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The participants in the study included 40 intermediate learners whose 
initial homogeneity in terms of language proficiency was assessed via a 
General English Test. They were further randomly assigned to one con-
trol group and one experimental group, each comprising 20 participants. 
The amount of instructional time was 17 sessions, during which the par-
ticipants in the experimental group received syntactic awareness-raising 
techniques through 'story grammar elements' and 'word order correc-
tion'. Right after the treatment, a post-test comprising a written narrative 
task was administrated. Data analysis results demonstrated that the ex-
perimental group which received the syntactic awareness-raising tech-
niques outperformed the control group in retelling short stories in writ-
ten form. The findings of the current study highlight the contribution of 
language awareness to the improvement of proficiency in EFL learners 
and pave the way for its inclusion in language teaching syllabuses.   

Keywords: narrative task, written task, story grammar element, lan-
guage proficiency, word order correction 

Introduction 
Tasks have been documented to play a significant role in language learners’ 
oral and written performance. Improving proficiency in language has been 
sought to be highly related to application of tasks (Kuiken & Vedder, 2012). 
According to Ellis (2003), plenty of reasons can be found in task performance 
indicating the EFL learners’ skill to apply their knowledge in authentic commu-
nication. This conceptualization highlights the substantial role of tasks in lan-
guage teaching research as well as pedagogy. Learners may not be successful to 
develop the proficiency required for effective communication unless they are 
given opportunities to practice such samples, which are elicited by either oral 
or written ‘tasks’ (Ellis, 2003).  Narration of a story in spoken and written 
forms is among the tasks which occur in response to some kinds of stimulus 
including either a picture strip or a short film. 

Storytelling whether oral or written leaves back effects on overall language 
proficiency (Berns et al., 2013). Research carried out by Sullivan and Brown 
(2015) revealed that 10- to16-year-old learners whose reading was just for 
pleasure improved much better in some areas as spelling, vocabulary, and 
math, compared to those who were less inclined to read. According to Paul 
(2012), reading a story aloud helps improving grasp of syntax and sentence 
structure. Samantaray (2014) described storytelling as a technique which at-
tracts learners' attention and concentration. Accordingly, based on this tech-
nique, it is feasible to encourage prediction and expectation of events. As learn-
ers find an opportunity to predict the consequences of an event, their compre-
hension, enjoyment, and happiness are provoked. Thus, learners make signifi-
cant improvements in their language use if they apply this technique in lan-
guage learning (Samantaray, 2014).  Thus, the environment in the classroom is 
changed into a productive one along with plenty of learner’s participation, con-
centration.  
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Stories are supposed to provide a bulk of information about learners' writ-
ten language skills. Pray (2005) thinks of narrative tasks as useful assessment 
tools to assess language learners who are making attempts to learn, read, and 
write. On the other hand, to recognize the level of communicative competence 
in learners and their cognitive academic language proficiency, narrative sam-
ples are among the best measurement devices (Ortiz, 1997).  

In narratives, compared to daily conversations, the learners require more 
complex language and higher level thinking. So as to raise the learners' aware-
ness of the event, the vocabulary must be explicit, pronoun references are re-
quired to be clear, descriptive language must be used and the storyteller must 
tell the story in a logical sequence (Petersen et al., 2010). While there are vari-
ous ways to provoke learners' consciousness of the structure of the language, in 
the present study, it was raised by means of two techniques; 'story grammar 
elements' and 'word order correction'.   

Technically speaking, 'Story' refers to a narrative spoken or written dis-
course, while 'grammar' is usually described as the study of words.  Stein and 
Glen (1979) refer to 'story grammar' as the different elements or parts of a sto-
ry.  The goal of 'story grammar elements' awareness in the present study is to 
explicitly teach the learners to recognize story grammar elements including the 
plan, attempt, characters, setting, initiating events, internal response, etc. with-
in stories, and to instruct them to incorporate accurate story elements into the 
rewritten stories.   

As a system of language, grammar is concerned with word order and mor-
phology. Word order is defined as an understanding of how words in a lan-
guage come close to each other to create logical sentences (Tunmer, 1989). 
Languages are different regarding the distribution of words within phrases and 
the ways phrases distributions occur relative to each other within sentences. 
Whereas there are various constructions of word order such as Subject-Verb-
Object (SOV) in world languages, the primary word order in English is Subject-
Verb-Object (SVO). Selecting a word form consistent with its grammatical role 
in a sentence is the second subdivision which is considered in syntactic aware-
ness. Researching into different languages reveals that either the inflection of a 
word based on grammatical rules (e.g. agreement in tense, aspect, number, 
gender and case) can make the form or the word syntactic status in a sentence 
can construct it.  

Researching into educational EFL contexts such as Iran reveals the fact that 
after several years of language studies, learners have terrible mistakes in oral 
and written production although most of the class time is allotted to teaching 
grammatical points (Behroozi & Amoozegar, 2014). The problem lies in the fact 
that such contexts suffer from the deficiencies which mainly stem from the 
methodology of the teachers set aside the material the students are provided 
with, the shortage of time and the degree of exposure to language outside the 
classroom (Dolati & Mikaili, 2011). To deal with the problem which might orig-
inate from the methodology of the teachers, the researcher made attempts to 
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find ways of helping learners improve their written narrative proficiency 
through raising their syntactic awareness.  

To the best knowledge of the researcher, few studies have been done in Ira-
nian context investigating the impact of syntactic awareness raising techniques 
on intermediate EFL learners’ written narrative task performance. So, in this 
study, the researcher intended to fill this gap and explored this under-
investigated area by studying the impact of syntactic awareness raising tech-
niques on written narrative task performance of intermediate EFL learners in 
Iran. 

To test the research hypothesis, i.e., syntactic awareness raising significantly 
affects Iranian intermediate EFL learners’ written narrative task performance, 
the researchers tried to address the following research questions: 

1. Does syntactic awareness improve fluency in Iranian Intermediate EFL
learners' written performance?

2. Does syntactic awareness improve accuracy in Iranian Intermediate
EFL learners' written performance?

3. Does syntactic awareness improve complexity in Iranian Intermediate
EFL learners' written performance?

Literature Review 
Nowadays, language awareness (LA) is widely believed to be an important di-
mension in language learning, language teaching and language use. Research in 
this area is being flooded with researching the effects of awareness studies on 
different components of language. In the general field of cognitive psychology, 
conscious and unconscious processes and the notion of interface in second lan-
guage development have been for long the center of attention. A number of 
such empirical studies were surveyed by Long and Robinson (1998) and Ellis 
(1990). Their findings illustrated that consciousness learning is likely to con-
tribute to successful development in language learners. 

Language awareness has been regarded as one of the most important incli-
nation of research in language education since the early 1980s.  The relation-
ship between awareness and learning is one of the major topics which has at-
tracted many researchers studying on the area of language pedagogy. At the 
very beginning, the focus of language awareness movement was language 
awareness of learners. The main justification for the movement was that the 
learners whose analysis and description of language is accurate are possibly 
more efficient users of the language (Andrews, 2008). Thus, performance in 
using the language to a large extent depends on explicit knowledge of formal 
aspects of language. 

Awareness and Second Language Development 

Although some researchers as Krashan and Seliger (1976) believed learning is 
essentially unconscious, new trends after decline of behaviorism concentrate 
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find ways of helping learners improve their written narrative proficiency 
through raising their syntactic awareness. 

To the best knowledge of the researcher, few studies have been done in Ira-
nian context investigating the impact of syntactic awareness raising techniques
on intermediate EFL learners’ written narrative task performance. So, in this
study, the researcher intended to fill this gap and explored this under-
investigated area by studying the impact of syntactic awareness raising tech-
niques on written narrative task performance of intermediate EFL learners in
Iran.

To test the research hypothesis, i.e., syntactic awareness raising significantly 
affects Iranian intermediate EFL learners’ written narrative task performance, 
the researchers tried to address the following research questions:

1. Does syntactic awareness improve fluency in Iranian Intermediate EFL
learners' written performance?

2. Does syntactic awareness improve accuracy in Iranian Intermediate
EFL learners' written performance?

3. Does syntactic awareness improve complexity in Iranian Intermediate
EFL learners' written performance?

Literature Review
Nowadays, language awareness (LA) is widely believed to be an important di-
mension in language learning, language teaching and language use. Research in
this area is being flooded with researching the effects of awareness studies on
different components of language. In the general field of cognitive psychology, 
conscious and unconscious processes and the notion of interface in second lan-
guage development have been for long the center of attention. A number of 
such empirical studies were surveyed by Long and Robinson (1998) and Ellis 
(1990). Their findings illustrated that consciousness learning is likely to con-
tribute to successful development in language learners.

Language awareness has been regarded as one of the most important incli-
nation of research in language education since the early 1980s.  The relation-
ship between awareness and learning is one of the major topics which has at-
tracted many researchers studying on the area of language pedagogy. At the
very beginning, the focus of language awareness movement was language
awareness of learners. The main justification for the movement was that the
learners whose analysis and description of language is accurate are possibly
more efficient users of the language (Andrews, 2008). Thus, performance in
using the language to a large extent depends on explicit knowledge of formal
aspects of language.

Awareness and Second Language Development

Although some researchers as Krashan and Seliger (1976) believed learning is 
essentially unconscious, new trends after decline of behaviorism concentrate

on the importance of consciousness in language learning. This recognition has 
emphasized the significant role of awareness in learning the language. Skehan 
(1996) suggest that learners' previous knowledge is activated by focus on form 
instruction and that it assists them make a link between their linguistic 
knowledge and the language they are going to use communicatively. Focus on 
form instruction develops learners' awareness of grammar structure difficult to 
understand through formal instruction of language alone.  

At this point, we should return to Long’s original consideration (1991) that 
language instruction based on task is notably appropriate for focus on form. 
Crookes and Gass (1993) in a numbers of surveys and reports have discussed 
that success in target language comprehension and production to a large extent 
depends on task performance. They have emphasized how users of language 
through focus on form activities can improve their proficiency in language.   

Development of task-based language teaching is among controversial topics 
of discussion which encompass the tasks that are likely attractive with regard 
to consideration of awareness and learning in addition to the methodology in 
which they are implemented. Loschky and Bley-Vroman (1990), for instance, 
recommends development of closed communicative tasks, successful comple-
tion of which needs attending to the target grammatical knowledge. Communi-
cative grammar tasks are among the ones advocated by Fotos and Ellis (1991). 
This kind of tasks, which involves mechanisms to facilitate acquisition, tries to 
raise the learner’s consciousness about the grammatical properties of the sec-
ond language. 

The previous studies done on the application of awareness techniques do 
not cover all areas. Some studies have concentrated on the role of syntactic 
awareness and learning strategies on language (Hong-Nam & Leavell, 2006) but 
less is known about how syntactic awareness techniques can influence the stu-
dents’ ability in narrating the task in written form.  

Tong et al. (2014) made an attempt to investigate the possible association 
between two metalinguistic skills, syntactic and morphological awareness and 
reading comprehension. They included separate and combined measures of 
each in the reading comprehension texts. The results of their findings revealed 
that the relationships among syntactic awareness, morphological awareness, 
and reading comprehension were greatly under the influence of the tasks which 
were used to measure the first two.  

Second Language Acquisition researchers have, to some extent, downplayed 
the crucial relevance of the semantico-syntactic awareness features that might 
animate learners' behavior during task implementation. The contributions of 
socially-oriented factors to task performance, the importance of learner factors 
, and the significant role given to internalization and scaffolding in the Vygot-
sky’s Zone of Proximal Development (ZDP) to complete tasks (Guk & Kellogg, 
2007) reveal that there is a need to pay attention to this less-trodden area as to 
how providing syntactic awareness can influence the learners’ involvement in 
written task performance.  Altogether, a number of studies have concluded pri-
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ority of task performance in terms of providing opportunities for both target 
language comprehension and production. 

Syntactic Awareness 

The skill to manage and reflect on the grammatical structure of language is re-
ferred to as syntactic (or grammatical) awareness. This includes an under-
standing of how words of one language sit next to each other to create sentenc-
es. According to Koda and Zehler (2008), there are two major subdivisions for 
this process, the first of which is referred to as word order. Word order correc-
tion tasks include irregularity in the word order which has to be resolved by 
rearrangement (e.g. "hits the dog Jane"). Selection of a word form consistent 
with its grammatical role in a sentence is the second subdivision which is in-
volved in syntactic awareness. Gaux and Gombert (1999) consider it as mor-
phosyntactic awareness. One group of tasks in this regard is grammatical cor-
rection tasks, where the learner has to repair a morphological or grammatical 
deviation in a sentence (e.g. "boys makes mistakes"). Altogether, syntactic 
awareness is classified under metalinguistic skills due to the prominent atten-
tion it gives to the structure rather than the meaning of a sentence. In the pre-
sent study, syntactic awareness is realized by means of two techniques: story 
grammar elements and word order correction. 
Story Grammar Elements. More complex language and higher level thinking 
than what is required for daily conversations are needed in Narratives. To illus-
trate an event in details for the person away from that event, the storyteller 
must use clear pronoun references, explicit vocabulary and descriptive lan-
guage, as well as logical sequence in the short story (Petersen et al., 2010). The 
typical forms to tell the stories follow the following inclinations: story grammar 
structure, problem–resolution, goal-oriented (Stein & Glenn, 1979). The 
framework proposed by Stein and Glenn’s for story grammar structure defines 
the most noticeable elements in fictional narratives. The characters, setting, 
initiating event, internal response, plan, attempt, consequence, and resolution 
are among the elements included in a story. Accordingly, recognition of the el-
ements of narrative text and using them to improve the learners' comprehen-
sion of the story should be considered in direct instruction of story grammar 
elements. 

According to Stein and Glenn (1979), the pattern which is followed to con-
struct a large number of stories is story grammar. Causally- and temporally-
related- information which is most often found in stories form these patterns 
(Stein & Glenn, 1979). Based on Cognitive Load Theory, to build a complete sto-
ry this framework can be used as a schema. Narratives constructed in class-
room activities are believed to be acceptable if they follow the organizational 
pattern known as story grammar (Stein & Glenn, 1979), a framework that out-
lines the salient elements in fictional narratives. Predictability and comprehen-
sibility of stories can be defined by story grammar. In the school curriculum, 
narratives usually include complete episodic constructs. When viewed from an 
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ority of task performance in terms of providing opportunities for both target 
language comprehension and production.

Syntactic Awareness

The skill to manage and reflect on the grammatical structure of language is re-
ferred to as syntactic (or grammatical) awareness. This includes an under-
standing of how words of one language sit next to each other to create sentenc-
es. According to Koda and Zehler (2008), there are two major subdivisions for
this process, the first of which is referred to as word order. Word order correc-
tion tasks include irregularity in the word order which has to be resolved by 
rearrangement (e.g. "hits the dog Jane"). Selection of a word form consistent 
with its grammatical role in a sentence is the second subdivision which is in-
volved in syntactic awareness. Gaux and Gombert (1999) consider it as mor-
phosyntactic awareness. One group of tasks in this regard is grammatical cor-
rection tasks, where the learner has to repair a morphological or grammatical
deviation in a sentence (e.g. "boys makes mistakes"). Altogether, syntactic
awareness is classified under metalinguistic skills due to the prominent atten-
tion it gives to the structure rather than the meaning of a sentence. In the pre-
sent study, syntactic awareness is realized by means of two techniques: story 
grammar elements and word order correction.
Story Grammar Elements. More complex language and higher level thinking 
than what is required for daily conversations are needed in Narratives. To illus-
trate an event in details for the person away from that event, the storyteller
must use clear pronoun references, explicit vocabulary and descriptive lan-
guage, as well as logical sequence in the short story (Petersen et al., 2010). The
typical forms to tell the stories follow the following inclinations: story grammar
structure, problem–resolution, goal-oriented (Stein & Glenn, 1979). The
framework proposed by Stein and Glenn’s for story grammar structure defines
the most noticeable elements in fictional narratives. The characters, setting, 
initiating event, internal response, plan, attempt, consequence, and resolution
are among the elements included in a story. Accordingly, recognition of the el-
ements of narrative text and using them to improve the learners' comprehen-
sion of the story should be considered in direct instruction of story grammar
elements.

According to Stein and Glenn (1979), the pattern which is followed to con-
struct a large number of stories is story grammar. Causally- and temporally-
related- information which is most often found in stories form these patterns
(Stein & Glenn, 1979). Based on Cognitive Load Theory, to build a complete sto-
ry this framework can be used as a schema. Narratives constructed in class-
room activities are believed to be acceptable if they follow the organizational
pattern known as story grammar (Stein & Glenn, 1979), a framework that out-
lines the salient elements in fictional narratives. Predictability and comprehen-
sibility of stories can be defined by story grammar. In the school curriculum, 
narratives usually include complete episodic constructs. When viewed from an

educational perspective (Petersen et al., 2010), narrative proficiency is reflect-
ed in macro-structural complexity indicated by story grammar and episodic 
constructs.  
Word Order Correction. From among the techniques which can be used to 
realize syntactic awareness is word order correction. It means getting togeth-
erness of words to form sentences. Two important subdivisions can be recog-
nized in this process. "Word order" is the first subcomponent. What makes a 
demarcation line between languages is the way words are distributed within 
phrases and the way phrases are distributed relative to each other within sen-
tences. The salient word order in English is SVO (Subject-Verb-Object). In world 
languages, other word order variations such as SOV (Subject-Object-Verb) can 
be found. Selection of a word is the second subdivision which is involved in syn-
tactic awareness. It should be consistent with its grammatical role in a sen-
tence. In most languages, inflection of a word according to grammatical rules 
such as agreement in tense, aspect, number, gender or case as well as its syn-
tactic status govern how words are formed and stung together.  

Word order correction tasks can be used to assess syntactic awareness 
(Tunmer, 1989). In such tasks learners are given a sequence of words present-
ed in a nonsensical order and are asked to rearrange these words to form a 
meaningful sentence. As an example, the teacher might say, “John throwing was 
stones,” and the learner is required to answer “John was throwing stones”. In 
other words, in this kind of task, learners have to rearrange the words present-
ed to them in a jumbled order e.g. "broke the glass Jack". To correct word order 
at sentence level, understanding is required at the paragraph level. This kind of 
syntactic knowledge strongly correlates with passage comprehension (Goff et 
al., 2005).   

This study aims at raising the awareness of EFL learners by drawing their 
attention to some formal aspects of language either implicitly or explicitly. This 
focus on form inclination highlights overt attention to linguistic elements as 
they arise incidentally in lessons (Long, 1983). The results of this study, if posi-
tively support the hypothesis regarding the effects the syntactic awareness 
raising techniques might have on learners' written narrative task performance, 
could pave the way for language teachers’ application of these techniques in 
EFL contexts. It can trigger the inclusion of such techniques in language teach-
ing approaches. Meanwhile the positive results could help students master a 
better narrative proficiency.        

Method 
Participants 
The current study was carried out in a Foreign Languages (FL) school among 
male English learners in Kermanshah, a city in the west of Iran. The reason that 
the researchers carried out the study in a male FL school was that it is against 
the law to have mixed-sex classes in FL schools in Iran. The participants’ lan-
guage background was Kurdish and Farsi and they were 13 to 18 years old. Af-
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ter administering an English Test (PET) to homogenize the students, 40 partici-
pants were selected based on one standard deviation above and below their 
mean. Then, the intermediate level participants were randomly assigned to two 
groups: one control group and one experimental group.  

Teaching Instrument 

The selected course book was titled 'Steps to Understanding' written by Hill in 
2004. In the book, 120 short stories are placed at four stages: introductory 
(750-headwords), elementary (1000 headwords), intermediate (1500 head-
words) and advanced (2075 headwords). This book is at the 750-headword 
level, and all the stages are very carefully graded covering not only vocabulary, 
but also idioms and grammar. Short stories are nearly 150 words long, and 
some of them include one or two words outside the grading. The reason that 
the researcher selected a book containing short stories is that short language 
samples appropriately indicate the improvement in  learners who retell the 
short stories (Heilmann et al., 2010). 

Testing Instruments 

This study made use of 3 measurement instruments to collect information on 
the participants’ language proficiency level and their ability to narrate short 
stories orally. To ensure reliability for scores both in pre-test and post-test, all 
performances were scored by two raters and reliability was calculated for two 
sets of scores.  

In picture stories, validity is determined in terms of the ambiguity residing 
in picture sets. The significance of selecting picture cues which possess signifi-
cant pull for the motive in questions has been frequently indicated (Pang, 2010) 
and the need to attend to the cue strength of the different component pictures 
is appropriately demonstrated (Brunstein & Maier, 2005). It is not clear how 
much the amount of pull and cue strength of picture set should be to ensure 
right amount of ambiguity. Accordingly, Ramsay and Pang (2013) emphasized 
that there is a need to balance the competing concerns of pull and ambiguity of 
short stories. So, picture sets should exhibit moderate ambiguity if validity is to 
be ensured. Thus, the researchers negotiated convergent and predictive validity 
of the selected picture stories with a panel of three experts to ensure the validi-
ty of the picture stories.    
General English Test. A preliminary test of English, "Oxford Placement Test", 
was used to determine the proficiency level of the learners and to homogenize 
them. As using the three sections of the test was time-consuming and unneces-
sary regarding the purposes of the research, the researcher adopted section 
one of the test (i.e., reading and writing). The PET exam is either paper-based 
or computer-based. For the purpose of this study, the paper-based one was 
used since it was available easily and there was no need to a computer. Also, 
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ter administering an English Test (PET) to homogenize the students, 40 partici-
pants were selected based on one standard deviation above and below their
mean. Then, the intermediate level participants were randomly assigned to two 
groups: one control group and one experimental group. 

Teaching Instrument

The selected course book was titled 'Steps to Understanding' written by Hill in 
2004. In the book, 120 short stories are placed at four stages: introductory 
(750-headwords), elementary (1000 headwords), intermediate (1500 head-
words) and advanced (2075 headwords). This book is at the 750-headword 
level, and all the stages are very carefully graded covering not only vocabulary, 
but also idioms and grammar. Short stories are nearly 150 words long, and 
some of them include one or two words outside the grading. The reason that 
the researcher selected a book containing short stories is that short language
samples appropriately indicate the improvement in learners who retell the
short stories (Heilmann et al., 2010).

Testing Instruments 

This study made use of 3 measurement instruments to collect information on
the participants’ language proficiency level and their ability to narrate short 
stories orally. To ensure reliability for scores both in pre-test and post-test, all 
performances were scored by two raters and reliability was calculated for two 
sets of scores. 

In picture stories, validity is determined in terms of the ambiguity residing 
in picture sets. The significance of selecting picture cues which possess signifi-
cant pull for the motive in questions has been frequently indicated (Pang, 2010)
and the need to attend to the cue strength of the different component pictures
is appropriately demonstrated (Brunstein & Maier, 2005). It is not clear how 
much the amount of pull and cue strength of picture set should be to ensure
right amount of ambiguity. Accordingly, Ramsay and Pang (2013) emphasized 
that there is a need to balance the competing concerns of pull and ambiguity of 
short stories. So, picture sets should exhibit moderate ambiguity if validity is to 
be ensured. Thus, the researchers negotiated convergent and predictive validity 
of the selected picture stories with a panel of three experts to ensure the validi-
ty of the picture stories.   
General English Test. A preliminary test of English, "Oxford Placement Test", 
was used to determine the proficiency level of the learners and to homogenize
them. As using the three sections of the test was time-consuming and unneces-
sary regarding the purposes of the research, the researcher adopted section
one of the test (i.e., reading and writing). The PET exam is either paper-based
or computer-based. For the purpose of this study, the paper-based one was
used since it was available easily and there was no need to a computer. Also, 

the probable difficulties while taking the test online were prevented. Moreover, 
the paper-based form could be taken in the favorite time and place.   
Pre-Test. The pre-test consisted of a picture story and participants were re-
quired to rewrite the story based on a set of pictures (9-12) taken from Hill 
(2004). The pictures were presented to them on paper. It was administered 
after homogenizing the participants and before the treatment.  
 Post-Test. A written post-test checking the student’s ability to rewrite short 
stories was administered a week after the treatment to measure the relative 
effects of syntactic awareness on the learners’ ability to narrate short stories in 
written form. The post-test consisted of a picture story including a set of pic-
tures. The participants were required to rewrite the story based on the pic-
tures. The same as pre-test, the post-test measured the accuracy, fluency and 
complexity of the samples of language the participants produced in written 
form. 

 Procedure 

The preliminary English Test (PET) was administered in the first session of in-
struction to homogenize the students. The course book then was used as the 
medium of instruction in both control and experimental groups’ classes. For the 
purpose of the present study, the 17-session treatment began following the 
pretest. The sessions were held twice a week and lasted for 70 minutes, for 8 
running weeks. The classes were taught by the same teacher who is a PhD can-
didate of TEFL.  

The control group received the following treatment: 
For practice in understanding and writing English, the learners listened to 

the teacher or the cassette first. Then, they read the story at first in chorus with 
the voice on the cassette, and then aloud. The meaning of unfamiliar words and 
the structural points were illustrated to them. Finally, to check the learners’ 
understanding of the short stories and their command of vocabulary and 
grammar, the learners were required to answer a certain number of exercises 
such as short answer questions following the short stories. 

The experimental group received the treatment on syntactic awareness 
based on two techniques namely story grammar elements and word order 
correction. In the present study, the goals of story grammar elements aware-
ness included explicit instruction to the learners so as to find out story gram-
mar elements within stories and instruct them to suitably place these elements 
into the short stories they were supposed to rewrite.  If in classroom activities, 
narratives followed the organizational pattern known as story grammar, they 
would be judged acceptable (Stein & Glenn, 1979).  

Thus, in each story, the learners were assisted in distinguishing elements in-
cluding plan, setting, initiating events, internal response, the characters, at-
tempt, consequence and resolution of the story. After reading each short story, 
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the learners determined the different elements of story on a piece of paper. 
Then the teacher himself identified the elements and the learners checked their 
answers.  

To apply the word order correction technique, some sentences in the short 
stories were chosen then reversed. Sentences which were chosen were no more 
than five words as this put a heavy burden on the memory of the participant in 
the study.  The participants were required to correct the wrong order of the 
words comprising the sentences. Every session, a sequence of words was pre-
sented in a deviant order and the learners were asked to rearrange these words 
to form a meaningful sentence. The teacher selected sentences from short sto-
ries and wrote them on the board in an illogical order e.g. “John making was 
beds,” and the learners were required to answer “John was making beds”. 

 Measures 

To focus on three measures of participants’ production in written form (fluen-
cy, accuracy, and complexity), their productions were measured both in pre-
test and post-test. After that the audiotaped data were transcribed and coded, 
written proficiency in narrative task was measured in terms of fluency, accura-
cy and complexity.   

Following Bygate (2001) who defined t-unit as "a finite clause together with 
any subordinate clauses dependent on it" (p. 3), the data were collected. The 
same as Housen and Kuiken, (2009), fluency was measured by counting the 
numbers of false starts, repetition, replacement and reformulations in every t-
unit. Number and lengths of pauses were not considered in this study as 
measures of fluency due to the large number of participants. To measure accu-
racy, the researchers followed Skehan & Foster (2005) for whom accuracy was 
reflected by calculating incidents per t-units. In other words, higher accuracy in 
the stories retold was a matter of the number of incidents in every t-unit. Fol-
lowing Kawauchi (2005), complexity was measured by counting the number of 
words per t-units. In other words, the complexity of the language use depended 
on the rate of words used in the language. As there are different types of words 
in the language, the researchers only counted the number of content words in-
cluding nouns, verbs, adverbs and adjectives. 

Data Analysis 

Transcription and coding for narrative proficiency in retelling the short stories 
in written form was carried out after that the language samples were elicited in 
the pre and post-tests. Then, reliability calculations were carried out to ensure 
reliability of the pre-test and post-test. To address the three research questions, 
at first, the differences between the pre-test and post-test scores of the control 
group and the experimental group were analyzed quantitatively. Then, they 
were compared through a paired samples t-test.  
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Results 
The first step in data analysis was to check the reliability of scores both in pre-
test and post-test. All performances were scored by two raters and then relia-
bility was calculated for two sets of scores. An account of the percentage of 
agreement between the two raters was used to determine inter-rater reliability. 
The inter-rater reliability indices taken from two raters yielded coefficients 
ranging from .91 (written accuracy) to .95 (written fluency) to .95 (written 
complexity). So, the average percentage of inter-rater reliability for the six 
measures of fluency, accuracy, and complexity was .93 indicating a high inter-
rater reliability.    

The inter-rater reliability of the post-test was also an account of percentage 
of agreement between the two raters. Alpha Cronbach, in this phase, produced 
coefficients ranging from .93 (written accuracy) to .94 (written fluency) to .95 
(written complexity). Therefore, the average percentage of inter-rater reliabil-
ity for the three measures of fluency, accuracy, and complexity was .94, again, 
indicating a high inter-rater reliability in post-test. 

In this study, four measures of fluency namely "number of repetition", "false 
starts", "reformulations" and "replacements" were taken into account. All of 
these components were counted and added and then divided by t-units. For 
accuracy measurement, the total number of the ungrammatical cases was di-
vided by t-units. So for these two measures, the lower the number, the better 
the performance. To measure complexity in initial and post performances of 
language learners, the occurrences of the number of content words per t-units 
were taken into consideration.   

Table 1 provides descriptive statistics to compare the differences between 
the means of control group and experimental group with regard to written pro-
ficiency in narrative task performance. It describes the means of the two groups 
in pre-test and post-test with regard to fluency, accuracy, and complexity. 

Table 1 
Means of the Control Group and Experimental Group 

Std Deviation  Mean   N Variables Groups 
1.2 6.75 20    Pre    Written fluency  

Control 
1.02 7.1 20 Post 
1.09 11.4 20 Pre Written accuracy 1.02 12.1 20 Post 
5.07 45.6 20 Pre Written complexity  

44.8    4.50      post        20  
1.09 6.95 20 Pre Written fluency  

Experimental 
0.99 10.55 20 Post 
1.9 12.55 20 Pre Written accuracy 1.91 16.75 20 Post 
4.47 45.05 20 Pre Written complexity  5.57 58.55 20 Post 
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As Table 1 shows, in written narrative task performance, the mean of con-
trol group in pretest is 6.75 in written fluency, 11.4 in written accuracy, and 
45.6 in written complexity. In post-test, the mean of control group is 7.1 in writ-
ten fluency, 12.1 in written accuracy, and 44.8 in written complexity.  

Table 1 also shows that the mean of experimental group (syntactic aware-
ness) in written narrative task performance in pretest is 6.95 in written fluen-
cy, 12.55 in written accuracy, and 45.05 in written complexity. In post-test, the 
mean of experimental group is 10.55 in written fluency, 16.75 in written accu-
racy, and 58.55 in written complexity. 

In every study, to choose an appropriate statistical test to analyze the data, 
it is required to evaluate the normality and non-normality of the distributed 
data. For this purpose in this study, Kolmogorov Smirnov test was used. As Ta-
ble 2 shows, both in pretest and post-test, Kolmogorov Smirnov test determines 
that, in the two groups, the level of the significance in fluency, accuracy, and 
complexity in written narrative task performance is more than 0.05. This shows 
normality of the distributed data. So, in this study, the parametric tests used for 
the variables were appropriate. 

Table 2 
Kolmogorov Smirnov Test to Determine the Normality of the Distributed Data 

0.51 0.81 Pre Written fluency  

Control 
0.33 0.94 Post  
0.44 0.86 Pre Written accuracy 0.13 1.16 Post  
0.8 0.63 Pre Written complexity  0.53 1.43 Post  
0.53 0.8 Pre Written fluency  

Experimental  
0.13 1.15 Post  
0.65 0.73 Pre Written accuracy 0.74 0.68 Post  
0.9 0.56 Pre Written complexity  0.97 0.49 Post  

To test the research hypothesis, i.e. syntactic awareness significantly affects 
the learners’ written narrative task performance, three measures naming fluen-
cy, accuracy, and complexity were taken into consideration. Regarding fluency, 
the numbers of words per t-units were counted.  Accuracy was measured by 
calculating the number of error-free t-units per t-units. Error free t-units were 
those with no grammatical, lexical or spelling errors. Complexity was measured 
by calculating the number of sentence nodes per T-units. In this regard, in nar-
ratives, the number of sentence nodes, marked by tensed and untensed verbs, 
was divided by the total number of t-units in the narratives. 

To assess the equality of variances for a variable calculated for two groups, 
Levene’s test was used. Table 3 shows the results of Levene’s test. 

Sig. Test   Variables Groups 
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Table 3  
Levene's Test of Equality of Error Variancesa 

Sig. df2 df1 F Variables 
0.94 
0.49 
0.14 

38  
38 
38 

1 
1 
1 

0.00 
0.47 
2.26 

Written fluency 
Written accuracy 
Written complexity 

As the amount of p-value in Table 4 is larger than 0.01, it means that the 
equality of covariance has not been violated. As in all of the cases, the amount of 
p-value is more than 0.05, it means the equality of the variance for all cases.

Table 4 
Multivariate Tests 

Sig F Value 
Wilks` Lambda 0/00 125/95 0/08 

The results in Table 4, F (3, 33 = 125.95, p = .00) and Wilks’ Lambada equals 
.05 indicates that there is a significant difference between the control group 
and experimental group post-test scores. 

Table 5 
Tests of Between-Subjects Effects

Sig df F Variables 
0.01 
0.01 
0.01 

1 
1 
1 

214.96 
186.15 
125.03 

Written Fluency 
Written Accuracy 
Written Complexity 

The results of analysis in Table 5 shows that, for all of the three measures of 
fluency (F = 214.96, p = 0.01), accuracy (F = 186.15, p = 0.01), and complexity 
(F = 125.03, p = 0.01), the difference between control group and experimental 
group is statistically meaningful.  

Table 6 
Comparing Proficiency in both Control and Experimental Groups 

Std Error Mean Group Variables 

0.15 7.19 Control Written fluency 0.15 10.45 Experimental group  
0.18 12.58 Control Written accuracy 0.18 16.26 Experimental group  
0.88 44.42 Control Written complexity 0.88 58.92 Experimental group 
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A short look at the mean scores of two groups in Table 6 suffices to address 
the three research questions. The first research question tried to investigate the 
effect of syntactic awareness raising on learners' fluency in written narrative 
task performance. It becomes clear that, in the fluency measure, the mean score 
of the experimental group (10.45) is higher than the control group (7.19), 
which is an indication of the outperformance of this group to the control group. 
The second research question investigated the improvement in accuracy of ex-
perimental group written narrative task performance. Similarly, the higher 
mean score of the experimental group’s accuracy measure (16.26) shows that 
this group has outperformed the control group (12.58) in this aspect of perfor-
mance. The third research question examined the complexity as a measure of 
participants' language proficiency. The results revealed that experimental 
group has outperformed control group as the mean of experimental group 
(58.92) is higher than the mean of control group (44.42). Therefore, the three 
research questions are positively addressed and the research hypothesis stat-
ing that "Syntactic awareness has a significant effect on intermediate EFL 
learners' written narrative task performance” is confirmed.  

Discussion 
Oral and written performances in a foreign language as English have always 
been problematic issues. Achieving an accurate and fluent command of spoken 
and written language has proved a daunting task for many language learners in 
EFL contexts such as Iran. To be able to serve as a proficient language speaker 
and writer, a language learner needs to be both accurate and fluent. Accuracy, 
fluency and complexity as three measures of language proficiency are required 
to be taken into consideration in written task performance. The present study 
was carried out to investigate the effect of one independent variable i.e. syntac-
tic awareness raising techniques, on one dependent variable i.e. intermediate 
language learners’ written narrative task performance. 

The findings of current research revealed a meaningful difference between 
the performance of the experimental group before and after the treatment, as 
well as between the performance of the experimental group and control group 
in the post-tests. Participants in the experimental group significantly improved 
in three aspects of proficiency in written task performance (i.e. fluency, accura-
cy and complexity).  

In current study, the researchers used a different measure of fluency, accu-
racy and complexity to check the EFL learners' written performance. With re-
gard to fluency, words per t-units were counted.  Accuracy was calculated in 
terms of the number of error-free t-units which occurred in all t-units. In pre-
sent study, error free t-units were those free from grammatical, lexical or 
spelling errors. The number of S-nodes per T-units was counted to measure 
complexity.  In this regard, in the narratives, the researchers divided the num-
ber of sentence nodes, shown by tensed and untensed verbs, by the whole 
number of t-units.  
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A short look at the mean scores of two groups in Table 6 suffices to address
the three research questions. The first research question tried to investigate the
effect of syntactic awareness raising on learners' fluency in written narrative
task performance. It becomes clear that, in the fluency measure, the mean score
of the experimental group (10.45) is higher than the control group (7.19), 
which is an indication of the outperformance of this group to the control group. 
The second research question investigated the improvement in accuracy of ex-
perimental group written narrative task performance. Similarly, the higher
mean score of the experimental group’s accuracy measure (16.26) shows that 
this group has outperformed the control group (12.58) in this aspect of perfor-
mance. The third research question examined the complexity as a measure of 
participants' language proficiency. The results revealed that experimental
group has outperformed control group as the mean of experimental group 
(58.92) is higher than the mean of control group (44.42). Therefore, the three
research questions are positively addressed and the research hypothesis stat-
ing that "Syntactic awareness has a significant effect on intermediate EFL
learners' written narrative task performance” is confirmed. 

Discussion
Oral and written performances in a foreign language as English have always 
been problematic issues. Achieving an accurate and fluent command of spoken
and written language has proved a daunting task for many language learners in
EFL contexts such as Iran. To be able to serve as a proficient language speaker
and writer, a language learner needs to be both accurate and fluent. Accuracy, 
fluency and complexity as three measures of language proficiency are required 
to be taken into consideration in written task performance. The present study 
was carried out to investigate the effect of one independent variable i.e. syntac-
tic awareness raising techniques, on one dependent variable i.e. intermediate
language learners’ written narrative task performance.

