30.7561 4.00488    

 

The above t-test table shows the mean of metacognitive awareness among male and female participant. 
The obtained t- value of the equaled 0,919 and the level of significance equaled 0,010 which is more 
than0.05. Therefore, the null hypothesis accepted and the research hypotheses is rejected. This means 
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there is not any significant difference between male teachers’ self-efficacy and female teachers’ self-
efficacy.  

Testing the Forth Research Hypothesis       

Table 4.9 demonstrate the forth research hypothesis; that is, Self-efficacy doesn’t predict Metacognitive 
awareness. According tothis table Self-efficacy could impact Metacognitive awareness 

Table 9 

Model Summary 

Model R R Square Adjusted R Square Std. Error of the Estimate 

1 .293a .086 .074 3.76622 

a.Predictors: (Constant),metacognition 

According to Table 4.9, the correlation between the aforementioned variables equaled to be 0.293 and R 
Square equaled 0.86. 

Table 10 

ANOVA 

 

 

 

 

 

 

According to this table, the F was found to be 7.143and mean square is less than 0.05. As a result, it can be 
concluded that the regression was meaningful. 

Table 11 

Coefficientsa 

Model 

Unstandardized Coefficients 
Standardized 
Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 39.141 2.952  13.258 .000 

metacognition -.052 .020 -.293 -2.673 .009 

      

Dependent variable: self-efficacy    

Model Sum of Squares df Mean Square F Sig. 

1 Regression 
101.316 1 101.316 

7.143 .009a 

Residual 1078.017 76 14.184   

Total 1179.333 77    

a.Predictors: (Constant), metacognitive awareness   

b.Dependent Variable: self-efficacy    
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Table 11 depicts self-efficacy regression coefficients on metacognitive awareness. Metacognitive 
awareness’ regression coefficient equaled -052 respectively. And the P-value equaled 0.00 which is less 
than 0.05. As a result, it can be concluded that self-efficacy is predicator of metacognitive awareness. 
(Y=5.98+0.07x1+0.11x2). In summary, after analyzing the results and answering to the research questions 
of the study, discussion and conclusion of the results are going to be mentioned in the next chapter. 

Summary of the Findings 

The current study investigated the relationship between self-efficacy and metacognitive awareness of 
Iranian EFL teachers. The present study enjoyed a correlational design and consists of two separate 
questionnaires. The participants were asked to fill out the two questionnaires. In descriptive statistics 
part: mean, median, mode, std. deviation, skewness, kurtosis were investigated, then in inferential part in 
order to investigate the relationship between two variables a Pearson product-moment correlation and T-
test study were applied as well. At the end, the statistical analyses of data revealed that there was a 
statistically significant relationship between participants’ self-efficacy and metacognition. 
 
Discussion and Conclusion 
The current study examined the relationship between Iranian EFL teachers’ self-efficacy and their 
metacognitive awareness. In this section responses extracted from data analysis have been summarized 
and presented in a way that the research questions posed in this study. 
The present study sought to investigate, in the first place, if there is any relationship between teachers’ 
self-efficacy and their metacognitive awareness. The results substantiate the contention that teachers’ self-
efficacy beliefs are useful indicators of teachers’ metacognition. That is to say, the stronger the teacher’s 
belief in his/her capacity to successfully accomplish a teaching task, the more likely s/he is assessed as 
successful in teaching filed. Based on the results of this study that were discussed in the previous chapter, 
an important finding of this study was the significant positive correlation between the teachers’ self-
efficacy and their metacognitive awareness. Bandura (1986) defined self-efficacy as “people’s judgment of 
their capabilities to organize and execute courses of action required to attain designated types of 
performances”. This may be due to the fact that participant of this study, who had high levels of self-
efficacy, had high metacognitive awareness as well. In addition, in most cases, the correlation between 
self-efficacy and other variables were positive and high. Sahin (2010) has stated in his study with teachers 
that there is a relationship between teachers’ self-efficacy and professional self-efficacy.  
Indeed, many researchers argued that teaching is a complex process that influenced by various elements 
of teacher quality and attributes. Woolfolk Hoy and Davis (2005) argue that teachers who feel efficacious 
about their instruction, management, and relationships with students may have more cognitive and 
emotional resources available to press students towards completing more complex tasks and developing 
deeper understandings. 
Taghilou (2007) also contended that high quality teaching is dependent on existence of professional 
expertise, as well as problem-solving and decision-making abilities.Regarding the second research 
question; that is, if there is any significant difference between Iranian male and female EFL teachers in 
terms of their Metacognitive awareness,the yield result of the present study lead to the conclusion that 
there is a significant difference between male teachers’ metacognition and female teachers’ 
metacognition. Now in order to investigate the third research question,that is, if there is any significant 
difference between Iranian male and female EFL teachers in terms of their self-efficacy,That is to saythere 
is not any significant difference between male teachers’ self-efficacy and female teachers’ self-efficacy. 
According tothe data Self-efficacy could impact Metacognitive awareness. Zimmerman (1995) believes 
that metacognitive knowledge is not enough for self-regulation.Based on the premise that teachers are 
key agents of change (Ghaith&Shaaban, 1999) and that their self-efficacy should be considered in the 
successful implementation of educational practice, these findings suggest implications for program 
concerned with professional development of teachers. School administrators should develop intervention 
programs either to maintain or enhance teachers’ sense of efficacy. Since language proficiency was related 
to teachers’ sense of self-efficacy, it is suggested that teacher education programs and schools provide 
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English language enhancement classes for EFL teachers require adequate preparation in all four skills so 
that they build a strong sense of efficacy to use the language and engage students in learning English.  
It is hoped that some contribution is made to the betterment of language learning and teaching. By 
employing an ex post facto design and the statistical techniques of Pearson Correlation, the researcher set 
on the task of investigating the research questions. The research hypothesis was proved; there was a 
significant relationship between self-efficacy and metacognition. 
This study proposes implications for various audiences, for teacher trainers and authorities as well as EFL 
teachers. Teacher trainers are suggested to make teachers familiar with the concept of efficacy and the 
important of teachers’ beliefs. Authorities and teacher trainers are recommended to efficacy- raising 
practices such as, assigning teachers more manageable classes with competent students of increasing 
levels of complexity, making teachers aware of the weaknesses in their capabilities, encouraging 
interactions among teachers with varying rang of experience. Accordingly EFL teachers are advised to 
hold some regular meeting where those with different ages and teaching experience are encouraged to 
share their various experience and knowledge. As (Mortiboys, 2005) mentioned “those with higher 
experience and age should play the role of mediators for the rest to gain the necessary efficacy”.    
In addition finding of this study helps teachers and students both to achieve their goal and improve their 
academic performance by paying greater attention to their behavior, learning style, self management and 
class management. It is also critical that teachers be aware of their own preferences and characteristics 
because they may have an effect on their performance and academic achievement. With this knowledge 
they can monitor their performance in a way that best suit them even in difficult and though situations. 
The finding of the study imply that teachers should learn to self evaluate and think about their own 
knowledge either the weakness point of themselves or the strong one. It seems that teachers who have the 
ability to cope with difficulty in different situation are those who are successful in their teaching. It is 
hoped that these findings will encourage language teachers to focus on individual differences, especially 
the self-efficacy beliefs of themselves. Teachers may improve their students’ self-efficacy beliefs by 
cognitive and metacognitive strategy instruction. This study has found that metacognitive strategies 
affect self-efficacy beliefs. There has been a strong relationship between the two variables of this study so 
far. The findings of this study can be useful to help teachers develop and improve their self-efficacy and 
their metacognitive awareness. The present study can, therefore, help researchers, EFL teachers and 
learners, authorities and teacher trainers.  
This study was conducted with only a small group of EFL teachers. As a result, the interpretation and the 
generalizability of the findings are limited. A future research may be administered to a larger group of 
teachers or to several small groups. Further studies should look at the personal and environmental factors 
collectively in explaining teacher efficacy. The construct of teacher efficacy should be further developed 
to reflect the standards and competencies that EFL teachers in different settings are expected to perform. 
A future research may be considered to other teachers and even people who have responsibility in 
different organization such as managers, nurses, doctors, kinder garden tutors and even young mothers 
who are engage to educate their children. 
 By doing this research study, it is hoped that some contribution is made to the development of language 
teaching and learning. 
As the test formats that were used in this research were only limited to multiple choice format. It is 
recommended to replicate this study with other test format such as fill in the blanks, open ended, true 
and false, an even have interview as well.        
Further research is needed in order to determine the various factors that contribute to teachers’ sense of 
efficacy. The teaching experience of this study ranged from 1-28 years. Further research is needed to 
examine how years of experience influence the development of teachers’ sense of efficacy and under what 
conditions efficacy is maintained and enhanced. More specifically, it would be useful to examine the role 
of such factors as teachers English language enhancement, professional preparation, readiness to teach, 
and in-service training in maintaining and enhancing teachers’ sense of efficacy. Further studies should 
look at the personal and environmental factors collectively in explaining teacher efficacy. The construct of 
teacher efficacy should be further developed to reflect the standards and competencies that EFL teachers 
in different setting are expected to perform. Longitudinal studies should follow teachers to determine if 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 453 

personal and environmental factors influence teacher efficacy at different points throughout the teacher 
development process. 
We also need a comparative analysis of the perceived self-efficacy of teachers in different countries and 
different subject areas. Such study would make it possible to discern the country and discipline specific 
factors and would reveal how different factors might interact with teachers’ sense of self-efficacy in 
different settings. 

 
REFERENCES 
Bandura, A. (1977). Self- efficacy: Toward a unifying theory of behavioral change. 
Psychological Review.84 (2), 191-215. Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. 
H.  Freeman.  
Bandura, A. (1986). Social foundation of thought and action: A social cognitive theory Englewood Cliffs, NJ: 
Prentice-Hall.       
Bogdan, R.J (2000). Minding  Minds: Evolving a reflexive mind by interpreting others.Cambridge, MA: 
MIT Press.       
Brown, T., & Marks, J. (1994).Inside teaching. New York: Macmillan    
Flavell, J. H. (1971) First discussant’s comments: what is memory development the   
development of’, Human Development, 14, 272-278.   
Flavell, J. H. (1987). Speculations about the nature and development of metacognition.I  F. E.Weinert& 
R. H. Kluwe (Eds.), Metacognition, motivation, and understanding (pp. 21– 29). Hillside, NJ: 
Lawrence Erlbaum Associates.    
Ghait G.M. and Shaaban,K.(1999). The Relationship between Perception of Teaching Concerns,Teachers’ 
Efficacy and Selected Teacher Characteristics Teaching and   Teacher Education,15(5),488-
496.   
Gibson, S. &Dembo, M. (1984).Teacher efficacy: Aconstructvalidation.journal of  Educational Psychology, 
76,569-582. 
Hacker, D. J., &Graesser, A.C. (Eds.), (1998).Metacognition in educational theory and  practice 
Mahwah, NJ: Lawrence Erlbaum Associates, Publishers.  
Kluwe (1987), Metacognition, motivation, and understanding (pp. 21–29).Hillside NJ:Lawrence 
Erlbaum Associates.         
Metcalfe, J. (2000). Is study time allocated selectively to a region of proximal learning?  Journal of 
Experimental Psychology: General, 131,349-363.  Mortiboys, A. (2005). Teaching with emotional 
intelligence: A step-by-step guide for  higher andfurther education professionals. London: Routledge.  
Pajares, F. (1992). Teachers' Beliefs and Educational Research: Cleaning Up a Messy Construct. Review of 
Educational Research, 62, 3, 307-332.   
Sahin, A. (2010). Teachers’ Classroom Questions, school science and mathematics. Volume 107, 
Issue1, 369-370.   
Taghilou, M.R. (2007). From reflective learning: A new class order.Iranian journal of   
Language Studies, 1 (2), 15-26.    
Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W. K. (1998). Teacher efficacy: Its  meaning and 
measure. Review of Educational Research. 68: 202-248.  Woolfolk Hoy, A., & Davis, H. 
(2005).Teachers' sense of efficacy and adolescent   achievement.  In T. Urdan& F. Pajares (Eds.), 
Adolescence and education: Vol. 5: Self-efficacy beliefs  during adolescence (pp. 117–137). Greenwich, CT: 
Information Age.    
Zimmerman,B.J.(1995). Self-efficacy and educational development.In A. Bandura (Ed.),  Self-efficacy in 
changing Societies (pp.202-231). New York: Cambridge University  Press.    
 
 
 
 
 
 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 454 

 

A PSYCHOANALYTIC READING OF A BRITISH 
FEMALE PROTAGONIST UNDER THE LENS OF 

LACANIAN CONCEPTS 
 
 

Mukadder Erkan1, Arezoo Assemi2* 
1 Professor, English Language and Literature Department, Faculty of Humanities, Ataturk University,  

Erzurum, Turkey 
2 PhD Candidate, English Language and Literature department, Faculty of Humanities, Ataturk 

University, Erzurum, Turkey/ Specialist in International affairs, Urmia University of Medical Sciences, 
Urmia, Iran 

Email: arezoo. assemi@gmail.com 
 

 
ABSTRACT 
ANITA BROOKNER AND LONELINESS ARE INTERMINGLED; SHE HAS HAD A LONELY LIFE 
BOTH IN HER EARLY LIFE AND AFTER HER RETIREMENT. HER PROTAGONISTS FOLLOW AN 
INEVITABLE MOVEMENT TOWARD MORE LONELINESS AND LONELINESS MAY LEAD TO 
DESPAIR. BEING ALONE BROOKNER RETHINKS ANY ISSUE AND WRITE MOSTLY ABOUT THE 
CONTEMPORARY LIFE, WOMEN’S DESTINY, AND ABOVE ALL AGING. THE BASIS OF HUMAN 
PSYCHOLOGICAL CHARACTERISTICS REMAINS HIDDEN DEEP WITHIN THE UNCONSCIOUS 
MIND BUT THEY ARE INTERPRETABLE THROUGH PSYCHOANALYTIC THEORIES. OTHERNESS 
FASCINATES BROOKNER, SO LACAN AND HIS THEORIES COME TO THE MIND 
AUTOMATICALLY. THE MAIN CHARACTERISTICS OF HER CHARACTERS AND THE DETAILED 
PROCESS OF BECOMING SUBJECTS HAVE MANY IDENTICAL POINTS. THIS STUDY AIMS TO 
INVESTIGATE HOTEL DU LAC’S CENTRAL CHARACTER, EDITH HOPE, AND HER PARENTS 
FROM LACANIAN PERSPECTIVE. THE BASIC COMPONENTS UNDERLYING HIS EVOLUTION 
AND SUBJECTIVIZATION WILL BE EXPLORED IN DETAIL FROM LACANIAN PERSPECTIVE. 
 
1. Introduction 

Brookner explicitly claims that “I have said that I am one of the loneliest women in London. People have 
resented it- it is not done to confess to loneliness, but there it is”.2 On the other hand, Anita Brookner 
argues that a woman’s desire for liberation and independence needs a heavy price. Brookner also 
mentions 
It is the otherness that fascinates me. As for feminism, I think it is good for women to earn their living 
and thereby control their own destinies to some extent. They pay a heavy price for independence 
though…The self-fulfilled woman is far from reality it is a sort of Shavian fantasy that you can be a 
complete woman… The ideal woman, on the other hand, is quite different: She lives according to a set of 
principles and is somehow very rare and always has been. As for the radical feminism of today, the 
rejection of the male, I find it absurd. It leads to sterility.3 
About applying feminism on her works, Brookner says: “you’d have to be crouching in your burrow to 
see my novels in a feminist way. I do not believe in the all-men-are-swine programme”.4 She confesses 
that otherness interests her. So for Brookner, all women even the educated sophisticated ones do want to 
marry and have children. Brookner says: 

                                                           
2 Guppy, Shusha, “Anita Brookner, The Art of Fiction”, The Paris Review, No. 98, 1987, p. 148. 
3 Guppy, 1987, p. 162. 
4 Haffenden, John, “Anita Brookner”, Novelists in Interview, Methuen & Co. Ltd, London 1985,  p. 70. 
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I meant that writing is a very lonely activity. You go for days without seeing or talking to anyone. And all 
the time out there people are living happy, fulfilled lives or you think they are. If I were happy, married 
with six children, I wouldn’t be writing. And I doubt if I should want to. But since I wrote that sentence I 
have changed. Now I write because I enjoy it. Writing has freed me from the despair of living. I feel well 
when I am writing; I even put on a little weight!.5 
She very explicitly confesses that if she were a mother she would stop writing. In other words, Brookner 
considers writing as a source of pleasure that frees her from despondency, loneliness, and grief.  
2. HOTEL DU LAC  

Hotel du Lac won the Booker Prize in 1984 and includes 12 chapters. It was also a bestseller with a 
commercial success “nothing short of phenomenal”. 6 This eminent work was also adapted by BBC 
television. 
Hotel du Lac (Hotel of the Lake) is narrated through the eyes of thirty nine year old Edith Johanna Hope, a 
pseudonym, who has just arrived to Hotel du Lac beside Lake Geneva in Switzerland that is a long 
established traditional place. She spends her time in her room writing to David, her married lover. The 
first letter reveals her unwilling arrival and being forced to take the trip that is like an exile. The specific 
reason of spending her time there is not defined but is revealed as the story progresses. Edith is the writer 
of romantic fiction who is apparently there to finish her novel Beneath the Visiting Moon.  She suffers 
solitude and is not satisfied with the lonely life she is doomed to live. She recalls her last meal with her 
agent, Harold Webb, who has attacked Edith to consider the change in the new world and illustrate sex 
for the new generation of audiences that he calls cosmopolitan readers. Edith believes that her readers are 
in fact virtuous so other authors can deal with multi-orgasmic girls. Her novels revolve around the 
question of what behavior leads to become a real delicate attractive woman and she confesses failure in 
finding its answer. She is in love with one man but receives marriage proposal from two other men. She 
rejects both and continues her solitary life in despair. 
 
2.1. BEHIND EDITH’S LACKING IDENTITY 
Jacques Lacan figures all his notions on the essential assumption that language has its own processes and 
is fundamentally linked to the access to the discourse. So every speaking subject must try to place 
himself/herself in the symbolic order. Since language pre-exists the subject, therefore one has to subdue 
to its rules. The speaking subject in the symbolic order has to learn the principles of language that 
controls him/her once one is born.  
In other words, language is the structure of the symbolic order. Any subject who wants to hold a position 
in the world should break the tie between the mother and him/her; and undergo the castration by 
accepting the Name-of-the-Father. Accessing language with all its scopes is mandatory for Lacan. 
Provided that the subjects “define themselves in language, by the Word and through the Law”, then 
accordingly they will gain name and identity in the process of their lives.7 Marc Silverstein mentions 
the   subject   must   undergo   a   continuous   and   inescapable subjection to the power of a destiny that 
works through, without being  irreducible  to,  the  symbolic  order … for Lacan, the subject remains 
enveloped within a determining structure   of  cultural  codes  that  maps  the  trajectory   of  its existence; 
that allows ‘its’ empowerment only if such empowerment leaves the cultural order intact; that leaves it, 
like Sartre’s characters, in a state of impasse from which there is no exit. 8                                                                      
If identity formation processes are not passed correctly, the subjects fail to join into the symbolic order 
properly. There is no escape from these codes and principles.  

                                                           
5 Haffenden, p. 62. 
6 Malcolm, Cheryl Alexander, Understanding Anita Brookner, University of South Carolina Press, South Carolina 2002. 
p. 9. 

7 Méira Cook, Text into Flesh: A Lacanian Reading of Selected Short Stories by I. B. Singer, Peter Lang, Frankfurt 1992, p. 2. 
8 Marc Silverstein, Harold Pinter and the Language of Cultural Power, Associated University Press, London 1993, p. 157. 
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Brookner’s protagonists are usually not able to fit into the symbolic order appropriately and cannot 
respond to the orders of language properly. These characters unconsciously tolerate living in the margins 
and build their own world of fantasy. Edith Hope, the protagonist of Hotel du Lac, introduces herself as  
a householder, a ratepayer, a good plain cook, and a deliverer of typescripts well before the deadline; I 
sign anything that is put in front of me; I never telephone my publisher; and I make no claims for my 
particular sort of writing, although I understand that it is doing quite well. I have held this rather dim 
and trusting personality together for a considerable length of time, and although I have certainly bored 
others I was not to be allowed to bore myself. (HDL, 8) 
Edith plays the role of a completely subjugated subject in the world predestined for her, accepting all its 
rules and regulations without any complaint. Edith feels she is “doomed for a certain time to walk the 
earth […] until she thought it time to be allowed to stop. Then she turned and retraced her steps (HDL, 
22). By retracing her steps, it is revealed that she lives a repeated and boring unsatisfactory life. 
Her ironical name, Hope, masks her disappointed character. As a romance novelist who lives in the 
world of her novels, she resists accepting the reality of change and says “The facts of life are too terrible 
to go into my kind of fiction. And my readers certainly do not want them there […] my readers are 
essentially virtuous […] and [not concerned with] those multi-orgasmic girls with the executive 
briefcases” or believes that “the meek will inherit the earth” (HDL, 28), the world is illustrated aright. It is 
clear that her cotemporary world is not concerned with all virtuous characters and readers, instead the 
commercial books and stories do contain explicit love affairs. Edith is, in fact, isolated and lacks 
communication and fears beautiful successful women; not those who succeed in academic life or career, 
rather she envies those attractive married women with children. Using Lacanian concepts, her character 
can be analyzed in terms of her hard childhood. Izenberg states that: 
 
In Lacan’s general account of development the child is not sexed. And in principle, given the ontological 
bearing of Lacan’s basic categories, there is no reason that the little girl could not identify herself in the 
imaginary stage with the phallus and later with the name of the father. Adult women, as Lacan said with 
typical double entendre, ‘are free to situate themselves’ at the ‘pole where man is situated. Everyone 
knows there are phallic women’9- just as men can situate themselves on the side of woman. But these are 
exceptions, because from the beginning, the ontological meaning of the phallus has been falsely identified 
by parent and child alike with its concrete signifier, the male sexual organ.10 
Therefore only male children can be identified with the father and rules and obligations that Name-of-
the-Father defines. The boys are the subjects not the objects in the social life. Izenberg declares that “Men 
may not ‘be’ the phallus, as they fantasized in the imaginary stage but by virtue of having a penis they 
alone exercise the ‘phallic’ function” in the symbolic stage.11 
Every person should undergo a psychological process successfully to gain a normal identity. As a child 
moves into the symbolic order, s/he experiences loss and being limited. When the young boy accepts the 
Law of the Father, his sexual desire for his mother is troubled. Although girls also have to accept the 
masculine authority to pass in to the symbolic order, they preserve more access to the imaginary order 
than boys. Accordingly, they must give up the original happiness of the joyful union with the mother in 
the pre-oedipal phase to enter the symbolic order of language. In the castration process the father 
intervenes and the child gives up trying to be the phallus of the mother. Then s/he has to abandon a 
jouissance that will never be attained so “castration means that jouissance must be refused so that it can be 
reached on the inverted ladder of the Law of desire”.12  
It’s clear that the role of parents, both mother and father, is vital. Lacan differentiates between the real, 
symbolic and imaginary mother. The real mother takes care of the helpless infant. The mother offers 
objects to satisfy the needs of her infant and these objects are considered as symbolic signs of the mother’s 

                                                           
9 Quoted from Ivan Hannaford, Race: The History of an Idea in the West, John Hopkins University Press, Baltimore 1996, 
p. 5.  
10 Gerald Izenberg, Identity: The Necessity of a Modern Idea, University of Pennsylvania Press, 2016, p.314.  
11 Izenberg, pp.314-315. 
12 Jacques Lacan, Écrits. A Selection, (Trans. Alan Sheridan), Tavistock Publications, London 1977, p. 324. 
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love and affection. Evans states “The mother is first of all symbolic. She only becomes real by frustrating 
the subject’s demand”.13 Even if she does not offer any objects, her presence affirm the love. On the other 
hand, her absence is traumatic and proves being rejected or having lost her love that creates lifelong 
troubles for the child. The child tries to cope with this kind of loss by “symbolizing the mother’s presence 
and absence in games and language”.14 These are the first steps a child has in to the symbolic order. 
A common motif for Lacan is “the view of the mother as an engulfing force which threatens to devour the 
child”;15 he refers to Melanie Klein’s work to explain the “cannibalistic fantasies of devouring, and being 
devoured by, the mother”.16 Jung also claims 
On the negative side the mother archetype may connote anything secret hidden, dark; the abyss, the 
world of the dead, anything that devours, seduces and positions, that is terrible and inescapable like 
fate.17 
So the devouring mother is another image in the imaginary order that is source and root of anxiety. In 
any case, the child must cut off from the imaginary order and remove imaginary relations with the 
mother in order to enter the symbolic order or social life. If a subject fails to complete the process 
completely then abnormalities such as phobia or perversion are the following results.  
Edith’s mother is not the kind supportive traditional mother. The problem with Edith lies in the fact that 
she remembers her strange mother not as a source of pleasure but as a  
[H]arsh disappointed woman, that former beauty who raged so unsuccessfully against her fate, 
deliberately, wilfully letting herself go, slatternly and scornful, mocking her pale silent daughter who 
slipped so modestly in and out of her aromatic bedroom, bringing the cups of coffee which her mother 
deliberately spilled. And shouting, 
 ‘Too weak! Too weak! All of you, too weak!.’ (HDL, 48) 
Or Edith also says: 
Annoyance and frustration blazed from their every pore; in their mother’s dark drawing room the air was 
filled with dissension, with ugliness. They were now heavy women, punishingly corseted, with badly 
pencilled eyebrows, and large, hard bosoms. They whipped themselves into a blaze of retrospective fury, 
voices raised, coffee spilling from their cups. 
‘Schrecklich! Schrecklich!’ they shouted.   ‘Ach, du Schreck!.’ (HDL, 49) 
Edith’s Viennese mother, speaking Viennese German, has left unpleasant memories for Edith. Little 
Edith, even unable to understand her speech, suffers such tough manners. As well it is recalled that the 
“seven-year-old Edith, hiding behind Grossmama Edith’s chair” (HDL, 49) only feels relief when her 
father’s key opens the door and little Edith runs to him. It is revealed that Edith’s mother is a stranger in 
London and this fact facilitates the displacement of both the mother and Edith in the English 
culture/symbolic order. The mother’s displacement means her inability to understand the codes of The-
Name-of-the-Father in British culture that leads to her repression and loss, and she passes her own 
bewilderment to little Edith. 
 The only good memory Edith has goes back to the time her father took her to Kunsthistorisches Museum 
trying to explain the pictures to her, “but she pressed her wet red face against his hand and would not 
listen” (HDL, 49). Unfortunately, her kind father dies in his early fifties and not long after Edith’s mother, 
Rosa, dies too. So there is probably a big gap in her psychological progress. 
Edith remembers the time she was seven. It seems that she has not properly progressed into the symbolic 
order. When the castrated subject enters into the symbolic structure of language, s/he must accept the 

                                                           
13 Evans, p. 121. 
14 Peter Guy, As Mirrors Are Lonely: A Lacanian Reading on the Modern Irish Novel, Cambridge Scholars Publishing, 
2014, p. 32. 
15 Peter Guy, As Mirrors Are Lonely: A Lacanian Reading on the Modern Irish Novel, Cambridge Scholars Publishing, 
2014, p. 31. 
16 Rina Kim, Claire Westall, Cross-Gendered Literary Voices: Appropriating, Resisting, Embracing, Palgrave Macmillan, 
2012. 
17 Jung, Carl Gustav, Four Archetypes: Mother, Rebirth, Spirit, Trickster, (Ed. Adler Gerhard), (Trans. R.F.C. Hull), 
Princeton University Press, 1971, p. 15. 
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prohibition of jouissance because castration means that jouissance must be rejected i.e. the subject has 
accepted that s/he is not the imaginary phallus of the mother. She lacks the love giving mother that is the 
prerequisite for accepting the unattainable jouissance, that is, her mother does not treat her in a way to 
allow her miss the joyful union with mother instead she is afraid of her. In fact, she has hardly ever 
experienced the real joyful union in her infancy. In other words, Edith has not been capable to go through 
the stages of the Oedipus complex properly. She lacks the interrelated must-to-pass stage that is 
detaching herself from her imaginary identification with her indifferent mother; before experiencing any 
love from her mother, she has had to experience the loss or the separation from the mother adopting the 
state of otherness by entering into the symbolic order/Law. 
Consequently, the first phase of becoming a subject in language must be accompanied with admitting the 
father’s Law. On condition that the father’s position in the symbolic order is not affirmed, then the child 
will be stuck between the imaginary and the symbolic For Lacan, the Name-of-the-Father is the major 
signifier. It both grants an identity to the subject and places the subject within the symbolic order. It 
indicates the familial and social prohibitions including ethics. Edith’s father due to his early death and 
weakness is not able to define her position in the symbolic order properly. Aydin mentions  
The position of an infant in the symbolic triangle that Lacan draws is explained by Lacan as such: ‘I’ plays 
the role of the ego-ideal in the imaginary order, the primordial object signifier is the m(O)ther, and the 
Father is situated in the place of Other as the Name-of-the-Father. This chain of signifiers refers to a 
crucial Lacanian signifier ‘Other.’ Accordingly, Anthony Wilden translates this concept of Lacanian Other 
in different ways: sometimes it is used to mean ‘Otherness,’ sometimes ‘the Other.’ It signifies both 
parents as the mother stands for the ‘real Other’ and as the father occupies the ‘Symbolic Other’.18 
Little Edith should first break her bond with her mother but unlike normal children not intending to lose 
jouissance, she is afraid of her, and this painful feeling creates a deep gap.  
Edith’s identity is structured on an inverted latter: a devouring autonomous mother who never cares for 
her daughter and a kind but weak father, who is unable to confine his wife’s desire and dies in Edith’s 
early life. The problem with Edith lies in the fact that an incomplete castration has not prepared her for 
entering into the symbolic order. Edith identifies herself with her father more than the mother. Her law-
maker mother castrates Edith’s desire for the father and then she experiences lack. Desires essentially 
depend on lack. Due to Edith’s weak father she is hardly exposed to any strict law defined as the-name-
of-the-father; if there was such authority she would feel safe as a shelter and would become a normal 
subject.   Edith then quests to get the father’s desire through other men. 
Edith’s mother is a real symbol of lack with unfulfilled desires, and Edith is the inheritor of this kind of 
lack. Like her mother she is all silent, her mother lived in her past reminiscence without uttering much 
and Edith, usually mute, utters her secret feelings in never-to-be-sent letters she writes to David. The life 
she has inherited from her devouring barking neglectful mother lacks magnificence, luxury and above all 
happiness. She has problems in treating others especially women: 
And thought with shame of her small injustices, of her unworthy thoughts towards those excellent 
women who had befriended her, and to whom she had revealed nothing. I have been too harsh on 
women, she thought, because I understand them better than I understand men. I know their 
watchfulness, their patience, their need to advertise themselves as successful. Their need never to admit 
to a failure. I know all that because I am one of them. I am harsh because I remember Mother and her 
unkindnesses, and because I am continually on the alert for more. But women are not all like Mother, and 
it is really stupid of me to imagine that they are. (HDL, 88) 
While Edith tries to unravel her own position in the symbolic order and identify her relation with other 
female members of the society, she is confused. She is biologically a woman but her mother has been her 
model to imitate from. She cannot clearly recognize what the Law expects her to do. The interventions of 
the-Name-of- the- Father helps any child find the correct path. However, Edith’s Father usually says 
“think a little. You have made a false equation” (HDL, 88), nevertheless, the permanent problematic 
traces her mother has carved in her psyche are Difficult to be healed. 

                                                           
18 Türkan Aydin, Renunciation of Language in Harold Pinter’s “The Homecoming,” “The Caretaker” and “The Dumb 
Waiter:” a Lacanian Analysis, (Master’s Thesis), Ankara, 2006, p. 64. 
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Even when Edith compares herself with her only close friend Penelope, who has sent her on this exile, 
again she reaches the traces of a Mother. Although Penelope’s Mother is dead, she has left a heritage as 
“Mother’s exacting standards” (HDL, 88) about which Edith has heard so much. Here Edith wishes: 
I wish that I had had a mother who handed down maxims on tablets of stone, and who was never 
without a wise saw or a modem instance. I never knew my poor mother to do much more than bark with 
derision. And yet I think of her as my poor mother. As I grow older myself I perceive her sadness, her 
bewilderment that life had taken such a turn, her loneliness. She bequeathed to me her own cloud of 
unknowing. She comforted herself, that harsh disappointed woman, by reading love stories, simple 
romances with happy endings. Perhaps that is why I write them. (HDL, 104) 
The recollection of Edith’s Mother is accompanied by passivity, derision, bafflement, solitude, isolation, 
and disappointment. Edith never accompanies her mother instead she is usually an ignored one. Rosa, 
the Mother, attempts to fulfill her lack by reading romances. Edith’s mother, after the early death of the 
Father, is described as: 
In her last months, she lay in bed, wearing the silk peignoir that my father bought her on their 
honeymoon in Venice, not caring, perhaps not noticing, that the lace was tom, the pale blue faded to grey, 
and when she raised her eyes from her book, her eyes too were faded from blue to grey, and full of 
dreams, longings, disenchantment. My mother's fantasies, which remained unchanged all her life, taught 
me about reality. And although I keep reality in the forefront of my mind, and refer to it with grim 
constancy, I sometimes wonder if it serves me any better than it served my mother. (HDL, 104) 
Stetz claims that Brookner’s world in Hotel du Lac is visual and its details are “serve as representations of 
the psyche”.19 The depressing gray setting and clothing foreshadows her dark manner and psyche. She 
has already died before the real death. Both her blue eyes and blue dress have faded to grey. Also Waugh 
claims, “Edith experiences the greyness … as an objective correlative for her own state of mind”.20 Living 
as a subjugated woman, though married, again has not fulfilled her dreams. Edith follows the unchanged 
and unfulfilled dreams of her mother, and exactly like her Edith lives in the world of romance. Edith’s 
baffled state leads to her failure in creating appropriate relationships. In fact, Edith experiences 
mothering her neglectful displaced mother. She is alienated due to experiencing this kind of sad 
mothering at her childhood.  
When other girls adore their mothers, Edith confesses to Monica: 
I just occasionally get the feeling that I must be an unnatural daughter. My mother is dead and yet I find 
that I hardly ever think of her. And when I do, it is with a wistfulness that I never felt for her in real life. 
Pain. And I think that that is probably how she thought of me. But I only miss her in the sense that I wish 
she could have lived long enough to see that I am like her in the only way she valued: we both preferred 
men to women. (HDL, 146) 
Edith suffers lack and displaces her pain onto fiction. She wishes her mother would live long enough to 
see that she is following all her footprint on the real life.  
It can be stated that Edith has become a romance writer to write what her mother desired to read. In 
Edith’s case she tries to become the desire of her dead mother. Reading novels with happy endings was 
the only motif of Rosa’s life and she probably dies with a novel in her hand. Probably if she were alive, 
she would have read Edith’s romances and possibly would have finally been satisfied and there would 
have been a shift from her devouring state to a supportive mother. Then Edith would heal her 
psychological wounds and stop equalizing her mother with mere pain. Edith desires the love she has 
never received from the mother. 
Father’s namelessness, mother’s being a foreigner and consequently her displacement, and Edith’s having 
two names may indicate her confused psyche incapable of determining the appropriate path to move on. 
It points to the fact that she has not fully been able to integrate into the symbolic order because her 
mother misrecognized her father’s protective role and identity. Edith is trapped in a place between 
Lacanian three orders, the real, the imaginary and the symbolic. She still desires to become the phallus for 
her lacking displaced mother. So, Edith’s desire for recognition from her mother can never be satisfied. 

                                                           
19 Stetz, Margaret D., Anita Brookner’s Visual World,  Tulsa Studies in Women’s Literature, Vol 29, No 1, Spring 2010, p. 43. 
20 Waugh, Patricia, Feminine Fictions: Revisiting the Postmodern, Rutledge, London 1989, p. 143. 
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Edith Hope envies all mothers accompanied with their daughters and automatically remembers her own 
devouring mother Rosa who “would have curled her lip, not out of contempt, but out of vengeful regret 
for her own wasted years, which should have been filled with lovers and their intrigues but which had 
instead been monopolized by an increasingly mute husband and a silent child”. (HDL, 84) 
Edith has been neglected by her mother. It is as if she tried to forget Edith’s existence. In the hotel, Edith 
is invited to the luxurious birthday party of 79-year-old Mr. Pusey accompanied by her daughter Jennifer, 
of the same age with Edith, who seems twenty years younger than her. At the end of the party, Edith is 
too bored and not interested in what that mother daughter do. She tries to analyze the reasons for not 
enjoying such celebrations and recalls her own birthdays:  
For her birthdays in her parents’ house, Edith herself had made the cake and her father had brought it in, 
ceremoniously, with the coffee. Those occasions had been brief and timid excursions into family life as 
she had supposed they might ideally live it; her mother was stimulated into reminiscences of the coffee 
houses of her youth, and had talked vividly and amusingly, before falling once again into the sorrow of 
reminiscence. By that time the coffee had been drunk and on the plate the cake lay in ruins, and when 
Edith carried it back into the kitchen, her birthday had been over. And there had never been any mention 
of weddings. (HDL, 116) 
Edith misunderstands the mother-daughter relations and by seeing such strong bonds feels the deepness 
of her psychological wounds. Edith has not been allowed to enjoy her childhood. She suffers low self-
confidence, and desires others to approve her in order to fill her lacking identity. Anyway, losing mother 
or the absence of mother leads to Edith’s loss of identity. 
 
2.2. EDITH THE SUBJECT 
The fact that the child is always already trapped up in the symbolic is confirmed by the fact that the child 
already exists in the speech of its family even before one’s birth. When the child is born, the language of 
the society starts to construct his/her identity. 21 
Lacan argues that there is no such thing as Woman and clarifies that he means woman with capital W 
does not exist; moreover, he denotes that there is no universal identity for woman.22 Since woman is not 
whole, and is distanced to the phallus, she is only subject to the symbolic order. A normal woman must 
accept the authority of the society. Edith is 39 years old and the Law/Other does not value unmarried 
women.  
Lacan refers to woman as a symptom of a man who can only “enter the psychic economy of men as a 
fantasy object (a), the cause of their desire”.23 So women are reduced to the objet a in the male dominated 
university of Lacanian world. According to the Other principles in the novel any woman is to be 
identified with a husband by giving birth to his children. Or bear the lacking incomplete position as a 
spinster all her life.  
That Edith’s mother did not recognize the Father’s Law leads to Edith’s failure in positioning her in 
language that is the realm of the symbolic. Edith seems to have the same fate like her mother Rosa, Aunt 
Anna, and cousin Resa that were not satisfied with the Law. In spite of the fact that they all were married, 
they were not pleased with their position in the symbolic order as limited objects. Their desire is 
boundless and they are not content to view life as confined to their husbands and children.  
It is of significant importance to mention that Edith’s father remains nameless in the novel that 
emphasizes his weakness as a father in a male dominated society. Therefore, he, as a nameless father, 
seems unable to complete the symbolic castration, subjectivization and identification for his daughter 
Edith. In order to gain a symbolic identity as a subject in the society, the child must internalize the-Law-
Of-the-Father and accept it as the reality of life. Lemaire clarifies that 
The function of the Oedipus is also to ensure a cultural normalization. The child in effect comes to realize 
that he is the third member of the family and that he is still in the making. He thus directs himself into the 
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struggle for recognition on the basis of work,  sublimating  his  lack  of  being  in an  ever more  perfect 
quest for accomplishment. In this search, the child will make a series of identifications with different 
ideals, from the classic ideals of childhood (the champion, the hero, the aviator) to the ideals of the adult. 
The child who is conscious of his title ‘member of society’ will assume the norms of society, its laws, 
taboos and ideals.24      
Edith also as the third member of her family needs the norms to be identified with. Although the 
symbolic order is the realm of standards, but Edith has experienced the absence of a supportive loving 
mother and is devoured by her harshness. As well she has suffered deficiency of family members who are 
the main sources to illustrate what Social/Cultural Order expects. She says: 
Penelope … has refused offers of marriage because in her opinion few of the men she meets come up to 
Mother's exacting standards, of which I have heard so much. Penelope quotes Mother as the final 
authority on every subject, and sometimes I envy her this certainty, this piety. (HDL, 104)       
The only words we read Edith’s mother utter are “Schrecklich! Schrecklich!  […]  Ach, du Schreck!” 
meaning “Terrible! Terrible! Oh my goodness!”.(HDL, p. 49)  None of Edith’s parents attempt to 
internalize the principles of the symbolic order in her. 
Edith’s main inner conflict reveals when she utters 
 The result of all this was to re-open in Edith’s mind the question of what behaviour most becomes a 
woman, the question around which she had written most of her novels, the question she had attempted 
to argue with Harold Webb, the question she had failed to answer and which she now saw to be of the 
most vital importance. The excitement she thus experienced at being provided with an opportunity to 
study the question at first hand was if anything heightened by the fact that everything that Mrs Pusey 
had said so, far was of the utmost triviality. Clearly there were depths here that deserved her prolonged 
attention. 
Eventually, “the subject is constituted in and through the encounter with an Other”.25 She is in quest of 
her identity as a woman that is quiet consistent with psychoanalytic notion that true human resides in 
some deep, largely inaccessible, inner place hidden somewhere within the psyche that is indirectly 
affected by the Other.  
Edith is unable to establish distinct, constant identity. For instance when she, puzzled, faces emotional 
demands of her lovers, she pursues an alternative source of structure and consistency in holding a 
literary career. However, this is only a transitory solution because she won’t be able to write successfully 
all her life and attract the attention of her audience. After becoming totally disappointed of being a wife 
and a mother in her real life, Edith rewrites and overwrites traditional romances about rescue and happy 
lovers. Edith has been deserted by her mother emotionally and has not completed the pre-Oedipal 
relationship; she suffers deep, inner hidden psychological troubles. Therefore, she misunderstands the 
norms of the symbolic order. 
The symbolic order is the realm of culture. Due to the lack of uninternalized principles and her confused 
mind, Edith feels the heavy burden of everyone gazing at her loss.  
The gaze for Lacan “constitutes castration anxiety, and the gaze functions to determine the subjectivity of 
the human being within the scopic field, the field associated with the scopic drive”.26 Lacanian gaze plays 
an important role in the subjectivization process: 
The drive indicates that the subject is seen, that there is a gaze which aims at the subject, a gaze we cannot 
see because it is excluded from our field of vision. This gaze gives us the distinction between what 
belongs to the imaginary order and what belongs to the order of the real where the drive manifests 
itself.27  

                                                           
24 Anika Lemaire, Jacques Lacan, (Trans. David Macey), Routledge, London & New York 2010, p. 180. 
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Edith as the subject is decreased to the status of the object via the gaze; consequently, the gaze leads to 
desire, whose cause is related to the development of objet a. To Lacan the gaze is the gaze of the Other and 
Edith is gazed at by Penelope/Other who imposes the Law by using the dominant phrase “Everyone 
says”. Edith’s ego, as Lacan claims, is a construct based on the gaze of the Other. Freeman states that 
Lacan Follws the tradition in French philosophy that regards the ego as an objectified phenomenon that is 
outside of and alienated from the human subject. For Lacan, the ego is, above all, a construct produced by 
‘the gaze of the other’ and is not in any way the seat of subjectivity, judgement, reality testing, or the like 
[…] It is, rather, a narcissistcs construction utilized by the subject to provide him or herself with a false 
and alienating sense of coherence and value”28 
Therefore, the gaze alienates Edith/subjects from herself and her own values. It leads her to be reduced to 
an object of others’ desire doomed to behave as expected. Lacan defines the gaze as: 
I can feel myself under the gaze of someone whose eyes I do not even see, not even discern. All that is 
necessary is for something to signify to me that there may be others there. This window, if it gets  dark,  
and  if  I  have  reasons  for  thinking  that  there  is someone behind it, it is straightaway a gaze. From the 
moment this  gaze  exists,  I am  already  something  other,  in  that  I feel myself becoming an object for 
the gaze of others. But in this position, which is a reciprocal one, others also know that I am an object who 
knows himself to be seen.29 
 
Edith is being stared at and must accept it, and in this process she tries to behave well to be appreciated 
but her lacking identity prevents and she is alienated from herself and lives as a bewildered subject. 
Edith’s attempt to write novels her mother loved and read is a challenge to recover an imaginary order  
sense of fusion with the Lacanian objet a that always fails in exchange to the subject’s entry into the 
symbolic order of language. Edith looks at literature and romances as a guide for her life. Edith, as a 
lonely woman, struggles with her independence throughout the development of the novel. Edith hopes 
to gain the kind of recognition and reception she has been lacking in her childhood. Novels, especially 
romances, become her life and provide her with the language to express herself. On the other hand, Edith 
knows that she must possess the phallus or be the phallus but she has not properly leant how to behave 
or attract men. She has become a writer considering her pen to play the role of phallus but she is mocked 
by her friends as: 
‘In a dream, half the time,’ observed Mrs Dempster, ‘making up those stories of hers. I sometimes wonder 
if she knows what it's all about.’ Penelope laughed, and Edith, seeing this through the open kitchen door, 
wondered if she might be allowed in to share the joke. ‘My dear, I’m the one with all the stories,’ she was 
in time to hear Penelope say. ‘I wonder she doesn’t put me in a book.’ (HDL, 127) 
Even by writing she cannot stop others gossip. From another perspective, being a novelist or holding the 
social position as a writer implies both an escape and a prison for Edith.  For Lacan “the center of the 
subject is outside; the subject is ex-centric”30 and must adopt herself to the Other that commands from 
outside. Edith is divided, split, alienated from herself and for Lacan “the split is irreducible, can never be 

healed”,31 besides such split or alienated subject is the barred subject ( ). Even the women who are of 
identical sex mock her.  
  Edith under the pen name of Vanessa Wilde states that “several people have remarked upon my 
physical resemblance to Virginia Woolf” (HDL, 8) and struggles to attract recognition but is still a lacking 
identity. Unlike Virginia Woolf who committed suicide due to depression by confessing that “I can’t fight 
any longer”32, Edith is not brave enough to rebel against the Law that enslaves her as an obedient subject. 
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Barred Edith lacks communication, she is usually mute. Galef states “Edith Hope quietly sits at the 
elaborate meals served in the hotel dining room as an observer rather than a participator at life’s feast”.33 
Her isolated passive mute life is repeated every day.   
Edith unable to define her role in the symbolic order, due to her father’s weakness to confine her 
devouring mother and her deep concerns with her mother’s unsatisfied life, is not able to  fill  the  lack  in  
her own existence  and  admits the gaze. In other words, the pre-existing gaze stares at Edith as an 
inadequate confused subject in need of recognition. 
  
2.3. THE UNFULFILLED DESIRE  

One of the characteristics of Brookner is her selection of Victorian names. Edith, both fond of and a writer 
of romance novels, is surrounded by characters with Victorian names such as Phillip, David, Geoffrey, 
Penelope, and Iris that foreshadow they all have time-worn values and beliefs. Edith is an unusual old 
name for a lady, maybe it conveys that she belongs to a former generation with out-of-date ethical values. 
Like her unpopular name and outmoded beliefs, Edith writes outdated romance novels that repeat their 
themes and characters.  
If we consider the three men that Edith has emotional relationship, we may unlock the mystery Brookner 
creates by the name choice. Edith with a troubled childhood is to accept the principles predestined for 
every woman and is convinced to marry Geoffrey Long because he is probably the last one who proposes 
her. Geoffrey is described with “mouse-like seemliness” (129) but “the soft alliteration and assonance in 
this name should alert us to how he is flawed”.34  
It is numerously stated that “Everyone had said how good he had been to his mother … how impressed 
everyone had been,… Everyone said how lucky his wife would be, … Everyone said how lucky Edith 
was Penelope said” and Edith is persistently reminded of her good fortune (HDL, 119). She finally 
confesses “I am lucky, she reminded herself, looking at that drawn face in the glass of her dressing 
table…And I was always a reasonable woman, she thought. We are all agreed on that” (HDL, 118). But 
who are these nameless every one? Due to the lack of a normal male model for Edith, Penelope defines 
her that a normal reasonable life means to be in the service of men.  Edith is convinced to become 
enslaved and perform her role as objet a. Penelope convinces her to accept Geoffrey’s proposal. Thus she 
performs her role as object a.  
On the day of her wedding, the morning light is “hard, white and uneasy, harbouring surprises of an 
unpleasant nature” (HDL, 118) that suggests a hard uneasy day and future for Edith. Geoffrey is a lonely 
man who lives alone since his mother is dead and he generously offers his mother’s gloomy opal ring as a 
symbol of enslaving Edith under his name. The mother’s ring also hints that he is looking for a woman to 
fill his mother’s missing position in his home:  
In any event, the marital bed in Montagu Square, where Geoffrey had formerly lived with his mother, 
had already been installed, and soon she would take her place  within  the  confines  of  a  handsome  
bedroom,  the  colours  of  which  she secretly found a little too insistent. (HDL, 122) 
Geoffrey, before his mother’s death, probably was the phallus of his widowed mother, of course, with no 
father to intervene. Geoffrey is a traditional man but for Edith he is “old-fashioned in his views: he did 
not, for example, approve of women working, and he teased her about the amount of time she gave to her 
books” (HDL, 119). When Geoffrey laughs “at her old spreading creaking wicker chair” and replaces it 
kindly with an “uncomfortable wrought-iron bench” (HDL, 121), it is a metaphor that foreshadows the 
hard painful life waiting for Edith under a man’s irresistible tough iron codes. Geoffrey’s already 
installed marital bed metonymically hints Edith’s duty to prove her feminine side as his objet a and ease 
Geoffrey/the Master’s jouissance. 
Edith’s “white and plain and not quite big enough” bed is compared with Penelope’s bed which “would 
have accommodated four adults and which, when not in use, was heaped with all manner of delicate 
little pillows covered in materials” (HDL, 122) that illustrates and compares how feminine they are. It 
metonymically indicates the reasons of their acceptableness considering the element of being able to 
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please men in a male dominated society and culture. Taking the mother as a model, Edith follows her 
track in not being capable to attract men and enjoy life. 
Before the wedding day, Edith tries to convince herself that if she gets married to Geoffrey then she will 
be awarded by “maturity: pleasant companionship, comfort, proper holidays… [and] a reasonable 
prospect” in case of becoming an object of desire for Geoffrey (HDL,118). Edith knows that after 
becoming a married woman her career will decline as 
She would not be writing. Perhaps she would never write again. She would have that life that she 
supposed other women have: shopping, cooking, arranging dinner parties, meeting friends for lunch. … I 
have not paid my dues, she said to herself, on a day when she had looked with timid pleasure at her new 
and spacious kitchen. I must have seemed like a foundling to them. That will have to change. (HDL, 123) 
But will Edith be able to desert her career as a novelist and get into her new role as a house wife? The 
spacious kitchen is a metonymy of the importance of nourishing the appetite of the Master on any social 
occupation. Geoffrey as the male figure can block Edith’s creativity as a romance novelist.  
It is worth mentioning that on her wedding day, Edith wears  
“fine stockings and the beautiful grey satin slip… a very creditable Chanel copy, the jacket bound with a 
dark blue and white silk braid…a plain round-necked blouse … with her Aunt Anna’s pearls, [her only 
dowry, the only token of her family's presence]  […]  Her shoes were blue and white, … her white 
gloves… refused to wear a hat, … twisted her hair up a little higher than usual…when she looked in the 
glass she was pleased with herself. She looked elegant, controlled. Grown-up, she thought. At last”. 
(HDL, 126) 
She has rejected Penelope’s offer to help her in choosing her wedding dress and she wears a confused 
combination of blue, grey and white. Although the symbolic order proposes the bridal dress as a 
temporary ornament for the bride, Edit’s missing bridal gown is a metonymy of her lost alienated baffled 
identity. On the other hand, Penelope  
 
was wearing an obviously expensive dress of printed silk and an enormous red straw hat, the brim of 
which curved round her head and skimmed down the side of her face nearly to her shoulder.  (HDL, 126) 
Edith feels: 
She [Edith] should be wearing something warm and shabby - a dressing gown would be ideal - and 
sipping a nourishing milky drink. (HDL, 128) 
Penelope and her enormous red hat with her luxurious dress makes Edith look like an idiot wearing 
simple formal clothes on her wedding day. Nonetheless as mentioned before, Edith’s mother died 
“wearing the silk peignoir that [her] father bought her on their honeymoon in Venice, not caring, perhaps 
not noticing, that the lace was tom, the pale blue faded to grey and when she raised her eyes from her 
book, her eyes too were faded from blue to grey, and full of dreams, longings, disenchantment”, and 
Edith’s wedding outfit all in blue and grey signifies her indifference and uninterestedness in being a 
subjugated subject of the law by marriage. Her mother’s bachelorhood is narrated as  
the fascinating Schaffner sisters, her mother, Rosa, her aunt Anna…. preparing their theses on Klimt or 
Schnitzler or the Jugendstil, or on all three … married promptly, and young, they were soon bitterly 
disappointed  […]  when the sisters found each other again, many years later, together with their cousin 
Resi, it was to outbid each other with stories of horrific boredom, of husbands become too puny to 
interest them. (HDL, 49) 
Edith due to her mother’s memories has observed that getting married leads to boredom but Penelope, 
still unmarried but in numerous love affairs, is the female reciter of the Other reminding her to obey the 
obligations of the symbolic order. She has already accepted the position of a woman as objet a and feels 
that every woman must be attractive to prove her feminine side and be used as an object of desire and not 
care about ethics. Unlike other women around, Edith resists the change the Law requires her both in her 
personal life and in her books. Edith knows that she must stop her career as a writer and live as a rule-
bound confined subject taking care of her upcoming master Geoffrey. However, she leaves Geoffrey on 
their wedding day and calls back her lover David. 
The next important man is Mr. Philip Neville and Phillip means lover of horses. Symbolically horse is a 
sign of life force, power, nobility, strength, and freedom that foreshadows his tendency to be an owner. 
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He is always referred to as Mr. Neville that metaphorically signifies the kind of importance he has in the 
eyes of Edith as her probable Master. He may remind us the word Devil but his devilish thoughts are 
hidden behind his sociable good-looking appearance. In the male dominated symbolic order, Mr. Neville 
is the all powerful male figure imposing his selfish attitude on women. He is Lacan’s male model of the 
norms in the symbolic order. 
Malcolm claims “When he proposes to the protagonist, what comes to mind is the Faust legend. Like 
Mephistopheles, he comes not with a suitor’s flowers, but proffering a new life” 35  and deals with 
marriage as a business matter exchanging social position with one’s life and emotions and directly reveals 
his dark and despoiled attitude. When he says:   
“I am proposing a partnership of the most enlightened kind. . . . If you wish to take a lover that is your  
concern, so long as you arrange it in a civilized manner”. 
“And if you . . “. 
“The same applies, of course. . . . Think, Edith. Have you not, at some time in your well-behaved life, 
desired vindication? Are you not tired of being polite to rude people? . . “. 
Edith bowed her head. 
“. . . You will find that you can behave as badly as you like. As badly as everybody else likes, too. That is 
the way of the world”. (166-67) 
His selfishness is clearly stated but Edith, still trying to prove her being a good obedient subject,  is 
unable a to see his true harsh nature since she is Edith Hope i.e. still hopes to find a man and prove every 
one that she is able to attract a male and define her as a married woman with an identity. Mr. Neville 
probably has recognized her from her pictures on the cover of her romance novels and attempts to 
enslave her:  
‘Good women always think it is their fault when someone else is being offensive. Bad women never take 
the blame for anything.’ […] 
‘What you need, Edith, is not love. What you need is a social position. What you need is marriage.’ 
‘I know,’ she said. 
‘And once you are married, you can behave as badly as everybody else. Worse, given your unused 
capacity.’ 
‘The relief,’ she agreed. 
‘And you will be popular with one and all, and have so much more to talk about […]’ (HDL, 101) 
Edith admits whatever Mr. Neville as the speaker of the patriarchy says. She is the listener whose duty is 
to confirm what he says. For Lacan “in the Other […] speech and language […] come from outside 
consciousness”, therefore “the unconscious is the discourse of the Other”.36 Mr. Neville is the indicator of 
the Other/Law. Mr. Neville’s language exactly is what the discourse of the Law expects women to follow. 
Social position and marriage are the rewards for good women.  
His policy of selfishness is remarkably against Edith’s principles revealed in her unsent letters. The 
selfishness of male dominated society that underlies everything on man’s desire is what Mr. Neville 
conveys as the Other. In Lacanian terms Mr. Neville can show performative effectiveness and 
corresponds to Zizek’s definition of the master: “the Master is the subject who is fully engaged in his 
(speech) act, who, in a way, ‘is his word,’ whose word displays an immediate performative efficiency”.37 
He openly gives his ideas on people without concerning about the probability of hurting them: 
And when you think you are alone, your expression is full of sorrow. You face a life of exile of one sort or 
another….out of fashion …Unmarried, I’m afraid you will soon look a bit of a fool. (HDL, 165) 
 
He explicitly tells that unmarried old women look foolish and Edith does not protest. When Edith refers 
to him as Mr. Neville instead of Philip, it reveals the influence he has on her as a Master but in fact aiming 
to enslave her.  
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Lacan uses Hegel’s the master/slave dialectic from his The Phenomenology of Spirit (1807) for his 
psychoanalytic purposes. Generally speaking, Master and Slave relation is based on the desire for 
recognition.  It is life-and-death fight but ends when both parts are still alive. One of the parties gives up 
to the other and yields to his authority and recognizes him as the Master. The Slave is to satisfy the 
desires of the Master and in doing so the Slave has to suppress his own instincts. So this process is merely 
for recognition. It is of significance to mention that the slave desires to be enslaved and the Master cannot 
practice mastery without the slave’s want. Therefore, without the desire of Edith nobody can exercise 
power on her. Due to her lack in her subjectivity and unconscious she herself desires to undergo such 
process hoping to gain identity, autonomy and social position under the name of a male figure.  Mr. 
Neville also speaks with such authority as if he is the master signifier. His logical explanations and 
interpretations make Edith accept his words as the Master’s discourse. But suddenly everything changes. 
Mr. Neville disappoints Edith by coming out of Jennifer’s room a day after proposing marriage to Edith. 
Edith, shocked, thinks 
And Jennifer was no doubt one of those trivial diversions of which he spoke so dismissively. And that 
door, opening and shutting, in her dreams, in her delusive waking moments, had been a real door, the 
reality and implications of which she had failed to take into account. (HDL, 183) 
From the beginning of Edith’s arrival to the hotel, Mr. Neville and his looks, smiles and noble words to 
attract Edith coincide with his affairs with Jennifer. But Edith unconsciously visions her father: 
She saw her father’s patient face. Think again, Edith. You have made a false equation. (HDL, 183) 
The father’s visionary intervention calms her down but Edith utters 
She sat down slowly on the bed, feeling a little faint. And if I were to marry him, she said to herself, 
knowing this, knowing too that he could so easily and so quickly look elsewhere, I should turn to stone, 
to paste: I should become part of his collection. But perhaps that is what he intended, she thought; that I 
should replace the item that was missing. (HDL, 183) 
 
As an obedient subject, a woman must ignore such issues and continue her life in the cost of gaining a 
respectable and acceptable social position.  
In Master/Slave relationship, the master gains jouissance or paves the ways to jouissance by enslaving 
more female figures but he does not achieve his goal in Edith’s case. Mr. Neville, Mrs. Pusey, Jennifer and 
the door opening and closing every night all turn to phobic objects of Edith’s anxiety and loss. No one is 
trustable for Edith. She continues to live her alienated solitary life under the bothering gaze of the Other 
seeing her as an insufficient subject. Then she decides to leave the hotel to London. 
Most male names have negative connections but David is a name that Brookner favorably uses in her 
novels frequently that has positive meaning and association. David means friend and beloved. It is a 
religious name and in the Bible where David is selected to be king. In the novel, David is explained as an 
emotional man who never dares to hurt Edith’s heart when they meet. Malcolm mentions: 
Extracts from her letters to her married lover, which interrupt the narrative, serve most of all to remind 
us that this is not a sexually inexperienced or repressed woman. Would the latter, after canceling her 
wedding, have her married lover back to the house to help her finish the party champagne before making 
love, as Edith Hope does? It may seem old-fashioned to believe in the supremacy of romantic love over 
casual sex or marriages of convenience, but it increasingly makes sense coming from as unflinching a 
realist as this protagonist.38 

Edith writes many unsent letters that gives variety to the narrative structure by revealing her 
psychological attitude on motherhood, family, life, feelings of loss and absence. Hotel du Lac and Edith’s 
story begins with writing a letter to David and continues writing to him:  
Just what I wanted, Edith reminded herself, but what she suddenly longed to do was to speak to David; 
the intrusion of a man into her consciousness, however parodic, had the painful effect of awakening her 
longing. She glanced at her watch, calculating the time anxiously; if she rushed upstairs now, she might 
just catch him before he left. At the Rooms, she thought, with a pang of love and terror. (HDL, 56) 
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Why Edith prefers David to Geoffrey and Mr. Neville might be in accordance with Zizek’s liberation 
concept: 
That  is  to  say,  ‘liberation’  always  implies  a  reference  to  the Other qua Master: ultimately, nothing 
liberates as well as a good Master,  since ‘liberation’  consists precisely in our shifting the burden onto the 
Other/Master.39                         
Edith is looking for a man to fill the place of her kind father and probably David is the good master. 
David is both a married man and a father. Edith recognizes him as a kind man with more sensitive 
manner. Edith directs her desire on David but as a secret mistress cannot find a position in the social life 
and the members of the symbolic order are not aware of the existing relationship as a proof of her 
feminine side. For Edith it is catastrophic to encounter with the reality that David is possessed by 
someone else. Edith describes their relation in her fantasy as 
They were sensible people. No one was to be hurt…She prided herself on giving nothing away, so that he 
never knew of her empty Sundays, the long eventless evenings, the holidays cancelled at the last minute. 
Cursing inwardly, as he loaded the car for the long journey back from Suffolk, after another crowded and 
inharmonious weekend, he thought of her little house, its quality of silence, the green dimness of her 
drawing room. She, too early in bed, thought of him with his family, their habits, their quarrels, their 
treats. Of his children. (HDL, 61) 
David’s role as the kind Master interrupts Edith’s happiness because she is unable to complain and 
should yield as an objet a, but envies David’s family. Edith feels the relief of being able to attract a lover 
but still not a husband. She is still a lacking subject in the symbolic order.  
As mentioned before, she has been identified with her father more, therefore, the lacking Edith desires a 
man to resemble her kind father’s character. David seems to possess all his characteristics but he does not 
love her as Edith magnifies. Edith is blind to see her own one sided love because during her stay no letter, 
telephone or even telegram is received from David. His love is nothing more than illusion. Edith’s lacking 
unconscious constructs her as a mute longing subject yearning for love, value, and recognition. She 
desires to be valued in her community but it scarcely occurs.   
2.4. TIRED OF WOMEN   

Edith nags “But women, women, only women, and I do so love the conversation of men. Oh David, 
David” (HDL, 21). Edith’s mother is also presented with “vengeful regret for her own wasted years, 
which should have been filled with lovers and their intrigues” (HDL, 84). Both mother Rosa and daughter 
Edith prefer to be accompanied by men to receive the attention they desire from the Other. The real for 
Lacan is full of absences, gaps, lacks, splits, it does not mean reality; rather reality is a part of the Real. 
Edith is unable to adapt herself to reality, she is alienated. Reality is not a thing the ego must adapt; 
however, reality is itself a creation of the ego’s fantastic misrepresentations. For Edith, the reality of 
David’s life is his wife and his children, so Edith as his mistress has no position.. Nevertheless, David is 
the only man who shows recognition and approval to Edith from time to time.  
It is expected from Edith as a romance writer to be able to predict the characters of the hotel correctly but 
she is too optimistic. At the end all her guesses turn to be wrong. Mrs Pusey, at first seems to be “woman 
so gentle, so greedy, so tranquil, so utterly fulfilled in her desires ….she was … an embodiment of the 
kind of propaganda no contemporary woman could, stoop to countenance” (HDL, 39). For Lacan the 
truth must be pursued deep under the disguising veil of surface appearance. Later Edith utters:  
But Mrs Pusey, for whom I was beginning to feel something like pity, horror, compassion, is an old hand 
at this game. (HDL, 107) 
She is easily distracted. Due to her isolated nature, the alienated barred Edith is living in an exile as a 
prisoner: 
Penelope drove fast and kept her eyes grimly ahead, as if escorting a prisoner from the dock to a 
maximum security wing. (HDL, 10) 
She retraced her steps back to the hotel, returned to the melancholy of exile. (HDL, 52) 
She stretched uneasily, a prisoner of her troubled sleep. (HDL, 65) 

                                                           
39 Slavoj Zizek, Enjoy Your Symptom!: Jacques Lacan in Hollywood and Out, Routledge Taylor & Francis Group, New 
York & London 2012, p. 59. 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 468 

In any event, she was anxious to escape, for the room had become a prison (HDL, 136) 
She sat down once more like an exile (HDL, 179) 
She is metaphorically living an exile. Unable to complete her imaginary order properly and lacking 
family members to help her through the symbolic, she is unable to face the real. Edith faces aphanisis that 
appears when the subject has to ignore one’s desire. Then the subject disappears. Edith has become split 

and divided. The barred Edith ( ) will never know herself completely. Her only weapon is writing due to 
her lack of caring people to company her or to converse with.  
CONCLUSION 

Brookner’s novels focus on neglected isolated women who are accompanied by married lovers who have 
children and beautiful wealthy wives. The main characters suffer the gap of affection and happiness. 
Their unsatisfied mothers are usually harsh and the fathers are usually mute individuals who try to keep 
the family tied. They are not religious but try to follow the rules of moral correctness. Brookner believes 
“that all of us face choices minute by minute and moral choices at least hour by hour”.40 They are usually 
lonely and suffer solitude. As the setting and the weather change, the characters have to change. Even in 
their old age they still yearn for love but are usually unable to appeal the opposite sex.  
Brookner’s central characters are habitually unable to fit into the symbolic order properly and 
consequently cannot respond to the orders of language accurately. Unconsciously they accept living in 
the margins and build their own world of fantasy. The characters live as marginal, submissive ones that 
listen or watch rather than communicate or act. The main characters are bewildered about how to enjoy 
the life they are doomed to live. The long internal speeches usually cover dark childhood memories. 
Sense of displacement, virtuous but unhappy parents or mismatched couples, unsympathetic childhood 
memories, devouring harsh mothers, living an exile of isolation, childlessness, and very unhappy fathers 
are the distinctiveness of her characters. The sad hopeless couples tolerate each other painfully all their 
lives. Grown up children quest for a means of escape from troublesome parents through marriage but are 
not liberated. The unhappiness of parents is passed to their next generations and makes them reluctant 
for marriage. The married lovers usually are gone and the collection of memories is presented to the 
remaining mistresses.  
According to Lacan, every person should go through a psychological development successfully to gain an 
identity. When a child gives up the original happiness of the joyful union with the mother in the pre-
oedipal phase to enter into the symbolic order of language, s/he experiences loss. In the castration 
process the father intervenes and the child gives up trying to be the phallus of the mother. According to 
Lacan the father must castrate the child symbolically and prepare them to live a suitable life under the 
concept of Law/ the-Name-of-the-Father.  
Edith Hope, the main character of Hotel du Lac, is a disappointed romance novelist who lives in the world 
of her novels. Edith is isolated and lacks communication and fears attractive flourishing married women. 
As a Brooknerian typical character, she has been analyzed through Lacanian concepts by going back to 
her childhood. The tough childhood memories are repeated in most parts of every novel. 
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ABSTRACT 
THE ROLE OF DISCOURSE AND DISCOURSAL ELEMENTS IN THE FORMATION OF ANY TEXT IS 
VERY IMPORTANT. MANY SCHOLARS HAVE CARRIED OUT STUDIES RELATED TO THE ISSUE. 
TRANSFERRING THESE ELEMENTS FROM ONE LANGUAGE TO ANOTHER IS SUCH A GREAT 
WORK THAT TRANSLATORS FIND IT DIFFICULT TO RENDER AND TRANSFER THE ELEMENTS 
COMPLETELY. THE LACK OF PERFECT KNOWLEDGE OF THE DISCOURSAL ISSUES AND OTHER 
CONTEXTUAL ELEMENTS OF A TEXT LEADS TO SOME MISUNDERSTANDINGS AND 
MISTRANSLATIONS. TRANSLATORS OFTEN RESORT TO ADAPTATION IN ORDER TO DEAL 
WITH THE SL SITUATIONS THAT DO NOT EXIST IN THE TL BUT IN THIS PROCESS SOME 
DISCOURSAL AND CONTEXTUAL ELEMENTS OF THE ST COULD NOT BE TRANSFERRED. IT 
COULD BE CLAIM THAT A NATION’S LITERATURE IS A PART OF ITS DISCOURSE AND 
CULTURAL ELEMENTS ARE EMBEDDED IN THE LITERATURE. THESE TRANSLATIONAL 
CONFLICTS ARE MORE OBVIOUS IN CONTEMPORARY PERSIAN LITERATURE. IN THIS STUDY, 
THE SELECTED PARTS OF “THE GAMBLER” BY “FYODOR MIKHAILOVICH DOSTOEVSKY” WERE 
COMPARED WITH ITS ENGLISH TRANSLATIONS BY SALEH HOSSEINI TO FIND OUT WHETHER 
THE DISCOURSE AND OTHER CONTEXTUAL ELEMENTS OF THE SOURCE TEXT HAVE BEEN 
CONSIDERED IN THE PROCESS OF TRANSLATION. 
 

KEYWORDS: DISCOURSE ANALYSIS, TRANSLATION STUDIES, LITERARY TRANSLATION  
 
1. Introduction 
In the world of literature every nation has its own poems, novels, fables and other written masterpieces 
which inevitably reflect the discourse, ideology and cultures of that nation. Having subtle look or it is 
better to say having critical view towards these masterpieces reveals some facts either of different 
discourse or mere characteristics of the author or poet. 
Meanwhile the Russian literature is not the exception. Regarding the Russian literature, one of the great 
prose writer is Fyodor Mikhailovich Dostoevsky who was close contemporary with Leo Tolstoy. 
Considerably twentieth-century thought and world literature is deeply influenced by his works. His 
novels mainly discover the psychology of human in the disturbing social, political and spiritual context of 
Russian society in 19th century. Most of his works present a preoccupation with Christianity, explore into 
the prism of the individual confrontation with beauties and hardships of life. A novel named The Gambler 
by Fyodor Dostoyevsky is about a young teacher employed by a formerly wealthy Russian general. His 
addiction to roulette is reflected by the work. Under a strict deadline, Dostoyevsky completed the novel 
to pay off his gambling debts. 
As Al-Mohannadi (2008) states in her research article, the translator is thought to transfer the concepts of 
the ST writer which were written in another language into TT. Translators have to accept the fact that 
“translation is a process of decoding and recoding, or analysis and restructuring, during which the 
translator tries to reach the author’s ideas before putting them into words” [1]. Also she outlines that the 
translation process, “in turn, implies the transfer, consciously or unconsciously, of the author’s discourse 
which carries his ideology, cultural and social attitudes to the target text readers and this discourse may 
or may not be the author’s discourse” [1]. 
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During this transfer and regarding the issue of discourse which carries ideology, cultural and social 
attitudes of the author, the intended meaning of the original author/poet sometimes distorted or altered 
due to some factors such as limitation of translator knowledge, unfamiliarity of the discourse of author, 
ideology, ST culture, different stances of the author/poet and translator and also being in different time-
era with author. This study tries to assess the translator’s intervention or manipulation in the translated 
text. The discourse analysis, nowadays, has brought into the field of translation studies and has become 
one of the crucial factors which influence the translation systematically. 
1.1. Statement of the Problem 
The problem is that sometimes in translation process, discoursal factors, textual elements and culture-
specific concepts are inverted and distorted due to the translator’s unfamiliarity with the ST; therefore, 
the intended meaning of the original author is changed or lost. 
2. Review of Related Literature 
In this part, the research may define and elaborate some key notions related in the subject matter. 
2.1. Cultural Translation 

In her book “Translation Studies”, Susan Bassnett (2002) outlines that parts of a cultural turn that in the 
humanities generally in the late 19th century have made the cultural turn in translation studies, and the 
shape of many traditional subjects have been altered [4]. Bassnett (2002) believes that: 

[C]ultural studies in its new internationalist phase turned to sociology, to ethnography and to 
history. And likewise, translation studies turned to ethnography and history and sociology to 
deepen the methods of analyzing what happens to texts in the process of what might be called 
‘intercultural transfer, or translation [4]. 

To sum up, it can be concluded that culture is a relational subject and scholars have dealt with it 
inversely. For example, some of the translation scholars does not believe in such a considerable 
opportunities and restrict culture to a complex of attitudes, beliefs, rules, and values which a society 
share. 
2.2. Literary Translation Process 
A process oriented approach to literary translation is more theoretical and maybe termed as cognitive-
pragmatic as Baker and Saldanha (2008) stated in Routledge Encyclopaedia of Translation Studies. “The 
analysis of literary translation processes here maybe informed by literary cognitive stylistics and the 
pragmatics of translation” [3]. These researches tried communicate between a source language writer, the 
translator as a reader, the translator as a writer and a target language reader. 
One of the most prominent factors, by which a transition of message from one culture to another can be 
drifted, or in some cases manipulated, is the ideology of one, who, as a medium between two cultures (ST 
& TT), carries the message i.e. Translator. It is inevitable for a translator not to be that much mute by the 
point of view and just dumping the message by its own culture’s ideology and author’s manner, therefore 
referring to a conveyed idea, transfused within someone else’s philosophy as a translator rather than the 
author itself needs a specific attention to the stream of possible manipulations that the translator might 
have on the message in the procedure of translation. 
Hereby, the way a translator may change the direction of a text by the favor of his own ideology is 
illustrated and the aspects by which a translator can commit this kind of manipulation such as: 
1. Choice of words -- selecting lexical equals for ST vocabulary/expressions according to the translator’s 
set of beliefs, value systems, world view, culture which all make up ideology. Word choices have been 
recognized as a key resources of ideological manifestation. 
2. Change of specified names (brought by the author for certain and specific aims) into other names, 
which reflect another connotation or denotation in the TT text. 
3. Deletion of some words or phrase or sentences of the ST in the process of translation (in some cases 
even a whole paragraph or part of it) which can be the result of certain goals and ideals that a translator 
(who is both an individual & a member of society) might have. 
2.2.1. Literary Translation in Modern Iran 

As Azarang (2008) states the history of publication in modern Iran dates back to the Qajar era when the 
printing machine arrived in Tabriz around 1816 under prince Abbas Mirza patronage. Translation was 
started with translating European texts into Persian by Iranian students who were abroad. But insatiable 
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appetite for translation mostly has showed itself since Pahlavid era and after World War I as Karimi 
Hakkak (1998) argues. As Pahlavid era encountered with the beginning of 20th century and was 
influenced by many modernized thoughts and societies, there were several reformations on social life in 
Iran especially on education modernization. Tehran University is one of the outcomes of that 
reformations which was founded in 1935. Haddaian Moghaddam (2015) in his book “Literary Translation 
in Modern Iran” stated that “translation had progressed during the period of Reza Shah due to his 
general policy of modernization in Iran” [9]. He believes that most of the reformations shaping 
contemporary translation activities in Iran can be accredited to the period of Mohammad Reza Shah 
(1941–1979) [9]. It was during that period which the first modern Iranian publishers, were established, 
translations of novels from both English and non-English published, and translation considered as a 
policy for the active political parties of the time [11]. After Islamic Revolution in Iran, the policy for 
publication has got regulation and as Haddadian Moghaddam (2014) argued in his book the publishing 
process has gone through a censorship named “Momayyezi”. “The issue of censorship during this period 
has remained a controversial issue, defining the way agents of translation find their position in the field 
of publishing, and how they exercise their agency” [9]. 
2.3. Discourse Analysis 

Fairclough and Wodak (1997) defined discourse as a form of social practice which indicates a dialectical 
association between a specific discursive event and the situations, institutional and social structures that 
outline it. They formed the discursive event, but it also forms them [8]. 
3. Methodology 
Qualitative research employed for the present study, is involved with descriptive method of investigation 
and analysis of social phenomena. It draws on an inductive process in which themes and categories 
develop through data analysis. Samples are small and often purposively selected. The researcher using 
this method, is focused on the difficulties and problems which translator faced and different strategies 
which used due to the ideological/theosophical gap. 
3.1. Statement of Research Questions 
Many considerable questions could be raised considering this study but researcher asks herself a few 
questions which are common in literary translation. The questions are: 
1. Does the translator need to understand the discourse of the original author in order to achieve a 
successful translation? 
2. Is it necessary to analyse the discourse and textual elements before starting the process of translation? 
The researcher tries to answer these questions through the analytical study using some samples which 
collected randomly. 
3.2. Design 

Since the ongoing study tries to investigate the discoursal approach of the translators in the literary 
works it can be claimed that the most suitable research method for reaching the supposed goal of this 
study is qualitative method, which the researcher tries to associate with. Therefore, the study demands a 
well-established explanation on the issue and precise comparison of the selected scripts from corpuses; 
i.e. the Gambler by Dostoyevsky and its Persian translation by Saleh Hosseini. 
Based on firm theoretical background and logical discussions, 30 different sentences of the original novel 
(in English) has selected and its translations will be analysed regarding the discourse in order to see how 
and to what extend a certain meaning of the text could change the direction of translation process and the 
process of conveying the message. 
3.3. Corpus 
For the present study, as mentioned above, the researcher has selected 30 different sentences of the 
“Gambler” by Dostoevsky and its Persian translation by Saleh Hosseini as the corpus. The corpus of this 
study as mentioned consists of certain parts of the “Gambler” by Dostoevsky and its Persian translation 
by Saleh Hosseini which is selected purposefully and its translation extracted from the abovementioned 
corpuses; and they discussed in a contrastive analytical manner, i.e. discourse analysis. 
3.4. Procedure 
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In the following part, the overtly erroneous errors are dealt with. Overtly erroneous errors are 
categorized into three categories: 1) Under Translation; 2) over translation and 3) Distortion of Meaning 
and also the translated text discussed in discourse level [10]. 
In this process, first, the original text is written. Second, the translation of the text is written under the 
original text. The researcher applied the above mentioned three categories then the researcher analysed 
the original text and translation in the discourse level. 
4. Data Analysis and Discussion 

The researcher analysed the original and translated texts regarding their different discourses that have 
crucial role in conveying the message, which has been the main idea of the author. Two texts in the 
textual level and second discuses all problem in the discoursal level. In this process the researcher first 
analysed, first the original sentences are written and the Persian translations are written respectively. At 
the textual level researcher is dealing with three points i.e. 1) under translation, 2) over translation and 3) 
distortion of meaning. Then the researcher analysed all the original and translated texts in the discourse 
level. For clarifying the analysis, three outstanding samples are elaborated here as a representation of 
data. 
4.1. Sample One 
4.1.1. Original Sentence 
“It will be case of fare well, Mlle Blanche, “I remarked”; for in such an event she would never become 
Madame General. Do you know? I believe the old man is so much in love with her that he will shoot 
himself if she should throw him over. At his age it is a dangerous thing to fall in love” [6]. 
4.1.2. Persian Translation 

خود "گفتم: مادموازل بالنش را بگو که دیگر زن ژنرال نمیشود! آخر به نظر من ژنرال به قدری دلباخته اش است که اگر سرکار علیه رهایش کند 

["7]را به تیر میزند. این جوری عاشق شدن، آن هم در سن و سال او خطرناک است.   
4.1.3. Discussion at Textual Level 
4.1.3.1. Under Translation 

The translator has not translated the sentence “It will be case of fare well” and has not mentioned. The 
sentence means, “ خواهد شد مادموازل بالنش این مورد باعث جدایی ”. Translator again has not translated the phrase, 
“for in such an event” which means, “به خاطر ابن که در چنین مواقعی” Translator also has not translated the 
interrogative sentence “Do you know?”, and omitted completely. 
4.1.3.2. Over Translation 
Translator added the element “آخر” and also added the element “آن هم” in the translated version which 
does not exist in the original piece. 
4.1.3.3. Distortion of Meaning 

Translator translated the phrase “I believe the old man” to “آخر به نظر من ژنرال”, and also the sentence “he 
will shoot himself” to “خود را به تیر میزند” which according to the Cambridge dictionary (2008), the meaning 
of the original sentence is “to kill somebody” which is translator has not recognized and result in 
distortion of meaning. 
 
4.2. Sample Two 
4.2.1. Original Sentence 

 “‘Yes it is very horrible’, she interrupted with a shudder. ‘Consequently’, I am the more surprised that 
YOU should be so cheerful. What are YOU so pleased about? About the fact that you have gone and lost 
my money?” [6]. 
4.2.2. Persian Translation 

"به میان حرفم درآمد و از سر انزجار گفت: "همه اش مفت و یاوه است. تعجبم هم از این است که زده ای بر طبل بی عاری. از چه این قدر 

[7خوشحالی؟ نکند چون دار و ندارم را باخته ای؟" ]  
4.2.3. Discussion at Textual Level 
4.2.3.1. Under Translation 

The translator has not translated the phrase “about the fact that” and has not mentioned. The sentence 
means "حقیقتی است که". Translator again has not translated the phrase, “you have gone” which means,  تو رفته"

 Translator also has not translated the interrogative sentence “Do you know?”, and omitted .ای"
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completely. The translator has not translated the word “Consequently” and has not mentioned. The word 
means "در نتیجه" . 
4.2.3.2. Over Translation 

Translator added the element “طبل بی عاری” in the translated version which does not exist in the original 
piece. 
4.2.3.3. Distortion of Meaning: 
Translator translated the phrase “YOU should be so cheerful” to “زده ای بر طبل بی عاری”, and also the 
sentence “Yes it is very horrible”, to “همه اش مفت و یاوه است” which according to the Persian language and 
literature, the meaning of the original sentence is distorted. 
4.3. Sample Three 
4.3.1. Original Sentence 

“I explained to her that the game was carried on in the salons of the Casino; whereupon there ensued a 
string of questions as to whether there were many such salons, whether many people played in them, 
whether those people played a whole day at a time, and whether the game was managed according to 
fixed rules” [6]. 
4.3.2. Persian Translation 

در چند سالن، توی قمارخانه گذاشتند. بعد سواالت بیشتری کرد، از این قبیل که میزهای رولت  "در مقام توضیح گفتم که میزهای رولت را،

[7تعدادشان زیاد است؟ خیلی ها باز میکنند؟ از صبح تا شب قمار میکنند؟ میزها را چطوری کار گذاشته اند؟" ]  
4.3.3. Discussion at Textual Level 
4.3.3.1. Under Translation 

The translator has not translated this part of the first sentence “the game was carried on” and has not 
mentioned in the translated text. The translator also has not translated the sentence “and whether the 
game was managed according to fixed rules” and has not mentioned in the translated text. 
4.3.3.2. Over Translation 

Translator has added the sentence  "در مقام" in the translated version which does not exist in the original 
piece. Translator has added the sentence میزهای رولت" "  to the translated. Translator has also added the 
element  "میزهای رولت تعدادشان زیاد است"in the translated version which has not exist in the original piece. 
Translator has also added the sentence, "میزها را چطوری کار گذاشته اند؟"    in the translated version which has 
not exist in the original piece. 
4.3.3.3. Distortion of Meaning    
The translator has translated the sentence “I explained to her to  "در مقام توضیح گفتم" and the translator has 
not mentioned the phrase “the game was carried on in the salons of the Casino” to  میزهای رولت را، در چند"

 and he also translated the phrase “whereupon there ensued a string of questions to سالن، توی قمارخانه گذاشتند"
"بعد سواالت بیشتری کرد ؟"  which result in distortion of the meaning of the original text. 

Now, by drawing a table, this research is going to show the “Under Translation”, “Over Translation” and 
“Distortion of Meaning” rates in 30 selected sentences. 
 

Table One. Textual Analysis Level 

Textual 
Analysis 

Under 
Translation 

Over 
Translation 

Distortion 
of 
Meaning 

Number 
of 
Mistakes 

92 64 56 

4.4. Discussion at Discourse Level 

Here we discuss the all 30 selected sample sentences in accordance with discourse. In most of the part, the 
translator is dealt with translation only at the word level and has not realized the cultural factors but in 
some other parts his translation is a fully free translation. The other factor to be mentioned is the original 
text is written in formal language but the translator has not recognized the point and failed to render the 
formality. In the translation process, translator has also added some elements which do not exist in the 
original version and caused over translation. In this case, number the high frequency usage of the words 
in the TL lexical scope, has encouraged the translator to use them, instead of finding an equivalent item in 
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the TL. He translated some part of the text in formal language and then moved towards the informal one. 
Also the translator attempted to be faithful to the original text and endeavored to convey the same impact 
that the original text has on readers of target text but somewhat it made the translation abnormal. In this 
process, the translator also mixed the formal translation with literal one which resulted in a limited 
proficiency in translated text. In the above examples, the translator has translated some of the SL phrases 
into sentence in the target language. In those sample, it is obvious that, translator not only has not 
considered the textual level of the text but also discourse level. He has also not recognized the author’s 
intended meaning which has result in to distortion of meaning. 
5. Conclusion 

In previous part some samples of “The Gambler by Dostoyevsky” with its Persian translation by “Saleh 
Hosseini” analysed. We presented original sentences with their Persian translation. Then the samples and 
its translation were analysed at the different level as mentioned earlier. Then each sample was analysed 
in the category such as textual level (under translation, over translation and distortion of meaning). Then 
a table is drawn to show the number of mistakes in 30 selected sample sentences. Then a discussion went 
through at discourse level for all of the samples. This was the whole process which has done in the 
previous part. 
In the following section we are going to discuss the results and conclusions of the work. As it was 
mentioned, we proposed some questions to be analysed and discussed through the work. The research 
questions are restated again in this part and then we are going to discuss the answers of them. Our 
research questions are: 
1. Does the translator need to understand the discourse of the original author in order to achieve a 
successful translation? 
2. Is it necessary to analyse the discourse and textual elements before starting the process of translation? 
As it is stated in the previous part, the related level which has analysed is under translation, 
mistranslation, over translation, distortion of meaning and discourse level. In almost all samples these 
strategies could be found and translator through using these techniques tried to handle the intended 
meaning. After inserting these strategies, translator adapts source texts into the situations of the target 
texts but in some cases he handled the translation poorly. The examples which analysed above reveal that 
translator has not focused on the discourse and other textual elements i.e. he only considered the textual 
level and mainly translated the work mostly freely and mostly used the word-to-word translation. 
The translator ignored the discourse of the original work and used different strategies to handle the 
translation which resulted in creation of his own text in the translated version. So, the meaning of the 
original text has changed and distorted in the process of translation.  Cultural and ideological differences 
among the other factors in on hand and the lack of enough knowledge of the discourse and textual 
elements which carries ideology and cultural attitudes of the original author in the other hand result in 
lots of difficulties for the translator. The translator was unable to recognize the cultural and ideological 
aspects of the work. The translator frequently used different techniques to handle the translation and 
creates some situations that do not exist in the TT. The translator due to the mentioned techniques, in 
some cased also added some sentences to the translated text and in some cases omitted a large part of the 
text and has not translated. In this process, the intended meaning of the original author has changed or 
has not been reflected and also some cultural elements of the original text have violated. It can be 
concluded that due to cultural differences, the translator has failed to understand the author and text 
properly. Furthermore, cultural gaps that exist between Persian and English languages hindered the 
translator to extract properly the intended meaning of the author. 
So it could claim that translation and discoursal approaches are linked together and translator, as 
mentioned before, must not only have proficiency of two languages but also feel at home in two cultures. 
Translation quality assessment has not been an undisputed issue in the field of Translation Studies. The 
main problem seems to exist in the way to express quality and equivalence or the measures which should 
be employed for the quality and equivalence proficiency of a translation. This matter has been normally 
argued with many differences. The target text (TT) may be assessed and evaluated by linguists and 
experts such as professional translators, translation or language teachers, postgraduate students of 
translation studies and linguistics, and others including researchers. 
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Otherwise, target texts may be designated in accordance with several systems which is motivated 
theoretically, stated clearly and discussed previously to the analysis. Those systems also serve to define 
the source text (ST) so that, through independent analysis, source texts and target texts can be associated.  
In such a way, the quality of target texts is generally presented as a degree of similarity of its description 
in relation to that of the source text. 
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ABSTRACT 
THE PURPOSE OF THE CURRENT STUDY IS TO INVESTIGATE THE RELATIONSHIP OF 
TEACHER’S PEDAGOGICAL KNOWLEDGE BASE AND LANGUAGE EFFICACY WITH THEIR SELF-
EFFICACY, AND THE PREDICTABILITY OF FOUR PEDAGOGICAL KNOWLEDGE COMPONENTS 
(KNOWLEDGE OF EQUITY AND DIVERSITY, KNOWLEDGE OF TEACHING/LEARNING CONTEXT, 
KNOWLEDGE OF CLASSROOM MANAGEMENT AND KNOWLEDGE OF LANGUAGE) ARE ALSO 
DISCUSSED AND MEASURED. TO CARRY OUT THIS STUDY TWO QUESTIONNAIRES OF 
TEACHER SELF-EFFICACY AND PEDAGOGICAL KNOWLEDGE BASE WERE DISTRIBUTED TO 65 
M.A., PH.D. AND EFL TEACHERS. THE RESULTS OF THE STUDY INDICATED THAT 
PEDAGOGICAL KNOWLEDGE BASE AND LANGUAGE EFFICACY OF TEACHERS SIGNIFICANTLY 
CORRELATE WITH TEACHER’S SENSE OF EFFICACY. THE RESULTS ALSO INDICATED AMONG 
THE FOUR COMPONENTS OF PEDAGOGICAL KNOWLEDGE BASE, KNOWLEDGE OF EQUITY 
AND DIVERSITY, AND KNOWLEDGE OF TEACHING/LEARNING CONTEXT MAKE THE 
STRONGER UNIQUE CONTRIBUTION TO EXPLAINING THE DEPENDENT VARIABLE WHICH IS 
TEACHERS' SENSE OF EFFICACY AND COULD STRONGLY PREDICT THE DEGREE OF TEACHERS' 
SENSE OF EFFICACY.  
 
KEY WORDS: SENSE OF SELF EFFICACY, PEDAGOGICAL KNOWLEDGE BASE, LANGUAGE 
EFFICACY 
 
1. Introduction: 
In the last decades, teachers’ opinions and their impact on the teaching has been a critical issue in the 
educational setting. Since teachers are like practitioners of educational principles and theories, and 
committed themselves in teaching and learning, we might consider teachers’ perceptions and beliefs (Jia, 
Eslami & Burlbaw, 2006). 
Findings from research on teachers' perceptions and beliefs indicate that these perceptions and beliefs not 
only have considerable influence on their instructional practices and classroom behavior but also are 
related to their students' achievements (Grossman, Reynolds, Ringstaff & Sykes, 1985; Hollon, Anderson 
& Roth, 1991; Johnson, 1992; Morine-Dershimer, 1983; Prawat & Anderson, 1988; Wilson & Wineburg, 
1988). Thus, knowing the perceptions and beliefs of teachers enables one to make predictions about 
teaching and assessment practices in classrooms. One important belief that appears to be an important 
influence on teacher and student outcomes is teachers’ sense of efficacy.  
The construct of teacher efficacy was derived from Bandura's theory of self-efficacy (1977) and is defined 
as " the teachers’ belief in his or her capability to organize and execute courses of action required to 
successfully accomplish a specific teaching task in a particular context" (Tschannen-Moran et al., 1998, p. 
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22). A teacher's sense of efficacy has been found to be associated with student characteristics such as 
motivation, achievement, and efficacy (Tschannen-Moran et al., 1998). 
Yeh (2006) indicated that teaching efficacy is a reliable predictor in the enhancement of the personality 
characteristics of teachers. The findings suggest that personality types such as intrapersonal intelligence, 
critical thinking dispositions and a judicial thinking style results in a more reliable outcome in reflective 
teaching and mastery performance (which is self-efficacy).  
Teachers’ sense of efficacy can potentially influence both the kind of environment that they create as well 
as the various instructional practices introduced in the classroom (Bandura, 1997). Furthermore, teachers 
with a high sense of self-efficacy are confident that even the most difficult students can be reached if they 
exert extra effort. While, teachers with lower self-efficacy feel a sense of helplessness when it comes to 
dealing with difficult and unmotivated students (Gibson & Dembo, 1984). The literature widely 
documents the pervasive influence of self-efficacy beliefs and corroborates social cognitive theory that 
places these beliefs at the roots of human agency (Bandura, 2001). 
The knowledge base of teaching is potentially relevant to a teacher's deeds in the classroom. From this 
perspective, it is argued that teacher knowledge and teacher propositional knowledge should be included 
within this knowledge base. However, teacher knowledge is strongly related to personal experiences and 
contexts, there are some elements of teacher knowledge that are shared by many teachers in the world. 
For example, all teachers who teach teenagers can be met different complex problems from a 
methodological point of view.  
Kamhi-Stein & Mahboob, (2005 and 2006) indicated that using or not using the target language in the 
classroom and classroom teaching practices were determined by Teachers' target language proficiency 
and their beliefs about language learning. For non-native teachers, language proficiency represents the 
foundation of the professional confidence. In EFL classes weak knowledge of English language will be 
harmful for teachers’ confidence, self-esteem, professional status (Doff 1987).  
Although studies on self-efficacy, pedagogical knowledge base and language efficacy have examined 
these constructs separately, they have rarely been investigated jointly in the domain of foreign language 
learning and teaching. Definitely, the dearth of research in this area and the significance of teacher self-
efficacy provides a sufficient reason to undertake further investigation at examining the relationship 
among language efficacy, pedagogical knowledge base and self-efficacy. Also, determining the degree to 
which these factors predict teacher self-efficacy. 
2. Research questions: 
1. Is there any significant relationship between teachers’ pedagogical knowledge base and teachers’ sense 
of efficacy? 
2. Is there any significant relationship between teachers’ language efficacy and teachers’ sense of efficacy? 
3. Do the components of pedagogical knowledge of teachers predict the degree of teachers' sense of 
efficacy significantly? 
3. Research Hypotheses  
1. There is no significant relationship between teachers’ pedagogical knowledge base and teachers’ sense 
of efficacy. 
2. There is no significant relationship between teachers’ language efficacy and teachers’ sense of efficacy. 
3. The components of pedagogical knowledge do not predict the degree of teachers' sense of efficacy 
significantly.  
4. Method 
4.1 Participants 
To accomplish the purpose of the present research, 65 Iranian English teachers (36 females and 29 males) 
from M.A., Ph.D and EFL levels were selected. All of them with different educational backgrounds had at 
least two years of experience in teaching English either in schools and universities or in private language 
centers and institutes. The mean age of participants was 26.5.  
4.2 Instrumentation 

To fulfill the purpose of this study two questionnaires were administered to 65 EFL teachers. First, a self-
efficacy questionnaire (developed by Tschannen-Moran and Woolfolk Hoy (2001)) based on general 
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personality disposition, assesses was used. It includes 24 items, using a nine-point scale of 1 (nothing) to 9 
(a great deal).  
Second, Teachers pedagogical knowledge base questionnaire which (was) established by Akbari and 
Dadvand (2011) was run. It consists of 54 items in the form of Likert scale and measures 9 components 
(knowledge of language; knowledge of culture and cultural differences; knowledge of second language; 
knowledge of second language teaching; knowledge of assessment/testing; knowledge of classroom 
management; knowledge of teaching/learning context; knowledge of equity and diversity; knowledge of 
(professional) self). Finally, regarding teachers' language efficacy, the knowledge of language component 
of pedagogical knowledge base of teachers (the first eighteen items of this instrument) was taken as an 
instrument. 
4.3 Procedure 
The current study followed the co-relational/non-experimental and qualitative method. In order to reach 
the purpose of this study, initially teachers self-efficacy instrument was administered to a number of 
about 65 EFL teachers. Latter, the pedagogical knowledge base questionnaire was run. The participants 
completed the questionnaires, voluntarily and anonymously and finally the obtained data were qualified 
through SPSS software version 22. 
5. Results 
5.1 Research Question 1 

In order to examine the relationship between teachers' pedagogical knowledge base and teachers’ sense 
of efficacy, a Pearson Product Moment Correlation was run. As shown in Table 1 the result shows that 
there was a significant positive correlation between teachers' pedagogical knowledge base and teacher 
sense of efficacy (r = 0.64, p < 0.01) (as shown in Table 1). Therefore, the first null hypothesis, indicating 
that there was no statistically significant relationship between teachers' pedagogical knowledge base and 
teachers' sense of efficacy among Iranian EFL teachers was rejected. Regarding the findings of this 
question it seems logical to conclude that the higher the level of pedagogical knowledge base, the higher 
the sense of efficacy among teachers. 
 

Table 1: Pedagogical Knowledge Base and Teachers' 
Sense of Efficacy 

 Self-
efficacy 

Pedagogical 
Knowledge 

Self-efficacy 
Pearson 

Correlation 

1 0.64** 

Pedagogical 
Knowledge 

Pearson 
Correlation 

0.64** 1 

**. Correlation is significant at the 0.01 level (2-
tailed). 

 
5.2 Research Question 2 

In order to examine the second research question which was addressing the relationship between 
teachers' language efficacy and teachers' sense of efficacy, a Pearson Product Moment Correlation was 
run. Regarding teachers' language efficacy, the knowledge of language component of pedagogical 
knowledge base of teachers which consisted the first eighteen items of the instrument was taken as the 
instrument by which the language efficacy of teachers could be measured. As shown in the below Table, 
there was a significant positive correlation between teachers' language efficacy and teachers' sense of 
efficacy (r = 0.51, p < 0.01)). Therefore, the second null hypothesis, indicating that there was no 
statistically significant relationship between teachers' language efficacy and teachers' sense of efficacy 
among Iranian EFL teachers was rejected. Hence the findings lead us to assert that, the higher the level of 
teachers' language efficacy, the higher the level of teachers' sense of efficacy. 

Table 2: Correlations between Language Efficacy 
and Self-efficacy 
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 Language 
Efficacy 

Self-
efficacy 

Language 
Efficacy 

Pearson 
Correlation 

1 0.51** 

Self-efficacy 
Pearson 

Correlation 
0.51* 1 

*. Correlation is significant at the 0.01 level (2-
tailed). 

 
5.3 Research Question 3 

To answer the third research question as to whether components of pedagogical knowledge base of 
teachers can predict the degree of teachers' sense of efficacy significantly, a multiple regression analysis 
was run. In Table 3, a Model Summary of regression analysis for the components of teachers' pedagogical 
knowledge base total score in predicting teachers' sense of efficacy is presented. According to the results 
shown in Table 3, the correlation coefficient between total score of dependent and independent variables 
is 0.77 and Squared R is 0.60, which indicates the prediction degree of variance and the degree of changes 
in teachers' sense of efficacy by the components of teachers' pedagogical knowledge base.  
 

Table 3: Model Summary for Pedagogical Knowledge 
Base Components in Predicting Self-efficacy 

Mode
l 

R R Square Adjusted 
R Square 

Std. Error of 
the Estimate 

1 0.77a 0.60 0.52 7.28 

 
In Table 4, the results of ANOVA test to examine the regression model in predicting teachers' sense of 
efficacy by the teachers' pedagogical knowledge base components is indicated. As shown in Table 4, F-
value is (7.067, p < 0.01) which is significant at α=0.01. According to the results, the accuracy of regression 
model is substantiated and teachers' pedagogical knowledge base components could strongly predict the 
degree of teachers' sense of efficacy. Therefore, the null hypothesis which indicates that the components 
of pedagogical knowledge do not predict the degree of teachers' sense of efficacy significantly was 
rejected. 
 

Table 4: ANOVAa 

Model Sum of 
Squares 

Df Mean 
Square 

  F Sig. 

1 

Regression 3753.770 10 375.377 7.067 .000a 

Residual 2443.494 46 53.119   

Total 6197.263 56    

  
6. Discussion and Conclusion    

The current study examined the relationship between Iranian EFL teachers’ self-efficacy, pedagogical 
knowledge and their sense of efficacy. 
The results of the present study suggest the following aspects of interest. Considering the first research 
question, the findings indicated that there was a significant positive correlation between teachers' 
pedagogical knowledge base and teacher sense of efficacy. To conclude, the higher the level of 
pedagogical knowledge base, the higher the sense of efficacy among EFL teachers. 
For the second research question and similar to the results of the first research question, there was a 
significant positive correlation between teachers' language efficacy and teachers' sense of efficacy. In 
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other words, the higher the level of teachers' language efficacy, the higher the level of teachers' sense of 
efficacy.  
Finally, the outcomes of the last research question declared the prediction degree of variance and the 
degree of changes in teachers' sense of efficacy by the components of teachers' pedagogical knowledge 
base. Furthermore, teachers' pedagogical knowledge base components could strongly predict the degree 
of teachers' sense of efficacy.   
Results of this study is consistent with many former studies. For instance, Woolfolk, Rosoff and Hoy’s 
(1990) found that teachers with a stronger sense of efficiency beliefs cause to evaluate more positively by 
their students. Gibson and Dembo (1984); Ashton, et al. (1982); Woolfolk and Hoy (1990) have also shown 
that teachers’ self-efficacy is one of the most important variables which consistently related to results of 
positive and effective teaching and learning to students.  
Teachers who are more knowledgeable about the specific teaching content and context, they probably 
could manage even the more difficult students and make a change. Moreover, efficacious teachers have 
strong beliefs that they can cause a change in students learning and attitude (Cubukcu, 2008; Ross, 1994; 
Scharlach, 2008). 
Ross (1994) considered that teachers' sense of efficacy will determine the amount of effort they put into 
teaching, the kind of decisions that they make, the degree of their persistence and the task choices they 
make. Teachers with high sense of efficacy affect students' learning, support development of students' 
intrinsic interests and try to stick to different ways to motivate learners. Therefore, teachers’ self-efficacy 
should be considered in the successful implementation of educational practice (Ghaith & Shaaban, 1999).  
In another study, which was conducted by Zohre R. Eslami (2008) teacher’s sense of self efficacy, English 
proficiency and Instructional strategies was under the investigation. The results indicated that novice 
Iranians EFL teachers feel more efficacious in applying instructional strategies in comparison to 
managing the EFL classes.  
This study adds to the previous literature by examining the relationships among teachers’ sense of 
efficacy and other factors. Furthermore, this study was conducted to fill in the gap in the literature and to 
study the relationship of language proficiency of EFL teachers, pedagogical knowledge base and its 
components and their sense of self-efficacy. 
This study would be beneficial to the educational system. Also it can enhance the knowledge of teacher 
trainers about the relationship of various personal and educational factors such as pedagogical 
knowledge base, language proficiency and teachers’ self-efficacy. 
In spite of the attempts made in providing a comprehensive information about the pedagogical 
knowledge base, language proficiency and teachers’ self-efficacy, this study could have been wider and 
more extensive dealing with larger samples. Moreover, it will be a subject for further research to include 
some other variables such as effects of age, academic background and teachers’ attrition. 
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ABSTRACT 
THE AIM OF THIS STUDY WAS TO INVESTIGATE THE RELATIONSHIP BETWEEN SELF-ESTEEM, 
GENDER AND LEARNING VOCABULARY. DATA OF THE STUDY WERE COLLECTED BY 
ADMINISTERING A QUESTIONNAIRE OF SELF-ESTEEM (INCLUDING THREE SECTIONS: GLOBAL 
SELF-ESTEEM, SITUATIONAL SELF-ESTEEM AND TASK SELF-ESTEEM), AND AN ENGLISH 
VOCABULARY TEST. THE STUDY WAS CONDUCTED IN A LANGUAGE INSTITUTE IN KERMAN 
WITH A SAMPLE SIZE OF 50 MALE AND FEMALE LEARNERS. PEARSON COEFFICIENT- 
PRODUCT MOMENT CORRELATION WAS USED TO DETERMINE THE CORRELATION BETWEEN 
THE VARIABLES. RESULTS OF THE STUDY REVEALED THAT THERE WAS A POSITIVE 
CORRELATION BETWEEN SELF-ESTEEM AND LEARNING VOCABULARY. BUT THERE WASN'T 
ANY SIGNIFICANT RELATIONSHIP BETWEEN GENDER AND LEARNING VOCABULARY. 
PROVIDING A POSITIVE LEARNING ENVIRONMENT IN EFL CLASSROOM TO FOSTER SELF-
ESTEEM WAS RECOMMENDED AND LOW EFL SELF-ESTEEM STUDENTS WERE SUGGESTED TO 
BE TRAINED TO OVERCOME THEIR NEGATIVE FEELINGS AND LOOK POSITIVELY AT THEIR 
CAPABILITIES. 
 
KEY TERMS: VOCABULARY, SELF-ESTEEM, GENDER.  
 

Introduction  

Nowadays, learning English has become a necessity all over the world. 
English is the most common language that is widely used. No doubt, learning 
English requires mastering language skills and sub skills like: listening, speaking, reading, writing, 
vocabulary and grammar. In learning a foreign language, vocabulary plays an important role. It is one 
element that links the four skills of speaking, listening, reading and writing all together. In order to 
communicate well in a foreign language, students should acquire an adequate number of words and 
should know how to use them accurately. 

     Vocabulary is one of the most important aspects of language. It is central to language and is of great 
importance to language learners. Also In recent years, second language vocabulary acquisition has been 
an increasingly interesting topic of discussion for researchers, teachers, curriculum designers, theorists 
and others involved in second language learning. All sees vocabulary as being a very important element 
in language. 

     Since vocabulary is an essential feature of language learning, such as listening, speaking, reading, and 
writing, there is a need for students to be aware of useful ways which can help them learn and recall new 
vocabulary items more effectively. Although it is not clear which strategy is the best one for learning 
vocabulary, it is possible to find out which ones are more or less effective. So because of the importance of 
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the vocabulary in learning English in this research the researcher intends to investigate the relationship 
between self-esteem and gender in learning vocabulary of EFL learners. 
     Some studies (Gardner and Lambert, 1972; Nogueras & Rosa, 1996; He, 1996) found that self-esteem is 
a very important factor in second/ foreign language success. It is a requisite for successful language 
learning. Therefore, if students lack the confidence in their abilities and feel unable to do certain tasks, 
they will not be able to learn SL/FL successfully. Students with low self-esteem have negative attitudes 
such as worthlessness and uselessness about themselves therefore they do not focus on learning (He, 
1996; Stevick, 1990; Brown, 2000). 
In Iran, English language education is considered especially important for experts of the other fields. The 
problem is that students who have received several years of formal English instruction frequently face 
difficulties to use the language, whether in the spoken or written form in some situation this is maybe 
because of the lack of adequate vocabulary or lack of self-esteem. As we observe in the schools and 
institute most of the learners Learn vocabularies in non-meaningful way without using them in the class 
or elsewhere .This problem take place because of the many reasons and these reasons may be internal or 
external for example maybe they are related to the personality of the learner or the environment of 
learning. For example most of the students that participate in the class or another situation out of the class 
during the discussion or when a question is asked from them although they know the words but they 
can't use them and this maybe because of the anxiety or the lack of self-esteem or the fear of risk-taking. 
And because of the importance of the vocabularies in the learning English in this research researcher 
want investigate the relationship between self-esteem and gender in learning vocabulary in order to if 
they are related to each other help the students an teacher by increase self-esteem and to help learners to 
learn more vocabulary in meaningful way in order to communicate better. 
    The aim of this research was to examine the effectiveness of self-esteem and gender in learning 
vocabulary. The objectives were as follows:  
1. To measure the correlation between self-esteem and learning vocabulary of Iranian EFL students. 2) To 
identify the difference between gender and learning vocabulary of Iranian EFL students. And the main 
questions of this research were:  a) is there a significant relationship between self-esteem and learning 
vocabulary of Iranian EFL students. b) Is there a significant difference between gender and learning 
vocabulary of Iranian EFL students? 

 

Literature review 
     A brief look at the history of L2 acquisition in the last three decades helps us to see the major issues in 
vocabulary acquisition. In the last three decades, vocabulary constituted an important part of L2 teaching 
and learning. The researchers have focused their attention on vocabulary in the procedure which 
second/foreign language learners optimize their vocabulary knowledge. In such way, after a long time of 
neglect, as Stern (1983, as cited in Fazeli 2012) mentions vocabulary acquisition had been curiously and 
unjustly neglected. Vocabulary is now recognized as central to second/foreign language acquisition 
process (Laufer, 1997). 
     What are Vocabulary learning strategies? according to Ellis (1999) vocabulary learning strategies are 
“specific strategies for learning vocabulary” Accordingly, we admit that vocabulary learning strategies 
are one aspect of the overall learning strategies and Learning strategies are techniques, approach or 
deliberate actions that students take in order to facilitate the learning, recall of both linguistic and content 
area information (Chamot, 1987). 
     A study conducted by Mizumoto (2012) in Kansai University of Japan. In this study he examined the 
effects of self-efficacy on language learning strategies by focusing on vocabulary learning strategies. A 
group of 281 EFL learners from two universities participated in the study. They completed the 
Vocabulary Size Test (Nation & Beglar, 2007), questionnaires on self-efficacy, and an open-ended 
question about their use of vocabulary learning strategies. The learners were divided into three groups 
based on their responses to the self-efficacy questionnaire. The effect of self-efficacy was then examined 
by utilizing text mining. The results show that the effects of self-efficacy were observed in the 
participants’ open-ended responses. It also became clear that those with high self-efficacy were active 
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users of vocabulary learning strategies, they employed deep strategies, and they were metacognitively 
superior to participants with medium and low efficiency. Those with medium self-efficacy were also 
active users of vocabulary learning strategies, but they used shallow strategies compared with the high 
self-efficiency group. Those with low self-efficacy tended to be passive users of vocabulary learning 
strategies. 

     Another study similar to Mizumuto's study conducted in Iran by Heidari et al (2012). In this study the 
researchers explore the relationship between Iranian EFL juniors’ self-efficacy beliefs and their employed 
vocabulary learning strategies. The participants were 50 juniors studying English Translation at 
University of Sistan & Baluchestan. The self-efficacy and vocabulary learning strategies questionnaires 
were administered to identify the students’ self-efficacy beliefs and their vocabulary learning strategies. 
The obtained results revealed that students had rather high level of self-efficacy and that self-efficacy was 
significantly positively related to their use of the four subcategories of vocabulary learning strategies in 
general and the use of memory strategies in particular. Highly self-efficacious students reported 
significantly more use of vocabulary strategies than those with low self-efficacy. 

 Self-esteem 

      Self-esteem is a basic need in human life. Branden (2001) defined it as "the experience of being 
competent to cope with the basic challenges of life and being worthy of happiness it consists of self-
efficacy....and self-respect" (p.252). Self-esteem has multi-dimensions which are: situational self-esteem 

which means a specific situation such as foreign language context, global self-esteem which means 
general assessment a person makes of one's self and task self-esteem that means a particular task within a 
situation e.g., writing in an EFL context (Brown, 2000). 

Research on self-esteem and second language acquisition has shown that it is an important affective 
variable in successful second language acquisition. 
     A lot of studies have been carried out on the effects of self-esteem on language learning in general 
terms (Kamarzarrin, 1994; Demo & Parker, 1987; Khodadad, 2003, among others). These studies reveal 
that the role of self-esteem as a psychological variable in language learning has been underestimated. 
Demo and Parker (1987) believe that in real situations both self-esteem and language learning are 
interacting variables, in the sense that language learning can affect the degree of self-esteem and vice 
versa; that is to say, by strengthening one, the other factor will be strengthened. 
     In other word research has shown that L2 learners who feel good about themselves are more likely to 
succeed. Holly (1987), for example, compiled a summary of many studies and pointed out that most of 
these studies indicated that self-esteem was the result rather than the cause of academic achievement. The 
results of studies done by Watkins et al (1991) also showed that self-esteem appeared to be an important 
variable in second language acquisition. 
     Another study with mater of investigating the relationship between self-esteem and listening 
comprehension of EFL students had been done by Hayati and Ostadian (2008) in Shahid Tondgouyan 
Petroleum University of Abadan, Iran, showed that Self-esteem plays an important role in the Iranian 
EFL learners’ listening comprehension. And also Self-esteem has a more important role to play in 
females’ listening comprehension than males’. This may be due to the fact that females are more affected 
by psychological affairs in language learning than males.  
 
Methodology 

Participants 
     The participants of the study were 50 male and female students. They were at intermediate level of 
language proficiency. And the study was conducted in an institute in Kerman.  
 
 
Instruments 
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     To investigate the relationship between self-esteem, anxiety, risk-taking and learning vocabulary three 
instruments were going to use. The first one was questionnaire of self-esteem by Hyde (1979) and the 
second one was anxiety questioner by. Kun-huei Wu (2010). The third one was risk taking questioner by 

Stephen D. Luft and Ohio State University (2007) and a vocabulary test.  The researcher chose the 
vocabulary test from the teacher's book of the students. Then twenty vocabulary items was given to 
participants. 
 
Data collection procedures 
     The 50 students were asked to answer the questioners which rate each item on a 5-point scale, from 
“strongly agree” to “strongly disagree. The questioner included three parts: first one was anxiety 
questioner, second one was risk taking and the third one was self-esteem questioner that the last one was 
divided in to three part: situational, global and overall self-esteem, then a vocabulary test with twenty 
items (multiple choice questions) was given to them with their final test.  
 
Data analysis procedures 
     The data of the present study was quantitative data and the results of the tests had been analyzed by 
using descriptive statistics in order to find the relationship between variables.  
 

Results 

Descriptive Statistics of Variables 
The descriptive statistics of the variables have been presented in table1. 
Table1.  Descriptive Statistics of  Variables 

 
N Range Minimum Maximum Mean 

Std. 
Deviation Variance 

Overall Self-Esteem 50 198.00 96.00 294.00 212.9200 42.75743 1828.198 
Global Self-Esteem 50 76.00 24.00 100.00 70.5400 16.76514 281.070 
Task Self-Esteem 50 60.00 35.00 95.00 68.9400 13.25944 175.813 
Situational Self-
Esteem 

50 62.00 37.00 99.00 72.6000 14.58403 212.694 

Vocabulary 50 14.00 4.00 18.00 11.4800 3.62103 13.112 
Valid N (list wise) 50       

 
Overall Self-Esteem 

Among 50 participants of the present investigation, the minimum score obtained on overall self-esteem 
was 96, and the maximum score was 294. The histogram is presented below: 
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Figure1. Descriptive Statistics of Overall Self-Esteem 
 
 
Vocabulary 
Among 50 participants of the present investigation, the minimum score obtained on vocabulary was 4, 
and the maximum score was 18. The histogram is presented below: 
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Figure 2. Descriptive Statistics of Vocabulary 
 
Gender 
Out of 50 participants of the present investigation, 24 people (48%) were male and the remaining 26 (52%) 
were female (Table 4.2 and Figure 4.9). 
 