The findings of current research revealed a meaningful difference between
the performance of the experimental group before and after the treatment, as
well as between the performance of the experimental group and control group 
in the post-tests. Participants in the experimental group significantly improved 
in three aspects of proficiency in written task performance (i.e. fluency, accura-
cy and complexity). 

In current study, the researchers used a different measure of fluency, accu-
racy and complexity to check the EFL learners' written performance. With re-
gard to fluency, words per t-units were counted.  Accuracy was calculated in
terms of the number of error-free t-units which occurred in all t-units. In pre-
sent study, error free t-units were those free from grammatical, lexical or 
spelling errors. The number of S-nodes per T-units was counted to measure
complexity.  In this regard, in the narratives, the researchers divided the num-
ber of sentence nodes, shown by tensed and untensed verbs, by the whole
number of t-units. 

Current study results support the notions of "noticing hypothesis" proposed 
by Schmidt (1990) in that the learners' attention to the features of language 
emphasized and highlighted by the teachers led to their language improvement. 
Schmidt (1990) accepts that language learners are not in a position to choose 
the salient features of the language they encounter. It is the duty of the teacher 
to give importance to some features and ignore trivial ones. In this research, the 
researchers attracted the notices of the learners by drawing their attention to 
"story grammar elements" and " word order correction" which consequently 
resulted in improvements in language proficiency.    

The findings of this study were in line with results obtained by other re-
searchers on narrative performance in which progress in story structure were 
reported (Cruz de Quiros et al., 2012; Davies et al., 2004; Green & Klecan-Acker, 
2012). Particularly, the results of present study supported those of Spencer and 
Slocum (2010) who revealed explicit instruction of story grammar elements 
results in the use of those elements in story retells in young learners’ narra-
tives. 

The results also support the findings of Ruhi (2001), Pica (1985) and 
Rahimpour (2001) that there is a direct relationship between increasing con-
sciousness and attention to form and planning. In other words, the language 
learners' production to a large extent depends on his attention to form and 
planning. 

The result obtained from present study is also in line with those of Hayward 
and Schneider (2000). In their study, they taught 13 English speakers story 
grammar elements explicitly along with story retell to improve their narrative 
abilities. In the intervention, they used some techniques including sorting and 
sequencing story grammar components, reconstructing scrambled stories, 
identification of missing story grammar components and identification of story 
grammar elements. Interventions were also incorporated into the regular class-
room instruction as central activities. Findings from this study demonstrated 
that 12 out of 13 participants made progress as relevant story events and ele-
ments were applied or incorporated. 

Word order correction as another technique was used to raise the learners’ 
syntactic awareness to narrate short stories in written form. The results re-
vealed that the learners’ ability to reverse the sentences, to a large extent, de-
pended on syntactic complexity. This suggests that syntactic ambiguity influ-
ences syntactic awareness. Accordingly, learners who suffered from syntactic 
ambiguity in sentences couldn’t rewrite the short stories as well as other learn-
ers. This is in line with the results found by Nation and Snowling (2000) sug-
gesting that poor comprehenders had more difficulty with reversing long, com-
plex and ambiguous sentences than typically-developed learners.     

Despite the various results obtained for individual learners, the findings ob-
tained from present study indicated that words with high-frequency were used 
more than usual. Learners, no matter what language they were learning made 
errors in their written narrative task. This was because they lacked experience 
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or exposure to low-frequency words and when this occurred, overextension in 
the use of high-frequency words increased (Bedore & Pena, 2008). This was 
revealed in some of the transcripts in the current study. As one example, over-
extension can be seen in one of the learner’s transcript. It appeared that any 
time the participant wanted to write "said", "told", "ordered" and "asked", he 
used "said".   

Another salient result was that the participants overextended high-
frequency words. Overextension of specific words was prevalent in the transi-
tions between utterances. For example, the words "so", "and" "and then" were 
the first words of most utterances as the learners rewrite the stories based on 
pictures sets.   

Another important point to be mentioned is the length of the language tran-
scripts. In narrative, productivity is measured by means of the length of the 
transcripts. Thus, the most reliable microstructural measure was the language 
samples between 35 and 65 utterances (Miller et al., 2011). A large number of 
participants in the present study produced scripts consistent with or even 
higher than the range mentioned.  

Moreover, in the current study, all participants and the teacher reported 
their pleasure and satisfaction with the experience. Moreover, they approved 
that the intervention can create long lasting changes in written narrative skills 
of nearly all learners. 

The present study had some limitations. The most important limitation of 
this study was using intact classes which were previously registered by the 
Foreign Languages School. The researchers had a population of nearly 40 
learners as the average number of research population since no more than 20 
learners could be placed in the classrooms. This might limit the generalizability 
of the findings. As each participant was receiving different amount and type of 
instruction outside the Foreign Languages School, this was also regarded as a 
limitation. As learners attend different high schools, they received different 
kinds of instructional services during the study. This could consequently influ-
ence the results of the study. 

As the study measured the effect of one independent variable i.e., syntactic 
awareness realized by means of two techniques i.e., story grammar elements 
and word order correction, it was not possible to measure the individual role of 
each of them in the participants' improvements in written narrative task per-
formance. This can be regarded as a main delimitation of the study. 

Conclusion 
To date, researches carried out demonstrate the importance of narrative skills 
as substantial tools to maintain effective communication in every day conversa-
tion (Duinmeijer et al., 2012), in reading outcomes (Paul & Smith, 1993) as well 
as in academic activities (Heilmann et al., 2010). Thus, embedding them in in-
teractive learning context is of paramount importance. Couched in this concep-
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or exposure to low-frequency words and when this occurred, overextension in
the use of high-frequency words increased (Bedore & Pena, 2008). This was
revealed in some of the transcripts in the current study. As one example, over-
extension can be seen in one of the learner’s transcript. It appeared that any 
time the participant wanted to write "said", "told", "ordered" and "asked", he
used "said".  

Another salient result was that the participants overextended high-
frequency words. Overextension of specific words was prevalent in the transi-
tions between utterances. For example, the words "so", "and" "and then" were
the first words of most utterances as the learners rewrite the stories based on
pictures sets. 

Another important point to be mentioned is the length of the language tran-
scripts. In narrative, productivity is measured by means of the length of the
transcripts. Thus, the most reliable microstructural measure was the language
samples between 35 and 65 utterances (Miller et al., 2011). A large number of 
participants in the present study produced scripts consistent with or even
higher than the range mentioned. 

Moreover, in the current study, all participants and the teacher reported 
their pleasure and satisfaction with the experience. Moreover, they approved
that the intervention can create long lasting changes in written narrative skills
of nearly all learners.

The present study had some limitations. The most important limitation of 
this study was using intact classes which were previously registered by the
Foreign Languages School. The researchers had a population of nearly 40 
learners as the average number of research population since no more than 20 
learners could be placed in the classrooms. This might limit the generalizability 
of the findings. As each participant was receiving different amount and type of 
instruction outside the Foreign Languages School, this was also regarded as a
limitation. As learners attend different high schools, they received different 
kinds of instructional services during the study. This could consequently influ-
ence the results of the study.

As the study measured the effect of one independent variable i.e., syntactic
awareness realized by means of two techniques i.e., story grammar elements
and word order correction, it was not possible to measure the individual role of 
each of them in the participants' improvements in written narrative task per-
formance. This can be regarded as a main delimitation of the study.

Conclusion
To date, researches carried out demonstrate the importance of narrative skills
as substantial tools to maintain effective communication in every day conversa-
tion (Duinmeijer et al., 2012), in reading outcomes (Paul & Smith, 1993) as well 
as in academic activities (Heilmann et al., 2010). Thus, embedding them in in-
teractive learning context is of paramount importance. Couched in this concep-

tualization, this research was carried out to investigate the accuracy, fluency 
and complexity (AFC) development in learners' task performance as a result of 
syntactic awareness raising through story grammar elements and word order 
correction applied in foreign language classes in Iran. Specifically, this study 
showed the development of the three above-mentioned constructs by using six 
measures over 17 sessions in written narrative task performance of 40 foreign 
language learners of English. The result of the present study indicated that the 
syntactic awareness raising activities influence the foreign language learners’ 
retelling short stories significantly.  

The results of this study can help teachers incorporate syntactic awareness 
raising in their methodology as it can improve intermediate narrative skills of 
the learners to a great extent. Moreover, Syllabus designers and textbook writ-
ers can include parts as script stories in their textbooks which provide rooms 
for teachers to apply syntactic awareness raising techniques in language learn-
ing classes.  

Due to the effectiveness of applying such techniques, as found in the present 
study, educational policy makers can hold in-service classes to train teachers 
how to apply awareness raising techniques in their classes. The reason is that 
this is a skill which needs teachers to be trained how to use it correctly and effi-
ciently, otherwise the results will be reverse. 

Awareness raising activities which may improve written performance have 
opened new avenues of research. The present study only took the effect of syn-
tactic awareness raising techniques on written production of EFL language 
learners. Additionally, the effects awareness raising techniques might have on 
the other language skills such as reading and speaking as well as listening can 
open new areas for investigation.  

The results obtained from current research indicate that syntactic aware-
ness raising can improve the narrative proficiency of Iranian EFL intermediate 
learners. This opens new areas for future research. To be able to evaluate the 
difference between learners at different level of competency, comparative 
study of different proficiency levels can be carried out.  

To replicate the result, this research should be conducted with both younger 
and older learners. It can improve generalizability of the results.  Also, in simi-
lar studies, larger groups of learners could be targeted. Previous studies have 
emphasized strong relationships between  narrative skills in preschoolers and 
development in emergent literary skills (Dickinson & McCabe, 1991; McCabe & 
Rollins, 1994). Researches carried out highlights the significant role narrative 
skills play as predicator of progress in language proficiency (Cleave et al., 
2010).  Moreover, some studies have emphasized their salient features when it 
comes to predict future reading outcomes in the language learners (Dickinson 
& McCabe, 1991; Gutiérrez-Clellen, 2002). In the area of language pedagogy as 
well, thorough information about learners' narrative and language skills is of 
primary significance (Riley & Burrell, 2007). Thus, new studies need to re-
search into narrative abilities of children of different ages and different levels 
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to ensure the efficacy of this type of research so that teachers could be in a bet-
ter position to understand language development of their students. 

The results obtained from present study provide implications for EFL sylla-
bus designers, curriculum planners, and language teachers to construct suitable 
material for pedagogical purposes. At the same time, language learners based 
on such techniques can improve their language proficiency. 

Nowadays, it is thought that communicative language teaching is inappro-
priate to promote proficiency in EFL language learners (Kalanzadeh, et al., 
2013) and that task-based instruction can serve as a compromise to remove 
this inefficiency (Scura, 2016). Teachers and learners should be aware of fact 
that making a link between theories of language and their practical realizations 
requires methodological techniques. They search for possibilities to invent 
techniques to promote learners' performance in language. A short literature 
review on history of language pedagogy shows inadequate discussion of 
awareness raising integrative techniques and methodological plans or strate-
gies to use language meaningfully.  

In the view of such a practical need in second language pedagogy, raising 
learners' awareness of syntactic features of language by means of focus on form 
activities could improve meaningful communication. Thus, such practices can 
be incorporated into a meaning-oriented instruction. Curriculum planners 
should investigate feasible ways to design appropriate tasks where learners' 
awareness can be easily raised through creating links between form and mean-
ing. This later one could serve as a practical suggestion and it is an impetus for 
EFL teachers to think of awareness raising techniques which assist learners to 
improve not only communicative fluency but also grammatical accuracy. 

For researchers, it illuminates the future research on this less investigated 
area creating the floor for them to go deep through the EFL contexts and find 
more about the probable effects syntactic awareness raising might have on lan-
guage teaching and learning.  
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to ensure the efficacy of this type of research so that teachers could be in a bet-
ter position to understand language development of their students.

The results obtained from present study provide implications for EFL sylla-
bus designers, curriculum planners, and language teachers to construct suitable
material for pedagogical purposes. At the same time, language learners based
on such techniques can improve their language proficiency.

Nowadays, it is thought that communicative language teaching is inappro-
priate to promote proficiency in EFL language learners (Kalanzadeh, et al., 
2013) and that task-based instruction can serve as a compromise to remove
this inefficiency (Scura, 2016). Teachers and learners should be aware of fact 
that making a link between theories of language and their practical realizations
requires methodological techniques. They search for possibilities to invent
techniques to promote learners' performance in language. A short literature
review on history of language pedagogy shows inadequate discussion of 
awareness raising integrative techniques and methodological plans or strate-
gies to use language meaningfully.

In the view of such a practical need in second language pedagogy, raising 
learners' awareness of syntactic features of language by means of focus on form 
activities could improve meaningful communication. Thus, such practices can
be incorporated into a meaning-oriented instruction. Curriculum planners
should investigate feasible ways to design appropriate tasks where learners'
awareness can be easily raised through creating links between form and mean-
ing. This later one could serve as a practical suggestion and it is an impetus for
EFL teachers to think of awareness raising techniques which assist learners to
improve not only communicative fluency but also grammatical accuracy.

For researchers, it illuminates the future research on this less investigated 
area creating the floor for them to go deep through the EFL contexts and find 
more about the probable effects syntactic awareness raising might have on lan-
guage teaching and learning. 
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Abstract 
As a growing trend in the cognitive approach to teaching, exploring 
teachers’ preconceptions can help to reveal various underlying dimen-
sions that could leave significant impacts on the teaching process. Such 
preconceptions, of course, are very important in the case of novice teach-
ers, particularly English as foreign language (EFL) ones, who have started 
to shape or re-shape their ideas about teaching. This study investigated 
Iranian EFL novice teachers’ preconceptions at private institutes, follow-
ing three purposes: (a) it tried to find any possibly existing underlying 
preconceptions about teaching in the teachers; (b) it sought to detect any 
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similar patterns in their ideas; and (c) it intended to find the metaphori-
cal expressions the teachers used to share their experiences of teaching 
English. To trace any similarities in the novice teachers' preconceptions, 
copies of a questionnaire including twelve items were completed by a 
sample of novice EFL teachers (43 males/females). The data analysis 
revealed five factors underlying the preconceptions: learning, students' 
problem solving, teachers' role, instruction, and good teacher. Moreover, 
to investigate the metaphorical expressions, 20-miniute semi-structured 
interviews were arranged with five EFL novice teachers. The interviews 
revealed that the participants employed metaphors in sharing their 
teaching-related experiences. 

Keywords: preconception, metaphor, novice teachers, EFL teachers, 
cognitive psychology  

Introduction 
Teachers with one to three years of work experience are usually known as nov-
ice teachers (Youngs & Youngs, 2001). Although they may not have extensive 
teaching experience, novice teachers start the teaching practice with some pre-
conceptions. As Richards (1994) and Borg (2003) observe, teachers’ conceptu-
alizations of teaching have a significant impact on their work. Novice teachers, 
too, may have some preconceptions about teaching language that affect their 
teaching in practice. Exploring such preconceptions can help both teachers and 
language institutes make better decisions in the field of education, especially in 
English education (Fives & Buehl, 2012). 

Beginner EFL teachers’ beliefs and their personal EFL-related learning expe-
riences, most importantly in the first three years of their teaching, represent a 
major source of data for understanding how they approach teaching (Youngs & 
Youngs, 2001). From a practical perspective, decision-makers in the field of 
EFL, especially in private institutes, must be aware of the fact that teachers' 
preconceptions about teaching English play a crucial role in understanding how 
they approach their work. Institutes, for instance, can implement programs in 
their institutional structure that motivate teachers to develop self-awareness of 
teaching and even reveal their beliefs about it.  

  Exploring EFL-related underlying preconceptions represents a significant 
topic, mainly because teachers’ thoughts in foreign language teaching settings 
have always been controversial issues in the teaching process. Many studies 
have tried to unravel teachers' theories and beliefs, investigating the psycholog-
ical contexts which shape teachers’ thinking (Theriot & Rice, 2009). Even nov-
ice teachers with no experience of teaching do not start their career with a tab-
ula rasa but they carry with themselves some perceptions (Youngs & Youngs, 
2001).  

An important issue is that novice teachers’ preconceptions can affect their 
instructional practices, thus influencing students and even the system in certain 
ways (Erkmen, 2010). Al-Awidi and Alghazo (2012) contend that acquiring 
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teaching skill can be regarded as a process in which the teacher actively con-
structs a workable and personal teaching theory. Moreover, personal experi-
ences of learning English may exhibit some similar patterns among a group of 
teachers. Finding out these similarities will help us to find a framework for de-
scribing novice EFL teachers' thinking and for understanding how English lan-
guage teachers learn to teach (Nespor, 1987). As Warford and Reeves (2003) 
explain, novice teachers’ preconception may be expressed as metaphorical 
statements that conceptualize their experience of teaching. 

This study investigates Iranian novice EFL teachers’ preconceptions at pri-
vate language institutes, as a topic remaining unexplored in the Iranian EFL 
setting. More specifically, the study seeks to: (a) find out whether Iranian nov-
ice EFL teachers have any preconceptions about teaching; (b) detect any simi-
larities among the possibly observed preconceptions of the novices participat-
ing in this research; and (c) explore the metaphorical expressions used by such 
teachers in describing their mental images of teaching. Ample research has ex-
tensively discussed English language as an important issue in Iran. Although 
English is not the main medium of instruction at Iranian universities, university 
students have to pass some courses in English particularly for the purpose of 
research. Therefore, knowing English is necessary in an Iranian academic 
scheme (Aghagolzadeh & Davari, 2017; Salehizadeh et al., 2020).  

Literature Review 
Teacher Thinking and EFL 

The relationship between teacher cognition and education has recently come to 
the fore as an interesting topic, especially in investigating beginner teachers’ 
beliefs and activities. Studies have observed various tendencies that classroom 
instructors may exhibit in practice (e.g. Andrews, 2003; Farrell, 2003, 2008; 
Karavas-Doukas, 1996; Sato & Kleinsasser, 1999; Schaefer & Clandinin, 2019; 
Tabachnick & Zeichner, 2003; Urmston & Pennington, 2008). For instance, Far-
rell’s (2008) study of a first-year English language instructor, in the Singapore-
an EFL teaching context, showed that although they were not applicable in his 
teaching context, the teacher pursued his beliefs; yet he made an effort to find a 
balance between the institution’s expectations and his beliefs. 

In another study, Urmston and Pennington (2008) studied five novice Eng-
lish language teachers working in secondary schools in Hong Kong. They as-
serted that there was some inconsistency between classroom practices and the 
teachers’ beliefs, due to the constraints imposed by the education system. Re-
searchers in Turkey have recently shown a particular interest in investigations 
that examine Turkish prospective EFL teachers’ practices and beliefs (e.g. Ak-
bulut, 2007; Özmen, 2012; Öztürk & Atay, 2010; Phipps & Borg, 2009; Seferoğlu 
et al., 2009).  

Drawing on the findings of studies concerned with teachers’ thinking to in-
form language teaching pedagogy and teacher education, Nguyen (2020) em-
ployed multiple data sources (focus group, lesson plan, and stimulated recall 
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interview) to delve into the conceptions of six Vietnamese EFL instructors re-
garding language output and interaction. Cross-case analysis showed that most 
of the teachers geared language output and interaction activities towards 
achieving a targeted linguistic objective. Further analysis revealed that this 
view reflected a synthetic, product-oriented conception of teaching learning 
through skill building, and it was in line with traditional approaches that em-
phasized transmission style and form instruction. This finding implies that con-
structivist approaches to teaching, such as task-based language instruction, 
may run counter to teachers’ existing conceptions of teaching. The implementa-
tion of task-based instruction, thus, needs to consider a negotiation between 
teachers’ focus on meaning and the need for form-focused instruction. 

In a longitudinal study, Phipps and Borg (2009) scrutinized 11 English 
teachers’ beliefs about grammar practices and teaching. They reported that due 
to the students’ expectations and preferences, the teachers had to adopt ways 
of teaching contrary to their beliefs. In another study of novice Turkish teach-
ers, Akbulut (2007) observed that the beginner teachers were not able to apply 
their ideas while teaching, simply due to contextual restrictions and discipli-
nary problems in classes. 

Cognitive Psychology and Teacher Cognition 

Cognitive psychology is the study of mental processes, such as decision-making 
and learning. Many other areas of psychology probe into the relationship be-
tween thoughts and behavior, but cognitive psychology focuses on the internal 
processes instead. This field also explores philosophical questions, because 
some of the issues it addresses move beyond a mere experimental/scientific 
framework. As Erkmen (2010) observes, until the mid-1970s, the mainstream 
explorations were concentrated on teachers’ behavior, although teachers’ men-
tal dimensions only represented a subsidiary concern (Freeman, 2002). The 
problem of a fully behavioral investigation is that it would leave many ques-
tions unanswered. As a response, the mid-70s witnessed a turning point during 
which studies started to take account of teachers’ cognition, including their 
knowledge, beliefs and thinking (Borg, 2003).  

Since then, teachers have begun to be seen as thinkers and decision-makers, 
in the light of their learning experiences (Clark & Peterson, 1986; Clark & 
Yinger, 1977; Elbaz, 1983; Nespor, 1987; Pajares, 1992; Trent, 2019). Analyzing 
teachers' thoughts about teaching, Clark and Peterson (1986) categorized three 
main instructors' thought processes: (a) teachers' beliefs and theories; (b) 
teacher's pre-active decision-making and planning; and (c) teachers' decisions 
and interactive thoughts. Although teachers’ theories and beliefs are associated 
with the psychological aspect (which underlines teacher thinking and decision-
making), instructors’ interactive and pre-active thinking related to the decision-
making and thinking procedures experienced by teachers before and during the 
teaching process (Richards, 1994). 
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structivist approaches to teaching, such as task-based language instruction,
may run counter to teachers’ existing conceptions of teaching. The implementa-
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teachers’ focus on meaning and the need for form-focused instruction.

In a longitudinal study, Phipps and Borg (2009) scrutinized 11 English
teachers’ beliefs about grammar practices and teaching. They reported that due
to the students’ expectations and preferences, the teachers had to adopt ways
of teaching contrary to their beliefs. In another study of novice Turkish teach-
ers, Akbulut (2007) observed that the beginner teachers were not able to apply
their ideas while teaching, simply due to contextual restrictions and discipli-
nary problems in classes.

Cognitive Psychology and Teacher Cognition

Cognitive psychology is the study of mental processes, such as decision-making 
and learning. Many other areas of psychology probe into the relationship be-
tween thoughts and behavior, but cognitive psychology focuses on the internal
processes instead. This field also explores philosophical questions, because
some of the issues it addresses move beyond a mere experimental/scientific
framework. As Erkmen (2010) observes, until the mid-1970s, the mainstream 
explorations were concentrated on teachers’ behavior, although teachers’ men-
tal dimensions only represented a subsidiary concern (Freeman, 2002). The
problem of a fully behavioral investigation is that it would leave many ques-
tions unanswered. As a response, the mid-70s witnessed a turning point during 
which studies started to take account of teachers’ cognition, including their
knowledge, beliefs and thinking (Borg, 2003). 

Since then, teachers have begun to be seen as thinkers and decision-makers, 
in the light of their learning experiences (Clark & Peterson, 1986; Clark &
Yinger, 1977; Elbaz, 1983; Nespor, 1987; Pajares, 1992; Trent, 2019). Analyzing
teachers' thoughts about teaching, Clark and Peterson (1986) categorized three
main instructors' thought processes: (a) teachers' beliefs and theories; (b)
teacher's pre-active decision-making and planning; and (c) teachers' decisions 
and interactive thoughts. Although teachers’ theories and beliefs are associated 
with the psychological aspect (which underlines teacher thinking and decision-
making), instructors’ interactive and pre-active thinking related to the decision-
making and thinking procedures experienced by teachers before and during the
teaching process (Richards, 1994).

While a focus on cognitive processes is not an entirely new notion in applied 
linguistics, interest in the cognitive processes employed by foreign language 
teachers is a far more recent topic. As the “teacher-as-thinker” idea gained 
prominence in cognitive psychology, researchers were more eager to find out 
how instructors conceptualized their work and the modes of decision-making 
and thinking activities underlying their practice. The cognitive analysis of lan-
guage teaching contributes to the understanding of how teachers teach and 
how novice teachers develop an image of teaching (Richards, 1994).  

In a study of two EFL instructors at a public school and two at a private 
school, Kavanoz’s (2006) observed similar findings on instructors’ roles. In the 
public school, the teachers considered themselves as “tellers”, “presenters” and 
“correctors”, while in the private school, the teachers considered their roles as 
“facilitators”, “guides”, “leaders”, and “problem solvers.” The author reported 
that the teachers’ roles reflected their teaching styles. The instructors in Rich-
ards et al. (1992) investigation served these functions in their classroom prac-
tices: correcting learners’ errors, responding learners’ questions, providing 
fruitful learning experiences and providing a model of correct language use. 
When the teachers were asked to describe their main activities as English 
teachers, they enumerated their roles as helping learners discover effective 
approaches to learning, adapting teaching methods to match their students’ 
needs and imparting knowledge and skills to their students. 

Novice EFL Teachers' Beliefs 

Examining beginner or first-year language teachers’ beliefs has become a trend-
ing topic recently. More investigations have addressed novice teachers and par-
ticularly their beliefs, although compared to other areas of teaching, these stud-
ies are not yet great in number. Phipps and Borg (2009), Farrell (2008), and 
Akbulut (2007) conducted some studies on novice teachers' beliefs. There have 
been some investigations dealing with novice teachers in Iran, too. For example, 
Bashiri et al. (2016) explored novice and experienced Iranian EFL teachers’ 
beliefs regarding learner autonomy. They revealed a difference between expe-
rienced and novice teachers’ personal beliefs in terms of learner autonomy. The 
study showed the role of beliefs in teaching and learning. 

In another survey, Shahvand and Rezvani (2016) investigated the teachers’ 
beliefs about effective teaching in the context of language classrooms in Iran. By 
looking at Iranian EFL instructors' own belief, the study addressed the need for 
a thorough understanding of the role of effective teaching in EFL classrooms. In 
studies concerned with beginner instructors, the problems that such teachers 
encounter in the first year of teaching have been given more attention (Veen-
man, 1984). Although the importance of novice teachers’ problems is a signifi-
cant issue, the studies exploring areas such as teachers’ beliefs about learning 
and teaching remain underdeveloped, particularly in the case of non-native 
(non-English speaking) novice English language teachers. 
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In general, different Iranian researchers scrutinized the relationship be-
tween teachers’ beliefs and various aspects of their instructional practices. A 
considerable number of these studies focused on teachers’ beliefs and activities 
among novice and expert instructors (e.g., Bashiri et al., 2016; Ghajarieh , 2019; 
Khalaj, 2010; Mehrpour & Mirsanjari, 2016;  Mehrpour & Moghaddam, 2018; 
Yazdanpanah & Sahragard, 2017; Zarei & Sharifabad, 2012). The findings tend 
to enumerate differences and of course a few similarities among novice and 
expert teachers. 

 

Research Method 
Design and Instruments 

This study relied on a mixed method as it combined quantitative and qualitative 
approaches. The study drew on a structured questionnaire and semi-structured 
interviews as the instruments of quantitative and qualitative data collection, 
respectively. Two instruments were used in this research: (a) teachers’ beliefs 
questionnaire (TALIS); and (2) Warford and Reeves’ (2003) interview guide. 
Teachers’ Beliefs Questionnaire. In order to measure the instructors' beliefs, 
the data were collected through questionnaires. The original questionnaire was 
adopted from OECD Teaching and Learning International Survey (TALIS). The 
12 items in the questionnaire were measured based on a four-point Likert 
scale, ranging from “Strongly Disagree” (1 point) to “Strongly Agree” (4 points). 
The questionnaire was employed to explore the participants’ beliefs about Eng-
lish language teaching. As the questionnaire was standard, its reliability and 
validity had been confirmed. 
Semi-Structured Interviews. Semi-structured interviews were also conducted 
in this study with five participants to investigate their metaphors. Warford and 
Reeves’ (2003) interview guide, then, was used as the second instrument for 
data collection. Each interview lasted about fifteen minutes. 

 

Participants 

The participants were 43 Iranian novice EFL teachers (both males and females) 
who worked in private institutes in Shiraz, Iran, and had less than three years 
of experience in teaching English. All the participants were Persian native 
speakers and were aged 20-30. Among the novice teachers, five were inter-
viewed, based upon the principals of confidentiality and anonymity. The partic-
ipants were informed of the study’s purpose and their consent was earned. The 
interview questions generally addressed the participants’ experiences in lan-
guage education.  
 

Data Collection Procedure 

The participants were informed about the objective of the study. Then, they 
learned about the questionnaire and how to respond to it. The copies of the 
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This study relied on a mixed method as it combined quantitative and qualitative
approaches. The study drew on a structured questionnaire and semi-structured 
interviews as the instruments of quantitative and qualitative data collection, 
respectively. Two instruments were used in this research: (a) teachers’ beliefs 
questionnaire (TALIS); and (2) Warford and Reeves’ (2003) interview guide.
Teachers’ Beliefs Questionnaire. In order to measure the instructors' beliefs, 
the data were collected through questionnaires. The original questionnaire was
adopted from OECD Teaching and Learning International Survey (TALIS). The
12 items in the questionnaire were measured based on a four-point Likert 
scale, ranging from “Strongly Disagree” (1 point) to “Strongly Agree” (4 points). 
The questionnaire was employed to explore the participants’ beliefs about Eng-
lish language teaching. As the questionnaire was standard, its reliability and 
validity had been confirmed.
Semi-Structured Interviews. Semi-structured interviews were also conducted
in this study with five participants to investigate their metaphors. Warford and 
Reeves’ (2003) interview guide, then, was used as the second instrument for
data collection. Each interview lasted about fifteen minutes.

Participants

The participants were 43 Iranian novice EFL teachers (both males and females)
who worked in private institutes in Shiraz, Iran, and had less than three years
of experience in teaching English. All the participants were Persian native
speakers and were aged 20-30. Among the novice teachers, five were inter-
viewed, based upon the principals of confidentiality and anonymity. The partic-
ipants were informed of the study’s purpose and their consent was earned. The
interview questions generally addressed the participants’ experiences in lan-
guage education. 

Data Collection Procedure

The participants were informed about the objective of the study. Then, they
learned about the questionnaire and how to respond to it. The copies of the

questionnaire were administered to the teachers. Following that, the scores 
obtained from the questionnaires were analyzed. In addition, five participants 
had semi-structured interviews through which their metaphors associated with 
teaching were identified. More specifically, the interviews were audio-recorded 
and were then transcribed to exactly detect the metaphors used in the partici-
pants’ accounts.  

Data Analysis 

Initially, the participants were asked to fill out the questionnaire on teachers’ 
beliefs. Next, to explore the teachers’ beliefs about language teaching, descrip-
tive statistics were calculated to find any similarity. To analyze the data, the 
audio-records of the interviews (each approximately fifteen minutes in length) 
were carefully transcribed, following the guidelines of McCracken's (1998); 
each transcription was substantially analyzed for its internal theme and possi-
ble metaphors expressed. The interviews were then inspected to detect possi-
ble patterns in the responses. The data observed were then coded, and the par-
ticipants' metaphorical expressions were highlighted and categorized.  

Results 
Answering the First and Second Questions 

The first question tried to find out whether the teachers had any preconcep-
tions about teaching English, whereas the second question was meant to detect 
any pattern of similarity in the preconceptions expressed. A 30-item question-
naire was used to elicit the teachers’ preconceptions about teaching English. 
The questionnaire included 12 items measured according to a four-point Likert 
scale ranging from “Strongly Agree (4)” to “Strongly Disagree (1).” To analyze 
the participants’ preconceptions about teaching English, factor analysis was 
conducted, which revealed the following five factors: (a) learning including 
items B, H, J and K; (b) students' problem-solving including items F and I; (c) 
teachers' role including items C, D and E; (d) instruction including items G and 
L; and (e) good teacher including item A. Therefore, the teachers’ preconcep-
tions about teaching fell under five factors through factor analysis.  

Figure 1 
The Five Factors Found Through Factor Analysis.  
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Table 1 
Mean Scores of the Items of the Questionnaire 

  Descriptive Statistics 
N Minimum Maximum Mean Std. Deviation 

A 43 2.00 4.00 3.2093 .55883 
B 43 2.00 4.00 2.6512 .65041 
C 43 1.00 4.00 2.7907 .67465 
D 43 1.00 4.00 3.0465 .57543 
E 43 1.00 4.00 2.0000 .75593 
F 43 2.00 4.00 3.2791 .62965 
G 43 2.00 4.00 2.9070 .68362 
H 43 1.00 4.00 2.5814 .62612 
I 43 1.00 4.00 3.2093 .63838 
J 43 2.00 4.00 2.8140 .58781 
K 43 1.00 4.00 2.5116 .76756 
L 43 1.00 4.00 2.8140 .66389 
Preconception (Total) 43 2.42 3.33 2.8178 .25083 
Valid N (listwise) 43 

As the mean scores fell between 1 to 4, 2.5 was considered to be the mid-
point. The mean scores above the mid-point were regarded as the positive pre-
conceptions, and those below the mid-point were seen as the negative precon-
ceptions. Based on the results, the participants had positive preconceptions 
about teaching English, in general (mean =  2.81). The results of the descriptive 
statistics revealed that the participants had positive preconceptions about all 
the items of the questionnaire, except item E (Teachers know a lot more than 
students; they shouldn’t let students develop answers that may be incorrect when 
they can just explain the answers directly) (mean=2.00). The results also indi-
cated that among the items of the questionnaire, item F received the highest 
mean score (Students learn best by finding solutions to problems on their own) 
(mean=3.27). 

In the next step, the responses were coded as “Disagree =1” or “Agree =2.” 
To simplify the interpretation, “Strongly Disagree” and “Disagree” categories 
were incorporated into one single negative category (Disagree), whereas the 
categories of “Agree” and “Strongly agree” were merged in one positive catego-
ry (Agree). To examine whether the Iranian novice EFL teachers’ preconcep-
tions about teaching English exhibited similar patterns, the percentage of the 
answers to each item was computed. Furthermore, the chi-square test was con-
ducted to see whether there was any significant difference between the fre-
quency of the answers of the two alternatives (Agree and Disagree) in each 
item. Table 2 shows the results of the frequency and chi-square analysis. 

Table 2 
Frequency of the Responses and Chi-Square to Compare the Pattern of the Responses 

Questionnaire Statements 
Frequency and Percent-

age of the responses Chi-
square 

Asymp. 
Sig. Disagree Agree 

A) Effective/good teachers demonstrate the correct 
way to solve a problem.

3 
7.0% 

40 
93.0% 

31.837a .000 
B) When referring to a “poor performance”, I mean a 
performance that lies below the previous achievement 
level of the student. 

19 
44.2% 

24 
55.8% 

.581a .446 

C) It is better when the teacher – not the student –
decides what activities are to be done. 

13 
30.2% 

30 
69.8% 

6.721a .010 
D) My role as a teacher is to facilitate students’ own 
inquiry. 

4 
9.3% 

39 
90.7% 

28.488a .000 
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L 43 1.00 4.00 2.8140 .66389
Preconception (Total) 43 2.42 3.33 2.8178 .25083
Valid N (listwise) 43

As the mean scores fell between 1 to 4, 2.5 was considered to be the mid-
point. The mean scores above the mid-point were regarded as the positive pre-
conceptions, and those below the mid-point were seen as the negative precon-
ceptions. Based on the results, the participants had positive preconceptions
about teaching English, in general (mean = 2.81). The results of the descriptive
statistics revealed that the participants had positive preconceptions about all
the items of the questionnaire, except item E (Teachers know a lot more than
students; they shouldn’t let students develop answers that may be incorrect when 
they can just explain the answers directly) (mean=2.00). The results also indi-
cated that among the items of the questionnaire, item F received the highest 
mean score (Students learn best by finding solutions to problems on their own)
(mean=3.27).

In the next step, the responses were coded as “Disagree =1” or “Agree =2.” 
To simplify the interpretation, “Strongly Disagree” and “Disagree” categories
were incorporated into one single negative category (Disagree), whereas the
categories of “Agree” and “Strongly agree” were merged in one positive catego-
ry (Agree). To examine whether the Iranian novice EFL teachers’ preconcep-
tions about teaching English exhibited similar patterns, the percentage of the
answers to each item was computed. Furthermore, the chi-square test was con-
ducted to see whether there was any significant difference between the fre-
quency of the answers of the two alternatives (Agree and Disagree) in each 
item. Table 2 shows the results of the frequency and chi-square analysis.

Table 2
Frequency of the Responses and Chi-Square to Compare the Pattern of the Responses

Questionnaire Statements
Frequency and Percent-

age of the responses Chi-
square

Asymp. 
Sig.Disagree Agree

A) Effective/good teachers demonstrate the correct 
way to solve a problem.

3
7.0%

40
93.0%

31.837a .000
B) When referring to a “poor performance”, I mean a 
performance that lies below the previous achievement 
level of the student.

19
44.2%

24
55.8%

.581a .446

C) It is better when the teacher – not the student –
decides what activities are to be done.

13
30.2%

30
69.8%

6.721a .010
D) My role as a teacher is to facilitate students’ own
inquiry.

4
9.3%

39
90.7%

28.488a .000

E) Teachers know a lot more than students; they
shouldn’t let students develop answers that may be 
incorrect when they can just explain the answers di-
rectly.

35 
81.4% 

8 
18.6% 

16.953a .000 

F) Students learn best by finding solutions to problems 
on their own. 

4 
9.3% 

39 
90.7% 

28.488a .000 
G) Instruction should be built around problems with 
clear, correct answers, and around ideas that most 
students can grasp quickly. 