Table 2. Gender 

 Frequency Percent Valid Percent Cumulative Percent 

Valid Male 24 48.0 48.0 48.0 

Female 26 52.0 52.0 100.0 

Total 50 100.0 100.0  
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Figure 3. The Frequency of the  Participants’ Gender 
 
The Overall Self-Esteem in Relation with Vocabulary Learning 

In order to answer the first research question regarding the relationship between overall self-esteem and 
learning vocabulary in EFL, a Pearson Product-Moment Correlation was conducted (Table 3). 
 
 
Table 3. The Overall Self-Esteem in Relation with Vocabulary Learning 

 Overall Self-Esteem Vocabulary 

Overall Self-Esteem Pearson Correlation 1 .557** 

Sig. (2-tailed)  .000 

N 50 50 

Vocabulary Pearson Correlation .557** 1 

Sig. (2-tailed) .000  

N 50 50 

**. Correlation is significant at the 0.01 level (2-tailed). 
 
The analysis of the data shows that Pearson correlation coefficient between overall self-esteem and 

learning vocabulary is .557 with the P-value of 0.000 which is less than the significant level of 

. Therefore, it can be concluded that there is a significant relationship between overall self-esteem and 

05.0
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learning vocabulary (Table .3). Moreover, according to correlation coefficient which is positive and the 
gradient of the fit line in Figure 4. the relationship between overall self-esteem and learning vocabulary is 
positive (r = .557). Additionally, as 31 percent of the variability between the variables is common (

)31.02 R , 31 percent of the variability of the students’ vocabulary learning can be explained by their 

overall self-esteem.  

 
Figure 4. The Overall Self-Esteem in Relation with Vocabulary Learning  
 
 
Differences Regarding the Variables of the Present Study 
In order to answer the second research question regarding gender differences in the variables of the 
present investigation, two Independent-Samples t-tests were launched (Table 4.). 
According to the results (Table 4.), since the P-value is not less than the significant level of .05 in any case, 
it can be concluded that there is not any significant difference between males and females regarding the 
variables of the present investigation. The boxplot is also presented (Figure 4.). 
 
 
Table 4. Gender Differences Regarding the Variables of the Present Study 

 Gender 
N Mean 

Std. 
Deviation t df Sig. 

Overall Self-Esteem Male 24 216.5417 32.91620    
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Female 26 209.5769 50.61871 .571 48 .570 

Global Self-Esteem Male 24 71.7500 13.49799    

Female 26 69.4231 19.50830 .486 48 .629 

Task Self=Esteem Male 24 70.0833 11.11566    

Female 26 67.8846 15.11642 .582 48 .563 

Situational Self-Esteem Male 24 74.7917 13.50034    

Female 26 70.5769 15.50270 1.021 48 .312 

Vocabulary Male 24 11.9167 3.43785    

Female 26 11.0769 3.80445 .816 48 .418 

 

Discussion and Conclusion  

     The descriptive statistics of the participants' scores on self-esteem, and vocabulary in regard the first 
research question which was if there is any significant relationship between self-esteem and learning 
vocabulary in EFL learners? The analysis of data Showed that there is a significant and positive relationship 
between overall self-esteem and learning vocabulary.            
     Regarding the second research question which was supposed to find out if there is any significant 
relationship between genders and learning vocabulary in EFL, the analysis of data signified there wasn't any 
significant difference between males and females regarding the variables of the present investigation. 
     The study can be valuable to teachers and learners. Learners can get more familiar with the affective 
factors like self-esteem and as they learn a foreign language, teachers can be trained in learning factors and 
teaching them appropriately to the learners and also the institutes can apply them in order to help their 
learners to gain a better quality in their vocabulary learning styles. 
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ABSTRACT 

THIS STUDY AIMED AT INVESTIGATING THE RELATIONSHIP BETWEEN IRANIAN EFL 
LEARNERS’ SELF-ESTEEM AND COHESION, GRAMMATICAL ACCURACY, AND USE OF 
PERSONAL PRONOUNS IN THEIR WRITINGS. THE PARTICIPANTS WERE SIXTY STUDENTS (35 
MALE AND 45 FEMALE) OF ENGLISH AS A FOREIGN LANGUAGE (EFL) AT ISLAMIC AZAD 
UNIVERSITY, TABRIZ, IRAN. THE DATA WERE COLLECTED BY ADMINISTERING COPPERSMITH 
SELF-ESTEEM QUESTIONNAIRE AND HEATON’S PICTURE DESCRIPT6ION TASKS. PEARSON 
COEFFICIENT WAS USED TO EXAMINE THE SIGNIFICANCE OF CORRELATION BETWEEN THE 
RESEARCH VARIABLES. THE RESULTS OF THE DATA ANALYSIS SHOWED A POSITIVE 
CORRELATION BETWEEN SELF- ESTEEM AND GRAMMATICAL ACCURACY AND ALSO 
COHESION IN THE PARTICIPANT’S WRITINGS. IT WAS FURTHER FOUND THAT FIRST PERSON 
PRONOUNS WERE NOT USED BY ANY OF THE PARTICIPANTS IN THEIR WRITINGS, THUS, THE 
RELATIONSHIP BETWEEN SELF-ESTEEM AND USE OF PERSONAL PRONOUNS COULD NOT BE 
EXAMINED . 

1. Introduction 

The world is changing very fast and as a result, there are a lot of challenge struggles, and problems for all 
age groups to overcome. In recent years, the importance of affective factors like anxiety, inhibition, 
motivation and self-esteem has been of interest in humanistic and educational settings. 

Baumeister, Campbell, Krueger and Vohs (2003) asserted that in the 1970s, it might seem possible to claim  
that self-esteem had a causal effect on every aspect of human life, and by the 1980s, the California 
government might well have been persuaded that finding a task force to increase the self-esteem of 
Californians would ultimately produce a very big  financial return because reducing welfare dependency, 
unwanted pregnancy, school failure, crime, drug addiction, and other problems would save large 
amounts of tax payers’ money. However, as Marx, Freud, and other outstanding theorists could state if 
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they were alive today, even the most elegant and convincing theories about human behavior do not 
generally receive empirical support from all aspects. So it is evident that not all the excessive claims of the 
self-esteem are supported. 

 The theories and ideas related to human behaviors and affective factors are effective in the educational 
contexts, as well. This fact is more influential in the field of language learning especially learning a 
foreign or a second language. Oneof the most outstanding affective variable is self-esteem. Self-esteem is 
regarded as a crucial factor in personal happiness and effective functioning. People want and need high 
self-esteem to overcome their problems effectively, to feel better, and to reach personal goals. Scholars 
believe that any normal child can learn a first language. However, when it comes to the learning of 
foreign languages, especially at the later stage, there are factors which can either inhibit or enhance the 
process of learning. These factors can be cognitive, affective, biological and socio-cultural variables (Stern, 
1983). 

 In this regard, Wells and Marwell (1976) asserted that self-esteem is considered a central concept in the 
literature of the social sciences from William James’ pioneer work in 1890 up to now; since then 
thousands of studies have reported the influence of self-esteem on human behavior. Feelings of 
inadequacy, a sense of unworthiness, increased anxiety, depression, suicide, child abuse, mental 
disorders and other negative phenomena have been closely related to lack of self-esteem (Skager&Kerst 
1989). 

 As mentioned earlier, it is evident that self-esteem is effective in all aspects of life, especially in learning. 
Learning English involves challenges and risk-taking; so to cope with these a learner needs to esteem 
himself/herself positively. Around this issue, Brown (2000) maintained that "no successful activity can 
occur without some degree of self-esteem" (p.145). Further, Branden (1994) stated that "the value of self-
esteem lies not in the fact that it allows us to feel better but that it allows us to live better, to respond to 
challenges and opportunities" (p.5). 

Considering affective factors during learning can be helpful in foreign language learning contexts. 
Learning a foreign language includes mastery of four skills among which the writing skill seems to be 
more challenging and demanding for EFL learners. Writing is an interactive skill between the reader and 
the writer. It is considered a complex process because it goes through different stages (i.e., prewriting, 
writing and editing) to reach its final format. Moreover, it involves mental processes, thinking and 
rethinking to produce sentences. However, writing is usually defined as products (essays, formal reports, 
letters …etc.). When it is defined as a process, the other involved aspects are usually ignored, such as 
grammar, punctuation, sentence structure, organization and so on. Therefore, it can be argued that 
writing is the process that includes several subcomponents. According to Pawlikowska-Smith (2002) they 
include "…awareness and knowledge of audience, purpose of writing, prewriting activities, organizing, 
drafting, collaborating, revising, features of written products and types of written products" (p.45). 

Arnold (1999) claimed that recent years have seen the growth of interest in affective factors, which 
influence the process of language learning in different ways. These may have facilitating or inhibiting 
nature and can often determine the outcome of this process. Learners’ self-concept - their perception of 
themselves, what they see when they look "inside"-and their self-esteem– their evaluation of this self-
concept and their affective experience of it- are closely related to their learning.  

There are many definitions of the term self-esteem. For example, Coopersmith (1967, as cited in Karacan, 
2009) who is one of the pioneers of self-esteem research defined it as "an attitude of approval or 
disapproval and indicates the extent to which the individual believes himself to be capable, significant, 
successful, and worthy" (p.11). 
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The literature on self-esteem and ideas of different scholars support the notion of self-esteem as a concept 
that explains a person’s ability to adapt to the environment. As a result, the individuals' internal and 
personal balance and stability is directly related to their emotions, social relationships, and behaviors. 

Low self-esteem is one of the problems that can be easilynoted in poor and unproductive spoken or 
written communication (Fassl&Beirne, 1995, as cited in Al-Hattab, 2006). In English classes it can be 
simply noticed that students' compositions are similar and copies of each other because they prefer 
memorizing sentences instead of writing their own ones. They may think that their writings lead to what 
is beyond words and can reveal their characters and language skills. Trembley (1993) maintained that the 
roots of students' fear go deep when the topic is composition.  

He later asserted that "writers will succeed or fail in direct correlation to what is happening to their self-
esteem in the context of writing instruction" (p.5). It is believed that English writing of Iranian EFL 
learners is generally poor; it can be due to the lack of confidence in their writing proficiency and low self- 
esteem. The present thesis attempts to investigate self-esteem in Iranian EFL learners’ writing texts. 

The main purpose of this study is to examine the relationship between EFL learner’s self-esteem, and 
cohesion, grammatical accuracy, and use of personal pronouns in their written discourse and to find out 
whether self-confidence can influence the EFL learners writings or not. 

The present study attempts to answer the following research questions: 

 1. Is there any relationship between Iranian intermediate EFL learners’ self-esteem and the cohesion in 
their written discourse?  

2. Is there any relationship between Iranian intermediate EFL learners' self-esteem and the grammatical 
accuracy in their written discourse? 

3. Is there any relationship between Iranian intermediate EFL learners' self-esteem and the use of personal 
pronoun in their written discourse? 

Based on the research questions the following null hypotheses are developed: 

1. There is no relationship between Iranian intermediate EFL learners' self-esteem, and cohesion of their 
written discourse.                 

2. There is no relationship between Iranian intermediate EFL learners' self-esteem, and the lexical 
accuracy of their written discourse. 

3. There is no relationship between Iranian intermediate EFL learners' self-esteem and the use of personal 
pronoun in their written. 

 

2. Review of the literature 

A large number of studies have suggested that learning, in general, cannot be achieved without careful 
consideration of psychological factors. One of the strongest research topic in psychology is Self –esteem. 
Researchers have studied self-esteem on different factors. 

 In all educational environments, students get different grades. Some believe that they get either higher or 
lower grades than expected to. Most of these problems are closely related to psychological factors out of 
which self-esteem is an overwhelming issue that has determining effects on language learning. Therefore, 
the significance of self-esteem as a central factor affecting motivation should not be underestimated. It 
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could be claimed that no activity will be carried out successfully without self-esteem. This is most vital in 
language learning environments.  

Fahim and Khojaste Rad (2011) made an attempt to understand the relationship between self-esteem and 
paragraph writing of Iranian EFL learners. The study was conducted on both Iranian male and female 
senior EFL learners studying at Tonekabon and Lahijan Azad Universities. First of all, the TOEFL test 
among 80 students was administered. Then, the Self-esteem Coopersmith inventory was given to the 
same subjects, after that the researcher asked them to write three different kinds of paragraphs in three 
forms namely; descriptive, comparison/contrast and cause/effect. However, the last two stages were 
conducted in one session by a week interval. Finally, in order to come up with the result, the correlation 
related to the four questions was measured, and the results of the calculation of correlation coefficient 
showed a correlation between variables of each question. Based on the above-mentioned results the null 
hypotheses of this study were all rejected. 

Hayati and Ostadian (2008) aimed at investigating the relationship between self-esteem and listening 
comprehension of EFL students. Students’ English language listening comprehension scores were 
calculated using a model test of TOEFL, including 34 audio conversations and 34 written form tests, and 
their self-esteem was estimated through Coopersmith (1967)’s questionnaire. The results revealed that the 
students' listening comprehension was significantly affected by their self-esteem; that is, self-esteem as a 
psychological factor had a positive effect on students’ listening comprehension. 

A lot of studies have been carried out on the effects of self-esteem on language learning in general terms. 
These studies revealed that the role of self-esteem as a psychological variable in language learning has 
been underestimated. Demo and Parker (1987) believed that in real situations both self-esteem and 
language learning are interacting variables, that language learning can affect the degree of self-esteem 
and vice versa; much better understood, by strengthening one, the other factor will be strengthened. 

More recent studies have yielded similar conclusions. Using standard achievement tests, Davies and 
Brember (1999) found significant though weak positive relationships between self-esteem and academic 
performance in a large British sample .Kugle, Clements, and Powell (1983) proved that scores on a 
reading achievement test correlated with level of self-esteem. 

As already noted, people with high self-esteem seem to have high intelligences although there is no 
relationship between self-esteem and scores on objective IQ tests (Gabriel, Critelli&Ee, 1994). Simon and 
Simon (1975) pinpointed scores on self-esteem to be correlated significantly with scores on academic 
achievement tests and also with IQ test scores.Teachers, parents, and others might observe that high self-
esteem and good school performance go together and infer that self-esteem plays a causal role. 
Concerning the relationship between self-esteem and academic achievement, D'Amico and Cardaci (2003) 
explored the correlation among three variables; self-efficacy, self-esteem and scholastic achievement. 
Students' achievement scores were used and self-efficacy and self-esteem scales were administered to the 
participants as well.  Findings revealed that self-efficacy scores had correlation with students' 
achievement while self-esteem scores had not. 

This study also differentiated between self-efficacy and self-esteem although it centered on the 
correspondence between them. The scale of self-efficacy measured only three factors which are linguistic-
literacy, logical- mathematical and technical practice. This may be the reason for different results in the 
two scales and why self-efficacy displayed a correlation while self-esteem did not.  

  A similar study was conducted by Schnee (1972). He investigated the relationship between self-esteem 
and both achievement and I.Q. The researcher used Stanford Achievement Tests and the Otis-Lennon 
Mental Abilities Test. Also, Coopersmith Self-esteem Inventory was administered to the fifth graders, 
while a comparable test was developed by the author for the eighth graders. Findings revealed that I.Q. 
significantly correlated with the achievement tests for the fifth graders but not with self-esteem. Self-
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esteem positively correlated with reading achievement and not I.Q. Concerning the eighth graders, I.Q. 
correlated with only two of the math subtests and self-esteem correlated with none. In general, results 
indicated that I.Q. and self-esteem are not correlated. But self-esteem positively correlated with some of 
the subject matters. 

     In Daniel and King's study (1995), the correlation appeared between different aspects of self-esteem 
and academic achievement. A standardized achievement test and Self-esteem Index were administered to 
the participants. The instrument of self-esteem included; family acceptance, academic competence, peer 
popularity and personal security. All subscale scores correlated significantly with students' achievement 
but peer popularity did not. Daniel and King's study emphasized on the necessity of integrating self-
esteem and academic achievement within learning experiences. 

Seyhan (2000) identified the effect of self-esteem, anxiety and motivationon the oral communicative 
ability of German and Japanese university students inCalifornia. By comparing the effects of 
thosevariables the researcher found out that self-esteem strongly affects oralcommunication. 

Some research has been reported on the relationship between self-esteem and academic achievement 
among the students in Iran. Emamzadeh (2004) conducted a research in order to compare the social skills 
and self-esteem and academic achievement among 261 students (male and female) in Orumieyeh city. 
Self Esteem test and Mathmatics test were utilized and the result showed that there was no significant 
relationship between self-esteem and academic achievement. 

A recent Meta-analytic study by PourSina (2003, as cited in Naderi, et.al.2009) reported differing results. 
This research, entitled "the analysis of self-esteem depression and academic achievement of male students 
in Tehran" included secondary school students. CooperSmith's self-esteem test was used for data 
collection andCumulative Grade Point Average (CGPA) for the academic achievement. The result 
showed that there was a significant difference among the students.  

In another investigation, Amini (2004, as cited in Ahmad, Zed, Ullah& Ali, 2013) conducted a research in 
order to examine the role of self-efficiency and self-esteem in high school students’ academic 
achievement. The results revealed both positive and significant relationship between self-esteem and 
academic achievement. 

Additionally, Mefteh (2002) also conducted the same study on 378 students (male and female) in 
secondary school based on randomly sample through CooperSmith's self-esteem questionnaire. This 
research demonstrated that there is a significant relationship between self-esteem and the students’ 
CGPA. 

NaderiRohani, Tengku, Aizan and Kumar (2009) examined self-esteem, gender and academic 
achievement. Participants completed the Persian version of the Rosenberg Self- Esteem Scale (RSES). The 
RSES questionnaire included 10 items. Data were analyzed and the findings from this study indicated 
that although self-esteem indicated a strong significant relationship on academic achievement when 
gender was controlled, there was no relationship between self-esteem and academic achievement. In 
other words, a significant difference between gender and self-esteem was observed. 

The review of literature discovered that many researchers have found that there is a relationship between 
self-esteem and academic performance in college students. The majority of the studies conducted on this 
topic have used White college students as the subjects of their research. However, the data pertaining to 
African American college students’ self-esteem and its relationship to academic performance has been 
conflicting. Research has proven that African Americans students have generally been found to have 
equal or higher self-esteem than White students, even though there is a reported gap in academic 
performance. Literature has revealed that the paradox of high self-esteem and lower academic 
performance in African American students can be attributed to negative stigmas that may exist about the 
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intellectual ability of African Americans. Though there are numerous studies regarding the relationship 
of self-esteem and academic performance, this researcher found very little research that has been 
performed to ascertain if a relationship exist between self-esteem and academic success in African 
American engineering students.  

Research also suggests a reciprocal process whereby academic accomplishments foster self-esteem, and 
high self-esteem, in turn, facilitates academic achievement (Purkey, 1970). A large body of research exists 
that support the relationship between high self-esteem and academic achievement in school aged 
children.  

Several recent studies have aimed at investigating the direct relationship between self – esteem and 
academic achievement. According to the studies (Pullmann&Allik, 2008) low general self-esteem does not 
necessarily point to a poor academic achievement. Their result shows that low (not high) general self-
esteem is a significant predictor of superior school performance.  

However, there have also been conflicting reports ranging from null to positive and negative 
relationships between self-esteem and academic achievement that have been documented in the 
literature. Yogev and Ilan (1987) produced a conflicting report that self-esteem was generally not related 
to educational aspirations, but the relationship was important to some student’s feelings of competence.  

Studies examining self-esteem’s impact on African American student academic achievement have 
presented conflicting results. It has been proven that there is a visible gap in African American and White 
student academic performance and some researchers have proposed that a failure to achieve 
academically may be a function of negative self-concept (Mayo-Booker, 1996). There are studies that have 
found little to no relationship between self-esteem and academic success in African American students 
(Van Laar, 2000). 

Robins, Tracy, Trzesniewski and Gosling (2001) examined the relation between self-esteem and the Big 
Five personality dimensions. They found that high self-esteem individuals were emotionally stable, 
extraverted, and conscientious and were somewhat agreeable and open to experience. Despite an 
extensive search for potential mediators and moderators of this general pattern, the relations between 
self-esteem and the big five largely cut across age, sex, social class, ethnicity, and nationality (United 
States vs non-United States). High self-esteem individuals tended to ascribe socially desirable traits to 
themselves, and this tendency partially mediated relations between the big five dimensions and self-
esteem.  

Koosha, Ketabi, and Kassaian (2011) investigated the relationship between self-esteem, age and gender on 
the one hand and speaking skills on the other hand. Using a modified version of Farhady, et al.’s scale 
(1995) the five sub skills of vocabulary, structure, pronunciation, fluency and comprehensibility were 
measured.  Moreover, two raters evaluated participants’ speaking ability at the end of the required course 
(Oral Production of Short Stories). The Sorensen’s (2005) questionnaire for measuring self-esteem containing 
50 items was also administered to the participants. The result showed a significant relationship between 
self-esteem and speaking skill with fluency exerting the most influence. There was also a reverse 
relationship between age and speaking skills. Concerning the relationship between gender and speaking 
skills, no statistically significant relationship was found.  

In a study by Viale, Heaven and Parrochi (2005) the possible relationship between self-esteem and 
academic achievementin high ability students was investigated. They asserted that Educators regard the 
relationship between self-esteem and academic achievement as a well-established fact. This belief has 
been often invoked in order to argue against the provision of ability grouping for gifted students. This 
research examined the relationship between self-esteem and academic achievement in 65 high-ability 
secondary students and a sample was drawn from a longitudinal study of over 900 students. The research 
showed that there were no differences in measured self-esteem between the gifted and non-gifted 
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students. More contentiously, though, the research found no correlation between self-esteem and 
academic achievement for the gifted group. 

Bachman and O'Malley (1986) examined longitudinal data utilizing a priori model relating self-esteem 
and achievement that focused on the influence of self-esteem at high school on the educational 
achievement of young males. High school self-esteem was found to exert no significant causal influence 
on educational achievement. Another study has shown no significant relationship existed between self-
esteem and achievement analyzed data (Maruyama et al., 1981) was longitudinal, thereby allowing better 
specification of interrelations between self-esteem and achievement. This study revealed that self-esteem 
and achievement were not “causally” related to each other. 

According to all mentioned above, Teachers, parents, and others might recognize the important role of 
self- esteem in their children’s’ lives. They must be able to observe that high self-esteem and good school 
performance go together and infer that self-esteem plays a causal role.  

The significance of this study appears in its attempt to help EFL learners to be aware of their needs and 
the factors that affect learning and Help them to recognize the role of self-esteem in stimulating or 
hindering their English writing achievement. 

3. Method 

3.1 Participants 

The initial sample consisted of 90 male and female B.A learners of Tabriz Azad University who were 
Majoring in Teaching English as a Foreign Language (TEFL). In order to test and verify the homogeneity 
of the participants, the researcher utilized Preliminary English Test (PET), as a standard proficiency test. 
The results were analyzed and the means and standard deviations were calculated. 60 participants, 
whose scores were one standard deviation above and below the mean score, were selected as the 
participants of the study. 

3.2 Data collection instruments 

In the present study three instruments were used to collect data. The first instrument was Preliminary 
English Test (PET), which is CambridgeEnglish for Speakers of Other Languages (ESOL) exam for 
intermediate level learners. 

        This test consisted of three main parts: Reading, Writing and Listening. The first section was a test of 
reading including 5 parts and 35 items. The second section was a writing test consisting of 3 parts with 8 
questions; part 1 was a grammar transformation task; in part 2 the candidates were required to write a 
short informal letter (about 35-45 words); and in part 3, they were required to write a story or an informal 
letter of about 100 words. And the third section was a listening test including 4 parts with 25 items. The 
total score for the mentioned three sections was 85. 

 The second instrument used in this study was Coopersmith (1967)’s standardized questionnaire 
of self-esteem, including 58 questions with 2 options (yes or no) for each question. It was presented in 
Persian to avoid any confusion for the learners. In this questionnaire 8 questions (6,13, 20,27,34,41,48,55) 
were "lie detector" type; that is to say, if a participant got more than four scores from these eight 
questions, this would show that the test had low reliability and the participant tried to show himself 
better than what he was in nature. But the scoring way of other questions 
(2,4,5,10,11,18,19,21,23,24,28,30,32,35,36,47,45,57) was different; for yes answers the participant received 
one score and for no answers they got no scores. The rest of questions were scored reversely. Therefore, 
the minimum score that could be obtained from this questionnaire was zero and the maximum score for a 
participant was 50. 
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As this questionnaire involved two choices in answering each question, its reliability was examined by 
Kuder-Richardson reliability coefficient. The obtained reliability was 0.69 which was acceptable. 
Moreover, the validity in this questionnaire which was face validity was detected by consulting two 
professors. 

The third instrument was a picture description test (beginners' composition writing through pictures) 
from Heaton’s book. This instrument included six pictures and the participants were requested to write a 
description about each picture. The participants wereasked to write 5 sentences for each of the pictures. 

3.3 Data collection procedures 

This study consisted of a pilot study and a main study. Before collecting the data, the homogeneity of the 
participants was verified. To this end, PET test was administered among 90 B.A students in Tabriz Azad 
University who were majoring in TEFL. Based on the obtained results from this test, it became clear that 
60 of the learners could be considered in the same level of language proficiency and they were classified 
as intermediate language learners. 

In the pilot study, 30 learners were selected to fill out the Coopersmith’sself-esteem questionnaire and 
complete Heaton's picture description by writing a description for each of the six pictures in it. The 
reliability of Coopersmith’s self-esteem questionnaire was examined by Kuder-Richardson reliability 
coefficient. The estimated reliability was 0.69. In addition, the reliability (which was inter-rater reliability) 
of the picture description used for writing part was examined through calculating the correlation 
between two scores given to the written texts by two teachers. These scores were given initially by the 
first teacher who was the researcher herself to the collected texts from participants and then the same 
texts were asked to be corrected by another teacher; after calculating the correlation between two sets of 
scores, it became clear that these scores were correlated and had acceptable reliability. 

In the main study, the revised questionnaires were distributed among 60 B.A learners in Tabriz Azad 
University; also they were also asked to complete the writing task in which they had to look at six 
pictures given to them and write a description for each of the pictures. 

After collecting the written texts, the researcher was supposed to correct these texts in terms of their 
cohesion, grammatical accuracy and use of personal pronouns. Correction of these texts revealed that 
personal pronouns were not used by any of the participants.In order to score the cohesion and accuracy, 
the researcher used a writing scale based on analytical writing scale developed by the Hungarian School-
leaving English Examination Reform Project and Scoring Profile of Jacob, Zingraf, Wormuth, Hartfield 
and Hughey (1981) and Wang and Liao (2008). 

Correcting and scoring the written texts can be done by examining every T-unit (Terminable unit) in 
texts. The term T-unit was coined by Kellogg Hunt in 1965. It is defined as the "shortest grammatically 
allowable sentences into which writing can be split or minimally terminable unit." Often, but not always, 
a T-unit is a sentence. More technically, a T-unit is a dominant clause and its dependent clauses; as Hunt 
(1965) said, it is "one main clause with all subordinate clauses attached to it" (p.20). T-units are often used 
in the analysis of written and spoken discourse, such as in studies on errors in second language writing.  

For the actual scoring in this thesis the scores of grammatical accuracy and cohesion were considered 
between1 to 5; this scale was based on Scoring Profile of Jacob, et.al. Considering grammatical accuracy, 
score 1 was for the texts with no assessable language and score 5 demonstrated few inaccuracies that do 
not hinder communication. As for cohesion, score 1 was for the texts with no assessable language and 
score 5 demonstrated cohesive on both sentence and paragraph level. The participants’ scores fall in the 
range betwee 1 to 5. 

http://en.wikipedia.org/wiki/Sentence_%28linguistics%29
http://en.wikipedia.org/wiki/Clause
http://en.wikipedia.org/wiki/Discourse
http://en.wikipedia.org/wiki/Second_language
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After collecting data, Pearson correlation coefficient was administered to analyze the data and answer the 
research questions to find out the relationship between Iranian intermediate EFL Learner’s self-esteem, 
and cohesion, grammatical accuracy, and use of personal pronouns in their written discourse.  

4. Results 

4.1. Distribution of self-esteem among the participants of this study 

According to the self-esteem rating scale that is based on Coppersmith's self-esteem questionnaire, the 
participants who gained the score 26 and scores less than this, are classified as having low self-esteem, the 
participants with the scores between 27-43 are in average level and scores more than 44 are related to 
highly self-esteemed participants. Table 4.1 illustrates the descriptive statistics of self-esteem in this 
study. Accordingly, the mean score of self-esteem is 25.63, the standard deviation is 2.91 and the 
skewedness is 0.09. The minimum score is 21 and the maximum score is 31. Consequently, as the mean 
score of self-esteem of the participants is 25.63, it can be argued that the learners of this research are in 
low level of self-esteem.  

Table 1   Distribution of self-esteem 

Self-esteem 

N Valid 60 

 Missing 0 

Mean 25.6333 

Std. Deviation 2.91674 

Skewness .097 

Std. Error of Skewness .309 

Range 10.00 

Minimum 21.00 

Maximum 31.00 
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Figure 1   Distribution of self-esteem 

 

 

4.1.2. Distribution of grammatical accuracy of participants 

Table 4.2shows that the mean score of grammatical accuracy is 3.41 with the standard deviation of 0.71 
and skewedness of 0.82. The minimum score is 1 and the maximum score is 5. 

  

Table2   Distribution of grammatical accuracy 

Grammatical Accuracy 

N Valid 60 

Missing 0 

Mean 3.4167 

Std. Deviation .71997 

Skewness -.825 

Std. Error of Skewness .309 

Range 4.00 

Minimum 1.00 

Maximum 5.00 
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Figure2   Distribution of grammatical accuracy 

 

4.2.Distribution of cohesion of participants 

Table 4.3shows that the mean score of cohesion is 2.58 with the standard deviation of 1.25 and 
skewedness of 0.008. The minimum score is 1 and the maximum score is 5. 

 

Table 3   Distribution of cohesion 

Cohesion 

N Valid 60 

Missing 0 

Mean 2.5833 

Std. Deviation 1.25268 

Skewness -.008 

Std. Error of Skewness .309 

Range 4.00 

Minimum 1.00 

Maximum 5.00 
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Figure 3   Distribution of cohesion 

 

4.3. Testing the research hypotheses 

In order to examine the relationship between self-esteem and cohesion, grammatical accuracy and use of 
personal pronouns in the students' written discourse in this thesis, the researcher examined the null 
hypotheses which have been developed on the basis of research questions. The rejection of null 
hypotheses provides a positive answer to the research questions. The level of significance for the rejection 
of the null hypotheses in this study is 0.05. In the following sections the hypotheses are examined one 
after the other. As, self-esteem, cohesion, grammatical accuracy and use of personal pronoun are 
quantitative variables, for estimating the correlation between the variables Pearson correlation coefficient 
is administered.  

4.4. There is no relationship between Iranian intermediate EFL learners' self-esteem, and cohesion of 
their written discourse. 

Considering the results from Pearson correlation test table 4.4 displays that r= 0.25 and the significance 
level is 0.04 and as it is less than 0.05 it can be argued that there is a positive relationship between two 
variables of self-esteem and cohesion. 

The null hypothesis about the relationship between Iranian intermediate EFL learners' self-esteem, and 
cohesion of their written discourse was rejected, that is to say, the results show that there is a relationship 
between learners' self-esteem and cohesion of their written discourse. 

 

Table 4 Correlation between self-esteem and cohesion. 

Correlations 

  cohesion 
Self-

esteem 

C Pearson 
Correlation 

1 .259(*) 

Sig. (2-tailed) . .046 

N 60 60 
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Self-esteem Pearson 
Correlation 

.259(*) 1 

Sig. (2-tailed) .046 . 

N 60 60 

 

4.5. There is no relationship between Iranian intermediate EFL learners' self-esteem, and the 
grammatical accuracy of their written discourse. 

Based on the obtained findings, the null hypothesis about relationship between Iranian intermediate EFL 
learners' self-esteem, and grammatical accuracy of their written discourse was rejected, that is to say, the 
results show that there is a relationship between learners' self-esteem and grammatical accuracy of their 
written discourse. Results from Pearson correlation coefficient test in table 4.5demonstrate that r= 0.27 
and the significance level is 0.03 and as it is less than 0.05 it can be argued that there is a direct and weak 
relationship between two variables of self-esteem and grammatical accuracy. 

 

Table 5 Correlation between self-esteem and grammatical accuracy. 

Correlations 

  

Grammati
cal 

accuracy 
Self-

esteem 

G.A Pearson 
Correlation 

1 .276(*) 

Sig. (2-tailed) . .033 

N 60 60 

Self-esteem Pearson 
Correlation 

.276(*) 1 

Sig. (2-tailed) .033 . 

N 60 60 

 

4.6. There is no relationship between Iranian intermediate EFL learners' self-esteem and the use of 
personal pronoun in their written. 

After collecting and examining the writing texts (picture descriptions), it became clear that personal 
pronouns were not used by any of the participants. As a result, the relationship between intermediate 
EFL learners' self-esteem and the use of personal pronouns in their written could not be examined. 

Learning a second or foreign language is one the most advantageous and demanding features of modern 
lives. Recently the number of people who are trying to learn another language especially English 
language is growing rapidly. Considering the act of language learning many scholars have found out that 
there are many different factors affecting the language learning process. Generally, these factors have 
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been divided into two major groups of cognitive and affective factors. Most of the educators have seen 
that learners who are cognitively ready to learn are not prepared affectively. Therefore, emphasizing the 
affective variables is very vital for learning foreign language. One of the most outstanding affective 
aspects is self-esteem. Self-esteem is an extremely popular construct within the field of psychology and 
has been related to virtually every other psychological concept or domain. The relationship between self-
esteem and academic achievement is one that is regarded by many educators as a well-established fact.  

The domain of this research can be regarded as affective domain.  It was conducted by the aim of 
investigating the relationship between self-esteem and cohesion, grammatical accuracy and the use of 
personal pronouns among intermediate EFL learners in Tabriz Azad University. 

The degree of self-esteem among the participants in this research was estimated by Coopersmith’s (1967) 
questionnaire; in this questionnaire the maximum score that could be received was 50 (based on the 
Coopersmith's rating scale); however, the resulted mean score of participants was 25.63, which clarified 
that the EFL learners of this research had very low self- esteem. Among the participants, the maximum 
score of self-esteem questionnaire was 31. The obtained results showed that the participants of this study 
who are EFL leaners do not have high self-esteem; it can be inferred that these learners may not be able to 
gain academic achievements especially writing skill which was the subject of this thesis. 

       In this regard, Lim, Saulsman and Nathan (2005) stated that self-esteem refers to how we view and 
think about ourselves, and the value that we place on ourselves as a person. Low self-esteem is having a 
generally negative overall opinion of oneself, judging or evaluating oneself negatively, and placing a 
general negative value on oneself as a person. Low self-esteem can have a negative impact on a person 
(self-criticism and high distress) and a negative impact on their life (work, education, relationships, 
recreation time, and self-care). Similarly, it can affect a person’s performance at work or at school. They 
might consistently achieve less than they are able to because they believe they are less capable than 
others. They might work and study extremely hard and push themselves to do more because they believe 
they need to make up for, or cover up, their lack of skill. On the other hand, Karacan (2009) believed that 
people with high self-esteem differ from low self-esteem people as they concentrate their positive aspects 
of self; being brighter, more attractive, or more skillful. Low self-esteem people do not appreciate their 
core worth and realize what is right about them; hence, self-acceptance is blocked.  

This thesis attempts to provide answers to three research questions; the first question investigates the 
relationship between self-esteem and cohesion in written discourse. The second question investigates the 
relationship between self-esteem and grammatical accuracy in written discourse.The third question 
investigates the relationship between self-esteem and use of personal pronouns in written discourse. 
After examining the texts it became clear that none of the participants had used personal pronouns in the 
writings. As a result, this question could not be analyzed. 

There are many studies that have examined the relationship between self-esteem and academic 
achievement and also relationship between self-esteem and writing. In a study conducted by Al-Hattab 
(2006) that aimed at investigating the correlation between self-esteem and English writing achievement of 
EFL third-year secondary Saudi students, the outcomes showed that participants had average self-esteem 
in general, and self-esteem was one of the drives that affected one's English writing achievement. He also 
concluded that Saudi third-year secondary students' English writing level was low in general, and it 
should be given a serious consideration. 

Gheedj (2010) investigated the relationship between personality type, test anxiety, self-esteem and 
academic achievement, which was measured by the students Grade Point Average (GPA). The study was 
conducted at a university in Indiana using undergraduate students. He administered a scale from the 
MBTI to determine personality types (introvert or extrovert), also Rosenberg’s 10 - item scale for self-
esteem, and Spielberger’s test anxiety inventory. The hypothesis was that extraverts who had a higher 
self-esteem, and low test anxiety would have better success with academic achievement than those who 
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were introverts with low self-esteem and high test anxiety. The findings showed that there was no 
significant relationship between personality type, test anxiety, self-esteem and academic achievement. 

Moqbel (2006, as cited in Bagheri& Faghih, 2012) investigated the relation between self-esteem and 
writing. A questionnaire of self-esteem including 3 sections and English writing achievement test were 
administered to 81 students. Pearson coefficient correlation was used to show the correlation. The results 
indicated that there was a positive relation between self-esteem and writing in general.  

Hikson (2011) conducted a similar study to investigate the relationship between self-esteem and students’ 
reading ability. The researcher aimed at exploring the correlation between self-esteem and various 
aspects of a students’ school success. The research described both positive and negative effects of self-
esteem issues. The study presented ways to increase or improve the level of self-esteem in students. The 
results of the study showed that there was a correlation between the self-esteem of students and their 
reading ability, reading level, and academic achievement. 

 As the study shows, based on the relationship between self- esteem and grammatical accuracy,  
and cohesion it should be said if teachers are given more guidance regarding their own behaviors and 
attitudes to boost students’ self-esteem that of course at the same time is a motivate for developing  their 
writing skills including cohesion. The more they feel secured in class the more they are encouraged to 
participate in writing activities. Furthermore, teachers are required to develop great willingness to 
appreciate students’ efforts in the process of writing grammar  because it helps, if they show any kind of 
progress in the course of their  writing, and brings them a high level of self- esteem, as well. Programs can 
be arranged to enhance teachers’ abilities to positively interact with students to individualize and utilize 
a wide variety of teaching methods; to invite collaborative assistance which can positively impact on 
students’ achievement from the first day of their grammar writing course. Based on these findings, EFL 
grammar writing instructors are encouraged to teach students how to reflect upon their own leaning.  
The way a student feels about himself affect, and is affected by, how he or she writes considering 
grammar and cohesion. Therefore, as it is found in this research  the positive relationship of self-esteem 
and grammatical accuracy and cohesion  we can also add this fact that teachers by providing students 
with regular writing instructions and students' everyday practice on grammatical writing-which starts 
from a mini-story to a long essay can expect their self-esteem and self-value; their belief in their 
capabilities will increase  and turn them into students that now with support of their self-esteem whom 
are able to write very well.  

Generally, the results of this study revealed that there was a positive relationship between self-esteem 
and cohesion and grammatical accuracy in the participants’ writings. Accordingly, it can be argued that 
self-esteemed learners can perform better in academic field related to their writing skills; these learners 
can produce written texts that are cohesive and grammatically accurate. As a result, teacher can use the 
results of this thesis as one way to improve learners' writing skill by increasing and paying attention to 
their self-esteem. In addition, the findings of this thesis emphasized the influential role of affective factors 
in learning a foreign language and improving writing skill. 

5. Conclusion 

In order to test the first hypothesis, the researcher measured the correlation between the scores on the 
Coppersmith's self-esteem inventory and the scores on text cohesion. The results showed that there was a 
significant positive relationship between self- esteem and cohesion scores by utilizing Pearson coefficient 
correlation. There was a relationship between self-esteem and the cohesion writing scores. Therefore, the 
first hypothesis was accepted. Regarding the second hypothesis, the researcher found a significant 
positive relationship between the scores of self-esteem and grammatical accuracy score by using Pearson 
correlation. Thus, the second hypothesis was also accepted. Considering the third hypothesis, as there 
were no personal pronouns used by the participants, this hypothesis was not examined. 
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Based on the above mentioned findings, it can be concluded that there is a positive relationship between 
self-esteem and text cohesion and also there is a relationship between self-esteem and grammatical 
accuracy of written texts of EFL learners who participated in this thesis. 
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ABSTRACT   
THE PRESENT STUDY INVESTIGATED THE EFFECTS OF CHATTING ON INCREASING IRANIAN 
ENGLISH STUDENTS' INTRINSIC MOTIVATION TOWARD LEARNING SPEAKING ENGLISH. THIS 
STUDY ALSO AIMED TO EXAMINE THE MOTIVATING FACTORS IN CHATTING FROM 
PARTICIPANTS' POINT OF VIEW AND IT ALSO INVESTIGATED THE BEST MOTIVATION RAISING 
CHAT TOPICS. TO FULFILL THE OBJECTIVES OF THE STUDY, 24 MALE AND FEMALE BA 
ENGLISH STUDENTS FROM AZAD UNIVERSITY, ABADAN, IRAN WERE SELECTED AS THE 
PARTICIPANTS OF THE STUDY. DÖRNYEI (2010) ENGLISH LEARNER QUESTIONNAIRE (PART 1) 
WAS DISTRIBUTED AMONG THEM.   AFTER FILLING OUT THE QUESTIONNAIRE, THE 
RESEARCHER HELD AN INTERVIEW WITH THE PARTICIPANTS OVER THEIR MOTIVATION IN 
LEARNING ENGLISH AS A WHOLE AND SPEAKING ENGLISH IN PARTICULAR. AFTERWARD, 
THEY WERE ASKED TO SPEND 3 MONTHS CHATTING WITH NATIVE SPEAKERS ON WHAT'S 
APP. AFTER 3 MONTHS CHATTING WITH NATIVES, ANOTHER INTERVIEW WAS HELD TO 
CHECK THE PARTICIPANTS' MOTIVATION AND SPEAKING SKILL. THE ENGLISH LEARNER 
QUESTIONNAIRE WAS ALSO DISTRIBUTED AMONG THEM AGAIN AND FINALLY, THE 
COLLECTED DATA WERE ANALYZED. PAIRED SAMPLE T-TEST WAS RUN TO COMPARE THE 
PARTICIPANTS' SCORES BEFORE THE TREATMENT AND AFTER THE TREATMENT. THE RESULTS 
INDICATED THAT CHATTING WAS EFFECTIVE TO INCREASE PARTICIPANTS' INTRINSIC 
MOTIVATION TOWARD SPEAKING ENGLISH. THE STUDY ALSO FOLLOWED A QUALITATIVE 
CONTENT ANALYSIS METHOD TO CODE THE DATA EXTRACTED FROM THE INTERVIEWS; THIS 
TYPE OF DATA WERE CATEGORIZED BASED ON PARTICIPANTS' VIEWS. RESULTS OF 
QUALITATIVE DATA SHOWED THAT TOPICS LIKE: IMPROVING ENGLISH ACHIEVEMENT, 
TYPING SKILL IMPROVEMENT, SELF-CONFIDENCE IMPROVEMENT AND FAMILIARIZING WITH 
TARGET CULTURE WERE THE MOST MOTIVATING FACTORS FOR THE PARTICIPANTS TO CHAT. 
FINDINGS ALSO INDICATED THAT MALE RESPONDENTS TENDED TO CHAT WITH NATIVE 
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SPEAKERS ON TOPICS LIKE FOOTBALL, FINDING JOB, BUSINESS, TRAVELLING ABROAD, AND 
POLITICAL ISSUES AND FEMALE PARTICIPANTS DISCUSSED MORE ON COSMETIC SURGERY, 
MARRIAGE, FASHION AND MAKE-UP.  

KEY WORDS: CHAT, SOCIAL NETWORK, INTRINSIC MOTIVATION, SPEAKING SKILL. 

1. Introduction  
For most people, the ability to speak a foreign language is synonymous with knowing that language 
because speech is the basic means of human communication for them. English learners no longer enjoy 
the traditional approaches that their teachers apply in the classrooms to on develop their English 
proficiency level. Today, teachers are expected to familiarize their students with the advantages of the 
technology in improving their language learning. 
To help EFL students gain more self-confidence in speaking English, technological tools can be applied to 
possibly solve the problems. Related studies about Synchronous Computer-Mediated Communication 
(SCMC) in language classroom suggest that online chatting, which is a kind of SCMC, can motivate 
students to produce language in real-time (Yuan, 2003).  
SCMC is a real-time communication via a computer network. Online chatting is a kind of SCMC that is 
available on the Internet where users around the world communicate in real-time (Almeida d'Eç, 2003; 
Böhlke, 2003). Kitade (2000) states that online chatting could promote self-correction while chatting. The 
conversations in chat rooms allow students to scroll back and rethink what had been discussed and 
reformulate their own conversations before posting it into the chat rooms. Chatting is an instrument to 
encourage students to produce language. Online chatting is a technological tool that occurs in real-time 
and allows the users to use spoken language in the same manner as face-to-face interactions. This study 
uses it to improve EFL students speaking skill and to encourage them to produce and learn language in a 
positive learning environment.  
Gaining proficiency in speaking skill has always been a great point of concern for potential EFL 
communicators. This need is now more concrete than any time before. In face-to-face communication 
contexts, plenty of such factors as anxiety, shyness and not being enough proficient are demotivating and 
inhibit the individuals to communicate with native-speakers. Along with the emergence of the virtual 
world, the cyber space, where you can stay anonymous and yet express yourself in the most 
comprehensive way, this problem has been fairly solved. Online learning can facilitate learning new 
languages; Ally (2008) defines online learning as the use of the Internet to access learning materials, to 
interact with the content, instructor, and other learners, to obtain support during the learning process in 
order to acquire knowledge, to construct personal meaning, and to grow from the learning experience. 
Kern, Ware and Warschauer (2008) state that those students who can converse in spontaneous online chat 
discussions, for example, should have an easier time contributing to the ongoing flow of a face-to-face 
conversation. It is believed that online learning can increase the learners' motivation and it is also a useful 
method to improve English language proficiency.   
    
2. Review of the Literature  
2.1. Social Networking  
The idea of “Social Networking” has existed for several decades as a way for people to communicate in 
society and build relationships with others (Coyle & Vaughn, 2008). With the increase of technology used 
for communicating with others and the popularity of the Internet, “Social Networking” has become an 
activity that is done primarily on the Internet, with sites like MySpace, Facebook, Bebo, Friendster, and 
Xanga (Coyle & Vaughn, 2008). Social networking sites (SNS) may be defined as: "Web-based services 
that allow individuals to (1) construct a public or semi-public profile within a bounded system, (2) 
articulate a list of other users with whom they share a connection, and (3) view and traverse their list of 
connections and those made by others within the system" (Boyd & Ellison, 2007, p. 1).  
"Social networking sites allow users to create user-generated content that is highly dynamic and 
changeable and is mainly characterized by the emphasis on community and collaboration" (Arnold & 
Paulus, 2010, p. 188). Indeed, they often contain individual profile pages that help identify the author of 
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the posts and tools, such as blogs, chats and discussion forums that enhance cooperation between the 
peers.  
Some well-known social networking sites are Facebook, Twitter, My- Space, YouTube, SlideShare and 
Flickr and social bookmarking sites, such as Delicious, all of which provide a vehicle for collaboration for 
educational and non-educational purposes worldwide. 
The mentioned social networking sites have some benefits for example, Facebook has been found to 
promote socio-pragmatic competence (Blattner & Ellison, 2009) and to facilitate problem-solving and peer 
support (Minocha, 2009) and the Ning site, to encourage student engagement, learning ownership and 
collaboration with students and professionals (Brady, Kevin, Holcomb, Smith, 2010). Blogs and wikis 
have been found to help in student socialization, collaborative learning, teamwork and peer-to-peer 
support and feedback and, thus, they benefit students through idea sharing, which helps in 
understanding course concepts (Minocha, 2009). Further advantages derived from the use of social 
networking sites include a sense of achievement and encouraging improvement, as the writing that is 
carried out is directed at an audience (Minocha, 2009).  
Computer-mediated communication (CMC) was reported in numbers of previous study that it is a benefit 
to language learning in many ways: it facilitates communication (Cooper & Selfe, 1990), facilitate social 
learning (Barker & Kemp, 1990), promote egalitarian class structures (Sproull & Kiesler, 1991), reduce 
anxiety (Kern, 1995), and develop the writing/thinking connection and enhance student motivation 
(Warschauer, 1996). Also, the findings of   researches indicated that online chatting and synchronous 
CMC can facilitate the development of socio-linguistic and interactive competence (Kern, 1995). 
Kern (1995) studied the amounts of different discourse patterns and the characteristics of discourse for 
the networked computer mediated discussion compare to oral discussion. He reported that learners 
produced more turns and sentences and used a greater variety of discourse structures in the networked 
computer mediated communication than learners in the oral discussion did.                                                                            
Tudini (2003) examined open-ended conversations regarding a set topic between Italian NSs and NNSs in 
text chats. He discovered that speakers engaged in modified interaction, triggered mainly by lexical 
confusion, which could facilitate SLA. 
 
2.2. The Importance of Speaking   
Brumfit (1984) considered fluency as natural language use like the native speakers. That the ability one 
speaks fluently can sustain the speaker to produce continuous speech and meaning without 
comprehension difficulties for the listener. Richards (2006) argued the strand of fluency is a measurement 
of one’s communicative proficiency level. As a result, it is obvious that the speaking fluency is an 
important component of the communication competence. Hedge (2000) eventually put the fluency 
development into the criteria list of communicative competence for being a successful English speaker. 
Unlike the traditional grammar translation method, which is a structure-based teaching model pays 
attention on grammar structure rather than developing their listening and speaking skills. Instead, CLT 
requires the teachers to seek and present tasks for developing communicative skills. Richards (2006) 
maintained that the speaking fluency is developed by many variables: the interaction in problem solving 
tasks, the negotiation of meaning in pair work and the use of communication strategies. Regardless, Ellis 
and Sinclair (1989) advised the language learners are supposed not to make pauses, instead speaking 
meaningfully and naturally, with no excessive repetition. Whereas teacher’s role is to correct the students’ 
misunderstandings and guide them avoiding communication breakdowns (Richards, 2006).   
Based on Fillmore’s (1979) definition of speaking fluency: a) the ability to talk at length with few pauses; 
b) be able to produce sentences coherently, reasoned and semantically; c) have appropriate expressions in 
a wide range of contexts; d) language use should be creative and imaginative. Hedge (2000) further stated 
that speaking fluency is in line with: 1) the coherent response within the turns of communication; 2) 
appropriate use of linking different devices; 3) intelligible pronunciation and proper intonation. 
 
2.3. Motivation and Language Learning 

Motivation is a basic and essential part of learning (Brewer & Burgess, 2005). Gardner (1985) believed that 
with the intention of being motivated, the learner necessitates, requires, and needs to have something to 
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anticipate, foresee, expect and long for, a reason, principle, or rationale having to do with aim or target. 
There is also a concept in the field of motivation introduced by Ryan and Deci (2000) as Self-
Determination Theory; Ryan and Deci (2000) said that Self-Determination Theory categorizes and tells 
apart diverse types of motivation in accordance with the different rationales, causes, or targets which 
strengthen a deed or an achievement. 
      In proportion to this theory, the most fundamental difference is between intrinsic motivation and 
extrinsic motivation. Intrinsic motivation is the eagerness and interest to do and take part in some certain 
activities because an individual feels that they are attractive and pleasant. Students who have intrinsic 
motivation are inclined to stay with intricate and complicated problems and gain knowledge from their 
slips and mistakes (Walker, Greene, & Mansell, 2006). Besides, intrinsic motivation is essential and 
fundamental for the integration process through which elements of one’s accessible internal awareness 
and knowledge is assimilated or mixed with new knowledge. Extrinsic motivation, on the other hand, is 
the propensity to take part in activities because of the reasons which do not link to the activity. These 
reasons can be the anticipation of reward or punishment, like being successful in the exam or getting a 
good mark (Vansteenkiste, Lens, & Deci, 2006).   

 
3. Methodology  
3.1. Participants  

This work was carried out on 24 BA English students, from Azad University, Abadan, Iran. Their age 
range was 20 to 28. Twenty to twenty eight years old individuals were chosen because this age group is 
the most potential member of social network- What's App. The researchers selected all the participants 
non-randomly because they were available and they could contact them more easily. One of the 
requirements needed for English learners to be chosen as the participants of this study was their 
cooperation with the researchers and having What's App; they promised to cooperate well with the 
researchers. Gender variable was accounted for by dividing the participants by half as 12 males and 12 
females.  
 
3.2. Instrumentation  

The first instrument of this study was Dörnyei (2010) (part 1) English Learner Questionnaire, this 
questionnaire was used to help the researchers check the current participants' intrinsic motivation level. 
The questionnaire was a 6-linkert one: 1 to 6- Strongly Disagree (1), Disagree (2), Slightly Disagree (3), 
Slightly Agree (4), Agree (5), and Strongly Agree (6). 
The second instrument was an interview; after answering the questionnaire, the researchers held the 
interview with participants about their motivation in learning English. This interview contained 15 open-
ended questions. Three English Ph.D instructors confirmed the validity of the interview items. The 
purpose of interview was to measure both participants' intrinsic motivation and speaking ability. 
Chatting with native speakers was the treatment to elicit the needed data from the participants. The 
respondents were wanted to chat with natives for three months on What's App. It is worth noting that 
after the period of the treatment-chatting with natives- the mentioned questionnaire and interview were 
used again to help the researchers find the impact of chatting on improving the participants' intrinsic 
motivation and speaking skill.  
  
3.4. Procedure 
The data gathered and used in this study were both quantitative and qualitative by nature. The required 
data were collected through motivation questionnaire and interview. To collect these data, participants 
were provided with the motivation questionnaire to answer. After filling out the questionnaire, the 
researchers held the interview with the participants over their motivation in learning English as a whole 
and speaking English in particular. Afterward, they were asked to spend 3 months chatting with native 
speakers on What's app. Participants were required not to delete any message they received in chatting 
because the messages they received were crucially needed for finding the answers for the research 
questions. After this period of time, another interview about their motivation was conducted. The 
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mentioned questionnaire also was distributed among them again and the answers were compared and 
analyzed by SPSS software.  
 
3.5. Data Analysis  
The data which was collected through the motivation questionnaire were analyzed by using Paired 
Samples T-test to find the impact of chatting on the participants' intrinsic motivation. Regarding the 
collected data through holding interviews, first, the collected data were transcribed, and then they were 
categorized and finally analyzed qualitatively. The details of analyzing process and the results are 
reported in the next section. 
 
4.1. Results 
4.1 Quantitative Results  

Table 1 presents basic information about the pre-test and post-test scores of the participants in 
questionnaire and interview. 

Table 1. Descriptive Statistics of Pretest and Posttest of the Participants in Interview and Questionnaire 

 

  N Minimum Maximum Mean Std. Deviation 

Interview  
Pretest 24 12.0 18.0 14.4 1.64 

Posttest 24 15.0 20.0 17.3 1.52 

Questioner 
 

Pretest 24 1.36 1.95 1.6 .18 

Posttest 24 5.17 5.57 5.3 .11 

 
       Based on Table 1, the lowest score of the participants in the pre-test interview is 12; the highest is 18 
and the average is 14.4. As the above table shows, in post-test interview the lowest score is 15; the highest 
score is 20 and the average is 17.3. That means the treatment was very effective on the participants. The 
participants did better after the experiment.  
       Table 1 also indicates the scores of the participants in the motivation questionnaire (6-linkerts). The 
lowest score in pretest questionnaire is 1.36; the highest score is 1.95 and the average is 1.61. In posttest 
questionnaire the lowest score is 5.17; the highest score is 5.57 and the average is 5.35. This significant 
rising in scores implies that the treatment-chatting with natives- was effective in getting the learners 
intrinsically motivated toward speaking English. 

Table 2. The Interview Mean Scores in Pre-test and Post-test (Paired Samples T-test) 
 

           Mean     
             

           T               df Sig. (2-tailed) 

Posttest – Pretest 2.87 41.6 23 .000 

 

      According to the above table, T =41.6 with DF=23 and Sig=0.000 which is less than 0.05; meaning that 
there is a meaningful difference between pretest and posttest interview scores. Posttest average is 2.87 
units bigger than pretest average. 

 
 
 

Table 3. The Questionnaire Mean Scores in Pre-test and Post-test (Paired Samples T-test) 

 
Mean T df Sig. (2-tailed) 
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Posttest – Pretest 3.74107 84.9 23 .000 

 

        Based on the above table, T= 84.9, DF =23, (Sig. = 0.000) which is smaller than the  significance level 
set for the study (0.05) which means there is a significant difference between the pretest and posttest 
mean. Posttest average is 3.74107 units bigger than the pretest average. 