12 
27.9% 

31 
72.1% 

8.395a .004 

H) How much students learn depends on how much 
background knowledge they have – that is why teach-
ing facts is so necessary. 

19 
44.2% 

24 
55.8% 

.581a .446 

I) Students should be allowed to think of solutions to
practical problems themselves before the teacher 
shows them how they are solved.

3 
7.0% 

40 
93.0% 

31.837a .000 

J) When referring to a “good performance”, I mean a 
performance that lies above the previous achievement 
level of the student.

12 
27.9% 

31 
72.1% 

8.395a .004 

K) A quiet classroom is generally needed for effective 
learning.

20 
46.5% 

23 
53.5% 

.209a .647 
L) Thinking and reasoning processes are more im-
portant than specific curriculum content.

12 
27.9% 

31 
72.1% 

8.395a .004 

According to the mean scores listed in Table 2, the majority of the teachers 
agreed with items A, D, F, G, I, J, and L. This tendency revealed that they had 
similar perceptions of the items above. On the other hand, the majority of the 
teachers disagreed with item E, which was another similar perception. Howev-
er, the teachers’ perceptions about items B, H, and K were not similar. Figures 
2-4 illustrate packages of pie charts that specify the percentages of each item.

Figure 2 
The Frequencies and Percentages of Responses to Items A-D 

Figure 2. A. Figure 2. B. 

Figure 2. C. Figure 2. D. 
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Note. Figure 2. The frequencies and percentages of responses to items a-d: 
Figure 2. A.: “Effective/good teachers demonstrate the correct way to solve a 
problem” (sig.= .00, p < .05); Figure 2. B.: “When referring to a ‘poor perfor-
mance’, I mean a performance that lies below the previous achievement level of 
the student” (sig.= .446, p < .05); Figure 2. C.: “It is better when the teacher – 
not the student – decides what activities are to be done” (sig.= .01, p < .05); Fig-
ure 2. D.: “My role as a teacher is to facilitate students' own inquiry. (sig. =.000, 
p < .05).” 

Figure 3 
The Frequencies and Percentages of Responses to Items E-H 

Figure 3. E. Figure 3. F. 

Figure 3. G. Figure 3. H. 

Note. Figure 3. E: “Teachers know a lot more than students; they shouldn’t 
let students develop answers that may be incorrect when they can just explain 
the answers directly” (sig. = .000, p <.05); Figure 3.F: “Students learn best by 
finding solutions to problems on their own” (sig .= .000, p <. 05); Figure 3.G: 
“Instructions should be built around problems with clear, correct answers, and 
around ideas that most students can grasp quickly” (sig .= .004, p < .05); Figure 
3. H: “How much students learn depends on how much background knowledge
they have – that is why teaching facts is so necessary” (sig. = .446, p <. 05).
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Note. Figure 2. The frequencies and percentages of responses to items a-d: 
Figure 2. A.: “Effective/good teachers demonstrate the correct way to solve a
problem” (sig.= .00, p < .05); Figure 2. B.: “When referring to a ‘poor perfor-
mance’, I mean a performance that lies below the previous achievement level of 
the student” (sig.= .446, p < .05); Figure 2. C.: “It is better when the teacher –
not the student – decides what activities are to be done” (sig.= .01, p < .05); Fig-
ure 2. D.: “My role as a teacher is to facilitate students' own inquiry. (sig. =.000, 
p < .05).”
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around ideas that most students can grasp quickly” (sig .= .004, p < .05); Figure
3. H: “How much students learn depends on how much background knowledge
they have – that is why teaching facts is so necessary” (sig. = .446, p <. 05).
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Figure 4 
The Frequencies and Percentages of Responses to Items I-L: 

Figure 4. I. Figure 4. J. 

Figure 4. K. Figure 4. L. 

Note. Figure 4.I: “Students should be allowed to think of solutions to practi-
cal problems themselves before the teacher shows them how they are solved” 
(sig. =  .000,  p < .05); Figure 4.J: “When referring to a ‘good performance’, I 
mean a performance that lies above the previous achievement level of the stu-
dent” (sig.= .004, p  <.05); Figure 4.K: “A quiet classroom is generally needed for 
effective learning” (sig.= .647, p < .05); Figure 4.L: “Thinking and reasoning pro-
cesses are more important than specific curriculum content” (sig.=  .004, p < 
.05). 
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Figure 5 
Agreement in Factors Demonstrating Similar Positive Perceptions 

Figure 6 
Agreement in Factors Demonstrating Similar Negative Perceptions. 

The results of the first factor showed that in items B, H, and K, the teachers’ 
responses were not similar. About 56% of the respondents agreed with item B 



Journal of Language Horizons, Alzahra University  —  43

(When referring to a "poor performance", I mean a performance that lies below 
the previous achievement level of the student), and item H (How much students 
learn depends on how much background knowledge they have-that is why teach-
ing facts is so necessary). Meanwhile approximately 44% of the teachers disa-
greed (sig = .44) with items B and H. In the same vein, 72% of the respondents 
agreed with item J (When referring to a "good performance", I mean a perfor-
mance that lies above the previous achievement level of the student).  

About 72% of the respondents agreed with item J and about 28% disagreed 
with it (sig. .004); this observation suggested that the teachers' preconceptions 
of the relationship between performance and continuous achievement was pos-
itive. As far as item K was concerned (A quiet classroom is generally needed for 
effective learning), about 54% of the teachers’ responses expressed agreement, 
whereas 46% of them disagreed (sig. = .64). More teachers believed that learn-
ing English would happen in a quiet atmosphere. Therefore, the teachers did 
not have similar preconceptions of this aspect of learning. 

The second factor that addressed students' problem solving was item F 
(Students learn best by finding solutions to problems on their own); 91% of the 
teachers agreed with item F, while only 9% expressed disagreement (sig. = 0). 
The teachers were convinced that students should be problem-solvers. Fur-
thermore, item I (Students should be allowed to think of solutions to practical 
problems themselves before the teacher shows them how they are solved) re-
ceived a high score in terms of agreement (93%), with a relatively low rate of 
disagreement (7%); this observation clarified that preconceptions were similar 
in terms of the students’ pre-active problem-solving abilities. The third factor 
concerned with the teachers' role in an English class was item C (It is better 
when the teacher-not the student-decides what activities are to be done); 70% of 
the respondents stated agreement and 30% of them expressed disagreement 
(sig. = .010) in this regard. A similar component, item D (My role as a teacher is 
to facilitate students' own inquiry) received 91% agreement and 9% disagree-
ment (sig. 000), revealing that most of the teachers shared the similar precon-
ceptions that a teacher must have a facilitating function in the English learning 
process.  

As the findings revealed, however, the majority of the teachers had negative 
preconceptions of item E (Teachers know a lot more than students; they 
shouldn’t let students develop answers that may be incorrect when they can just 
explain the answers directly) (percentage = 81.4%, sig. = . 00, p < .05). This rela-
tively strong response to item E unraveled that the teachers had similar pre-
conceptions about providing opportunities to students in their efforts to work 
with the foreign language, even if their answers were not perfect enough. The 
fourth factor was concerned with giving instructions in an English class; item G 
(Instruction should be built around problems with clear, correct answers, and 
around ideas that most students can grasp quickly) received 72% of the teach-
ers’ agreeable responses (with 28% disagreement; sig. = .004). The teachers 
sharing similar preconceptions contended that instructions had to be clear and 
understandable for students. As far as item L was concerned (Thinking and rea-
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soning processes are more important than specific curriculum content), 72% of 
the teachers expressed agreement while 28% shared disagreeable opinions 
(sig. = .004); this tendency clarified that, as the larger number of the teachers 
assumed, instruction should be based on thinking not just a course book. Hence, 
more teachers had similar preconceptions about giving instruction in an Eng-
lish class. 

The last factor was concentrated on the idea of a good teacher; item A (Effec-
tive/good teachers demonstrate the correct way to solve a problem) received an 
agreement score of 93%, with 7% disagreement (sig. = .000). As the teachers 
participating in this study suggested, a good teacher would show learners the 
way of learning. Thus, in terms of item A, the teachers had similar preconcep-
tions about an effective/good teacher. Based on the findings of this study, the 
novice teachers definitely had some preconceptions about teaching, and as illus-
trated in Figures 2-4 (see above), these Iranian novice EFL teachers’ preconcep-
tions of teaching revealed similar patterns in terms of such items as students’ 
problem-solving, good teacher, and instruction. In contrast, the teachers’ beliefs 
about the factor of learning did not show a similar pattern. 

Answering the Third Question 

The third question tried to figure out whether or not the Iranian novice EFL 
teachers employed any metaphors in their preconceptions of teaching. Follow-
ing McCracken's (1998) guidelines, the transcriptions of the interview sessions 
were rigorously analyzed to find the metaphors used by the EFL novice teach-
ers participating in the study. The metaphors used by the participants were 
mainly concerned with such topics: (a) deciding to enter the English language 
teaching profession; (b) English language learning; (c) EFL teaching; and (d) the 
ideal language teacher. The most prevalent metaphors used by the participants 
were elicited in response to the question: “Why did you choose EFL teaching?” 
The participants responded in two different ways: “I had to” and “I liked it.” 
Some accompanying phrases were “with reluctance”, “under compulsion”, “with 
interest”, and “built-in feature.” 

The second group of the metaphors employed by participants were ex-
pressed in response to the question: “How would you evaluate your language 
learning experience(s)?” The participants evaluated their English language 
learning as “enjoyable” or “unpleasant.” Other related ideas used by the partici-
pants included “sweet”, “intriguing”, “disgusting”, and “hateful.” The third group 
of metaphors were shared in response to the question: “What did EFL teaching 
sound like before you started teaching?” The participants employed such 
phrases as “as easy as pie” and “difficult to do.” The fourth group of metaphors 
were stated to answer the question: “What qualities would the ideal language 
teacher possess?” The metaphors in this case were “knowledgeable”, “god of 
language”, “good looking”, “patient”, “not being a dictator”, and “having 
knowledge in psychology.” A participant stated: 
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soning processes are more important than specific curriculum content), 72% of 
the teachers expressed agreement while 28% shared disagreeable opinions
(sig. = .004); this tendency clarified that, as the larger number of the teachers
assumed, instruction should be based on thinking not just a course book. Hence,
more teachers had similar preconceptions about giving instruction in an Eng-
lish class.

The last factor was concentrated on the idea of a good teacher; item A (Effec-
tive/good teachers demonstrate the correct way to solve a problem) received an 
agreement score of 93%, with 7% disagreement (sig. = .000). As the teachers
participating in this study suggested, a good teacher would show learners the
way of learning. Thus, in terms of item A, the teachers had similar preconcep-
tions about an effective/good teacher. Based on the findings of this study, the
novice teachers definitely had some preconceptions about teaching, and as illus-
trated in Figures 2-4 (see above), these Iranian novice EFL teachers’ preconcep-
tions of teaching revealed similar patterns in terms of such items as students’
problem-solving, good teacher, and instruction. In contrast, the teachers’ beliefs 
about the factor of learning did not show a similar pattern.

Answering the Third Question

The third question tried to figure out whether or not the Iranian novice EFL 
teachers employed any metaphors in their preconceptions of teaching. Follow-
ing McCracken's (1998) guidelines, the transcriptions of the interview sessions
were rigorously analyzed to find the metaphors used by the EFL novice teach-
ers participating in the study. The metaphors used by the participants were
mainly concerned with such topics: (a) deciding to enter the English language
teaching profession; (b) English language learning; (c) EFL teaching; and (d) the
ideal language teacher. The most prevalent metaphors used by the participants
were elicited in response to the question: “Why did you choose EFL teaching?”
The participants responded in two different ways: “I had to” and “I liked it.”
Some accompanying phrases were “with reluctance”, “under compulsion”, “with 
interest”, and “built-in feature.”

The second group of the metaphors employed by participants were ex-
pressed in response to the question: “How would you evaluate your language
learning experience(s)?” The participants evaluated their English language
learning as “enjoyable” or “unpleasant.” Other related ideas used by the partici-
pants included “sweet”, “intriguing”, “disgusting”, and “hateful.” The third group 
of metaphors were shared in response to the question: “What did EFL teaching 
sound like before you started teaching?” The participants employed such
phrases as “as easy as pie” and “difficult to do.” The fourth group of metaphors
were stated to answer the question: “What qualities would the ideal language
teacher possess?” The metaphors in this case were “knowledgeable”, “god of 
language”, “good looking”, “patient”, “not being a dictator”, and “having 
knowledge in psychology.” A participant stated:

…EFL teachers were gods of language. I thought they knew everything. 
We called them a pocket dictionary because they knew every word in 
English when asked.  

All the participants mentioned that they were inspired to learn English by 
somebody else. This person was in most cases their first teacher. One of the 
participants explained: 

… my first teacher was Mr. ****. He was very good-tempered and spoke 
English in class. He pointed to the objects in class and told us their names 
in English. We didn't know what he was saying but we repeated after 
him. Then he would ask for a volunteer and I usually raised my hand and 
walked to the front of the class and I named all three or four objects and 
he would clap. It was the most enjoyable experience in English class for 
me. 

Another participant stated: 
… my mother had a friend who lived in the United States. Whenever she 
traveled to Iran with her family and visited us, I’d ask their children to 
speak American English. I was very fascinated with their American ac-
cent. I wished I could speak like them. 

Their experiences of learning had a great impact on their teaching. In terms 
of methods of teaching, the participants fell into two groups: the first group 
stated that they followed the same way they were taught; in contrast, the sec-
ond group claimed that they would never repeat what their teachers did. An-
other participant recalled: 

… I learned from my teacher to call the names of the students who didn't 
study. We had a lot of stress which was bad at that time but it made us 
study every session. I try to do the same thing in my class. 

Nonetheless other participants stated very different approaches: 
... the teacher should behave in a very friendly manner to make the stu-
dents feel delighted. In an EFL class, students come with a lot of fear and 
stress. I myself went to class with tears and the teacher's behavior 
frightened me so much. The teacher should be nice and helpful especially 
during the first two or three sessions. 

Discussion 
This study sought to explore Iranian novice EFL teachers' preconceptions, find 
any the similar patterns in their preconceptions, and categorize the metaphori-
cal ideas they used to represent their teaching/learning related experiences. As 
explained earlier, novice teachers' thinking is an expanding topic for research, 
although there are many gaps in the literature especially in terms of such 
teachers’ preconceptions in various cultures. The results in this research 
showed that the Iranian novice EFL teachers definitely had some preconcep-
tions about teaching. According to the descriptive statistics, the novice teachers 
expressed both positive or negative preconceptions about teaching English, as 
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decided by the items in the questionnaire used. Therefore, the teachers' pre-
conceptions fell into two groups although these preconceptions showed certain 
similarities.  

The pattern of responses revealed that the majority of the participants be-
lieved effective instructors would show the correct way to solve a problem 
(item A). They also believed that it would be better when the instructor (not the 
student) decided classroom practices (item C). Concerning the role of teachers, 
the participants contended that teachers had to facilitate students’ own inquir-
ies (item D). This idea implied that the participants considered a teacher to be 
an authority figure in the classroom who would attempt to foster learn-
ers’ autonomy. 

The results also revealed that most of the participants agreed over the idea 
that students would come to best results by finding solutions to problems on 
their own (item F). Responding to item I, the participants agreed that teachers 
should allow them to think of solutions to practical problems themselves before 
the teachers themselves shows them how they are solved. The teachers also 
disagreed with item E (Teachers know a lot more than students; they shouldn’t 
let students develop answers that may be incorrect when they can just explain the 
answers directly). This general disagreement implied that the participants ad-
vocated autonomous learners. This finding was in line with the observations of 
Bashiri et al. (2016), who investigated experienced and novice teachers’ beliefs 
regarding learner autonomy; they reported that novice teachers believed in 
learner autonomy. 

In addition, the majority of the participants in this study believed that in-
struction should be built around problems with correct, clear responses, and 
around ideas that most learners can understand quickly (item G). Most of the 
participants viewed “good performance” as a performance that lies above the 
previous achievement level of a given student (item J). Based on the responses 
to item L, the participants believed that reasoning and thinking processes were 
more significant than specified curriculum content.  

As Debreli (2012) explains, teachers’ perceptions and beliefs strongly influ-
ence their approach to teaching and learning and the way they act in class. Pa-
jares (1992) also argues that teachers carry with them some strong beliefs and 
ideas about education that leave an impact on the way they process the input in 
their program. According to Kagan (1992), student teachers and novice teach-
ers use their previous educational experiences to interpret the input provided 
in their teacher education programs. Kagan further assumes that these beliefs 
are quite stable, strongly held, and resistant to change. 

Concerning the similarity of the teachers’ perceptions, the results of the pre-
sent study were compatible with those of Altan’s (2006), who also found a de-
gree of conceptual similarity among pre-service teachers’ beliefs. The question 
addressing the teachers’ use of metaphors also revealed two groups of meta-
phors dominantly used: expressions associated with enjoyable or unpleasant 
English learning experiences. As a consequence, some of the participants in the 
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interview explained they would prefer to employ the same method of teaching 
as used by their own teachers, while some others said they would draw on ex-
act opposite methods. However, all novice teachers in this study admired a per-
son who encouraged them to find interest in English, but that person was in 
most cases their first teachers.  

According to Ahkemoglu (2011), metaphors are cognitive and reflective 
means for people to utilize association, comparison and resemblance, while 
filtering reality through their own mental images. Martinez et al. (2001) sug-
gested that “metaphors may function as stepping stones to a new vantage point 
from which a teacher can look at his or her own practice as an educator from a 
new perspective” (p. 974). Furthermore, Lin et al. (2012) indicated that “teach-
ing metaphors provide a framework with which to assess teaching and a means 
for teachers to augment self-awareness and professional development” (p. 
184). The results of the present study were in line with those of a study con-
ducted by Lin et al. (2012), as they found “the pre-service teachers’ conceptual-
ization of teaching is deeply rooted in their past experiences” (p. 195). 

The results of the present study are in line with Lortie’s (1975) who reports 
that the foundation of an individual’s ideas about teaching language is via the 
experience of being a student and through other life experiences. According to 
Warford and Reeves (2003), there is evidence of perceptions and a system of 
language teaching-related metaphors. This study is in agreement with this view 
as the Iranian novice EFL teachers in private institutes had shaped a system of 
metaphors about English teaching. 

Conclusion 
This study investigated the preconceptions of a group of Iranian novice EFL 
teachers, given the importance of the topic in teaching practice. The study tried 
to find whether the teachers had any preconceptions, find any similar patterns 
in their possibly existing preconceptions, and unravel their metaphorical ex-
pressions associated with their experiences of English language teaching. Two 
instruments were utilized to collect data: Teachers’ Beliefs Questionnaire ex-
tracted from OECD Teaching and Learning International Survey (TALIS) was 
used to investigate the participants’ beliefs about English language teaching, 
and interview sessions were arranged based on Warford and Reeves’ (2003) 
guidelines to investigate the teachers' metaphors. 

The results of factor analysis revealed that the questionnaire consisted of 
five factors: learning, students’ problem solving, teacher’s role, instruction, and 
good teacher. The chi-square test was also employed to evaluate the differences 
between the number of the participants who agreed and disagreed with every 
item of the questionnaire. The results revealed that the participants agreed 
with most of the items presented in the questionnaire. The participants disa-
greed with only one item (item E). Based on the results of chi-square test, the 
findings indicated that the participants had similar preconceptions about lan-
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guage teaching. The results of the interviews also revealed that the participants 
had a specific system of metaphors. 

Further studies can explore various related questions such as comparing 
English novice teachers' preconceptions at private institutes and public schools 
English teachers' about teaching English, comparing EFL teachers’ preconcep-
tions with those of teachers of other languages, and formulating a metaphor 
analysis system to regulate the metaphorical expressions used by EFL teachers 
regarding their teaching experiences/preconceptions, especially novice ones.    
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Abstract 
These days, technology is an inseparable part of our lives. There is still 
comparatively little research into effective podcast or vodcast design and 
students’ perceptions and attitudes towards this method. In the present 
study, the purpose is to clarify the impact of podcasts and vodcasts on 
motivated learners’ improvement in listening skills. The researchers used 
purposive sampling, and learners were divided into control and experi-
mental groups. To this end, a validated version of a questionnaire that 
shows the degree of interest in improving listening skills was used to 
select a good number of motivated learners. Among the selected learners, 
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250 intermediate and advanced learners aged 18-35 who were studying 
English as a foreign language in Ayandegera Institute in 2020 were 
asked to fill out two questionnaires. Among 60 podcast files and 50 vod-
cast files, 10 podcasts and 10 vodcasts were chosen according to content 
validity ratio (CVR) and content validity index (CVI) (0.42, 0.79) formula. 
The design of the study was experimental. In the current study, descrip-
tive statistics and ANCOVA tests were applied in the analysis of the quan-
titative data. It was implied that there was a significant difference be-
tween the pre-test and post-test scores of the experimental group in both 
podcast and vodcast groups, whereas there was little significant differ-
ence between the pre-test and post-test scores of the control group. Also, 
the findings showed that there was no significant difference between 
listening to podcasts and watching vodcasts. 

Keywords: listening skill, podcast, teaching English, technology, vodcast 

Introduction 
Motivation is one of the most significant notions in psychology and language 
teaching (Hauze & Marshall, 2020). Teachers and students mostly apply the 
term to describe what causes success or failure in learning (Calderón et al., 
2020). In fact, language learners require the motivation to present primary im-
petus to begin L2 learning and later the driving force to support the long and 
often lengthy process (Liu et al., 2020). 

Traditionally, psychologists have more incentive to think what motivation is 
and how we can manage it to motivate learners (Yu, & Lee, 2020). Recently, 
however, more and more scholars have adopted to explore the educational im-
plications of research by intellectualizing motivational methods (Abdeddaïm et 
al., 2006, Dörnyei, 2001; Yu, & Lee, 2020). 

Thus, motivational research has reached the stage of maturity where theo-
retical advances have played a role in methodological advances (Outakoski et 
al., 2019).  Sattar et al. (2020) suggest that future research should evaluate the 
ability to teach motivational strategies in general and to examine specific meth-
ods that can be used in particular.  Thus, Madrid (2002) examined one of the 
most powerful motivational strategies among 19 different motivational strate-
gies, based on the students and teachers’ perception of the use of audiovisual 
resources and modern technologies. In this regard, the podcast as a recently 
advanced technology in the field of computer- assistant language learning and 
mobile assisted language learning is one of the favorable innovations that as an 
educational device can help in higher levels of motivation and language devel-
opment in English learners in general, and EFL learners of English, in particular 
(Chaudhuri, 2020; Ramírez-Verdugo, 2016). 

Accordingly, as discussed by Rukthong and Brunfaut (2020), learning 
through listening is one of the most important educational features provided by 
the podcast. For many people, listening may be more engaging and less tedious 
than reading. Therefore, in this study, those learners who were interested in 
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250 intermediate and advanced learners aged 18-35 who were studying 
English as a foreign language in Ayandegera Institute in 2020 were 
asked to fill out two questionnaires. Among 60 podcast files and 50 vod-
cast files, 10 podcasts and 10 vodcasts were chosen according to content 
validity ratio (CVR) and content validity index (CVI) (0.42, 0.79) formula. 
The design of the study was experimental. In the current study, descrip-
tive statistics and ANCOVA tests were applied in the analysis of the quan-
titative data. It was implied that there was a significant difference be-
tween the pre-test and post-test scores of the experimental group in both 
podcast and vodcast groups, whereas there was little significant differ-
ence between the pre-test and post-test scores of the control group. Also, 
the findings showed that there was no significant difference between 
listening to podcasts and watching vodcasts. 
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Introduction 
Motivation is one of the most significant notions in psychology and language 
teaching (Hauze & Marshall, 2020). Teachers and students mostly apply the 
term to describe what causes success or failure in learning (Calderón et al., 
2020). In fact, language learners require the motivation to present primary im-
petus to begin L2 learning and later the driving force to support the long and 
often lengthy process (Liu et al., 2020). 

Traditionally, psychologists have more incentive to think what motivation is 
and how we can manage it to motivate learners (Yu, & Lee, 2020). Recently, 
however, more and more scholars have adopted to explore the educational im-
plications of research by intellectualizing motivational methods (Abdeddaïm et 
al., 2006, Dörnyei, 2001; Yu, & Lee, 2020). 

Thus, motivational research has reached the stage of maturity where theo-
retical advances have played a role in methodological advances (Outakoski et 
al., 2019).  Sattar et al. (2020) suggest that future research should evaluate the 
ability to teach motivational strategies in general and to examine specific meth-
ods that can be used in particular.  Thus, Madrid (2002) examined one of the 
most powerful motivational strategies among 19 different motivational strate-
gies, based on the students and teachers’ perception of the use of audiovisual 
resources and modern technologies. In this regard, the podcast as a recently 
advanced technology in the field of computer- assistant language learning and 
mobile assisted language learning is one of the favorable innovations that as an 
educational device can help in higher levels of motivation and language devel-
opment in English learners in general, and EFL learners of English, in particular 
(Chaudhuri, 2020; Ramírez-Verdugo, 2016). 

Accordingly, as discussed by Rukthong and Brunfaut (2020), learning 
through listening is one of the most important educational features provided by 
the podcast. For many people, listening may be more engaging and less tedious 
than reading. Therefore, in this study, those learners who were interested in 

improving their listening skills were chosen to facilitate the process of the 
study. It is known that human beings for thousands of years in the learning 
process have used listening as the main way (Lipetz et al., 2020). Listening may 
motivate learners who do not like reading. According to Kotaman 
(2020), Macdiarmid et al. (2020), and Martínez (2019), ELT podcasts are espe-
cially suitable for extensive listening, to motivate learners’ enthusiasm to listen 
in English, and to encounter them in the speech of native speakers. One of the 
difficulties in the foreign language educational context seems to be related to 
the approaches employed in the classrooms. To use any language approaches, 
language teachers need to be familiar with learners and teachers' problems in 
using educational technologies (Taghizadeh & Yourdshahi, 2020). 

Learners may show inappropriate responses to the interlocutors in different 
discourse situations. Speakers of a foreign language are not truly successful 
until the intended meaning they convey is understood by listeners. 

Basically this is why most foreign language teachers often do 
not include this part of the English language due to lack of time, knowledge and 
awareness of the importance of using it in daily life (Castillo & Eduardo, 2009). 

In this study, the aim of the research was to investigate the impact of pod-
casts and vodcasts among motivated EFL learners of English listening skills at 
different levels. 

 

Research Questions  
The following research questions led to the course of the present study:  

1- Does the application of podcasts significantly affect motivated learners’ 
improvement in listening skills? 

2- Does the application of vodcast significantly affect motivated learners’ 
improvement in listening skills? 

3- Is there any significant difference between listening to podcasts and 
watching vodcasts in their impact on motivated learners’ improvement 
in the listening skill? 

4- Is there any significant difference between the improvement 
of Intermediate learners or Advanced learners in their listening skills? 

 

Literature Review 
Listening Comprehension  
Listening skill is considered as the most frequently used skill in language learn-
ing. Efficient communication needs professional listening skills and under-
standing the spoken form of the language. A lot of studies (Hasan & Hoon, 
2012; Hegelheimer & O’Bryan, 2007a; Kavaliauskienė, 2008; Sze, 
2006) indicate the effectiveness of podcasts in some language skills, especially 
in listening comprehension. One of the main purposes of podcasting is the im-
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provement of listening because it contains various audio and video files of au-
thentic resources that are available on the internet (Abdous et al., 2012; Lim & 
Bang, 2018). 

The use of listening to podcasts became limited to class lectures and made 
them accessible on the internet for later review. Listening to podcasts provides 
a great opportunity to improve the grammar and listening skills simultaneously 
and it can motivate the learners of the class inside and outside the classroom 
context. Listening to podcasts provides a situation to listen to various types of 
voices and brings varieties of English to the classroom (Hegelheimer & O’Bryan, 
2007b). 

Such listening activities bridge the gap between informal listening form 
which focuses on real-life communication and formal listening skill. Using pod-
casts causes listeners to use them to develop their listening abilities and their 
learning capabilities in general (Abdeddaim, 2013). 

Podcasting 

Podcasts are a new way to play audio files on the Internet and provide users 
with many possibilities. What distinguishes podcasts from previous models of 
Internet publishing is the ease of production, publishing, download capability 
and so on. They are often uploaded or downloaded; these sound records aid 
the learner to acquaint with the foreign language and instructors can apply 
them as valuable audio material that will be exploited in and out of class for 
activities like pronunciation. Also, there are even special podcasts for ESL 
learners that can fit pronunciation to the actual needs of researchers. The pod-
cast will help students learn listening skills. Podcasting is the combination 
of sound records where we will give our resources and play it inside and out-
of-doors of the classroom (Hegelheimer & O’Bryan, 2007a).  Learners use i-
pods to listen to their desired music files.  Podcasting permits learners to use 
their tech-based entertainment systems for instructive goals. They are a new 
technology that finds its own users and is used for a variety of purposes, but the 
use of podcasts is not limited to personal use, and this new media feature 
quickly spread to other areas. Podcasts have grown exponentially around the 
world, and in less than a year, they have become so ubiquitous that the term 
podcast found its way into Oxford Dictionary in 2005, although it was used in 
2004 for the first time (Bahadorfar & Omidvar, 2014). 

Motivation 

In the area of foreign/second language learning (L2), motivation has long been 
distinguished as one of the key determinants of L2 achievement and attainment 
(Owens et al., 2020). Motivation serves as the primary drive to generate learn-
ing and later acts as a function in acquiring a foreign language. One can fairly 
claim that without enough incentive, even the smartest learners are doubtful 
to master higher levels of L2 proficiency (Hawke, 2010). Given this crucial im-
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portance, L2 motivation has been the subject of much research in recent dec-
ades. In this regard, L2 motivation research from a macro perspective (Gard-
ner’s sociocultural tradition, 1988) has shifted to more specific and process-
oriented approaches (Kormos & Dörnyei, 2004). 

Technology in Language Teaching 

Educators need to recognize the importance of technology in the classroom 
context. Technologies can be included in classrooms setting in various ways 
and for various purposes. One of these technologies which is available for Eng-
lish learners through the world is podcasting. It is one of the newest technolo-
gies in the last century. Podcasting mentions writing or subscribing to audio 
and video files that can be taken and played on an extensive variety of mobile 
devices, such as MP3 players and iPods (Cain, 2020). Nowadays, technologies 
are the main and prominent part of language learning in the world for different 
levels. Technology can be used as an effective way of teaching and learning for 
English language learners (Chapelle, 2003). 

There are different new technologies that assist to improve language learn-
ing among students. Some of these online technologies are electronic dictionar-
ies, websites, presentation software, email messaging programs, computer-
assisted language learning programs, chatting, listening CD-players and learn-
ing video-clips for English language learning (Nomass, 2013).  As technology 
plays a vital role in the world, utilizing multimedia to make a context to teach 
English has its distinctive benefits (Al-Atabi & Alsalihi, 2020; Chen & Chung, 
2008). 

Ashton- Hay argued that the use of audio and video online is not new but 
providing stand-alone items for accessible independents learning is an innova-
tion (as cited in Rosell- Aguilar 2007). 

However, they indicate that there is a correlation between teaching prag-
matic elements with technologies. The previous studies show great opportuni-
ties to increase the level of pragmatic competence with podcasting, too. The 
role of the traditional teachers has been changed by using technology in recent 
years. For example, technology makes teaching interesting, productive, and 
easy to learn the language elements (Yamazaki, 2019). 

Technology indicates the change of social and linguistic aspects of learning a 
second or foreign language. It affects education and culture and provides the 
visual and auditory sense for the learners (Sharif, 2020).  By the growth of peo-
ple of those who want to learn English for various purposes through the world, 
the effectiveness of teaching materials become extended. Although many learn-
ers may be encountered with the traditional method of teaching, it is not meant 
that the traditional methods are damaging and useless. Technologies in the 
modern century make the language learners to be more interested and encour-
aged to learn various languages. It will help language learners gain confidence 
and extend themselves (Parrish, 2020). 
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With the quick advancement of science and technology, the emergence and 
development of multimedia technology and its usage in teaching, including 
sound, video, animation outcomes in English class teaching provide a good plat-
form for modification and exploration in English teaching in the new period. 
The various technological tools can be used by language learners, but each one 
has its own techniques and application for different parts of language skills 
(speaking, reading, writing, and listening). Kavaliauskienė, (2008) and Sharma 
(2009) mentioned that there is a relationship between educational technolo-
gies and English language education.  

Method 
Participants 

The participants were Iranian English foreign language learners learning at 
Ayandegera Institute, in Zanjan, Iran. Participants were chosen among both 
females and males, approximately aged from 18 to 35. They were selected 
among the learners who had been located at the Intermediate and Advanced 
levels based on Oxford Quick Placement test that the researchers used to have 
learners in the intermediate and advanced levels. 

According to Ayandegera institute, there were about 400 learners; based on 
the Morgan’s table (95% confidence, 5.0% error), 196 learners were needed for 
this study as a statistical society. The questionnaires of motivation named Eng-
lish Listening Comprehension Motivation Scale (ELCMS) developed by Hsu 
(2006) from Chang's Intrinsic Motivation Orientation Scale was given to 250 
learners at the intermediate and advanced levels. The process of choosing the 
statistical society was purposive sampling. 

From 250 learners, 196 were chosen as motivated learners in improving lis-
tening skill. As the researchers had 17 items for the listening questionnaire, 17 
items were multiplied by 4 (68) and due to choosing the “motivated” and “very 
motivated” learners in this research, 4 groups were selected. Then, researchers 
added the whole scores in the listening questionnaire if the result was higher or 
equal to 68, it showed that the learner was motivated to improve his/her listen-
ing skill through podcasts. If the result of the sum of the points in the question-
naire was less than 68, the learner was not recognized as motivated and was 
omitted. The researchers have worked on learners who were interested in im-
proving their listening skills. 

After choosing 196 motivated learners, researchers divided them into two 
groups: an experimental group and a control group.  In order to evaluate the 
differences between the effect of podcast and vodcast on the learners’ listening 
skill, it was needed to separate podcast and vodcast groups. Thus, the experi-
mental group was divided into two groups: a podcast group and 
a vodcast group. The number of learners in the podcast group was the same as 
the number of learners in the vodcast group and both had 65 members. The 
control group contained 66 learners. In the podcast group, the researchers had 
30 male learners and 35 female learners. In the vodcast group, there were 26 
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male learners and 39 female learners. The control group contained 26 male 
learners and 40 female participants. 

Table 1 
Number of Motivated and Unmotivated Learners in Listening 

Listening1 

Frequency Percentage 
Valid Per-
centage 

Cumulative 
Percentage 

Valid 0 38 15.2 15.2 15.2 
1 212 84.8 84.8 100.0 
Total 250 100.0 100.0 

Instrumentation 

 Multiple data collection methods were used to obtain comprehensive and use-
ful data and also to increase the validity of the findings. The instruments are 
mentioned below: 
Oxford Quick Placement Test. To elicit the information about the students’ 
proficiency, and to get the homogeneous group, Oxford Quick Placement Test 
was used in the following rating method: 

1-17 Beginner
18-27 Elementary
28-36 Lower-intermediate
37-47 Upper-intermediate
48-55 Advanced
56-60 Very advanced

English Listening Comprehension Motivation Scale Questionnaire. A ques-
tionnaire of the English Listening Comprehension Motivation Scale (ELCMS 
was applied to evaluate the level of motivation of learners to practice under-
standing English listening comprehension. The items utilized in 
the ELCMS were expanded from Chang's Intrinsic Motivation Orientation Scale 
(2001). This scale consisted of 17 statements, and these 17 statements were 
scored on a five-point Likert Scale, ranging from strongly disagree = 1 to 
strongly agree = 5, and each statement scored out of 5. ELCMS was administrat-
ed at the beginning of the study to the learners of Intermediate and Advanced 
levels of proficiency in order to choose EFL learners who were motivated to 
improve their listening skill.  
Pre-Test. Pre-tests were used to check the current level of chosen learners in 
their listening skills. One listening task was used as a pre-test to have the learn-
ers listening scores before giving them the podcast files. 
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The pre-test of listening skill was chosen from Official Examination Papers 
from University of Cambridge TESOL Examinations, IELTS 8, test 1 (2011). The 
test contains four sections and the range of the scores is 1-9. The higher the 
scores, the better the learners’ listening skills. 

After the learners took the pre-test, the researcher and the supervisor of the 
study checked the learners’ scores according to IELTS rubrics. For listening, the 
scores band was used as follows: 

The IELTS Listening test comprises 40 questions. Each correct an-
swer is given one mark. Scores out of 40 are changed to the IELTS nine-
band scale. Scores were reported in whole and half bands. The table be-
low shows the listening scores band: 

Table 2 
 IELTS Listening Score Band 

In order to have the validity of what the researchers had done, two authorized 
teachers checked the correction of the researcher 
and the supervisor’s scoring. Here is the result: 

Table 3 
Comparison of the Scores of Two Raters in Listening Pre-Test and Post-Test of Both Control and Exper-
imental Groups 

Raters Mean Std Devia-
tion 

Variance T test.  
sig 

Pearson 
Product 
Moment 
Correla-
tion 

Podcast 
group 

Listening 
pre 

Raters1 6.15 1.86 3.44 0.404 0.950** 
Raters2 5.86 1.71 2.91 

Listening 
post 

Raters1 6.72 1.73 3.01 0.917 0.962** 
Raters2 6.68 1.64 2.68 

Vodcast  
 group 

Listening 
pre 

Raters1 6.24 1.77 3.13 0.680 0.968** 
Raters2 6.12 1.62 2.63 

Listening 
post 

Raters1 6.85 1.65 2.71 0.785 0.952** 
Raters2 6.77 1.55 2.42 

Control 
group 

Listening 
pre 

Raters2 6.11 1.76 3.098 0.621 0.941** 
Raters1 5.962 1.65 2.710 

Listening 
post 

Raters2 6.16 1.81 3.270 0.661 0.980** 
Raters2 6.04 1.80 3.241 

Band Score Raw Score Out of 40 
5 16 
6 23 
7 30 
8 35 
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The pre-test of listening skill was chosen from Official Examination Papers
from University of Cambridge TESOL Examinations, IELTS 8, test 1 (2011). The
test contains four sections and the range of the scores is 1-9. The higher the
scores, the better the learners’ listening skills.

After the learners took the pre-test, the researcher and the supervisor of the
study checked the learners’ scores according to IELTS rubrics. For listening, the
scores band was used as follows:

The IELTS Listening test comprises 40 questions. Each correct an-
swer is given one mark. Scores out of 40 are changed to the IELTS nine-
band scale. Scores were reported in whole and half bands. The table be-
low shows the listening scores band:

Table 2
IELTS Listening Score Band

In order to have the validity of what the researchers had done, two authorized 
teachers checked the correction of the researcher 
and the supervisor’s scoring. Here is the result: 

Table 3
Comparison of the Scores of Two Raters in Listening Pre-Test and Post-Test of Both Control and Exper-
imental Groups

Raters Mean Std Devia-
tion

Variance T test. 
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Pearson
Product
Moment 
Correla-
tion
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Listening 
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Raters1 6.15 1.86 3.44 0.404 0.950**

Raters2 5.86 1.71 2.91

Listening 
post

Raters1 6.72 1.73 3.01 0.917 0.962**

Raters2 6.68 1.64 2.68
Vodcast
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Listening 
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Raters1 6.24 1.77 3.13 0.680 0.968**

Raters2 6.12 1.62 2.63
Listening 
post

Raters1 6.85 1.65 2.71 0.785 0.952**

Raters2 6.77 1.55 2.42
Control
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Listening 
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Raters2 6.11 1.76 3.098 0.621 0.941**

Raters1 5.962 1.65 2.710
Listening 
post

Raters2 6.16 1.81 3.270 0.661 0.980**

Raters2 6.04 1.80 3.241

Band Score Raw Score Out of 40
5 16
6 23
7 30
8 35

This table shows the mean and standard deviation of the listening scores in 
pre-test and post-test in the podcast, vodcast, and control groups by two cor-
rectors. T-test was used to compare the scores and the results of this test 
showed that there was no significant difference between the scores of two cor-
rectors in the control group and experimental groups (Sig > 0.05). The Pearson 
correlation test showed that the scores of two correctors in both control and 
experimental groups and in pre-test and post-test exams had a high correlation 
with each other (Sig > 0.05). 
Post-Test. Post-tests were used to check the learner’s listening level 
of proficiency after listening to podcast files and watching vodcast files. One 
listening task was used as a post-test and these tests’ level of difficulty was the 
same as the pre-tests’ level of difficulty. 

The post-test of listening skill was chosen from Official Examination Papers 
from University of Cambridge ESOL Examinations, IELTS 8, test 2. As a post-
test, the test contains four sections and the range of the scores is 1-9. The high-
er the scores, the better the listening skill, and the differences in 
scores indicated the differences in the learners’ level of proficiency. The scores 
of the post-test were examined by the researcher and her supervisor and two 
authorized teachers checked the accuracy of the scores. The score band in the 
post-test was exactly the same as the pre-test. 
Podcasting and Vodcasting. The podcasts of this study were 10 audio files and 
10 video files. These files were chosen by Lawsh CVR and CVI formula. Among 
60 podcast files and 50 vodcast files, 6 authorized teachers voted for choosing 
the best files. According to the formula which is mentioned below, 10 audio 
files and 10 video files were chosen by the teachers and the researcher gave the 
files as the treatment to the experimental group. Podcasts were given to the 
first part of the experimental group and vodcasts were given to the second part 
of the experimental group. 

The podcast file was downloaded from www.ESLPod.com. All the content 
of the listening podcasts was somewhat similar to the content 
of the institute textbook, as it included reading material as well as introduc-
tions with many idioms and idioms in each lesson followed by an explanation in 
audio format.   

In accordance with the Lawsh CVR, an item should get a CVR of higher than 
0.42 to be validated. Then CVI of the words was estimated applying Waltz 
and Bausell (1981) formula. It should be stated that the acceptable index 
of CVI equals 0.79 and if there is an item with a CVI less than 0.79, the 
item should be deleted. 

     Number of experts who scored items 3 or 4 

CVI = ˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗ 
Total number of experts 
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 (Ne – N/2) 
CVR = ˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗ 

N-2
Ne = Number of experts who voted for the item N = Total number of authorized 
teachers 

Table 4 
Content Validity Ration of Podcasts According to Lawsh Formula 

Podcast Files Number of experts (Ne) CVR Validity 

1 6 1 Valid 
2 5 0.6 Valid 
3 3 0 Invalid 
4 2 -0.3 Invalid 
5 2 -0.3 Invalid 
6 3 0 Invalid 
7 4 0.3 Invalid 
8 4 0.3 Invalid 
9 2 -0.3 Invalid 
10 3 0 Invalid 
11 1 -0.6 Invalid 
12 5 0.6 Valid 
13 2 -0.3 Invalid 
14 3 0 Invalid 
15 3 0 Invalid 
16 4 0.3 Invalid 
17 2 -0.3 Invalid 
18 6 1 Valid 
19 4 0.3 Invalid 
20 1 -0.6 Invalid 
21 3 0 Invalid 
22 5 0.6 Valid 
23 3 0 Invalid 
24 5 0.6 Valid 
25 3 0 Invalid 
26 4 0.3 Invalid 
27 4 0.3 Invalid 
28 4 0.3 Invalid 
29 3 0 Invalid 
30 2 -0.3 Invalid 
31 2 -0.3 Invalid 
32 3 0 Invalid 
33 1 -0.6 Invalid 
34 5 0.6 Valid 
35 3 0 Invalid 
36 4 0.3 Invalid 
37 2 -0.3 Invalid 
38 2 -0.3 Invalid 
39 2 -0.3 Invalid 
40 1 -0.6 Invalid 
41 4 0.3 Invalid 
42 3 0 Invalid 
43 1 -0.6 Invalid 



Journal of Language Horizons, Alzahra University  —  61

(Ne – N/2)
CVR = ˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗˗

N-2
Ne = Number of experts who voted for the item N = Total number of authorized 
teachers

Table 4
Content Validity Ration of Podcasts According to Lawsh Formula

Podcast Files Number of experts (Ne) CVR Validity

1 6 1 Valid
2 5 0.6 Valid
3 3 0 Invalid
4 2 -0.3 Invalid
5 2 -0.3 Invalid
6 3 0 Invalid
7 4 0.3 Invalid
8 4 0.3 Invalid
9 2 -0.3 Invalid
10 3 0 Invalid
11 1 -0.6 Invalid
12 5 0.6 Valid
13 2 -0.3 Invalid
14 3 0 Invalid
15 3 0 Invalid
16 4 0.3 Invalid
17 2 -0.3 Invalid
18 6 1 Valid
19 4 0.3 Invalid
20 1 -0.6 Invalid
21 3 0 Invalid
22 5 0.6 Valid
23 3 0 Invalid
24 5 0.6 Valid
25 3 0 Invalid
26 4 0.3 Invalid
27 4 0.3 Invalid
28 4 0.3 Invalid
29 3 0 Invalid
30 2 -0.3 Invalid
31 2 -0.3 Invalid
32 3 0 Invalid
33 1 -0.6 Invalid
34 5 0.6 Valid
35 3 0 Invalid
36 4 0.3 Invalid
37 2 -0.3 Invalid
38 2 -0.3 Invalid
39 2 -0.3 Invalid
40 1 -0.6 Invalid
41 4 0.3 Invalid
42 3 0 Invalid
43 1 -0.6 Invalid

Podcast Files Number of experts (Ne) CVR Validity 

44 3 0 Invalid 
45 3 0 Invalid 
46 1 -0.6 Invalid 
47 4 0.3 Invalid 
48 5 0.6 Valid 
49 4 0.3 Invalid 
50 3 0 Invalid 
51 2 -0.3 Invalid 
52 1 -0.6 Invalid 
53 5 0.6 Valid 
54 3 0 Invalid 
55 1 -0.6 Invalid 
56 3 0 Invalid 
57 5 0.6 Valid 
58 4 0.3 Invalid 
59 1 -0.6 Invalid 
60 4 0.3 Invalid 

Table 5 
Content Validity Ratio of Vodcasts According to Lawsh’s Formula 

Podcast Files Number of experts (Ne) CVR Validity 

1 6 1 Valid 
2 3 0 Invalid 
3 2 -0.3 Invalid 
4 2 -0.3 Invalid 
5 4 0.3 Invalid 
6 3 0 Invalid 
7 5 0.6 Valid 
8 2 -0.3 Invalid 
9 3 0 Invalid 
10 3 0 Invalid 
11 4 0.3 Invalid 
12 2 -0.3 Invalid 
13 4 0.3 Invalid 
14 3 0 Invalid 
15 3 0 Invalid 
16 3 0 Invalid 
17 4 0.3 Invalid 
18 2 -0.3 Invalid 
19 5 0.6 Valid 
20 3 0 Invalid 
21 2 -0.3 Invalid 
22 4 0.3 Invalid 
23 3 0 Invalid 
24 3 0 Invalid 
25 4 0.3 Invalid 
26 4 0.3 Invalid 
27 3 0 Invalid 
28 4 0.3 Invalid 
29 2 -0.3 Invalid 
30 2 -0.3 Invalid 
31 5 0.6 Valid 
32 3 0 Invalid 
33 1 -0.6 Invalid 
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Podcast Files Number of experts (Ne) CVR Validity 

34 3 0 Invalid 
35 1 -0.6 Invalid 
36 6 1 Valid 
37 5 0.6 Valid 
38 2 -0.3 Invalid 
39 2 -0.3 Invalid 
40 2 -0.3 Invalid 
41 2 -0.3 Invalid 
42 3 0 Invalid 
43 1 -0.6 Invalid 
44 6 1 Valid 
45 6 1 Valid 
46 1 -0.6 Invalid 
47 3 0 Invalid 
48 5 0.6 Valid 
49 3 0 Invalid 
50 5 0.6 Valid 

Procedure 

 Oxford Proficiency Test was given to the learners who had been accepted in an 
intermediate or advanced level chosen to be in the sample size. The first ques-
tionnaire was Chang’s Intrinsic Motivation Orientation Scale and the second 
questionnaire was designed by the researchers. The design process was that 30 
items were written and out of these 30 items, 6 authorized teachers chose 16 
items as valid according to Lawsh CVR and CVI formula. The learners who were 
motivated in improving their listening skills were chosen as the sample of the 
study. Motivated learners were divided into three groups. The first group was 
the podcast group. Thus, podcast files were given to the learners of this group. 
The number of learners in the podcast group was 65. The second group was 
the vodcast group. Learners in this group were given the vodcast files and the 
number of them was 65 as well. In the third group, namely, the control group, 
learners did not have access to any podcast or vodcast files, and they only at-
tended the institute’s regular classes. 

Design of the Study 

 The design of this research was experimental. In the current study, a pre-test 
and a post-test (podcast group, vodcast group, and control group) were 
used for all three groups. The main independent variables were pod-
casts, vodcasts, and motivation and the dependent variable was listening skill. 

Data Analysis 

To analyze the data gathered from these members, SPSS 22 software was used. 
Afterward, one-sample Kolmogorov-Smirnov tests, Bar Charts, and histo-
grams were run in order to check the distribution of the data for normality and 
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Podcast Files Number of experts (Ne) CVR Validity

34 3 0 Invalid
35 1 -0.6 Invalid
36 6 1 Valid
37 5 0.6 Valid
38 2 -0.3 Invalid
39 2 -0.3 Invalid
40 2 -0.3 Invalid
41 2 -0.3 Invalid
42 3 0 Invalid
43 1 -0.6 Invalid
44 6 1 Valid
45 6 1 Valid
46 1 -0.6 Invalid
47 3 0 Invalid
48 5 0.6 Valid
49 3 0 Invalid
50 5 0.6 Valid

Procedure

Oxford Proficiency Test was given to the learners who had been accepted in an
intermediate or advanced level chosen to be in the sample size. The first ques-
tionnaire was Chang’s Intrinsic Motivation Orientation Scale and the second 
questionnaire was designed by the researchers. The design process was that 30 
items were written and out of these 30 items, 6 authorized teachers chose 16 
items as valid according to Lawsh CVR and CVI formula. The learners who were
motivated in improving their listening skills were chosen as the sample of the
study. Motivated learners were divided into three groups. The first group was
the podcast group. Thus, podcast files were given to the learners of this group. 
The number of learners in the podcast group was 65. The second group was
the vodcast group. Learners in this group were given the vodcast files and the
number of them was 65 as well. In the third group, namely, the control group, 
learners did not have access to any podcast or vodcast files, and they only at-
tended the institute’s regular classes.

Design of the Study

The design of this research was experimental. In the current study, a pre-test 
and a post-test (podcast group, vodcast group, and control group) were
used for all three groups. The main independent variables were pod-
casts, vodcasts, and motivation and the dependent variable was listening skill.

Data Analysis

To analyze the data gathered from these members, SPSS 22 software was used. 
Afterward, one-sample Kolmogorov-Smirnov tests, Bar Charts, and histo-
grams were run in order to check the distribution of the data for normality and 

to see whether the hypotheses required for ANCOVA tests were met. The re-
searchers conducted a pre-test and a post-test for all three groups. The control 
group did not receive any podcasts and vodcasts, but the experimental group 
which was divided into two groups, i.e. a podcast group and a vodcast group, 
received the files. This separation was aimed to compare the results of both 
groups in order to understand the impact of the podcast and the effect 
of vodcast separately on the learners’ listening skills. Learners in the experi-
mental group received podcasts and vodcast files for one month. 

Results 
Podcast Descriptive Indicators 
 Descriptive indices related to the scores of variables in the podcast experiment 
group were calculated and the results are presented in Table 6. 

Table 6 
Distribution Statistics of Variables in Podcast Group, Vodcast Group & Control Group 

    N    Mean 
  Std.  
Devia-
tion 

  Minimum Maximum 

podcast group 
Listening pre 65 6.15 1.86 2.00 9.00 
Listening post 65 6.72 1.73 2.50 9.00 

vodcast group 
Listening pre 65 6.24 1.77 2.00 9.00 
Listening post 65 6.85 1.65 3.00 9.00 

Control group Listening pre 66 6.11 1.76 1.50 9.00 
Listening post 66 6.16 1.81 2.50 9.00 

Table 6 shows the listening scores in the podcast and vodcast in the experi-
mental and the control groups. According to the results of the table, the average 
listening scores in the post-test of the podcast and vodcast experimental groups 
increased but did not change in the control group. 

Table 7 
One-Sample Kolmogorov-Smirnov Test Output to Check the Normality of Podcast, Vodcast (Experi-
mental) & Control Groups 

Variable Kolmogorov-
Smirnov Z 

Asymp. Sig. (2-
tailed) 

Podcast Group Listening pre 1.04 0.23 
Listening post 1.13 0.16 

Vodcast Group Listening pre 1.15 0.14 
Listening post 1.15 0.14 

Control Group Listening pre 1.15 0.15 
Listening post 1.32 0.06 
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Given the values of Sig in table 8 which are higher than 0.05, the null hypothesis 
meant that the variables in questions are normal.  
Homogeneity of Variances. Subjects should be homogeneous in terms of vari-
ance. In this study, the Levene test was used to investigate the homogeneity of 
the variance, the results are presented in Table 8.  
 
 Table 8 
Test of Homogeneity of Variances Between the Control and Experimental Groups in Pre-Test 

group   Levene Statistic df1 df2 Sig. 

podcast Listening pre 0.24 1.00 129.00 0.62 
Listening post 1.99 1.00 129.00 0.16 

vodcast Listening pre 0.04 1.00 129.00 0.84 
Listening post 0.40 1.00 129.00 0.53 

 
Given the values of Sig in Table 8 which are higher than 0.05, the null hypothe-
sis meant that the homogeneity of variances is accepted at the significant level 
of 0.05, and thus the hypothesis of homogeneity of the variance in the pretest 
group is accepted at 5% error level.  
 Homogeneity of Regression Slope. To check the homogeneity of the regres-
sion slope, the researchers needed to compute the F value of the interaction 
between the covariate and the independent variable, if this index is not signifi-
cant (Sig > 0.05), this default is met. The outcomes of the study are as follows: 
 
Table 9 
Regression Slope Homogeneity Test Between the Covariate and Independent Variables of the Podcast 
and Vodcast 

Source F Sig. Conclusion 
group * Listening pre 2.89 0.07 verify the regression slope homogeneity 
group * Listening pre 3.09 0.06 verify the regression slope homogeneity 
 
Given the values of Sig in table 9 which are higher than 0.05, the null hypothesis 
meant the homogeneous slope of the regression line between the covariate and 
independent variables was at the significance level.  
The Linearity of the Correlation Between the Covariate Variable and the 
Independent Variable. One of the presuppositions of using ANCOVA test is 
that the pre-test variable (covariate) and the independent variable must 
be linearly related to each other. 
To check the linearity of the correlation of the independent and the covariate, 
the researchers need to calculate the F of the correlation variable. If this index 
is significant, this hypothesis is respected. The results of the survey are as fol-
lows: 
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Given the values of Sig in table 8 which are higher than 0.05, the null hypothesis 
meant that the variables in questions are normal.
Homogeneity of Variances. Subjects should be homogeneous in terms of vari-
ance. In this study, the Levene test was used to investigate the homogeneity of 
the variance, the results are presented in Table 8.

Table 8
Test of Homogeneity of Variances Between the Control and Experimental Groups in Pre-Test

group Levene Statistic df1 df2 Sig.

podcast
Listening pre 0.24 1.00 129.00 0.62
Listening post 1.99 1.00 129.00 0.16

vodcast
Listening pre 0.04 1.00 129.00 0.84
Listening post 0.40 1.00 129.00 0.53

Given the values of Sig in Table 8 which are higher than 0.05, the null hypothe-
sis meant that the homogeneity of variances is accepted at the significant level
of 0.05, and thus the hypothesis of homogeneity of the variance in the pretest 
group is accepted at 5% error level.
Homogeneity of Regression Slope. To check the homogeneity of the regres-
sion slope, the researchers needed to compute the F value of the interaction
between the covariate and the independent variable, if this index is not signifi-
cant (Sig > 0.05), this default is met. The outcomes of the study are as follows:

Table 9
Regression Slope Homogeneity Test Between the Covariate and Independent Variables of the Podcast 
and Vodcast

Source F Sig. Conclusion
group * Listening pre 2.89 0.07 verify the regression slope homogeneity
group * Listening pre 3.09 0.06 verify the regression slope homogeneity

Given the values of Sig in table 9 which are higher than 0.05, the null hypothesis 
meant the homogeneous slope of the regression line between the covariate and
independent variables was at the significance level.
The Linearity of the Correlation Between the Covariate Variable and the 
Independent Variable. One of the presuppositions of using ANCOVA test is 
that the pre-test variable (covariate) and the independent variable must 
be linearly related to each other.
To check the linearity of the correlation of the independent and the covariate, 
the researchers need to calculate the F of the correlation variable. If this index 
is significant, this hypothesis is respected. The results of the survey are as fol-
lows:

 Table 10 
The Test of Linearity of the Correlation of the Independent and the Dependent Variable in the Podcast 
Group 

Group Source F Sig. Conclusion 
Podcast Group 

Listening pre 1027.40 0.000 
linear correlation between 
the covariate and the independent 
variable 

Vodcast Group 
Listening pre 1135.1 0.000 

linear correlation between 
the covariate and the independent 
variable 

Given the values of Sig in Table 10 which are less than 0.05, it means the hy-
pothesis of a linear correlation between the covariate and the independent var-
iable is at the significance level. 

Testing Research Hypotheses 

Hypothesis 1: Listening to Podcasts has a Significant Effect on Improving 
Listening Skills. Covariance analysis was used to test the above hypothesis. As 
noted, the hypothesis required for the analysis of covariance was examined. 
According to the above hypothesis, the hypothesis is as follows: 
 H0: There is no significant difference between listening to podcasts and watch-
ing vodcasts in their effect on the learners’ listening skills. 
H1: There is a significant difference between listening to podcasts and watching 
vodcasts in their effect on the learners’ listening skills. 
The results of the analysis of covariance are listed in the following tables: 

Table 11 
 The Result of Covariance Analysis to Examine the Improvement of Listening Skill by Podcast 

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

Corrected Model 370.32 2 185.16 528.16 .000 
Intercept 6.17 1 6.17 17.59 .000 
Motivation pre 360.19 1 360.19 1.03E3 .000 
group 9.07 1 9.07 25.87 .000 
Error 44.87 128 0.35 
Total 5840.00 131 
Corrected Total 415.20 130 

As shown in Table 11, the value of F in the analysis of covariance for the listen-
ing improvement by podcasts variable is 25.87 and since Sig = 0.000 is less than 
0.05, it is significant at the 0.05 level and assuming no effect of listening im-
provement through listening to podcasts is rejected.  Thus, it can be said that 
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the means of the two groups on the post-test after adjusting for pre-test scores 
are significantly different. As displayed in the previous tables, the mean score of 
listening in the control group was 6.11 in the pre-test and 6.15 in the post-test, 
while the mean score of listening in the podcast group (experimental group) in 
the pre-test was 6.14 and 6.71 in the post-test. Considering the significant dif-
ference between the post-test scores in the two control and experimental 
groups, it shows that by removing the pre-test co-factor, listening to the pod-
cast increases the power of listening skills. 
Hypothesis 2: Watching Vodcasts has a Significant Effect on Improving 
Listening Skills. Covariance analysis was used to test the above hypothesis. As 
noted, the hypothesis required for the analysis of covariance was examined. 
According to the above hypothesis, the hypothesis is as follows: 
H0: There is no significant difference between the Intermediate and Advanced 
learners in their watching vodcasts. 
H1: There is a significant difference between the Intermediate and Advanced 
learners in their watching vodcast. The outcomes of the analysis of covariance 
are listed in the following tables: 

Table 12 
 The Result of Covariance Analysis to Examine the Improvement of Listening Skill by Vodcasts 

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

Corrected Model 362.38 2 181.19 592.84 .000
Intercept 5.65 1 5.65 18.48 .000
Motivation pre 346.92 1 346.92 1.13E3 .000
group 10.67 1 10.67 34.89 .000
Error 39.12 128 0.31 
Total 5936.15 131 
Corrected Total 401.50 130 

As shown in Table 12, the value of F in the covariance analysis for the listening 
improvement variable is 34.89 and since Sig = 0.000 is less than 0.05, it is sig-
nificant at the 0.05 level and it is rejected that there was no effect of listening 
improvement through watching vodcast. Thus, it can be concluded that the 
mean of two groups in the post-test after adjusting the pre-test scores is signifi-
cantly different. As shown in the previous tables, the mean score of listening in 
the control group was 6.11 in the pre-test and 6.15 in the post-test, while the 
mean score of listening in the experimental group was 6.23 in the pre-test and 
6.84 in the post-test. Considering the significant difference between the post-
test scores in the control and experimental groups, it is determined that, by 
removing the pre-test co-factor, watching vodcasts has a significant effect on 
improving listening skills. 
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the means of the two groups on the post-test after adjusting for pre-test scores
are significantly different. As displayed in the previous tables, the mean score of 
listening in the control group was 6.11 in the pre-test and 6.15 in the post-test, 
while the mean score of listening in the podcast group (experimental group) in
the pre-test was 6.14 and 6.71 in the post-test. Considering the significant dif-
ference between the post-test scores in the two control and experimental
groups, it shows that by removing the pre-test co-factor, listening to the pod-
cast increases the power of listening skills.
Hypothesis 2: Watching Vodcasts has a Significant Effect on Improving
Listening Skills. Covariance analysis was used to test the above hypothesis. As
noted, the hypothesis required for the analysis of covariance was examined. 
According to the above hypothesis, the hypothesis is as follows:
H0: There is no significant difference between the Intermediate and Advanced 
learners in their watching vodcasts.
H1: There is a significant difference between the Intermediate and Advanced 
learners in their watching vodcast. The outcomes of the analysis of covariance
are listed in the following tables:

Table 12
The Result of Covariance Analysis to Examine the Improvement of Listening Skill by Vodcasts

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

Corrected Model 362.38 2 181.19 592.84 .000
Intercept 5.65 1 5.65 18.48 .000
Motivation pre 346.92 1 346.92 1.13E3 .000
group 10.67 1 10.67 34.89 .000
Error 39.12 128 0.31
Total 5936.15 131
Corrected Total 401.50 130

As shown in Table 12, the value of F in the covariance analysis for the listening 
improvement variable is 34.89 and since Sig = 0.000 is less than 0.05, it is sig-
nificant at the 0.05 level and it is rejected that there was no effect of listening 
improvement through watching vodcast. Thus, it can be concluded that the
mean of two groups in the post-test after adjusting the pre-test scores is signifi-
cantly different. As shown in the previous tables, the mean score of listening in
the control group was 6.11 in the pre-test and 6.15 in the post-test, while the
mean score of listening in the experimental group was 6.23 in the pre-test and
6.84 in the post-test. Considering the significant difference between the post-
test scores in the control and experimental groups, it is determined that, by
removing the pre-test co-factor, watching vodcasts has a significant effect on
improving listening skills.

Hypothesis 3: There is a Significant Difference Between Listening to Pod-
casts and Watching Vodcasts in Their Effect on Listening Skill. Covariance 
analysis was used to test the above hypothesis. As noted, the hypothesis re-
quired for the analysis of covariance is examined. The results of the analysis of 
covariance are listed in the following tables. 
According to the above hypothesis, the hypothesis is as follows: 
H0: There is no significant difference between listening to podcasts and watch-
ing vodcasts in their effect on the learners’ listening skills. 
H1: There is a significant difference between listening to podcasts and watching 
vodcasts in their effect on the learners’ listening skills. 
        To test the above hypothesis, researchers used the t-test for two independ-
ent samples, which are reported in the Table 13. 

Table 13 
Independent Samples Test Group 

Levene's 
Test 

t-test for Equality 
of Means

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

Mean Differ-
ence 

95% Confidence 
Interval of the Differ-
ence 
Lower Upper Post test 

Equal vari-
ances    assumed 0.16 0.69 0.44 128.00 0.66 0.13 -0.46 0.72 

Equal vari-
ances not 
assumed 

0.44 127.66 0.66 0.13 -0.46 0.72 

To perform the above test, the researchers first needed to examine the default 
variance equation using Levon's test. The results in Table 14 show that the val-
ue of Sig is 0.69 and higher than 5%, thus assuming equality of variances is ac-
cepted. T-tests results also show that the Sig value is 0.66 and higher than 0.05. 
Therefore, it shows that there is no significant difference between listening to 
podcasts and watching vodcasts in improving listening skill. Although podcast 
learning mean was 6.72 and vodcast learning mean was 6.85 (it indicates 
that vodcast learning outperformed podcast learning in improving listening 
skill), the difference between the two means is not statistically significant. 
Hypothesis 4: There is a Significant Difference Between the Intermediate 
and Advanced Learners in Their Improvement in Listening Skills. Accord-
ing to the above hypothesis, the hypothesis is as follows: 
H0: There is no significant difference between the Intermediate and Advanced 
learners in their improvement in listening skills. 
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H1: There is a significant difference between the Intermediate and Advanced 
learners in their improvement in listening skills. 
       To test the above hypotheses, the researchers used the Levene’s test, 
which is discussed in the Table 14: 
 
Table 14 
Independent Samples Test Group 

 

Levene'
s 
Test 

t-test for Equality 
of Means 

F Sig. T df Sig.  Mean Differ-
ence 

95% Confidence Interval 
of the Difference 
Lower Upper 

Experim
ental 

listening 

Equal variances    as-
sumed 0.47 .50 2.11 63 .04 .32 .17 0.63 

Equal variances not 
assumed   2.11 50.98 .04 .32 .02 0.63 

speaking 

Equal variances    as-
sumed 0.03 .87 1.65 63 .11 .27 -.06 0.60 

Equal variances not 
assumed   1.64 51.02 .011 .27 -.06 0.61 

  
To perform the above test, the researchers first checked the default equality of 
variances using the Levene’s test. The results of Table 15 show that the Sig val-
ue in the listening group is 0.50 and higher than 0.05; therefore, the hypothesis 
of the equality of variances is accepted. T-test results also show that the Sig 
value is 0.04 and less than 0.05, thus it follows that the H0 hypothesis is accept-
ed. In other words, there is a significant difference between Intermediate and 
Advanced learners in their improvement in listening skills and Advanced learn-
ers are better in improving their listening skills according to the results.  
 

Discussion of Findings 
This study was designed to collect data from the questionnaires and the results 
of the respondents were gathered to obtain the effect of podcasting 
and vodcasting and also the differences between them. The data analysis in this 
study indicates the improvement of the listening skill of the participants by the 
use of podcasts. The podcasts were used for different situations such as formal, 
informal, direct, indirect, and how to make invitations and requests. All the 
podcasts were used for all participants. The data analysis shows improvments 
in post-tests, which means that technologies like podcasts and vodcasts can 
help better learning and teaching. 
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H1: There is a significant difference between the Intermediate and Advanced 
learners in their improvement in listening skills.

To test the above hypotheses, the researchers used the Levene’s test, 
which is discussed in the Table 14:

Table 14
Independent Samples Test Group

Levene'
s
Test

t-test for Equality
of Means

F Sig. T df Sig. Mean Differ-
ence

95% Confidence Interval
of the Difference
Lower Upper

Experim
ental

listening

Equal variances as-
sumed 0.47 .50 2.11 63 .04 .32 .17 0.63

Equal variances not 
assumed 2.11 50.98 .04 .32 .02 0.63

speaking

Equal variances as-
sumed 0.03 .87 1.65 63 .11 .27 -.06 0.60

Equal variances not 
assumed 1.64 51.02 .011 .27 -.06 0.61

To perform the above test, the researchers first checked the default equality of 
variances using the Levene’s test. The results of Table 15 show that the Sig val-
ue in the listening group is 0.50 and higher than 0.05; therefore, the hypothesis 
of the equality of variances is accepted. T-test results also show that the Sig 
value is 0.04 and less than 0.05, thus it follows that the H0 hypothesis is accept-
ed. In other words, there is a significant difference between Intermediate and 
Advanced learners in their improvement in listening skills and Advanced learn-
ers are better in improving their listening skills according to the results.

Discussion of Findings
This study was designed to collect data from the questionnaires and the results
of the respondents were gathered to obtain the effect of podcasting 
and vodcasting and also the differences between them. The data analysis in this
study indicates the improvement of the listening skill of the participants by the
use of podcasts. The podcasts were used for different situations such as formal, 
informal, direct, indirect, and how to make invitations and requests. All the
podcasts were used for all participants. The data analysis shows improvments
in post-tests, which means that technologies like podcasts and vodcasts can 
help better learning and teaching.

The objective of this research was to investigate the extent to which learn-
ing through listening materials would help the learners have access to the in-
struments by which they can improve their skills easily. This kind of study was 
not supported in previous similar studies and motivated the researchers to 
concentrate on this research. 

 The in-depth files and correction revealed that there is a significant differ-
ence between the learners who are using materials in order to reach improve-
ment and the learners who are just attending foreign language classes. 

Results of the First Research Question 
The first research question asked, “Does the application of podcasts significant-
ly affect motivated learners’ improvement in listening skills?” 

As mentioned before, first the researchers chose motivated learners 
who were interested in improving their listening skills by podcasts, through 
using a questionnaire (ELCMS). Then, among these motivated learners, a pod-
cast group was chosen. After giving the pre-test to the learners, the podcast 
files were given to the learners, and later the post-test was presented. The con-
trol group did not get the podcast files. 

According to the results of the Covariance Analyses, it was revealed that lis-
tening to podcasts has its effect on motivated learners' improvement in their 
listening skills. As table 12 shows, the F value for the effect of podcasts on mo-
tivated learners’ listening skill is 25.87 (F = 25.87) at a significant level (P < 
0.05) and by comparing the means in both pre and post-tests in both control 
and podcast (experimental) groups, it was revealed that there is a significant 
difference between pre-test mean (M = 6.15) and post-test mean (M = 6.72) in 
the experimental group. But there is little significant difference in pre-test 
mean (M = 6.11) and post-teat mean (M = 6.16) in the control group. It means 
that listening to podcasts improves the motivated learners’ listening skill and 
the null hypothesis which says “the application of podcast does not affect the 
motivated learners’ listening skill” will be rejected. 

The findings in this section is in line with what was found by Al Qasim and 
Fadda (2013) who made a research about the efficacy of podcasts on EFL high-
er education learners’ listening comprehension, and claimed that podcast in-
structions cause a significant difference in listening comprehension.   Another 
study by Stefancik, and Stradiotová, (2020) aimed to examine whether or 
not podcast significantly impacts on learners’ listening comprehension. The 
findings demonstrated that there was a significant difference in post-test scores 
between the learners who were taught employing podcasts and learners 
who were taught without podcasts. It can be perceived from the data analysis 
using ANOVA that the significance value (Sig. = 0.010) is lower than 0.05. It 
means that podcast has a significant impact on learners’ listening comprehen-
sion. 
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Results of the Second Research Question 
The second research question asked, “Does the application 
of vodcasts significantly affect motivated learners’ improvement in listening 
skills?” 

According to the results of the Covariance Analyses, it was revealed that 
watching vodcasts has an effect on motivated learners' improvement in their 
listening skills. As table 13 shows, the F value for the effect of vodcasts on moti-
vated learners’ listening skill is 34.89 (F = 34.89) at a significant level (P < 0.05) 
and comparing the means in both pre and post-tests in both control 
and vodcast (experimental) group revealed that there is a significant difference 
between pre-test mean (M = 6.24) and post-test mean (M = 6.85) in the experi-
mental group. While there is little significant difference in pre-test mean (M = 
6.11) and post-teat mean (M = 6.16) in the control group. It means that watch-
ing vodcasts improves motivated learners’ listening skill and the null hypothe-
sis which says “the application of vodcast does not affect the motivated learn-
ers’ listening skills” will be rejected. 

The findings of this study coincide with Pradana’s (2016), who conducted 
research on the effectiveness of video use in improving listening ability. He 
showed that students' grades and speech learning stages are improved by us-
ing video casts to improve students' attitudes. The improvement in students' 
scores can be seen in the increase in students' listening scores from the primary 
study and the scores after the implementation of listening instruction us-
ing video casts in the first cycle. The average score of students in the pilot study 
was 60.03, while the mean score at the end of the study was 72. Specifically, 20 
students out of 20 (100%) scored higher than or equal to 60 at the end of the 
study, while in the pilot study, 11 students out of 20 (55%) scored higher than 
or equal to 60. Implementing video casts in the classroom, all students were 
expected to score at least 60 times or more (C +). Given that the class was het-
erogeneous, which means that students were classified based on their level of 
knowledge and skills, the criteria for success were determined exactly 100%. In 
another study by Faramarzi et al., (2019), the impact of vodcasting tasks on the 
development of EFL listening comprehension in an online application was ex-
amined. The results showed that there was a statistically significant increase in 
listening comprehension scores from pre-test to post-test. The difference was 
computed using Eta square statistics, which indicates the size of the large effect. 
It was determined that learners' superior performance was associat-
ed with vodcasting tasks. Also, the Pearson-product correlation coefficient was 
used which showed a significant positive relationship between participants' 
participation in vodcasting tasks and their test performance. The study will be 
useful for teachers, professors, curriculum designers, and all academic depart-
ments. 
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another study by Faramarzi et al., (2019), the impact of vodcasting tasks on the
development of EFL listening comprehension in an online application was ex-
amined. The results showed that there was a statistically significant increase in
listening comprehension scores from pre-test to post-test. The difference was
computed using Eta square statistics, which indicates the size of the large effect. 
It was determined that learners' superior performance was associat-
ed with vodcasting tasks. Also, the Pearson-product correlation coefficient was
used which showed a significant positive relationship between participants'
participation in vodcasting tasks and their test performance. The study will be
useful for teachers, professors, curriculum designers, and all academic depart-
ments.

Results of the Third Research Question 
The third research question asked, “Is there any significant difference between 
listening to podcasts and watching vodcasts in their impact on motivated learn-
ers’ improvement in listening skill?”   

According to the results of the t-test, it was showed that there is no signifi-
cant difference between listening to podcasts and watching vodcasts in their 
effect on the listening skills. As table 14 shows, the value of Sig is 0.69 and high-
er than 5%, thus assuming equality of variances is accepted. T-tests results also 
show that the sig value is 0.66 and higher than 0.05. Therefore, it turns out that 
the H0 hypothesis “There is no significant difference between listening to pod-
casts and watching vodcasts in improving listening skill,” is accepted. Although 
podcast learning mean was 6.72 and vodcast learning mean was 6.85 (it indi-
cates that vodcast outperformed podcast in improving listening skills). The dif-
ference is not statistically significant.  

The outcomes of this study are in line with Nawir’s (2020) study which in-
vestigates the undergraduate experiences, attitudes, and understanding 
of podcast and vodcast use.  The results showed that podcasts and vodcasts are 
an additional useful resource for learning, especially when applied in conjunc-
tion with speaker slides and as a device for amendment /evaluation. This online 
content has been translated into more understanding learners, complementing, 
and reinforcing their learning without substituting traditional lectures. There is 
space for movable media files to become a standard method in higher educa-
tion. Another study by Namaziandost and Nasri (2019) showed that audio-
visual materials can facilitate listening comprehension. In other words, when 
the learners’ audio and visual senses are involved, they can comprehend better. 

Results of the Fourth Research Question 
Is there any significant difference between the improvement of Intermediate 
learners or Advanced learners in their listening skills? 