4.2. Qualitative Results  
 
Participants were interviewed; their responses were recorded and the collected data were analyzed 
qualitatively. According to the interview based data, four factors- improving English achievement, typing 
skills improvement, self-confidence improvement and familiarizing with target culture were the most 
motivating in chatting. The researchers also transcribed females' answers separately from the males'. 
Based on the responses that the participants produced, male respondents tended to chat with native 
speakers on topics like football, finding job, business, travelling abroad, and political issues. They claimed 
that the mentioned topics were very hot to discuss and most of the treatment time was spent on arguing 
these issues. On the other hand, female participants discussed more on cosmetic surgery, marriage, 
fashion and make-up. The details are reported in the discussion section. 
       It is worth noting that the students wanted to chat again in the next term because they enjoyed 
chatting. They wanted to chat with their friends in other social networks because they needed a friendly 
environment. One suggestion was that they need to use high speed Internet. Also, they suggested 
integrating the online chatting into all courses to reduce shyness when asking the teacher some questions. 
The results and discussions of the current study indicated that the EFL students could improve their 
speaking skills and they had positive opinions about using online chatting in language classrooms.   
……………………………………                                                                                                             

5. Discussion 

To discuss the results of the research, the research questions are referred to as follows: 
RQ 1. Does using text-chat raise BA English students' intrinsic motivation toward learning speaking 
skill?   

This study examined the effects of chatting through social networking on improving motivation and 
speaking English. After analyzing the data , the results showed that there was not a significant difference 
among students' performance in pre-test, but in contrast there was a significant difference between the 
results of pre-test and post-test. It could be also observed that participants got better scores and had 
better performance after the treatment. The outcomes additionally showed that chatting with natives 
improved the speaking skill of the respondents. The online chatting could encourage students to produce 
and practice language. The results showed that learning English is facilitated through social networking. 
In fact, chatting is beneficial to language learning, the results of this study confirm the outcomes of the 
previous empirical studies.  

The findings of the present study are in line with Chun's (2008) study. Chun (2008) illustrated that CMC 
is an effective medium for facilitating the acquisition of the discourse skills and interactive competence. 
He investigated the language production of first and second semester learners of German, and the results 
of his study showed that learners produced a wide range of discourse structures and speech acts, and 
that the learners interacted directly with each other with minimal pressure on response time and without 
the psychological pressure of making mistakes or looking foolish.  

   RQ 2. What are motivating factors in chatting from participants' point of view?  

For answering this question, the participants were interviewed; their responses were recorded and the 
collected data were analyzed qualitatively. Based on the results, four factors- improving English 
achievement, typing skills improvement, self-confidence improvement and familiarizing with target 
culture were the most motivating in chatting.  
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 For the advantages, the students believed that they could improve their language skills (vocabulary and 
grammatical knowledge, writing, speaking, and reading skills) and learn the target language more easily 
by chatting. They said that their typing skills and their self-confidence also improved. They also enjoyed 
their chatting experience. One participant said that "chatting can improve my general English so I can 
travel internationally". The results of the interview revealed that the students had positive opinions 
toward the advantages of using online chatting and thought they could use this to improve writing, 
reading, and speaking skills. They believed that they had more self-confidence in using and producing 
the language. They stated that chatting allowed them to participate equally in the conversations. They 
competed to produce language in chat rooms and they had more self-confidence to use English without 
shyness.  
They did believe that chatting can improve their typing skills. They also contested with their friends in 
typing quick responses. The other important factor which sparked the participants' motivation to chat 
with natives was the chance of getting familiar with a new culture. Some students found the target 
customs interesting. Although there were some differences between two cultures, some similarities were 
found based on participants' ideas. Participants claimed if societies cooperate based on their cultural 
similarities, they will live a happy life together. They said "Chatting with our NS partners was very 
stimulating. Our NS partners were very patient and were willing to help us out when we got stuck. We 
believe that chatting with NSs is a powerful way to learn English. We were exposed to authentic 
language use and a full range of conversation functions. When we wrote to our NS partners, we had to 
think carefully how to express ourselves appropriately so they understood us. Sometimes it was not easy 
for us but it was the best way we have ever learned to communicate with others in the target language". 
For the disadvantages of chatting, they said that they could not practice pronunciation and listening skills 
while chatting. Online chatting, specifically text-chatting, allows students to use spoken language by 
typing messages but it cannot replace the face-to-face interactions in terms of pronunciation and listening 
practices (Volle, 2005). However, the voice-chatting can be used to overcome this weak point of text-
chatting.                   
 
RQ 3. What can be the best motivation raising chat topics?  
After the researchers interviewed all participants, they transcribed their answers and categorized them. 
In fact, the researchers transcribed females' answers separately from the males'. Based on the responses 
that the participants produced, male respondents tended to chat with native speakers on topics like 
football, finding job, business, travelling abroad, and political issues. They claimed that the mentioned 
topics were very hot to discuss.  Male participants were interested to talk about sport because of its 
popularity. They were eager to chat about finding job because finding job is a nightmare for them and it 
is the most important issue for the young male people. They liked to gain much information about 
business since through business they can earn money and travel to other countries. Travelling to foreign 
countries was another motivation raising topic which they chat on a lot. They claimed that through 
travelling they can become familiar with different places, people and cultures. The last topic which the 
male respondents chat on a lot was political issues. As they said in the interview, they commented on 
presidents of two countries- Iran and England while chatting with each other; and they spoke about 
Middle East wars.                      .On the other hand, female participants discussed more on cosmetic 
surgery, marriage, fashion and make-up.  As beauty is a very important factor for women, they chat a lot 
on it. They talked about the advantages and disadvantages of the cosmetic surgery. Based on the 
interview, the Iranian female respondents were more determined to do plastic surgery than their British 
interlocutors. Marriage was another hot topic for females to express their ideas about it. Iranian female 
participants liked to marry soon then continue their education. They believed finding job is not very 
important for them but British participants had a tendency to remain single and be economically 
independent. Their education and finding job were priorities.   ..                                                                                                                                          
Fashion and make-up were other topics which tempted the female to deal with them. Young Iranian 
females believed that as a young person they have the right to wear modern clothes with world brands. 
But some social conventions restrict them and they are forcefully required to wear modestly. Tough to 
young British females, fashion was not as important as Iranian females they could freely wear what they 
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like. Regarding make-up, Iranian females spend more time wearing make-up.                                                                  
They said "discussion on the above-mentioned topics forced us to use certain vocabularies and phrases to 
get our ideas across to our partners. We enjoyed the discussions with our partners. We learned many new 
words and expressions from them because they were fluent in English. In our opinion, chatting is 
authentic and a true way to learn a foreign language". 

6. Conclusion 
The first conclusion to be drawn from this study is that chatting with native speakers is beneficial to 
university students. Chatting has positive effects on the speaking skill and intrinsic motivation of 
language learners. As motivation has been shown to play a significant role in students' achievement, 
techniques that focus on increasing students' motivation should be developed. Using chatting through 
the Internet for improving students' motivation and speaking fluency is also of great importance due to 
the opportunity that a chatting naturally gives to its users by combining speaking and writing (more 
specifically typing) so that all of them can express themselves and type their ideas at the same time 
without any interference and interruptions of others' speech. This is not possible in real classes since one 
cannot understand anything if all learners start talking and saying their ideas. 
 To put it in a nutshell, learning a language online is more attractive and useful for the students. Online 
chatting improves English learners' motivation and speaking skill; it attracts students' attention; it helps 
those introvert students to express their ideas without shyness. Chatting can enhance students' typing 
skill and self-confidence. Chatting through What's App should be integrated into curriculum due to the 
fact that it is familiar to the students. 
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ABSTRACT 

THE PRESENT STUDY INVESTIGATED THE STATUS OF HANDWRITING AND HANDWRITING 
INSTRUCTION IN IRANIAN ELT CONTEXT. TO FULFILL THE OBJECTIVES OF THE STUDY 80 EFL 
TEACHERS OF BOTH GENDERS, CURRENTLY TEACHING ENGLISH IN JUNIOR HIGH SCHOOLS 
THROUGHOUT KHUZESTAN PROVINCE, IRAN WERE SURVEYED ABOUT HANDWRITING AND 
HANDWRITING INSTRUCTION. A QUESTIONNAIRE WITH A TOTAL OF 38 ITEMS, DESIGNED 
BASED ON THE ONE USED BY GRAHAM, HARRIS, MASON, FINK-CHORZEMPA, MORAN, AND 
SADDLER (2008), WAS GIVEN TO THE PARTICIPANTS IN PERSON OR VIA EMAIL ATTACHMENT. 
AFTER GATHERING THE SUFFICIENT DATA, THEY WERE PROCESSED AND ENTERED ON THE 
COMPUTER, AND WITH THE HELP OF SPSS SOFTWARE THE STATISTICAL MEASURES WERE 
CALCULATED. OBTAINED RESULTS SHOWED THAT 96% OF PARTICIPATING TEACHERS 
AGREED THAT HANDWRITING IS AN IMPORTANT ISSUE IN ELT, ALTHOUGH 64% OF THEM 
REPORTED THAT THEY WERE NOT ADEQUATELY PREPARED TO TEACH IT. DESPITE THIS LACK 
OF FORMAL PREPARATION, THE MAJORITY OF TEACHERS USED SOME OF RECOMMENDED 
INSTRUCTIONAL PRACTICES FOR TEACHING HANDWRITING. TEACHERS' ASSESSMENT OF 
HANDWRITING, THEIR MISCONCEPTIONS ABOUT HANDWRITING ISSUES (E.G., 
HANDWRITING DIFFICULTIES), THEIR USE OF QUESTIONABLE PRACTICES AND TOTAL 
IGNORANCE OF CURSIVE HANDWRITING RAISED CONCERNS ABOUT THEIR HANDWRITING 
INSTRUCTION. 
 
KEY WORDS: HANDWRITING, HANDWRITING INSTRUCTION, CURSIVE HANDWRITING, 
MANUSCRIPT HANDWRITING. 
 
1. Introduction  
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Despite the widespread use of computers and computerized devices, legible and eye-catching 
handwriting remains an important skill that deserves greater attention from educators and teachers. 
People used to present themselves to others and even to the world through their handwriting and are 
inevitably judged by it. From our earliest school days, success and failure are often measured in terms of 
neat handwriting. Handwriting performance is emphasized in the elementary grades, and students with 
difficulty may have lowered self-esteem and frustration because they are unable to fully express their 
knowledge in written form. By the end of the elementary grades, handwriting skill becomes more 
important as the frequency of note taking, composition, and essay test increases (Carlson, McLaughlin, 
Derby, & Blecher, 2008; Cronhill, & Case-Smith, 1996). When a child with poor handwriting is given a 
writing assignment, he or she may produce an incomplete response or one that the teacher cannot read. 
Illegible handwriting can create a barrier to accomplishing other higher order skills such as spelling and 
story composition (Feder, 2007). 
Although there is an overall agreement among scholars interested in handwriting, saying that increasing 
grows of electronic typewriters and their marvelous power in saving time and energy is the main cause of 
handwriting death, Suddath (2009) looks at the issue from a different perspective. He believes that 
technology is only part of the reason because there are a few students in American high school using an 
in-class computer more than once a week, rather, testing and evaluation is more responsible. He claims 
that, "if something is not a test, it's viewed as a luxury" (p. 3). In other words, schools do not care how a 
student holds her pencil as long as she can read. He continued" don’t blame computers for my chicken 
scratch. A shift in educational priorities has left an entire generation of American with embarrassingly 
bad penmanship" (p. 3). 
Handwriting is often judged and seen as a reflection of an individual’s intelligence or capabilities as 
illustrated by several studies in which lower marks were consistently assigned to students with poor 
handwriting and higher marks given to those with legible handwriting despite similar content (Feder, 
2007; Graham, 2000; Suddath, 2009). In fact, it is common for students with poor handwriting to be 
mislabeled as lazy or lacking motivation, which causes further frustration and disappointment. A number 
of studies suggest that automatic handwriting is critical to the generation of thoughtful and well-
structured written text and has an impact not only on fluency but also on quality of writing (Graves, 1978; 
Medwell, Strand & Wray, 2007; Medwell & Wray, 2013). Automatic handwriting requires no cognitive 
attention, thus leaving more for the composition aspects of writing. Lack of automaticity in orthographic-
motor integration can seriously affect young children’s ability to express ideas in text (Graham, 1990).  
Whereas some studies have been done on handwriting in English language contexts (e.g., Graham et al., 
2008; Medweel et al., 2007), in Iranian EFL context, handwriting has not received the scholarly attention it 
merits. This study is a preliminary attempt to investigate the status of handwriting in an underexplored 
EFL setting, namely Iranian state schools. It seems that the necessity for teaching handwriting has been 
neglected in our English teaching pedagogy; in so doing we may have neglected a skill which makes a 
significant contribution to the composing, despite good evidence of its importance. The purpose of this 
study is to determine if EFL teachers feel that handwriting instruction is important, whether they teach it 
to their students, and how they teach it. It is also important to know if the teachers who do take time to 
teach handwriting to students have varying opinions on the impact handwriting has on students' writing 
scores when compared to the opinions of teachers who do not incorporate teaching handwriting into 
their instruction. As teachers’ beliefs and attitudes affect not only their teaching, but also suggesting 
significant implications for the implementation of educational innovations and teacher development 
(Jones & Christensen, 1999), research results can be used by educators in order to make informed 
decisions in relation to the importance of incorporating handwriting instruction into the curriculum. This 
study tried to answer the following questions: 
RQ 1. Do Iranian EFL teachers receive enough preparation on teaching handwriting in colleges, teacher 
training centers, and during in-service training programs? 

RQ 2. What are the teachers' attitudes and beliefs about handwriting, handwriting instruction, and 
students' handwriting? 
RQ 3. What are the preferable instructional procedures and practices, class organization, type of script 
taught, handwriting assessment, and sequence of teaching letters? 
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RQ 4. What adaptations and modifications do teachers make for students with poor handwriting? 

 
2. Review of the Literature  
2.1. The Importance of Handwriting 
It may seem less relevant that in a world dominated by technology and computerized writing devices, 
handwriting instruction and practice have been linked to better letter perception, reading fluency, and 
writing fluency- and ultimately to better writing proficiency (Suddath, 2009). There is an overall 
agreement among scholars, saying that, the loss of handwritten communication for its beauty, 
individualism, and intimacy is a disaster (Graham, 1990; Potter, 2012; Pressler, 2006). Each individual has 
consistent handwriting that is distinct from the handwriting of another individual. Though keyboarding 
is needed nowadays, the need for this skill should not influence an educator's decision to minimize or 
eliminate handwriting instruction.  
Suddath (2009, p. 3), gave an interesting example on the importance of handwriting and handwriting 
instruction, where he claimed that "physicians' illegible handwriting on charts and prescription pads 
causes thousands of death a year all over the world". The loss of handwriting can also be considerable 
from neurological point of view. It has been assumed that the neurological processes that direct thought 
through fingers, into written symbols are highly sophisticated ones (Pressler, 2006). 
 
2.2. Cursive vs. Manuscript Handwriting 
Before going delve into the issue, an understanding of the actual difference between manuscript 
(interchangeably referred as "print" in this study) and cursive handwriting will be helpful. The difference 
is not, to say in Nelson's terms "joining versus not joining, the difference between cursive and print styles 
lies in the movements used to create the forms" (Nelson, 2012, p. 5). Put in layman terms, the difference is 
in the production process. Nelson goes on to say that the type of handwriting form, cursive handwriting 
or manuscript printing taught in primary grades affects the young child’s level of ease in learning to 
write as well as the young child’s development of fluency. According to Seton (2012), cursive 
handwriting has several unique characteristics that differentiate it from manuscript printing. All single 
lowercase letters begin on the baseline and move upwards from left to right, and words written in 
uppercase letters move in a continuous left-to-right direction, starting on the baseline, continuing in a 
rhythmic pattern, and ending in a position that leads to the next word. Graham (1992) also noted that 
cursive handwriting can also be characterized by a continuous flow of precise, distally performed, and 
curved movements. The instructional manner in which a child learns to write, as well as the handwriting 
style, affects the way the child’s brain forms the neural connections for writing and reading (Seton, 2012).  
There is appropriately a bit of disagreement among educators about which form of handwriting should 
be given priority in primary schools. For example, having emphasized the handwriting instruction, 
Nelson (2012) criticized school policy makers as well as school curriculum designers for neglecting 
handwriting lessons in schools. In his point of view, cursive handwriting offers huge advantages over 
print for practical communication, in the way that "it fits the way our muscles work for fluent 
handwriting" (Nelson, 2012, p. 2). In the same way, Rose (2004) referred to students' interest in cursive 
handwriting at early grades and says" Cursive handwriting offers the same irresistible challenge to a 
grade school child as the stairs offer to our crawler. Actually, the challenge of cursive writing continues to 
entice people well beyond those early years"(p. 18). 
A great number of handwriting specialists doing research on teaching techniques for handwriting skills 
(Nelson, 2012; Nelson & Trafford, 2007; Potter, 2012; Rose, 2004; Seton, 2012; Walker, 1927) believed that 
cursive handwriting should be preceded to manuscript in handwriting instruction for the following 
advantages: a) Six controlled movements in different directions are required to produce legible lowercase 
print forms while these movements for producing cursive letters are three b) Cursive handwriting helps 
to reduce the likelihood of letter reversals, a common phenomenon among EFL students c) Cursive 
handwriting meets, what Seton (2012) called the primary purpose of handwriting: "to establish and 
reinforce automaticity of letter formation" (p. 14) d) During cursive handwriting, spelling is fixed more 
firmly in the mind if the word is formed in a continuous movement rather than a series of separate 
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strokes with the pencil lifted off the paper between each one e) Cursive writing makes a clear natural 
division between words, a problem always students deal with while writing manuscript.  
On the other hand, Genty and Graham (2010) preferred the manuscript over cursive in early stages and 
claimed that forming the manuscript alphabet helps students master the seemingly abstracts forms of 26 
uppercase and lowercase letters, punctuation marks, and numerals that they must decode while learning 
to read. They maintained that these printed lowercase and uppercase letters closely resemble the type 
used in students' books, which reinforce letter recognition. Debates on teaching cursive or manuscript 
handwriting to students in early stages continue to exist, especially after computer technology revealed 
the brain functions in these two styles of writing in relation to reading and writing skills.  
 
2.3. Teaching Letters 

It is rather clear that all the alphabet letters do not impose the same level of difficulty on beginner writers. 
In Graham et al. (2008) study, q, j, z, u, n, and k were the most difficult letters for students in grade1 
through 3. The most common uppercase or capital letters identified as problematic by teachers in this 
study were K , Y ,Z, W, R , M , F, and D. 
Another issue which is worth noting is spacing within and between words- a factor which influences the 
overall neatness and legibility of a text to a large extent. According to Graham and Perin (2007), in print 
writing the goal for spacing is to master start-point selection. The student needs to learn how to select 
start points that will keep letters close together within words and to space words apart. The concept of 
close together and far apart can be taught in the beginning with the relatively simple basic strokes. But in 
cursive writing, the spacing goal for cursive is to slide between letters. The students do not need to keep 
letters close together because the joining strokes make it easy to tell which letters is part of the word. 
 
2.4. Handwriting Difficulties  
Theoretically, handwriting difficulties may hamper children’s writing in several different ways. First, 
"having to consciously attend to transcription skills when writing may tax a child’s processing memory" 
(Berninger, 1999, p. 99), second, interfering with other writing processes, such as generating content or 
planning. For example, having to switch attention during writing to mechanical demands, such as having 
to think about how to spell a particular word, may lead the child to forget plans or ideas already held in 
working memory, influencing writing output (Wyse, Andrews, & Hoffman, 2010), and finally, 
"motivational difficulties experienced by children suffering prolonged failure may cause some students to 
give up on writing" (Wyse, et al., 2010, p. 198). 
 
3. Methodology  
3.1. Participants  

The participants in this study were 80 EFL teachers currently teaching English in junior high schools, 
selected by convenience throughout Khuzestan province. Ninety percent of the participating teachers 
indicated that their highest degree was a Bachelor degree, 9% had a Master's degree, 1% had a Post 
diploma degree, and nobody was teaching with a Doctoral degree. They were of both gender and most of 
them (61%) rated their language proficiency as good. Their age range was 23 to 49. 
 
3.2. Instrumentation  

The main instrument employed in this study was a questionnaire, designed by the researcher based on 
one used by Graham et al. (2008). It consisted of five sections with a total of 38 items: section A for 
demographic information (A1-7), this section collected demographic information about teachers, their 
teaching experience (i.e., number of years they spent teaching English), educational level, quality of their 
formal preparation for teaching handwriting, and composition of their classroom. Section B for teachers' 
beliefs about handwriting and handwriting instruction (B1-8), this included questions about who has 
better handwriting: boys or girls; right-handers or left-handers? Why children have difficulty with 
handwriting? What aspects of school performance (e.g., grades) and personal attributes (e.g., self-
concept) are influenced by handwriting difficulties? Section C dealt with teachers' attitude about teaching 
handwriting (C1-8), which assessed teachers’ attitudes about teaching handwriting, beliefs about the 
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quality of students’ handwriting, a comparison between teachers and student's handwriting in English 
and Persian and so forth. Section D included how teachers teach handwriting (D1-13), which asked 
teachers a variety of questions about how they teach handwriting. This included asking them to identify 
the type of script taught, how students were organized for instruction (i.e., whole class, small group, 
individual instruction, other), type of writing instruments, the sequence for teaching letters, and how 
handwriting performance was assessed. And, section E for modifications and adaptations teachers make 
for poor handwrites (E1), this included a checklist containing 10 items (e.g., allow students to dictate 
written assignments) as well as asking them to specify other modifications or adaptations they made. 
Because of the fundamental differences between our context and the one in which Graham et al. (2008) 
did their research (USA), some items were deleted (e.g., number of students receiving reduced cost lunch) 
and some added (e.g., comparison of teachers and students handwriting in English and Persian) as well. 
To make it easier to answer and avoid any probable ambiguities due to complexity of terms, the 
questionnaire was translated to Persian.                                                                                                                                          
To obtain the reliability of the questionnaire, test- retest method was applied. In so doing, the 
questionnaire was given to 15 teachers with a two-week interval. The raw scores of the completed 
questionnaires were given to SPSS and Spearman and Kendall s' tau-b correlation coefficient computed 
for ordinal and nominal data, respectively. The correlation coefficient was 0.786 for ordinal data and 0.771 
for nominal data, thus the questionnaire appeared to be of a moderately high reliability across 
administrations. As a further step toward questionnaire reliability, a correlation for each item was 
performed between test and retest, and for all the variables (i.e. questions), the correlation was significant. 
Additionally, to inspect the validity of the questionnaire, 10 teachers were orally interviewed with the 
same questions previously answered in the questionnaire sheet, in order to compare their answers to 
what they have already reported. In this phase, teachers on average, reported the same beliefs and 
attitudes toward handwriting and handwriting instruction, their use of instructional practices and 
procedures, as well as the adaptations and modifications they used to adopt for poor hand writers.                                                                                                      
                                                                                                    
Procedure 3.4 

To accomplish the objectives of this study, the 80 EFL teachers were given the questionnaire in person or 
via email attachment. In so doing, the researcher consulted the office of education in order to be able to 
get access to teachers' telephone number and address of their school. After calling teachers and getting 
their agreement to participate in the study, those who had an email address were sent the questionnaire 
with its instruction on how to answer it. The rest of teachers were visited at their schools or 
homes.………………………...                                                     
 
3.5. Data Analysis 
 After the teachers had completed the questionnaires, the data were processed and entered on the 
computer for data analysis. With the help of SPSS software, the statistical measures, such as Mean and 
Standard Deviations (SDs), Chi-Square, and T-test were calculated.                                                          
 
4. Results  
Teachers' Beliefs about Handwriting and Handwriting Instruction 
Teachers were asked to share their evaluations and beliefs about factors ranging from the importance of 
handwriting to the probable differences between students' handwriting in English and Persian. A 
summary of their responses to these questions are presented below. 
The Importance of Handwriting  
When asked about the importance of handwriting, teachers' responses showed that handwriting is an 
important pedagogical issue and deserves great attention. On a four-point scale (with a higher score 
representing greater importance), the mean score was 3.46 with a standard deviation .572. None of the 
participating teachers agreed that handwriting is not important at all. Only 3 teachers (4%), agreed (a 
score of 2) that handwriting is not so important. The rest (96%) (n=77) stated that handwriting is an 
important issue in ELT context. 
Formal Preparation  
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Teachers were also asked to say how much formal preparation on teaching handwriting they had 
received in the teacher education courses they took in college, teacher training centers, and in-service 
programs. The final findings showed that only 5% of participating teachers stated that their preparation 
was adequate, 31% noted that they received moderate preparation, and 64% reported that they were not 
adequately prepared to teach handwriting. 
Teachers' Interest in Teaching Handwriting 
Teachers were asked two separate questions that examined their attitudes toward teaching handwriting. 
They were asked whether they liked teaching handwriting and if they looked forward to teaching it on a 
5 point scale, with higher scores representing higher interest toward teaching handwriting. Ninety two 
percent of teachers were interested in teaching handwriting, 5% were neutral, and only 3% indicated their 
disagreement toward teaching handwriting to their students. 
Students' Handwriting  
With a five-point scale, ranging from weak (score 1) to excellent (score 5), teachers were asked to evaluate 
their students' handwriting regarding its legibility and speed. Results showed that teachers significantly 
judge their students' handwriting legibility and speed as inadequate (M=2.56, SD=.898 and P=.807 for 
students' handwriting legibility; M=2.48, SD= .912 and P=. 535 for students' handwriting speed). 
Teachers were also asked to compare students' handwriting in English and Persian regarding these two 
factors-legibility and speed. Thirty one percent of teachers said that no differences can be found between 
the quality of students' handwriting in two languages, 41% reported that their students' handwriting in 
English is slower than their handwriting speed in Persian, 18% stated that students' handwriting is less 
legible in English, 9% believed that their handwriting is both slower and less legible in English and, only 
1% said that the students' handwriting is more legible in English. Nobody believed that students' 
handwriting is faster in English. In another two questions, teachers were asked to identify the best hand 
writers. Five percent of the participating teachers thought that the handwriting of girls and boys does not 
differ, 72% of the remaining respondents believed that girls had better handwriting. A similar pattern 
occurred when teachers were asked to judge the handwriting of left- and right-handers. Seven percent 
thought there was no difference between the two groups, 65% of the remaining teachers indicated that 
right-handers were better. 
Teachers' Judgment of Their Own Handwriting 
Teachers were asked two questions which examined their beliefs about the quality of their own 
handwriting in English and Persian, using a five-point scale, ranging from poor (score 1) to excellent 
(score 5). Twenty one percent thought that their handwriting is average, 57% good, 19% very good, 3% 
excellent, and none of the teachers rated their handwriting as poor in English. Teachers rated their 
handwriting in Persian differently. Forty four percent rated their handwriting as good, 40% very good, 
10% average, 5% excellent, and one teacher thought that his handwriting is poor in Persian. Mean and 
standard deviation for their handwriting in Persian was 3.38 and .786 respectively. In the subsequent 
question, teachers were asked to identify the reason(s), if they thought that there is a significant difference 
between their handwriting in two languages. Thirty teachers (40%) did not respond to this question, 
indicating that their handwriting does not differ significantly in two languages. Most of the remaining 
teachers reported that lack of enough practice in English is the reason of superiority of their Persian 
handwriting. 
Handwriting Difficulties 

When teachers were asked to identify the most common handwriting problems experienced by their 
students, 72% of them noted problems with spacing between words, 62% reversals, 58% spacing within 
words, 36% overall neatness, 28% alignment of letters, and 29% letter formation. Uniformity of slant 
identified as a problem by 27%, letter size by 26%, posture by 24%, and writing too slow or too fast by 
15% of the participating teachers. The less common handwriting problem identified by teachers were 
paper placement (12%), writing too dark or too slight (12%), and handwriting grip (5%) (See Table 1). 
Table 1. Handwriting Problems Students Experienced 

Percent of students reported  Handwriting problems                                                                 

Spacing between words                 70% yes                                                                                 
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Reversals                                           62% yes 

Spacing within                                58 % yes 

Overall neatness                             36% yes 

Alignment of letters                       28% yes 

Letter formation                            27% yes 

Uniformity of slants                     25% yes 

Letter size                                      24% yes 

Writing too slow or to fast          24% yes 

Posture                                          22% yes 
 

Placement of paper                      17% yes 

Prints too dark or too slightly    12% yes 

Handwriting grip                        5% yes                                  

Difficult Letters  
Teachers were asked to write the most common lowercase and uppercase letters students had difficulty 
learning to write. The most common uppercase letters reported by teachers as problematic for students 
were, G (34%), N (27%), M (20%), E (17), S (17%), Y (15%), and Q (12%). None of the participating teachers 
in this study identified Z, J, V, and H as problematic letters. 
Table 2. The Most Difficult Uppercase and Lowercase Letters 

Percent of teachers identified it as difficult Letters 

          Uppercase letters 
G                                                                            34 % 
N                                                                            27 % 
M                                                                           20 % 
E                                                                            17 % 
S                                                                            17 % 

Y                                                                            15 % 
Q                                                                            12 % 

Lowercase letters 
a                                                                             47 % 
g                                                                             27 % 
q                                                                             27 % 
d                                                                             25 % 
b                                                                             20 % 
s                                                                              20 % 
r                                                                              18 % 

 

Consequences of Poor Handwriting 
When teachers were asked about the consequences of poor handwriting, more than half of the teachers 
(65%) noted that it has a negative effect on students' quality of writing, 57% its' effect on the students' 
self-esteem, 47% the negative attitude toward English, 42% impeding note taking, 35% negative effect on 
writing grade, 25% decrease in amount of writing, and only 4% noted that bad handwriting result in 
forming negative attitude toward school. 
Why Do Children Have Handwriting Difficulties? 
According to the participating teachers' responses, lack of motivation and general academic problems 
were the main reasons of handwriting difficulties (47% & 56% respectively). Approximately, one out of 
four teachers indicated that motor problems, low IQ, and visual perceptual problems are the causes of 
poor handwriting among Iranian EFL beginner students, and 28 (35%) teachers referred to the negative 
attitude toward English as the main reason of students' handwriting difficulties (See Table 3).  
 
 
Table 3. Teachers’ Beliefs about Handwriting and Handwriting Instruction 
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             Topic                                                                         Score                               

 
The importance of handwriting                                                                                               3.46 (SD=.572) 
Formal preparation to teach handwriting                                                                                2.12(SD = .960) 
Attitudes about handwriting and handwriting instruction 
I like to teach handwriting                                                                                                       3.68 (SD = .912) 
I look forward to teaching                                                                                                        3.32(SD = .897) 
students handwriting legibility                                                                                                 2.56 (SD=.897 ) 
students handwriting speed                                                                                                      2.48 (SD=.912 ) 
Differences between students' handwriting in English and Persian 
No difference                                                                                                                             31% 
Slower in English                                                                                                                       41% 
Less legible in English                                                                                                               18% 
Both slower and less legible in English                                                                                     9% 
More legible in English                                                                                                              1%  
Better handwriting                                                                            72% girls     23% boys       5% neither 
Better handwriting                                                                            65% right handers  28% left handers     
7% neither 
Quality of teachers' own handwriting  in English                                                                      3.03 (SD= 
.711 ) 
Quality of teachers' own handwriting  in Persian                                                                       3.38 (SD= 
.786 ) 
                                                                                                                                                    Why do children 
have handwriting difficulties? 
Motor problems                                                                                                                          95% yes 
Visual perceptual problems                                                                                                        73% yes 
Poor motivation                                                                                                                          45% yes 
Start school unprepared                                                                                                              36% yes 
General academic difficulties                                                                                                     31% yes 
Low IQ                                                                                                                                       10% yes 

 
Handwriting Practices 
Slightly less than half of teachers (45%) noted that they teach letters based on alphabetical sequence. One 
out of five teachers reported that they teach lowercase first, 17% of them taught lowercase and uppercase 
letters together, 11% taught lowercase letters first while they group letters together, and only 8% of 
participating teachers taught uppercase letters first.  
Modeling letter formation was the most popular procedure for teaching letters. Ninety percent of 
participating teachers reported that they use this procedure in their classes. Students verbalizing steps for 
forming a letter while writing it and praising students for good performance were similarly applied by 
57% of teachers. Other commonly used procedures were, students tracing and copying of letters during 
practice by 52%, the use of arrows, numbers or cues to guide letter formation by 40%, physically directing 
a student’s hand to demonstrate letter formation by 37%, and tangible reinforcement for performance 
with tokens, free time, and so forth by 35% of the teachers. Students' identifying their worst formed letter, 
students' identifying their best formed letters, students' correcting malformed letters, and students' 
copying letters were less common procedures used by teachers. 
Teachers were asked a variety of questions about teaching handwriting, including whether they teach it 
or not, the type of script taught, the organization of class, any recommendation on paper or pencil, the 
role curriculum plays and so forth. Eighty percent of teachers (n=67) indicated that the curriculum does 
not require that handwriting be thought. Moreover, 58% of participating teachers reported that they do 
not teach handwriting, although a great majority have already noted that handwriting is an important 
pedagogical issue (96%), and 90% were interested in teaching it, too. Additionally, among those who 
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taught handwriting, only 8% indicated that they teach it as a separate subject. When teachers were asked 
why they avoid teaching handwriting, 63% of responders noted that they do not have enough time to 
teach handwriting, an excuse seems completely relevant to the status of English language teaching in our 
educational system. When teachers were asked which script they use when teaching students to write in 
English, 61 teachers (76%) taught manuscript style, 6 teachers (8%) taught both manuscript and cursive, 
14% of teachers reported that they are not acquainted with these terms, and 4% noted that in addition to 
teaching manuscript, they also allow students to develop their own styles. Among teachers who taught 
handwriting, the overwhelming majority reported that, class organization remains unchanged (whole 
class) when teaching handwriting, 46% of teachers did not require students to use any special instrument, 
all of teachers who required students special instrument, recommended a pencil and two-lined notebooks 
and finally, one-third of teachers indicated that they do not teach students how to hold pencil and use 
proper paper position. 
 
5. Discussion 

Despite the importance of handwriting to early writing development, this study provided enough 
evidence to say that little attention is being devoted to handwriting in Iranian EFL context. As it was 
hypothesized, large majority of participating teachers noted that they are not adequately prepared to 
teach handwriting, a point which is consistent with what Graham et al. (2008) who reported about 
primary grade teachers in USA. Like teachers in Graham et al. (2008) study, Iranian EFL teachers were 
also interested in handwriting and handwriting instruction, but when they were asked to indicate if they 
teach it to students, significant differences were found. For example, in Graham et al. (2008) study, 
while79% of participating teachers indicated that their school district required teaching handwriting, 96% 
of them taught it to their students. Moreover, 56% of teachers in that study reported that they teach 
handwriting daily, with an average of 70 minutes per week. Findings of this study showed that many 
teachers in the early grades of teaching English pay little attention to handwriting because they 
themselves have been given little training in methods of teaching it. The findings revealed that only 8% of 
the participating teachers received adequate preparation to teach handwriting in their college education 
courses, teacher training centers and in- services programs. This lack of instructional knowledge could 
weaken the quality of teachers’ handwriting instruction. Findings of this study have implications for EFL 
teachers. Handwriting, particularly the automaticity of letter production, appears to play a role in 
developing students' ability to write and read. These findings also have a message for educators and 
curriculum designers so that the time required for teaching handwriting is not so great, but if it has to be 
incorporated regularly into a class schedule as Potter (2012) discussed, handwriting automaticity will be 
the result, which in turn frees up cognitive resources to deal with higher level processes such as thinking 
planning, generation of ideas, and so forth.  
 
6. Conclusion 
According to language teachers' beliefs in the present and other studies (e.g., Graves, 1978; Medwell et al., 
2007; Potter, 2012), handwriting seems to be one of the most desired and important but of the least 
emphasized and practiced skill in EFL contexts. As teachers reported in this study, handwriting has been 
overlooked by educators and curriculum designers. The results of the study significantly support the 
importance of handwriting and handwriting instruction in ELT. Teachers were also interested in 
handwriting and had a positive attitude toward teaching it. The results also showed that a great deal of 
Iranian EFL teachers are not adequately prepared to teach handwriting, and most of them are not 
satisfied with instruction they had received in teacher training centers, colleges, and in-service programs, 
therefore as Graham et al. (2008) argued, lack of either instructional knowledge or knowledge of 
handwriting development could weaken the quality of teachers’ handwriting instruction. 
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ABSTRACT 

THIS PAPR EXPLORES THE ATTITUDE AND PREFERENCE OF IRANIAN EFL LEARNERS TO 
NATIVE AND NON-NATIVE VARIETIES OF ENGLISH AND MAKES AN ATTEMPT TO PROBE IF 
SUCH A PREFERENCE IS GENDER-ORIENTED. TO THIS END, 30 INTERMEDIATE MALE AND 
FEMALE IRANIAN EFL LEARNERS AGE-RANGED FROM 22 TO 30 FORMED THE SAMPLE 
POPULATION OF THE STUDY. THEY RESPONDED TWO QUESTIONNAIRES, ONE OF WHICH 
ASSOCIETD WITH A MODIFICATION OF MATCHED-GUISE TECHNIQUE. THE FIRST ONE 
EXPLORED THEIR RECOGNTION OF DIFFERENT ENGLISH VARIETIES; WHILE THE NEXT ONE 
SOUGHT FOR THE PARTICIPANTS' PREFERENCE TO CHOOSE AND USE NATIVE AND NON-
NATIVE VARIETIES. THEN, A ONE-WAY REPEATED MEASURES ANOVA AND AN 
INDEPENDENT-SAMPLES T-TEST WERE RUN ON THE OBTAINED DATA. THE MAIN 
CONCLUSION OF THIS STUDY IS THAT IRANIAN EFL LEARNERS' AWARENESS OF DIFFERENT 
ENGLISH VARIETIES HAS RAISED ENOUGH SO THAT THEY COULD DISTINGUISH ONE VARIETY 
FROM ANOTTHER. THE NEXT CONCLUSION DRAWN IS THAT IRANIAN EFL LEARNERS DO NOT 
BELIEVE IN A WORLD ENGLISH ANYMORE; INSTEAD, THEY ARE APPROACHING TO HAVE THE 
IDEA OF WORLD ENGLISHES. MOREOVER, THE IDEA OF "THE BEST" AND "THE PERFECT" 
ENGLISH VARIETY IS LOSING ITS IMPORTANCE. INTERESTINGLY, IRANIAN EFL LEARNERS ARE 
INDEED RECEDING FROM THAT PERFECT ENGLISH VARIETY AND ARE ACCEPTING OTHER 
ENGLISHES FOR THEIR COMMUNICATION WITH PEOPLE AROUND THE WORLD. THE FINAL 
CONCLUSION OF THIS STUDY WHICH IS RELATED TO GENDER DIFFERENCES IS THAT MEN 
AND WOMEN'S VIEW TO DIFFERENT VARIETIES OF ENGLISH IS SIMILAR, CLAIMING THAT 
MEN AND WOMEN ARE NOT DIFFERENT IN THEIR PREFERENCE T CHOOSE AND USE NATIVE 
AND NON-NATIVE VARIETIES OF ENGLISH CONTRARY TO SEVERAL PREVIOUS STUDIES IN 
THE FIELD OF LANGUAGE AND GENDER. 
 

KEYWORDS: ATTITUDE; STANDARD ENGLISH, WORLD ENGLISHES; ENGLISH VARIETIES; 
GENDER      
 
1. Introduction 

English has been for long the language of international communication and still is spreading all over the 
world (Widdowson, 2003). This spread has resulted in the existence of different varieties of English, each 
as a consequence of English contact with a certain language, culture and people. The interesting point is 
that the speakers of these new Englishes who use English to communicate with fellow non-native 
speakers far outnumber its native speakers (Widdowson, 2003). The coinage and promotion of the term 
World Englishes is mainly associated with Kachru (1982). The underlying philosophy of Kachruvian 
approach argues for the “importance of inclusivity and pluricentricity in approaches to linguistics of new 
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varieties of English” (Bolton, 2004, p. 367). In addition, in an attempt to empower new Englishes, this 
theory calls the labels native speaker and native and standard English into serious question and denies 
any special status for them. 
 
Kachru (1985) proposed three-concentric circle model of World Englishes. The inner circle, such as the 
USA, the UK, Canada, Australia, and New Zealand, contains English as a native language (ENL) speakers 
and has provided norms for non-native speakers of English. The outer circle, such as India, the 
Philippines, Singapore, Hong Kong, and Malaysia, consists of English as a second language (ESL) 
speakers and has developed institutionalized varieties of English. The expanding circle, such as Korea, 
China, Taiwan, Japan, and Russia, contains English as a foreign language (EFL) speakers and has relied 
on norms of the inner circle. This model has been criticized by the reason that “the center-periphery 
dichotomy” (Erling, 2004: 224) reinforces superiority of native speakers from the inner circle and cannot 
explain increasing bilingual speakers who acquire both a native language and English simultaneously 
(e.g. Jenkins 2003; McKay 2002; McKenzie 2006). In spite of the criticism, the model is useful as a general 
taxonomy and will be applied in this study in relation to the perspective of English as EIL (English as an 
International Language). 
 
Concerning having different varieties of English around the world and different ideas about 
acceptance/non-acceptance of those varieties, the following section reviews the status of the concept of 
"World Englishes", attitudes of learners towards learning a second/foreign language, role of gender in 
language learning as well as th current status of English language learning and teaching in Iran. 
 
2. Review of the Literature 
2.1 World Englishes 
Davis (2004) defined World Englishes as a term used to "legitimate the Englishes spoken in the British 
non-white colonies" and explained that the ideology behind it denies a special status for the native 
speakers of metropolitan English varieties and complains about these native speakers' discriminations 
against users of world Englishes (p. 442). World Englishes has its philosophical roots in the two dominant 
schools of thought of the present time, i.e., Post colonialism and Postmodernism.  
 
World Englishes paradigm discusses the global spread of English and the large number of functions it 
has taken on with increasing range and depth in diverse sociolinguistic settings around the world. This 
paradigm particularly emphasizes on multilingualism, multicultural identities, multiple norms of use, 
and bilinguals' creativity (Bhatt, 2001). Moreover, having its theoretical and philosophical foundations in 
liberation linguistics, it severely problematizes the traditional concepts in theoretical and applied 
linguistics including interference; inter language, native speaker, speech community, ideal speaker-
hearer, Standard English and traditional English canon. 
 
At present, English is used practically all over the world. According to Kachru (1992), users of English 
around the world total roughly 750 million, among whom 350 million are native speakers of English and 
400 million are non-native speakers. English is the principal means of intercommunication, not only 
among native speakers but also between native speakers and non-native speakers. English is also used as 
a lingua franca by many non-native speakers with different language backgrounds. This claim tried to 
strengthen the World Englishes concept and lessen the special status for the native speakers of 
metropolitan English varieties.   
 
2.2 Language Learning Attitude 

Why are some language learners more successful than others? To account for the differences in learning a 
language Dörnyei (2010) clings to individual differences. That is, the “dimensions of enduring personal 
characteristics that are assumed to apply to everybody and on which people differ by a degree (p. 41)”. In 
some cases, learning second language is a relatively important educational task that students face during 
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their academic formation, while for others it is a straight way to bilingualism. In both cases, researchers 
seem to agree that “affective variables such as attitudes influence language learning” (Gardner et al., 
2004). Karahan (2007) claims that "positive language attitudes let learner has positive orientation towards 
learning English” (p.84). As such, attitudes may play a very crucial role in language learning as they 
would appear to influence students’ success or failure in their learning. It is also believed that positive 
attitude facilitates foreign language learning while negative attitude acts as a psychological barrier 
against it (Dornier, 1994; Dörnyei, 2002).  

Empirical evidence is available to support these postulations. Nikolov (2001) for instance, finds that 
students’ negative attitude to Russia or Russians was responsible for their failure to learn or retain the 
language. Also, Gardner and Lambert (1972) in their extensive study give evidence that positive attitudes 
toward language enhance proficiency as well. Many researchers believe that attitudes have cognitive, 
affective and behavioral components (e.g. Wenden, 1991).The cognitive component involves beliefs or 
perceptions about the objects or situations related to the attitude. The affective component refers to the 
feelings and emotions that one has towards an object, 'likes' or 'dislikes', 'with' or 'against'. The behavioral 
component means that certain attitudes tend to prompt learners to adopt particular learning behaviors. In 
the second language acquisition field, researchers have mostly paid attention to two types of attitudes: 
attitudes towards the learning of the language, and attitudes towards the community of the target 
language. 

While the first set of attitudes is educational in nature, the second one is more social. SLA literature 
supports a relationship between attitudes towards language learning and achievement in the language 
(Masgoret & Gardner, 2003) even more than that of other subjects of the curriculum (Jordan, 1941). 
Attitudes towards language learning also seem connected to the context where learning takes place 
(Gagnon, 1974; Krashen, 1997). In learning a second language, it is important that students have high 
motivation and positive attitude towards the target language. This is because many linguists have proven 
that motivation and attitude are closely related in determining the success of second language learning 
(Gardner & Lambert, 1972). Higher levels of motivation and positive attitude will produce more 
successful language learners and vice versa. Brown (2007) states that positive attitudes towards the self, 
the native language and the target language group enhance second language proficiency. He further 
states that a language learner benefits from positive attitude and that negative attitude may lead to 
decrease in motivation, input and interaction; and consequently it leads to unsuccessful attainment of 
proficiency. 
2.3 Role of Gender in Foreign Language Learning 
 
Attitudes towards second language learning have been researched for many years in the domain of 
applied linguistics, predominantly from the psychological perspective (Crookes & Schmidt, 1991; 
Dornyei, 1994; Oxford & Shearin, 1994). Furthermore, gender differences in attitudes towards second 
language learning have been repeatedly witnessed, positioning gender as an important issue of 
investigation and discussion in second language acquisition (Ellis, 1994; Clark & Trafford, 1995, 1996).  
 
An overlooked trend in most questionnaire-based, quantitative research, which is still the dominant 
method in studying attitudes towards second language learning, is that such research ends with the 
identify. Action of gender differences, leaving the next question, what accounts for the differences, 
unexplored. For example, Powell and Batters (1985) conducted a survey with 459 boys and 494 girls from 
six mixed comprehensive schools in the UK, prompted by the decline in the popularity of foreign 
language learning, particularly among boys (foreign languages refer to the languages which are not 
practically used in a particular country or region, e.g. English in Japan, while more socially grounded, 
functional values are attached to second languages, e.g. English in Singapore). The study found that 
female students had more positive perceptions of studying foreign languages. On the one hand, the 
researchers stated, ‘that pattern [the predominance of female teachers in language departments] is part of 
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wider social sex-stereotyping of roles which is bound to a child’s view of the world’ .On the other hand, 
this study, which is often cited as a classical study on gender differences in students’ perceptions of 
foreign language learning, ended with the researchers’ statement, ‘We recognize the difficulty for 
researchers in gaining a clear picture of pupils’ perceptions of subjects taught in school, especially as 
regards sex differences’. There is also the case when the emergence of statistical differences between men 
and women in second language learning attitudes compelled researchers to provide an explanation for 
the result.  
 
Another study on foreign language motivation in the USA (Sung & Padilla, 1998) revealed that female 
students were more motivated to study Asian languages than male students. The researchers 
acknowledged that they did not know whether the gender difference could be attributed to a type of 
socialization or the fact that all of the teachers in the various FL [foreign language] programs included in 
the study were female. They concluded that they were inclined to believe that the advantage of female 
students in motivation to learn a new language has more to do with gender role modeling than with any 
female predisposition to learning languages. In other words, this quantitative study, similar to Powell 
and Batters (1985), did not delve into the needing of gender differences and provide social explanations 
for the differences, although it hypothesized that the gender differences had something to do with gender 
issues in the context. It may well be that to end research with the identify caution of between-gender 
differences is, to a certain extent, in agreement with essentialist definitions of gender which presuppose 
that female (or male) learners share particular characteristics, whether due to biology or social context 
(Pavlenko, 2002).  
 
The conventional polarized gender differentiation such as ‘women as muted group vs. men as dominant 
group’ (Spender, 1980) and ‘women’s culture vs. men’s culture’ (Maltz & Borker, 1982; Tannen, 1990) 
ignores the ‘doing gender’ and identity negotiation process people continuously engage in (West & 
Zimmerman, 1987). As recently reviewed in Ehrlich (1997) and Pavlenko (2002), the incorporation of 
feminism in research on language and gender has contributed to the accumulation of 
ethnographic/qualitative research, needing verifying the nature of gender as a socially, locally, 
continuously constructed variable. The orientation has consistently evidenced that ‘the various ways that 
gender gets constructed and constituted in terms of a community’s social practices result in varying 
acquisition outcomes’ (Ehrlich, 1997, p. 435). 
  
2.4 Current Status of English in Iran 
There is no doubt that English is the international language in the world and it plays a crucial role in 
worldwide relationships (Khajavi & Abbasian, 2011). Due to today’s growing science and technology all 
over the world, learning English language has been given much more importance compared to past 
years, and it is not an exception in Iranian context. Nevertheless, teaching English in Iran has been a 
difficult task both for EFL students and teachers because of lack of resources and little contact with the 
target language outside the classroom compared to other EFL learners in other contexts (Sadeghi, 2005). 
There are very few English programs broadcasted on TV or radio. Of course, due to advancements in 
technology and the more frequent use of the Internet, satellite, and rapid growth of private language 
institutes in Iran, the opportunities for English language learning have greatly improved (Talebinezhad & 
Aliakbari, 2002). In addition, increasing the number of language institutes can confirm the increase in 
value and importance that is given to English language in Iran.  
 
For many countries, English language education policy has become a major attention of their officials. 
However, educational policy of these authorities has influenced their communities in ways that are often 
controversial (Khajavi & Abbasian, 2011). In the Iranian curriculum, English language is one of the 
compulsory subjects. English language is a foreign language in Iran and students are officially taught 
English from the first year of the guidance school. Therefore, Iranian students have to study English for 
nearly seven years. Three years in guidance school, three years in secondary school and one year in pre-
university level. Furthermore, those students who study non-English majors in universities study English 
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in maximum of 6 credits. They study 3 credits of general English instruction and 3 credits of ESP in which 
the focus is on their field, related English texts and related terminology. However, after learning English 
for almost 7 years in school and one more year at university, Iranian EFL learners’ are not proficient 
enough in learning English language. The education they receive neither enables the students to attain 
full competence in using the English language nor helps them interact with confidence (Nahavandi & 
Mukundan, 2013). 
 

Concerning the three circles proposed by Kachru (1985), Iran is among the Expanding Circle countries 
where English is mostly used for educational and commercial purposes. English is learned in the 
language institutes as an extracurricular activity besides their attendance in primary schools and junior 
and senior high schools; those interested in English can even continue to learn it as a major at 
universities. English is learned and evaluated regularly concerning the most dominant varieties of 
English in Iran: British and American Englishes (Pishghadam and Sabouri, 2011). Imitation plays a 
significant role in learning the language and its assessment. Proficiency is assessed based on the extent of 
proximity to the native-like accent. Pishghadam and Sabouri (2011) maintain that Iranians assume that 
British and American Englishes are the best varieties as these two varieties exhibit the Standard English 
which native speakers use. 
 
Imitating the dominant varieties of English and attempting to approach native-like proficiency 
presumably demotivate those who fail to do so in the EFL context of Iran. Also, “it has exploitative effects 
on the learners who manage acquiring it after great effort.” (Pishghadam and Sabouri, 2011: 89) Recent 
research has revealed that, from a sociological perspective, those learners who have a high tendency to 
learn a native-like accent of English and thus put much effort in it show a kind of deculturation 
(Pishghadam and Kamyabi, 2008). In this respect, Pishghadam and Navari (2009) believe that cultural 
enrichment is not necessarily the result of contact between two languages; on the contrary, one of the two 
languages is at risk and its culture may experience deculturation. 
 
Pishghadam and Sabouri (2011) argue that imitating English is what is achieved via linguistic 
imperialism and it limits people's creativity in using the language. Yet, English must be considered as a 
valuable tool at the disposal of people with different nationalities so as to express their thoughts and their 
culture. Viewing English as an international language is in step with Crystal’s (2003) view calling for 
adopting a functional account of English. This view concedes English as a valuable instrument for people 
to attain their aims and a medium of being heard by the whole world. 
 
Considering the claims made, the null hypotheses formulated in this study are: 1) Iranian EFL learners do 
not realize different varieties of English and do not have positive attitude towards English language 
learning, 2) Iranian EFL learners do not prefer to select a particular variety of English, and 3) there is not a 
significant difference between male and female Iranian EFL learners regarding preference for native and 
non-native varieties of English. 
 
3. Methodology 
3.1 Participants 
The population of this study consisted of 30 intermediate male and female Iranian EFL learners whose 
age ranged from 22 to 30. All participants lived in Isfahan whose mother tongue was Persian. They 
studied English at Pazhouhesh Language Institute, while their fields of study were Basic Sciences and 
Social Sciences. They needed to be at intermediate or higher levels, since it seems that at such levels EFL 
learners have already established a sense of what different varieties of English are, formed attitudes 
toward these varieties and have probably selected one as their own model.  
To select the intermediate EFL learners, the researchers followed purposive sampling procedure, 
choosing two intermediate classes whose students had already been placed based on the results of the 
Oxford Quick Placement Test. This test was developed in collaboration with the University of Cambridge 
ESOL Examination (UCLES, 2001). The institute had placed the students in terms of their scores on this 
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test. According to Peny(2008), those students scoring over 80% correct might be considered high ability 
(advanced), those between50% and 80% average ability (intermediate), and those below 50% below 
average (beginner).  
 
3.2 Instruments 
3.2.1 Sound Files 
A modification of the matched guise technique—developed at McGill University by Lambert, Hodgeson, 
Gardner, and Fillenbaum (1960)—was used in the present study. it was associated with the first 
questionnaire which sought for recognizing the varieties and attitudes of the participants towards 
varieties. In this modification, speakers with different accents speak with their own normal accents and 
thus there was no need to change their voice quality or style in an attempt to distinguish among the 
various accents. That is why this technique enjoys natural, rather than counterfeit accents with the aim of 
representing actual stereotypes of the speakers. There were four male speakers from America, Britain, 
India, and Iran. America and Britain belong to the Inner Circle, India belongs to the Outer Circle, and Iran 
belongs to the Expanding Circle. There was a short letter read by the speakers and it was recorded while 
they were reading it. American and British speakers’ accents were used from a website41; while the Indian 
and Iranian English accents were recorded by the researchers while Indian and Iranian male and female 
speakers were reading the letter.  
3.2.2 The Recorded Text 
The text for recording of the verbal guise was chosen from those used in previous studies. The selected 
text, as shown in Table 3.1 below, had been used for a study by Bayard et al. (2001) in New Zealand, 
Australia, and the USA42. The text, containing a 97-word passage as a form of letter to parents, had been 
designed to distinguish typical phonological features of accents such as Standard North American 
(postvocalic /-r/, intervocalic /-t-/ flapping, etc.) and RP-type English English (final /-t-/ glottalization, 
/ou/ centralization, etc.) (Bayard et al. 2001: 26-30). 
 
3.2.3 Questionnaires 
Two Likert scale questionnaires (English varieties' attitude and preference questionnaires) developed by 
Garrett, Coupland and Williams (2003) associated with the technique were exploited in order for the 
participants to show their reaction to each characteristic of each speaker by marking the part of the scale, 
which best represented their attitude and preference to the native and non/native varieties of English. 
The first questionnaire—attitude questionnaire—composed of a series of adjectives which were used to 
help the participants indicate their impression of individual speakers. It included four sections each of 
which was associated with one speaker. At the end of each section, there was a question which asks the 
participants to recognize the nationality of the respective speaker. Indeed, in each section, the participants 
both showed their attitudes towards the certain variety and recognized to which country the speaker 
belonged. The second questionnaire—preference questionnaire—consisted of questions which sought 
male and female participants’ preference to choose and use different English varieties. 
3.3 Data Collection Procedures 
To collect the required data, the attitude questionnaire along with the preference questionnaire one was 
distributed among the students of the two classes and they were briefed on the experiment. As far as the 
modification of matched guise technique was concerned, the participants were given instructions on 
listening to the speakers and completion of the evaluation sheets. Each variety was played and the 
participants were asked to respond to the questions; then the researchers played the next variety. In case 
the participants needed to listen to a speaker twice, the sound file would be played for the second time. 
Having responded to the first questionnaire, the participants started completing the second 

                                                           
41

 http://www.otago.ac.nz/anthropology/Linguistic/Results/Results.html 
42

 The text had also been used in various countries such as the UK, Germany, Japan, China, etc. for a project 

‘Evaluation English accents worldwide’ by Bayard et al. to investigate attitudes towards four standard accents of 

English such as North American, RP-type English, Australian, and New Zealand English. 
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questionnaire. They were permitted to ask questions if they did not understand instructions about the 
questionnaires.  
3.4 Statistical Procedures  
For the data analysis, participants’ positive and negative evaluations on the attitude questionnaire were 
arranged from 1 to 7: one is the most unfavorable evaluation, while seven was the most favorable 
evaluation. The obtained data were analyzed using SPSS (V21.0). A one-way repeated measures analysis 
of variance (ANOVA) was run to compare several means related to participants’ attitudes towards 
different varieties of English. LSD Fischer's post hoc test was carried out to spot the location of 
differences. Furthermore, an independent-samples t-test was conducted to compare males and females' 
preference of native and nonnative varieties of English. 
4. Results 

To probe the participants' recognition and attitude towards native and non-native varieties as well as 
male and female participants' preference for native and non-native varieties of English, one-way repeated 
measures, the LSD Fischer's post-hoc test, and independent-samples t-test were calculated. The following 
tables indicate the results of such analyses, respectively. Table 1 shows the Iranian male and female 
participants' attitudes towards all speakers who belonged to the Inner Circle, Outer Circle, and the 
Expanding Circle. 

 
Table 1 
One-way repeated measures ANOVA to compare the attitudes of the Iranian male and female participants towards 
all speakers 

Source 
 
 

Type III Sum 
of   Squares 

             Df Mean Square          F                                     Sig. 

Speaker 373512.600 1 373512.600 4820.628 0.000 

Error 2169.500 28 77.482   

 
As indicated in Table 1, there was a significant difference (P-value<0.05) among all speakers. Indeed, it 
was shown that the participants could distinguish native varieties from non-native ones. Thus, the first 
null hypothesis was rejected. To locate where the difference was and to explore the participants' 
preference to a certain English variety, the LSD Fischer's post-hoc test (Fisher's Least Significant 
Difference test) was calculated. Table 2 shows the results. 
 
Table 2  
Fisher's LSDS post-hoc test to locate the differences among the attitudes of the Iranian male and female participants 
towards all speakers  

Speaker i Speaker j Mean 
Difference (I-J) 

Std. Error Sig. 

American  British  -18.23 3.13 0.807 

Indian -12.47 2.90 0.094 

Iranian -10.33 1.71 0.064 

British American 2.13 2.91 0.807 

Indian 5.03 1.93 0.470 

Iranian 0.80 2.22 0.681 

Indian American -4.23 2.24 0.094 

British -3.80 1.57 0.470 

Iranian -3.20 1.50 0.716 

Iranian American 0.43 1.76 0.064 

British 1.03 2.49 0.681 

 Indian 0.60 1.63 0.716 

* shows the significant differences. 
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The results of the post-hoc test showed that there were not significant differences between the 
mean scores of the speakers. The participants did not show a preference to select a particular variety of 
English. Therefore, the second null hypothesis was confirmed. To explore the probable differences 
between Iranian male and female EFL learners' attitudes towards the native and non-native speakers, an 
independent-samples t-test was calculated. The results are shown in the following table.  
 
Table 3   
Independent-samples t-test to show the difference between Iranian male and female EFL learners' preference to 
choose and use the native and non-native speakers 
 

 N Mean Std. 

Deviation 

t Df Sig. 

Men 15 3.53 1.50 0.318 28 0.753 

Women 15 3.33 1.78    

Total 30 3.43 1.62    

Table 3 indicated that no significant difference (P-value>0.05) was observed between male and 
female participants' attitudes towards native and non-native speakers' accents; accordingly, the third null 
hypothesis was confirmed.  
 
5. Discussion and Conclusion 
The results of the one-way repeated measures ANOVA indicated that the participants of this study did 
not have difficulty in distinguishing varieties of English. Khajavi & Abbasian, (2011) as well as 
Talebinezhad & Aliakbari, (2002) claim that due to today’s growing science and technology all over the 
world and also increasing the number of language institutes, learning English language has been given 
much more importance compared to past years in Iran. On the other hand, Sadeghi (2005) mentions that 
teaching English in Iran has been a difficult task both for EFL students and teachers because of lack of 
resources and little contact with the target language outside the classroom compared to other EFL 
learners in other contexts. Therefore, it is interesting to notice that although Iranian EFL learners have less 
exposure to different English varieties and they are just exposed to two dominant varieties of American 
and British, they could easily recognize different varieties of English. However, in a similar study carried 
out by Kim (2007), it was found out that Korean students had difficulty in identifying varieties of English 
and therefore could not discriminate the native from non-native varieties of English. This result implies 
that English language teaching (ELT) in Korea should emphasize awareness of varieties of English, as 
many academics (e.g. Gibb 1999; Han 2005; Kang 2004; Kim 2007; Shim 2002) insist. This awareness can 
lead to the development of learners’ communicative competence, in particular “sociolinguistic 
competence” (Bachman 1990: 94), that is sensitive to different varieties of English and “contexts in which 
they will use English” (Berns 2006: 726).    
 
Moreover, they seemed to have positive attitudes towards English language learning since they could 
recognize the different varieties and this positive attitude may lead to their improvement in English 
language learning thus a good command of English. Likewise, researchers seem to agree that “affective 
variables such as attitudes influence language learning” (Gardner et al., 2004). Karahan (2007) claims that 
"positive language attitudes let learner has positive orientation towards learning English” (p.84). As such, 
attitudes may play a very crucial role in language learning as they would appear to influence students’ 
success or failure in their learning. It is also believed that positive attitude facilitates foreign language 
learning while negative attitude acts as a psychological barrier against it (Dornier, 1994; Dörnyei, 2002). 
Dörnyei (2010) clings to individual differences including attitude as factors which influence successful 
learning. This also may help understand that as the participants of this study were intermediate EFL 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 537 

learners, they both had positive attitudes to language learning and have been successful language 
learners. 
 
Concerning preference to select one specific variety, Sabouri and Pishghadam (2011) maintain that 
English is learned and evaluated regularly concerning the most dominant varieties of English in Iran: 
British and American Englishes. Also, Iranians assume that British and American Englishes are the best 
varieties as these two varieties exhibit the Standard English which native speakers use. However, the 
Fischer's LSD post-hoc test which followed the one-way repeated measures ANOVA demonstrated that 
the participants did not reveal any tendency towards a particular English variety; indeed, the native and 
non-native varieties were noticed similarly and no variety was preferred to another. Matsuura et al. 
(1994) also indicated that the participants who thought that in any country the native language should be 
most respected tended to accept the non-native varieties as well as the native varieties. This finding was 
in line with the ideas put forward by Kachru (1982) and Davis (2004) concerning World Englishes in an 
attempt to empower the concept of Wordl Englishes. Davis (2004) holds that the ideology behind World 
English denies a special status for the native speakers of metropolitan English varieties and complains 
about these native speakers' discriminations against users of world Englishes (p. 442). Likewise, the 
underlying philosophy of Kachruvian approach argues for the “importance of inclusivity and 
pluricentricity in approaches to linguistics of new varieties of English” (Bolton, 2004, p. 367). In addition, 
in an attempt to empower new Englishes, this theory calls the labels native speaker and native and 
standard English into serious question and denies any special status for them.     

  
In addition, Pishghadam and Kamyabi (2008) stated that recent research has revealed that, from a 
sociological perspective, those learners who have a high tendency to learn a native-like accent of English 
and thus put much effort in it show a kind of deculturation. In this respect, Pishghadam and Navari 
(2009) believe that cultural enrichment is not necessarily the result of contact between two languages; on 
the contrary, one of the two languages is at risk and its culture may experience deculturation. But, in this 
study, the participants did not show tendency towards a particular variety since cultures are probably 
respected similarly; hence, it may be claimed that deculturation will not occur.    
 
With regard to the difference between male and female speakers to choose and use a certain English 
variety, the results of the independent-samples t-test demonstrated that gender did not play a role in 
selecting and using a particular variety. As a matter of fact, preference to select a variety was not gender-
oriented in this study. Likewise, Fakeye (2010) investigated the correlation between attitude and gender 
and achievement in English among 400 senior secondary students. The findings revealed that attitude 
was not gender-related; thus, there was not a statistically significant difference in the attitudes of male 
and female students. On the contrary, the results of the study conducted by Batters (1985) revealed that 
female students had more positive perceptions of studying foreign languages. In addition, Sung and 
Padilla (1998) and Zainol Abidin et al. (2012) showed that there were gender differences between male 
and female students' attitudes towards English and perception of second and foreign language learning. 
In other words, female students had more positive attitudes towards English and second/foreign 
language learning. 
 
The main conclusion of this study is that Iranian EFL learners' awareness of the different English varieties 
is raised enough so that they could distinguish one variety from another. It is considered as a positive 
point in the ELT context of Iran. It shows that both learning and teaching a foreign language like English 
have developed compared to other countries such as Korea. When learners' attitude is positive, it can 
help them learn more details about a language. Learning about different varieties of English and the 
ability to recognize different varieties of it are among the details of a foreign language that a learners 
needs to learn.  The next conclusion drawn is that Iranian EFL learners do not believe in a world English 
anymore; instead, they are approaching to have the belief in World Englishes; moreover, the ideas of "the 
best" and "the perfect" English variety are losing their importance. Fortunately, Iranian EFL learners are 
indeed receding from that perfect English accent and accepting other Englishes for their communication 
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with people around the world. As a matter of fact, they will probably try not to imitate the American and 
British accents anymore; they rather try to communicate with their Iranian English. The final conclusion 
may be regarded as a new addition to the results of the previous studies in the field of language and 
gender. Several studies have claimed so far that men and women's language is different. Lakoff, Labov, 
Trudgill, among others, are the pioneers stating that men and women are different in terms of language. 
The results of this study related to gender differences showed that men and women's view to different 
varieties of English is similar, claiming that men and women are not different in their preference to 
choose and use native and non-native varieties of English.   
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ABSTRACT  
THE PRESENT STUDY EXAMINES THE STATUS OF DIFFERENT GRAMMATICAL ERRORS MADE 
BY STUDENTS IN DIFFERENT LEVELS OF PROFICIENCY. TWO JUDGMENT TESTS AND ONE 
COMPLETION TEST ARE CONDUCTED IN ORDER TO EXAMINE THE ERRORS. THE RESULT 
SHOWED THAT THE STUDENTS HAVE MORE PROBLEM WITH PREPOSITIONS, AND ALSO THE 
WRONG USE OF ERRORS WAS MORE FREQUENT THAN THE OMISSION OR ADDITION OF 
ERRORS AND THAT THESE ERRORS COMMITTED DUE TO BOTH INTER-LINGUAL AND INTRA-
LINGUAL INTERFERENCES. AMONG THE PROPOSITIONS, THE MOST FREQUENT ERRORS THE 
PARTICIPANTS COMMITTED WERE IN THE USE ‘OF /FROM’. THIS MAY RESULT FROM THE 
FACT THAT EFL LEARNERS USE ONE PREPOSITION FOR BOTH ‘OF AND FROM’ IN PERSIAN 
LANGUAGE AND THAT SOME ERRORS ARE FOSSILIZED IN THE MIND OF THESE LEARNERS. 
THIS STUDY ALSO INDICATES THAT THERE ARE SOME DEVELOPMENTAL ERRORS THAT WILL 
BE REMOVED AS THE RESULT OF PROFICIENCY LEVELS OF STUDENTS. 
 
KEYWORDS: DEVELOPMENTAL ERRORS, INTERLINGUAL AND INTERALINGUAL ERRORS, 
OMISSION, ADDITION AND WRONG use errors 
 
1. Introduction 
In the field of second language acquisition, errors which are the results of lack of knowledge (i.e. lack of 
competence) have been treated in various ways ranging from complete ignorance to avoidance at all 
costs. Errors are no longer perceived as signs of bad language and learners as criminals committing them. 
In fact, errors have recently perceived as signs of progress in second language learning and many 
researchers believe that errors are evidences that tell us much about the underlying system of individual 
learning. Cordor (1967) stated that errors can provide evidences of how language is learnt and also those 
they serve as devices by which students discover the rules of language.  
The procedure of data collection in error analysis is very important since it can influence the result of 
error analysis to great extend. Lococo (1976) reported differences in the number and type of errors in 
samples of students’ language collected by means of free compositions, translation or picture 
composition. Eliss (2008) presented some of the factors that need to be considered in collecting a sample 
of students’ language asserting that “many EA studies paid little attention to these factors with the results 
that they are difficult to interpret and impossible to replicate” (p.47). These factors include: proficiency 
level, other languages, language learning experience, medium, genre, content, planned and unplanned. 
 
2. Review of the related literature 
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2.1. Identification and Types of Errors  
Scholars presented different definitions for error. According to Eliss (2008), errors may range from 
grammatical errors (i.e. well-formedness) to acceptability errors. Cordor (1967) makes a distinction 
between Errors and Mistakes and he defines errors as deviations as a result of lack of knowledge and 
mistakes as performance phenomena, reflecting processing failure and as a result of memory limitation 
and lack of automaticity. Errors can also be classified as Overt or Covert. While overt errors are easy to 
spot because of clear ungrammaticality, covert errors happen when the sentence is correct at the surface 
level but do not mean what the learners intended them to mean.  
Another issue regarding the criteria for defining errors is whether “infelicitous uses of L2 should be 
considered erroneous. There are instances where a learner produces a form that is grammatical (i.e. 
conforms to the norms of thecode) but this may not be the form preferred by native speakers of the code. 
While there are different classification of errors proposed by different scholars, Cordor’s (1974) listed a 
classification framework for describing errors: 
1. Presystematic Errors occur when the second language learner is not aware of the particular rule in the 
target language. These errors are random.  
2. Systematic Errors occur when the learner has discovered a rule but it is the wrong one.  
3. Post systematic Errors occur when the learner know the correct target language use but uses it 
inconsistently (i.e. makes a mistake)  
In addition to the framework proposed by Cordor (1974), other sources of psycholinguistic errors have 
been identified by Richards(1971):  
1. Interference Errors occur as a result of „the use of elements from one language while speaking another.  
2. Intralingual Errors „reflect the general characteristics of rule learning such as faulty generalizations, 
incomplete application of rules and failure to learn conditions under which rules apply.  
3. Developmental Errors occur when the learner attempts to build up hypothesis about the target language 
on the basis of limited experience.  
2.2. Studies in Error Analysis  
In 1970s error analysis studies was very popular among scholars, because they believed that it is the best 
method for investigation the learners’ language. While critics of EA believe that there is no way of 
investigating avoidance within EA framework, many researchers still believe that the study of error can 
pave the way for future understanding of how the underlying system in learners’ mind work. Eliss (2008) 
explains the steps for performing error analysis: According to Eliss (2008), “the first step in carrying out 
an error analysis is to collect the data which is a sample of learners’ language. The sample could consist of 
the learners ‘natural language use or be elicited either clinically or experimentally. The second stage is 
identifying errors in the in the collected data”. Cordor distinguishes errors of competence from mistakes 
in performance and believes that EA should investigate only errors not mistakes. According to Eliss 
(2008) the third stage of error analysis is description. There are two types of taxonomies for Linguistic and 
surface strategy. Linguistic strategy provides an indication of the number and proportion of errors in 
either different levels of language or in specific grammatical categories. The fourth stage is explaining the 
errors pscholinguistically. Pscholinguistic explaining of errors argues that errors can result from transfer, 
intralingual and unique processes.  
Eliss (2008) listed  some recent error analysis research. The first study done by Felix (1981) and Pavesi 
(1986). Felix and Pavesi compared the language produced by instructed and naturalistic learners. 
Bardovi-Harling and Bofman (1989) studied on the differences between a group of learners who passed 
the Indiana University Placement exam and a group who failed to pass it. They investigated the nature of 
the errors which the two groups produced in one part of examination –written compositions. They found 
that the pass group made fewer overall errors than the non pass group and the main differences in their 
errors were in the number of lexical and morphological rather than syntactical errors.  
In 1975, Burt has done a research in which he asked non-expert native speakers to judge 
comprehensibility of 300 sentences containing multiple errors, and then correct them. The results of the 
study showed that subject found the less comprehensible sentences as erroneous than more 
comprehensible ones. In 1980, Albrechtsen , Henriksen and farch) asked 120 non-expert adult native 
speakers(e.g. hotel workers in UK:180 British sixth formers) to listen to samples of oral language with 
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various level of difficulty. The results of the analysis showed that the oral texts containing few errors 
(syntactic and lexical) and few communication strategies received positive evaluation by the subjects. 
Frequent use of communication strategies had greater negative influence than the number of errors.  
Some researchers have studied the impact of task design and implementation on learners’ production. 
Foster and Skehan (1996) computed the amount of target like use of vocabulary. Crookes (1989) 
computed the amount of target like use of plurals. Mehnert (1998) computed the number of errors per 100 
words. Eliss (2008) states that “none of these studies included any report of the kinds of problems with 
error identification; Ellice also believes that the reliability of the accuracy measures they employed is 
doubtful”.  
Eliss (2008) also presents a summary of selected evaluation studies. As an instance in 1987, Santos, 
selected 40 university teachers in physical science and asked them to rank 4 written compositions; in two 
of them, 5 errors of the marked to unmarked kind were inserted and in the other 2, 5 errors of the 
unmarked to marked kind. The teachers were also asked to highlight each error and assess the degree of 
irritation it caused. The result of the study showed no significant difference in rankings of the 
compositions. The results also showed that the overall unmarked to marked errors were more irritating 
than marked to unmarked errors. Syntactic errors were also found more irritating than morphological 
errors. 
Based on the objectives of the study the following research questions have been raised: 
1. What are the most common errors in English that are committed by the learners? 
2. What are the most common errors in prepositions that are committed by the learners? 
3. What types of errors in the use of prepositions (omission of prepositions, addition, and wrong use of 
prepositions) are more likely to be made by Iranian EFL students? 
4. Why do the learners commit errors, due to interlingual, intalingual or other kinds of interference? 
3. Method 
3.1. Participants 

The participants in the present study are 13 intermediate, 13 upper-intermediate and 13 advanced EFL 
learners with the age range of 26 to 36 (17 male students & 22 female). These participants were selected 
based on the results of Oxford Proficiency Test that was conducted to determine the level of university 
students. These learners are studying post graduate English language degrees at different universities of 
Sari. 
They were all Iranian and native and they were chosen by random sampling. 
3.2. Instruments and Procedures 

A 52-item grammaticality judgment test was developed by the researcher and 4 other teachers on the 
basis of IELTS, TOEFL, TOLIMO, MCHE and MA or PhD Entrance Exams. 
The result was as follows. 

Table 1. Common errors committed by the post graduate students 

Common Errors  Number of students commit errors 

Intermediate Upper intermediate Advanced 

Incorrect use of word 6 4 2 

Incorrect selection of adverbs 1 0 0 

Incorrect use of preposition 11 9 6 

Incorrect use of articles 8 7 4 

Incorrect  plural 3 1 0 

Incorrect use of tenses 5 2 1 

Incorrect use of pronoun 2 0 0 

Subject verb agreement 4 2 0 

Incorrect use of verbs 5 2 0 

Incorrect use of ground 3 2 1 

Incorrect use of auxiliary 5 4 1 

Incorrect use of voice 3 1 0 

Incorrect use of part of speech 6 3 1 
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As it is obvious in Table 1, most students learning English as a foreign language commonly commit 
mistakes in prepositions. An experienced English teacher is well aware of the fact that English 
prepositional usage is one of the most difficult areas for EFL learners (Khampang, 1974: p. 215). As it is 
said by Mukattash, “Prepositions are the most serious problem for EFL learners” (Mukattash, 1976, p. 
269). 
As a result of this finding, a completion test of 40 items was taken in order to diagnose and investigate 
the most common errors in the use of English prepositions. The three groups of subjects under study 
commit more errors related to the use of wrong prepositions as compared with errors related to the 
omission or addition use of prepositions in L2. Table 2 shows these errors. 

Table 2. wrong use of propositon 

Items  Number of errors 

Intermediate Upper intermediate Advanced 

Number of students 13 13 13 

Total number of questions 520 520 520 

Total number of errors 326 216 108 

Total number of  wrong use errors 205 134 68 

Total number of  additional errors 63 43 21 

Total number of  omission errors 58 39 19 

Percent of  wrong use errors 62/88% 62/03% 62/96% 

Percent of  additional errors 19.32% 19.90% 19.44% 

Percent of  omission errors 17.79% 18.5% 17.59% 

  
Then all the errors were analyzed one by one to determine whether the errors are the result of the 
interlanguage, intralanguage or other interferences. The result is shown in Table 3. 

Table 3. interlingual, intralingual and other types of interference 

Types of errors in percent Intermediate Upper intermediate Advanced 

Interlingual 53.7% 29/4% 13.2% 

Interlingual and other types  of interference 46/3% 70/6% 86/8% 

As a result of this finding, most errors are due to the intralingual and other types of interference rather 
than interlingual interference. Then, the same learners are given another grammatical judgment test of 40 
items to test their proficiency of using the prepositions. The prepositions selected for this purpose were 
into/to, in/ at, with/by, of/ from, over/on. These prepositions selected due to the fact that each pair has 
the same meaning in Persian, for instance ‘into’ and ‘to’ mean ‘be’, ‘in’ and ‘at’ mean ‘dar’, 
‘with’ and ‘by’ mean ‘ba’, ‘of’ and ‘from’ mean ‘az’ and ‘over’ and ‘on’ mean ‘roye’. The result is in Table 
4. 

Table 4. Common proposition errors  

Items  Number of students commit errors 

Intermediate Upper intermediate Advanced 

Number of students 13 13 13 

Total number of prepossession questions 520 520 520 

Total number of errors 302 198 109 

At/in errors 24 16 8 

By/with errors  52 30 17 

From/of errors 165 111 67 

In/into errors 39 29 10 

On/over errors 22 12 7 

At/in errors in percent 7.94% 8.08% 7.33% 

By/with errors in percent 17.21% 15.15% 15.59% 

From/of errors in percent 54.63% 56.6% 61.46% 

In/into errors in percent 12.91% 14.64% 9.17% 
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On/over errors in percent 7% 6.06% 6.42% 

4. Results 
Significantly more errors were made due to the fact that learners find some problems in learning English 
patterns that are similar to, but in some way different from patterns of their own language. The key to 
this problem may be the fact that learners try to resort to literal translation before they form English 
patterns. The present study shows that among the most common errors are prepositions as it is shown in 
Figure 1. 

 
Figure 1. Syntactic analysis of errors 

Prepositions are difficult because usually the EFL learners compare them with their mother tongue 
prepositional system. In other word, when learners intend some meaning, verbs and other parts of speech 
play a great role in the omission, addition or selection of a wrong preposition in English. Figure 2 shows 
the number of omission, addition and wrong use errors among the students. 
The main problem for these learners lies in the fact that there are various prepositions in English that 
have the same function and meaning in Persian. When students are not sure which preposition to use in a 
certain sentence, they often compare that sentence with its Persian equivalence; however, prepositions 
seldom have a one to one correspondence in English and Persian and a Persian usage may have several 
English translations. Indeed, Iranian learners use, add or omit certain English prepositions as it happens 
in Persian usage and by literal translation. In other words, when the Persian context requires a 
preposition (or requires none), learners make a mistake as illustrated in the following examples: 
My brother married *with Parvin. (Ø is a correct form) 
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Figure 2. Different types of errors 

In Persian, it is necessary to insert ‘with’ as preposition to make a relationship between marriage and 
Parvin; otherwise, the Persian sentence will have no sense. Therefore 
Iranian learners are likely to insert unnecessary prepositions when they want to express themselves in 
English. Sometimes they may omit necessary prepositions as illustrated by the following example. 
I live *Ø my father and mother (with is a correct form). 
The other type of errors that occurs among all groups of EFL students with different mother tongue is 
caused by the interference of English itself. The following incorrect response is not due to L1 interference. 
She came back *at home. 
Based on this research, it is found that the errors made by the subjects are caused by two main factors: 
inter- lingual errors as a result of transfer from L1 and intra- lingual errors for example as a result of 
overgeneralization in L2 system. A comparison, as it is shown in Figure 3, shows that at upper 
intermediate and advanced levels, most of Iranian EFL learners' do intra- lingual errors than inter- lingual 
type; whereas at the lower level, more errors are made due to interference from Persian than due to other 
learning problems. This is because students find more difficulty in learning English patterns that are 
similar to, but in some way different from patterns of their own language. 
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Figure 3. interlingual, intralingual and other  types of errors 
The key to this problem in the lower level is the fact that students always resort to literal translation 
before they form English patterns. In other words, they translate the English into Persian and then the 
Persian back into English, word for word (not phrase by phrase). So, errors made by these learners due to 
Persian interference occur and due to other learning problems. 
Regarding other aspect of preposition errors, the researcher also examined the errors committed by the 
learners as they use the kinds of prepositions in English that have the same meaning in Persian. The 
English pairs of prepositions as shown in Figure 4 have one correspondence in Persian and perhaps this 
is the main reason of errors. In this case, like the other mentioned case, as the result of proficiency level of 
learners and as the result of the learners’ awareness of prepositions type, forms and function, some of the 
errors will be removed. 

 
Figure 4. most frequent proposition errors 

Figure 4 shows that even at advanced levels, students have still some problems with a specific pair, for 
example ‘of, from’. ‘Of/from’ are used in a wide variety of situations, but they are often confused and 
many English learners have difficulties to correspond them in English. This comes from the fact that a 
number of languages, including Persian, use the same preposition for both ‘of and from’. Of course, the 
same errors committed by Persian speakers while they want to use other pairs; however, there is a slight 
distinct difference between ‘at/in’, ‘into/in’, ‘on/over’, ‘by/with’ and ‘’of/from’ in Persian and more 
acceptable justification for Persian speakers as they implement the latter pair. 
The mentioned findings are in line with Henning (1978), Koosha and Jafarpour (2006) who claimed that 
the learners’ proficiency level had a significant impact on their prepositional errors. But it is noteworthy 
to mention that despite the fact that the prepositional errors gradually disappear from students’ writings, 
there are error types which are placed in the fossilized category, even at the advanced level. Thus, 
teachers need to be well conscious of these consequences in order to prepare appropriate exercises and 
help learners to avoid further repetition of these problems. In so doing, it is not enough just to teach the 
learners that there is no one to one correspondence between English and Persian prepositions but to raise 
learners’ awareness of the most common errors types and the reason behind them. Besides, the learners 
should be well informed of the fact that ‘practice makes perfect’ that is practice is a key that enriches their 
language skills. 
5. Discussion and conclusion 
Error analysis is a type of linguistic analysis that focuses on the errors students make. It consists of a 
comparison between the errors made in the Target Language (TL) and that TL itself. Pit Corder as the 
“Father” of Error Analysis in his article entitled “The significance of Learner Errors” (1967) indicated that 
errors used to be “flaws” that needed to be eradicated. Corder presented a completely different point of 
view. He contended that errors are 'indispensable,' since the making of errors can be regarded as a device 
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the learner uses in order to learn. In 1994, Gass & Selinker defined errors as “red flags” that provide 
evidence of the learner’s knowledge of the second language. 
Researchers are interested in errors because they contain valuable information on the strategies that 
people use to acquire a language (Richards, 1974; Dulay and Burt, 1974). Moreover, according to Richards 
and Sampson (1974, p. 15), “At the level of pragmatic classroom experience, error analysis will continue 
to provide one means by which the teacher assesses learning and teaching and determines priorities for 
future effort.” Corder (1974) believes that error analysis has two objects: one theoretical and the other 
applied. The theoretical object aims to “elucidate what and how a learner learns when he studies a second 
language.” And the applied object wants to enable the learner “to learn more effectively by exploiting the 
knowledge of his dialect for pedagogical goals.” 
The studies on errors can be at the same time diagnostic and prognostic. It is diagnostic since it can tell us 
the learner's current state of the language (Corder, 1967) at a given point during the learning process, and 
prognostic because it can tell course organizers to prepare language learning materials on the basis of the 
students' current problems. 
In this paper, the researcher defined interlingual/transfer errors as those attributed to the native 
language (NL). There are interlingual errors when the students’ native language habits (patterns, systems 
or rules) interfere or prevent him/her, from acquiring the second language patterns and rules (Corder, 
1971) and interference (negative transfer) as the negative influence of the mother language (L1) on the 
performance of the target language learner (L2) (Lado, 1964). Many scholars have attempted to explain 
the mentioned phenomenon. Meanwhile, many have attempted to discover why fossilization in the errors 
occurs, what kind of linguistic material is likely to be fossilized and what type of students are more prone 
to fossilize. However, there has been almost no investigation by SLA theorists on the possibilities of 
preventing or overcoming fossilization. Indeed, there is a lack of needed research, especially considering 
that fossilization can be considered the most distinctive characteristic of adult SLA. 
The present study gives us an overall picture of the most frequently occurring prepositional errors in 
students’ writings. It also presents that that some of the errors are fossilized even in advanced learners 
and that the developmental errors will naturally disappear through the stages of the language. 
Depending on the proficiency achievements of the learners, the sources of these errors can be interlingual, 
intralingual, etc. 
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ABSTRACT 

THE PURPOSE OF THIS STUDY WAS TO EVALUATE THE SUITABILITY OF THE ENGLISH 
TEXTBOOK PROSPECT 2 THAT IS TAUGHT FOR IRANIAN JUNIOR HIGH SCHOOL STUDENTS 
BASED ON STUDENTS’ NEEDS AND TEACHERS’ PERCEPTIONS. THE PARTICIPANTS OF THE 
STUDY WERE 60 EIGHT-GRADE FEMALE STUDENTS, AND 30 MALE AND FEMALE TEACHERS 
WHO WERE RANDOMLY SELECTED FROM DIFFERRENT HIGH SCHOOLS IN TABRIZ, IRAN. A 
NEEDS ANALYSIS QUESTIONARIE AND A TEACHER EVALUATION CHECKLIST WERE USED AS 
THE INSTRUMENTS OF THE STUDY. THE RESULTS REVEALED THAT PROSPECT 2 MATCHES 
WITH THE MOST NEEDS OF THE LEARNERS AND CAN BE USED AS AN ACCEPTABLE TEXTBOOK 
TO TEACH TO EIGHT GRADE STUDENTS. TEACHERS ALSO HAD A POSITIVE VIEW TOWARD 
THIS TEXTBOOK IN GENERAL, BUT THEY REPORTED SOME PROBLEMS. FOR EXAMPLE, THEY 
BELIEVED THAT THERE IS NOT A BALANCE OF THE FOUR LANGUAGE SKILLS, THE LANGUAGE 
IS NOT AUTHENTIC, GRAMMATICAL POINS ARE COMPLETELY EXCLUDED, AND THE 
ACTIVITIES ARE NOT INTERESTING AND CANNOT BE MODIFIED OR SUPPLEMENTED BY THE 
TEACHERS. IT IS SUGGESTED THAT BY APPLYING SOME REFORMS, FOR EXAMPLE, BY ADDING 
SOME AUTHENTIC AND INTERESTING SECTIONS LIKE SHORT STORIES, HOMEWORK 
ACTIVITIES, FREE WRITING, SOME EASY GRAMMATICAL POINTS, AND USING VIDEO AND 
SONGS, THIS TEXTBOOK CAN BE APPROPRIATE FOR THE LEARNERS AND CAN ENCOURAGE 
THEM FOR MORE LEARNING. THE RESULTS OF THE STUDY CAN BE HELPFUL FOR TEACHERS 
TO USE APPROPRIATE TEACHING TECHNIQUES TO COMPENSATE FOR THE DEFICIENCIES OF 
THE TEXTBOOK AND FOR THE MATERIALS DEVELOPERS AND SYLLABUS AND CURRICULUM 
DESIGNERS IN THE MINISTRY OF EDUCATION AND OTHER PEDAGOGICAL EXPERTS TO MAKE 
THE NECESSARY REVISIONS TO THIS TEXTBOOK TO MAKE IT MORE USEFUL FOR THE 
LEARNERS. 
 
KEYWORDS: HIGH SCHOOL STUDENTS, NEEDS ANALYSIS, TEACHERS’ PERCEPTION, PROSPECT 
2, TEXTBOOK EVALUATION 
 
1. Introduction 
 

         Regarding the role of ELT textbooks in the process of English language teaching and learning, a 
majority of English language teaching professionals share a wide range of opinions about the use and 
usefulness of ELT textbooks in classes. As Sheldon (1998), for example, suggests, the textbooks not only 
"represent the visible heart of any ELT program" (p.237) but also offer considerable advantages for both 
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teachers and learners, when they are being used in the classroom. Ahour and Ahmadi (2012) describe 
textbooks as the main sources that convey the knowledge and information to the learners in an easy and 
organized way. 
        So it can be said that, it is important for teachers, textbook designers, and material writers to be sure 
of usefulness of the textbooks for the context and people with whom they are being used; one way to 
check this appropriateness is to use the evaluation approach (Azizifar, 2009). In this regard, Hutchinson 
and Waters (1993) define evaluation as a "matter of judging the fitness of something for a particular 
purpose" (p.96). For Tomlinson (2011) material evaluation is a systematic judgment of the value of 
materials in relation to the aims of the materials and the learners who are using them. 
 
            Beside the importance of the textbooks and textbook evaluation in teaching/learning programs, it 
is better to mention that "as the teachers and students are the main users of the textbooks, so it is 
unreasonable to design or evaluate textbooks without considering their needs and views" (McDonough & 
Shaw, 2003, p.61). According to Medlin (2009), beside the teachers' perceptions, learners' needs are also 
important in textbook evaluation. Mackey (1978) states that, for effective language teaching and learning, 
language educators should be aware of learners' needs and adapt their teaching accordingly in meeting 
these needs.  
 
           One way to gather the data about learners needs is to use needs analysis approach. Brown (1995) 
indicates that the systematic way to identify learners' needs is needs analysis. According to Jordan (1997) 
needs analysis is "the process of determining the needs for which a learner or a group of learners require a 
language and arranging the needs according to priorities which make use of both objective and subjective 
information" (p.20). 
 
          Unfortunately, in some countries like Iran, textbooks are considered as the only source in language 
teaching programs (Azizfar, Koosha, & Lotfi, 2010; Kheirabadi & AlaviMoghadam, 2014; Rashidi & 
Kehtarifard, 2014). In this situation the role of the textbooks gets more important and the 
inappropriateness of them can cause different problems. According to Azizfar, Koosha, and Lotfi (2010) if 
textbook does not match with learners' needs and if learners can't improve their desired knowledge 
through the textbook it can demotivate learners, or if the method that was used in the textbook does not 
match with preferred method of the teachers it can have negative impact on learning/teaching program. 
 
          According to some scholars there are also some serious problems with the English textbooks that 
are used in Iran. For example, according to Rashidi and Kehtarifard (2014) most of the textbooks in Iran 
are designed without any attention to the learners’ needs. They also state that, the same English textbooks 
(with almost the same language and learning patterns) are published and used by all students throughout 
the country as the only reliable resource available to the whole population; some of these textbooks may 
change a little but others are used for years without any modification. Ansari (2004) mentions that 
evaluation of English textbooks that are taught in Iranian schools is required because there are some 
problems with these textbooks in that teaching objectives are not well-defined and most of the students 
do not overcome language learning problems and are not proficient enough to communicate in the 
foreign language. Ansari also states that, students are not motivated enough to study English and look at 
the course just as a subject matter, which should be passed, and do not understand its importance as a 
means of communication with which they can adapt themselves to new improvements in technology and 
other sciences. 
 
            Because of these problems it is important for textbook designers and material writers not only give 
importance to textbook evaluation; but also take into account learners needs and teachers' perceptions 
about the textbook when designing and writing a textbook. Therefore, the aim of this study was to 
evaluate the suitability of English textbook Prospect 2, which is used for Iranian junior high school 
students, by using needs analysis approach and teachers' perceptions. In this regard, the following 
research questions were posed: 
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1. What are the needs of Iranian junior high school students?  
2. Does the English textbook Prospect2 match with their needs?  
3. To what extent is the English textbook Prospect2 suitable for junior high school students from teachers' 
perceptions in terms of: activities, skills, language type, subject and content?  
2. Literature Review 

 
2.1.  Theoretical Background for textbook Evaluation 
 
          Despite the impact of new technologies, textbooks will doubtless continue to play an important role 
in language teaching and provide a useful resource for both teachers and learners. The role of textbook in 
the language classroom is undeniable. Most of the researchers also mentioned to its importance for both 
teachers and students; for example, Hutchinson and Torres (1994) state that, the textbook has a very 
important and a positive role to play in teaching and learning English. They also argued that textbook 
provides the necessary input for classroom lessons through different activities, readings and 
explanations. Thus, it will always survive on the ground that it meets certain needs. They also mention 
that a good textbook, as long as it is properly used can be an excellent tool for effective and long lasting 
change. They conclude that textbook is an important means of satisfying a wide range of needs that come 
out from the classroom. Its role and importance in educational system cannot be ignored because it 
provides more secure situation for both teachers and students. 
 
          Considering the importance of the textbooks in teaching/learning programs, its selection and 
evaluation attracts the attention of many scholars. Evaluation, according to Brown (1989) refers to "the 
systematic collection and analysis of all relevant information necessary to promote the improvement of a 
curriculum, and assesses its effectiveness and efficiency, as well as the participants’ attitudes within the 
context of the particular institution involved"(p.5). Lynch (1996) refers to evaluation as "the systematic 
attempt to gather information in order to make judgments or decisions"(p.2). 
 
            For some scholars there are important reasons for necessity of textbook evaluation. Some of them 
believe that textbook evaluation can be effective for teachers; according to Sheldon (1998) textbook 
evaluation provides good knowledge of books content and helps teachers to identify textbooks merits and 
demerits. According to Hotchinson and Torres (1994) in order to be a good consumer of textbook it is 
important for teachers to get familiar with different methods and approaches of textbook evaluation and 
it is possible only by training teachers how to select and use textbooks effectively and this means helping 
teachers to evaluate textbooks properly, exploit them in class, and adapt and supplement them where 
necessary.  
 
          Others believe that textbook evaluation can be a valuable component in teaching and learning 
programs. Riazi (2003) states that the textbook evaluation may carried out in order to: select textbook for a 
newly started language program, identify the strength and weakness of the books, retain, update, and 
substitute the books. According to Littlejohn (2011), "material analysis and evaluation enable us to look 
inside the materials and to take more control over their design and use" (p.183). 
 
           In this regard, textbook evaluation is very important process in that; it helps textbook designers to 
identify strength and weaknesses of the newly developed textbooks. It also helps teachers to have insight 
into the organization of the textbook and have an effective use of it. 
 
2.2. Theoretical views on Needs Analysis 
 
            As the aim of this research is to use need analysis approach to evaluate English textbook, it is 
necessary to review some of the literature about need analysis. There are various definitions about needs 
analysis. According to Iwai (1999) " the term needs analysis refers to the activities that are conducted and 
involved in collecting information that will serve as the basis for developing a curriculum that meets a 
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particular group of students' needs" (p.225). Reviere (1996) defines needs analysis as "a systematic process 
of collection and analysis as inputs in to the resource allocation decisions with a view to discovering and 
identifying goods and services the community's responsibilities for their provision" (p.6). Likewise, 
Brown (1995) defines needs analysis as “the systematic collection and analysis of all relevant information 
necessary to satisfy the language learning requirements of the students within the context of the 
particular institutions involved in the learning situation” (p. 21). 
 
             The necessities of needs analysis in second language teaching-learning programs mentioned by 
different scholars, for example, Richards (1993) mentions that analyzing students' needs enables teaching 
practitioners to gain insight into the content, design and implementation of a language program, to 
develop goals and objectives, materials, and content, and to provide data for assessing the existing 
program. Some of the scholars believe that needs analysis is very important in curriculum designing. 
According to Nunan (1988), the data that are gathered through needs analysis can be considered as 
starting point for developing learner-centered curriculum. In learner-centered curriculum the materials 
are designed according to learners' needs and this can motivate learners. 
 
            In this regard, it can be said that need analysis is one of the important processes not only for ESP 
courses but also for general language teaching programs. It helps the language instructors to get familiar 
with learners' needs and evaluate the newly developed materials and also design learner centered 
curriculum and teaching programs that can help to motivate learners and encourage them. 
 
2.3. Empirical Studies on Textbook Evaluation  
 
              Some of the scholars used different models and checklists in order to practically evaluate different 
kinds of textbooks; for example, Juan (2010) evaluated the cultural content of the College English new 
edition that was taught at Chinese universities in order to see whether the content of the textbook matches 
with the culture of students or not. The study was based on Byram's (1993) model of textbook evaluation. 
The research revealed that the book did pay attention to representation of cultural issues but in an 
implicit way incorporated in readings and exercises. However, the book failed to include sufficient 
information on the cultural issues of the English speaking countries.  
 
              In Iranian EFL context, the issue of textbook evaluation has also attracted the attention of several 
researchers. Yarmohammadi (2002) evaluated the senior high school textbook based on revised version of 
Tuckers' model (1975). He came to this conclusion that these textbooks suffer from a lot of shortcomings 
as the following: (1) they are not authentic, (2) English and Persian names are used interchangeably, and 
(3) oral skills are ignored. Tabaeifard (2014) also investigated the English textbook taught to the students 
of humanities in BA level in order to explicate and analyze the possible weaknesses of the textbook, 
namely, English for the Students of Humanities (I). To this end, Los Angeles Unified School District 
Textbook Evaluation (2002) checklist was selected and adopted. The results revealed that the textbook is 
weak in different aspects such as dealing with assessments and self-evaluations at the end of units, final 
tests, or even illustrations, type size, and layout. Also twenty units may not be covered in one semester. 
The textbook is not doing well in promoting cross-cultural awareness.  
 
             Considering the important role of teachers and students in second language learning and teaching 
programs; some of the scholars tried to evaluate textbooks from the viewpoints of them by using different 
types of questionnaires; for example, the purpose of the study that was developed by Soleimani and 
Shafie (2014) was to analyze the ESP book taught at Payame Noor University for BA students in order to 
examine whether the book satisfied students objectives, needs, and wants. To this end, a sample of 
35accounting students with the age range between 20 and 27 participated in this study. They were asked 
to answer the questionnaire about their ESP book according to their objectives, needs, and wants. The 
results indicated that the ESP book satisfied BA students of Payame Noor according to their objectives 
and needs; however, it did not satisfy them according to their wants. 
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           Ahour, Towhidiyan, and Saidi (2014) investigated the appropriateness of “English Textbook 2” for 
Iranian EFL second grade high school students from the teachers' perspectives. The participants of the 
study consisted of 25 English teachers (8 females and 17 males) randomly selected from different high 
schools in Boukan, Iran. The evaluation of the textbook was conducted quantitatively through an adapted 
checklist developed by Litz (2005). The checklist was a 5-point Likert scale and three criteria including 
subject and content, activities, and skills were selected for this study. The results of the study revealed 
that teachers' perceptions about these criteria were not favorable in general. 
2.4. Empirical Studies on Needs Analysis 
 
            Some researchers used needs analysis approach for different purposes. Edward (2000) did a need 
analysis study to identify the language needs of the German banker's in order to design an ESP course for 
the bank personnel. Four skills were explored. An interview with the director of the language department 
of the bank was conducted and a questionnaire was given to the participants of the course to reveal the 
institutional and personal objectives. Students' past learning experiences could be reflected through the 
questionnaire as well. Based on the results an ESP course was designed and guidelines for teaching 
method were set. 
 
         In Iran also needs analysis has attracted the attention of some scholars. Mottaghi (2001) investigated 
language needs of high school students in Tehran. The study was done with a goal of carrying out the 
language needs, wants, and interests of high school students in Tehran. The researcher distributed 
questionnaire among 500 students. They were randomly selected from first, second, and third grades of 
high schools among 19 educational districts of Tehran. The questionnaire consisted of two parts. The first 
part included the personal information and the second part contained the main questions designed to 
elicit student's language needs. The gathered data were analyzed. The results showed that student's needs 
were to succeed in high school and to succeed in university entrance exam. As a result, the teaching 
method and existing textbook which focus on reading skill have met most of the students' language 
needs. 
 
          The aim of the study that was developed by Moslemi (2011) was to investigate the foreign language 
learning needs of Iranian MA students; in particular those who were majoring in biology, psychology, 
physical training, accounting and west philosophy. A total of 80 students from five MA majors studying 
at university of Isfahan participated in the study. Additionally, 25 subject-specific instructors as well as 
seven English instructors took part in the study. The study was designed on qualitative and quantitative 
survey basis using interviews, questionnaires, and texts. The results revealed that students' problems 
were diagnosed in the general English rather than technical English. The students had difficulty in the 
comprehension of organization of the texts and structure and grammar of English. The majority of 
participants believed that the idea of increasing the multiplication number of English course in the MA 
entrance exam can motivate the students to improve their language proficiency. 
 
              In this regard, the present study was conducted to fill the gap in the literature by evaluating the 
suitability of English textbook Prospect 2 for Iranian junior high school students by using needs analysis 
approach and teachers' perceptions. 
 
3. Method 
 
3.1. Participants 
 
              The data required for the study were collected from 60 eighth grade junior high school female 
students and 30 English teachers (10 male and 20 female). The participants were randomly selected from 
different High Schools in Tabriz, Iran. The age of the students varied between 14 and15 years old and that 
of the teachers varied between 30 and 50 years old. 
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3.2. Instruments 
 
         Two types of questionnaire were used in this study to collect data about learner's needs and 
teachers' perceptions.  
 
         The needs analysis questionnaire was originally prepared by Balint (n.d.). The original questionnaire 
had 54 items. Based on the objectives of the study, just 28 items were chosen from the original 
questionnaire (see Appendix A). The selected questionnaire mainly assessed the students' current and 
future language learning needs. Except the first item of the questionnaire, the other ones were anchored 
on a 6-point Likert-type scale ranging from 1(not at all important) to 6(very important).  
        After checking the questionnaire by two experienced teachers for the content validity, a pilot study 
was conducted with 30 students prior to the main study. The aim of the pilot study was to find out 
whether the items had clarity or were appropriate for the students and also check the problem of item 
wording, in order to avoid negative impact on data accuracy. In addition, it was also aimed to check the 
understandability and simplicity of the questions. Students could answer the questions in 25 minute. The 
piloting was beneficial, the questionnaire was modified based on the students' comments, some of the 
questions were restructured and some changes were made on the questionnaire format. In order to find 
out the internal reliability (consistency) of the questionnaire, Cronbach Alpha coefficient was calculated 
and high reliability was obtained (α= .85) 
 
           The second questionnaire "Teacher Evaluation Checklist Form" developed by Litz (2005) was used 
to collect data about teachers' perceptions. The original checklist had 40 items; based on the objective of 
the study, only 38 items were selected and for the convenience of statistically defining and coding, instead 
of 10-point Likert scale in Litz’s study, the 5-point Likert scale (Completely Disagree = 1, Disagree = 2, 
Moderately Agree = 3, Agree = 4, Completely Agree = 5) was used (see Appendix B). This checklist 
consists of 38 items divided into the following sections: practical consideration (item1-item 5), layout and 
design (item 6-item 13), activities (item14- item20), Skills (item21- item25), Language type (item26- 
item30), Subject and content (item31-item 35), and overall consensus (item 36-38). 
           After the checklist was checked by two experienced teachers for the content validity, a pilot study 
was conducted with 10 English teachers prior to the main study. The aim of the pilot study was to find 
out to what extent the items of the adapted checklist were clear and comprehensible to the subjects of the 
study. In addition, the time required for answering the checklist, suitability of the items for the actual 
context of the study and the clarity of instructions were also piloted. The pilot study, in general, 
confirmed the validity of the checklist. In order to find out the internal reliability (consistency) of the 
items in the checklist, Cronbach Alpha coefficient was calculated and a very high reliability was obtained 
(α= .91). 
 
3.3. Material 
 
            The material under evaluation in this study was the EFL textbook "Prospect 2" (Allavi, 2014) taught 
at Iranian junior high schools which is published by the publishing company of Iran. This book consists of 
seven lessons and the methodology that used for teaching this book is communicative language teaching. 
Each lesson organized around a theme and one or more function. The subject that was selected for each 
lesson relates to the real life events, and according to the author the textbook provides an appropriate 
balance of the four language skills. This textbook was used since the beginning of fall 2014 in order to 
teach English for Iranian junior high school students. 
 
3.4. Procedure 
 
         In this descriptive study, the quantitative data were obtained through the English language needs 
analysis questionnaire and teacher textbook evaluation checklist. After the selection of the questionnaires, 
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the researcher made an appointment with some teachers who were teaching this textbook for eighth 
grade junior learners. At the time of data collection after giving enough information about the purpose of 
the research, the checklist was administered among the participants. Then the researchers collected data 
about the learners' needs. The data were collected from Tabriz high schools during the academic year 
2014-2015. Before the distribution of the questionnaire, the researchers gave enough information about 
the aim of the research and needed guidelines for the students in order to answer the questions. The 
students were given enough time to answer the items in the classroom. 
 
             The collected data were entered into the SPSS 21 for further analysis. The descriptive statistics 
including mean, standard deviation, frequency, percentage were used in the data analysis. The final 
results were used as the basis for qualitative evaluation of the textbook by the researchers. 
 
 
4. Results and Discussion 
 
4.1. Results of needs Analysis (First Research Question) 
 
           Table 1 shows the percentages and frequencies for the item 1 of the questionnaire, which asks the 
participants: which of the four skills they feel be most useful to learn and practice for improving their 
overall English ability. 
 
Table1. Percentages and Frequencies for Item 1 
 

           
  As it is shown in Table 1, a majority of the students (76.7%) judged speaking as the most useful 
skill for improving the overall English ability. 
 
          Table 2 reflects the results of descriptive statistics including means, standard deviations, 
percentages and frequencies for items 2-28 of the needs analysis questionnaire. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Skills                Reading          Speaking           listening            writing             total           

f                         2                      46                     2                        10                     60            percentage        3.3%                
76.7%               3.3%                  16.7%               100% 
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Table 2. Percentages and mean Results for Items 2 to 28 

 

 Considering that the needs analysis questionnaire was a 6-point Likert scale and as the results in 
Table 2 shows, 11 items (i.e., item 6, item 14, item 15, item 13, item 16, item 17, item 18, item 21, item 
22,item 24, item 27) were of highest importance to the students (scales 5,6), and 4 items (i.e., item 2, Item 7, 
item 12, item 23) were not so much important (scales 1, 2, 3). 
 
 In this regard, a majority of the students wanted to engage in class discussion (item 18; M=5.28; 
SD=0.88); speak to hotel and restaurant staff in English while traveling overseas (item 21; M=5.20; 
SD=1.34); Watch movies or TV programs in English (item 13, M=5.20, SD= 1.34); introduce themselves in 
English (item 16; M=5.20; SD=1.34); describe objects and their using (item 17; M=5.15; SD=1.22); get the 
ability to research information in English (item 27; M=5.08; SD=1.36);  listen to English language music 
(item14; M=5.05; SD=1.21);  speak informally in English with foreign tourists (item15; M=5.03; SD=1.26); 
keep a diary in English (item 22; M=5.03; SD=1.22); write summary of a story, novel that they have read 
(item 24; M=5.00; SD=1.33);  and read English novels for pleasure (item 6; M=5.00; SD=1.14). 
 
         The lowest needs were for practicing and memorizing vocabulary in English classes (item2; M=3.93; 
SD=1.29); writing business documents in English (item 23; M=3.60; SD=1.70); listening to speech in a 

  1 
Not at all 

important 

2 
Somewhat 

not 
important 

3 
Slightly not 

important 

4 
Slightly 

important 

5 
Somewhat 
important 

6 
Very 

important 

 

SD mean  f          % f          % f           % f          % f          % f        % item 
1.29 3.93   2         3.3 7          11.7 9           15 26         43.3 7         11 9         15 2 
1.15 4.80   0          0 1          1.7 7           11.7 19         31.7 9         15 24       40 3 
1.00 4.82   0          0 0           0 5            8.3 21         35 14       23.3 20       33.3 4 
1.44 4.52   2          3.3 5           8.3 8            13.3 9           15 17       28.3 19       31.7 5 
1.14 5.05   1          1.7 1           1.7 3            5 12         20 15       25 29       46.7 6 
1.82 3.7   12        20 4           6.7 11          18.3 10         16.7 9         15 14       23.3 7 
1.46 4.52    3          5 3           5 9            15 9            15 17       28.3 19       31.7 8 
1.13 4.63    0          0 5           8.3 7            11.7 15          25 11       18.3 22       36.7 9 
1.66 4.42    5          8.3   6           10 3            5 14          23.3 9         15 23       38.3 10 
1.18 4.88    1          1.7 2           3.3 3            5      23.3 14 17       28.3 23       18.3 11 
1.92 3.22    19        31.7 6           10 8           13.3 8            13.3 8         13.3 11       28.3 12 
1.34 5.20       3.3    2 4           6.7 9           15 12           20     16        26.7 17       46.7 13 
1.21 5.05    1          1.7 3           5 2           3.3 8             13.3 18        30 28       56.7 14 

1.26 5.13    2          3.3 1           1.7 2           3.3 11           18.3 10        16.7 34       60 15 
1.34 5.20    3          5 1           1.7 3           5           5 3 14        23.3 36       55 16 
1.22 5.15    1          1.7 1           1.7 7           11.7 3             5 15        25 33       50 17 
0.88 5.28    0          0 0           0 4           6.7 5             8.3 21        35 30      28.3 18 
1.29 4.62    0          0 5          8.3 7           11.7 14           23.3 14        23.3 20      50 20 
1.34 5.20    3          5 1          1.7 3           5 3             5 14        23 36      50 21 
1.22 5.03    1          1.7 1          1.7 6           10 9             15 13        21.7 30      16.7 22 
1.70 3.60    8          13.3 11        18.3 11         18.3 7             11.7 13        21.7  10      50 23 
1.33 5.00    1          1.7 4           6.7 4           6.7 6             10 15        25 30      50 24 
1.69 4.12    5          8.3 8           13.3 16.7      16 6            10 14        23.3   17      28.3 25 
1.78 4.03    9          15 6           10 5           8.3 10          16.7 14        23.3 16      26.7 26 
1.36 5.08    1          1.7 4           6.7 4           6.7 6            10 10       16.7  35      58.3 27 
1.44 4.70    2          3.3 6           10 4           6.7 5            8.3 22       36.7 21      35 28 
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conference given in English (item 12; M=3.22; SD=1.92); and reading English in newspapers (item 7; 
M=3.07; SD=1.82). 
 
4.2. Matching the English Textbook Prospect 2 with the Students' Needs (Second Research Question) 
 
           In order to answer the second research question and find whether the English textbook Prospect 2 
matches with the junior high school students' needs, the researchers compared the students' needs with 
the content of the textbook. For this, at first, (a) it was necessary to have an overview of the textbook 
Prospect 2, and then (b) compare it with the students' needs. 
 
          (a) The main educational purpose of this English textbook is communication; the methodology that 
used for teaching is communicative language teaching. Teaching grammar points are completely ignored 
and the main aim of this book is preparing students to learn grammar points in the next Prospect series 
Prospect 3; according to the writer the teachers should avoid to teach any grammatical points during the 
course. Beside the main textbook there are also student's workbook, teachers' guide book, audio 
materials, and flash cards in order to facilitate teaching and learning process. 
 
          This textbook was organized around seven lessons; the subject of each lesson is related to the real 
life events. Different sections of each lesson are as follows: conversation, practice section for speaking 
skill, spelling and pronunciation, listening and writing, reading, speaking and writing, and role play 
section.  
 
            (b) The next stage was to see whether these features of English textbook Prospect 2 match with 
eighth grade students' language needs or not.  
 
           As was mentioned earlier in Table 1, 76.7% of the students judged speaking as the most useful skill 
for improving their overall English ability and the results also showed that they preferred to improve this 
skill by doing real life activities. It can be said that practicing speaking is the most important skill that is 
emphasized throughout this textbook. The topic of each lesson is considered as the topic for conversation 
and two practice sections of this textbook are allocated for practicing this skill and the major part of 
review sections are devoted to practicing speaking skill. The topics that were selected by the writer of the 
textbook are also related to students practice conversations in different subjects and personal themes. For 
example, in Lesson 5 one of the students plays a tourist role and asks the other student about his/ her 
city. Grant (1987) highly emphasize the "communicative aspect" of the textbooks and indicates that 
students should be able to communicate in language as a result of using the textbooks. Different sections 
of the textbook are allocated to practicing and improving this skill like conversation sections, role playing, 
and the review sections that are devoted to practice this skill, so it seems that the textbook matches with 
the first needs of the learners. This result seems to be in line with the findings of Arabloo (2015) who 
concluded that the Prospect 2 is according to communicative language teaching method and satisfies the 
students' needs. She also stated that the textbook contain daily conversations and prepare learners to 
speak in social life. 
 
           According to the results, students also prefer to improve their other skills like: reading English 
novels for pleasure, watching movies or TV programs in English, listening to English language music, 
keeping a diary in English, writing a summary of a story or novel that they have read, and getting the 
ability to research information in English. Considering this, the writer of the book has tried to allocate 
some sections for practicing these skills, but the way of improving these skills does not seem attractive 
and does not match with the needs of the leaners; if for example, regarding reading and writing skills, the 
writer tried to blend these skills with speaking skill. For example, in reading, speaking, and writing 
sections; the teacher uses flash cards with vocabularies which are related to the topic of each lesson and 
the students read these vocabularies and then speak with each other about the related topic by using 
these vocabularies and then fill in the blanks. This type of activity does not seem to be effective to 
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improve students' reading and writing skills and does not match with their needs which are reading 
novel or stories and writing the summary of these stories. According to Arabloo (2015), reading and 
writing is somehow neglected in Prospect 2 and the activities in reading and writing sections are not so 
effective.   
           