According to the results of t-test in Table 14, the significance level is 0.039 
and less than 5%, thus the listening ability is significantly different in the in-
termediate and advanced groups and more progress has been made in the ad-
vanced group. 

The in-depth files and correction showed that there is a significant differ-
ence between the learners who are using materials in order to get improve-
ment and the learners who just attend foreign language classes. 

Conclusion 
The aim of this study was to examine the impact of podcasts and vodcasts on 
motivated EFL learners through the improvement of their listening skills.  The 
first major finding was that listening to podcasts and watching vodcasts both 
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improve and enhance the listening skill of motivated learners. In explaining this 
finding, it can be said that nowadays, learners are interested in using technolo-
gy in the classroom environment; mobile phones and the internet is almost ac-
cessible to everybody. Finally, motivated learners who go to institute classes in 
order to improve their knowledge welcome entering technology to their learn-
ing world. Thus, listening to podcasts and watching vodcasts improve motivat-
ed learners' listening skills. 

The second major finding was that there is no significant difference between 
listening to podcasts and watching vodcasts in their effect on motivated learn-
ers' listening skills. In explaining this finding, it can be said that as vodcasts are 
a subcategory of podcasts; there is no difference between the effect of them on 
learners. In addition, it can be concluded that there is no difference between the 
situation when learners’ both audio and visual senses are involved with learn-
ing and the situation in which merely the audio ability is involved. 

Although using technology in the learning process is necessary, it is ig-
nored in schools and institute classes. However, today’s world seems to use the 
podcast and vodcast in educational systems. This is an important factor in im-
proving learners' skills and other factors include learning styles, strategies, 
teachers and parents’ role, etc. 
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Abstract 
Previously regarded as a static concept, motivation has now come to be 
viewed as an entity which is permanently in a state of flux. The dynamic 
nature of motivation and the concept of motivational fluctuations became 
widespread as complex dynamic systems theory (CDST) gained more 
popularity and credence among scholars in sciences and then gradually in 
the field of applied linguistics. Inspired mainly by this current view of 
motivation as a dynamic phenomenon, the present study sought to inves-
tigate the potential role of task type in motivational fluctuations experi-
enced by EFL learners at the high school. In so doing, the possible role of 
gender was also taken into consideration. To gather data, the researchers 
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made use of Motometer as a commonly used device for gauging learners’ 
self-reported levels of motivation over time as well as interviews. In line 
with the findings, task type was shown to be a major determiner of moti-
vational changes. Among the three tasks implemented in the study, task 2 
with a problem-solving focus was characterized as the most inspiring for 
learners followed by task 3 which was a picture-prompted task. Further-
more, as regards the second research question, gender was found to be of 
no significance during task performance. The study is thought to have 
fruitful implications for all educational stakeholders, particularly in the 
context of secondary education, as well as in language school settings. 

Keywords: motivation, motivational fluctuations, motometer, senior 
high school learners, task type  

Introduction 
Motivation is regarded as a key variable in educational psychology and lan-
guage pedagogy, as well as a focal determiner of success in language learning 
(e.g., Al-Hoorie & MacIntyre, 2019; Bernaus & Gardner, 2008; Chalak & Kas-
saian, 2010; Dörnyei, 1998, 2005, 2009a; Gardner, 2010; Lamb et al. 2020). 
Though a deep-seated concept in education, motivation historically used to be 
regarded as a static entity, which could be spurred in learners generally by 
means of external stimuli (e.g., Williams & Burden, 1997). Thus, viewing moti-
vation as a dynamic concept which is always in a state of flux, according to 
complex dynamic systems theory (CDST, see for example Larsen-Freeman, 
2019), is a quite recent phenomenon.  

Among the researchers who have centered on this dynamic nature of moti-
vation, mention can be made of Pawlak (2012), Pawlak et al. (2014), and Wan-
inge et al. (2014). As Pawlak (2012) elaborates, only quite recently has re-
search on motivation come to terms with dynamic character of motivation, 
delving into the fluctuations occurring in motivational intensity over different 
time intervals. This renovated perspective toward motivation as a changing, 
dynamic entity, according to Waninge et al. (2014), has come to be increasingly 
endorsed by scholars and researchers in the field. 

Having its roots in CDST and emergentism (de Bot, 2008; Dörnyei, 2009b; 
Jessner, 2008; Larsen–Freeman, 2006; Larsen–Freeman & Cameron, 2008; 
Mercer 2011; Verspoor et al. 2008), dynamic view of motivation, as Waninge et 
al. (2014) state, rests upon three key pillars, namely change, stability and con-
text. In the tripartite model of dynamic motivation offered by Waninge et al. 
(2014) motivation is said to be in a permanent state of flux. Nevertheless, moti-
vation like other dynamic systems is said to be prone to reach a settled, stable 
state, known as attractor state in its developmental path. At this point, learners’ 
behavior ensuing from their motivation starts to get more hardwired and en-
trenched. The third component of motivation as a dynamic system, context, 
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plays a key part in moving back and forth between dynamicity and stability and 
in striking a balance between the two states. 

A brief glance through the history of probes into motivation helps reveal 
that the greatest bulk of research in this regard has addressed issues like moti-
vational types and orientations only in a static manner. Though in the current 
decade, an increasing number of researchers have embarked on investigating 
the dynamicity of motivation (e.g., Pawlak, 2012; Pawlak et al. 2014; Waninge 
et al. 2014), there is still a dire need for further in-depth studies to divulge the 
true nature of motivational fluctuations. Furthermore, few researchers, if any, 
have explored the viable effect of task type on motivational changes in learners 
over time. Striving to fill in the mentioned gap, the researchers in the current 
study probed the effect of different task types on motivational fluctuations 
among Iranian EFL senior high school learners.  

 

Literature Review 
Motivation is indubitably a key prerequisite for learning a foreign or second 
language (e.g., Dörnyei, 2005; Lai, 2011). As Dörnyei and Skehan (2003, p. 614) 
maintain, “motivation is responsible for why people decide to do something, 
how long they are willing to sustain the activity, and how hard they are going to 
pursue it.” Likewise, as Dörnyei (2005, p. 65) puts it, “motivation is of great im-
portance in SLA: It provides the primary impetus to initiate L2 learning and 
later the driving force to sustain the long and often tedious learning process.”  

The main challenge facing teachers is providing for motivational sustainabil-
ity. Indeed, making learners motivated in the process of learning is in itself a 
serious challenge to most learning environments, but sustaining the motivation 
sparked in learners is a more demanding issue in need of further deliberation 
(e.g., Williams & Burden, 1997). Though motivation in the learning context has 
long been in the foreground of attention of educational researchers (e.g., Jin, 
2014), the concept of motivation has mostly been regarded as a static and sta-
ble entity. 

The concept of ‘task motivation’ as one of the fundamental cornerstones of 
the present study has been characterized in a number of different ways 
throughout the history. Traditionally, it was construed “as the sum of trait and 
state motivation, with the former referring to stable and enduring motivational 
dispositions that are largely task-independent, while state motivation concerns 
largely task-dependent, situation-specific motives that are thus transitory and 
temporary motivational responses or conditions” (Dörnyei, 2019, p. 56).  

However, taking a more progressive perspective, Dörnyei (2019) character-
izes task motivation as a multifaceted construct which entails a complex inter-
play between various learner-related, context-specific and task-driven factors. 
Among the ‘learner-specific factors’, he refers to the prominent role of person-
ality characteristics, learner competence and the like. As regards ‘learning situ-
ational factors’, task motivation, according to Dörnyei, is influenced by a variety 
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of factors including the influence of teacher, group dynamics and environmen-
tal variables. Finally, ‘task-related factors’ comprising different task features, 
such as its content, structure and outcome, are the last influential variable in 
determining the degree of task motivation. 

Dynamic view of motivation as a new outlook arising out of the attempts 
made by researchers like Dörnyei (2001, 2005), Ortega (2009), Pawlak (2012), 
Pawlak et al. (2014), and Waninge et al. (2014) has paved the way, in recent 
years, for a more thoroughgoing analysis of learners’ motivation with an eye on 
the viability of motivational fluctuations over time. As Hiver and Papi (2020, p. 
125) maintain, “contributions from complexity to the study of L2 motivation
have been methodological, as an aid to designing programs of research that
prioritize adaptive and developmental processes.” Though researchers are in-
creasingly becoming interested in exploring the minutiae of motivational fluc-
tuations, probes into dynamic nature of motivation are still scant and inconclu-
sive. Nevertheless, in what follows, the researchers strive to present a brief
overview of the available body of literature on the issue.

At the outset of the current decade, Campbell and Storch (2011) conducted 
an investigation into motivational fluctuations occurring to university students 
learning Chinese as a foreign language over a period of one semester at an Aus-
tralian university. Data were elicited mainly through semi-structured inter-
views. Based on their findings, learning environment factors were the most im-
portant variables which had impacted motivation both in a positive and nega-
tive sense. Moreover, the findings indicated that employing strategies to bolster 
learners’ sense of L2 selves may help learners overcome negative experiences, 
and continue with the enterprise of L2 learning.  

In a later analysis, Azarnoosh et al. (2015) explored the longer-term fluctua-
tions in learners’ motivation. In addition, the role of other factors such as learn-
ers’ age groups, learning environment and socio-cultural context in spawning 
different motivational patterns was also taken into account by the researchers. 
Using the questionnaire devised and validated by Taguchi et al. (2009), they 
found that though students at all levels had positive motivational dispositions, 
high school students enjoyed a lower motivational level compared to university 
students.  

Pawlak’s study (2012), on the other hand, aimed to explore the temporal 
variation in the intensity of the motivation of Polish vocational senior high 
school learners. Selecting a sample of 28 Polish senior high school learners, 
Pawlak embarked on a survey over a period of 4 weeks. To apply triangulation, 
the researcher made use of a number of instruments, including a motivation 
questionnaire containing 42 6-point Likert-scale items, interviews with 11 stu-
dents, a motivational grid, an evaluation sheet, a questionnaire for the teacher 
and detailed plans of the three lessons which were provided by the teacher. The 
results provided evidence for the fact that both the nature and magnitude of 
motivation are non-stable and subject to change over time.  

In their probe into dynamic nature of motivation, Waninge et al. (2014) se-
lected four students including two males and two females in an attempt to run 
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an intensive, individual-level microanalysis. Spanning over a two-week period, 
the study benefited from ‘Motometer’, a classroom observation form, and a mo-
tivation/attitude questionnaire. The results provided a clear illustration that 
student motivation is susceptible to variation, even on a rather short time scale.  

In terms of research objectives and focus, MacIntyre and Serroul’s (2015) 
investigation might be said to fall more on a par with the current study aims. 
Their study also centered on motivational fluctuations during task perfor-
mance. Using a variety of instruments, including oral tasks and idiodynamic 
ratings, they tapped into the possible changes occurring in task motivation 
based on approach-avoidance ratings. The findings pointed toward a high de-
gree of variability in the participants’ ratings of their motivation. Furthermore, 
a strong correlation was reported between the learners’ can-do ratings and 
their idiodynamic mean scores.  

In a later probe, Yaghoubinejad et al. (2016) studied the motivational fluc-
tuations of a cohort of Iranian EFL learners over time. Using a three-phase 
semi-structured interview, they came up with a great extent of motivational 
variability across time. These changes in learners’ motivation were reported to 
be caused by several factors, including the amount of enjoyment, internal mo-
tives, and learners’ future prospect. Thus, enhancing learners’ future image and 
increasing the degree of task motivation were pinpointed as two effective fac-
tors contributing to more positive motivational fluctuations. 

Finally, Mohammadzadeh (2019) conducted a research about motivational 
fluctuations during task-supported language teaching. Furthermore, the study 
strove to investigate the potential differences between the teacher’s and the 
learners’ evaluations of classroom motivation. As its last objective, the research 
aimed to compare self-reported motivation levels in TSLT and non-TSLT 
groups. A total of 13 language school learners participated in the study. Next, 
the participants were divided into two groups dubbed TSLT and non-TSLT in 
line with the aims of the study. Following the lead of the previous studies like 
Waninge et al. (2014), the research made use of lesson plans, Motometers, 
teacher observation sheets, and semi-structured focus group interviews. The 
findings revealed that motivation is susceptible to change under the influence 
of some factors such as instructional focus, learners’ dispositions on a particu-
lar day, group dynamics, the teacher’s motivational state, and a number of con-
textual variables like the day of the week, and school schedule. Moreover, the 
findings culminated in the inconsistency between the teacher-researcher’s and 
the students’ evaluations of motivation for each classroom session. Further-
more, higher levels of motivation were observed in the TSLT group during the 
investigation of diverse parts of language such as listening, reading, and gram-
mar. 

As stated earlier, probes into dynamic nature of motivation are still scant 
and the results are inconclusive. Most motivation-oriented research, to date, 
has looked upon the phenomenon as a stable concept. The potential effect of 
task type on motivational changes in learners over time is another under-
researched area in need of further exploration. Informed by this gap in the lit-
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erature, hence, the researchers in the current study delved into the possible 
effect of task type on learners’ motivational fluctuations. In so doing, the role of 
gender was also explored. In line with the research objectives stated above, the 
following two research questions were formulated. 
RQ1: Does task type have any significant effect on motivational fluctuations 
among Iranian EFL high school learners? 
RQ2: Does gender play a role in motivational fluctuations resulting from being 
exposed to different task types? 

Method 
Design of the Study 

The current study enjoyed a mixed methods design, in that it drew on both 
quantitative and qualitative data. As the quantitative phase preceded and was 
complemented by the qualitative one, in line with Creswell and Plano Clark’s 
(2011) taxonomy the study followed explanatory sequential design of mixed-
methods research. The quantitative phase of the study relied on causal-
comparative design, in which the potential impact of task type on learners’ mo-
tivational fluctuations was probed. Thus, the independent variable of research 
was task type and the dependent variable was changes in learners’ motivational 
state. In the qualitative phase, however, interviews were conducted to tap into 
learners’ perceptions about the role of task type in sparking motivation. 

Participants 

To conduct the study, a total of 40 Iranian senior high school learners were se-
lected as the participants. The learners were at the eleventh grade of senior 
high school and aged around 17. Both genders were included in the study. For 
recruiting participants, two senior high schools in Boukan were targeted (one 
for males and the other for females). Though at first 20 students were selected 
from each gender, the final number of participants was reduced to 36 (19 males 
and 17 females) due to some incomplete answers given by a number of partici-
pants. 

Instrumentation 
The main means of data collection for the current study was Motometer. The 
instrument was an adapted version of the tool utilized by Waninge et al. (2014), 
and was intended to tap into learners’ self-ratings of their motivation levels at 
different time intervals during the same task, as well as across different tasks. 
Like the original device, the Motometer used in the current study fell on a scale 
of 0 (low motivation) to 100 (high motivation). However, unlike the original 
instrument which elicited motivational fluctuations in a time interval of 5 
minutes, the current study analyzed motivational changes in one-minute inter-
vals. 
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Data Collection Procedure 

As stated earlier, the researchers in the current study embarked on pinpointing 
the potential effect of task type on motivational fluctuations among Iranian EFL 
high school learners. To gather data, the study made use of Motometers as the 
main means of data collection. In doing so, 40 Iranian senior high school learn-
ers were selected as the study participants (it is worth reiterating that the final 
number of participants was reduced to 36). Successive to briefing the partici-
pants regarding the research objectives, the researchers gave them three types 
of tasks (fill-in-the-blank, problem solving and picture prompt) to perform on. 
During the process of task completion, they were expected to report their level 
of motivation using the research tool, i.e. Motometer.  
It is worth noting that the logic behind the selection of these task types was the 
degree of involvement each one engendered in learners. Thus, it was postulated 
that fill-in-the-blank type is likely to bring about the lowest level of engagement 
and hence spark lower levels of motivation. On the other hand, picture prompt 
and problem solving tasks were posited to produce higher levels of involve-
ment, interest and motivation. Having these postulations in mind, the research-
ers provided the required guidelines for the learners concerning how the Mo-
tometers are to be filled at 1-minute time intervals (it is worth reiterating that 
the time interval in the current study was reduced from five to one minute, 
mainly owing to the short duration of each task). An attempt was also made to 
make the process as unobtrusive as possible to let the learners proceed with 
the normal procedure of task completion. 

Data Analysis 

To analyze the data, use was made of SPSS (version 22). To be more specific, in 
dealing with the first research question which investigated the possible effect of 
task type on motivational fluctuations among Iranian EFL high school learners, 
the nonparametric equivalent of one-way ANOVA (Kruskal Wallis test) was run. 
This decision was made due to lack of normality in the distribution of scores. 
Furthermore, regarding the second research question exploring the role of 
gender in motivational fluctuations resulting from being exposed to different 
task types, the non-parametric equivalent of independent samples t-test (Mann 
Whitney U test) was utilized. In dealing with the interview data, frequencies 
and percentages were used to tabulate learners’ attitudes concerning task mo-
tivation.  

Results 
Findings Obtained for Research Question One 

The first research question of the study probed the possible effect of task type 
on motivational fluctuations among Iranian EFL high school learners. To ana-
lyze this research question, initially the scores obtained on three tasks were 
screened in terms of normality of distribution. Table 1 illustrates the results of 
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normality tests (Kolmogorov-Smirnov and Shapiro-Wilk) for the three tasks at 
different time intervals (minutes 0-1, 1-2, 2-3, 3-4, and 4-5). 

Table 1  
Normality Test Results Obtained for the Three Tasks at Different Time Intervals 

Kolmogorov-Smirnova Shapiro-Wilk 
Statistic df Sig. Statistic df Sig. 

Minute (0-1) .159 108 .000 .934 108 .000 
Minute (1-2) .139 108 .000 .938 108 .000 
Minute (2-3) .157 108 .000 .907 108 .000 
Minute (3-4) .179 108 .000 .886 108 .000 
Minute (4-5) .213 108 .000 .881 108 .000 
a. Lilliefors Significance Correction

As is evident from the table, the obtained p-value is lower than .05 in all cases, 
and hence the distribution of data violates the conditions for normality. In line 
with the obtained results, the non-parametric equivalent of one-way ANOVA 
(Kruskal Wallis Test) was used to compare the means for three tasks. Tables 2 
and 3 illustrate the obtained mean ranks and Kruskal-Wallis statistics for three 
tasks during minute 0-1. 

Table 2    
Mean Ranks Obtained for Three Tasks During Minute 0-1 

Task N Mean Rank 
Minute (0-1) Task 1 36 53.81 

Task 2 36 61.81 
Task 3 36 47.89 
Total 108 

As is evident from Table 2, the mean ranks obtained for tasks 1, 2 and 3 are 
53.8, 61.8 and 47.8, respectively. Therefore, the highest mean rank gained be-
longs to task 2, and the lowest one is that of task 3. However, to see whether 
these differences are statistically significant, Kruskal-Wallis results in Table 3 
are consulted. 

Table 3  
Kruskal-Wallis Results Comparison of Three Tasks During Minute 0-1 

Minute (0-1) 
Chi-Square 3.683 
df 2 
Asymp. Sig. .159 
a. Kruskal Wallis Test
b. Grouping Variable: Task 
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As Table 3 illustrates, the obtained p-value is not statistically significant (p = .15 
> .05). Thus, the differences between the mean ranks of three tasks during the
first minute are non-significant. Tables 4 and 5 illustrate the obtained mean
ranks and Kruskal-Wallis statistics for three tasks during minute 1-2.

Table 4  
Mean Ranks Obtained for Three Tasks During Minute 1-2 

Task N Mean Rank 
Minute (1-2) Task 1 36 59.31 

Task 2 36 47.33 
Task 3 36 56.86 
Total 108 

As is seen in Table 4, the mean ranks obtained for tasks 1, 2 and 3 equal 59.3, 
47.3 and 56.8, respectively. Therefore, the highest mean rank gained belongs to 
task 1, and the lowest one is that of task 2. However, to see whether these dif-
ferences are statistically significant, Kruskal-Wallis results in Table 5 are con-
sulted. 

Table 5  
Kruskal-Wallis Results Comparison of Three Tasks During Minute 1-2 

Minute (1-2) 
Chi-Square 3.009 
df 2 
Asymp. Sig. .222 
a. Kruskal Wallis Test
b. Grouping Variable: Task

As Table 5 shows, the obtained p-value is not statistically significant (p = .22 > 
.05). Thus, the differences between the mean ranks of three tasks during the 
second minute are non-significant. Tables 6 and 7 illustrate the obtained mean 
ranks and Kruskal-Wallis statistics for three tasks during minute 2-3. 

Table 6  
Mean Ranks Obtained for Three Tasks During Minute 2-3 

Task N Mean Rank 
Minute (2-3) Task 1 36 51.36 

Task 2 36 56.19 
Task 3 36 55.94 
Total 108 

As Table 6 shows, the mean ranks obtained for tasks 1, 2 and 3 equal 51.3, 56.1 
and 55.9, respectively. Therefore, the highest mean rank gained belongs to task 
2, and the lowest one is that of task 1. However, to see whether these differ-
ences are statistically significant, Kruskal-Wallis results in Table 7 are consult-
ed. 
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Table 7  
Kruskal-Wallis Results Comparison of Three Tasks During Minute 2-3 

 Minute (2-3) 
Chi-Square .560 
df 2 
Asymp. Sig. .756 
a. Kruskal Wallis Test 
b. Grouping Variable: Task 
 
Based on Table 7, the obtained p-value is not statistically significant (p = .75 > 
.05). Thus, the differences between the mean ranks of three tasks during the 
third minute are non-significant. Tables 8 and 9 illustrate the obtained mean 
ranks and Kruskal-Wallis statistics for three tasks during minute 3-4. 
 
Table 8  
Mean Ranks Obtained for Three Tasks During Minute 3-4 

 Task N Mean Rank 
Minute (3-4) Task 1 36 53.22 

Task 2 36 56.04 
Task 3 36 54.24 
Total 108  

 
As is evident from Table 8, the mean ranks obtained for tasks 1, 2 and 3 equal 
53.2, 56.04 and 55.24, respectively. Therefore, the highest mean rank gained 
belongs to task 2, and the lowest one is that of task 1. However, to see whether 
these differences are statistically significant, Kruskal-Wallis results in Table 9 
are consulted. 
 
Table 9  
Kruskal-Wallis Results Comparison of Three Tasks During Minute 3-4 

 Minute (3-4) 
Chi-Square .156 
df 2 
Asymp. Sig. .925 
a. Kruskal Wallis Test 
b. Grouping Variable: Task 
 
As Table 9 illustrates, the obtained p-value is not statistically significant (p = .92 
> .05). Thus, the differences between the mean ranks of three tasks during the 
fourth minute are non-significant. Tables 10 and 11 illustrate the obtained 
mean ranks and Kruskal-Wallis statistics for three tasks during minute 4-5. 
 
Table 10  
Mean Ranks Obtained for Three Tasks During Minute 4-5 

 Task N Mean Rank 
Minute (4-5) Task 1 36 47.54 

Task 2 36 50.82 
Task 3 36 65.14 
Total 108  
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As Table 10 indicates, the mean ranks obtained for tasks 1, 2 and 3 equal 47.5, 
50.8 and 65.1, respectively. Therefore, the highest mean rank gained belongs to 
task 3, and the lowest one is that of task 1. However, to see whether these dif-
ferences are statistically significant, Kruskal-Wallis results in Table 11 are con-
sulted. 

Table 11  
Kruskal-Wallis Results Comparison of Three Tasks During Minute 4-5 

Minute (4-5) 
Chi-Square 6.654 
df 2 
Asymp. Sig. .036 
a. Kruskal Wallis Test
b. Grouping Variable: Task

According to Table 11, the obtained p-value is not statistically significant (p = 
.03 < .05). Thus, the differences between the mean ranks of three tasks during 
the fifth minute are found to be significant. 

Interview Results 

To consolidate the findings and triangulate data collection procedure, the re-
searchers also ran an interview with the participants. The main questions 
raised in the interview were as follows:  
1) In which of the activities, did you feel more motivated? Why?
2) At which time during each task, did you feel the highest level of motivation?
Why?
As regards the first interview question seeking the most inspiring task, as the 
results indicated, the majority of participants had opted for task 2 which was a 
problem-solving task. The next type of task that was reported to have sparked 
more motivation was task 3 (a picture-prompted task). It is worth noting that 
since some of the participants had chosen two tasks as more motivating, the 
frequency of responses for the first interview question amounted to 56. Table 
12 shows the frequencies and percentages reported for each of the three tasks 
in terms of the perceived power of tasks for inspiring motivation.  

Table 12  
The Frequencies and Percentages of Different Tasks Perceived as More Inspiring  

Task Frequency Percentage 
1 3 6.5% 
2 29 63% 
3 14 30.5% 
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The principal reasons referred to by the interviewees for choosing task 2 (prob-
lem-solving task) as the most motivating and task 3 (picture-prompted task) as 
the second most inspiring task are listed in Table 13.  

Table 13  
The Frequencies and Percentages of Different Reasons Mentioned by Learners as the Characteristics of 
More Inspiring Tasks 

Characteristics Frequency 
Challenging nature and level of difficulty 22 = 47% 
Ease of the task and convenience 11 = 23% 
Encouraging and exciting nature of the task 6 = 13% 
Novelty, newness and being up-to-date 4 = 8.5% 
Authenticity and genuineness 4 = 8.5% 

As is seen in the table, the challenging nature of task was mentioned as the 
key factor – with the highest frequency (22) and percentage (47%) – giving rise 
to motivational appeal created by the task. The second reason underlying task 
appeal, in line with the interviewees’ responses, was ease of task and its con-
venience. However, novelty and authenticity of the task were found to be the 
least influential factors in this regard from the participants’ perspective (both 
enjoying the same frequency and percentage, i.e. 4 and 8.5, respectively). 

As regards the challenging nature of tasks, one of the respondents main-
tained that he had chosen task 2 as the most motivating because it contained 
“good and mental questions related to the mind”; another said she found task 2 
more inspiring because it “was thoughtful and challenging” a third participant 
who had selected both tasks 2 and 3 as appealing justified her choice by utter-
ing that tasks 2 and 3 “needed more focus and task 1 was old-fashioned”. Con-
cerning the second factor, i.e. task ease and convenience, one of the participants 
explained he had chosen task three as it included “easy questions based on con-
nection with environment”. Regarding the other three factors, i.e. encouraging 
and exciting nature of the task, novelty, newness and being up-to-date, and au-
thenticity and genuineness, the given responses were mostly short and tele-
graphic, and hence not quite appropriate to be mentioned in the form of ex-
tracts.  

The second interview question was after pinpointing the part of the task 
(beginning, mid or end part) which sparked the highest amount of motivation 
from learners’ perspective. To do so, the entire time interval for performing on 
the tasks was divided to five separate time intervals, as Table 14 indicates. In 
line with the obtained results, minute 3-4 was selected as the time interval in 
task performance that engendered the highest degree of motivation, followed 
by minutes 2-3 and then 4-5. The conclusion that can be made out of this find-
ing is that the initial phase of task did not produce as much motivation and in-
volvement as the final minutes of the task.  
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The principal reasons referred to by the interviewees for choosing task 2 (prob-
lem-solving task) as the most motivating and task 3 (picture-prompted task) as
the second most inspiring task are listed in Table 13. 

Table 13
The Frequencies and Percentages of Different Reasons Mentioned by Learners as the Characteristics of
More Inspiring Tasks

Characteristics Frequency
Challenging nature and level of difficulty 22 = 47%
Ease of the task and convenience 11 = 23%
Encouraging and exciting nature of the task 6 = 13%
Novelty, newness and being up-to-date 4 = 8.5%
Authenticity and genuineness 4 = 8.5%

As is seen in the table, the challenging nature of task was mentioned as the
key factor – with the highest frequency (22) and percentage (47%) – giving rise
to motivational appeal created by the task. The second reason underlying task
appeal, in line with the interviewees’ responses, was ease of task and its con-
venience. However, novelty and authenticity of the task were found to be the
least influential factors in this regard from the participants’ perspective (both 
enjoying the same frequency and percentage, i.e. 4 and 8.5, respectively).

As regards the challenging nature of tasks, one of the respondents main-
tained that he had chosen task 2 as the most motivating because it contained 
“good and mental questions related to the mind”; another said she found task 2 
more inspiring because it “was thoughtful and challenging” a third participant 
who had selected both tasks 2 and 3 as appealing justified her choice by utter-
ing that tasks 2 and 3 “needed more focus and task 1 was old-fashioned”. Con-
cerning the second factor, i.e. task ease and convenience, one of the participants
explained he had chosen task three as it included “easy questions based on con-
nection with environment”. Regarding the other three factors, i.e. encouraging 
and exciting nature of the task, novelty, newness and being up-to-date, and au-
thenticity and genuineness, the given responses were mostly short and tele-
graphic, and hence not quite appropriate to be mentioned in the form of ex-
tracts. 

The second interview question was after pinpointing the part of the task
(beginning, mid or end part) which sparked the highest amount of motivation
from learners’ perspective. To do so, the entire time interval for performing on
the tasks was divided to five separate time intervals, as Table 14 indicates. In 
line with the obtained results, minute 3-4 was selected as the time interval in
task performance that engendered the highest degree of motivation, followed 
by minutes 2-3 and then 4-5. The conclusion that can be made out of this find-
ing is that the initial phase of task did not produce as much motivation and in-
volvement as the final minutes of the task. 

Table 14  
The Frequencies and Percentages of Different Task Involvement 
Time Intervals Perceived as More Inspiring 

Min Frequency Percentage 
0-1 2 5.5% 
1-2 4 11% 
2-3 8 21.5% 
3-4 16 43% 
4-5 7 19% 

Findings Obtained for Research Question Two 

The second research question of the study was after finding the role of gender 
in motivational fluctuations resulting from being exposed to different task 
types. In dealing with the second research question, the data obtained for each 
of the five minutes were analyzed separately. As the data violated the condi-
tions for normality, to explore the second research question, the non-
parametric equivalent of independent samples t-test (Mann Whitney U test) 
was used. Tables 15 and 16 indicate the results obtained for the effect of gender 
regarding task 1. 

Table 15 
Mean Ranks Obtained for the Role of Gender Regarding Task 1 

Gender N Mean Rank Sum of Ranks 
Minute (0-1) Male 19 17.47 332.00 

Female 17 19.65 334.00 
Total 36 

Minute (1-2) Male 19 16.97 322.50 
Female 17 20.21 343.50 
Total 36 

Minute (2-3) Male 19 18.71 355.50 
Female 17 18.26 310.50 
Total 36 

Minute (3-4) Male 19 17.29 328.50 
Female 17 19.85 337.50 
Total 36 

Minute (4-5) Male 19 15.71 298.50 
Female 17 21.62 367.50 
Total 36 

As is seen in Table 15, the mean ranks obtained for males and females are 17.47 
and 19.65 for minute 0-1, 16.97 and 20.21 for minute 1-2, 18.71 and 18.26 for 
minute 2-3, 17.29 and 19.85 for minute 3-4, and 15.71 and 21.62 for minute 4-
5, respectively. Therefore, during all minutes except minute 2-3 females have 
reached higher mean ranks. However, to see whether these differences are sta-
tistically significant, Mann Whitney U test results in Table 16 were consulted. 
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Table 16  
Mann Whitney U Test Results for the Role of Gender Regarding Task 1 

Minute (0-1) Minute (1-2) Minute (2-3) Minute (3-4) Minute (4-5) 
Mann-Whitney U 142.000 132.500 157.500 138.500 108.500 
Wilcoxon W 332.000 322.500 310.500 328.500 298.500 
Z -.633 -.940 -.129 -.747 -1.703 
Asymp. Sig. (2-tailed) .527 .347 .898 .455 .089 
Exact Sig. [2*(1-tailed Sig.)] .552b .363b .900b .471b .093b 
a. Grouping Variable: Gender
b. Not corrected for ties.

As Table 16 shows, the obtained p-values are not statistically significant. Thus, 
the differences between the mean ranks of males and females during all 
minutes of learners’ performance on task 1 are found to be non-significant. 
Then, to see the possible role of gender in motivational fluctuations during the 
performance on task 2, again Mann Whitney U test was run, the results of which 
are illustrated in Tables 17 and 18. 

Table 17 
Mean Ranks Obtained for the Role of Gender Regarding Task 2 

Gender N Mean Rank Sum of Ranks 
Minute (0-1) Male 19 20.39 387.50 

Female 17 16.38 278.50 
Total 36 

Minute (1-2) Male 19 19.76 375.50 
Female 17 17.09 290.50 
Total 36 

Minute (2-3) Male 19 15.47 294.00 
Female 17 21.88 372.00 
Total 36 

Minute (3-4) Male 19 18.08 343.50 
Female 17 18.97 322.50 
Total 36 

Minute (4-5) Male 19 15.29 290.50 
Female 17 22.09 375.50 
Total 36 

As is seen in Table 17, the mean ranks obtained for males and females are 20.39 
and 16.38 for minute 0-1, 19.76 and 17.09 for minute 1-2, 15.47 and 21.88 for 
minute 2-3, 18.08 and 18.97 for minute 3-4, and 15.29 and 22.09 for minute 4-
5, respectively. Thus, while males had a better performance during first two 
minutes, females outperformed males during the later minutes. However, to see 
whether the differences are statistically significant, Mann Whitney U test re-
sults in Table 18 were checked. 
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Table 18  
Mann Whitney U Test Results for the Role of Gender Regarding Task 2 

Minute (0-1) Minute (1-2) Minute (2-3) Minute (3-4) Minute (4-5) 
Mann-Whitney U 125.500 137.500 104.000 153.500 100.500 
Wilcoxon W 278.500 290.500 294.000 343.500 290.500 
Z -1.165 -.770 -1.863 -.260 -1.964 
Asymp. Sig. (2-tailed) .244 .442 .063 .795 .050 
Exact Sig. [2*(1-tailed Sig.)] .257b .452b .071b .802b .052b 
a. Grouping Variable: Gender
b. Not corrected for ties.

As Table 18 shows, the obtained p-values are not statistically significant (Ex-
cept for the last minute of learners’ performance on task 2). Thus, the differ-
ences between the mean ranks of males and females during most minutes of 
learners’ performance on task 2 are non-significant. Next, to see the possible 
role of gender in motivational fluctuations during the performance on task 3, 
again Mann Whitney U test was run, the results of which are illustrated in Ta-
bles 19 and 20. 

Table 19 
Mean Ranks Obtained for the Role of Gender Regarding Task 3 

Gender N Mean Rank Sum of Ranks 
Minute (0-1) Male 19 20.26 385.00 

Female 17 16.53 281.00 
Total 36 

Minute (1-2) Male 19 17.82 338.50 
Female 17 19.26 327.50 
Total 36 

Minute (2-3) Male 19 19.03 361.50 
Female 17 17.91 304.50 
Total 36 

Minute (3-4) Male 19 18.03 342.50 
Female 17 19.03 323.50 
Total 36 

Minute (4-5) Male 19 16.29 309.50 
Female 17 20.97 356.50 
Total 36 

As is seen in Table 19, the mean ranks obtained for males and females are 20.26 
and 16.53 for minute 0-1, 17.82 and 19.26 for minute 1-2, 19.03 and 17.91 for 
minute 2-3, 18.03 and 19.03 for minute 3-4, and 16.29 and 20.97 for minute 4-
5, respectively. Based on the obtained mean ranks, it is found that while males 
had a better performance during minutes 0-1 and 2-3, females outperformed 
males during the other three minutes. However, to see whether the differences 
are statistically significant, Mann Whitney U test results in Table 20 were in-
spected. 
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Table 20  
Mann Whitney U Test Results regarding the Role of Gender Regarding Task 3 

Minute (0-1) Minute (1-2) Minute (2-3) Minute (3-4) Minute (4-5) 
Mann-Whitney U 128.000 148.500 151.500 152.500 119.500 
Wilcoxon W 281.000 338.500 304.500 342.500 309.500 
Z -1.074 -.418 -.322 -.292 -1.384 
Asymp. Sig. (2-tailed) .283 .676 .747 .771 .166 
Exact Sig. [2*(1-tailed Sig.)] .300b .684b .754b .778b .186b 
a. Grouping Variable: Gender
b. Not corrected for ties.

As Table 20 indicates, the obtained p-values are not statistically significant. 
Thus, the differences between the mean ranks of males and females during all 
minutes of learners’ performance on task 3 are non-significant. 

Discussion 
The two fundamental objectives set in the current study were probing the role 
of task type in learners’ motivational fluctuations and investigating the possible 
effect of gender in this regard. As the findings relevant to the first research 
question indicated, among the three tasks applied, task 2 (with a problem-
solving orientation) and task 3 (a picture-prompted task) were characterized as 
the most motivating ones based on learners’ motivational self-reports.  

This finding partly corroborates the one obtained by Mohammadzadeh and 
Alavinia (in press), in that motivational fluctuations were similarly reported 
during task-supported language instruction. Nevertheless, a number of differ-
ences between their study and the current research are to be highlighted. First 
and foremost, the foci of the two studies were different, with the current study 
focusing on only task type as the main determining factor in motivational fluc-
tuations, and their study focusing on motivational fluctuations within one sin-
gle session of instruction as well as across consecutive sessions. Furthermore, 
the participants in their study were only females, whereas the ones used in the 
current study were from both genders. Additionally, the duration of involve-
ment with the tasks was longer in their study compared to the current investi-
gation. However, as regards instrumentation, both studies made use of Mo-
tometer and interviews for data collection.  