  Considering listening skill, the results showed that students prefer to learn this skill through 
interesting activities like listening to the English music, and watching films. In listening section of this 
textbook the writer aims to improve listening skill and sub skills like getting the gist. For example, 
students listen to the conversation from audio CDs and get the gist then fill out the table. These activities 
do not seem interesting for students. Rezvani (2015) stated that, listening and reading exercises that 
included in the Prospect2 do not seem very interesting to and motivating the learners. According to 
Arabloo (2015), in this stage of life, students need video graphics and listening to audio CDs get them 
bored. Likewise Kiato (1996) indicates that use of movies and cartoons provide a chance of learning 
second language in social context, as well as an adequate description of sociocultural competence by 
showing of social conventions concerning language use, such as taking turns, appropriateness of content, 
nonverbal language, and tone. Use of songs has also different advantages. They naturally motivate 
students; they can evoke positive atmosphere and students can listen to different forms of intonation and 
rhythm. As Wu (2010) states, the goals of learning through songs are to strengthen listening and speaking. 
So adding enjoyable and effective songs, movies, and cartoons is important and can be effective for junior 
high school students. 
 
            According to the results of need analysis, students also like to search information in English but 
there is not any activity in the book that encourages students for searching information in English; so it is 
better to add some additional home works about the topics of each lesson, for example, students can 
search information about their favorite country at their home as the homework for Lesson 5. 
 
4.3. Results of the Analysis for Teachers Textbook Evaluation Checklist (Third Research Question) 
 
 There were 38 items in the textbook evaluation checklist dealing with foreign language teachers' 
perceptions about English textbook Prospect 2.  The checklist was divided into the seven sections: 
 
1. Practical sections (item1- item5)  
2. Layout and design (item6- item13)  
3. Activities (item14- item20)  
4. Skill (item21- item25) 
5. Language type (item26- item30) 
6. Subject and content (item31- item35) 
7. Overall consensus (item 36-item 38) 
 
Table 3 indicates the total mean (M) and standard deviation (SD) for six sections of the checklist. 
 
Table 3. Total mean and standard deviation for seven sections of the checklist 

section M SD 

Practical section 4.22   .74 
Layout and design 3.46 1.16 
Activities 2.91 1.21 
Skill 3.37 1.03 
Language type 3.1 1.03 
Subject and content 3.23 1.06 
Overall consensus 3.40 1.09 
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 As Table 3 indicates, the lowest means are related to activities (M= 2.91, SD= 1.21), and language 
type (M= 3.1, SD= 1.03) sections. It can be concluded that there are some problems with activities of this 
textbook; a majority of teachers believed that the textbook can't provide a balance of activities, the 
grammar (the grammatical points ignored completely in this book) and vocabulary points are not 
introduced in a motivating way, and the activities can't be modified easily by teachers. As the 
grammatical point and grammar accuracy were completely ignored in the textbook, a majority of tasks 
and activities used in this textbook are focused on fluent production except spelling and pronunciation 
practices. There is not also any free exercise or the activities that can be supplemented or modified by the 
teachers in this textbook and all of the exercises are controlled. All of the subjects and materials of the 
activities were determined by the writer like using special cards in writing and listening activities, so the 
teacher can't modify the activities.  
 
           However there are some positive points, for example, the activities of this textbook encourage 
learners for group working, to promote creative and independent responses, and to internalize the 
intended language. According to Rezvani (2015), all the activities of this textbook encourage the learners 
to cooperate with each other. All of the speaking practices encourage students to speak with each other 
and with their teachers.  
 
           As was mentioned before there are also some problems with the language type (M= 3.1, SD=1.03) 
that was used in this textbook. The results showed that language used in the textbook is not authentic like 
real-life English; as the main purpose of Prospect 2 is to improve speaking skill this can be considered as 
one of the main problems of this textbook. The content of this textbook was designed for educational 
purposes and all of the conversations occur in Iran situation. According to Hamidizadeh (2014), when 
communication is the main educational purpose of one course learners should be prepared to 
communicate in real world. Considering this aspect, the intended goals and objectives would be 
impossible to achieve. Cunningsworth (1995) also points out that there should be a correspondence 
among textbooks, aims and objectives of the language learning program. As was mentioned before, using 
language in real world was one of the language needs of the learners, so using authentic texts like stories, 
lyrics, cartoons, and films can be more effective and may solve the authenticity problem. And also the 
progression of grammar points and vocabulary items is not appropriate. 
 
                 Ignorance of the grammatical point is the other problem of this section, according to Skethan 
(1996); accuracy indicates the extent to which the language produced conforms to target language norms 
which involve the correct use of pronunciation, vocabulary, and grammar. Skethan stated that accuracy is 
as important as fluency in language teaching and learning. So beside the accuracy in pronunciation and 
vocabulary, accuracy in grammar is also important.   
 
          From the teachers perceptions the progression of the vocabularies is not appropriate. For example, 
in Lesson 4 students should get familiar with the different types of diseases but, while English words like 
head, eye, nose, stomach were not introduced in Prospect 1 or in pervious lessons, how we can expect them 
to learn headache, sore eyes, running nose, stomachache in prospect 2. Thus, teaching the vocabularies related 
to parts of the body is extremely necessary before teaching illnesses and at the present moment teachers 
have to spend time on teaching them and compensate for the shortcoming of the book. The results of the 
needs analysis indicates that the learners do not prefer to practice and memorize the vocabularies in the 
classroom; introducing the vocabularies without considering the background knowledge of the learners is 
one of the important reasons for demotivating the learners to learn vocabularies, so introducing 
vocabularies in a proper order and motivating way is very important.  
 
           According to Table 3, the highest means were devoted to practical section (M=4.22, SD= .74); 
followed by layout and design (M= 3.46, SD= 1.16); overall consensus (M= 3.40, SD= 1.09); skill (M= 3.37, 
SD= 1.03); and subject and content (M= 3.23; SD= 1.06) sections, respectively. 
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            Based on the results, it can be concluded that the textbook is appropriate from practical 
consideration in that the price of the text book Prospect 2 is reasonable and the textbook is recent 
publication. The layout and design of Prospect 2 is also appropriate. A majority of teachers agreed that the 
textbook include adequate pictorial glossary, enough review sections, and also appropriate guide book 
for teachers that provide guidance about how to use the textbook. Similarly, a high number of teachers 
had a positive view about the overall consensus of the textbook because they believed that textbook is 
appropriate for the language learning aims of their institute and they will choose again to teach this 
textbook.  In addition, most of the teachers agreed with the appropriateness of presentation of the skills 
and sub-skills and the way they are practiced. In this case, there is one problem in that the material does 
not provide an appropriate balance of the four skills. Moreover, more than half of the teachers believed 
that the subject and content of the textbook is appropriate ,except that there are some problems. They 
indicated that the content of the textbook is not interesting, challenging, and motivating and there is not 
sufficient variety in the content of the textbook. This is not in line with Arabloo's (2015) findings; who 
stated that the activities that used in Prospect 2 are attractive and interesting. In this regard, adding some 
interesting and challenging parts that match with learners' needs and capability may solve this problem. 
 
            
5. Conclusion 
 
             The importance of the textbooks in the ELT classroom is so extensive that it is almost a universal 
element in ELT teaching (Hutchinson & Torres 1994), and it is crucial to any ELT program (Litz, 2005; 
Sheldon, 1988). According to Riazi (2003), textbooks play a very important role in the educational process, 
since both teachers and students rely heavily on them. Textbooks can also serve as a tool to motivate and 
stimulate language learning (Allwright, 1981; Lee 1997; Skierso, 1991). According to Tomlinson (2003), in 
a learning environment in which learners are motivated and have positive views about their learning 
environment, the speed of language acquisition can be greatly enhanced, making language learning more 
effective.  
 
 Taking these points into account, one of the important measures facing EFL educators is the 
selection of the textbook, which, according to Riazi (2003), is a vital decision that will affect teachers, 
students, and the overall classroom dynamic. Wrong choice of textbooks would be likely to negatively 
affect both teaching and learning. Financial resources would also be wasted (Mukundan, 2011; Sheldon, 
1988). As Riazi (2003) points out, textbook evaluation is considered as one important process in the 
textbook selection.  Sheldon (1988) has offered several reasons for textbook evaluation. He suggests that 
the selection of an ELT textbook often signals an important administrative and educational decision in 
which there is considerable professional, financial, or even political investment.  He adds, a thorough 
evaluation, therefore, would enable the managerial and teaching staff of a specific institution or 
organization to discriminate between all of the available textbooks on the market. 

 As was understood, teachers and leaners were directly affected by the textbook. Najafi, Hamidi, 
and Mahmoudi (2014) state that "textbooks occupy a mediating position between teachers and students 
and thus have to bear certain characteristics to make them an appropriate connector" (p.379). So, it is not 
rational to evaluate a textbook without any consideration for students' needs and teachers' perceptions. 
According to Stoller (2002), getting ideas and feedback from teacher and student users is helpful as 
materials writers cannot always predict what others may find problematic with their materials.  
 
         One way to use learners' perception in designing and evaluating a textbook is to use needs analysis 
approach. For Johns (1991), needs analysis is the first step in course design and it provides validity and 
relevancy for all subsequent course design activities. According to Hutchinson and Waters (1987), being 
aware of the learners' needs influences not only the content of the language course but also what potential 
can be exploited through such course.  
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                Teachers' perception is also very important in designing and evaluating the course books. 
Barcelos (2000) notes that language teachers' perceptions influence what language teachers do in the 
classrooms. Similarly, Yu (1986) mentions that teachers’ perceptions influence what teachers do both 
inside and outside the classrooms. Therefore, teachers must be aware of what they perceive and believe 
when conducting their daily teaching. 
 
          As a result beside the importance of the textbook evaluation, giving importance to teachers 
perceptions and learners needs are also important through this process.  
         To have a practical example, this study was conducted to evaluate the suitability of newly published 
English textbook Prospect 2 for Iranian junior high school students based on students' needs and teachers' 
perceptions.  The obtained results showed that Prospect 2 matches with the most needs of the learners and 
can be used as an acceptable textbook to teach to eighth grade students; because the main purpose of the 
course is to improve learners' speaking skill which is the most preferred skill by the eighth grade 
students.  But considering the age and needs of the learners giving importance to the innovation and 
using other attractive and interesting materials like stories, films, songs, and cartoons can be effective to 
motivate learners. Teachers also had positive view toward this textbook; they believed that the textbook is 
appropriate from practical, layout and design, subject and content dimensions. A majority of teachers 
preferred to teach the textbook again. But as any textbook there are some problems, for example, teachers 
believed that there is not a balance of the four language skills, the language is not authentic, grammatical 
points are completely excluded, and the problem with the activities is that they are not interesting and 
cannot be modified or supplemented by the teachers. 
 
          It can be concluded that by applying some reforms, for example by adding some authentic and 
interesting sections like short stories, homework activities, free writing, some easy grammatical points, 
and using video and songs, this textbook can be more useful for the learners and can encourage them for 
more learning.   
  
 The results of this study can be useful for the materials developers and syllabus and curriculum 
designers in Ministry of Education and other pedagogical experts to consider the necessary revisions in 
the prospect 2 to make it more suitable to the learners considering their needs and interest.The results can 
also be helpful for teachers to use appropriate teaching techniques to compensate for the deficiencies of 
the textbook.  
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APPENDIX A 
NEEDS ANALYSIS QUESTIONAIRE 

 
 
 
Dear student, 

 
The purpose of this study is to find your second language learning needs.  
 
A.  According to your personal idea, Please choose one of the choices for each item by putting   𝖷   or     . 
 
1. Which of the following skills do you feel would be most useful to learn and practice for improving your 
overall English ability? 
(1) Reading             (2) Listening                (3) Speaking                (4) Writing 
 
2. How important is it to have vocabulary practice in English classes? 
(1) Not at all important  
(2) Somewhat not important 
(3) Slightly not important  
(4) Slightly important  
(5)Somewhat important  
(6) Very important 
 
3. How important is it to have grammar practice in English classes? 
(1) Not at all important  
(2) Somewhat not important 
(3) Slightly not important  
(4) Slightly important  
(5)Somewhat important  
(6) Very important 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 565 

 
B. For Questions 4 to 28, how much do you feel each of the skills is important in your life? Use the 
following scale for your answers. Please circle          the selected number. 
(1) Not at all important   
(2) Somewhat not important  
(3)Slightly not important  
(4) Slightly important 
(5)Somewhat important  
(6) Very important 
 
4. Read a text from a textbook with correct pronunciation. 1    2    3    4    5    6 
5. Reading my favorite English topics from Internet. 1    2    3    4    5    6 
6. Reading English novels for pleasure.   1    2    3    4    5    6 
7. Reading English newspapers. 1    2    3    4    5    6 
8. Reading e-mails from foreign friends written in English.  1    2    3    4    5    6 
9. Reading English textbooks.  1    2    3    4    5    6 
10. Listening in meetings or small-group discussions with English-speaking members.   
 1    2    3    4    5    6 
11. Listening to take notes of a class lecture in English. 1    2    3    4    5    6 
12. Listening to a speech in a conference given in English. 1    2    3    4    5    6 
13. Watching movies or TV programs in English. 1    2    3    4    5    6 
14. Listening to English language music. 1    2    3    4    5    6 
15. Speaking informally in English with foreign tourists.  1    2    3    4    5    6 
 1    2    3    4    5    6 
16. Introduce oneself in English. 1    2    3    4    5    6 
17. Describe objects and their using. 1    2    3    4    5    6 
18. Engage in class discussion. 1    2    3    4    5    6 
19. Having discussions about general topics and current events in English with classmates.  
  1    2    3    4    5    6 
20. Having discussions about general topics and current events in English with foreign people   
 1    2    3    4    5    6 
21. Speaking to hotel and restaurant staff in English while traveling overseas.   
 1    2    3    4    5    6 
22. Keep a diary in English. 1    2    3    4    5    6 
23. Writing business documents in English.  1    2    3    4    5    6 
24. Write a summary of a story, novel that I have read.   1    2    3    4    5    6 
25. Writing e-mail letters in English to foreign friends.   1    2    3    4    5    6 
26. Write summary of reading text.   1    2    3    4    5    6 
27. Getting the ability to research information in English.  1    2    3    4    5    6 
28. Doing group research with classmates or co-workers in English. 1    2    3    4    5    6 
 

APPENDIX B 
TEACHER TEXTBOOK EVALUATION FORM 

 
Dear respondent,  
Please provide the following information.  
1. Age ……………… years  

2. Gender: male □ female □  

3. Teaching experience: __________ Years  
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The purpose behind this study is to find out attitudes of teachers about their teaching material. 
According to your personal idea please rate your material at hand following the below guidelines.  
Please choose one of the choices for each item (put X or ).  
PLEASE NOTE:  

1= Completely Disagree; 2= Disagree; 3= Moderately Agree; 4= Agree;  
5= Completely Agree  
 
A. Practical consideration  
1. The price of the textbook is reasonable. 
1            2           3            4          5       
2. The textbook is easily accessible.  
1            2           3            4          5       
3. The textbook is a recent publication.  
1            2           3            4          5       
4. A teacher's guide, workbook, and audio-tapes accompany the textbook.  
1            2           3            4          5       
5. The author's views on language and methodology are comparable to mine  
1            2           3            4          5       
 
B: Layout and Design  
6. The textbook includes a detailed overview of the functions, structures and 
vocabulary that will be taught in each unit. 
 1            2           3            4          5       
7. The layout and design is appropriate and clear.  
1            2           3            4          5       
8. The textbook is organized effectively.  
1            2           3            4          5       
9. An adequate vocabulary list or glossary is included.  
1            2           3            4          5       
D: Skills  
21. The materials include and focus on the skills that I/my students need to 
practice. 1            2           3            4          5   
22. The materials provide an appropriate balance of the four language skills. 
1            2           3            4          5   
23. The textbook pays attention to sub-skills - i.e. listening for gist, note-
taking. 1            2           3            4          5   
24. The textbook highlights and practices natural pronunciation (i.e. - stress 
and intonation). 1            2           3            4          5   
25. The practice of individual skills is integrated into the practice of other 
skills. 1            2           3            4          5   
 
E: Language Type  
26. The language used in the textbook is authentic - i.e. like real-life English. 1            
2           3            4          5   
27. The language used is at the right level for my (students') current English 
ability. 1            2           3            4          5   
28. The progression of grammar points and vocabulary items is appropriate. 
1            2           3            4          5   
29. The grammar points are presented with brief and easy examples and 
explanations. 1            2           3            4          5   
30. The language functions exemplify English that I/my students will be 
likely to use. 1            2           3            4          5   
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F:  Subject and Content 
31. The subject and content of the textbook is relevant to my (students') needs 
as an English language learner(s). 1            2           3            4          5   
32. The subject and content of the textbook is generally realistic. 
1            2           3            4          5   
33. The subject and content of the textbook is interesting, challenging and 
motivating. 1            2           3            4          5   
34. There is sufficient variety in the subject and content of the textbook. 
1            2           3            4          5   
35. The materials are not culturally biased and they do not portray any 
negative stereotypes. 1            2           3            4          5   
G:  Overall Consensus 
36. The textbook is appropriate for the language-learning aims of my 
institution. 1            2           3            4          5   
37. The textbook raises my (students') interest in further English language 
study. 1            2           3            4          5   
38. I would choose to study/teach this textbook again.   
1            2           3            4          5   
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ABSTRACT  

VOCABULARY IS AN ESSENTIAL COMPONENT OF LANGUAGE. IT IS CENTRAL TO READING 
ABILITY, WRITING ABILITY AND LISTENING ABILITY, AND THE MOST IMPORTANT ASPECT OF 
SECOND-LANGUAGE (L2) KNOWLEDGE FOR ACADEMIC ACHIEVEMENT (WILLIS & OHASHI, 
2012).  DIFFERENT PARADIGMS, MODELS, AND HYPOTHESES HAVE BEEN PROPOSED AS HOW 
L2 VOCABULARY ITEMS ARE LEARNED.  A MODEL CAN BE DEFINED AS A KIND OF EMPIRICAL 
THEORY WHICH AIMS TO SHOW SOME KIND OF ISOMORPHIC RELATION WITH ITS OBJECT 
(CHESTERMAN, 2012). AS FAR AS L2 VOCABULARY REPRESENTATION AND ACQUISITION ARE 
CONCERNED, ONE CAN FIND FEW MODELS IN THE LITERATURE. NOTWITHSTANDING, WITH 
RESPECT TO L2 VOCABULARY TEACHING, THE FIELD IS IN NEED OF SUCH AN INTEGRATED 
AND COMPREHENSIVE MODEL. IN THIS SHORT PAPER, A NUMBER OF L2 VOCABULARY 
MODELS WILL BE TOUCHED UPON ALONG WITH THEIR SCOPE AND LIMITATIONS. AFTER 
DISCUSSION OF THE MODELS, SUGGESTIONS FOR FURTHER STUDIES WILL BE OFFERED. 
FINALLY, A CALL WILL BE MADE FOR PUTTING FORWARD A POWERFUL PREDICTIVE MODEL 
OF L2 VOCABULARY TEACHING.    
 
KEY WORDS: L2 VOCABULARY LEARNING; MODEL; META-ANALYSIS; L2 VOCABULARY 
TEACHING  
 
INTRODUCTIN 
 
Vocabulary acquisition is also one of the most important skills of a second language (Nation, 2001; Read, 
2004) and the lexicon may be the most important language component for learners (Gass & Selinker, 
2008). According to Schmitt (2008), the basic means of achieving a satisfactory level of vocabulary 
knowledge is still unclear, partly because it involves a wide variety of factors.  Given the close 
relationship existing between L2  learners ’ mastery of L2 lexical knowledge and their ability to 
understand English reading texts, researchers have been searching for cost-effective methods to 
effectively enhance students' acquisition and retention of new vocabulary items  
In the past two decades or so, there has been a burgeoning interest in the nature of vocabulary knowledge 
and its acquisition (Hamada & Koda, 2008; Kim, 2002, 2011; Min, 2008). Because word knowledge is the 
by-product of certain psycholinguistic processes involving recognition, production, and memory of 
linguistic information, there is a serious need for a pedagogically effective model   showing how this 
knowledge is best acquired, retained, and accessed (Hamada & Koda, 2008)..   

Review of the Literature  
     L2 learners encounter a demanding task of acquiring so many lexical items essential for a successful 
communication and reasonable comprehension, both in spoken and written modes of language. 
Considering the research findings up to now, the best method is not without contention. Each theory and 
hypothesis, focusing only on one dimension or a specific factor, is not able to shed illuminating light on 
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the issue. Given the fact that lexicon plays vital role in the ultimate acquisition of an L2, the issue 
deserves much more research attention than before. L2 learners often see L2 vocabulary learning as the 
greatest source of problems (David, 2008).  Moreover, lexical errors are judged by native speakers to be 
more serious and to impede comprehension more than grammatical errors (Schmitt, 2000).  Limited 
vocabulary knowledge prevents L2 learners from communicating effectively in L2 (Paribakht &  Wesche , 
1999).  
 

     Lexical proficiency is also crucial because the understanding of lexical acquisition in relation to its 
deeper, cognitive functions can lead to increased awareness of how learners process and produce an L2 
(Crossley et al., 2009).  According to Lynch  (1996,)  acquiring vocabulary is a vital process in L2 learning 
as it fosters learners’ comprehension and can serve as a good step to make progress in language learning.  
In addition, words and lexical phrases are “the basic building blocks for language use and development (  
Henriksen ,1996).  L2 learners must undertake the difficult task of learning thousands of   vocabulary 
words to become proficient communicators (Ferguson, 2009).  Given that learners need to know 
thousands of vocabulary words in order to comprehend oral and written texts, as well as to produce 
texts, vocabulary learning is clearly an important topic in the development of language proficiency 
(Ferguson, 2009).  
     
  When learning an L2, it is necessary to acquire thousands of words in order to understand the reading 
contexts (Laufer, 2003). There is little doubt that lexical development is an essential step in second 
language acquisition (SLA) (Tight, 2010).  Learning vocabulary is an essential part of mastering a second 
language, and the first or initial step in the process of acquiring vocabulary is to establish a form-meaning 

link (Schmitt, 2008).  Limited vocabulary knowledge prevents L2 learners from communicating 
effectively in the target language (Wesche & Paribakht, 1999).                  Haastrup and Henriksen (2001) 
point out the need to bridge vocabulary acquisition research with mainstream SLA inquiry in order to 
move from partial to a more comprehensive understanding of L2 lexical acquisition. Consequently, they 
call for more testable research models which would produce more fine-grained explanations of L2 lexical 
acquisition.  
      From a pedagogical point of view, there is clearly a need for research that helps to identify the types 
of learning tasks that provide optimal opportunities for L2 vocabulary learning (Kim, 2011). How to help 
learners acquire L2 vocabulary has been a great concern among applied linguists. Advanced vocabulary 
knowledge necessitates knowledge of lexical knowledge (Meara & Wolter, 2004) and also involves 
understanding the affect or attitude conveyed by different word choices (Qian, 1999).  Given the fact that 
vocabulary acquisition is a gradual and incremental process during which word knowledge develops 
from more to less partial (Laufer, 2009; Schmitt, 2008), more in - depth, qualitative studies and meta-
analyses on the issue are warranted.  
 
    Additionally, as acknowledged by Hamada and Koda (2008) there is a serious need for a viable model 
providing a psycholinguistic account of how this knowledge is acquired, retained, and accessed? 
Moreover, as argued by La Fuente (2002)   how vocabulary is learned and what the most efficient means 
are to promote effective acquisition have been worthwhile lines of investigation in the field of second 
language acquisition (SLA) ". Conducting meta-analyses and systematic reviews on the topic would be 
valuable lines of inquiry.   The present study is an attempt to quantitatively explain factors and variables 
that enhance L2 vocabulary acquisition and in so doing paving the way for the evolving models 
explicating underlying mechanisms and processes of L2 vocabulary acquisition.      
 
   Undoubtedly, the understanding of factors affecting L2 vocabulary provides L2 teachers with valuable 
insights on how they should design classroom tasks and activities that best enhance L2 vocabulary. The 
knowledge of L2 vocabulary learning will be of help to syllabus designers, applied linguists, L2 teachers, 
and Lexicographers, among others.  Given the scare meta-analyses on the effects of different types of 
treatments and instructions on L2 vocabulary acquisition, and the lack of comprehensive meta-analysis 
investigating the overall effect of treatments on L2 Lexical learning, this study is certainly warranted.  
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Finally, as asserted by Kim (2002), today, we do not have a generally accepted theory of vocabulary 
acquisition. Studies of this nature and more meta-analyses on the other dimensions of second or foreign 
vocabulary acquisition can be of help to us to perceive the interconnected and interdependent factors that 
contribute to the L2 vocabulary acquisition and paving the way for a unified or comprehensive theory or 
theories of second language  
 
  Significance of the L2 Vocabulary Learning and Teaching  

     Good models  not only describe their object accurately, but also incorporate or generate possible 

explanations, and predictions that can be tested (Chesterman, 2012).However, since the early 1990s, more 
and  more researchers (for example Laufer 1991; Nation 2008) have stressed the importance of an 
integrative approach, arguing that incidental  learning alone is inadequate for effective vocabulary 
acquisition  and that intentional learning should be integrated into vocabulary learning programs.  
Furthermore,   Tseng and  Schmitt (2008) pointed out that   There are many theories/explanations that 
address specific elements of vocabulary acquisition (e.g., Carey, 1978; de Bot, Paribakht, & Wesche, 1997; 
Jiang, 2000), but it seems safe to say that no theory to date has been able to capture all of the complexities 
of the acquisition process. To truly understand the vocabulary learning process, we must step outside 
purely lexical issues and address factors that affect L2 learning in general (Tseng & Schmitt ,2008).   
       A number of scholars have highlighted the lack of accepted model of L2 vocabulary learning (Jiang, 
2000; Tseng & Schmitt, 2008). We are still short of a conceptual framework within which we can discuss 
the findings of numerous L2 vocabulary studies (Jiang, 2000).  Thus, it is not surprising that we currently 
have no generally accepted theory of vocabulary acquisition (Tseng & Schmitt, 2008).   
 
Willis and Ohashi's (2012) Model of L2 vocabulary Learning and Retention 

 
     Willis and Ohashi's (2012) Model aimed to find what combination of variables (cognateness, frequency 
and word length) best predicted the difficulty for English as a second language (ESL) learner of learning 
and retaining L2 words over time. They studied, among other variables, what factors made some L2 
lexical items more difficult to learn and retain over time than others (frequency, cognateness, and word 
length).  
         Using a multiple Linear regression Model,  they showed that an additive model of simple effects for 
cognateness, Frequency and word length in phonemes best predicted the difficulty for Japanese ESL 
learners of learning and retaining L2 words over time. Additionally, they argue that, the largest 
contributor to difficulty was cognateness, followed by frequency and then word length in phonemes.  
However, as they exercise a word of caution,   that it is a model of vocabulary acquisition by Japanese 
learners. It should be mentioned that other empirical studies should verify this model and highlight its 
pedagogical implications for L2 vocabulary pedagogy.   
 
 Jiang's (2000) Model of Tutored L2 vocabulary Acquisition  

      Jiang (2000) proposed a model of instructed L2 vocabulary acquisition. This psycholinguistic model 
was based on the representational component of L2 vocabulary learning. The  model emphasizes the 
fundamental difference between L1 and instructed l2 in lexical growth.  Seen from this framework (Jiang, 
2000), lexical development is assumed to divide into three stages: at the first stage, a lexical entry, 
containing only formal specifications and a pointer, is established for an L2 word. At the second stage, L2 
formal information and semantic information of its L1 translation is combined. At the third stage, the 
combination of L2 information other than formal specifications is realized.  
         Jiang's L2 tutored Model (2000) aimed to account for the major causes of differences between L1 and 
L2 vocabulary development as well as to explicate the fossilization of L2 lexical items.  According to this 
model, the limited contextualized exposure and the presence of the existing semantic and lexical systems 
may contribute to a fundamental difference in lexical representation and growth between L1 and L2. 
Furthermore, lexical fossilization refers lexical development that ceases at the second stage, despite the 
availability of extensive contextualized input (Jiang, 2000).  
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          It should be mentioned that Jiang's Model (2000) is primarily concerned with the representation and 
development of L2 lexical items in an instructed setting; it does not suggest anything about the factors 
and variables that best influence L2 vocabulary development.  
 
Tseng and Schmitt (2008) Model  
 
     In an attempt to develop an empirically-based model of  vocabulary learning process  , Tseng and 
Schmitt (2008)   proposed a structural model that integrates vocabulary knowledge and motivation with 
six latent variables: the initial appraisal of vocabulary learning experience, self- regulating capacity of 
vocabulary learning, strategic vocabulary learning involvement, and mastery of vocabulary learning 
tactics, vocabulary knowledge, and postappraisal of the effectiveness of vocabulary learning tactics.      
The model of motivated vocabulary learning will be developed from a process-oriented  point of view, 
operationalized as the process whereby strategic behaviors are instigated, sustained, and evaluated.  So 
combining measures of both size and depth of knowledge allows the model to draw upon a better 
estimate of the learners’ true lexical abilities. 
       The revised model of the vocabulary learning process marks an attempt to integrate some of the most 
important strands of L2 acquisition research into one large-scale causal study. Such studies, however, 
inevitably suffer from the problem of not showing how the focused-upon aspects related to the wider 
learning process. Overall, the model suggests that the use of learning strategies—both quantity and 
quality dimensions—are contingent on learners’ self-regulation and initial motivational state.  Acquiring 
the expertise system of vocabulary learning is a dynamic process that grows in parallel with learners’ 
vocabulary knowledge.  We believe the results of the model can serve as a heuristic point of departure in 
the realm of exploring the dynamics of motivated vocabulary learning over time. (Tseng & Schmitt ,2008). 
Henriksen (1999) tried to capture the fuller extent of vocabulary knowledge by proposing three distinct 
dimensions: partial-precise knowledge, depth of knowledge, and receptive-productive knowledge.  
Involvement Load Hypothesis  
   Another line of inquiry regarding L2 vocabulary acquisition that has attracted much research interest is 
the notion of Involvement Load Hypothesis (Laufer &Hulstijin, 2001).Having acknowledged the significance 
of the notions of depth of processing (Craik& Lockhart, 1972) and elaboration (Craik &Tulving, 1975), Laufer 
and Hulstignin (2001) formulated Involvement Load Hypothesis.  Actually, the development of the 
construct of “involvement load” was an attempt to operationalize the two general cognitive notions, i.e., 
depth of processing and elaboration.  Put it another way, the information that is processed at a deeper level 
has the higher chance of retention compared with the information that goes through a shallower 
processing. 

      To addresses the gap, Hulstijen and Laufer (2001) formulated a motivational- cognitive model of 
involvement. The construct of involvement is composed of three different components: need, search, and 
evaluation. To begin with, need is a motivational factor of the involvement, while the latter ones are 
cognitive dimensions of the construct of involvement. Need is moderate when it is imposed externally 
(e.g., by a vocabulary- focused task) or it is strong when it is intrinsically motivated, when learners 
themselves decide to look up a lexical item in a dictionary while performing the assigned task. Although 
in Laufer & Hulstijin (2001) need is categorized into two levels, namely, moderate (1) vs. strong (2), search 
is conceptualized as either present (1) or absent (1). Search happens when a learner decides to find the 
meaning of the lexical items.  
     Hulstijen and Laufer (2001) and Laufer and Hulstijn (2001) believe that the degree to which an L2 
learner is  engaged in cognitive processing does not depend whether the given task is input or output-
based, rather it depends on the degree of involvement load of the task.   
      There have been a few studies that empirically investigated the predictions of the involvement load 
hypothesis (Keating, 2008;   Kim, 2008, 2011; Nassaji & Hu, 2012). As an example, Nassaji and Hu (2012) 
conducted a study to investigate the role of involvement load by examining its effects on learning word 
meninges from context. In other words, they examined whether there was any relationship between task-
induced involvement load and the use and success of lexical inferencing strategies when learners infer 
the meanings of unknown words from the context. Their study supported the claims that reading texts 
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that encourage more cognitive efforts enhances learning and subsequent retention.   The findings of 
(Nassaji & Hu, 2012) gave countenance to the predictions of involvement load hypothesis of Hulstijn and 
Laufer (2001).  Finally, Nassaji and Hu (2012) concluded that the high involvement load text led to 
significantly higher rates of retention of word meanings that were inferred correctly. More recently, the 
results of Huang's meta-analysis (2010) supported the involvement load hypothesis that language 
learners who perform a task with a higher extent of involvement load gain more L2 vocabulary. 
 
Conclusion  
As  Schmitt (2008) asserted the basic means of achieving a satisfactory level of vocabulary knowledge is 
still unclear, partly because it involves a wide variety of factors.  Given the close relationship existing 
between L2  learners ’ mastery of L2 lexical knowledge and their ability to understand English reading 
texts, researchers have been searching for cost-effective methods to effectively enhance students' 
acquisition and retention of new vocabulary items . in what we reviewed, the paucity of the integrated 
model of L2 vocabulary has been highlighted. We propose that future research, in order to evolve the 
theory of L2 vocabulary learning, should capitalize on the educational psychology as well as more 
sophisticated data analyses methods to put forward an accepted and comprehensive model of L2 
vocabulary teaching.   
 
Discussion  
   Mention was made of a number of L2 vocabulary learning models which attempt to highlight and 
depict the multitude factors involved in learning vocabulary items. Each model suffers from a variety of 
limitations and no model, to date, can provide the language teachers and syllabus designers with cost- 
effective techniques of L2 vocabulary learning. Undoubtedly, the understanding of factors affecting L2 
vocabulary provides L2 teachers with valuable insights on how they should design classroom tasks and 
activities that best enhance L2 vocabulary. The knowledge of L2 vocabulary learning will be of help to 
syllabus designers, applied linguists, L2 teachers, and Lexicographers, among others.  Given the scare 
meta-analyses on the effects of different types of treatments and instructions on L2 vocabulary 
acquisition, and the lack of comprehensive meta-analysis investigating the overall effect of treatments on 
L2 Lexical learning, this study is certainly warranted.   
 
        Gaining insights from dominant theories and principles of SLA, it is hoped that the comprehensive 
model of L2 vocabulary teaching can provide teachers with the empirically feasible criteria for designing 
and implementing a lexicon syllabus. No doubt, this can be attained through application of sophisticated 
statistical analyses and capitalizing on the developments in the field of SLA. Future research should look 
at language learner related factors as well as learning mechanism and text-related variables holistically 
and employ more sophisticated  statistical analyses such as structural Equation Models and meta-
analyses.   
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ABSTRACT 

THIS STUDY SET OUT TO INVESTIGATE THE EFFECT OF TEACHING CULTURE-BOUND TEXTS ON 
THE ENHANCEMENT OF EFL LEARNERS’ READING COMPREHENSION ABILITY. PARTICIPANTS 
OF THE STUDY INCLUDED SIXTY ADVANCED LEVEL EMPLOYEES WORKING AT OIL COMPANY 
OF TEHRAN. FOR THE PURPOSE OF THE STUDY, THE PARTICIPANTS WERE RANDOMLY 
ASSIGNED TO AN EXPERIMENTAL GROUP AND A CONTROL GROUP. AT THE FIRST SESSION, A 
PRETEST WAS ADMINISTERED TO THE BOTH GROUPS. DURING THE EXPERIMENT, EACH 
SESSION, THE EXPERIMENTAL GROUP WAS PROVIDED WITH A READING TEXT REGARDING 
VARIOUS TOPICS RELATED TO THE LOCAL NEWS TAKEN FROM WASHINGTON POST 
NEWSPAPER. FOR THE CONTROL GROUP, THE TEACHER EMPLOYED A READING TEXT 
REGARDING VARIOUS TOPICS RELATED TO THE FOREIGN NEWS TAKEN FROM THE SAME 
NEWSPAPER, I.E., WASHINGTON POST. AT THE END OF THE EXPERIMENT, THE SAME TEST 
WAS ADMINISTERED AS THE POSTTEST TO MEASURE THE LEARNERS’ IMPROVEMENT IN 
READING COMPREHENSION ABILITY. FINALLY, THE RESULTS OF STATISTICAL ANALYSES 
SHOWED THAT CULTURE-BOUND TEXTS CAN SIGNIFICANTLY AFFECT EFL LEARNERS’ 
READING COMPREHENSION ABILITY. 
 

KEYWORDS: READING COMPREHENSION, CULTURE-BOUND TEXTS, ENGLISH AS A FOREIGN 
LANGUAGE 
 
1. Introduction  

Reading is the most important academic language skill (Carrell, 1987, Grabe & Stoller, 2002). Reading is 
an interactive process of analyzing the message of a text which entails simultaneous coordination of 
attention, perception and memory. “Reading is the ability of finding meaning based on the printed page 
and appropriately interpreting the grasped information” (Grabe & Stoller, 2002, p. 9). Reading is also 
interpreted as a psycholinguistic guessing game through which readers formulate assumptions and 
hypotheses with the help of various clues existing in the text (linguistic, syntactic, semantic, etc.) 
(Goodman, 1976).  
Although scholars (Bartlet, 1932; Brantmeier, 2005; Carrell, 1983, 1987; Carrell & Eisterhold, 1983; 
Johnson, 1981, 1982; Pulido, 2003; Reynold et al., 1982) believe that language proficiency is regarded as a 
necessary element in reading process, they assert that it is not enough. According to this group, some 
nonlinguistic factors such as the prior or world knowledge are involved to derive meaning from printed 
work. Therefore, the lack of the appropriate background knowledge for a text or the failure to activate it 
appropriately is introduced as the main barrier to read and understand a text flawlessly.  



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 576 

One particular subclass of knowledge of the world (i.e., content schema) is cultural knowledge. Alderson 
(2000) declares that background knowledge refers to every specific person's world; therefore, it is 
idiosyncratic. Each person has a different world from others due to his/her unique personal history, 
feelings, ideas, interests, and experiences not necessarily experienced or possessed by others. People may 
also share aspects of others’ experiences, knowledge of the world in the same community and/or nation.   
Kramsch (1995) declares that understanding a language requires understanding a culture within which 
that language is used. In other words, “language and culture are not separated, but are acquired together, 
with each providing support for the development of the other” (Mitchell & Myles, 2004, p. 235). "If 
language is described as a mode of human behavior and culture as 'patterned behavior', it is evident that 
language is a vital constituent of culture. You cannot learn a new language unless you have a sympathetic 
understanding of the cultural setting of that language" (Trivedi, 1978, pp. 93). 
Regarding appropriate background effect, Stanovich (2000) and Widdowson (1983) declare that learners 
read a text assuming an unfamiliar foreign cultural schema, they can compensate for the lack of 
appropriate background knowledge through focusing on the linguistic forms too profoundly.  
Stanovich (2000), in his interactive compensatory model, claims that using culturally familiar texts, the 
learners could compensate for their possible vocabulary deficiencies by drawing on their background 
knowledge to infer the meaning of the unknown words or phrases. Additionally, Pulido (2003, 2004) 
asserts that  learners’ cultural background knowledge can facilitate lexical inferencing during reading.  
2. Background of the Study  
Stevenson (1973) asserts that a reading task not followed by comprehension or understanding cannot be 
called reading. According to him, many students may have good pronunciation and fluency, but they do 
not understand what they read. A reader is good when he/she purposefully read, whether for specific 
information or for pleasure. In an actual reading, the reader fulfills a complex process of thinking. To help 
students to have a good performance in reading and achieving comprehension, different techniques can 
be used. 
According to Widdowson (1983), using culturally familiar texts can lead to the decrease of the attention to 
language forms rather its content. It has been also claimed that familiar texts help students to overcome 
linguistic difficulty of the text and grasp the main idea of the text better (Carrel & Eisterhold, 1983).  
Grabe (1997) introduced many factors, which are necessary for reading comprehension. As he states, “the 
central components of reading processing involve orthographic processing, phonological coding, word 
recognition (lexical access), working memory activation, sentence parsing, propositional integration, 
propositional text model formation, text model development, and the development of an appropriate 
situation model  (mental model)” (p. 9). By the appropriate situation model, he has referred to the 
background knowledge, which has an effective role to understand the message of a text. As revealed, an 
effective way of providing good comprehension for students is using background knowledge and 
schema. 
In schema theory, the role of background knowledge is emphasized for comprehension (Carrell, 1984). 
Text “does not carry meaning by itself, rather, a text only provides directions for listeners or readers as to 
how they should retrieve or construct meaning from their own, previously acquired knowledge”. The 
same knowledge, which is acquired by learners, refers to their world knowledge or previous experience 
or schemata (Carrell, 1984, p. 332). 
It is also asserted that EFL learners are more likely to fail to comprehend a text when culture laid in that 
text is different from their own native culture. It is due to the fact that cultural schema is something 
independent from surface structure of the given texts and need something beyond a literal 
comprehension (Alptekin, 2006). Further, a culture-bound text can help readers to comprehend through 
depicting their familiar things such as lifestyle, attitudes, beliefs, characters, history, settings, and so on 
(Brock, 1990).    
Although there are many studies conducted on using schema to improve EFL learners’ reading 
comprehension, no study has employed a culture related text without providing students with any 
previous knowledge about the given text. To this end, the present study attempts to investigate the effect 
of teaching culture-bound texts, i.e., the texts of the students’ own culture in English to enhance EFL 
learners’ reading comprehension ability. In this study, since the participants were the engineers of oil 
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company and learned English language as a foreign language and also they had no need to know about 
western culture (they do not tend to live abroad), the researchers wondered that whether providing the 
subjects with a background of their own culture written in English can be fruitful. In other words, 
although language and culture are interrelated, EFL learners who do not have to live in the target culture 
and not necessarily interact with native speakers of English language are provided with culture-bound 
texts to improve their reading ability.    
Therefore, the aim of the study was to find the answer to the following research question: 
Does practicing reading comprehension through culture-bound texts affect the EFL learners’ reading 
ability?  
3. Method  
3.1 Participants  

The study was conducted at Oil Company of Tehran. In the company, there were 140 learners at different 
levels of language proficiency. Therefore, the population was all the EFL learners of the company. In the 
study, the learners at advance level of proficiency were selected. Therefore, the statistical sample included 
sixty advanced-level engineers (36 males and 24 females) working at Oil Company of Tehran with the age 
range between 25 and 40. Convenience sampling method was employed to select the sample.  The 
learners were at the same level of language proficiency since they passed the placement test of the 
language course held by the English department of the company. The reason of selecting advanced level 
was that students with this level have higher age and subsequently, more experience and information 
about life events. For the purpose of the study, the sample was randomly assigned to two groups of 
experimental (30 people) and control (30 people). In the company, the language classes were held during 
16 sessions and met twice a week at a ninety-minute duration. 
3.2 Instrumentation  

An identical test was employed as pretest and posttest. The test included 10 items designed for 
evaluating vocabulary (4 items) and reading comprehension (6 items). Since the test was designed by the 
researcher, its content validity and reliability was evaluated. To evaluate the validity of the test, the 
opinions of three experts, i.e., English Teaching university professors, were polled about the items. To 
evaluate the reliability of the test, Cronbach’s alpha was used. This test was employed to measure the 
learners’ reading comprehension ability before and after the treatment. Sixteen texts of daily news 
regarding various topics related to the local and foreign news taken from Washington Post Newspaper 
(regarding nuclear energy, animal rights, human rights, financial crisis, plane crash, internet censorship, 
volleyball, and dust pollution). At the end of each text, 10 items were included  as reading comprehension 
questions (one sample of local texts and one sample of foreign texts have been presented in appendix A). 
In order to measure the texts’ reliability, Fry’s text difficulty formula was employed. Testing the texts’ 
readability, the difficulty level of them was obtained at 7th-8th grade, i.e., they were readable by half or 
more adults.  
3.3 Procedure  
Since randomization was not possible, the current study was a quasi-experimental study. Convenience 
sampling method was also employed to select the sample. The reason of selecting advanced level was 
that students with this level have higher age and subsequently, more experience and information about 
life events. After selection, the two intact classes were assigned to an experimental group (30 people) and 
a control group (30 people). Also, the two groups were taught by the same teacher. In the company, the 
language classes were held during 16 sessions and met twice a week at a ninety-minute duration. For the 
purpose of the study, our study was conducted once a week (totally 8 sessions).  The students were at the 
same level of proficiency. At the first session, a pretest was administered to the both groups. The test 
included 10 questions designed for evaluating vocabulary (4 items) and reading comprehension (6 items). 
To correct, each item was assigned two scores and total score was calculated out of 20.  This test was 
administered to evaluate the learners’ reading skill. During the experiment, in each session, the 
experimental group was provided with a reading text regarding various topics related to the local news 
taken from Washington Post Newspaper. The learners read the texts and answered the comprehension 
questions at the end of the texts. For the control group, teacher employed a reading text regarding 
various topics related to the foreign news taken from Washington Post Newspaper. Just like the 
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experimental group, the learners in the control group read the given texts and answered the 
comprehension questions at the end of the texts. At the end of experiment, the same test was 
administered as the posttest to measure the learners’ improvement in reading knowledge due to the 
treatment.  
4. Results  

As mentioned, the reliability of the researcher-made test was evaluated. Table 1 shows the obtained 
reliability index. 
Table 1 
Reliability Estimates for the Pretes/Postetst 

 
Pretest 

Cronbach’s Alpha 

0.78 

 
Table 2 demonstrates the descriptive statistics of the two groups in the pretest. As shown in the table, the 
results of the skewness analysis obtained by dividing the statistic of skewness by the standard error of 
each of the two groups, indicated that the assumption of normality was observed in the distribution of 
the scores of the two groups (-.154 for the experimental group and -.40 for the control group, both indices 
falling within the range of ±1.96). 
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Descriptive Statistics of the Pretest 
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Table 3 demonstrates the t-test, which was run to compare the means of the two groups in order to ensure 
that there was no significant difference between the reading comprehension performances of the groups 
at the onset of the study. 
Table 3 
Independent Samples t-Test, Pretest 

 Leven`s Test t-test for Equality of Means 
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As Table 3 illustrates, the result of  Levene's test, p = .64, signified the equality of the variances and the t 
observed (t = 0.95, df= 58, p = .34) showed no significant difference between the means of the two groups 
on the reading comprehension pretest indicating the same level of reading comprehension ability before 
the treatment. 
As Table 4 shows, the means of the groups have increased after the groups have received the treatment.  
Table 4 
Descriptive Statistics, Posttest 

G
ro

u
p

s 

N
 

M
ea

n
  

S
tan

d
a

rd
 

D
ev

iatio
n

  

S
tan

d
a

rd
 

E
rro

r 

M
ea

n
  

S
k

ew
n

ess 

Exp.  30 3.85 0.21 0.03 -.90 
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Table 5 signifies the t-test results of the two groups’ reading comprehension posttest. 
Table 5 
Independent Samples t-Test, Posttest 
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As Table 5 indicates, the assumption of the equality of the variances was observed p = .15> .05 in the 
posttest and thus, running independent samples t-test was legitimized. The t observed (t = 17.61, df= 58, p 
= .000<.05) shows that after the two types of instruction, the experimental group outperformed the 
control group in reading comprehension posttest. In other words, the experimental group taught by 
culture-bound texts did better in the posttest as compared to the control group, which received the 
culturally unfamiliar texts. 
5. Discussion  

The aim of this study was to investigate the effect of teaching culture-bound texts on the enhancement of 
Iranian EFL learners’ reading ability. The positive answer to the research question signified that teaching 
culture-bound texts could improve the learners’ reading ability. The study suggests that readers’ culture-
bound background knowledge helps them to comprehend passages. Combining previous information 
with what they read, students can achieve the intended meaning of texts (Alderson, 2000; Anderson, 
1999; Chastain, 1988; Eskey, 1988; Grabe & Stoller, 2002; Nassaji, 2002; Nuttall, 1998; Wallace, 2001). The 
research findings are consistent with the results reported by Alderson (2000), Alptekin (2006), Oller 
(1995), Pulido (2003), and Steffensen et al. (1979). As these researchers reported, background knowledge 
plays a significant role in students’ reading comprehension. Comparing the experimental and control 
groups in these studies, they observed that the students taught using the culture-bound passages 
experienced less cognitive load imposed by the complex reading procedures (Perfetti, 1985) on the 
memory system (Baddeley, 1997; Ellis, 2001; McLaughlin et al., 1983). However, the students in the 
control group had to deal with unfamiliar cultural content and visualize the script in their minds.  
To explain the research finding, it can be stated that using culture-bound texts, the students in the 
experimental group activated their appropriate schemata more efficiently and successfully than the 
control group. It is due to the fact that the culture-related textual and contextual cues reflected the culture 
in the texts led to a better comprehension of the texts. In fact, learners read a text assuming an unfamiliar 
foreign cultural schema, they can compensate for the lack of appropriate background knowledge through 
focusing on the linguistic forms too profoundly (Stanovich, 2000; Widdowson, 1983). In this case, the 
reading process is slowed down severely for the reader who has to concentrate on every single word and 
grammatical structure to make sense of the written discourse. This obviously places high demands on the 
cognitive resources of the readers. Consequently, the comprehension suffers since the large portion of the 
readers’ attention is dedicated to the individual words and/or sentences and not much is left for the 
whole text and what is beyond the sentence and word level.  
We can also support our finding using the interactive compensatory model proposed by Stanovich (2000). 
Using culturally familiar texts, the learners could compensate for their possible vocabulary deficiencies 
by drawing on their background knowledge to infer the meaning of the unknown words or phrases. 
Accordingly, the learners’ comprehension of the texts was enhanced compared to the control group who 
read the texts which took for granted the cultural assumptions of native speakers of English. Such a fact 
can be also supported by the research of Pulido (2004, 2003). He indicated that learners’ cultural 
background knowledge can facilitate lexical inferencing during reading.  

Furthermore, the findings confirmed that teaching culture-bound texts has a positive impact on the 
learners’ comprehension in the experimental group during the treatment. In other words, the statistical 
results revealed that the learners had a gradual development in reading comprehension ability as they 
received the treatment. However, as the statistical analyses showed, the experimental group gained a 
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higher mean at each of the phases of measurement as compared to the control group giving support to 
the finding of the study for the research question. 
6. Conclusion and Implications  

As the findings of this study indicate, using culture-bound texts can be an effective technique for the 
improvement of the reading comprehension ability of EFL learners. The findings of the present study 
signified that using culture-bound texts enhances learners’ inferencing ability of the texts. The results also 
support the schema theory of reading, and research on L2 reading (Carrell, 1991; Hudson, 1982; Levin 
and Haus, 1985) which demonstrated that reading comprehension can be facilitated by knowledge of text 
content. By providing a knowledge structure during the encoding/decoding process, readers can 
compare and fit pieces of incoming information; therefore, making it possible to assimilate text 
information without the need to consider all the words and phrases in the text. 
According to Hudson (1982), “the reading problems of the L2 reader are not due to an absence of 
attempts at fitting and providing specific schemata . . . rather, the problem lies in projecting appropriate 
schemata” (p. 9). In order to make sense of texts, a second language reader attempts to provide schemata 
persistently and if the reader cannot access the appropriate existing schemata, or if he or she does not 
possess the appropriate schemata necessary to understand a text, his or her efforts will fail. Accordingly, 
we can claim that teaching culture-bound materials provide learners with insights and a meaningful 
comprehension of how a language functions.  
The findings of the present study can have implications for ESL/EFL contexts from several aspects. It 
emphasizes the value of using culture-bound texts as a helpful technique which would help students 
improve their L2/FL reading comprehension ability. It can also be said that the findings of the present 
study provide a good response to teachers who are still attached to conventional teaching techniques. As 
another implication of the study, we can refer to considering cultural factors in the material selection for 
EFL classroom.  
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Appendix A 

Stubborn dust pollution makes life, breathing difficult (local)  

Thursday, Feb. 12 2015 

http://www.majzooban.org/en/news-and-exclusive-content/6565-stubborn-dust-pollution-makes-life,-breathing-difficult.html
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Thick dust continues to disrupt life in the provinces of Khuzestan and Azerbaijan, keeping government 
offices and schools closed. Meanwhile, a number of cities in Lorestan and Ilam have also been affected by 
the dust particles, according to reports from Iran on Tuesday February 10. Ahwaz officials told the Mehr 
News Agency that the level of dust particles in the air has not improved and remains at 66 times the 
acceptable limit. IRNA reports that visibility has been reduced to 150 meters during the day. The 
persistence of dust has seriously disrupted people's lives as breathing has become very problematic. A 
group of people gathered in front of the governor's office today to demand swift action from the 
authorities. The Fars News Agency reports that the people gathered in front of the governor's office with 
masks on their faces complained that the head of the Department of the Environment, Massoumeh 
Ebtekar's, had postponed his trip to Ahwaz due to heavy dust. Authorities report that all hospitals and 
medical facilities are on alert, and the Shooshtar representative in Parliament has also reported that a 
budget of 300 billion Toumans has been approved to counter desertification and the problem of dust 
particles in Khuzestan. President Rohani has also issued a message to the people of Khuzestan on 
Instagram, saying he is seriously following up on the air-quality problems in Khuzestan and will duly 
inform them of any developments. 
Read the passage and then choose the best answer to the questions.  
1. By “swift“, the author means: 
A) Quick 
B) Lazy  
C) Clever  
D) Slow  
2. What is the synonym of the word “desertification “? 

A) Planting  
B) Removing deserts  
C) Cutting trees  
D) Making desert  
3. Based on the passage, the word “duly” refers to: 

A) On time 
B) Late  
C) Properly  
D) Soon  
4. Using “postpone“, the author means: 
A) Accelerate  
B) Delay  
C) Put aside   
D) Avoid  
5. Which of the following best describe the main idea of this passage? 
A) The Foreign and North Foreign cities of Iran experience heavy dust pollution.  
B) Desertification is the best solution of removing dust particles from the air.   
C) People in Khuzestan complained about dust pollution to the government.  
D) President Rohani promised people of Khuzestan to seriously follow dust pollution problem.  
6. Which statement below best describes the organizational method used in this passage? 

A) Description 
B) Comparative/contrast 
C) Chronological 
D) Cause/effect 
7. The primary purpose of this passage is to:  
A) Entertain 
B) Persuade 
C) Inform 
D) Report     
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8. How are these phrases related? “Authorities report that all hospitals and medical facilities are on alert, 
and the Shooshtar representative in Parliament has also reported that a budget of 300 billion Toumans 
has been approved to counter desertification and the problem of dust particles in Khuzestan.” 
A) They repeat the same idea. 
B) They contradict one another.  
C) They compare two forms of written documentation. 
D) They present a problem and a solution. 
9. How are these two sentences related? “IRNA reports that visibility has been reduced to 150 meters 
during the day. The persistence of dust has seriously disrupted people's lives as breathing has become 
very problematic”. 
A) The first sentence explains the meaning of the second. 
B) The second sentence provides evidence of the first. 
C) The second sentence explains the first one. 
D) The first sentence contradicts the second.  
10. What does the second statement do? “A group of people gathered in front of the governor's office 
today to demand swift action from the authorities. The Fars News Agency reports that the people 
gathered in front of the governor's office with masks on their faces complained that the head of the 
Department of the Environment, Massoumeh Ebtekar's, had postponed his trip to Ahwaz due to heavy 
dust.” 

A) It provides supporting evidence for the first statement. 
B) It restates the central idea of the first sentence. 
C)  It draws a conclusion from the first sentence.  
D)  It provides a contradictory point of view. 
A documentary on air pollution sparks a code red in China (foreign)  

By Editorial Board March 9, 2014 

A DOCUMENTARY that just appeared in China opens with a narrator on a stage, wearing a simple white 
blouse and blue jeans. The former television journalist who produced the film, Chai Jing, describes her 
anxiety when a daughter was born with an illness that may have been caused by air pollution and that 
requires surgery. She then delivers a devastating portrait of how China’s pollution has become a major 
threat to health. In one segment illustrating how air particles infiltrate the human organism, an animated 
character representing a nasty polluting particle warns, “Be terrified, humans!” With its simplicity and 
frightening message, the 104-minute film, “Under the Dome,” attracted a huge online audience when it 
was released this month. It was posted on major Chinese Web sites — including that of the official 
People’s Daily — and appeared to have the support of some government officials. China’s new 
environment minister welcomed the release and compared the film to Rachel Carson’s landmark 1962 
book, “Silent Spring.” Hundreds of millions of Chinese viewed the movie in the days after its release. 
Then, on March 6, the screen went blank. Chinese propaganda authorities ordered all news outlets and 
Internet services to take down the film and stop reporting on it. One leaked directive from the Shanghai 
censor insisted that media outlets “must absolutely discontinue coverage” of the film and its creator, “as 
well as reports, commentaries, interviews, and special topics that concern or extend to this film.” The 
movie’s popularity underscores the growing public discomfort at the toll pollution is taking. As the film 
points out, China’s embrace of capitalism led many people to ignore or excuse dirty air a generation ago. 
Ms. Chai recalls that people referred to it as “fog,” not smog. But in recent years, as a rising middle class 
has prospered, many have grown less tolerant. Young parents have been particularly alarmed at the 
potential dangers to children from pollution and contaminated food. Ms. Chai recounts how over one 
year she kept her daughter indoors for 175 days out of fear of the hazards in the air. The release of the 
film, followed by the censor’s blackout, suggests competing interests are at work in China despite the 
monopoly on power enjoyed by the Communist Party. Clearly the documentary could not have appeared 
without some tacit or direct support from official quarters. This often happens in authoritarian systems: a 
newspaper or filmmaker is allowed to campaign for rectifying some failure, within careful boundaries of 
not challenging the system itself. “Under the Dome” upset some special interests, such as polluting 

https://www.youtube.com/watch?v=T6X2uwlQGQM
http://www.nytimes.com/2015/03/07/world/asia/china-blocks-web-access-to-documentary-on-nations-air-pollution.html?partner=rss&amp;emc=rss&amp;smid=tw-nytimesworld
http://chinadigitaltimes.net/2015/03/minitrue-clamping-dome/
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companies, but it did not take on China’s closed political system. However, audience enthusiasm may go 
where the filmmaker dared not. Once the film was released and caused a sensation, the party-state 
apparatus panicked. Censoring it was clumsy, typical of the regime. But the people living under the 
dome won’t soon forget what they saw, nor what they see and breathe every day. 
Read the passage and then choose the best answer to the questions.  
1. By “devastating “, the author means: 
A) Destructive  
B) Dangerous 
C) Positive 
D) Clear  
2. What is the synonym of the word “rectify“? 

A) Refine  
B) Correct  
C) Show  
D) Mislead  
3. Based on the passage, the word “clumsy” refers to: 

A) Clever   
B) Mess  
C) Uneasy   
D) Awkward  
4. Using “censor’s blackout “, the author means: 
A) Uncontrolled  
B) Under censorship  
C) With no censorship  
D) Disadvantage of censorship  
5. Which of the following best describe the main idea of this passage? 

A) “Under the Dome” was the most popular film about pollution among Chinese.  
B) Audience enthusiasm may go where the filmmaker dared not. 
C) Young parents have been particularly alarmed at the potential dangers to children from pollution and 
contaminated food. 
D) Chai Jing dared to make a film that seemed threatening for the government.  
6. Which statement below best describes the organizational method used in this passage? 
 A) Description 
B) Comparative/contrast 
C) Chronological 
D) Cause/effect 
7. The primary purpose of this passage is to:  

A) Entertain 
B) Persuade 
C) Inform 
D) Describe   
8. How are these phrases related? “The movie’s popularity underscores the growing public discomfort at 
the toll pollution is taking. As the film points out, China’s embrace of capitalism led many people to 
ignore or excuse dirty air a generation ago.” 
A) They repeat the same idea. 
B) They contradict one another.  
C) They compare two forms of written documentation. 
D) They present a problem and a solution. 
9. How are these two sentences related? “Hundreds of millions of Chinese viewed the movie in the days 
after its release. Then, on March 6, the screen went blank. Chinese propaganda authorities ordered all 
news outlets and Internet services to take down the film and stop reporting on it”. 
A) The first sentence explains the meaning of the second. 

http://chinadigitaltimes.net/2015/03/minitrue-clamping-dome/
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B) The second sentence provides evidence of the first. 
C) The second sentence explains the first one. 
D) The first sentence contradicts the second.  
10. What does the second statement do? “This often happens in authoritarian systems: a newspaper or 
filmmaker is allowed to campaign for rectifying some failure, within careful boundaries of not 
challenging the system itself. “Under the Dome” upset some special interests, such as polluting 
companies, but it did not take on China’s closed political system.” 

A) It provides supporting evidence for the first statement. 
B) It restates the central idea of the first sentence. 
C)  It draws a conclusion from the first sentence.  
D)  It provides a contradictory point of view. 
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ABSTRACT 

MORPHOLOGY ARISES BASICALLY THROUGH WORDS MERGING WITH EACH OTHER. SUCH A 
SERIES OF DEVELOPMENTS OVER A LONG STRETCH OF TIME – TYPOLOGICAL CYCLE. TO 
ACCOUNT FOR THE SYNTACTIC PROPERTIES OF WORDS, TWO TYPES OF WORD-CLASS HAVE 
TO BE DISTINGUISHED: LEXEME WORD-CLASS AND WORD-FORM WORD-CLASS. THE PRESENT 
STUDIES AIMS TO STUDY THE WORD STRUCTURE IN ENGLISH MORPHOLOGY 
SYSTEMATICALLY AND TO SHOW THE ROLE OF POSITIONAL STAGE IN PROCESSING WORDS 
AND PHRASES THOUGH RECOGNIZING THE DERIVATIONAL AND INFLECTIONAL ELEMENTS 
WITHIN WORDS. THE FINDINGS INDICATE THAT THERE IS AN INDEPENDENCE BETWEEN 
MORPHOLOGY AND SYNTACTIC ASPECTS OF GRAMMAR DUE TO THEIR DIFFERENT 
BEHAVIORS IN SPITE OF HAVING A CLOSE RELATIONSHIP BETWEEN THEM. 
 
KEY WORDS: CONSTRAINT INTERACTION, PROSODIC PHONOTACTICS, UNDERLYING 
REPRESENTATION RANKED SPECIFIC RESTRICTIONS, TYPOLOGICAL CYCLE 
 
1. Introduction 

The basic view, adopted by Chomsky and Halle (1968), that the lexicon is a list of single morphemes only 
and that these units are subject to lexical insertion, has been convincingly dismissed by Halle (1973), 
Jackendoff (1975), and Aronoff (1976). In their views, the lexicon is composed of words rather than 
morphemes 
 
"Morphology is one component of grammar which analyzes the word formation. Morphology is the level 
of linguistics which is concerned with the internal structure of words, whether these be simple or 
complex, whether they contain grammatical information or have a purely lexical status. There are various 
units which are used on this level and they can be seen as parallel to the distinctions which have already 
been introduced in connection with phonology" (Hickey, 1983 :1-3).  
Morphology is often referred to as grammar, the set of rules governing words in a language. 
Traditionally, grammars were based on the models of classical Latin and Greek, languages which 
contained a large number of endings.  Because of the cultural prestige of the classical languages the 
divisions made by their grammarians have persisted to this day. But it remains a few problems. On a 

mailto:elkhas@yahoo.com
mailto:farangisabbaszadeh@gmail.com


Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 588 

formal level, many of the categories of classical grammar do not exist today. For instance, it makes little 
sense to talk of accusative and dative, in a formal sense, in present-day English as these cases are not 
marked on nouns and there is only one combined form for pronouns, i.e. her, him, us, them, etc. 
Morphology is the level of linguistics which is concerned with the internal structure of words, whether 
these be simple or complex, whether they contain grammatical information or have a purely lexical 
content. The plural morpheme {S},naturally has a number of realisations, just consider the words cat, dog 
and horse which in the plural are hats /hæt+s/, dolls /d>l+z/ and forses /fo:s+iz/ respectively. Allomorphs 
which are non-distinctive realisations of a morpheme just as allophones are non-distinctive realisations of 
phonemes. Allomorphs are a feature of the morphology of all languages.  
Sapir (1921:58) maintains that a word has a real psychological entity and is processed in the conscious 
part of the mind. Mthesius (1991:3) defines morphology as "a subfield of linguistics which studies the 
forms of words in different structures". 

Word classes are types of words grouped on the basis of their functions in sentences. They differ in their 
position and in the relations they may have with other words. Basically there are two categories of 
classes, the first carries lexical meaning and the second carries grammatical meaning. Those word classes 
with lexical meaning refer to concepts outside of language and the extralinguistic world, e.g. number and 
natural gender with nouns or person, number and tense with verbs. 
Morphology is concerned with the study of word forms. A word can best be defined in terms of internal 
stability (is it further divisible?) and external mobility (can it be moved to a different position in a 
sentence?). 
Morphology based on morpheme analysis has three basic assumptions: 

1. Baudoin's single morpheme hypothesis: in this situation, roots and affixes are similar.  

2. Bloomfield's hypothesis on the morphemic features of the base: Since morphemes have binary features, 
they can be studied phnologically and semantically. 

3.Bloomfield's Semantic morpheme hypothesis: morphemes, affixes, and roots are stored in dictionary 
entries.  

In Bllomfield's view, morpheme is the smallest meaningful unit without having meaning on its own, but 
Hockett believes that morphemes are meaningful elements but they aren't unit. He just suggested plural 
morphemes; s-, en-, ren… 

2. Item and Arrangement Morphology 

In the word "successfully", the morphemes are"success, ful, and ly".the root is "success" and other 
morphemes are derivational. The root in the word  " girls" is "girl" and "s" is an inflectional morpheme. In 
this kind of word analysis (item and arrangement), the morphemes are arranged in a sequence order, one 
after another. 

3.Item and Process Morphology 

This analysis studies the pattern in forming the words as the main part. Instead of specifying rules for 
combining morphemes, a part of the word has a relationship with the grammatical category. It regards 
word as a complete element which can be formed and categorized based on its paradigm it follows. In 
this view, using a different paradigm for forming a new word from an old one which differs historically, 
is a way for having many new words; for example the word "older" can be used instead o of "elder" 
because it follows the model of the comparative adjectives. 

4. Word and Paradigm Morphology 
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This theory considers the paradigms of words as the core. Its focus is not on morphological rules. It seeks 
to make a generalization through morphological paradigms. For example, plural s marker and third 
person singular marker act as complete morphemes and can be related to each other by various rules. 
Words can be categorized based on their paradigms with which they have more harmony. By using a 
new pattern different from the historical one, a new word is created ,e.g. using older ( which follows the 
pattern of comparative adjective) instead of elder (as the old one) is more preferable. 

Scalise (1988:562) defines derivation as" the rules change the syntactic category of their base, while 
inflection rules do not." 
There are at least two sets of morpheme divisions here, one according to position and one according to 
function. The first that between free and bound morphemes. A free morpheme is one which can occur one 
its own. A bound morpheme is one which can only occur in connection with a further (free) morpheme. 
An example of this is English -ish which can only occur as the ending of an adjective, e.g. girlish, boyish, 
peevish. Bound morphemes provide a means of distinguishing meanings, consider childish and childhood or 
they may develop an additional semantic connotation, apart from changing the class of a word. Free 
morphemes can be divided into nouns, pronouns, adjectives, adverbs, verbs, prepositions, conjunctions, 
and numbers.Bound morphemes are the smallest linguistic units which may have specific meanings or 
grammatical roles but they cannot be used independently but with a free morpheme. They can be 
classified as derivational, and inflectional morphemes, and clitics. 
 
The second set of divisions is that between lexical and grammatical morphemes. Lexical morphemes are 
those which have a specifiable independent meaning.  Grammatical morphemes are also units which 
carry meaning. However, they only occur in combination with other lexical morphemes. It is this 
dependence on other morphemes which sometimes leads non-linguists to doubt whether grammatical 
morphemes really carry meaning. Examples of grammatical morphemes in English are the endings -al, -
ish, -ic, -ly , -ful, -ant and so on. Elements as properties of phonemes and of morphemes, appear to show 
the interface of phonology and morphology termed as morphophoneme. This denotes a unit which has two 
grammatical variants although it does not itself carry meaning. The two variants are always phonemes in 
the particular language. An example in English is {F} which has the realization /f/ in leaf, wife and /v/ in 
leaves, wives. 
 
5. Derivational Morphology 
Derivational Morphology is a structure which builds the word irrespect of its syntactic role. It is the 
process of forming a new word (neologism) on the basis of an existing word, e.g. happiness and unhappy 
from the root word happy, or standardization from standard. It is also called lexical morphology or word 
formation. Derivation includes three types; affixation as the most frequent type, zero derivation or 
conversion This area of morphology is concerned with all types of word formation, something which 
involves (1) the addition of affixes to bases or (2) the connection  of two bases together. These processes 
can be divided into two basic types, those which maintain the word-class of the input base and those 
which change it, often called class-maintaining and class-changing respectively. Examples of class-
maintaining derivation from English would be negation prefixing or productive verbal prefixes like that 
indicating repetition: un- in unlikely and ir- in regular for example. 
Lexical Morphology is a subcategory of derivational morphology which deals with the forms of morphs 
of a language including derivation and incorporation.Weber (1983) argues explicitly against the lexicalist 
hypothesis, against the separation of syntax and morphology, and against the view that the immediate 
constituents of syntax are words. It seems to me that Weber is throwing out the baby with the bathwater. 
It is true that cases of morphology-syntax mismatches can be observed time and again in languages. 
However, these cases are not the normal state of affairs. The lexicalist principle should be seen as a 
preference principle, i.e. a "soft" constraint that can be overruled in certain circumstances, but that is 
observed in the large majority of cases (cf. Dressler,1 987). In the English example below the syntax 
mismatches in which the lexicalist principle is violated is presented: 
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The woman I saw yesterday's hat. (Berchem, 1991, p. 51). 
 
5.1 Constraints on productivity By Katamba 

Phonological: a) -en added to monosyllabic stems ending in an obstruent, which may optionally 
be preceded by a sonorant: shorten, widen,weaken 
b) -ly not added to adjectives ending in ly: *sillily, *friendlily, *sisterlily 
 Morphological: -hood was originally attached only to native stems, not to Latinate roots: 
boyhood, sisterhood, kinghood, *judgehood, *governorhood, *prisonerhood. Later this changed: parenthood, 
statehood, nationhood. 
 
Derivations in a language can be  clear(unhidden) and unclear(hidden).Clear derived elements can be 
immediately recognized by the speaker through dividing them(active, productive  and fossilized) but the 
unclear type cannot easily be specified due to their internal structure where the derivational process is 
limited and not productive, a type of lexicalized process. 
In the discussion of morphology so far the general term base refers to any unit to which any affix can be 
added and can take prefixes and suffixes used for word-formational purposes. 
If the internal structure of bases are considered then one can recognize a subdivision into two main types. 
A root is the irreducible core of a word, that part which cannot be broken down further. There are many 
roots in English which are also bound morphemes as seen in the following examples (all of these are 
ultimately words borrowed from Romance languages. 
-mit permit, commit, admit 
-ceive  perceive, receive, conceive 
 
Stems can be viewed as a subgroup of the class of bases in a language. A stem is the part of a word which 
exists before any inflectional material is added to it. A stem may be a root as in watch, mop, desk but it 
may already be complex, for instance where an element has been added to a root for some word 
formational reason. Consider the following examples where the stem is the result of deriving a noun from 
a verb. The inflection is then added to the result by suffixation. 
soldier (E sold + er) soldier-s( i is a stem extender which occurs between the stem and the inflection). 
hunter (E hunt + er) hunter-s 
Derivational affixes have separate lexical entries in a dictionary. Languages like English, which are 
analytic in type  have very regular plurals, though languages with many grammatical endings, e.g. 
German and Russian, have many more plural types. In English /-s/ is the most common plural ending, 
but a small residue of common words have irregular plurals, e.g. man : men, mouse : mice, tooth : teeth, ox : 
oxen. The word child has a double plural – children < child + er + en – although neither -er nor -en are used 
productively in modern English. With less commonly used words, especially borrowings from Latin or 
Greek, there may be uncertainty about how the plural is formed, e.g. in a recent discussion about holding 
a referendum, this word appeared variously as referedums and referenda in the plural. The process of 
attaching inflections to a lexical base is called affixation and there are three main types depending on the 
position relative to the base as outlined below: 

Prefix- Any inflection which is attached to the beginning of a base is termed a prefix. Examples abound 
from the vocabulary of English where such elements are derivational,i.e. they form new words. 
re-make un-kind in-decent 
re-read un-tidy in-accurate 
Suffix- An inflection which is placed at the end of a word is a suffix. Grammatical inflections in English 
and in most other languages tend to occur as suffixes but many the latter also fulfil word formational 
functions are can be seen from the following brief selection. 
kind-ly wait-er book-s walk-ed 
quick-ly play-er mat-s jump-ed 
Infix- There exists a further option, namely that of putting the affix somewhere in the middle of the word. 
This is a characteristic of languages from other families outside of Indo-European, for instance of Semitic: 
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Arabic and Hebrew make much use of this possibility. In English there are practically no instances of 
infixation. Historically the /n/ in the verb stand ~ stood ~ stood may be an infix but this has never had a 
recognisable function in the development of the language. Infix-There exists a further option, namely that 
of putting the affix somewhere in the middle of the word. Semitic languages: Arabic and Hebrew make 
much use of this possibility. In English there are practically no instances of infixation. In contemporary 
English there is a case of infixation in colloquial speech. This is where an expletive is inserted into a 
polysyllabic adjective in order to reinforce it as in the following examples: 
impossible F in-fuckin-/possible 
kangaroo F kanga-bloody-/roo 
absolutely F abso-blooming-/lutely 
boomerang F */boome-bloody-rang 
desperate F */desper-blooming-ate( Hickey,  1983 :14-15). 
6. Inflectional Morphology 
Inflectional morphology studies the syntactic role of a word in a sentence. Inflection applies to more or 
less regular patterns to all members of a part of speech. It the formation of grammatical variants of the 
same word, as with classify, classifies, classifying, classified. Inflections add to the verb the information on 
person, number, aspect, subjective pronouns, mood, and negation. Different parts of speech traditionally 
defined as grammatical categories of words which include; nouns, adjectives, verbs, pronouns, adverbs, 
prepositions, conjunctions and phones to which articles and linguistic markers can be added (Crystal, 
1985:22). Morphologically and syntactically, words have specific patterns in a language and grouped 
separately regardless of their similar semantic features. 

Morphology arises basically through words merging with each other. A word becomes semantically 
bleached, i.e. it loses clear meaning, and becomes attached to another word – this is the stage of a clitic. 
After some time a clitic may further lose semantic contours and become inseparable from the lexical word 
it co occurs with. Then one speaks of an inflection. This process can be carried further and this inflection 
may later be lost – usually through phonetic blurring – in which case there is a reduction in morphology 
and the language as a whole becomes analytic in type. Such a series of developments over a long stretch 
of time – at least several centuries – is called a typological cycle. ( Hickey, 1983:3). 
 
Apart from affixation, inflections may involve other changes, typically those which alter the shape of the 
base on which they operate. However, prefixes and affixes are more common and are preferred by first 
language learners because the base remains constant and hence easily recognisable across grammatical 
categories. But in English one also finds the alteration of a base vowel to show a change in tense, this 
applying to those verbs which are traditionally referred to as strong, e.g. ring ~ rang ~ rung, get ~ got ~ got, 
speak ~ spoke ~ spoken. The base to which an inflection is added may affect the appearance of an affix. In 
Turkish, for instance, there is a phenomenon known as vowel harmony which means that an inflection 
must take one of two forms, back or front, depending on whether the vowel in the base to which it is 
attached is back or front ( Hickey, 1983 : 15). 
 
Inflectional Suffixes of Classical Arabic Noun 
A. Singular 
-u .nominative. 
-i .genitive. 
-a .accusative. 
B. Dual 
-a+ .nom.. 
-aj .gen./acc.. 
C. Plural 
-u+ .nom. masculine. 
-i+ .gen./acc. masc. 
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The singular suffixes are followed by -n if the noun is indefinite; the dual and plural suffixes are followed 
by -ni and -na, respectively. 
The verbal paradigm includes inflectional prefixes, all of the form CV-, and inflectional suffixes, both V-
initial and C-initial.  
The group genitive is an example of the relaxation of grammatical requirements for inflection. This again 
characteristic of languages with little morphology. There are nouns which are plural although their 
referents are singular – as with jeans, trousers, pyjamas; means. There are also nouns which show no 
change, those which end in -s such as series and species. Still other nouns have come to be used in the 
singular although the reference is plural. This is often the case with the word data. 
Inflectional (concerned with the endings put on words) and derivational (involves the formation of new 
words). One of the most common claims made about the difference between inflection and derivation in 
the morphological literature is that derivational affixes change the word-class of their base, while 
inflectional affixes do not change the word-class.  One of the most common claims made about the 
difference between inflection and derivation in the morphological literature is that derivational affixes 
change the word-class of their base, while inflectional affixes do not change the word-class.  The 
inflectional morphemes are a closed class and they must be listed in any case, but the stems are an open 
class. The form of the inflectional morphemes can be used to predict properties of the stem templates. 
 

Nida maintains that "derivational formations may exhibit changes in major distribution class 
membership; inflectional formations: exhibit no changes in major distribution class 
membership"(1946:99)". 
Hockett (1958, p. 240) suggested that "when all inflectional affixes are stripped from the words of a 
language, what is left is a stock of stems ... "; p. 221: "The part of speech of a word is that of its stem." 
Langacker (1972, p. 75): " ... Derivational affixes have the potential to change the grammatical class of the 
elements to which they are attached. For example, the addition of the derivational suffixjUl to the noun 
care results in an adjective ... By contrast, an adjective inflected to agree in gender and number with the 
noun it modifies remains an adjective." 
Anderson (1992:78) made a distinction between inflection and derivation  respect to the 
syncategorematicity of the relation marked by a particular rule. Inflectional rules do not change word class 
(that is, a verb marked [+Past] is still a verb), while derivational ones can." 
According to Drijkoningen (1992), an affix is "derivational" if it is the categorial head of the construction, 
i.e. if it determines the resulting word class; otherwise it is inflectional. Another distinction that cross-cuts 
the first distinction is that between "syntactic" and "lexical" affixes. There are four-way classification of 
affixes according to Drijkoningen (1992): 
derivational 
(=categorial head of 
the construction) 
inflectional 
(=not categorial head) 
syntactic 
(part of syntactic study) 
e.g. English -ing 
(participle,masdar) 
e.g. Latin -em 
(Acc. sg.) 
lexical 
(not part of syntax) 
e.g. German -ig 
(Stein --+ steinig) 
e.g. German Geist-u.-blitz 
(compound interfix)(Haspelmath,1996). 
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Some linguists (e.g. Dressler 1989, Luraghi 1994) have discussed inflection and derivation in terms of 
prototypicality, pointing out that some types of affixes are prototypically inflectional (e.g. case affixes and 
person/number agreement affixes), whereas others are prototypically derivational (e.g. instrument 
nouns). It is possible and even probable that word-class-changing inflection is not prototypical inflection, 
and that it is not on the extreme inflectional end of the inflection-derivation continuum. 
There are different types of word-formation such as compounding, zero derivation (conversion), back 
formation and clipping. Morphemes can be classified according to whether they are bound or free and 
furthermore lexical or grammatical. A bound morpheme can occur at the beginning or end and 
occasionally in the middle of a word form. 
In Hickey's ( 1983 )view, morphology is the study of words, their internal structure and the changes they 
undergo when altered to form new words (word formation) or when they have different roles within a 
sentence (grammatical inflection). This leads to a two-fold division in the field; 
Morphology         grammar, conjugation/declination 
                              (inflectional morphology) 
                                 word formation 
                                 (lexical morphology) 
 
Incorporation- is a phenomenon by which a grammatical category, such as a verb, forms a compound 
with its direct object or adverbial modifier, while relating its original syntactic function. Incorporation is 
central to many polysynthetic languages such as those found in North America, Siberia and Northern 
Australia. However, polysynthesis does not necessarily imply incorporation incorporation in a language 
imply that language is polysynthetic (Mithun, 2009). 
Compounding- is a word formation process in which two simple complete words are combined like 
"shoemaker" which has two meaningful words;" shoe" and "make" plus a noun maker morpheme and 
compounding process makes a new words by mixing them together. As another example ,the word 
"immovable'' is built by adding the affix "im" to the word "movable" that  itself is derived from the verb 
"move". It is the most productive way in word formation process. In compounding, two or more bases are 
connected to each other ( Katamba, 1993:291; as sited in Tabatabaee, 1382:7).Other compound lists 
presenting bellow: schoolhouse,  blacksmith, hamburger, forehead, waterway, newspaper, daylight,… 

 Semantic: a) Adj+past participle compounds permitted only where the root to which -ed isadded is 
inalienably possessed by the head N which it modifies: green-eyed, black-haired, four-legged . 
 
Word formation affects spelling. Especially when the derived word is a compound. Whether compounds 
are written together, hyphenated of with a space between the elements. There is a large degree of 
variation here, especially among varieties of English. When deciding whether two separately words are 
actually a compound the stress provides the clue. In generative grammarians (in the late 1950s and early 
1960s) set complex lexical items in relation to an underlying sentence, based on the internal structure of 
compounds, they can be divided into the categories; subject, predicate, object, and adverbial type. 
 
 Classification of compounds 
(i) Whether they have a head 
(ii) If they have a head (= are endocentric) 
a. the word-class of the head 
b. whether the head appears at the left or at the right of the compound 

 
Zero derivation- or conversion is a word formation process which makes a new word without adding a 
derivational affix to the base. It involves creation of a word of a new class from an existing word of a 
different word class without any change of form ( Bauer, 2005:131 ), for example to telephone(noun) and 
to telephone(verb). 
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 It can be represented by the following formula:  

X+ϕ  =Y( adjective+ adjective= noun)Tabatabaee, 1382:6)). 

Reverse derivation or back-formation occurs when the interlocutors considers a linguistic form similar to 
an affix phonetically and assume it as an affix and by deleting it make a new word which belongs to 
another category. Carstairs and McCarthy (1992) believes that the syntactic category of each derivational 
word is determined by the most external affix of that word For example,in the word; "declaration", it is 
the suffix "-ation" which specifies the category of the word (p.104).As Huddist and Pullum (2005) have 
noted, "There is nothing in the forms themselves that enables one to distinguish between affixation and 
back-formation: it is the matter of historical formations of words rather than of their structure" Back 
formation may be viewed as a sub-type of clipping, e,g., acculturate from acculturation(Merriam- 
Webster Online Dictionary, 2009), adolesce from adolescence (  Online Etymology Dictionary,2009), 
converse from conversation(Dictionary com's 21st Century Lexicon, 2003-2009 ), diplomat from 
diplomatic(Random House Dictionary of the English Language,2009).  

7. Assignment of Stress to Morphemes 

In English there are many cases of unexpected variation in the sounds of words derived from a base. The 
changes mainly involve a shortening of vowels when a disyllabic form becomes trisyllabic. There may be 
a change in the stressed syllable as the trisyllabic forms are nearly all stressed on the middle syllable.  
Most adjectival formations in English conform to phonological and morphological rules. Affixes can be 
divided into two types, neutral (1) and non-neutral (2). The latter are those which affect the base 
phonologically usually by attracting stress. For example, in the case of -ic one is dealing with a pre-
accenting suffix in which the stress shift also causes lengthening of the vowel (1) whereas ee is an auto-
stressed suffix (2). 
(1) morpheme- mor/phemic/strategy stra/tegic 
 Grammar- gra/mmarian /Mongol Mon/golian / 
(2) de/tain- detai/nee em/ploy employ/ee 
Kitchen- kitche/nette/China Chi/nese 
While having lexicalized words, is meant new formations on the basis of this pattern can occur due to 
changes of parts of speech or categories of words through derivational process: 
commerce : co/mmercial 
se/rene : se/renity 
di/vine : di/vinity 
o/bey : o/bedient  
/number : /numerous 
 
Jeroen van de Weijer and the members of the Leiden Phonology Group raise an objection: the 
phonological effects of derivational and inflectional morphology are sometimes the same. For example, 
English stress-neutral suffixes can be both derivational (-ness) and inflectional (-ing). 
Burzio (1994: 201) proposes that English words with the suffix -ic have penult stress to maintain 
uniformity with the same words ending in -ical: e.g., académical affects académic (cf. Chomsky and Halle 
1968: 88). One problem with this analysis is that many words in -ic have no related form in -ical (sulfuric, 
Ethiopic, Olympic, Byronic) or they have a related form that is found in dictionaries but not used 
(taxonomic(al), semantic(al), prosodic(al), genetic(al)). Another problem is that other suffixes, such as -id and -
ish, have the same stress behavior without a longer derivative to explain it. 
Hickey (2012) believes that sound variation can be used to differentiate quite small areas as opposed to 
grammatical variation which tends to be typical of much larger regions. The reason is probably that 
phonetic variation is immediately available for assessment in anyone’s speech whereas grammatical 
features might not occur in any given stretch of discourse and so are not so suitable for fine 
differentiation, either spatially or socially. 
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Hoekstra (1984) and Toman (1986) claim that that the "intermediate" status of participles between 
adjectives and verbs can be captured by neutralizing the relevant word-class feature. These studies adopt 
Chomsky's feature system for major word-classes, in which nouns are classified as [+N, -V], verbs are [-
N, +V], adjectives are [+N, +V], and ad adverbs are [-N, -V]. Thus, verbs and adjectives share the feature 
value [+V]. 
A hierarchy can be established for adjectives derived from verbs (cf. Haspelmath 1994: 10). When these 
are derivational, they are called "verbal adjectives", and when they are inflectional, they are called 
"participles". If we restrict our attention to active participles/verbal adjectives. 
There is an independent criterion for determining whether a noun is templatic: with few exceptions, all 
and only templatic nouns form their plural by internal change (.broken. plurals -- McCarthy and Prince 
1990a).Morphological alternations that occur shows that Sequences with a long vowel are resolved by 
closed-syllable shortening, and sequences with a triconsonantal cluster lead to epenthesis a. Closed-
syllable Shortening 
/fi+ l-na+s-i/ fin.na+.si .among the people. 
/abu+ l-wazi+r-i/ a.bul.wa.zi+.ri .the vizier.s father. 
b. Epenthesis 
/qa+l-at sma¨/ qa+.la.tis.ma¨ .she said .listen!.. 
/mu£ammad-un l-nabijju/ mu.£am.ma.du.nin.na.bij.ju . 
 
8. Velar Softening 
Apart from vowel shortenings and changes there are processes which lead to a change in consonant in a 
derived form. This process is called velar softening as the velar stop /k/ is shifted to the alveolar fricative 
/s/; it is only found among French loanwords. 
critic ~ criticism  
electric ~ electricity 
It also applies to verbs if they can be derived from an adjectival input: criticize, electricize. In some cases 
there are alternations between three possible sounds depending on the word class involved, for instance 
the change of /t/ to /s/ between verb, noun and adjective. 
electri[k] electri[s]ity  
criti[k] criti[s]ism  
ri[g]our ri[dZ]id 
advise#abil+ity  
flex#ebil+ity 
Hickey (2010) maintains that language contact can cause considerable structural change if it is very 
intense and it is present for speakers in the first years of life, i.e. during first language acquisition. 
Language shift is a special situation which leads to the transfer of speech habits from the source to the 
target language, usually during unguided adult second language acquisition and effects syntax and 
phonology most and morphology least.  
 

There are several factors which restrict the word formation process; linguistic internal (phonological, 
morphological, semantic, and the existence of common and unmarked words,) and linguistic external 
(word borrowing as the result of cultural dominance, and ideological criterion (Aronoff, 1970:43)). In 
modern linguistics, there is a difference between morphology and inflection. Morphology deals with a 
branch of language grammar which studies the internal structure of a word but inflection is a 
subcategory of morphology which acts after word formation process (Spencer, 1991:3-4). 

There is nothing in the structure of a language which is excluded from borrowing/transfer through 
contact. Given sufficient intensity and duration, all linguistic sub-systems can be affected, even core 
morphology. Nonetheless, there are areas of language which show much greater movement in a contact 
situation. Single words and phrases as well as pragmatic markers and sentence adverbials are borrowed 
easily (Matras 1998). The reason is clear: such elements do not require integration into the grammatical 
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system of the borrowing language and can be accommodated without any degree of restructuring. (as 
sited in Hickey, 2012: 493). 
 

In a language shift situation syntactic variation can occur as a result of transfer during the shift phase, 
often due to the development of alternative strategies to reach equivalents to grammatical categories and 
structures of the outset language, e.g. relative clauses in South African Indian English whose speakers 
have South Asian heritage languages (Mesthrie and Dunne 1990). Among the other motivations for 
borrowing/transfer are (i) the resolution of perceived ambiguity (the introduction of new categories such 
as aspectual distinctions) and (ii) the filling of gaps in paradigms, e.g the use of second person plural 
pronouns in vernacular varieties of English( as sited in Hickey, 2012: 489). 
 
9. Conclusion 
In the standard phonological theory, phonological rules that are restricted to some morpheme or 
morpheme class must refer to +-boundary and perhaps also to some set of morphological diacritic 
features. Vowel quality, which is subject to regular phonological processes under the influence of 
neighboring consonants, changes.Allomorphis alternations are most often observed in high-frequency, 
underived forms, such as the English strong verbs.  In Borer's (2007) view, words have specific features, 
but these features are unstructured syntactically and their relations with the internal structure of the 
word is not valid and acceptable (p.152). In other words, the output of morphology is an output for 
syntax without meaningful syntactic internal structures (Borer's , 2007:52-53). The grammar is responsible 
for explaining which stem shapes are and are not permitted, but it is not responsible for explaining why 
the handful of noun inflections are all vowel-initial.  Separate morphemes have special phonological and 
morphological properties, without reference to boundary symbols due to the fact that separate nodes 
dominate different syllables of a word. 
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Abstract 

Translation of polite/ impolite expressions is of excessive importance in the communication process. To 

make a dialogue impressing, to every utterance some fragrance of deference should be attached. This 

present study sought to investigate the consistency of the politeness strategies in an animation named 

“brave” and its dubbed version according to the politeness profile proposed by brown and levinson 

(1987). To this end, 70 purposively selected utterances in the source version of the brave animation were 

compared with their corresponding translations in the persian-dubbed version.to make the codification of 

data into politeness rubrics sound unanimous and accurate, two experienced discourse analysts checked 

their dependability. As a result, the findings of the data analysis revealed that the most frequent strategy 

in both the English and Persian utterances was bald on record, whereas the least was off-record strategy. 

Although, the findings, in general, did not signal any statistically significant discrepancy in terms of 

politeness strategies between the source and the target series of brave animation, some miror differences 

between the two were spotted. Therefore, the findings of the present study suggest that politeness 

expressions might be universal; however, the relationship between the interlocutors and their social 

status as well as the circumstances under which a communication process runs should not be ignored. 

The results recommend dubbers and tanslators take the source language and the nuances of the target 

one into account in case they want to convey the very message effectively in another language. 

 

Keywords 

Politeness utterances, brown and levinson model, brave animation. 

1. Introduction 
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Over the years, many features of Brown and Levinson’s politeness model in translation have been 

assessed, challenged, and changed. Translators do not only face with linguistic problems: they sometimes 

face with pragmatic problems in rendering. The study of politeness has become an important aspect of 

pragmatic 

 competence in translation. Mills (2003)   defined politeness as “the expression of the speakers’ intention 

to mitigate faces threats carried by certain face threatening acts toward another”, (p. 6). 

Some scholars have been interested in the study of politeness as a linguistics phenomenon (Brown & 

Levinson, 1987; Geis, 1982; Lakoff, 1982; Scollon & Scollon, 2001). Foley (1997, p.270) referred to 

politeness as “a battery of social skills whose goal is to ensure that everyone feels affirmed in a social 

interaction”.Politeness model explains how the threat to the social image of the addresses can be reduces 

(Mills, 2003). Firstly expressed in 1987 by Brown and Levinson, politeness model has since extended 

academia’s perception of politeness (Gino, 2001). Fraser (1990) describes politeness as a conversational 

deal which is as a set of responsibilities that participants must assume and can be discussed during a 

dialogue. 

Brown and Levinson (1987) suggested a politeness theory which was rooted in social communication and 

looked at the strategic options of people in interactions to mirror the cross-cultural variability offered in 

interaction. Polite and impolite are not essentially the opposite and there are no clear delineation for what 

forms politeness or impoliteness (Locher & Watts, 2005). Politeness theory expanded byBrown and 

Levinson was rooted in the concept of face being described by Goffman as the ‘‘positive social value a 

person effectively claims for himself by his or her self-presentation’’ (Goffman, 1967, p.5). Also, face being 

described by ‘‘one of an individuals’ highly endowed belonging (Deufsch, 1961). As a result, keeping this 

possession is a key to sustaining one’s self-confidence. 

Drawing upon the same theory and concepts ,  a number of studies (Adel, Davoudi, & Ramezanzadeh, 

2016; Akbari, 2014; Eshghinejad & Moini, 2016; Koike, 2014; Pishghadam & Navari, 2012; Rad & Razmjou, 

2013; Setyaningsih & Kurniasih, 2007; Winerta & Hamzah, 2012) have been  so far conducted on the 

translation of polite/impolite utterances in films and stories. However, they have missed to consider four 

strategies of face, i.e., on-record, positive, negative and off-record or they have worked on films and texts. 

To the best of researcher’s knowledge, there seems to be few or no studies which have investigated 

rendering of all four face types of face in the source and target animations. Also, the type and the 

frequency of politeness strategies in the source and target animations have been a stark issue.   

Besides, every culture has its own literary concepts. Some concepts are common in foreign cultures, 

whereas they do not have any equivalence in the target culture and the translator might face difficulty in 

translating them. One of these pragmatic problems is rendering of politeness behavior.Politeness 

rendering in dubbed films or animations is a case in point that can be investigated to find out how the 

source and target utterances appear.  

Taking into account the above-mentioned points, this study examined type of (im) politeness behavior 

based on Brown and Levinsons’ theory in the source and target version of an animation named “Brave”, 

and also assessed the difference in terms of the frequency of occurrence of politeness or impoliteness 

strategies between the source and target “Brave”. 

 In line with the problem statement, the research objectives are: 
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1) to Find (im) politeness utterances in the source animation, Brave, according to the categorizations 

proposed by Brown and Levinson. 

2) to Find (im) politeness utterances in the Brave animation dubbed into Persian   according to the 

categorizations proposed by Brown and Levinson. 

3) to Assess if any difference exists in terms of (im) polite utterances between the source and the dubbed 

versions of Brave animation. 

 

2. Review of related literature 

2.1 Previous theoretical and practical studies on politeness strategies 

Politeness by explanation of Gino Eelen strategies to how it is essentially useful in communication on a 

day-to-day basis. This contains the notion of what polite and the action of politeness are. Five features of 

politeness are: evaluativity, argumentativity, politeness, normativity, modality and reflexivity (Gino, 

2001). According to Eelen politeness is not general, but is formed by culturally-particular social norms. 

These influence not only how politeness is manufactured, but also how it is assessed (Hamza, 2001). 

Theory of politeness that watts (2003) defined is similar to Eelen’s, in that it divides politeness into two 

diverse senses. A) Politeness 1 refers to our outlooks about what polite and impolite behavior entails. It 

has been extremely challenged and controversial because it is based on individuals’ concepts of what 

politeness is. Also, the way Polite behavior is defined differs from individual to individual and falls 

under this category of politeness. B) Politeness 2 refers to the universal claims about politeness. Watts 

discusses that these claims are often imprecise because Polite/impolite behavior formed in the society 

and is not hence the same between and across different cultures. 

2.2 Politeness as a set of rules 

Politeness is a system of interpersonal behaviors relatively planned to facilitate communication by 

minimizing the potential struggle and contradiction natural in all human exchanges. There are three 

visions as to politeness: Politeness as a real world goal, Politeness as a reflecting social norm, politeness as 

a pragmatic phenomenon (Lakoff, 1982). 

2.3 The face-saving model 

 The model of face-saving by explanation of Brown and Levinson probably has been the most effective 

model to date. Brown and Levinson theorize that face must be constantly checked during a dialogue 

because it is vulnerable. Throughout a dialogue, face can be missing, maintained or increased. It is 

essential to not only keep one’s own face but also the face of others (Fraser, 1990). Brown and Levinson 

suggest possible strategies that speakers can practice to deal with face threatening acts. (Brown & 

Levinson, 1987) outlines them as follows: Bald on-record, positive, negative and off-record.  

http://extra.shu.ac.uk/wpw/politeness/reviews.htm
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2.4 Previous theoretical and practical studies on translation of politeness strategies 

Akbari (2014) had a study in realization of politeness strategies in Persian subtitles of English movies 

based on Brown and Levinson’s theory. This study examined the effects of subtitling method on 

understanding of politeness tactics in translating face threatening acts. The corpora of this study include 

three American and British movies as well as their Persian subtitles through statistical analysis, 

similarities and distinctions between English and Persian subtitles were considered.  The results showed 

that Persian subtitles can be considered less polite than their equivalent English dialogues. 

Eshghinejad and Moini (2016), investigated the politeness strategies used in text messaging. As it is 

widely claimed that females are much more Polite language users, compared to males, this study sought 

to explain the strategies used by these two groups. Results of qualitative and quantitative data analysis 

revealed no significant distinctions between the two groups.  In this study, a corpus of 300 L1(Persian) 

and L2(English) appeal message was assembled. Regarding the explanations of this study, the 

participants would rather apply positive and negative politeness strategies in texting their professors, 

which they supposed were suitable for an academic context. The results of analyzing the corpus revealed 

that negative strategies (575 items) were more preferred than positive ones (478 items) by Iranian English 

as a Foreign Language learners whose first language is Persian. This means the participants mostly 

preferred to use negative strategies in texting their professors such as transferring respect, deference, and 

distance rather than demonstrating friendliness and involvement as subcategories of positive politeness 

strategy. 

Septyaningsih and Kurniasih (2007) analyzed positive politeness strategy in the film entitled “in good 

company”. This study scrutinized the employment of positive politeness strategy. Based on the data 

analysis, the employment of 15 strategies of positive politeness were fulfilled by characters in the film. In 

this film many positive politeness strategies were found because the story’s background is the daily life in 

a company and family. Moreover, the situation is mostly informal. 
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Pishghadam and Navari (2012) aimed to investigate the pragmatic function of politeness in 

communicative act of advertising and translation. Politeness theory being discussed by Brown and 

Levinson (1987) was used to work out the findings of this study. To this end, a corpus of 100 English and 

Persian advertisement were compared and distinguished. Analysis of the results and their frequencies 

indicated that English advertisements made more use of positive politeness strategies while in Persian 

advertisements indirect off-record strategies were mostly used. As a result, it can be concluded that this 

strategy is used to redress directedness to the hearer’s positive face. In Persian, People try to decrease and 

narrow the power gap, and use more informal languages. 

In previous studies, much research has strongly focused on politeness based on Brown and Levinson 

theory. However, the limited research exists on the source utterances and their translation of polite/ 

impolite behaviors in an attempt to identify the type and frequency of strategies being used. With these 

issue in mind, this study investigated the utility of (im) polite behavior in the source and target 

animation” Brave” based on Brown and Levinson theory and assessed the difference in terms of 

politeness or impoliteness behavior between the source and target animations according to the 

categorization proposed by Brown and Levinson.(Brown & Levinson, 1987). 

3. Method 

This research belonged to sequential mixed method designed to investigate, on one hand, the politeness 

strategies that were used in the source and dubbed version of Brave Animation based on Brown and 

Levinson’s theory. On the other hand, it aimed to identify any difference in terms of (im) Polite utterances 

between the source and the dubbed versions of Brave animation. 

3.1 Corpus of the study 

The famous animation, Brave, directed by Mark Andrews in 2012 and dubbed into Persian by caszaade 

and Raissi in the Glory Entertainment Company (1391) was selected for the current research (Andrews, 

2012). 

Brave is a 2012 American 3D computer-animated imaginary film that premiered on June 10, 2012, at the 

global film festival, and was revealed in North America on June 2012, to both positive review. This 

animation won the academy reward, the golden globe, and BAFTA award for best animated feature film 

(Andrews, 2012). This study focused on 2 corpora, the source and target versions.  In fact, 70 samples/ 

utterances were selected from all parts of the source animation purposively and were compared with 

their corresponding parts in the Persian dubbed version based on 4 faces of politeness behaviors 

proposed by Brown and Levinson. 

3.2 Procedures 

This study was based on analysis of corpus to find out the politeness or impoliteness behaviors in the 

source and target animations and assessed the difference between them. The famous animation, Brave, 

directed by Mark Andrews in 2012 and its Persian dubbed version that translated by Ali caszaade, and 

dubbed by MehrdadRaissi that dubbed in Persian by Glory Entertainment company was selected for this 

current research. The purposive samples were chosen from all part of the animation and analyzed to find 

four faces of politeness or impoliteness behaviors (Brown & Levinson, 1987) that are bald on-record, 

positive politeness, negative politeness and off-record (indirect) in source animation and compared with 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 603 

corresponding parts in Persian dubbed version. In order to check the consistency and accuracy of the 

extracted politeness strategies, the researcher gave the attributed samples to two more experts to be 

checked. Agreement among the coders was achieved in more than 90 percent of the data. After that, the 

frequency and types of politeness strategies in both the source and target samples were tabulated and 

reported. Finally, to find out whether any discrepancy exists in terms of the extracted politeness strategies 

or not, a Chi-Square for independence was run. 

4. Results 

 In order to answer the first and second research questions, the data obtained from Brave animation and 

its Persian-dubbed version categorized based on 4 types of politeness behaviors. To answer the third 

question, because the data were categorical and included source and target languages and four politeness 

strategies, the frequency of each type of politeness behavior was identified and compared between the 

source and target forms.  

Table 1: The results referred to four types of politeness strategies used in both languages. 

 

4 types of politeness Frequency in English  Frequency in Persian 

Baldon-record 33 29 

positive 6 11 

negative 25 19 

Off-record 6 11 

 

4.1 Attempting the 1ST Research Question: 

Examples of four types of politeness strategies utterances of the source animation: 

1. Bald on-record strategy 

Where are you? Come out.  

 No weapons on the table.   

2. Positive strategy 

2.1 In-group identity markers. 

 Talk to her, dear. 

3. Negative strategy 

3.1 Being indirect 
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 I expect you to act like one. 

A princess does not place her weapon on the table. 

3.2 Using    A) Question.  

Can I shoot an arrow? Can I? Can I?        

3.3 Hedges. 

If you could just try to see what I do. 

3.4 Apologizing.  

Sorry, I don't speak bear.        

3.5 Minimizing the imposition.  

I would advise you to make your peace with this. 

4. Off-record strategy 

4.1 Overstating or giving information more than what is needed. 

 With his own sword vanquished 1000 foes. 

4.2 Being ironic. 

 You scared, simpening jackanapes. 

4.3 Using metaphor. 

 May the lucky arrow find its target. 

 

4.2 Attempting the 2nd Research Question 

Examples of four types of politeness strategies utterances in the target animation: 

1. Bald on-record strategy 

کجا قایم شدی؟ بیا بیرون.   

دست بجنبونین.   

 یه شاهدخت نباید اسلحشو روی میز بذاره.

2. positive strategy 

2.1 In-group identity markers 

صحبت کن. عزیزم خوب باهاش  
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 با این قضیه کنار بیا مریدا.

3. Negative strategy 

3.1 Being indirect 

 کمون جاش روی میز نیست.     

3.2. Using a) Hedges 

 .گمان میکنم بتونی منظورمو بفهمی.  

3.3 b) Question 

 میذارین با کمون تیر اندازی کنم؟میشه؟میشه؟      

3.4. Apologizing 

 شرمنده، زبون خرسا رو نمیفهمم.      

3.5 Minimizing the imposition 

 تا لب نزنی متوجه نمیشی که باب دلت هست یا نه!   

4. Off-record strategy 

4.1 Being ironic. 

 خوبه حداقل ما مو داریم.

 4.2 Using metaphor. 

 معلومه که صحبت میکنم اما کو گوش شنوا؟     

4.3 Using rhetorical question. 

 مگه زوره؟

4.4 Giving hints. 

 دارم میشنوما!  

4.5 Overstating or giving information more than what is needed. 

نفر از دشمنان را مغلوب کرد. ۱۰۰۰ ٬با شمشیر خودش  

4.3 Attempting the Third Research Question 

Table 2: Descriptive statistics as to the frequency of politeness strategies between the source and the 

target animations. 
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Table 2. Animation * PolitenessstrategiesCrosstabulation 

 

 Politenessstrategies Total 

Bald on 

Record 

Positive 

Politeness 

Negative 

Poiliteness 

Off-

Record 

 

Animation Source 

animation 

Count 33 6 25 6 70 

Expected Count 31.0 8.5 22.0 8.5 70.0 

% within Animation 47.1% 8.6% 35.7% 8.6% 100.0% 

% within 

Politenessstrategies 

53.2% 35.3% 56.8% 35.3% 50.0% 

% of Total 23.6% 4.3% 17.9% 4.3% 50.0% 

Target 

animation 

Count 29 11 19 11 70 

Expected Count 31.0 8.5 22.0 8.5 70.0 

% within Animation 41.4% 15.7% 27.1% 15.7% 100.0% 

% within 

Politenessstrategies 

46.8% 64.7% 43.2% 64.7% 50.0% 

% of Total 20.7% 7.9% 13.6% 7.9% 50.0% 

Total Count 62 17 44 17 140 

Expected Count 62.0 17.0 44.0 17.0 140.0 

% within Animation 44.3% 12.1% 31.4% 12.1% 100.0% 

% within 

Politenessstrategies 

100.0% 100.0% 100.0% 100.0% 100.0% 

% of Total 44.3% 12.1% 31.4% 12.1% 100.0% 

 

As table 3 shows, out of 70 politeness strategies used in the source animation, Bald of record with the 

frequency of 33 won the first place. Also, Negative politeness with the frequency of 25 occupied the 

second place.  Positive politeness (6 cases) and off-record strategies (6 cases), however, were among the 
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least reported ones. Moreover, the frequency of politeness strategies in the dubbed version of Brave is as 

follows: 

Bald on record with the frequency of 29, negative politeness with 19 and positive politeness and off-

record strategies with the 11 frequencies equally, occupied the first, the second and the third places, 

respectively.  

 

Table 3. Chi-Square Tests as to Source and Dubbed animations 

 
Value df 

Asymp. Sig. 

(2-sided) 

Pearson Chi-Square 4.017a 3 .260 

Likelihood Ratio 4.064 3 .255 

Linear-by-Linear Association .369 1 .544 

N of Valid Cases 140   

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 8.50. 

 

A Chi-square for independence was applied to realize whether the two versions of the animation, source 

and the dubbed, are statistically different in terms of politeness strategies. Since the p value is larger than 

0.05, we can assume two versions are not different in terms of politeness strategies (p=.26, df =3). 

 

4.4. Discussion 

Translation of politeness utterances is important in subtitling process. Popularity of translation is all 

based on the reaction of the viewers of the movies’ subtitling. Moreover, polite expressions show 

ideology, culture and language patterns. In this section, the results of the data analysis will be discussed 

comprehensively based on four types of politeness strategies mentioned in Brown and Levinson’s theory. 

This included 140 purposively- selected English and Persian utterances of Brave animation and its 

dubbed version analyzed in the previous section.Observations showed that the bald on-record politeness 

strategy with 33 utterances is the most frequently-applied strategy among characters. On the other hand, 

off-record and positive politeness strategies with 6 utterances, respectively, have the least frequency of 

occurrences among the characters in the source animation. There were significant differences between 

this study and previous studies in terms of (im) polite utterances. The results of the first objectives of this 

study do not lend support to Setyaningsih&Kurniasih (2007) research revealing that the participants have 

used positive strategy more than other strategies. In this study, nearly a majority of utterance were 

exchanged between the king and the queen in the palace, showing that order is the language of powerful 

people. The results of thr current study do not support Pishghdam&Navari (2012) research on  a study 

into politeness strategies in advertisements and their Persian translations. Regarding the aim of the study, 
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the results revealed that in Persian translation of advertisements off-record and positive strategies were 

used more than bald on-record and negative strategies. Part of this inconsistency can be accounted in 

terms of the difference between the language of advertisements which is kind and encouraging and that 

of high-ranking officials which is harsh and direct. As to the third research objective, the results showed 

no significant difference between this study and the previous study in terms of (im) polite utterances in 

source and target movies. The findings of this study and Akbari (2014) do not support each other in that, 

although, there were some differences between the English and Persian polite utterances in Brave 

animation, but they were not significantly different. 

Also, it was found some cases differ considerably in the source animation and the corresponding parts in 

Persian dubbed-version of Brave animation. Some utterances show the difference between the source and 

the corresponding parts of Brave animation. For instance, in this utterance “ A princess does not place her 

weapon on the table” a queen talks to her princess indirectly and does not directly address her to do 

something. Hence, this utterance is a negative strategy. But in Persian version of this  یه شاهدخت نباید اسلحشو

 Nabayad” showed that a queen directly addresses her princess not to do ,”نباید“ the word “روی میز بذاره"

something and her utterance is powerful. Hence, this utterance is a bald on-record strategy. Moreover, in 

the utterance “ I would advise you to make your peace with this” because of the word advise, this 

utterance belongs to the subcategory of negative strategy. But, in Persian version of this “ با این قضیه کنار بیا

 .a queen called her name and this utterance is the subcategory of positive strategy “مریدا.

5. conclusion 

The findings of this study revealed that in both source and target versions of the Brave animation the 

bald on-record strategy is the most frequently applied strategy among the characters and there was no 

statistically significant difference between the source and dubbed version of Brave animation in terms of 

(Im) polite utterances according to the categorization proposed by Brown and Levinson. 

Hence, translators should be aware of the translating (Im) polite utterances in line with the situation in 

which dialogues are uttered in the movies and animations. This study proves to be beneficial for 

professional dubbers to dubbing the movies and animations and implication of this study show that the 

dubbers should not only transfer the message, but also, the pragmatic and politeness rules as well 

pertinent to the position and the situation of interlocutors.  For instance, in some cases there are 

hierarchical and in some cases there are symmetrical relations between the characters, without which, the 

translators and dubbers may miss valuable information which make the whole story derailed. As a 

matter of fact, translators should pay heed attention to the circumstances under which dialogues are 

produced and who talks to whom in communication.  

The researcher would like to admit certain limitations and grounds for future research in this domain. 

This present study focused on the politeness strategies in the source and Persian dubbed version of Brave 

animation based on Brown and Levinson’s theory. However,  using another Model  Spencer-Oatey (2008) 

politeness strategies may enable other researchers to find better and more subtle politeness strategies. 

Also, this current study was limited to 4 faces of politeness strategies in the life of the king and queen in 

the castle and there was a hierarchal relationship between the characters. Further work could be 

conducted in the daily life of the families where there are symmetrical relationship among the characters. 
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Other further research can be undertaken in two Persian dubbed version of one original movie or 

animation and compare if any differences between these two translations in terms of (Im) Polite 

behaviors can be spotted. Also, the effect of teaching politeness strategies to translation trainees and 

dubbers could be another space for future work. 
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Abstract  
Today, learning english is important in all over the world. Recently, the fields of teaching english as a 
second language and teaching english as a foreign language have developed rapidly. The purpose of this 
study was to investigate if there is a relationship between reading comprehension and depth of 
vocabulary knowledge. The quick oxford placement test (qopt) was used for homogenizing the learners so 
the participants of the present study were 56 female efl learners. The results suggested that there is no 
relationship between reading comprehension and depth of vocabulary knowledge, this point implies that 
language learners can enhance their comprehension even without very deep knowledge of vocabularies. 
The implication of this study is helpful to iranian language teachers in a way that they understand the 
relationship between vocabulary knowledge and reading comprehension of authentic persian texts to 
improve their learners' foreign language learning.  

Key words: Depth of Vocabulary knowledge, Reading Comprehension, Language Learning  

1. Introduction 

Today, learning English is important in all over the world. Many people study English as a second 
language (ESL) or English as a foreign language (EFL) in different nations. Recently, the fields of teaching 
English as a second language (TESL) and teaching English as a foreign language (TEFL) have developed 
rapidly. English language has four main skills i.e., listening, speaking, reading and writing. In order to be 
able to use the language successfully, the ESL or the EFL learners should be competent and proficient at 
those skills. Among these main skills in English language, reading has a special and significant position 
in Iranian educational system. In general terms, reading comprehension can be defined as the ability to 
understand information in a text and interpret it appropriately. Grabe and Stoller (2002) define reading 
comprehension according to a set of necessary processes. Reading skill is very important in human life 
and academic education. This important and essential skill in English is an interactive process including 
numerous complementary levels of analysis.  

The significant role of depth of vocabulary knowledge in reading comprehension has been well 
recognized in first language (L1) studies and this has appeared to be the case in second language (L2) 
settings as well. Researchers have suggested several models to describe the relationship between 
vocabulary knowledge and reading comprehension. According to Hu and Nation (2000), the factors 
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involved in these models include language knowledge (of which vocabulary knowledge is a part), 
knowledge of the world (sometimes called background knowledge) and skill in language use (of which 
reading comprehension is one result). Vocabulary can be defined as the words of a language, including 
single items and phrases or chunks of several words which covey a particular meaning, the way 
individual words do. The importance of vocabulary is central to English language teaching because 
without sufficient vocabulary learners cannot understand others or express their own ideas (Allen, 1983; 
Brown, 1994). In sum, to the best researcher's knowledge, several researches such as Anjomshoa and 
Zamanian (2014), Guo (2008), Mehrpour, Razmjoo, and Kian (2011), Salah (2008), Shiotsu and Weir (2007) 
Snow (2002), Tannenbaum, Torgesen, and Wagner (2006), and have been conducted on the relationship 
between vocabulary awareness and reading comprehension. In general, the results of the researches 
indicated that vocabulary awareness has positive effects on improving reading comprehension 
performance of language learners.  

 Mehrpour, Razmjoo, and Kian (2011) attempted to investigate the particular role learners' vocabulary 
knowledge plays in their reading comprehension performance. It intends to determine whether breadth 
and depth of vocabulary knowledge are related to EFL learners' reading comprehension, and to 
investigate which one of these variables, that is, depth or breadth of vocabulary knowledge, makes a 
more important contribution to L2 reading comprehension. It also attempts to investigate whether there 
is a relationship between these two vocabulary knowledge dimensions, that is, depth and breadth. 
Finally, the study tries to find out whether gender has any effect on learners' reading comprehension and 
vocabulary knowledge. The results obtained from the analysis of the data indicated that while both depth 
and breadth of vocabulary knowledge play an important role in EFL learners' reading comprehension 
performance, depth of vocabulary knowledge makes a more important contribution. The results further 
revealed that depth and breadth of vocabulary knowledge are positively correlated, that is, those learners 
who had large vocabulary size had a deeper knowledge of the words, too. It was also found that gender 
had no significant impact on learners' reading comprehension performance and vocabulary knowledge. 
Despite the researches in the field of study, no research study has attempted to study the connection 
between depth of vocabulary knowledge and reading comprehension in genuine Persian texts.  In view of 
that, the current research was designed to investigate the connection between depth of vocabulary 
knowledge and reading comprehension in genuine Persian texts. 