The current finding also resonates with that of Pawlak (2012) who reported 
motivational fluctuations in the process of language learning. Though Pawlak 
was also interested in detecting the minute-to-minute fluctuations in learners’ 
motivation, unlike the current investigation, his study wasn’t concerned with 
task performance. Another distinction between this study and his related to the 
instruments employed for data collection. While the present study only relied 
on data gathered through Motometer and interview, Pawlak made use of a 
number of different data collection tools, i.e. questionnaire, interview, motiva-
tional grid, and evaluation sheet. He also involved the teachers by giving them a 
questionnaire.  
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Table 20
Mann Whitney U Test Results regarding the Role of Gender Regarding Task 3

Minute (0-1) Minute (1-2) Minute (2-3) Minute (3-4) Minute (4-5)
Mann-Whitney U 128.000 148.500 151.500 152.500 119.500
Wilcoxon W 281.000 338.500 304.500 342.500 309.500
Z -1.074 -.418 -.322 -.292 -1.384
Asymp. Sig. (2-tailed) .283 .676 .747 .771 .166
Exact Sig. [2*(1-tailed Sig.)] .300b .684b .754b .778b .186b

a. Grouping Variable: Gender
b. Not corrected for ties.

As Table 20 indicates, the obtained p-values are not statistically significant. 
Thus, the differences between the mean ranks of males and females during all
minutes of learners’ performance on task 3 are non-significant.

Discussion
The two fundamental objectives set in the current study were probing the role
of task type in learners’ motivational fluctuations and investigating the possible
effect of gender in this regard. As the findings relevant to the first research 
question indicated, among the three tasks applied, task 2 (with a problem-
solving orientation) and task 3 (a picture-prompted task) were characterized as
the most motivating ones based on learners’ motivational self-reports. 

This finding partly corroborates the one obtained by Mohammadzadeh and 
Alavinia (in press), in that motivational fluctuations were similarly reported 
during task-supported language instruction. Nevertheless, a number of differ-
ences between their study and the current research are to be highlighted. First 
and foremost, the foci of the two studies were different, with the current study 
focusing on only task type as the main determining factor in motivational fluc-
tuations, and their study focusing on motivational fluctuations within one sin-
gle session of instruction as well as across consecutive sessions. Furthermore, 
the participants in their study were only females, whereas the ones used in the
current study were from both genders. Additionally, the duration of involve-
ment with the tasks was longer in their study compared to the current investi-
gation. However, as regards instrumentation, both studies made use of Mo-
tometer and interviews for data collection. 

The current finding also resonates with that of Pawlak (2012) who reported 
motivational fluctuations in the process of language learning. Though Pawlak
was also interested in detecting the minute-to-minute fluctuations in learners’
motivation, unlike the current investigation, his study wasn’t concerned with 
task performance. Another distinction between this study and his related to the
instruments employed for data collection. While the present study only relied 
on data gathered through Motometer and interview, Pawlak made use of a
number of different data collection tools, i.e. questionnaire, interview, motiva-
tional grid, and evaluation sheet. He also involved the teachers by giving them a
questionnaire. 

Similar results were reported in a follow-up study by Pawlak et al. (2014), 
and in their probe into dynamic nature of motivation. Akin to Pawlak (2012), 
they also opted for triangulation via the application of motivational grid, evalu-
ation sheet, questionnaire and interview. Their finding is hence in line with the 
current study owing to the fact that they also underscored temporal fluctua-
tions occurring in learners’ motivational levels. However, their focus was again 
not on task performance, and the duration of their study was for two weeks. 

The findings for the first research question are also in keeping with those of 
MacIntyre and Serroul’s (2015) who reported similar motivational fluctuations 
in task performance, though the instruments utilized by them, as stated earlier, 
were not the same as the ones employed in the current study. In much the same 
way, an equally large extent of variability in learning motivation was reported 
in Yaghoubinejad et al.’s (2016) study. 

A further finding gleaned from the current research was the direct influence 
of task features on the degree of interest generated by the task. This result is in 
compliance with the one obtained by Mohammadzadeh and Alavinia (in press) 
as they also underscored the crucial role played by task features in motivating 
learners to perform on the task.  

Another issue that was explored in the study concerned the task features re-
sulting in higher levels of motivation among learners. Among the main factors 
referred to by participants as the key motivators were the challenging nature of 
task, ease of task and its convenience. Based on the findings of the present 
study, the degree of challenge created by the task was reported to be a key de-
terminer of its appeal for learners.  

As stated previously, the second task utilized in the study which had a prob-
lem-solving orientation engendered higher levels of motivation among learn-
ers. The reason underlying this is thought to be the potential of task challenge 
as a fundamental feature of a task in producing increased involvement for 
learners. In this regard, Kim et al.’s (2017) contention might look relevant as 
they regard active participation in task performance as a positive aspect of 
learning through tasks. 

This finding, however, seems to be in contrast to what Kormos and Préfon-
taine (2017) reported in their study, as they claimed tasks taxing in terms of 
conceptualization demands, and hence challenging by nature, are likely to pro-
voke negative affective feelings. The logical conclusion that might be made out 
of these findings is that challenge is an essential feature for the task to keep the 
learners motivated, but the extent of challenge created by the task is to be kept 
within control. In other words, in line with Kormos and Préfontaine’s (2017) 
finding, excessive challenge and conceptual demand imposed on learners by the 
task may lead to their dissuasion and demotivation.  

Moreover, as regards task duration, most learners had experienced compar-
atively higher amounts of motivation during the final moments of the task, ra-
ther than the initial phase. Though the researchers couldn’t encounter direct 
evidence for substantiating the effect of task phase on motivational level, it ap-
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pears that reaching the final moments of the task which both moves learners 
toward a sort of climax and gives them a sense of task completion can be the 
chief reason underpinning their augmented motivational levels.  

Ultimately, concerning the second research question probing the role of 
gender in motivational fluctuations, no significant difference was found be-
tween males and females. This lack of difference between males and females in 
task performance might gain support from studies like Azkarai (2015) who 
worked on gender-based differences in learners’ task-based performance and 
interaction. Though the foci of two studies were not exactly identical with the 
current study focusing on motivational fluctuations during task performance 
and hers dealing with task-based interaction, what the conclusions of both 
studies boil down to is insignificant gender differences in the process of task 
performance.  

This finding, however, runs contrary to the finding obtained by Chung and 
Chang (2017) who reported significant differences in the state of learners’ mo-
tivation induced by gender. Nevertheless, like their study which pointed to 
higher levels of motivation among female learners, the current study also found 
that females enjoyed a comparatively better status as regards motivation, but 
the observed differences between males and females in the present study were 
insignificant.  

The current finding also corroborates those of Iwaniec (2019) who explored 
language learning motivation in light of gender. As she contended, females sur-
passed males in terms of learning motivation as regards measures of motiva-
tion like international orientation, ideal L2 self and self‐regulation. Nonetheless, 
concerning other components of motivation including instrumentality, self‐
efficacy beliefs, English self-concept and intrinsic motivation, no significant dif-
ference was encountered between males and females. It must be noted that 
research findings concerning gender role in motivation and task performance 
are still inconclusive and more research is required to come up with more 
compelling results.   

Conclusion, Implications and Suggestions 
for Further Research 
The researchers in the current study strove to pinpoint the would-be role of 
task type in motivational fluctuations. Furthermore, the possible role gender 
might play in tampering with these motivational changes was also explored. In 
accordance with the obtained results task 2 which was a problem-solving task 
was demarcated as the most motivating and task 3 (a picture-prompted task) 
was demonstrated to be the second most inspiring task. In addition, gender was 
not found to be of significance as regards motivational fluctuations. In line with 
the findings of the current study, further evidence is gathered for the im-
portance of task type in determining the level of learners’ motivation. As learn-
ers’ motivational self-reports through Motometers revealed, higher levels of 
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motivation were experienced by learners while dealing with more challenging 
tasks like problem‐solving, as well as more intriguing ones such as picture‐
prompted tasks. This finding is to be taken into account by materials develop‐
ers, syllabus designers and all other educational policy makers as a useful tool 
to bring about increased levels of learner motivation.  

Task appeal might be regarded as a cornerstone of flow theory (Csikszent‐
mihalyi, 1990) and the initial step for sparking motivation in the activity. Thus, 
to make learners more interested in what they are performing in the class, task 
challenge and appeal are to be taken into consideration by task designers. 
However, as probe into motivational fluctuations is still infrequent and incon‐
clusive, a lot more research is required to find the role of different influential 
factors bringing about motivational changes in learners.  

Future researchers may help shed more light on the body of research con‐
cerning motivational fluctuations and the key factors underpinning it. Among 
the major recommendations that can be offered for further investigation lie the 
use of a variety of other task types, say jigsaw tasks, consensus tasks, and other 
types of pictorial tasks (e.g., spot‐the‐difference task), to corroborate the find‐
ings thus gained, making use of a larger sample to augment generalizability, and 
replicating the current study with other groups of learners from other levels of 
proficiency. After all, research within the realm of motivation, particularly with 
the new outlook regarding it as a permanently dynamic, changeable notion, still 
seems to be in its infancy and hence delving into motivational fluctuations looks 
like sailing within the uncharted waters. Thus, coming up with more robust and 
conclusive results is in need of further research and investigation. 
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pants’ reading motivation at the beginning of the course. As the treat-
ment, some reading passages related to American and English cultures 
(for group A), Persian culture (for group B), and culture free-materials 
(for group C) were taught. After the treatment, a posttest of reading moti-
vation and a reading attitude questionnaire were executed. The outcomes 
indicated that teaching materials with cultural content in them promoted 
the Iranian EFL learners’ reading motivation as checked by the Motiva-
tion for Reading Questionnaire (MRQ) (Wigfield & Guthrie, 1997). More-
over, as measured by a 25-item attitude questionnaire adapted from Liu’s 
(2015) scale, it was discovered that students had a positive attitude to-
ward using such cultural materials in their reading. Lastly, the results 
demonstrated that female participants performed better than the male 
ones on reading motivation posttest. In light of the findings, a number of 
conclusions are drawn and several implications are put forward. 

Keywords: culture, cultural knowledge, gender, reading motivation, 
reading attitude 
 

Introduction 
In EFL learners' target language comprehension, cultural knowledge plays a 
fundamental role (Pashayi & Mahmoudi, 2017). Cultural knowledge is regarded 
as an instrument for reconstructing the meaning of a text by referring to the 
relevant cultural scripts (Oller, 1995). Shirzadi (2015) defined cultural 
knowledge as one piece of content schema which is needed to understand a 
text. In addition, Hayati (2009) regarded students’ cultural knowledge as a cor-
nerstone of learning a language. He stated that students can learn a language 
professionally when they obtain adequate cultural mastery over the target lan-
guage. With regard to the value of cultural awareness, Tsou (2005) stated that 
when cultural directions are combined with language instruction, students’ 
language proficiency can progress, and they become increasingly enthusiastic 
in the target language. 

According to Ruthemsley (2011), being equipped with cultural knowledge is 
beneficial to readers in recasting the text into a more culturally and personally 
familiar written language.  Different researchers (e.g., Dehghan & Sadighi, 2011; 
Rashidi & Soureshjani, 2011) stated that the influence of readers' knowledge 
about culture on their comprehension of reading texts is significant. Moreover, 
teaching culture and having cultural knowledge are so important that Jiang 
(2000) asserted that teaching a target language most probably fails without 
teaching the culture related to that language. Without learning cultural traits of 
a country, language learners may be presented with an insipid version of a lan-
guage (Jamasbi & Bagher, 2017). Concerning the significant impact of cultural 
knowledge on English language learning, especially on reading comprehension, 
this study aims to investigate the impacts of cultural knowledge on Iranian EFL 
learners’ reading comprehension.  

Reading comprehension is tied to cultural knowledge. As Nachmani (2015) 
stated, reading comprehension performance shows strong ties with cultural 
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fundamental role (Pashayi & Mahmoudi, 2017). Cultural knowledge is regarded 
as an instrument for reconstructing the meaning of a text by referring to the
relevant cultural scripts (Oller, 1995). Shirzadi (2015) defined cultural
knowledge as one piece of content schema which is needed to understand a
text. In addition, Hayati (2009) regarded students’ cultural knowledge as a cor-
nerstone of learning a language. He stated that students can learn a language
professionally when they obtain adequate cultural mastery over the target lan-
guage. With regard to the value of cultural awareness, Tsou (2005) stated that 
when cultural directions are combined with language instruction, students’
language proficiency can progress, and they become increasingly enthusiastic
in the target language.

According to Ruthemsley (2011), being equipped with cultural knowledge is 
beneficial to readers in recasting the text into a more culturally and personally 
familiar written language. Different researchers (e.g., Dehghan & Sadighi, 2011; 
Rashidi & Soureshjani, 2011) stated that the influence of readers' knowledge
about culture on their comprehension of reading texts is significant. Moreover, 
teaching culture and having cultural knowledge are so important that Jiang 
(2000) asserted that teaching a target language most probably fails without 
teaching the culture related to that language. Without learning cultural traits of 
a country, language learners may be presented with an insipid version of a lan-
guage (Jamasbi & Bagher, 2017). Concerning the significant impact of cultural
knowledge on English language learning, especially on reading comprehension, 
this study aims to investigate the impacts of cultural knowledge on Iranian EFL 
learners’ reading comprehension. 

Reading comprehension is tied to cultural knowledge. As Nachmani (2015)
stated, reading comprehension performance shows strong ties with cultural

bias. Grabe and Stoller (2002) consider reading as the most critical academic 
language skill and they take reading as “the ability to draw meaning from the 
printed page and interpret this information appropriately” (p. 9). Lin (2002) 
stressed the significance of background and cultural knowledge in reading 
comprehension, proclaiming that cultural awareness and prior knowledge both 
have a remarkable effect on reading comprehension. Additionally, students’ 
familiarity with their culture affects their reading improvement and their de-
gree of comprehension. If readers lack adequate vocabulary and prior 
knowledge of the reading content, these deficits can hamper their reading skill 
(Liu, 2015). 

Additionally, it is impossible to properly delineate the processes of under-
standing texts without enjoying a deep grasp of the cognitive processes through 
which knowledge is portrayed, processed, and utilized in comprehension. As 
one attempt to do so, Bartlett (1932) who followed Gestalt psychology first in-
troduced the concept of schema in order to pin down the reconfiguration pro-
cess of information in stories and events in memory to facilitate future recall. 
Bartlett maintained that comprehension and anamnesis are apt to occur in the 
realm of previous experience drawing on pertinent information in memory. 
Later on, he put forth the word “schema” as a concept embodying the idea how 
such previous experience is organized.  

The field of cognitive psychology has enjoyed groundbreaking and interest-
ing advances thanks to schema theory. Some scholars have taken advantage of 
the theory in order to add clarification and further description to some cogni-
tive processes including problem-solving, reasoning, remembering and infer-
encing. The theory has catalyzed experimental research and resulted in numer-
ous studies in learning, comprehension, and memory. (e.g., Adams & Collins, 
1979; An, 2013; Anderson, 2008; Nassaji, 2002). 

Schema theory follows some major principles, one being that the worth-
while essence of the reading process and the vital role of the reader and the 
interplay between the text and the reader’s prior knowledge receive priority. 
Such state of affairs remarkably influenced research and instruction in second 
language (L2) comprehension. This has brought about a plethora of illuminat-
ing studies concerning the assessment and prominence of conceptual and prior 
knowledge in comprehension and instruction in L2 (e.g., Carrell & Eisterhold, 
1983; Liu, 2015; Ruthemsley, 2011). 

Regarding the importance and nature of prior knowledge, Vygotsky (1986) 
commented that the inseparable connection between language and culture 
starts to have an impact in advance of any developments in learning and cogni-
tion. Vygotsky’s socio­cultural theory considers language experiences and cul-
tural backgrounds knowledge as important mediational tools in the develop-
ment of higher mental processes of learners (Vygotsky, 1986). Vygotsky 
claimed that the more prior knowledge learners have to learn a language, the 
greater their cognitive skills and successful language learning. He further as-
serted that there are specific tools to each culture which are necessary to inter-
act socially.  
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More importantly, familiarity with the target culture can increase the read­
ing motivation of EFL learners.  Hairul et al. (2012) maintained that reading 
motivation involves a high level of motivation that students require in order to 
draw their either positive or negative attitudes on reading. Pachtman and Wil­
son (2006) argued that it is necessary to motivate learners to read by giving 
them the chance to go for their favorite texts. Reading motivation is strongly 
related to reading comprehension and improvement. (Choudhury, 2014). Addi­
tionally, Hairul et al. (2012) asserted that reading comprehension is significant­
ly influenced by reading motivation. Finally, they maintained that, in different 
situations, all dimensions of motivation and reading comprehension tactics are 
under the influence of reading motivation. Students with a strong motivation to 
read spend a lot of time on reading and demonstrate increased potentiality 
over time (Marinak & Gambrell, 2010; Schaffner et al., 2013). On the other 
hand, weak readers most often show little motivation to read, so, increasing 
reading motivation may be useful in supporting weak readers get proficient 
(Morgan & Fuchs, 2007). 

Males and females are different in learning English as forging language. 
Gender is the factor which can affect language learning. According to Lackoff 
(1975), readers’ gender affects text comprehension. Also, Zeynali (2012) stated 
that learners’ academic fondness, requirement, and success are affected by 
gender. Gender differences may be witnessed when one wonders how intrinsic 
motivation and reading comprehension are related. For instance, Logan et al. 
(2011) discovered that boys’ motivation for intrinsic reading was remarkably 
commensurate with their level of reading ability, while girls did not show this 
significant relationship. Several studies have been done with a focus on gender 
as the main variable and researchers are interested in knowing about the dif­
ferences between males and females in their language practices. Saidi (2012) 
believes that “if males and females learn differently, this may form an obstacle 
for the teachers in mixed classes and they must consider this when conducting 
tests” (p. 232). 

The other factor that can affect learning English is attitude. Reading attitude 
is described as “a collection of acquired feelings about reading that consistently 
predispose a person to involve or eschew reading” (Conradi et al.,2014, p. 154). 
Likewise, reading attitude was defined by McKenna et al. (2012) as an acquired 
inclination for responding in a pleasant or an unpleasant way concerning read­
ing aspects. Showing a positive attitude towards reading is crucially essential in 
an effective learning process. Therefore, we as teachers should aim to teach in a 
way that make students involved and enthusiastic in language learning and 
pave the way for them in order to have positive attitudes toward language 
learning. Currently, it seems that the cultural aspect of language instruction has 
been ignored and this adverse situation should be remedied. The modification 
not only helps students understand English reading texts, but also has a crucial 
impact on learner motivation.  
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(1975), readers’ gender affects text comprehension. Also, Zeynali (2012) stated 
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(2011) discovered that boys’ motivation for intrinsic reading was remarkably 
commensurate with their level of reading ability, while girls did not show this
significant relationship. Several studies have been done with a focus on gender
as the main variable and researchers are interested in knowing about the dif­
ferences between males and females in their language practices. Saidi (2012)
believes that “if males and females learn differently, this may form an obstacle
for the teachers in mixed classes and they must consider this when conducting 
tests” (p. 232).

The other factor that can affect learning English is attitude. Reading attitude
is described as “a collection of acquired feelings about reading that consistently 
predispose a person to involve or eschew reading” (Conradi et al.,2014, p. 154). 
Likewise, reading attitude was defined by McKenna et al. (2012) as an acquired 
inclination for responding in a pleasant or an unpleasant way concerning read­
ing aspects. Showing a positive attitude towards reading is crucially essential in
an effective learning process. Therefore, we as teachers should aim to teach in a
way that make students involved and enthusiastic in language learning and 
pave the way for them in order to have positive attitudes toward language
learning. Currently, it seems that the cultural aspect of language instruction has
been ignored and this adverse situation should be remedied. The modification
not only helps students understand English reading texts, but also has a crucial
impact on learner motivation. 

Review of Literature 
Schema has been defined by Bartlett (1932) as a memory reservoir of per-
ceived sensory knowledge. Bartlett claimed that schemata are culturally-
controlled. When the number of schemata rises, it becomes possible to retrieve 
an ever-increasing volume of knowledge at a minimum of time; adjusting new 
knowledge to a proper schema enables one to recall new and significant opin-
ions (Choudhury, 2014). Consistency with the current schema can lead to com-
prehension, on the other hand, inconsistency can cause problems on the course 
of reading comprehension. Schemata can inhibit reading comprehension and 
memory; inconsistent details with individuals’ schema are deleted, or changed 
into consistent schemata in the memory. On the other side, schemata may often 
serve a supporting function if their information is compatible with the reading 
content; in this situation, cognitive analysis takes place easily without signifi-
cant impediments (Anderson, 2008; Ruthemsley, 2011). 

Based on Schema theory, reading process involves combining prior back-
ground knowledge with new information gained by readers from texts.  The 
fact that readers are different in regard to the type and amount of background 
knowledge they hold signals that this process is culture-specific. Carrell and 
Eisterhold (1983) formally acknowledged the prominence of schema theory 
and hence prior knowledge in language comprehension and confounded that 
spoken and written language in no way conveys any messages in isolation. Car-
rell and Eisterhold were on the belief that, at best, texts equip readers with in-
structions about retrieving and constructing meaning based on the knowledge 
they have gained a priori. The vital role of prior knowledge in reading skill was 
brought to the fore by Carrell and Eisterhold and Anderson (2008) who posited 
that the success in comprehension is determined by the capability a reader has 
in connecting the information that a text provides with their previously ac-
quired background knowledge.  

Moreover, based on schema theory, one’s comprehension depends on the 
success in activating background knowledge when creating meaning. The 
prominent impact of previous knowledge in comprehension is already vindi-
cated in a couple of researches in literature on L2 reading (Askarzadeh Torgha-
beh & Nezhadmasoum, 2015; Eidswick, 2010; Rashidi & Soureshjani, 2011; 
Swaffar, 1988). In these studies, schemata are categorized as two types: 1) con-
tent schemata which are the background knowledge that one reader has about 
conceptual content of the texts and 2) formal schemata which are introduced as 
the prior knowledge that one reader has about rhetorical structure of the text 
(Alptekin, 2006). Based on the findings of these studies, satisfactory reading 
performance is brought about by the capacities of L2 readers in properly using 
schema and engaging in interactive processing. What this concentration on 
higher level reading skills, sometimes at the expense of lower-level skills, yields 
is acknowledging the significant role that cultural knowledge plays in a reader’s 
experience in constructing meaning, mainly when it comes to the content and 
formal schemata (Eskey, 1988). What schema-theoretic researches in L2 read-
ing suggest is that more interaction between content and/or formal data of a 
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text and the reader’s culture-specific prior information results in high quality 
understanding. On the other hand, more compatibility between cultural back-
ground knowledge and different types of schemata facilitates a reader’s suc-
cessful retrieval and construction of meaning (Alptekin, 2006, Liu, 2015).  

When a narrative text shows coherences with a well-organized story line, 
therefore the importance of the story schema in textual understanding is 
boosted, for readers are presented with “episodes of meaningful experience 
containing actual material people, incidents, locations, and socio-cultural inter-
actions in which [they] can recognize and explore mutual ground” (Oller, 1995, 
p. 299). This interplay happens, Oller claimed, even when specified words in
the main text are converted into more recognizable words to the readers (e.g.,
Jack to Ali) as “a term known as a male referent creates assumptions that would
be missing if the term is not recognized as having any gender prejudice” (p.
297). However, it is always also a struggle for L2 learners to recognize and align
themselves with the characters and contents of short stories from the target
language culture. Approximately all these texts take into account the cultural
expectations of the native speakers of that language. What is required for a real
understanding to occur is certain type of cultural belonging which, as Fish
(1980) pointed out, results in the progression of ‘interpretative cultures’,
through which readers construe the meaning of a text by effectively ‘recon-
structing’ it in their memories – based on common beliefs, traditions, and ex-
pectations.

Furthermore, Singhal (1998) believed the L2 readers who do not have back-
ground information on an English text or other languages are restricted in un-
derstanding the text content. Textual structure also differs from one language 
to another. In the area of linguistic language schema, Singhal (1998) notes that 
L1 linguistic features may affect L2 learners’ exegesis on the English text.  

Another important factor, according to Wigfield and Guthrie (1997), which 
is absolutely essential for learners in both a classroom context and an extracur-
ricular environment, is reading motivation. Reading motivation is necessary for 
the learners since they have to be motivated in the English language learning to 
develop their reading comprehension and understand the texts successfully. 
The relationship between motivation and reading comprehension has been 
elaborated in various theoretical frameworks; self-determination and expec-
tancy-value theories are among which were highly emphasized (Conradi et al. 
2014; Deci & Ryan, 2012). The theory of self-determination explains motivation 
by emphasizing the significance of three fundamental psychological factors: 
competence, relatedness, and autonomy. Competence alludes to a person’s re-
quirement to feel proficient at a particular occupation, while relatedness 
demonstrates a person’s innate requirement to be involved with others social-
ly. Autonomy alludes to a person’s valence to be a causal agent of one’s own life. 
Expectancy-value is another theoretical method frequently utilized to decide 
the relationship between reading motivation and comprehension (Wigfield & 
Eccles, 2000). This viewpoint proposes that a person’s confidence in his/her 
own abilities to accomplish a task and the importance he or she attributes to 
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that task affect motivation remarkably. Therefore, readers who prize reading 
and who consider themselves as proficient readers have a tendency to demon-
strate upper levels of intrinsic motivation and outperform on reading compre-
hension tasks than those who do not (Marinak & Gambrell, 2010). 

In this research, learners’ reading motivation and reading attitude toward 
target language are investigated. Indeed, having cultural awareness can aid the 
learners to comprehend the content more successfully. This is why, when the 
culture of reading texts is unfamiliar for the readers, it is very difficult for them 
to comprehend these texts. Therefore, this study tends to examine the influ-
ences of teaching cultural materials on reading motivation and reading attitude 
among Iranian upper-intermediate male and female EFL learners. To this pur-
pose, six research questions were proposed: 
RQ 1. Does familiarity with the target cultural materials (British and American) 
affect Iranian EFL learners’ reading motivation? 

RQ 2. Does familiarity with Persian cultural materials (source culture) affect 
Iranian EFL learners’ reading motivation? 

RQ 3. Do culture-free materials have any impact on Iranian EFL learners' read-
ing motivation? 

RQ 4. Is there any significant difference between and within all groups’ foreign 
language reading motivation after three-months exposure to various cultural 
materials? If so, which group has higher motivation towards reading in English? 

RQ 5. Is there any significant difference between Iranian male and female EFL 
learners’ reading motivation through teaching cultural materials?  
RQ 6. What are Iranian upper-intermediate EFL learners’ attitudes toward us-
ing various cultural materials in teaching reading comprehension? 

Methodology 
Participants 

In this study 150 Iranian male and female learners between the ages of 17 to 20 
years old participated. They were selected among 250 students from five pri-
vate Language Institutes in Ahvaz, Iran. All of them were at upper-intermediate 
level of proficiency in English based on the outcomes of the Oxford Quick 
Placement Test (OQPT). In order to select the participants, non-random con-
venience sampling was utilized; that is, the students were accepted according 
to a criterion - their scores on the OQPT. All the participants were Iranian EFL 
learners from a Persian background. Each gender was randomly divided into 
three equal groups: Group A (Target Culture = TC), Group B (Source Culture = 
SC), and Group C (Culture-Free = CF) or Control Group, each comprising 25 par-
ticipants. Table 1 clearly shows the information regarding the participants: 
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Table 1 
Information Regarding the Participants in the Study 

Gender Groups Number 

Male 

Group A (Target Culture = TC) 25 
Group B (Source Culture = SC) 25 
Group C (Culture-Free = CF) (Control Group) 25 

Female 
Group A (Target Culture = TC) 25 
Group B (Source Culture = SC) 25 
Group C (Culture-Free = CF) (Control Group) 25 

Total 150 

Instruments and Materials 

The instruments utilized in this study are as follows: 
Oxford Quick Placement Test (OQPT). In order to achieve participant homo-
geneity in the study, Oxford Quick Placement Test (OQPT) was applied. It was 
supposed to help the researchers to have a greater comprehension of what lev-
el of proficiency their participants were at. This test included 60 multiple-
choice items and according to Allen (2004), the learners whose scores are 0-10 
are beginners, 11-17 are breakthrough, 18-29 are elementary, 30-40 are inter-
mediate, 40-47 are upper-intermediate and 48-60 are advanced level (Allen, 
2004). 
The Motivation for Reading Questionnaire (MRQ). A modified sample of 
Motivation for Reading Questionnaire (MRQ) was taken advantage of in this 
study. MRQ was developed in 1997 in University of Maryland by Wigfield and 
Guthrie (1997). They used the MRQ during the fulfillment of Concept-Oriented 
Reading instruction on a group of learners in one mid-Atlantic state school. Fac-
tor analyses carried out by Wigfield and Guthrie confirmed the essence of con-
struct validity that supports eleven factors in this MRQ for a total of 53-items. 
Maximum segments of reading motivation were affirmatively relevant with 
low-to high levels. They also reported that their questionnaire varied from .43 
to .81 in terms of reliability. Wigfield and Guthrie (1997) suggested eleven ele-
ments (Table 2) as the basis for the questionnaire in their final version of the 
original MRQ with fifty-three items.  

Table 2 
The Elements of MRQ 
Elements of questionnaire The number of items 
Reading Efficacy 3 
Challenge 5 
Curiosity 5 
Reading Involvement 6 
Importance 2 
Recognition 5 
Grades 4 
Social 7 
Competition 6 
Compliance 6 
Reading Work Avoidance 4 
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In this research, 30 items of the whole 53 items in the questionnaire were cho-
sen because only seven aspects of total 11 aspects of reading motivation were 
considered to measure. They were: reading efficacy, reading challenge, reading 
curiosity, reading involvement, importance of reading, recognition for reading, 
and reading for grades. MRQ was a five-point Likert scale questionnaire com-
prised five choices: 1 for ‘I strongly disagree’, 2 for ‘I disagree’, 3 for ‘I don’t 
know’, 4 for ‘I agree’, and 5 for ‘I strongly agree’. The participants answered the 
MRQ twice. They did so both before and after the treatment. It should be men-
tioned that the validity of MRQ was corroborated by 5 English experts and its 
reliability was checked through Cronbach’s Alpha test (r = .79).  
 
Materials 

The materials were chosen from Internet reliable websites (such as bbc.com 
and cnn.com) and other authentic resources such as ACTIVE Skills for Reading 
series (Anderson, 2008), published by Heinle ELT, Top Notch, level 1 A by 
Saslow and Ascher (2011), and Select Reading Series (Lee & Gundersen, 2014). 
Reading Attitude Questionnaire. Reading attitude questionnaire was the last 
instrument used in the present study. It included twenty-five questions which 
was an adapted form of Liu’s (2015) questionnaire. The researchers designed 
the twenty-five questions in the questionnaire to help determine if students 
have positive or negative attitudes toward teaching cultural materials in read-
ing comprehension. Using a Likert scale, the questionnaire gathered students’ 
feedbacks and showed the number of agreements and disagreements in the 
subjects’ replies. The questionnaire comprised questions regarding two factors: 
(1) cultural materials, and (2) reading comprehension. These two factors were 
regarded from the viewpoints provided in prior studies carried out by Ben-
soussan (1998) and Lin (2002). The learners were permitted to select from five 
choices: “strongly disagree,” “disagree,” “neutral,” “agree,” and “strongly agree,” 
and each response received from one point to five points. It should be noted 
that the questionnaire mostly asked students to mention if they make any con-
nections between the cultural materials in the classroom and their abilities in 
answering related reading comprehension questions. It was given to the stu-
dents at the end of the study. Just the learners in groups A, and B received this 
questionnaire and filled it out.  

Regarding the questionnaire’s validity and reliability, since the original 
questionnaire received some modifications to meet the aim of this study, the 
researchers made sure about the validity of the instrument. The modified ques-
tionnaire was reviewed by five experts who were English teachers and had fa-
miliarity with ideas in second language learning and cultural materials. To 
achieve a general agreement regarding the content validity of the question-
naire, it was necessary to delete some items and rectify the wording of some 
items. Twenty-five items were included in the final version. This stage was cru-
cial in obtaining a comprehensible and relevant questionnaire regarding face 
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and content validity. Moreover, reliability was calculated after using Cronbach’s 
Alpha test (r = .89).  

Data Collection Procedure 

In the first step, the OQPT was carried out to check the participants' homogene-
ity with regard to English language proficiency. One hundred fifty (75 males 
and 75 females) learners out of 250 were opted to be the main participants of 
the current study. The next step was dividing the selected participants of each 
gender into three equal groups, group A (Target Culture = TC), group B (Source 
Culture = SC), and group C (Culture-Free = CF) or control group.  All groups re-
ceived a pretest (MRQ). After that, the treatment was carried out in each group. 
The participants in each group practiced reading comprehension passages im-
bued with contents from a particular culture. During the treatment period 
which was about 25 sessions, the researchers provided reading passages relat-
ed to American and British culture (for group A), Persian culture (for group B), 
and finally culture-free passages (for group C). The passages were mostly about 
particular cultural subjects, for instance, Mosque, Cathedral, Christmas festival, 
Nowruz Festival, Thanksgiving day, Boxing Day, Guy Fawkes Night, Chaharshanbe 
Suri, Sofreye Haft Sin, Valentine's Day, Poppy Day or Remembrance Day, Ostrich 
Racing Sizdah Be-dar, and so on. Students were expected to do careful reading, 
and then the teacher asked them many questions including synonyms and an-
tonyms, fill in the blanks, tell-what-you-understand, etc. Before teaching the 
selected reading texts, the researcher catered pre-reading cultural warm-up 
activities for the students. For instance, if the given reading text was about 
Christmas, the researcher activated his students’ mind by providing some 
background knowledge about the customs and the beliefs related to Christmas. 
Besides, the students were allowed to think and to talk about the given text; 
they expressed their ideas about the gist of the reading text. Furthermore, some 
exercises including question and answer (Q&A) was practiced in the classroom. 
Q and A refers to some questions related to the text asked by the researchers 
and answered by the students and wanting them to share their answers. The 
reading passages were collected from reliable websites (such as bbc.com and 
cnn.com), providing learners various types of English texts along with a variety 
of follow-up queries to test the users’ comprehension and other authentic 
sources such as ACTIVE Skills for Reading series (Anderson 2008), published 
by Heinle ELT, Top Notch, level 1 A by Saslow and Ascher (2011), and Select 
Reading Series (Lee & Gundersen, 2014). It should be noted that the text diffi-
culty was determined by using the scale of Gunning Fog Tests (Gunning, 1952) 
after the retrieval of the texts from the site.  

Finally, after about 25 sessions, the students answered the MR question-
naire. In addition, to seek students’ attitudes regarding the inclusion of cultural 
materials, qualitative data were also obtained from a reading attitude ques-
tionnaire comprising twenty-five items.  
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and content validity. Moreover, reliability was calculated after using Cronbach’s 
Alpha test (r = .89). 

Data Collection Procedure

In the first step, the OQPT was carried out to check the participants' homogene-
ity with regard to English language proficiency. One hundred fifty (75 males
and 75 females) learners out of 250 were opted to be the main participants of 
the current study. The next step was dividing the selected participants of each
gender into three equal groups, group A (Target Culture = TC), group B (Source
Culture = SC), and group C (Culture-Free = CF) or control group. All groups re-
ceived a pretest (MRQ). After that, the treatment was carried out in each group. 
The participants in each group practiced reading comprehension passages im-
bued with contents from a particular culture. During the treatment period 
which was about 25 sessions, the researchers provided reading passages relat-
ed to American and British culture (for group A), Persian culture (for group B),
and finally culture-free passages (for group C). The passages were mostly about 
particular cultural subjects, for instance, Mosque, Cathedral, Christmas festival,
Nowruz Festival, Thanksgiving day, Boxing Day, Guy Fawkes Night, Chaharshanbe 
Suri, Sofreye Haft Sin, Valentine's Day, Poppy Day or Remembrance Day, Ostrich 
Racing Sizdah Be-dar, and so on. Students were expected to do careful reading, 
and then the teacher asked them many questions including synonyms and an-
tonyms, fill in the blanks, tell-what-you-understand, etc. Before teaching the
selected reading texts, the researcher catered pre-reading cultural warm-up 
activities for the students. For instance, if the given reading text was about 
Christmas, the researcher activated his students’ mind by providing some
background knowledge about the customs and the beliefs related to Christmas. 
Besides, the students were allowed to think and to talk about the given text; 
they expressed their ideas about the gist of the reading text. Furthermore, some
exercises including question and answer (Q&A) was practiced in the classroom. 
Q and A refers to some questions related to the text asked by the researchers
and answered by the students and wanting them to share their answers. The
reading passages were collected from reliable websites (such as bbc.com and
cnn.com), providing learners various types of English texts along with a variety 
of follow-up queries to test the users’ comprehension and other authentic
sources such as ACTIVE Skills for Reading series (Anderson 2008), published 
by Heinle ELT, Top Notch, level 1 A by Saslow and Ascher (2011), and Select
Reading Series (Lee & Gundersen, 2014). It should be noted that the text diffi-
culty was determined by using the scale of Gunning Fog Tests (Gunning, 1952)
after the retrieval of the texts from the site. 

Finally, after about 25 sessions, the students answered the MR question-
naire. In addition, to seek students’ attitudes regarding the inclusion of cultural
materials, qualitative data were also obtained from a reading attitude ques-
tionnaire comprising twenty-five items. 

Results 
In order to decide whether the scores were normally distributed or not, Kolmo-
gorov-Smirnov test was conducted. Sig. values showed a value higher than .05, 
which reveals that the distribution of scores for the pretest and posttest re-
ceived from the three groups was normal. 