According to Nation and Newton (1997) vocabulary is knowledge of words and word meanings. Actually 
vocabulary is more complex, vocabulary mastery is not only knowing the words and its meanings, but 
also knowing about how the words sound and how the words are used in the context. Miller and Gildea 
(1987) state that knowing a word by sight and sound and knowing its dictionary definition are not the 
same as knowing how to use the word correctly and understanding it when it is heard or seen in various 
contexts. Building up a useful vocabulary is central to the learning of a foreign language at primary level 
(Cameron, 2001). Someone who has a lot of vocabulary of foreign language, she/he could learn language 
easily. Since vocabulary is all about words, and good mastery of vocabulary helps someone understand 
language. It is supported by Wallace (1982) who says that vocabulary is one of the most important parts 
of languages, because when speaking a language, the speakers need several words to convey ideas. 

Many language researchers have assumed that there are connections between vocabulary awareness and 
reading comprehension in English texts but as far as the researcher knows, few research studies have 
been conducted on investigating the connection between depth of vocabulary knowledge and reading 
comprehension in genuine Persian texts. Henceforth, the present study was designed to achieve the 
purpose. Some studies have been conducted on the relationship between vocabulary awareness and 
reading comprehension of the Iranian EFL learners. Among them, Anjomshoa and Zamanian (2014) 
conducted a research study to investigate the effect of vocabulary knowledge on EFL learners’ reading 
comprehension performance. Data were collected by questionnaire from 81 Iranian EFL undergraduate 
students of English. The results of Pearson Correlation analyses showed a significant positive relationship 
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between vocabulary knowledge and reading comprehension. The findings suggest that giving awareness 
of vocabulary knowledge to the students along with making them conscious of their ability gives them a 
broader sense of the depth of reading comprehension texts and improves their reading ability. 

Farvardin and Koosha (2011) attempted to investigate the relationship between vocabulary knowledge 
and reading comprehension, and to find out which aspect of vocabulary knowledge, breadth or depth, 
has greater impact on determining reading comprehension performance. Hence, three language tests 
were used viz. a reading comprehension test, Vocabulary Levels Test revised by Schmitt et al. (2001), and 
Read’s (1998) Word Associates Test. A total of 78 freshmen majoring in TEFL at Islamic Azad University 
of Najafabad, Iran, participated in the study. The results of the two-tailed Pearson Correlations and 
multiple regression analyses revealed that 1) test scores on vocabulary breadth, depth of vocabulary 
knowledge, and reading comprehension were positively correlated 2) vocabulary breadth was a stronger 
predictor of reading comprehension than depth of vocabulary knowledge and 3) breadth and depth of 
vocabulary knowledge were closely interrelated. The obtained results further suggested that both breadth 
and depth are useful predictors of reading comprehension performance and even a combination of the 
two associates better with reading comprehension than either one alone. 

In another study, Ma and Lin (2015) designed a research study to investigate the overall and relative 
contribution of four subcomponents of vocabulary knowledge to reading comprehension. The four 
vocabulary subcomponents were vocabulary size, word association knowledge, collocation knowledge, 
and morphological knowledge. The participants were 124 college students from a university in Taipei, 
Taiwan. Six instruments were employed:  

o A reading comprehension test 
o A vocabulary size test 
o A test on word association knowledge and collocation knowledge 
o A test of morphological knowledge 
o Motivation attitude scale 
o A self-efficacy scale.  

The results can be summarized as follows. First, after the effects of motivation and self-efficacy have been 
controlled, the four vocabulary subcomponents altogether contributed significantly (20%) to reading 
comprehension performance. Moreover, depth of vocabulary knowledge (including word association 
knowledge, collocation knowledge, and morphological knowledge) provided an additional explained 
variance (6%) in reading comprehension performance over and above vocabulary size. Finally, among the 
three subcomponents of depth of vocabulary knowledge, collocation knowledge explained the most 
proportion of variance (5.6%) in contributing to performance on reading comprehension. Based on these 
findings, some implications and suggestions for future research were provided. 

 Similarly, Kezhen (2015) conducted a research study to investigate the vocabulary knowledge and 
reading comprehension on EFL Chinese learners. the major research findings of the study indicate that 
there exists a moderate, positive correlation relationship among vocabulary breadth, vocabulary depth 
and reading comprehension. 

Pringprom (2012) tried to explore the students’ vocabulary breadth and examine the relationship between 
students’ vocabulary knowledge and their English reading proficiency. Subjects were 81 undergraduate 
students at Bangkok University studying EN112 in the second semester of academic year 2010 as one of 
the required courses. The 2,000, 3,000, and 5,000 VLT (Vocabulary Levels Test) bilingual version (English-
Thai) was employed to measure the subjects’ vocabulary breadth. A multiple-choice-question-format 
RCT (Reading Comprehension Test) was used to assess the subjects’ reading proficiency. Descriptive 
statistics were utilized to find means and standard deviations. Pearson correlation was used to analyze 
the relationship between the scores of the RCT and the scores of the VLT. The results indicate that the 
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subjects’ vocabulary knowledge is inadequate to comprehend any English written texts, and there is a 
strong correlation between the subjects’ vocabulary breadth and their English reading proficiency. 

Mehrpour, Razmjoo, and Kian (2011) tried to investigate the particular role learners' vocabulary 
knowledge plays in their reading comprehension performance. It intends to determine whether breadth 
and depth of vocabulary knowledge are related to EFL learners' reading comprehension. It also attempts 
to investigate whether there is a relationship between these two vocabulary knowledge dimensions, that 
is, depth and breadth. Finally, the study tries to find out whether gender has any effect on learners' 
reading comprehension and vocabulary knowledge. The participants of the study were sixty (30 male and 
30 female) EFL learners who were chosen from among five language teaching institutes in Shiraz based 
on available sampling. To collect the relevant data, two tests measuring breadth and depth of vocabulary 
knowledge were administered to all participants. They also received a reading comprehension test in 
which they were asked to read the passages and answer some multiple choice questions. The results 
obtained from the analysis of the data indicated that while both depth and breadth of vocabulary 
knowledge play an important role in EFL learners' reading comprehension performance, depth of 
vocabulary knowledge makes a more important contribution. The results further revealed that depth and 
breadth of vocabulary knowledge are positively correlated, that is, those learners who had large 
vocabulary size had a deeper knowledge of the words, too. It was also found that gender had no 
significant impact on learners' reading comprehension performance and vocabulary knowledge. 

Rouhi and Mousapour Negari (2013) designed a research to explore the role of size and depth of 
vocabulary knowledge in reading comprehension performance of Iranian EFL learners. To this aim, 50 
EFL students studying at Islamic Azad University of Kerman, Iran participated in the study. A two-tailed 
Pearson correlation and multiple regression analyses were run in order to analyze the scores obtained 
from three tests, VLA, WAT and RCT. The results revealed that a) size, depth of vocabulary knowledge 
and reading comprehension are positively and significantly correlated to each other, b) both size and 
depth are of equal importance in Iranian EFL learners' success in reading comprehension performance 
and c) comparatively, size correlated more strongly to the success of Iranian EFL learners' in reading 
comprehension performance than depth of vocabulary knowledge. 

 Kaivanpanah and Zandi (2009) investigated the role of depth of vocabulary knowledge in reading 
comprehension. A TOEFL test and a measure of depth of vocabulary knowledge were administered to 57 
EFL learners (17 males and 40 females). The analysis of the results showed that vocabulary knowledge is 
significantly related to reading comprehension. 

2. Definition and Importance of Reading  

 Reading is defined as a dialogue between the reader and the writer and comprehension is a procedure 
through which a reader builds meaning from the text using his/her knowledge, experience, and the 
information from the text. According to Richards and Schmidt (2010), reading is defined as “the processes 
by which the meaning of a written text is understood ˮ (p.483). It is one of the most important skills in 
teaching English in every situation. Nuttall (1998) states that it can be called as the most studied and the 
least understood process in education. It is defined as the process of simultaneously extracting and 
constructing meaning through interaction and involvement with written language. It is used the words 
extracting and constructing to emphasize both the importance and the insufficiency of the text as a 
determinant of reading comprehension. Nunan (2003) claims that reading comprehension is a fluent 
process of combining information from the text and the existing schemata to understand the meaning. So, 
reading for comprehension or meaning is one main purpose for reading. In addition, reading 
comprehension is the ability to read and process a text and understand its meaning. The ability to read, in 
any language, requires that the reader attract data from a text and mix it with previous information and 
expectations. Reading is a compound cognitive activity. Nuttall (1996) argues that reading is the process 
of “getting out of the text as closely as feasible the message the writer put into it” (p.4). In comparison 
with those who commented that reading is a passive skill, Grellet (1996) states reading as “an active skill” 
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(p.8). Urquhart and Weir (1998) defines reading as “the process of receiving and interpreting information 
encoded in language form through the medium of text (p. 22)”. Urquhart and Weir (1998) define reading 
as “the process of receiving and interpreting information” (p. 22). Koda (2005) claims that 
“comprehension occurs when the reader extracts and integrates various information from the text and 
combines it with what is already known” (p. 4). In view of that, Koda (2007) asserts that reading 
comprehension is regarded as a complex, multifaceted cognitive skill drawing on many knowledge 
sources and processes ranging from lower level processes, such as decoding, to higher level ones 
involving, for example, integration of text ideas with the reader’s prior knowledge, which intricately 
interact to yield comprehension. 

2.1. L1 and L2 Reading Comparison 

According to Geva and Siegal (2000) and Koda (2007), reading is a universal process. In fact, research has 
shown that a number of aspects of reading are universal, especially those which have to do with cognitive 
and linguistic processing (e.g., Comrie, Matthews & Polinsky, 2003). According to Grabe (2009), all 
readers:  

o deploy word-recognition and phonological processing while reading  

o draw on syntactic information to derive text meaning  

o have predetermined goals and use reading strategies  

o raise metacognitive awareness  

o activate background knowledge to interpret text information  

o automatize well-practiced skills  

Although the above aspects of reading can be regarded as universal, one limitation that has been 
accentuated in literature is that these aspects develop differently in various languages, which leads to 
pinpointing differences across languages and variability patterns of L1 and L2 transfer (Grabe, 2009). For 
example, though strategy use is a common aspect of reading across languages, one language may 
cultivate a specific set of strategies more than others deployed in another language. Moreover, heavy 
reliance on syntactic information occurs in languages, such as English, in which the syntax is quite rigid, 
while in the Greek language the emphasis is placed more on morphology than on syntax that is not so 
rigid. These disparities are briefly mentioned in the next section.  

It is evident that FL reading is even more complex, as FL learners have a wider range of language 
proficiencies, come with linguistic knowledge of their L1, have different L2 knowledge, topic knowledge 
or reading experiences, and face transfer effects, which, simultaneously, suggest that FL reading can be 
quite different from L1 reading (Grabe & Stoller, 2002). In this way, according to Grabe (2009) and Grabe 
and Stoller (2002), there are a number of key differences between L1 and L2 reading which are put forth 
as follow: 

o linguistic and processing differences 

o individual and experiential differences 

o sociocultural and institutional differences  

2.2. Definition of Knowing a Word 

 Knowledge of L2 vocabulary is multi-faceted. It not only means direct translation of the L2 vocabulary 
but involves many other aspects of knowledge as well. Many researchers have offered definitions for 
word comprehension. Nation (2001) presents a word knowledge framework suggesting that a person’s 
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knowledge of a word should be both receptive and productive, “to cover all aspects of what is involved 
in knowing a word” (Nation, 2001, p. 26). According to him, there are nine aspects of knowing a word 
that include form, meaning and use which are put forth as follows: 

o Spoken form 
o Written form 
o Word parts 
o Connection of form and meaning 
o Conceptual meaning 
o Association with related words 
o Grammatical functions 
o Collocation behaviors 
o Word usage constraints; appropriateness. 

 As indicated, L2 readers need to develop both receptive and productive vocabulary knowledge and to 
increase their vocabulary size. “When readers increase their vocabulary size, their use of language skills 
implicitly increases and their knowledge of the world also becomes broader” (Huang, 1999, p. 43). A 
larger vocabulary enhances other language skills of L2 learners. Language learners must acquire as much 
vocabulary as possible in order to effectively read in the language (Bernhardt & Kamil, 1995). Calfee, 
Graves, Ryder, and Slater (2001), listed five stages of vocabulary knowledge which are put forth as 
follows: 

o Learning to read a known word. 
o Learning new meanings of known words 
o Learning new words that represent known concepts 
o Clarifying and enriching meaning of known words 
o Moving words from receptive (listening and reading) to expressive (speaking and writing) 

vocabulary (p. 81). 

Objective and Research Question 

The purpose of the study is to investigate if there is a correlation between depth of vocabulary and 
reading comprehension of genuine Persian writings? 
Based on the main purpose of the present study, the following question was made: 

RQ: Is there any significant relationship between depth of vocabulary knowledge and reading 
comprehension among intermediate language learners? 

In order to answer to the above research question, the following research null hypotheses was proposed: 

H0: There is not any significant relationship between depth of vocabulary knowledge and reading 
comprehension among intermediate language learners. 

3.  Method  

The design of this study was quasi experimental. In this study the participant students were divided into 
two groups. The experimental group received the specially designed reading comprehension instruction 
including vocabulary awareness raising activities. However, the control group in this study received 
reading comprehension instruction based on traditional approach. Design schematically shown below:  

Experimental group: Pretest (reading, WAT) + treatment  + Post- test (reading, WAT). 

Control group: Pretest (reading, WAT) + traditional instruction + Post- test (reading, WAT).        
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However, the study was not merely quasi experimental; there was also a correlational approach in the 
present study: the correlation between reading comprehension and depth of vocabulary knowledge, 
before and after vocabulary awareness instruction was measured.  

The whole population of the present study were 120 female EFL learners who studied English as a 
foreign language at Iran Language Institute which was located in Zanjan, Iran. These language learners 
were selected from all female EFL learners of the institute. The Quick Oxford Placement Test (QOPT) was 
used for homogenizing the learners. After administration of the placement test, 56 intermediate EFL 
learners were selected as the main members of the current research.  

Three instruments were utilized to find answer for the research questions of this study: 

 Oxford Placement Test (OPT) 

 Reading comprehension test 

 Word Associates Test (WAT) 

As the first step, pretest which was a reading comprehension test and WAT test was administered to all 
participants of the study. In the second step, during the interval between pre and post-test experimental 
group participants received treatment for 14 session. The treatment was utilized only during reading 
comprehension instruction, one reading passage for each session. 

The reading instruction stages were as follows: 

 The students were provided with reading passages at appropriate level for the 
participants. 

 Pre reading activities (e.g. advanced organizers and pre reading questions) were 
performed. 

 Some important words from the passage were bolded, italicized, and underlined. This 
was done to raise participants' awareness about vocabularies. 

 The students were requested to have a short review of the passage.  

 One student was asked to summarize the passage orally. 

 The students were allowed to guess the meaning and also to ask about 
miscomprehensions or comprehension difficulties. 

The treatment lasted for 14 days of instruction: two sessions every week, each session 20 minutes. In the 
control group, the learners did not use any specific awareness raising strategy. In fact the teacher 
followed all stages of reading instruction except vocabulary awareness raising step (underlined words, 
bolded words, etc.). As the third step, all participants take the post- test which was the same as pretest. It 
needs to be added that the test items of WAT had focused on the vocabularies which were used in 
reading comprehension passages during treatment. 

4. Results and Discussion 

The participants' responses, both for pre-test and post-test, were measured, analyzed and the scores were 
entered into SPSS 18.0 data file. Descriptive analyses were then conducted to measure the mean, standard 
deviation and normality of distribution for the scores. This information was necessary for deciding what 
variables could be included with confidence in the primary analyses addressing the study's research 
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questions. To start analyzing the results, the researcher launched Smirnov- Kolmogrove to check the 
homogeneity of the participants of both groups. Since the results were satisfactory, the researcher started 
to compare means of both groups' test results. The data from reading comprehension and depth of 
vocabulary knowledge was used to measure the correlation between the two variables before and after 
their vocabulary awareness was enhanced.  

In order to measure the relationship between reading comprehension and depth of vocabulary 
knowledge, there was a need to use Pearson correlation coefficient. To test the hypothesis through the 
parametric Pearson correlation formula, the assumptions were checked. First, normality condition was 
verified through the following data:    
 
Table 1. Descriptive Statistics of the two variables 

 N Minimum Maximum Skewness 

 Statistic Statistic Statistic Statistic Std. Error 

      
Reading 55 9 33 -1.568 .287 

WAT 55 47 119 -.329 .287 

Valid N 
(listwise) 

66     

 

 

 
As the table1 showed, the minimum and maximum scores of reading comprehension test were 
sequentially 9 and 33. The ratio of skewness statistic is (.287) that is within the ranges of ±1.96 which 
means that the distribution did not show a significant deviation from normality. For WAT, the minimum 
and maximum scores were sequentially 47 and 119 and the ratio of skewness statistic is (0.295) which is 
also within the ranges of ±1.96 and it means that the distribution did not show a significant deviation 
from normality as well. Thus, the normality condition was met. 

 
The hypothesis of the study assumed that: There is no significant relationship between depth of vocabulary 
knowledge and reading comprehension skills of intermediate language learners. To test it, a correlation between 
Reading Comprehension and WAT scores was run. The following table, Table 2, shows the result. 

Table2.  Independent sample t-test results for post test reading comprehension 

Independent Samples Test 

  Levene's Test for 
Equality of Variances 

t-test for Equality of Means 

  F Sig. t df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

  

Reading Equal 
variances 
assumed 

5.056 .029 -1.365 55 .178 -5.936 4.349 

Equal 
variances not 

assumed 

  
-1.378 44.131 .175 -5.936 4.308 

**: significant at 0.01. 
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 A Pearson product-moment correlation was run to determine the relationship between reading 
comprehension and their WAT scores. The data showed no violation of normality, linearity or 
homoscedasticity. There was a strong, positive correlation between reading comprehension and their 
WAT scores, which was not statistically significant (r = .231, n = 55, p < .0001)    

                                       

Table3. The relationship between depth of vocabulary knowledge and reading comprehension skills 

  Reading WAT 

Reading Pearson Correlation 1 .231 

Sig. (2-tailed)  .084 

N 55 55 

WAT Pearson Correlation .231 1 

Sig. (2-tailed) .084  

N 55 55 

 

Therefore, the null hypothesis, predicting no relationship between depth of vocabulary knowledge and 
reading comprehension of intermediate level students, was retained.    

The results revealed that there is no significant relationship between reading comprehension and depth 
of vocabulary knowledge. This finding is in contrast with Sen and Kuleli (2015) who reported that 
vocabulary depth significantly correlated with reading performance. They also claimed that depth of 
vocabulary knowledge is more important than size of vocabulary knowledge. There were three central 
similarity between these study and Sen and Kuleli (2015) which makes the contradiction more 
conspicuous: the use of WAT to measure depth of vocabulary knowledge, the correlational design of the 
two studies, and "reading comprehension" _both studies measured the correlation between depth of 
vocabulary knowledge and reading comprehension. Sen and Kuleli's (2015) claim by stating that 
comprehension of a text depends more on the depth of vocabulary rather than the number of words a 
reader knows in a text. Nagy and Herman (1987) also ended up with the suggestion that a learner’s 
reading performance depends on his size of vocabulary and depth of vocabulary. Moreover, 
Kaivanpanah and Zandi (2009) reported that depth of vocabulary can predict reading to a great extent 
then, to the researcher's knowledge, all previous studies have reported findings which are contradictory 
to the third research question of the present study. These contradictions could be explained by 
participants' proficiency level. The only variable which was common among the contradicting results was 
their participants' proficiency level. While participants of the present study were intermediate language 
learners, in other studies participants were higher intermediate learners. Then, the contradiction can be 
explained by the point that: learners may need a threshold level of vocabulary knowledge to make depth 
of vocabulary knowledge a defining variable in comprehension. In other words, in elementary levels 
reading comprehension might be a function of size of vocabulary knowledge which during the advance 
levels, depth of vocabulary knowledge turns to a significant variable in reading comprehension. The 
results suggested that language learners can enhance their comprehension even without very deep 
knowledge of vocabularies. 

5. Conclusion 

The main focus of this study was to investigate the usefulness of depth of vocabulary knowledge on 
intermediate learners' reading comprehension. The study indicated that various explanations regarding 
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the obtained results and existing contradictions can be offered. Firstly, learners' proficiency could have 
been a decisive variable on the effectiveness of vocabulary awareness instruction. Then, it might be the 
case that for effectiveness of vocabulary awareness instruction on depth of vocabulary knowledge EFL 
learners need to have threshold level of general English proficiency. Then, the contradiction between this 
study and previous studies might be related to the difference in the nature of the participants. Moreover, 
the role of context of the study should not be ignored. The contradictory findings of this study might be 
due to the fact that previous studies had used different instruments while the present study used WAT 
and reading comprehension test in general. The length of treatment might be an important contextual 
factor too. 

The focus on participants, context (general reading comprehension), proficiency, and age lies in the fact 
that these factors interact with the degree to which vocabulary awareness instruction influences depth of 
vocabulary knowledge and reading comprehension. For instance, advanced participants might be better 
than intermediate and elementary participants in terms of their ability to use depth of vocabulary 
knowledge in more efficient reading comprehension (Thomas, 2002). The results suggested that there is 
no relationship between reading comprehension and depth of vocabulary knowledge, this point implies 
that language learners can enhance their comprehension even without very deep knowledge of 
vocabularies.  

Implications 

The results of the study suggested that there is no relationship between reading comprehension and 
depth of vocabulary knowledge, this point implies that language learners can enhance their 
comprehension even without very deep knowledge of vocabularies. 

Limitations   

It should, however, be noted that the current study has some limitations should be acknowledged at this 
point. The first one is Lack of availability of appropriate references such as related books, theses. The 
second one is time limitation to gather data are the other limitations of this research.  

Also, future studies need to attend other factors influencing learners’ vocabulary knowledge and reading 
comprehension. Since short-term results might not be equal to longer-term results, the effects of long term 
vocabulary awareness  instruction on depth of vocabulary knowledge and reading comprehension needs 
more attention and exploration. The investigation of the effects of depth of vocabulary knowledge on 
reading comprehension across gender, proficiency level, and age is yet to be done by other researchers.  
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Abstract 
The purpose of the present study was to investigate the bond between efl teachers ’perceptions towards 

the use of computers in efl context with respect to their teaching profiles (gender, teaching experience 
and teaching context). To this end, 20 efl teachers who followed their teaching career in miyaneh 
jahad-e daneshgahi language center were chosen as the sample size. Loyed & gressard’s (1984) 
computer attitude scale was employed as the main instrument for data collection and the reliability 
was estimated as 0.83 using cronbach alpha coefficient. To analyze the data, spearman correlation 
coefficient (determined by kolmogorov-smirnov test) was used. The results indicated that that there 
was an association between teaching context and efl teachers’ attitudes towards the integration of 
computers in foreign language learning context. 

 

Keywords: attitude; educational technology; information and communications technology; teaching 
context. 

 
Introduction 

The integration of technology in classrooms is considered to play a vital role in attaining successful 
teaching. Many researchers have directed their attention toward the notion of technology integration 
across classrooms (Abbit & Klett, 2007; Kotrlik & Redmann, 2005). The fact is that such integration 
facilitates the learning process and permits the language schools to widen their perspective towards 
global learning context if such an integration is employed effectively. In addition, it is taken into 
consideration as an effective tool in that it engages all language learners in the learning process 
(Almekhlafi, 2006). The studies conducted in the field of education represent that today a large 
number of schools attempt to employ technology in classrooms and sufficient technological devices 
are available to schools (Goddard, 2002). In this regard, teachers make use of these devices for 
different purposes (Guha, 2000). The instructors use computers for teaching purposes while others 
utilize them for instructional and personal purposes.  

This study investigated EFL teachers’ perceptions of utilizing technology (computers in this respect) for 
teaching and learning.  

 
Review of Literature 

Of the elements that have been inclined to influence the successful utilization of computers in the 
classroom are teachers’ perspectives towards computers and these perspectives, whether positive or 
negative, influence how teachers react to advances. Thus, it influences the way students understand 
the significance of computer in schools (Teo, 2006) and influences present and future computer 
utilization. In accepting the significance of instructors' attitude towards computer use, Zhao, Tan and 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 624 

Mishra (2001) estimated that the perspectives of teachers are specifically identified with computer use 
in the classroom. For instance, instructors frequently perceive the computer as a device to 
complement housekeeping assignments, monitor their students all the more productively, and to 
deal with parents more effectively. The accomplishment of students interacting with computer 
innovation will depend to a great extent on the attitudes of teacher, and their eagerness to grasp the 
innovation (Teo, 2006). Evaluating the instructors' perspectives towards computer use may give 
helpful insights into innovation incorporation and acknowledgment and use of innovation in 
educating and learning. Regardless of how advanced and effective the state of innovation is, the 
degree to which it is implemented relies on teachers holding positive attitude towards it (Huang 
&Liaw, 2005). In this chapter, definition of instructors' attitudes, aspects of attitude, teachers’ 
attitudes and computer technology training, teachers’ attitudes and computer technology integration, 
teachers’ attitudes and computer experience, teachers’ attitudes and computer anxiety and interest, 
and teachers’ attitudes and computer literacy are expounded. 

 

Definition of Teachers’ Attitude 

An attitude is defined as “a relatively enduring organization of beliefs, feelings, and behavioral 
tendencies towards socially significant objects, groups, events or symbols” (Hogg & Vaughan, 2005, 
p. 150). In the instructive environment, attitudes demonstrated by instructors and also students play 
a great role in the accomplishment of educational goals. Particularly, with respect to the utilization of 
new advancements in the classroom, traditional teaching methods are being compelled to suit what 
are sometimes incommensurate information technologies. The perspective of teachers play a 
conspicuous part in educational interaction (Becker, Ravitz, & Wong, 1999; Albion &Ertmer, 2002). 

Aspects of Attitude 

Two center perspectives describe attitude. The first case, which is the focal one, alludes to status for 
reaction. That is, an attitude is not behavior, not something that an individual does; rather it is an 
arrangement for behavior, an inclination to react especially to the attitude object. The term attitude is 
utilized to incorporate things, individuals, places, thoughts, activities, or circumstances, either 
singular or plural (Gobbo& Girardi, 2001).  

The second dimension is the inspiring or driving force of attitude. That is, attitudes are not simply aloof 
results of past encounters. 

 

Teachers’ Attitudes and Computer Technology Training 
There is a positive relationship between computer innovation training and instructors' attitude (Becker 

Sang, Guoyuan, et al.2010). Training can essentially affect the routes in which an instructor grasps 
innovation technology in the classroom. In an examination of showing styles and technology 
integration in Italy, the results "appeared to indicate that both personal theories of teaching and the 
level of competence with technology play a major role in how teachers implement technology and in 
their perception of their own and their pupils’ motivation" (Gobbo& Girardi, 2001, p. 63).  

Teachers’ Attitudes and Computer Technology Integration 

Teachers who allegedly esteem the integration of technology change their instructing keeping in mind the 
ultimate goal to enhance innovation approaches (Sang, Guoyuan, et a 2010). Software accessibility 
and instructor readiness to utilize the product can affect the teachers' attitude towards the selection of 
innovation in the classroom ( Lawless, Kimberly A., and James W. Pellegrino 2007).  

Teachers’ Attitudes and Computer Experience 

Dupagne and Krendl (1992) noticed that computer experience regularly encourages positive attitude 
towards computer; in addition, the absence of computer guideline frequently represents teachers' low 
certainty level when they start computer exercises. This feeling related to low certainty frequently 
brings about high tension towards computers. High tension can prompt negative attitude and in the 
long run contrarily impact the learning procedure. Computer experience has been the most usually 
cited to variable connected to positive attitude (Woodrow, 1992; Chou, 1997; Ropp, 1999; Yıldırım, 
2000; Gaudron&Vignoli 2002). For instance, Woodrow (1992) reported relationships between 
computer experience and attitudes toward innovation. Chou (1997) additionally highlighted that 
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computer experience impacted instructor attitudes toward computer. Ropp (1999) found that there is 
strong relationship between computer access and hours of computer use every week and computer 
attitude.  

Teachers’ Attitudes and Computer Anxiety and Interest 
As indicated by the report of International Society for Technology and Education (2001), generally groups 

of teachers (20%) report feeling very much arranged to integrate technology into classroom practices. 
In spite of the fact that computer have been placed in the classroom, numerous instructors are still 
suspicious of the quality computer have accommodated educating and learning. A few teachers 
demonstrate little enthusiasm for utilizing instructional innovation, while others are clearly 
impervious to its utilization. Some emphatically acknowledge the idea, yet feel to some degree bound 
by absence of training for viable combination (Chin &Hortin, 1993). 

Teachers’ Attitudes and Computer Literacy 
In Asan's (2003) study, essential instructors' observations and awareness level about particular 

innovations, and the part of innovation in training, and quality of their understanding regarding the 
technological that are confronted by fundamental instruction educational systems in Turkey were 
explored. The outcomes demonstrated that numerous teachers were not computer users and did not 
have computer proficiency foundation whereupon to construct new innovation and abilities. The 
research likewise showed that the utilization of computer and related technologies was not standard 
piece of their educating and learning environment.  

 

ICT Enhancing Teaching and Learning Process 

The field of instruction has been influenced by ICTs, which have without a doubt influenced educating, 
learning and research (Yusuf, 2005) .ICTs can possibly quicken, advance, and develop aptitudes, to 
develop skills in students, to relate school experience to work tasks, make economic determination 
for tomorrow's specialists, and in addition reinforcing instructing and helping schools change (Davis 
&Tearle, 1999; Lemke &Coughlin, 1998). In a quickly evolving world, basic education is crucial for an 
individual possessing the capacity to get to access and apply information. Such capacity must 
discover incorporate ICTs in the global village.  

 
ICT Enhancing the Quality and Accessibility of Education 

ICT builds the adaptability of conveyance of education with the goal that learners can attain to the 
information at whatever time and from anyplace. It can impact the way students are taught and how 
they learn as now the procedures are learner driven and not by educators. This, thus would better 
prepare the learners for deep rooted learning and enhancing the nature of learning. Working together 
with geographical adaptability, technology-associated projects likewise exclude a large portion of the 
limitations that face learners with extraordinary needs (Moore &Kearsley, 1996).  

Research Hypothesis The present study was designed to investigate the following null hypothesis: 
H01.Is there any relationship between EFL teachers’ teaching experience and their attitudes towards 

computer assisted language learning? 
Method 
 Participants 

The statistical population of the present probe consisted of 20 EFL teachers who followed their teaching 
career in Miyaneh Jahad-e Daneshgahi English Language Center. Since the size of population was 
low, the sample size was determined based on the census method in which all participants were 
taken into consideration as the sample size and the data were collected from among all these subjects. 
Teachers of this language center were single and married English instructors of both male and female 
genders. Also, these teachers were experienced in foreign language teaching in both private and 
public English Language Institutes.  

 

 
Instruments 
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Based on the design of the study which was determined as the correlational, the main instrument to 
collect the data was questionnaire. In this regard, Loyed & Gressard’s (1984) Computer Attitude Scale 
was employed to collect the data from among the participants. In the similar study, Farkas and 
Murthy (2005) made use of this questionnaire to examine the teachers’ perspectives towards the use 
of computers in EFL classrooms. The authors estimated the reliability of the afore-mentioned 
questionnaire as 0.87. Accordingly, the same questionnaire was used in the present study to measure 
the perspective of Iranian EFL teachers towards the computer technology with respect to their 
gender, years of experience and teaching context. Using Cronbach alpha coefficient, the reliability 
was obtained as 0.839. it is worth noting that Loyed & Gressard’s (1984) Computer Attitude Scale 
involved 40 items categorized by Likert 5-point scale ranging from strongly agree to strongly 
disagree. In addition, this questionnaire asked the personal information of respondents, namely, age, 
gender, years of teaching experience and marital status, which were necessary for the descriptive 
statistics section.  

Procedure 

As the aim of the present investigation was to find out the linkage between EFL teachers’ perceptions of 
the computer integration in EFL classrooms with respect to their characteristics, the researcher 
employed the questionnaire as the main instrument for data collection. Initially, the Loyed & 
Gressard’s (1984) Computer Attitude Scale was validated by the research supervisor. The overall 
characteristics of the respondents were included in the upper section of the questionnaire to be 
answered by the respondents. Subsequently, the questionnaire was introduced to the supervisor of 
Miyane’s Jahad-e Daneshgahi Language Center and the purpose was clarified. Later on, the 
questionnaire was distributed to the teachers working in the afore-mentioned center who constituted 
the sample size. Having collected the questionnaire, the researcher obtained the reliability of the 
questionnaire through the use of Cronbach alpha coefficient which yielded 0.839 value.  

 

Descriptive statistics of respondents’ job experience variable differentiated by job experience 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

<5 8 40.00 40.00 40.00 
5-10 6 30.00 30.00 70.00 
10-15 6 30.00 30.00 100.0 
Total 20 100.0 100.0  

Table 4.3 shows frequency and job experience variable of the respondents differentiated by job 
experience. 

 
Null hypothesis: There is no relationship between teaching experience and EFL teachers’ attitudes 

towards the use of technology in EFL classes. 
Alternative hypothesis: There is a relationship between teaching experience and EFL teachers’ attitudes 

towards the use of technology in EFL classes. 
Statistical hypothesis 

{
𝐻0: 𝑟 = 0
𝐻1: 𝑟 ≠ 0

 

Table 4.8 
Correlations between Teaching Experience and Teachers’ Attitudes towards the Use of Technology 
 

 teachers’ 
attitudes 
towards the 
use of 
technology 

teaching 
experience 

Spearman'srho 
teachers’ attitudes towards 

the use of technology 
Correlation Coefficient 1.000 .421** 
Sig. (2-tailed) . .000 
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N 20 20 

teaching experience 
Correlation Coefficient .421** 1.000 
Sig. (2-tailed) .000 . 
N 20 20 

**. Correlation is significant at the 0.01 level (2-tailed). 
 
According to the table above and the obtained analysis, the level of significance is 0.000. Since (p<0.05) or 

Sig is less than 0.05, null hypothesis is rejected and the alternative hypothesis is accepted. That is to 
say that there is a relationship between teaching experience and teachers’ attitudes towards the use of 
technology in EFL classes. Also, Spearman correlation coefficient is 0.421 which implies that there is a 
positive relationship between teaching experience and teachers’ attitudes towards the use of 
technology 

Result 
Regarding the aim of the present probe on the feasible linkage between teaching experience and Iranian 

EFL teachers’ perceptions of the integration of computers in foreign language teaching contexts, 
following research question WAS  formulated:  

Is there any relationship between EFL teachers’ teaching experience and their attitudes towards computer 
assisted language learning?  

In order for the research questions mentioned to be answered, the researcher considered related 
hypotheses. These hypotheses were analyzed to yield the final results with respect to the research 
topic. Prior to initiating the statistical test running, K-S test (Kolmogorov-Smirnov) test was used to 
determine the normality or non-normal distribution of research variables. The results of K-S test 
showed that the level of significance is less than 0.05, thus Spearman correlation coefficient test was 
determined to be used to analyze the hypotheses. The rejection of null hypothesis meant the 
acceptance of the alternative hypothesis, thus proving the existence of relationship. Consequently, 
Spearman correlation coefficient was employed which supported the correlation between the 
variables mentioned in hypotheses. In other words, the results indicated that there was an association 
between teaching experience and EFL teachers’ attitudes towards the integration of computers in 
foreign language learning context.  

 
Discussion 

 
The new trends in ELT (English Language Teaching) have been directed towards the use of ICTs 

(Information and Communication Technologies) and teachers play a great part to integrate the 
technology across language schools. Putting into simpler terms, teachers’ attitudes towards the 
integration of ICT in educational context is the predictive element for the development of language 
learners since it is argued that it is the attitudes of teachers which pave the way for achieving higher 
levels of success (Albirini, 2004; Teo, 2008). The way teachers perceive ICT can bolster the framework 
in which language learning is presented and how the learning process is met. Thus, the perception of 
language learners can be generated by the usefulness and advantages that such an integration offers 
within the educational settings. As it was suggested by Summers (1990), the way language teachers 
see the developments around them can influence their acceptance, way of understanding and 
outcomes of utilizing computers for the teaching affair.  

As it was indicated previously, the present study followed three research questions which are discussed 
in the following paragraphs.  

The association between teaching experience and EFL teachers’ attitudes towards the implementation of 
computers in foreign language learning setting was examined in the first research question. To 
analyze this research question, Spearman correlation coefficient was used and the results of this test 
manifested a positive relationship between teaching experience and the use of technology. Finding of 
this research question suggest that those groups of teachers who possess longer teaching experiences 
find it useful to employ the computers and technology within the EFL setting due to their importance 
in getting students acquainted with innovative teaching techniques which results in better and 
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facilitated learning. In addition, these teachers might be concerned with the fact that employing 
innovative devices such as computers can give rise to the overall learning achievements when 
compared to the traditional teaching methods. Studies conducted by (Alshumaimeri, 2008; Chung, 
2014; Jebril, 2012; Chung, 2014; Kuo, 2008) support this finding. In addition, the way teachers view 
the use of computers based on their teaching experience represents their authority for making 
decisions within the language instructionthrough the use of devices such as the computer. In other 
words, experienced teachers believe that the use of technology influences their performance and 
attitudes in classrooms. In this regard, Lam's study (2000) indicated thatthe personal beliefs of 
teachers about the benefits of using technology inlanguage teaching influence their decision in 
technology utilization. Therefore, enoughtime should be given to teachers in order to become more 
familiar with thenew presented technologies. Incorporating pedagogical programs will also be 
helpful inmotivating them to use technology in their classes. Yildirim (2000) and Oh and 
French(2007) specified that, in their study of teacher training programs, teachers obtainedmore 
abilities and more confident. Unfortunately, the present study, the first research question being the 
center, did not take into consideration the perspectives of learners towards the use of computers. In 
case both teachers and learners attitudes were studied, reliable results could be obtained and the 
findings could be much more validated.  

Conclusion 

The present study specifically investigated the EFL teachers’ attitudes toward the use of computers and 
its integration into foreign language education. The results gathered were interpreted to mean that 
the teachers seem to strongly believe in the usefulness of technology resources in improving language 
instruction. The findings indicated that teachers generally have positive attitudes toward computer 
technology use both in their daily lives and in language instruction. Moreover, it was presented that 
there was a relationship between teaching context and EFL teachers’ attitudes towards the use of 
computer technology. Also, it was observed that there was a relationship between teaching 
experience and EFL teachers’ attitudes towards the use of computer technology. In addition, it was 
concluded that there was a relationship between gender and EFL teachers’ attitudes towards the use 
of computer technology. Ultimately, Mann-Whitney test indicated that male teachers had much more 
positive attitude towards the use of computer technology when compared to female teachers. 

Appendix (Questionnaire)  
In the Name of God 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Dear respondents, 

Below are a series of statements. There are no correct answers to these statements. They are 

designed to permit you to indicate the extent to which you agree or disagree with the ideas 

expressed. Place a checkmark in the space under the label which is closest to your agreement or 

disagreement with the statements.  

SD = Strongly disagree; D = Disagree; ND, NA = Neither agree nor disagree; A = Agree;  

SA = Strongly Agree 

Age:                                                                    Teaching Experience (years): 

Gender:                                                               Marital Status: 
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Statements SD D ND/NA A SA 

Computers do not  scare me at all      

I’m no good with  computers      

I would like working with computers      

I will use computers many ways in my life      

Working with a computer would make me  very nervous      

Generally, I would feel OK about trying a new problem on the computer      

The challenge of solving problems with computers does not appeal to me      

Learning about computers is a waste of time      

I do not feel threatened when others talk about computers      

I don’t think I would do advanced computer work      

Learning about computers is worthwhile      

I feel aggressive and hostile toward computers      

I am sure I could do work with computers      

Figuring out computer problems does not appeal to me      

I’ll need a firm mastery of computers for my 
future work 

     

It wouldn’t bother me at all to take computer courses      

I’m not the type to do well with computers      

When there is a problem with a computer run that I can’t immediately 
solve, I would stick with it until I have the answer 

     

I expect to have little use for computers in my daily life      

Computers make me feel uncomfortable      

I am sure I could learn a computer language      

I don’t understand how some people can spend so much time working 
with computers and seem to enjoy it 

     

I can’t think of any way that I will use computers in my career      

I would feel at ease in a computer class      

I think using a computer would be very hard for me      

Once I start to work with the computer, I would find it hard to stop      

Knowing how to work with computers will increase my job  possibilities      

I get a sinking feeling when I think of trying to use a computer      

I could get good grades in computer courses      

I will do as little work with computers as possible      

Anything that a computer can be used for, 
I can do just as well some other way 

     

I would feel comfortable working with a computer      

I do not think I could handle a computer course      

If a problem is left unsolved in a computer class, I would continue to think 
about it afterward 

     

It is important to me to do well in computer classes      

Computers make me feel uneasy and confused      

I have a lot of self-confidence when it comes to working with computers      

I do not enjoy talking with others about computers      

Working with computers will not be important to me in my life’s work      

I think working with computers would be enjoyable and stimulating      
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Abstract 

In the present study the effect of picture on students’ reading comprehension was examined. In order to 
reach this aim the researcher used pictures in the instruction of passages. To conduct the study, 33 Iranian 
male students were selected based on a convenient sampling procedure. To collect the necessary data for 
reading comprehension, the  researcher used pre-test and post-test. A group of 17 students (experimental) 
was taught reading passages involving picture during a period of one month while the other group of 16 
students (control) was taught reading passages without picture. Comparison of the mean scores of the 
two groups in post-test revealed that not only the students in the experimental groups didn’t have lower 
mean score in reading comprehension test, but also they outperformed the control group. 

Keywords: comprehension strategy; picture book; reading comprehension; visualization. 

Introduction 

        Reading comprehension has become a central issue for teaching and also learning English language. 
Reading is one of the important skills not only as a language skill but also as language input for other 
skills to develop. It also becomes especially important in the middle grades, as students transition from 
learning to read to reading to learn. If students have difficulties in comprehension, this often translates 
into problems in the content subject areas because there is an increase in text complexity and a transition 
from narrative texts to primarily informational ones. 

     Many students may take it for granted that the intended meaning of the author lies solely in the 
printed words on the page or screen, so that reading is no more than a process of obtaining meaning from 
the source. They approach reading passively, relying heavily on the use of a bilingual dictionary, thereby 
spending countless hours laboring over direct sentence-by-sentence translations. Despite all the efforts 
made, their reading comprehension remains poor. 

        An important part of learning a foreign language is mastering learning. Mastering the fundamentals 
of learning not only can help language learners in learning vocabulary, acquiring basic structures, and 
improving the necessary linguistic and communication skills, but also help the learners to be in active 
control of their own learning processes. The process of becoming successful at learning creates learners 
who are autonomous and employ individualized approaches to learning objectives. Paying direct 
attention to the process of learning and gaining mastery over the language content results in learning the 
content more successfully, and contributes to the development of lifelong learners (Rausch,2000). 

        To enhance the reading comprehension ability in English, Alfassi (2004) states that students should 
“understand the meaning of text, critically evaluate the message, remember the content, and apply the 
new-found knowledge flexibly”. Since reading is a complex cognitive process, it is very important for 
teachers to train students to take active control of their own comprehension processes. 



Modern Journal of Language Teaching Methods (MJLTM) 

Vol.6, Issue 4, July 2016 Page 633 

       So far little attention has been paid to students' reading comprehension. Most of the studies of 
reading comprehension were dealt with advanced and intermediate language learners. In this study the 
researcher wants to answer this question that why the students in elementary level cannot comprehend 
the text which they read and answer the reading comprehension question. The purpose of this study is to 
find out whether the using of picture has any effect on students’ comprehension of the text. 

Review of Literature 

       Interest in the pedagogy of reading comprehension began along with the advent of the widely 
established as the first language teaching method, i.e., the Grammar Translation Method (GTM), also 
called the reading approach. Within the perspective of this method, reading texts in the target language 
was the very important activity in language teaching. However, the emphasis of teaching was on word 
knowledge, i.e., matching words in the foreign language text with meanings in the student's native 
language (Dubin & Bycina, 1991). Very little attention was given to the process of arriving at an 
understanding of longer texts. Moreover, the spoken characteristics and communicative purposes of 
language were ignored, causing the approach to be completely rejected.  

With the introduction of the Audio-Lingual Method (ALM) in the 1940s and 1950s, additional attention 
was given to matters of how students pronounce the words. Basically, what mattered in language was 
speech, implying that language skills were given additional stress within the earlier teaching 
methodology (i.e., reading and writing) were of secondary concern. The principle supported by structural 
linguists such as Charles Carpenter Fries that language is speech led to the conviction that reading 
instruction should progress only after the students acquire speaking skills. To this purpose, a 
considerable length of time was spent by the teacher to produce oral learning before the students were 
permitted to see a reading text (Rivers, 1970). Thus, in the view of the ALM, reading instruction is aimed 
at developing and strengthening the students speaking skills (Lado, 1961). 

     Although some teachers continued to teach reading by applying teaching methods suggested by the 
ALM, some others found that these methods could not satisfy the demand that students need to 
comprehend messages conveyed by reading texts. This need has resulted in the new tendency which 
elevated the teaching of ESL/EFL reading in its primacy for some reasons. First, it was needed to enable 
students to learn academic subjects through reading textbooks and similar materials. Several surveys 
showed that an ability to comprehend written texts is a vital requirement for academic success (Lynch & 
Hudson, 1991), making reading as one of the most important goals in ESL/EFL learning. Second, written 
texts offer numerous pedagogical aims such as enriching language. acquisition process, providing good 
models for writing, and providing opportunities to present new topics, to inspire discussion, and to study 
the language (Richards & Renandya, 2002). Whilst the ALM could not be expected to support the need of 
reading for academic purposes, the new trend in reading instruction did not yet gain theoretical support, 
making a vacuum in the theory of reading. 

     The deterioration of the influence of the ALM in reading instruction is then followed by the 
formulation of a new concept of reading. The emergence of the new concept of reading was triggered by 
Goodman’s (1967) article’’ Reading: A psycholinguistic guessing game’’. The new model of reading was 
fortified by insights resulting from linguistic theory proposed by Noam Chomsky (Silberstein, 1987) and 
cognitive psychology which focuses on knowledge and how it is processed (Klatzky, 1980). This 
psycholinguistic view of reading, later popular as the top-down model of reading process signifies the 
role of the reader in reading. 

Reading Importance 

1. Reading is fundamental to function in today's society. There are many adults who cannot read well 
enough to understand the instructions on a medicine bottle. That is a scary thought - especially for their 
children. Filling out applications becomes impossible without help. Reading road or warning signs is 
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difficult. Even following a map becomes a chore. Day-to-day activities that many people take for granted 
become a source of frustration, anger and fear. 

2. Reading is a vital skill in finding a good job. Many well-paying jobs require reading as a part of job 
performance. There are reports and memos which must be read and responded to. Poor reading skills 
increases the amount of time it takes to absorb and react in the workplace. A person is limited in what 
they can accomplish without good reading and comprehension skills. 

3. Reading is important because it develops the mind. The mind is a muscle. It needs exercise. 
Understanding the written word is one way the mind grows in its ability. Teaching young children to 
read helps them develop their language skills. It also helps them learn to listen. Everybody wants to talk, 
but few can really listen. Lack of listening skills can result in major misunderstandings which can lead to 
job loss, marriage breakup, and other disasters - small and great. Reading helps children [and adults] 
focus on what someone else is communicating. 

4. Why is reading important? It is how we discover new things. Books, magazines and even the Internet 
are great learning tools which require the ability to read and understand what is read. A person who 
knows how to read can educate themselves in any area of life they are interested in. We live in an age 
where we overflow with information, but reading is the main way to take advantage of it. 

       Rebeca made an attempt to investigate the use of reading comprehension strategies on reading 
comprehension. There were 14 sixth grade students at St. Mary's Tri-Parish Catholic School. All sixth 
grade students from St. Mary's Tri-Parish Catholic School were involved in the study. The school 
principal was contacted prior to involve the students to gain approval of the study. Twelve of the 
fourteen sixth grade students demonstrated improvement in the reading comprehension scores. Two of 
the fourteen students resulted in no change in the reading comprehension scores. There were no students 
that exhibited a decline in scores. It was concluded that the sixth grade literature students performed 
better on the posttests where they used the Self-Questioning Reading Strategy. 

       In 2007 Audrey A. Hazamy worked on the influence of picture on words recognition. The 
participants of his study were 48 (14 males, 34 females) Introductory Psychology students at Georgia 
Southern University who participated as a requirement for course credit. Results indicated that matching 
and semantically related pictures facilitated word recognition memory.   

Regarding with all of the researches done in this field, fewer researchers have investigated the effect of 
pictures on reading comprehension and word retention in Iran. So, the researcher thought it was more 
important to study the effect of pictures on reading comprehension and word retention. The main 
question that needs to be answered is whether there is still need to do research on this problem or not. I 
would surely say that there is a strong need to do other researches on the effect of pictures on reading 
comprehension on different parts of Iran to find the exact impact of pictures on reading comprehension 
and word retention. Our findings may tap teachers’ mind to pay more attention to visual literacy and 
using more and more pictures in their classrooms. 

This study aimed at finding answers to the following research questions:  

1. Does application of pictures in reading texts improve students’ reading comprehension? 

2. Does application of pictures in reading texts influence the retention and use of recently learnt 
vocabularies of texts? 

Method 

Participants 

http://www.learn-to-read-prince-george.com/retraining-the-brain.html
http://www.learn-to-read-prince-george.com/joy-of-learning.html
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       Participants of the present study were 33 male English learners at elementary level in Simin language 
institute in Zanjan, Iran. Based on demographic information provided by the manager of the institute to 
researcher, all of learners were elementary or junior high school students aged from 9 to 15 with a 
minimum of one year experience in English learning. These learners made up two intact classes in the 
above-mentioned institute studying “Top Notch (Fundamental A)” course books. Class A was comprised 
of 17 learners and the other class comprised of 16. 

Instruments 

Some pictures which clarified the passages were used in this study to teach readings and for 
measurement 20 questions about the passages were designed to measure the students' comprehension. 
Twelve reading comprehension texts along with their related tests among 20 reading texts were chosen 
from the Internet and were validated by 10 experts according to Lawash formula. For vocabulary test the 
researcher used a test comprised ten items and were validated according to Lawash formula. The reading 
passages and tests which were used in this study were given to ten English experts to determine which 
ones are essential and their content validity was estimated by Lawash CVR (Content Validity Ratio) for 
each reading. 

     Every passage and its comprehension questions and vocabulary test CVR must not be lower than 0.42 
unless it is known not to be valid. 

According to Lawash Formula CVR=
Ne−N/2

N/2
  

 Procedure 

To obtain the required information to reach the purpose of the study, data were collected in different 
phases and time. At the beginning of the semester learners in both classes took a reading comprehension 
test as the pretest. The scoring procedure was objective and could easily be scored. In spite of helping 
researcher to make sure about the relative homogeneity of learners in their reading comprehension 
performance at the beginning of the study, these scores provide a basis to evaluate learners’ development 
in each class at the end of the study. Homogeneity gave researcher the advantage that he can attribute 
any further change to the treatment during the study, not any external variable such as different levels of 
reading comprehension skills among learners of the two classes at the beginning of the study.  

     After the pretest, learners experienced the treatment phase. Based on the design of study, learners in 
the experimental group enjoyed being taught the reading comprehension text with accompanying 
pictures while learners in the control group were deprived of accompanying pictures for the same 
reading comprehension materials. Having been covered 12 reading comprehension texts in both classes 
during the semester, learners in both classes took their final exam at the end of semester in which the 
second set of reading comprehension test had been included. 

     As elaborated above, next step in collecting the related data was at the end of semester when students 
were given the second reading comprehension test as the posttest. Format as well as the scoring 
procedure was like to the pretest. And these scores enabled the researcher to evaluate learners’ 
performance in each class after experiencing relative teaching procedures (treatment) at the end of study.  

     As the final step in data collection procedure, after 30 days of final exam, learners in both classes were 
given a test aimed at testing new vocabularies in the reading comprehension texts.  

Results 

First research question of the present study aimed at disclosing if application of pictures in reading texts 
improves students’ reading comprehension. To this aim, researcher attempted to compare the students’ 
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scores in post-test reading comprehension test while considering their pre-existing reading 
comprehension ability differences at the beginning of the study. To meet the requirements explained 
above, researcher applied ANCOVA as the technique for analyzing the data. As mentioned by Pallant 
(2013), this technique can be applied when there is a two-group pre-test/post-test design. In this case 
according to Pallant, the scores on the pre-test are treated as a covariate to ‘control’ for pre-existing 
differences between the groups. In spite of providing advantage for assessing the effect of an intervention 
or experimental manipulation while controlling for pre-test scores, ANCOVA can also be very practical 
with small sample sizes.  

Table4.2 

Descriptive Statistics 

Dependent Variable:   PostTest 

Group Mean Std. Deviation N 

Control 13.06 1.879 16 

Experimental 14.00 2.151 17 

Total 13.55 2.048 33 

 

 
Table 4.3  

Levene's Test of Equality of Error Variances 

Dependent Variable:  PostTest   

F df1 df2 Sig. 

1.577 1 31 .219 

 
Table 4.4  

Tests of Between-Subjects Effects 

Dependent Variable:   PostTest   

Source Type III Sum 
of Squares 

df Mean 
Square 

F Sig. Partial Eta 
Squared 

Corrected 
Model 

105.920a 2 52.960 56.217 .000 .789 

Intercept 32.343 1 32.343 34.332 .000 .534 

PreTest 98.676 1 98.676 104.744 .000 .777 

Group 8.743 1 8.743 9.281 .005 .236 

Error 28.262 30 .942    
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Total 6189.000 33     

Corrected Total 134.182 32     

a. R Squared = .789 (Adjusted R Squared = .775) 

 

Table4.5  

Group 

Dependent Variable:   PostTest   

Group Mean Std. Error 95% Confidence Interval 

Lower Bound Upper Bound 

Control 13.015a .243 12.519 13.510 

Experimental 14.045a .235 13.564 14.526 

a. Covariates appearing in the model are evaluated at the following values: PreTest =12.18. 

A one-way between-groups analysis of covariance was conducted to compare the effectiveness of two 
different teaching procedures in developing reading comprehension skills. The independent variable was 
the type of teaching reading comprehension procedures (using pictures, traditional way of teaching 
reading), and the dependent variable consisted of scores of students’ reading comprehension test or the 
post-test. Students’ scores on the pre-test administration of the reading comprehension test were used as 
the covariate in this analysis. Preliminary checks were conducted to ensure that there was no violation of 
the assumptions of normality, linearity, homogeneity of variances, homogeneity of regression slopes, and 
reliable measurement of the covariate. After adjusting for pre-test scores, there was a significant 
difference between the two groups on post-test scores on the second reading comprehension test [F 
(1,30)=9.28, p=.005, partial eta squared=.23].  Drawing results from tables 4.2, 4.3, 4.4, 4.5, it can be 
claimed by researcher that accompanying pictures in reading comprehension text significantly enhances 
students’ understanding of texts as well as their performance in reading comprehension tests.  

Despite running ANCOVA data analysis technique for the first research question, researcher compared 
the mean scores of students in pre-test and post-test in both groups to shed more light on the topic. 

Table 4.6 

Statistics for the Mean Scores of Groups  

Groups Pre-test mean score Post-test mean score 

Control  12.25 13.06 
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Experimental 12.12 14 

Discussion 

In this study the researcher hopes to find out if using the picture can help students to comprehend the 
texts better. The researcher also hopes to investigate if using pictures can help to retention of recently 
learnt words for a long time. 

     The first research question concerned the effect of using pictures on reading comprehension texts, to 
understand if making use of some series of accompanying pictures was a factor in developing students’ 
reading comprehension ability or not. After the data analysis procedure, it was revealed that the students 
in the experimental group who had experienced reading comprehension teaching method with 
accompanying pictures, develop a significantly higher reading comprehension skill in comparison with 
students in the control group who were taught with the traditional way of teaching reading 
comprehension. This conclusion can be logical on the ground that accompanying pictures act as a 
complement to the text, helping learners to build a better schemata and background knowledge, 
subsequently cause an enhanced decoding of the meaning of texts. Jenkins and Pany (1981) state that 
because pictures in text activate readers' background knowledge, they have a positive effect on text 
comprehension. 
Conclusion 

The purpose of the current study was to determine the effect of picture on reading comprehension in 
Simin institute in Zanjan, Iran. This study showed that using picture has positive impact on 
comprehending the texts and also it helps to retention of recently learnt words for a long time. To some 
extent this study could help poor and elementary language learner to comprehend the texts better.     

The following conclusions can also be drawn from the findings of the present study: 

1. Application of accompanying pictures in reading comprehension texts had significantly positive effect 
on enhancing students’ reading comprehension skill.  

2. Students have positive points of view toward using pictures in reading comprehension texts, claiming 
that it leads to a better perception of texts and also makes the process of studying the course books more 
attractive and favorable.  

3. Teacher also talks in favor of employing accompanying pictures in reading comprehension texts, 
putting more emphasis on the selection of appropriate pictures. 
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