As the first three research questions sought to figure out if teaching target 
cultural materials (English and American), Persian cultural materials (source 
culture), and culture free materials had any significant effects on Iranian EFL 
learners’ reading motivation, the MRQ pretest and posttest scores of the learn-
ers in the three groups were compared through running a paired-samples t-
test: 

Table 3 
Descriptive Statistics for Comparing Pretest and Posttest Scores of the TCG, SCG, and CFG 

Mean N Std. Deviation Std. Error 
Mean 

Pair 1 TCG Posttest 78.82 50 14.26 2.01 
TCG Pretest 33.12 50 1.81 .25 

Pair 2 SCG Posttest 70.18 50 15.34 2.16 
SCG Pretest 33.70 50 1.83 .25 

Pair 3 CFG Posttest 33.82 50 1.74 .24 
CFG Pretest 33.28 50 1.96 .27 

As Table 3 shows, the TCG, SCG, and CFG students got the mean scores 
of 33.12, 33.70, and 33.28 on the MRQ pretest and 78.82, 70.18, and 33.82 on 
the MRQ posttest, respectively. To check whether the difference between the 
pretest and posttest scores of the three groups was statistically significant or 
not, the researchers examined the paired-samples t-test table (Table 4): 

Table 4 
Results of the Paired-Samples t-Test Comparing Pretest and Posttest Scores of the TCG, SCG, and CFG 

Paired Differences t df Sig. 
(2-
taile
d) 

Mean Std. De-
viation 

Std. 
Error 
Mean 

95% Confidence 
Interval of the 
Difference 
Lower Upper 

TCG POST – TCG PRE 45.70 14.08 1.99 41.69 49.70 22.94 49 .00 
SCG POST – SCG PRE 36.48 15.87 2.24 31.96 40.99 16.25 49 .00 
CFG POST – CFG PRE .54 2.10 .29 -.05 1.13 1.81 49 .07 

Table 4 demonstrates that there was a statistically significant difference be-
tween the pretest (M = 33.12, SD = 1.81) and posttest (M = 78.82, SD = 14.26) 
scores of the TCG learners since the p value under the Sig, (2-tailed) column 
was less than .05 (i.e. .00 < .05). Moreover, since the p value under the Sig. (2-
tailed) column for the SCG group in Table 2 was smaller than .05 (.00 < .05), it 
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could be understood that the difference between the MRQ pretest (M = 33.70) 
and posttest (M = 70.18) of the SCG learners was statistically significant. These 
indicate that the treatment, i.e. teaching target cultural materials (English and 
American) and Persian cultural materials (Source Culture), was beneficial when 
it came to the reading motivation of the Iranian EFL learners. Lastly, as Table 4 
demonstrated, there was not a statistically significant difference in the pretest 
(M = 33.28) and posttest (M = 33.82) of CFG since the p value was larger than 
0.05 (p > .05). Therefore, it could be deduced that culture-free materials did not 
affect the reading motivation of upper-intermediate Iranian EFL learners.  
        The fourth research question of this study aimed to see if there is any sig-
nificant difference between and within all groups’ foreign language reading 
motivation after three-months exposure to various cultural materials. To attain 
this objective, one-way ANCOVA was chosen to be carried out: 

Table 5 
Descriptive Statistics for Comparing the Posttest Scores of the TCG, SCG, and CFG Learners 

Groups Mean Std. Deviation N 
TCG 78.82 14.26 50 
SCG 70.18 15.34 50 
CFG 33.82 1.74 50 
Total 60.94 22.98 150 

The mean scores of the TCG (M = 78.82), SCG (M = 70.18), and CFG (M = 33.82) 
were seen to be varied from one another on the MRQ posttest. To examine 
whether the differences among these mean scores were of statistical signifi-
cance or not, it is necessary to check the p value under the Sig. column in the 
one-way ANCOVA table below (Table 6). 

Table 6 
Results of One-Way ANCOVA for Comparing the Posttest Scores of TCG, SCG, and CFG Learners 

Source Type III Sum of 
Squares 

df Mean Square F Sig. Partial Eta 
Squared 

Corrected Model 57034.33 3 19011.445 128.206 .000 .725 
Intercept 1924.25 1 1924.25 12.97 .00 .08 
Pretest 6.01 1 6.01 .04 .84 .00 
Groups 57034.29 2 28517.14 192.30 .00 .72 
Error 21650.12 146 148.28 
Total 635737.00 150 
Corrected Total 78684.46 149 

The p value under the Sig. column in Table 6 was lower than .05 (.00 < .05), 
revealing that the difference between the TCG (M = 78.82), SCG (M = 70.18), 
and CFG (M = 33.82) on the MRQ posttest reached statistical significance. This 
means that the three groups significantly varied in terms of reading motivation 
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could be understood that the difference between the MRQ pretest (M = 33.70)
and posttest (M = 70.18) of the SCG learners was statistically significant. These
indicate that the treatment, i.e. teaching target cultural materials (English and 
American) and Persian cultural materials (Source Culture), was beneficial when
it came to the reading motivation of the Iranian EFL learners. Lastly, as Table 4
demonstrated, there was not a statistically significant difference in the pretest 
(M = 33.28) and posttest (M = 33.82) of CFG since the p value was larger than
0.05 (p > .05). Therefore, it could be deduced that culture-free materials did not 
affect the reading motivation of upper-intermediate Iranian EFL learners.

The fourth research question of this study aimed to see if there is any sig-
nificant difference between and within all groups’ foreign language reading 
motivation after three-months exposure to various cultural materials. To attain
this objective, one-way ANCOVA was chosen to be carried out:

Table 5
Descriptive Statistics for Comparing the Posttest Scores of the TCG, SCG, and CFG Learners

Groups Mean Std. Deviation N
TCG 78.82 14.26 50
SCG 70.18 15.34 50
CFG 33.82 1.74 50
Total 60.94 22.98 150

The mean scores of the TCG (M = 78.82), SCG (M = 70.18), and CFG (M = 33.82)
were seen to be varied from one another on the MRQ posttest. To examine
whether the differences among these mean scores were of statistical signifi-
cance or not, it is necessary to check the p value under the Sig. column in the
one-way ANCOVA table below (Table 6).

Table 6
Results of One-Way ANCOVA for Comparing the Posttest Scores of TCG, SCG, and CFG Learners

Source Type III Sum of
Squares

df Mean Square F Sig. Partial Eta 
Squared

Corrected Model 57034.33 3 19011.445 128.206 .000 .725
Intercept 1924.25 1 1924.25 12.97 .00 .08
Pretest 6.01 1 6.01 .04 .84 .00
Groups 57034.29 2 28517.14 192.30 .00 .72
Error 21650.12 146 148.28
Total 635737.00 150
Corrected Total 78684.46 149

The p value under the Sig. column in Table 6 was lower than .05 (.00 < .05), 
revealing that the difference between the TCG (M = 78.82), SCG (M = 70.18), 
and CFG (M = 33.82) on the MRQ posttest reached statistical significance. This 
means that the three groups significantly varied in terms of reading motivation

after the treatment. Pair-wise comparisons of the groups (in Table 7) reveals 
the two groups which showed significant difference on the MRQ posttest.  

It is also worth noting that the effect size value, shown under the Partial Eta 
Squared column in front of Groups, equaled .72, which means that the treat-
ment (i.e., cultural materials) accounted for 72% of the difference between the 
MRQ posttest of the three groups.  

Table 7 
Pair-wise Comparisons for TCG, SCG, and CFG Learners’ Mean Scores on the Posttest 

(I) 
Groups 

(J) 
Groups 

Mean Differ-
ence (I-J) 

Std. Error Sig.b 95% Confidence Interval for Differ-
enceb 
Lower Bound Upper Bound 

CFG TCG -44.98 2.43 .00 -50.88 -39.08 
SCG -36.40 2.44 .00 -42.32 -30.48 

SCG TCG -8.57 2.45 .00 -14.52 -2.63 
CFG 36.40 2.44 .00 30.48 42.32 

TCG SCG 8.57 2.45 .00 2.63 14.52 
CFG 44.98 2.43 .00 39.08 50.88 

Based on the data demonstrated in table 7, it could be observed that the dif-
ference between CFG (M = 33.82) and TCG (M = 78.82) was statistically signifi-
cant since the Sig. value related to this comparison (p = .00) was less than .05. 
This means that teaching target cultural materials (English and American) 
could cause a remarkable impact on the reading motivation. 

Additionally, CFG learners’ mean score (M = 33.82) was significantly smaller 
than that of SCG learners (M = 70.18) as the p value was .00, which is less than 
0.05. Consequently, it could be deduced that teaching Persian cultural materials 
(source culture) also leaves a significant effect on reading motivation. 

Finally, the comparison of TCG (M = 78.82) and SCG (M = 7018) revealed 
that teaching target cultural materials (English and American) was more effec-
tive than Persian cultural materials (source culture) as the reading motivation 
of Iranian upper-intermediate EFL learners was concerned.   This result ensued 
because the p value for the comparison of these two groups (i.e. .00) was lower 
than the significance level (.05.). 

In an endeavor to respond the fifth question of this study, two-way ANCOVA 
was run. 

Table 8 
Descriptive Statistics for Comparing the Posttest Scores of the Male and Female Learners in the TCG, 
SCG, and CFG 

Groups Gender Mean Std. Deviation N 
TCG Male 70.24 15.47 25 

Female 87.40 4.74 25 
Total 78.82 14.26 50 
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SCG Male 66.84 18.14 25 
Female 73.52 11.32 25 
Total 70.18 15.34 50 

CFG Male 34.44 1.35 25 
Female 33.20 1.89 25 
Total 33.82 1.74 50 

Total Male 57.17 21.18 75 
Female 64.70 24.20 75 
Total 60.94 22.98 150 

As Table 8 shows, the total difference between the male (M = 57.17) and female 
(M = 64.70) learners seems to indicate a large difference. However, to get sure 
whether the difference between the gender groups in the study was statistically 
significant or not, the researchers needed to examine the p value in front of 
Gender under the Sig. column in the two-way ANCOVA table: 

Table 9 
Results of Two-Way ANCOVA for Comparing the Posttest Scores of the Male and Female Learners in 
the TCG, SCG, and CFG 

Source Type III Sum of 
Squares 

df Mean Square F Sig. Partial Eta 
Squared 

Corrected Model 61286.14 6 10214.35 83.95 .00 .779 
Intercept 1660.02 1 1660.02 13.64 .00 .087 
Pretest .00 1 .00 .00 .99 .000 
Groups 57023.02 2 28511.51 234.34 .00 .766 
Gender 2125.99 1 2125.99 17.47 .00 .109 
Groups * Gender 2128.73 2 1064.36 8.74 .00 .109 
Error 17398.31 14 121.66 
Total 635737.00 15 
Corrected Total 78684.46 14 

Table 9 indicates that the p value in front of Gender was found to be less 
than 0.05 (.00 < .05), which shows that the differences between the male and 
female EFL learners has achieved statistical significance. Moreover, there was a 
statistically significant two-way interaction effect for groups/treatment and 
gender on the posttest, whilst controlling for pretest, F (2, 14) = 8.74, p =.00, 
partial η2 = .109. 

The last question of the study tried to unearth the attitudes of the TCG and 
SCG learners towards using various cultural materials they received in teaching 
reading comprehension. The results taken from the questionnaire are present-
ed in Appendix A. 

In the questionnaire, all the mean scores of the questionnaire items were 
well above 3.00 (which is the average value of the options where “strongly 
agree” receives 5.00 and “strongly disagree” receives 1.00). This indicates that 
the both TCG and SCG learners agreed with all the questionnaire items, which 
were all positive comments about using cultural materials in teaching reading 
comprehension. The highest mean scores out there belonged to items 4 and 6 
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As Table 8 shows, the total difference between the male (M = 57.17) and female
(M = 64.70) learners seems to indicate a large difference. However, to get sure
whether the difference between the gender groups in the study was statistically 
significant or not, the researchers needed to examine the p value in front of 
Gender under the Sig. column in the two-way ANCOVA table:
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Results of Two-Way ANCOVA for Comparing the Posttest Scores of the Male and Female Learners in 
the TCG, SCG, and CFG
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Squares

df Mean Square F Sig. Partial Eta 
Squared
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Intercept 1660.02 1 1660.02 13.64 .00 .087
Pretest .00 1 .00 .00 .99 .000
Groups 57023.02 2 28511.51 234.34 .00 .766
Gender 2125.99 1 2125.99 17.47 .00 .109
Groups * Gender 2128.73 2 1064.36 8.74 .00 .109
Error 17398.31 14 121.66
Total 635737.00 15
Corrected Total 78684.46 14

Table 9 indicates that the p value in front of Gender was found to be less
than 0.05 (.00 < .05), which shows that the differences between the male and 
female EFL learners has achieved statistical significance. Moreover, there was a
statistically significant two-way interaction effect for groups/treatment and 
gender on the posttest, whilst controlling for pretest, F (2, 14) = 8.74, p =.00, 
partial η2 = .109.

The last question of the study tried to unearth the attitudes of the TCG and 
SCG learners towards using various cultural materials they received in teaching 
reading comprehension. The results taken from the questionnaire are present-
ed in Appendix A.

In the questionnaire, all the mean scores of the questionnaire items were
well above 3.00 (which is the average value of the options where “strongly 
agree” receives 5.00 and “strongly disagree” receives 1.00). This indicates that 
the both TCG and SCG learners agreed with all the questionnaire items, which 
were all positive comments about using cultural materials in teaching reading 
comprehension. The highest mean scores out there belonged to items 4 and 6

through which the learners expressed that (a) Teaching cultural materials may 
cause better reading comprehension, and (b) Familiarity with content and hav-
ing enough cultural background knowledge are the major factors that make 
reading comprehension better. To check whether the degree of this agreement 
was statistically significant or not, a one-sample t-test was run. 

Table 10 
Descriptive Statistics for TCG and SCG Learners’ Attitude Scores 

N Mean Std. Deviation Std. Error Mean 
TCG Attitude 23 4.39 .40 .08 
SCG Attitude 23 4.35 .40 .08 

That the overall mean score of the questionnaire was well above 3.00, indicat-
ing that both TCG and SCG learners had positive attitudes towards the treat-
ment they received. To see if the positive attitudes reached statistical signifi-
cance, one-sample t-test table had to be checked:  

Table 11 
One-Sample t-Test Results for the TCG and SCG Learners’ Attitude Scores 

Test Value = 3 
t df Sig. (2-

tailed) 
Mean 
Differ-
ence 

95% Confidence Interval of the 
Difference 
Lower Upper 

TCG Attitude 52.23 22 .00 4.39 4.21 4.56 
SCG Attitude 51.55 22 .00 4.35 4.17 4.52 

It is obviously seen in Table 11 that the both TCG and SCG learners’ attitude 
was significantly positive since the p value was smaller than 0.05 (p < .05). Both 
TCG and SCG, thus, did welcome using cultural materials in teaching reading 
comprehension for writing. 

Discussion 
Generally speaking, this study inspected the effectiveness of teaching cultural 
materials on Iranian EFL learners’ reading motivation and reading attitude. The 
results suggest that readers’ culture-bound knowledge can pave the way to fa-
cilitate their English text comprehension. In fact, readers are envisaged to un-
derstand the writer’s intended meaning by applying their culture-bound 
knowledge. (Alderson, 2008; An, 2013; Dehghan & Sadighi, 2011; Gürkan, 
2012; Liu, 2015; Nassaji, 2002; Nuttall, 1998). The current research has yielded 
some findings which are in line with the ones in the studies of Alptekin (2006), 
Ketchum (2006), Salumy and Bairmani (2016) and Pulido (2007), who put em-
phasis on the fact that prior knowledge has definitive impact on reading com-
prehension and reading motivation. According to Alpetkin (2006), readers’ 



114  —  The Impact of Teaching Cul-tural Materials on Reading Motivation and Attitude of Iranian ...

schema is activated if they have knowledge about the terms of customs and 
traditions in their short-term memory. Readers who read culturally-related 
passages often did not have to contend with unknown words and this led to 
better understanding because they were able to incorporate new knowledge 
into their short-term memory. In this study, therefore, culturally-free material 
readers utilized controlled processes that actually needed abundant endeavor. 
Moreover, culturally-oriented material readers utilized automated mechanisms 
because they were acquainted with the updated knowledge which would make 
it easier for them to release space in their short-term memory (Bakhtiarvand & 
Adinevand, 2011).      

The findings of the present research confirm the idea of Alptekin (2006) 
who stated that cultural background knowledge can play a significant role in 
learning English skills. This study is also supported by the belief that the level 
of complexity of the texts is not the only determining element in reading com-
prehension, which also depends on the readers’ background knowledge as well 
as specified contextual cues on determined cultural conventions that they are 
familiar with (Carrell & Eisterhold, 1983). 

Generally, the findings of this research can be corroborated according to the 
line of reasoning that follows. As one reason, the prior knowledge of the texts 
enables TCG and SCG learners to activate their proper schemata more effective-
ly and successfully than the learners in the control group (CFG) since the cul-
tural-oriented textual and contextual signs which represented the culture in the 
texts were clarified in the background information passages taught to TCG and 
SCG and accordingly led to a greater comprehension of the text. Another justifi-
cation for the findings of the current study emerges from the interactive com-
pensatory model proposed by Stanovich (1980). It is plausible that the TCG and 
SCG who read texts could surmount their potential vocabulary deficits by rely-
ing on their context information in order to surmise the meaning of the unfa-
miliar terms; consequently, their understanding of the texts was improved and 
they could recall further vocabulary than the control group, who were at a dis-
advantage since they read texts that were not culturally-bounded. This claim is 
backed by Pulido's empirical work (Pulido, 2007), which claimed that the back-
ground information of readers, and more precisely their cultural context, would 
promote lexical inferences during reading. 

The third supporting factor related to students’ own motivation to learn 
more about the cultures. While reading about a cultural topic, students were 
enthusiastic to learn more since they believed it helps them communicate with 
foreign language speakers effortlessly. In this regard, Turkan and Çelik (2007) 
contended that the successful acquisition of culture facilitates sensible and flex-
ible actions on the part of language learners as they come up with cultural 
norms to be followed in target language culture. Similarly, Byram (1994) 
claimed that foreign language learners are expected to know well about the 
cultural aspects of a foreign language since boosting one’s awareness about a 
foreign language culture equals promoting cultural competence and this per se 
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schema is activated if they have knowledge about the terms of customs and 
traditions in their short-term memory. Readers who read culturally-related
passages often did not have to contend with unknown words and this led to 
better understanding because they were able to incorporate new knowledge
into their short-term memory. In this study, therefore, culturally-free material
readers utilized controlled processes that actually needed abundant endeavor. 
Moreover, culturally-oriented material readers utilized automated mechanisms
because they were acquainted with the updated knowledge which would make
it easier for them to release space in their short-term memory (Bakhtiarvand & 
Adinevand, 2011).

The findings of the present research confirm the idea of Alptekin (2006)
who stated that cultural background knowledge can play a significant role in
learning English skills. This study is also supported by the belief that the level
of complexity of the texts is not the only determining element in reading com-
prehension, which also depends on the readers’ background knowledge as well 
as specified contextual cues on determined cultural conventions that they are
familiar with (Carrell & Eisterhold, 1983).

Generally, the findings of this research can be corroborated according to the
line of reasoning that follows. As one reason, the prior knowledge of the texts 
enables TCG and SCG learners to activate their proper schemata more effective-
ly and successfully than the learners in the control group (CFG) since the cul-
tural-oriented textual and contextual signs which represented the culture in the
texts were clarified in the background information passages taught to TCG and 
SCG and accordingly led to a greater comprehension of the text. Another justifi-
cation for the findings of the current study emerges from the interactive com-
pensatory model proposed by Stanovich (1980). It is plausible that the TCG and 
SCG who read texts could surmount their potential vocabulary deficits by rely-
ing on their context information in order to surmise the meaning of the unfa-
miliar terms; consequently, their understanding of the texts was improved and 
they could recall further vocabulary than the control group, who were at a dis-
advantage since they read texts that were not culturally-bounded. This claim is 
backed by Pulido's empirical work (Pulido, 2007), which claimed that the back-
ground information of readers, and more precisely their cultural context, would 
promote lexical inferences during reading.

The third supporting factor related to students’ own motivation to learn
more about the cultures. While reading about a cultural topic, students were
enthusiastic to learn more since they believed it helps them communicate with 
foreign language speakers effortlessly. In this regard, Turkan and Çelik (2007)
contended that the successful acquisition of culture facilitates sensible and flex-
ible actions on the part of language learners as they come up with cultural
norms to be followed in target language culture. Similarly, Byram (1994)
claimed that foreign language learners are expected to know well about the
cultural aspects of a foreign language since boosting one’s awareness about a
foreign language culture equals promoting cultural competence and this per se

results in more successful interaction between native language speakers and 
foreign language learners.  

The fourth supporting factor can be the students’ instrumental orientation 
to learn about other cultures. Integrative orientation has a strong correlation 
with the students’ interests in learning about other cultures. On the other hand, 
instrumental orientation may be a less persuasive agent in learning about other 
cultures. In Iranian context, students’ instrumental orientation was remarkably 
affected by socio-cultural factors, so this phenomenon may be properly ex-
plained by two sociocultural factors. On one hand, English is highly accepted to 
be a significant agent in social mobility and better economic status; as a result, 
Iranian students were encouraged to learn language skills particularly reading 
skill which is an important English skill for integrative motivation (e.g. getting a 
decent job).  The interest of Iranians in travelling abroad may require the ma-
jority of students to learn English skills since they are a necessity for travelling 
abroad. As the students may have sociocultural orientations (Gardner, 1985), 
new viewpoints in society can change them. Hence, it can be claimed that teach-
ing cultural materials can persuade Iranian upper-intermediate EFL learners to 
learn English skills considering Iran's current socio-cultural situation.  

The plausible reason why the participants of the target culture gained high-
er reading motivation scores than their counterparts in the source culture 
group can be ascribed the fact that the texts of the target group were more au-
thentic and more attractive for the students. This claim is supported by Bakhti-
arvand and Adinevand (2011) who concluded that authentic texts affect inter-
mediate EFL learners’ reading comprehension positively.  

Morgan and Fuchs (2007) clarified that motivation is a fundamental factor 
that encourages learners to read further and that it has a notable relevance to 
comprehending the texts. Likewise, Hairul et al. (2012) suggested that several 
researchers were totally informed of the notable role of motivation in foreign 
language learning and how students’ comprehension is boosted by motivation 
(Cox & Guthrie, 2001). In the same vein, Schutte and Malouff (2007) claimed 
that “motivating students to read by providing them with chances to choose 
their own favorable sources is very essential” (p. 19). If they are permitted to 
pick out their reading materials, learners would be able to read more. There-
fore, it can be inferred that highly motivated learners will read more than less 
motivated learners (Pachtman & Wilson, 2006). 

Teaching culture seems to be effective for teaching language components 
and skills. This can change the students’ attitudes towards foreign language 
speakers and their language. Consequently, the students may have high motiva-
tion to learn a foreign language. In this research, the findings indicated that the 
students presented positive attitudes toward using teaching cultural materials. 
Using culture-based materials can motivate the students to learn more success-
fully. In addition, culture-based materials can make the students curious to im-
prove their general knowledge about different cultures. The findings are in con-
trast with the results of Jabeen and Shah (2014) who discovered that their par-
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ticipants had predominantly negative beliefs about teaching target language 
culture in Government College University of Faisalabad.  

Female students had better motivation scores than the male ones. Females 
are different from males in nature; they are realistic and sensitive; they showed 
more interest while reading English texts. Females were more polite and silent 
than the males and they were more eager to learn English language. These can 
be the reasons why females obtained higher reading motivation scores than the 
males.  In addition, the better reading motivation of the females may be due to 
what Loganet al. (2011) came up with the idea that girls outperform boys when 
it comes to enjoying intrinsic motivation in reading and writing. Lucas (2010) 
posited that “learners are intrinsically motivated to learn speaking and reading 
skills and they are also intrinsically motivated through knowledge and accom-
plishment” (p. 39). Additionally, Tercanlioglu (2001) stated that Turkish learn-
ers had positive attitudes towards reading since they had intrinsic and extrinsic 
purposes in their reading. Furthermore, based on Marinak and Gambrell’s 
(2010) ideas, when reading texts of a variety of topics, females show more in-
trinsic and extrinsic motivation. This superiority of girls over boys in their 
reading motivation may be construed as having a more highly developed criti-
cal thinking skill when reading which comes with more frequent reading par-
ticularly in first language. One reader’s schema becomes more powerful 
through reading numerous texts and this counts considerably in promoting 
one’s reading motivation. 

Conclusion 
In summary, the following conclusions are drawn in light of the empirical evi-
dence presented in this study and in relation to the researchers' own observa-
tions during the experiment: 1. To a large extent, teaching cultural materials is 
helpful to EFL Iranian students. 2. Iranian EFL students are highly motivated to 
understand texts by referring to the cultural elements in that text. 3. Using cul-
tural materials in teaching reading comprehension helps evoke students’ think-
ing skills. 4. Focusing on cultural parallels and disparities between the native 
culture and that of the foreign cultures facilitates university instructors’ teach-
ing and EFL students’ learning. 5. Teaching cultural materials provide instruc-
tors with students’ background knowledge so that they can be acquainted with 
their abilities. 6. Knowing other cultures will definitely help EFL learners con-
tact foreigners particularly through Internet and the social media. 7. Iranian 
upper-intermediate EFL learners had positive attitudes toward using cultural 
materials in teaching reading comprehension.  

Last but not least, expanding a culture-based method in teaching may rely 
on multiple variables, such as the cultural knowledge of teachers, the normal 
environment for training, the learners’ attitude and motivation toward the for-
eign language, and the incorporation of a well-developed culture-based pro-
gram. Such variables have an effect on the progress and failure of culture in-
struction in language classrooms. In this regard, Damen (1986) believed that 
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ticipants had predominantly negative beliefs about teaching target language
culture in Government College University of Faisalabad. 

Female students had better motivation scores than the male ones. Females
are different from males in nature; they are realistic and sensitive; they showed 
more interest while reading English texts. Females were more polite and silent 
than the males and they were more eager to learn English language. These can
be the reasons why females obtained higher reading motivation scores than the
males.  In addition, the better reading motivation of the females may be due to 
what Loganet al. (2011) came up with the idea that girls outperform boys when
it comes to enjoying intrinsic motivation in reading and writing. Lucas (2010)
posited that “learners are intrinsically motivated to learn speaking and reading 
skills and they are also intrinsically motivated through knowledge and accom-
plishment” (p. 39). Additionally, Tercanlioglu (2001) stated that Turkish learn-
ers had positive attitudes towards reading since they had intrinsic and extrinsic
purposes in their reading. Furthermore, based on Marinak and Gambrell’s
(2010) ideas, when reading texts of a variety of topics, females show more in-
trinsic and extrinsic motivation. This superiority of girls over boys in their
reading motivation may be construed as having a more highly developed criti-
cal thinking skill when reading which comes with more frequent reading par-
ticularly in first language. One reader’s schema becomes more powerful
through reading numerous texts and this counts considerably in promoting 
one’s reading motivation.

Conclusion
In summary, the following conclusions are drawn in light of the empirical evi-
dence presented in this study and in relation to the researchers' own observa-
tions during the experiment: 1. To a large extent, teaching cultural materials is 
helpful to EFL Iranian students. 2. Iranian EFL students are highly motivated to 
understand texts by referring to the cultural elements in that text. 3. Using cul-
tural materials in teaching reading comprehension helps evoke students’ think-
ing skills. 4. Focusing on cultural parallels and disparities between the native
culture and that of the foreign cultures facilitates university instructors’ teach-
ing and EFL students’ learning. 5. Teaching cultural materials provide instruc-
tors with students’ background knowledge so that they can be acquainted with 
their abilities. 6. Knowing other cultures will definitely help EFL learners con-
tact foreigners particularly through Internet and the social media. 7. Iranian
upper-intermediate EFL learners had positive attitudes toward using cultural
materials in teaching reading comprehension. 

Last but not least, expanding a culture-based method in teaching may rely 
on multiple variables, such as the cultural knowledge of teachers, the normal
environment for training, the learners’ attitude and motivation toward the for-
eign language, and the incorporation of a well-developed culture-based pro-
gram. Such variables have an effect on the progress and failure of culture in-
struction in language classrooms. In this regard, Damen (1986) believed that 

teachers and their accurate cultural knowledge play a fundamental role in lan-
guage classes as cultural guides. 

This study is beneficial for EFL learners as it helps them to enhance their 
understanding of the target culture regarding people's way of life, ideals, be-
haviors and opinions, and how these express themselves or break into linguis-
tic components and types. More precisely, this research allows learners to be 
informed of speech actions, connotations, manners, that is, acceptable or im-
proper behavior, and offers them the ability to behave as a part of the target 
culture. In addition, the results of this research clarify the fundamental and val-
uable role of EFL learners’ exposure to culturally-oriented materials in enhanc-
ing their reading comprehension, reading motivation, and reading attitude. The 
findings of the present study help EFL teachers remember that, if the unknown 
content of a text has an impact on reading comprehension, then it must be re-
garded as a standard in choosing reading materials and in evaluating reading 
comprehension. Consequently, teachers can devise numerous types of reading 
passages and resources to augment the cultural information of their students. 
On the other hand, to make teaching and learning environments extremely at-
tractive for learners, culturally familiar reading passages should be provided by 
the syllabus designers. Finally, as culturally familiar reading passages are sim-
pler than the other sorts of the reading passages, it is highly advised that EFL 
learners utilize these passages to improve their reading skills. 

Like any other studies, this study suffered from some limitations. The small 
number of the participants could be a hindrance for the generalizability of the 
results. Nevertheless, this restriction does not decrease substantial proposals 
for more studies. Further studies are recommended to include more partici-
pants to get richer findings. Moreover, the limited time span of the treatment is 
another constraint that should be stressed. Subsequent researches in which the 
texts of various cultures are studied over a long period of time can be quite tell-
ing. In addition, probable unobserved associations between participants can 
trigger a shift in their vocabulary skills during the learning phase. This study 
only considered reading skill; the next studies are recommended to inspect the 
effects of teaching cultural materials on other skills and sub-skills of English 
language. Lastly, this study was carried out on Iranian upper-intermediate EFL 
learners, so its results should be generalized to all language learners very care-
fully. Future studies are advised to work on other language levels of proficien-
cy. Due to all these shortcomings and potential deficiencies, the current re-
search should be ingeminated and integrated with other studies in the sense of 
this issue.  
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Appendix A: 
Results of the Questionnaire 

No. Statements Groups Strongly 
disagree 

Disagree Neutral Agree Strongly 
agree 

Mean 

1 Communicating 
with foreigners 
is one of the 
main purposes 
of learning 
English. 

TCG 0 0 3 29 18 4.30 

SCG 1 1 5 21 22 4.24 

2 I like to learn 
more about 
foreign lan-
guage cultures.  

TCG 0 0 1 14 35 4.68 
SCG 0 0 2 23 25 4.46 

3 If I have a lim-
ited cultural 
vocabulary 
knowledge, it 
will affect my 
understanding 
of the contents. 

TCG 0 2 0 29 19 4.30 

SCG 0 3 7 17 23 4.20 

4 Teaching cul-
tural materials 
can cause to 
better reading 
comprehension.  

TCG 0 0 0 4 46 4.92 

SCG 0 0 0 5 45 4.90 

5 Teaching read-
ing comprehen-
sion through 
using various 
cultural materi-
als is effective 
and motivating. 

TCG 0 0 2 16 32 4.60 

SCG 0 0 0 21 29 4.58 

6 Familiarity with 
content and 
having enough 
cultural back-
ground 
knowledge are 
the major fac-
tors that make 
reading com-
prehension 
better. 

TCG 0 0 0 5 45 4.90 

SCG 0 0 0 6 44 4.88 

7 The English 
text, which 
includes no new 
words, might 
not be under-
standable, 
mostly since the 
necessary soci-
ocultural back-
ground 
knowledge is 
lacking.  

TCG 0 0 3 16 31 4.56 

SCG 0 0 1 19 30 4.58 
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will affect my
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of the contents.
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4 Teaching cul-
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can cause to
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TCG 0 0 0 4 46 4.92
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5 Teaching read-
ing comprehen-
sion through 
using various
cultural materi-
als is effective 
and motivating.
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6 Familiarity with 
content and
having enough 
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ground 
knowledge are
the major fac-
tors that make
reading com-
prehension 
better.

TCG 0 0 0 5 45 4.90

SCG 0 0 0 6 44 4.88

7 The English
text, which
includes no new
words, might
not be under-
standable,
mostly since the 
necessary soci-
ocultural back-
ground 
knowledge is 
lacking.

TCG 0 0 3 16 31 4.56

SCG 0 0 1 19 30 4.58

8 Lack of neces-
sary cultural 
knowledge 
could result in 
weak perfor-
mance in read-
ing comprehen-
sion. 

TCG 2 0 2 22 24 4.32 

SCG 0 1 0 28 21 4.38 

9 When I read 
English texts 
that are related 
to my culture, I 
feel I have bet-
ter comprehen-
sion than when 
the texts are 
unrelated to my 
culture.  

TCG 0 0 0 15 35 4.70 

SCG 0 0 0 10 40 4.80 

10 When reading a 
text, the unfa-
miliar vocabu-
lary affects my 
reading com-
prehension. 

TCG 0 1 2 20 27 4.46 

SCG 0 0 6 24 20 4.28 

11 I cannot under-
stand the mean-
ing of the text if 
I am unfamiliar 
with topics 
related to the 
foreign cul-
tures. 

TCG 0 0 4 20 26 4.44 

SCG 0 0 0 33 17 4.34 

12 Linguistic com-
plexity of a text 
affects my read-
ing ability. 

TCG 2 6 13 15 14 3.66 

SCG 1 7 10 13 19 3.84 

13 If I have back-
ground 
knowledge of a 
foreign culture, 
I find that I face 
fewer problems 
with my read-
ing comprehen-
sion. 

TCG 0 0 3 10 37 4.68 

SCG 0 0 1 16 33 4.64 

14 When I read 
English texts, I 
often translate 
them into Per-
sian. 

TCG 9 11 7 13 10 3.08 

SCG 9 9 13 10 9 3.05 

15 I like to familiar 
with the Per-
sian culture. 

TCG 0 0 0 29 21 4.42 
SCG 0 0 0 18 32 4.64 

16 I like to familiar 
with American 
culture. 

TCG 1 1 2 14 32 4.50 
SCG 2 0 4 19 25 4.30 

17 I like to familiar 
with the British 
culture. 

TCG 0 3 5 10 32 4.42 
SCG 1 2 0 24 23 4.36 
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18 When I read a 
text concerning 
unfamiliar for-
eign countries, I 
feel that the 
text is difficult 
to understand. 

TCG 0 0 1 10 39 4.76 

SCG 0 1 4 13 32 4.52 

19 I agree that I 
will grasp the 
contents of a 
text more easily 
when I am fa-
miliar with a 
foreign culture. 

TCG 0 0 1 11 38 4.74 

SCG 0 0 0 7 43 4.86 

20 I think that the 
reading habits I 
cultivated in my 
childhood are 
helpful in learn-
ing a foreign 
language. 

TCG 0 3 11 16 20 4.06 

SCG 1 4 9 20 16 3.92 

21 I think that 
these reading 
habits reinforce 
my reading 
speed. 

TCG 0 2 10 19 19 4.14 

SCG 1 3 8 12 26 4.18 

22 When I read an 
English text or 
sentence for the 
first time, I find 
it simple to 
comprehend, if 
I have enough 
cultural back-
ground 
knowledge. 

TCG 0 0 0 11 39 4.78 

SCG 0 0 0 9 41 4.82 

23 I think efficient 
reading strate-
gies are im-
portant. 

TCG 0 0 12 21 17 4.10 
SCG 0 1 14 15 20 4.08 
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guage learning. In so doing, Staker and Horn’s (2012) blended learning 
model was integrated into Ellis’ (2017) task-based model in order to im-
prove participants’ reading comprehension ability. In this innovative ap-
proach, learners were involved in a series of offline and online focused 
and unfocused task-based reading comprehension activities, whereas the 
control groups were taught through conventional reading comprehension 
methods using traditional reading strategies. Accordingly, the results of 
ANCOVA indicated that learners in the experimental groups obtained 
considerably higher scores than those in the control groups. Further, the 
results of two-way ANOVA depicted that there was no substantial differ-
ence between the female and male learners across groups. Finally, the 
pedagogical implications of this study suggested that curriculum design-
ers and materials developers can incorporate the innovative notion of 
integrating blended learning into task-based language learning method to 
transform the learning environment into more student-centered class-
rooms. More importantly, the teachers can develop learners’ critical 
thinking and metacognitive skills by designing interactive reading com-
prehension online tasks. 

Keywords: hybrid/blended learning, task-based language learning, 
reading comprehension, reading strategies, gender 

 

Introduction 
Reading as a dynamic cognitive function involving a collection of mechanisms 
and strategies is one of the most critical learning challenges students face. Alt-
hough the majority of Iranian English institutes’ and schools’ curricular pro-
grams are reading-oriented, there is no emphasis on using different reading 
strategies and as a result, reading comprehension ability is a significant chal-
lenging task for many Iranian EFL learners (Khataee, 2018; Namaziandost, 
2020; Taghizadeh & Khalili, 2019). However, many researchers have found 
task-based language learning as the most effective learning strategy in enhanc-
ing and improving learners’ reading comprehension ability (Chalak, 2015; 
Kalantari & Saedi, 2009; Madhkhan & Musavi, 2017; Noshad & Zamanian, 2017; 
Rezaei et al., 2017; Setayesh & Marzban, 2017).   

As Ellis (2017) stated, task-based language learning cannot be viewed as a 
single, monolithic solution. In his view, hybrid/task-based language learning 
comprise of both focused and unfocused tasks. He referred to focused tasks as 
the ones whose primary learning focus is on learning specific and particular 
grammatical structures (focus on form) implicitly; this means that the students 
are not explicitly aware of the grammatical feature that they are learning; thus 
they learn the grammatical features incidentally. But as he mentioned, on the 
other hand, unfocused tasks emphasize on learners’ interaction and negotiation 
of meaning (focus on meaning).  

Similar to task-based language learning, web 2.0 technologies also encour-
age learners to become more active, more self-directed and more self-regulated 
learners. Among technology-mediated learning methods, blended learning is 
considered to be one of the most effective and beneficial approaches to both 
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teachers and learners (Bonk & Graham, 2006). In line with the previous studies, 
Staker and Horn (2012) proposed an innovative design for blended learning 
which is called ‘Station Rotation Models’. This model includes different learning 
stations and the students have to rotate between the stations based on the fixed 
schedule. These stations comprise teacher-led instruction station, online learn-
ing station, collaborative learning station. At each station, one course assign-
ment must be completed and the teacher monitors learners’ progress. Each les-
son concludes with online assessment, or a project will be given to the students 
at the end of the lesson.  

Literature Review 
Theoretical Underpinning 

The type of tasks is considered as the core of the task-based language learning 
methodology. As Ellis (2017) further suggested, grammar might not be funda-
mental to the task-based language learning, but it does have a significant role 
within it. Tasks may be unfocused or focused. Unfocused tasks are tasks de-
signed to give learners the ability to use language in general in a communica-
tive manner. Focused tasks are tasks designed to provide opportunities for 
communication by using a specific linguistic feature (usually a grammatical 
property). Hence, Ellis (2017) proposed the framework for classifying tasks 
based on input-providing tasks and output-providing tasks. Ellis (2017) made a 
distinction between input-providing tasks and output-providing tasks. Input-
providing tasks provide comprehensible input for L2 learners. Moreover, ac-
cording to Ellis (2017), output-providing tasks require speaking and writing to 
achieve the outcome and thus, such skills provide an opportunity for learners 
to communicate and negotiate in target language and it leads to learners’ higher 
level language development.  

As the classroom technology continues to evolve rapidly, teachers are now 
starting to introduce more innovative online and computer-based tasks, activi-
ties and assessments. But, teachers realize that the emphasis on some offline 
activities such as collaborative and cooperative learning in the form of face-to-
face exercises should remain as the core of any language teaching method. 
Therefore, the notion of the computer-based and classroom-based lessons are 
overlapping. This mixture of technology-based as well as the traditional paper 
and pencil classroom-based learning experience is known as hybrid or blended 
learning (Bersin, 2004). Station-rotation model is gaining popularity among 
EFL teachers and practitioners since it allows teachers to create a nice balance 
between online and offline work (Tucker, 2020). According to Staker and Horn 
(2012), in the Rotation models, the students have to rotate between different 
language modalities based on the fixed schedule. At least one of the modalities 
should be technology-based and online learning. These learning stations com-
prise different activities such as collaborative learning (in small or large 
groups), teacher-led instruction, online tasks and activities, paper and pencil 
assignment, formative and summative assessments. 
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Previous Studies 

Task-based language learning has emerged as an intellectual communicative 
method and thus, learners are faced with similar tasks to those they have to 
perform outside the classroom (Ahmed et al., 2020). Task-based language 
learning is recommended as a replacement for the conventional approach in 
the teaching of English as it encourages a system in which the use of practical 
communicative languages is required (Rostami et al., 2020). Recently, using 
task-based language learning method and task-based activities have gained 
special attention in Iranian educational context. For instance, Tavakoli et al. 
(2019b) explored the impact of computer-assisted language learning-mediated 
task-based language teaching on EFL university students’ motivation towards 
reading. The experimental group was taught via computer-assisted language 
learning-mediated task-based language learning method, while the control 
group only received a traditional task-based reading instruction. The results of 
the study suggested that technology-mediated task-based language learning 
improved and enhanced learners’ motivation with regard to reading. In another 
study, Mehri and Tavakoli (2020) explored the effect of technology-mediated 
reading tasks on autonomy and metacognitive skills used by Iranian EFL inter-
mediate learners. Mehri and Tavakoli (2020) found that technology-mediated 
task-based instruction was effective in enhancing learners’ autonomy and met-
acognitive strategy use in comparison to the traditional explicit reading com-
prehension strategy. Further, in the study done by Rostami et al. (2020), the 
experimental group was taught through task-based language learning method 
whereas the control group was taught through conventional book-based meth-
od. The results of this study demonstrated that task-based activities improved 
students’ reading comprehension ability.  

Blended learning improves student-teacher and student-student engage-
ment and creates a more diverse and engaging learning environment, resulting 
in increased participation (Donnelly 2009). For instance, Alroomy, and Al-
thewini (2019) studied the effect of blended learning on medical students’ 
reading performance. The results of the study indicated that online extensive 
reading strategy facilitated the learners’ reading decoding process. Additional-
ly, Macaruso et al. (2020) investigated the effect of blended learning on elemen-
tary students’ reading skill. Experimental groups showed higher gains on the 
reading test than control groups. Thus, the outcomes of this study suggested 
that bended learning had a significant effect on elementary students’ reading 
skill.   

Considering the significant effect of task-based language learning as well as 
the demanding notion of blended learning in the EFL context, the present study 
attempts to open new horizons highlighting the effect of blended integrated 
task-based language learning as an innovative strategy for Iranian EFL learners 
to overcome reading challenges. Further, the present study intends to intro-
duce an exciting and enjoyable reading approach in order to establish a positive 
attitude towards reading skill among Iranian EFL learners. Moreover, several 
reports on task-based language learning have been undertaken in Iran but little 
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research has been performed to determine the real activities of teaching Eng-
lish at high schools as well as language institutes. Therefore, the results of the 
present study can provide EFL researchers and practitioners with more aware-
ness concerning the possible contributions of using blended integrated task-
based language learning materials to teaching and learning reading compre-
hension ability. In line with the significance of this research, the present study 
attempted to address the following questions: 
RQ1: Does the integration of blended learning into task-based language learn-
ing have any effect on Iranian EFL learners’ reading comprehension ability? 
RQ2: Does the effect of the integration of blended learning into task-based lan-
guage learning on Iranian EFL learners’ reading comprehension ability differ in 
terms of gender? 
 

Method 
Participants 

The study was conducted with 80 Iranian EFL intermediate learners (43 fe-
males and 37 males) studying at a private language institute. The participants 
were 37 teenage males and 43 teenage female learners attending the institute. 
In order to make sure of homogeneity, subjects were chosen from among 120 
students, based on their scores on the OQPT test. After scoring the papers, 
those with scores in the range of 30-39 from the total score of 60 on the OQPT 
were selected as the intermediate level as the main participants of the research. 
Afterwards, learners were assigned to four groups: Two experimental groups 
as female experimental group (n = 21) and male experimental group (n = 19) as 
well as two control groups which consisted of female control group (n = 22) 
and male control group (n = 18). 
 
Instruments  

Oxford Quick Placement Test (OQPT). OQPT test was administered as a cri-
terion of learner homogeneity. It’s worth mentioning that the OQPT test was 
taken from a study done by Afshinfar and Shokouhifar (2016). According to 
Geranpayeh (2006), OQPT was validated in 20 countries by over 6000 students. 
Moreover, the reliability of the test was tested by Allan (2004), who claimed 
that OQPT has met the international test characteristics and scoring criteria. 
The test comprised of 60 multiple-choice questions and is divided into two 
parts. Part one includes 20 reading comprehension questions and 20 vocabu-
lary questions. Part two which is designed for learners with higher language 
proficiency is comprised of 10 vocabulary questions and 10 grammar questions 
and 30 minutes were allocated to the test. Subsequently, 80 out of 120 learners 
who scored in the range of 30-39 from the total score of 60 were considered as 
intermediate learners and were chosen as the main participants.  
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Reading Comprehension Pretest. In the pre-intervention stage, all partici-
pants were required to answer the online reading comprehension test. The test 
consists of five different passages with the variety of real-life and authentic top-
ics (i.e., geography, archaeology, climate change, oceanography and life) re-
trieved from National Geographic website via ngllife.com. Every topic included 
10 multiple-choice questions. Therefore, the pretest included 50 multiple-
question items. The comprehension reading test was chosen and conducted as 
both pretest and posttest. Prior to the main study, the pretest of reading com-
prehension was piloted with 50 learners who were representative of the main 
participants.  

Table 1 
Descriptive Statistics of the Reading Comprehension Pretest for Piloting Purpose 

N Range Minimum Maximum Mean Std. Error 
Std. Devi-
ation Variance 

Reading_Test 50   12.00 36.00 48.00 42.1800 .55158 3.90024 15.212 
Valid N (list-
wise) 50 

It’s worth mentioning that Cronbach alpha’s formula for the pretest items was 
employed and the result showed a reliability of .76 (r = .76) which is considered 
satisfactory (Brown & Hudson, 2002).   
Reading Comprehension Posttest. In the post-interventions stage, the post-
test (i.e., the same test used in the pretest) was carried out to close the solid 
phase of the study in order to analyze the effects of treatment. The researcher 
used the same test twice, both in the pretest and the posttest stages to ensure 
comparability regarding the difficulty of the comprehension questions and en-
hance the reliability of the results. However, using the same test twice could 
make the learners learn from the test. Hence, to eliminate this practice effect, 
the researchers did not check and discuss the answers of the pretest with the 
learners, and the learners were not given further access to the pretest material. 
Furthermore, to eliminate the memory effect, there was a one-month break 
between the pretest and the posttest. 

Internet-Based Materials 

TED Ed. Through Ed.Ted.com teachers are able to submit their own interactive 
lessons. Each lesson is comprised of TED Talks videos in which experts deliver 
lectures in different fields to motivate, engage and inspire and introduce the 
ideas which can change the world. In addition to the video, the teachers can 
create a variety of different tasks and activities which require learners’ deep 
thinking to develop students’ critical thinking skills discussion questions, in 
which the learners should discuss and share their answers with their partners 
or in a group which requires collaboration and cooperation.      
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Reading Comprehension Pretest. In the pre-intervention stage, all partici-
pants were required to answer the online reading comprehension test. The test
consists of five different passages with the variety of real-life and authentic top-
ics (i.e., geography, archaeology, climate change, oceanography and life) re-
trieved from National Geographic website via ngllife.com. Every topic included 
10 multiple-choice questions. Therefore, the pretest included 50 multiple-
question items. The comprehension reading test was chosen and conducted as
both pretest and posttest. Prior to the main study, the pretest of reading com-
prehension was piloted with 50 learners who were representative of the main
participants.

Table 1
Descriptive Statistics of the Reading Comprehension Pretest for Piloting Purpose

N Range Minimum Maximum Mean Std. Error
Std. Devi-
ation Variance

Reading_Test 50  12.00 36.00 48.00 42.1800 .55158 3.90024 15.212
Valid N (list-
wise) 50

It’s worth mentioning that Cronbach alpha’s formula for the pretest items was
employed and the result showed a reliability of .76 (r = .76) which is considered 
satisfactory (Brown & Hudson, 2002).
Reading Comprehension Posttest. In the post-interventions stage, the post-
test (i.e., the same test used in the pretest) was carried out to close the solid 
phase of the study in order to analyze the effects of treatment. The researcher
used the same test twice, both in the pretest and the posttest stages to ensure
comparability regarding the difficulty of the comprehension questions and en-
hance the reliability of the results. However, using the same test twice could 
make the learners learn from the test. Hence, to eliminate this practice effect, 
the researchers did not check and discuss the answers of the pretest with the
learners, and the learners were not given further access to the pretest material. 
Furthermore, to eliminate the memory effect, there was a one-month break
between the pretest and the posttest.

Internet-Based Materials

TED Ed. Through Ed.Ted.com teachers are able to submit their own interactive
lessons. Each lesson is comprised of TED Talks videos in which experts deliver
lectures in different fields to motivate, engage and inspire and introduce the
ideas which can change the world. In addition to the video, the teachers can
create a variety of different tasks and activities which require learners’ deep 
thinking to develop students’ critical thinking skills discussion questions, in
which the learners should discuss and share their answers with their partners
or in a group which requires collaboration and cooperation.  

GoFormative. Teachers are able to create online paperless assignments via 
Goformative.com. Additionally, the teacher can employ pictures and videos to 
create interactive and innovative assignments. Every student is required to do 
the assignments and submit them to the teacher. Teacher can rate the assign-
ments and give feedback to the students based on their performances. Further, 
the Teacher Dashboard enables the teacher to track every student’s progress 
during the course.   

Course Books 

Creative Thinking and Reading with TED Talks. Creative Thinking and Read-
ing with TED Talks (written by Lauri Blass, Mari Vargo and Eunice Yeates, 
2015) is comprised of 10 units based on different authentic and real-life themes 
(i.e., life, science, education, tech, creativity, etc.) and each unit includes three 
parts. In the first part, pre-reading, post-reading and text-based critical thinking 
tasks are presented. In the second part, pre-viewing, while-viewing, post-
viewing, and video-based (TED Talks videos delivered by the experts in field 
lecturing about real-life and authentic topics) critical thinking tasks are provid-
ed. In addition, project works are presented in the third part. It is worth men-
tioning that this course book was used to teach reading in experimental groups. 
Practice Makes Perfect Intermediate English Reading and Comprehen-
sion. Practice makes perfect intermediate English reading and comprehension 
(written by Diane Engelhardt, 2013) consists of 15 units and each unit is pro-
vided with pre-reading (introduction to topic), reading text (after-reading exer-
cise), vocabulary (understanding and learning vocabularies), reading strategies 
(paraphrasing, organizing and summarizing reading text), and critical thinking 
(evaluating the information in the reading text). It should be noted that this 
course book was used to teach reading in control groups. 

Procedure 
Pre-Treatment Stage 

To collect the data of the current study, first, reading comprehension pretest 
was given to the learners. The test included 50 questions in the form of paper-
and-pencil. The learners were asked to fulfill the activities in 45 minutes on the 
provided answer sheet. This test was administered as pretest and the posttest 
of the study. 

Experimental Groups 

In treatment groups reading class, students were taught through blended inte-
grated language learning. The time of the whole treatment for both experi-
mental groups was one month (four sessions per week) and 90 minutes per 
session were devoted to the treatment.  
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Pre-Task Stage/Direct Instruction Station. In this stage, the teacher intro-
duced the content and lesson. Then, in order to activate learners’ background 
knowledge about the topic, he went through pre-reading and warm-up activi-
ties. These activities are comprised of four tasks. In task A, for instance, if the 
topic was about ‘infographic information’- the students looked at the infograph-
ic information presented in their course book and chose the three best answers 
that could serve as the title of the infographic picture. In Task B, students wrote 
their own ideas about the story behind the infographic information and also 
discussed their answer with their partner (combining focused and unfocused 
tasks together). In task C, the students discussed their opinion about whether 
the infographic information was effective (unfocused task). In Task D, they read 
the introductory paragraph and discussed their own opinion with their partner 
(unfocused task).   
While-Task Stage/ Teacher-Led Station. In this phase, the students read and 
comprehended the passage while learning the bolded words. Then, in task A 
(Getting the Main Ideas) they used the information from the passage and chose 
the best answer for each multiple choice questions. In task B (Understanding 
Details), they engaged in writing (focused task) and discussed (unfocused task) 
their own detailed ideas. In task C, after they understood the infographic infor-
mation presented in their book, they answered the related questions. In task D 
(Getting Meaning from Context), students guessed the meaning of compound 
words, then wrote (focused task) and discussed (unfocused task) their own 
ideas. In task E (Building Vocabulary), learners answered the multiple choice 
questions; for example, they used the “Bandwidth of the Senses” infographic 
and the words in the box to complete the paragraph. 
While-Task Stage/ Online Station. In this phase, the learners logged in to 
their account and then, they engaged in interactive tasks and activities that the 
researcher had previously created via TedEd website (ed.ted.com). In this 
online and interactive task, the students watched a video about “David 
McCandless makes data visualizations”. Then, they answered two analytical 
questions and discussed their answers with their partners. Then, they went to 
McCandless’s website (informationisbeautiful.net) and found an infographic 
that they thought was particularly interesting and effective and shared it with 
the class. 
Post-task Stage/Online Station. In this stage, learners were divided into small 
groups. Afterwards, the teacher assigned a project to every groups. These pro-
jects were designed by the researcher via using Goformative.com. The teacher 
posted a variety of reading comprehension passages on the website and every 
group was assigned to different reading topics. For instance, group A was as-
signed the topic of “Sharks” and Group B was assigned to the topic of “Volca-
noes”. Every online assignment comprised of three parts. In part one, learners 
watched a video from National Geographic to get familiar with the topic; then 
they read online reading passages and finally they answered the online multiple 
choice questions.     
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Pre-Task Stage/Direct Instruction Station. In this stage, the teacher intro-
duced the content and lesson. Then, in order to activate learners’ background 
knowledge about the topic, he went through pre-reading and warm-up activi-
ties. These activities are comprised of four tasks. In task A, for instance, if the 
topic was about ‘infographic information’- the students looked at the infograph-
ic information presented in their course book and chose the three best answers 
that could serve as the title of the infographic picture. In Task B, students wrote 
their own ideas about the story behind the infographic information and also 
discussed their answer with their partner (combining focused and unfocused 
tasks together). In task C, the students discussed their opinion about whether 
the infographic information was effective (unfocused task). In Task D, they read 
the introductory paragraph and discussed their own opinion with their partner 
(unfocused task).   
While-Task Stage/ Teacher-Led Station. In this phase, the students read and 
comprehended the passage while learning the bolded words. Then, in task A 
(Getting the Main Ideas) they used the information from the passage and chose 
the best answer for each multiple choice questions. In task B (Understanding 
Details), they engaged in writing (focused task) and discussed (unfocused task) 
their own detailed ideas. In task C, after they understood the infographic infor-
mation presented in their book, they answered the related questions. In task D 
(Getting Meaning from Context), students guessed the meaning of compound 
words, then wrote (focused task) and discussed (unfocused task) their own 
ideas. In task E (Building Vocabulary), learners answered the multiple choice 
questions; for example, they used the “Bandwidth of the Senses” infographic 
and the words in the box to complete the paragraph. 
While-Task Stage/ Online Station. In this phase, the learners logged in to 
their account and then, they engaged in interactive tasks and activities that the 
researcher had previously created via TedEd website (ed.ted.com). In this 
online and interactive task, the students watched a video about “David 
McCandless makes data visualizations”. Then, they answered two analytical 
questions and discussed their answers with their partners. Then, they went to 
McCandless’s website (informationisbeautiful.net) and found an infographic 
that they thought was particularly interesting and effective and shared it with 
the class. 
Post-task Stage/Online Station. In this stage, learners were divided into small 
groups. Afterwards, the teacher assigned a project to every groups. These pro-
jects were designed by the researcher via using Goformative.com. The teacher 
posted a variety of reading comprehension passages on the website and every 
group was assigned to different reading topics. For instance, group A was as-
signed the topic of “Sharks” and Group B was assigned to the topic of “Volca-
noes”. Every online assignment comprised of three parts. In part one, learners 
watched a video from National Geographic to get familiar with the topic; then 
they read online reading passages and finally they answered the online multiple 
choice questions.     

Post-Task/ Offline Station. In the offline stage, the teacher gave pairs of stu-
dents a set of sentences, which they put in order to make a story. For example, a 
story about ‘Incas: Lost Society’. (at first, the sentences were in the correct or-
der, but the teacher had mixed them up so that he would not give them out in a 
perfect sentence). While they did this, the teacher went round the class moni-
toring and assisting students. Then, the teacher went through the sentences 
with the class to make sure that everyone had the correct order. He explained 
that the end of the story was missing, and asked the students, once again in 
pairs or groups, to try to work out what the end might be. They wrote a final 
sentence or two. Finally, the class listened to the different endings and decided 
which one they liked best. 
 
Control Groups  

Both control groups received 90 minutes of the institute’s regular reading in-
struction per session for 16 consecutive sessions to control for novelty effect, 
group size, and independence of the person who delivered the intervention. 
The same teacher who delivered the treatment to experimental groups provid-
ed the traditional reading instructional routines that are currently used in lan-
guage institutions and schools to the control group.  
Post-Treatment Stage. After one month of treatment on the experimental 
group and control group, which took 16 sessions, 90 minutes each, the partici-
pants in all groups took a 50-item reading comprehension posttest, and the re-
sults were compared and contrasted to check the hypotheses of the study. 
 

Results 
Descriptive Statics 

Initially, the assumptions underlying ANCOVA and two-way ANOVA were ana-
lyzed. For the first assumption, the descriptive statistics for kurtosis and skew-
ness were checked to ensure that all scores were normally distributed. After-
wards, to achieve a greater degree of certainty, the Shapiro-Wilk normality test 
was also conducted. For checking the second assumption, Levene’s test was run 
to assess the equality of variance. Regarding the third assumption, ANCOVA 
was assessed in order to control pre-existing differences (covariate) and to ad-
just the posttest results. Finally, the linearity assumption was tested, since AN-
COVA implies a linear relation between the dependent variable and the covari-
ate (Tabachnick & Fidell, 2013). 
 
Assumptions for ANCOVA and Two-Way ANOVA 

In order to interpret the data obtained from this analysis, as stated above, it 
was important to test the four assumptions. Descriptive normality statistics 
(Kurtosis & Skewness) were tested along with inferential normality tests to 
determine whether the data obtained were normal. If Kurtosis and Skewness 
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are between -2 and +2, the data obtained are assumed normal (Tabachnick & 
Fidell, 2013). 

Table 2 
Descriptive Statistic for Kurtosis and Skewness 

N Minimum Maximum Mean 
Std. 
Error 

Std. De-
viation Skewness 

Std. 
Error Kurtosis 

Std. 
Error 

Pretest 80 30.00 40.00 35.1125 .28518 2.55072 -.143 .269 -.672 .532 
Posttest 80 30.00 48.00 39.8625 .62509 5.59100 .082 .269 -1.522 .532 
Valid N 
(listwise) 80 

According to Table 2, the Skewness and Kurtosis values for the pretest were -
.143 and -.672 respectively, and for the posttest were .082 and -1.522, respec-
tively. Since such results are between -2 and +2 and the data tend to be normal-
ly distributed, the usual curve histograms for the pretest and posttest of the 
three groups showed the distribution of data is normal. However, the inferen-
tial statistics of Kolmogorov-Smirnov and Shapiro-Wilk's tests of normality 
were also conducted to verify the data obtained to achieve a higher degree of 
certainty. Since every group has a sample size of less than 50, Shapiro-Wilk 
normality test was conducted to assess the normal distribution of the scores. 
The outcomes of normality tests are presented in Table 3. 

Table 3 
Test of Normality of Pretest and posttest for Male and Female Learners Across Groups 

Groups 
Kolmogorov-Smirnova Shapiro-Wilk 
Statistic df Sig. Statistic df Sig. 

Pretest MaleExp .149 19 .200* .965 19 .664 
FemaleExp .144 21 .200* .956 21 .447 
MaleCon .152 18 .200* .934 18 .232 
FemaleCon .126 22 .200* .962 22 .520 

Posttest MaleExp .173 19 .136 .932 19 .187 
FemaleExp .204 21 .023 .924 21 .105 
MaleCon .198 18 .060 .931 18 .199 
FemaleCon .184 22 .052 .920 22 .077 

As it is indicated in Table 3, ShapiroWilk test of normality revealed that the p-
values of the pretests and posttests of the experimental and control groups are 
more than .05, indicating a normal distribution of data (pretest p-values: ME = 
.664, FE = .447, MC = .232, FC = .520; posttest p-values: ME = .187, FE = .105, 
MC = .199, FC = .077). Therefore, the data is normally distributed. 
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Leven's homogeneity test of variance was performed to assess the equality of 
variance across the four groups’ samples. The findings are illustrated in Table 4.  
 
Table 4 
Levene’s Test 

Levene Statistic          df1        df2        Sig. 
2.548 3 76 .268 
 
As it shown in Table 4, the variance is homogenous across experimental and 
control groups, F (3,76) = 2.548 < 4.38, p= .268 > .05, indicating that another 
assumption underlying the application of ANCOVA test and two-way ANOVA 
test was met. 
Another assumption to be tested is the covariate-dependent variable relation-
ship for each group. This included testing to investigate if the covariate and de-
pendent variable had a statistically relevant relationship. If the interaction at an 
alpha level of .05 is important, this statement is subject to violation. The results 
are shown in Table 5. 
 
Table 5 
Test of ANCOVA 

Source 
Type III Sum of 
Squares df 

Mean 
Square F Sig. 

Partial Eta 
Squared 

Corrected Model 1437.042a 7 205.292 83.908 .000 .891 
Intercept 363.934 1 363.934 148.749 .000 .674 
Groups 43.830 3 14.610 5.971 .001 .199 
Pretest 12.190 1 12.190 4.982 .029 .065 
Groups * Pretest 15.909 3 5.303 2.167 .099 .083 
Error 176.158 72 2.447    
Total 122670.000 80     
Corrected Total 1613.200 79     
a. R Squared = .891 (Adjusted R Squared = .880) 
 
As shown in Table 5, the significance value is greater than the critical value (p = 
.099 > .05). Therefore, it can be concluded that the principle of regression 
slopes homogeneity was not violated. The linearity of regression line slopes is 
illustrated in Figure 1 below. To check the linearity assumption, it was neces-
sary to check the relation between the dependent variable and the covariate for 
the four groups (Figure 1). 
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Figure 1 
The Linear Relationship Between Dependent and Covariate Variables 

As depicted in Figure 1, a linear relationship existed across the four groups, 
suggesting that there was no evidence of a curvilinear relation. Thus the lineari-
ty assumption has been met. 

Investigating the Null Hypotheses 

Having established the prerequisite assumptions, the ANCOVA and two-way 
ANOVA were run to test the null hypotheses. Table 6 shows the descriptive sta-
tistics indicating the outcomes of all male learners’ performance in the posttest.  

Table 6 
Descriptive Statistics for the Posttests of Male Learners across Groups 

Groups Mean           Std. Deviation         N 
Male_Exp 42.7895 1.31567 19 
Male_Cont 34.1111 1.40958 18 
Total 38.5676 4.59795 37 

Table 6 indicates that there were differences in the two groups’ reading com-
prehension posttests (ME, M = 42.78, SD = 1.31; MC, M = 34.11, SD = 1.40). Fur-
ther, ANCOVA was run to compare the effectiveness of two different interven-
tions designed to improve male participants’ reading comprehension. Male par-
ticipants’ scores on the pretest of reading comprehension ability was used as 
the covariate in this analysis. The outcomes are shown in table 7. 
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Table 7 
Test of ANCOVA 

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

Partial Eta 
Squared 

Corrected 
Model 701.627a 2 350.814 200.621 .000 .922 

Intercept 119.829 1 119.829 68.527 .000 .668 
Pretest 5.482 1 5.482 3.135 .086 .084 
Groups 682.950 1 682.950 390.560 .000 .920 
Error 59.454 34 1.749 
Total 55797.000 37 
Corrected 
Total 761.081 36 

a. R Squared = .922 (Adjusted R Squared = .917)

Based on Table 7, after adjusting for pretest scores, there was a meaningful dif-
ference between the male experimental group and male control group on read-
ing comprehension posttest scores, F (1,34) = 390.5 > 4.38, p = .00 < .05, partial 
eta squared = .920), suggesting that integrating blended learning into task-
based language learning could significantly improve male participants’ reading 
comprehension ability. Table 8 provides the descriptive statistics showing the 
outcomes of all female learners’ performance in the posttest.  

Table 8 
Descriptive Statistics for Posttest of Female Learners Across Groups 

Groups Mean Std. Deviation N 
Female_Exp 43.3333 1.55991 21 
Female_Cont 35.2273 2.06863 22 
Total 39.1860 4.48413 43 

Table 8 indicates that there were differences across the two female groups’ 
reading comprehension posttests (FE, M = 43, SD = 1.55; FC, M = 35.22, SD = 
2.06). In addition, ANCOVA test was performed to evaluate the efficacy of two 
separate approaches designed to enhance reading comprehension ability of 
female learners. In this research, female participants’ scores on the reading 
comprehension ability pretest were considered as the covariate. The findings 
are shown in Table 9. 
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Table 9 
Test of ANCOVA 

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

Partial Eta 
Squared 

Corrected Model 712.265a 2 356.132 107.717 .000 .843 
Intercept 351.440 1 351.440 106.298 .000 .727 
Pretest 6.283 1 6.283 1.901 .176 .045 
Groups 707.123 1 707.123 213.880 .000 .842 
Error 132.247 40 3.306 
Total 66873.000 43 
Corrected Total 844.512 42 
a. R Squared = .843 (Adjusted R Squared = .836)

As it shown in Table 9, after adjusting for pretest scores, there was a significant 
difference between the female experimental group and female control group on 
reading comprehension posttest scores (F (1,40) = 6.283 > 4.38, p = .00 < .05, 
partial eta squared = .842), indicating that integrating blended learning into 
task-based language learning could highly enhance female participants’ reading 
comprehension ability. Table 10 shows the means of the scores for the post-
tests of the four groups. 

Table 10 
Pairwise Comparison 

(I) 
Groups (J) Groups

Mean Dif-
ference (I-J) Std. Error Sig.a 

95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 

Male_Exp Male_Con 8.705* .520 .000 7.668 9.741 
Female_Exp -.548 .501 .278 -1.547 .451 
Female_Con 7.484* .496 .000 6.496 8.472 

Male_Con Male_Exp -8.705* .520 .000 -9.741 -7.668 
Female_Exp -9.253* .504 .000 -10.257 -8.248 
Female_Con -1.221* .498 .017 -2.214 -.228 

Fe-
male_Exp 

Male_Exp .548 .501 .278 -.451 1.547 
Male_Con 9.253* .504 .000 8.248 10.257 
Female_Con 8.032* .479 .000 7.078 8.986 

Fe-
male_Con 

Male_Exp -7.484* .496 .000 -8.472 -6.496 
Male_Con 1.221* .498 .017 .228 2.214 
Female_Exp -8.032* .479 .000 -8.986 -7.078 

After running the pairwise comparisons, the researcher used the results to 
check the first null hypotheses by comparing the mean differences between the 
four groups. 
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Table 9
Test of ANCOVA

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

Partial Eta 
Squared

Corrected Model 712.265a 2 356.132 107.717 .000 .843
Intercept 351.440 1 351.440 106.298 .000 .727
Pretest 6.283 1 6.283 1.901 .176 .045
Groups 707.123 1 707.123 213.880 .000 .842
Error 132.247 40 3.306
Total 66873.000 43
Corrected Total 844.512 42
a. R Squared = .843 (Adjusted R Squared = .836)

As it shown in Table 9, after adjusting for pretest scores, there was a significant 
difference between the female experimental group and female control group on
reading comprehension posttest scores (F (1,40) = 6.283 > 4.38, p = .00 < .05, 
partial eta squared = .842), indicating that integrating blended learning into 
task-based language learning could highly enhance female participants’ reading 
comprehension ability. Table 10 shows the means of the scores for the post-
tests of the four groups.

Table 10
Pairwise Comparison

(I) 
Groups (J) Groups

Mean Dif-
ference (I-J) Std. Error Sig.a

95% Confidence Interval for
Differencea

Lower Bound Upper Bound

Male_Exp Male_Con 8.705* .520 .000 7.668 9.741
Female_Exp -.548 .501 .278 -1.547 .451
Female_Con 7.484* .496 .000 6.496 8.472

Male_Con Male_Exp -8.705* .520 .000 -9.741 -7.668
Female_Exp -9.253* .504 .000 -10.257 -8.248
Female_Con -1.221* .498 .017 -2.214 -.228

Fe-
male_Exp

Male_Exp .548 .501 .278 -.451 1.547
Male_Con 9.253* .504 .000 8.248 10.257
Female_Con 8.032* .479 .000 7.078 8.986

Fe-
male_Con

Male_Exp -7.484* .496 .000 -8.472 -6.496
Male_Con 1.221* .498 .017 .228 2.214
Female_Exp -8.032* .479 .000 -8.986 -7.078

After running the pairwise comparisons, the researcher used the results to 
check the first null hypotheses by comparing the mean differences between the
four groups.

Table 11 
Descriptive Statistics for the Posttest of Male and Female Learners across Groups 

     N Mean 
Std. Devia-
tion 

Std. 
Error 

95% Confidence Interval 
for Mean 

Minimum Maximum 
Lower 
Bound 

Upper 
Bound 

Male_Exp 19   42.7895 1.31567 .30184 42.1553 43.4236 40.00 46.00 
Male_Con 18 34.1111 1.40958 .33224 33.4101 34.8121 32.00 37.00 
Female_Exp 21 43.3333 1.55991 .34040 42.6233 44.0434 40.00 46.00 
Female_Con 22 35.2273 2.06863 .44103 34.3101 36.1445 30.00 38.00 
Total 80 38.9000 4.51888 .50523 37.8944 39.9056 30.00 46.00 

Table 11 demonstrates that there were differences across all of the four groups’ 
reading comprehension posttests (ME, M = 42.78, SD = 1.31; MC, M = 34.11, SD 
= 1.4; FE, M = 43, SD = .1.55; FC, M = 35.22, SD = 2.06). Additionally, two-way 
ANOVA test was run to explore the impact of integrating blended learning into 
task-based language learning on male and female participants. The results are 
shown in Table 12. 

Table 12 
Test of Two-Way ANOVA 

Sum of Squares df Mean Square F Sig. 
Between Groups 1409.734 3 469.911 175.524 .000 
Within Groups 203.466 76 2.677 
Total 1613.200 79 

According to Table 12, the two-way ANOVA results between the posttest scores 
of male and female experimental and control groups shows a significant differ-
ence among the posttests of four groups (F (3, 76) = 175.52 > 4.38, p = .000 < 
.05). Thus, it can be concluded that the four groups were different in their read-
ing comprehension ability. Since the sample sizes across groups were not equal, 
the researcher conducted Scheffe’s post-hoc test to highlight the differences 
among the groups. The results of Scheffe’s post-hoc are presented in Table 13. 

Table 13 
Results of Sheffe’s Post-Hoc Test 

(I) Groups (J) Groups
Mean Differ-
ence (I-J) Std. Error Sig. 

95% Confidence Interval 
Lower Bound Upper Bound 

Male_Exp Male_Con 8.67836* .53818 .000 7.1396 10.2171 
Female_Exp -.54386 .51806 .777 -2.0251 .9374 
Female_Con 7.56220* .51244 .000 6.0971 9.0274 

Male_Con Male_Exp -8.67836* .53818 .000 -10.2171 -7.1396 
Female_Exp -9.22222* .52556 .000 -10.7249 -7.7195 
Female_Con -1.11616 .52002 .212 -2.6030 .3707 
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Female_Exp Male_Exp .54386 .51806 .777 -.9374 2.0251 
Male_Con 9.22222* .52556 .000 7.7195 10.7249 
Female_Con 8.10606* .49917 .000 6.6788 9.5333 

Female_Con Male_Exp -7.56220* .51244 .000 -9.0274 -6.0971 
Male_Con 1.11616 .52002 .212 -.3707 2.6030 
Female_Exp -8.10606* .49917 .000 -9.5333 -6.6788 

 
Since a significant result was obtained in the overall analysis of variance, 
Sheffe’s post-hoc test was conducted to check the second null hypothesis and 
compare the combined mean scores across the all four groups.  
 
The First Null Hypothesis 

The first null hypothesis of the current study stated that the integration of 
blended learning into task-based language learning does not have any meaning-
ful effect on Iranian EFL learners’ reading comprehension ability. To test this 
null hypothesis, as presented in Table 10, the mean difference of the male ex-
perimental group and male control group is MD = 8.705, p = .000, p < 0.05, with 
the male experimental group outperforming the male control group. Further, 
the mean difference of female experimental group and female control group is 
MD = 8.032, p = .000, p < 0.05, with the female experimental group outperform-
ing female control group. Therefore, it can be inferred that the first null hy-
pothesis of the study is rejected and thus the integration of blended learning 
into task-based language learning has had a meaningful effect on Iranian EFL 
learners’ reading comprehension ability. 
 

The Second Null Hypothesis 

The second null hypothesis of the current study stated that the integration of 
blended learning into task-based language learning does not have any meaning-
ful effect on Iranian EFL learners’ reading comprehension ability differ with 
gender. According to table 13, the mean difference of female experimental 
group and female control group is MD = 8.10, p = .000, p < 0.05; thus, the female 
experimental group outperformed the female control group. Moreover, the 
mean difference of female experimental group and male control group is MD = 
9.22, p = .000, p < 0.05, with female experimental group outperforming the 
male control group. Further, as the mean difference of female experimental 
group and male experimental group is MD = .54, p = .77, p > 0.05, therefore, it 
can be inferred that there was no meaningful difference between the reading 
scores of female experimental group and the male experimental group. Addi-
tionally, the mean difference of female control group and male control group is 
MD = 1.11, p = .212, p > 0.05; hence, it can be concluded that there was not any 
meaningful difference between the reading scores of female learners and male 
learners in control groups. Therefore, it can be concluded that the second null 
hypothesis of the study is retained and thus the integration of blended learning 
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the male experimental group outperforming the male control group. Further, 
the mean difference of female experimental group and female control group is 
MD = 8.032, p = .000, p < 0.05, with the female experimental group outperform-
ing female control group. Therefore, it can be inferred that the first null hy-
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into task-based language learning has had a meaningful effect on Iranian EFL 
learners’ reading comprehension ability.

The Second Null Hypothesis

The second null hypothesis of the current study stated that the integration of 
blended learning into task-based language learning does not have any meaning-
ful effect on Iranian EFL learners’ reading comprehension ability differ with 
gender. According to table 13, the mean difference of female experimental
group and female control group is MD = 8.10, p = .000, p < 0.05; thus, the female
experimental group outperformed the female control group. Moreover, the
mean difference of female experimental group and male control group is MD = 
9.22, p = .000, p < 0.05, with female experimental group outperforming the
male control group. Further, as the mean difference of female experimental
group and male experimental group is MD = .54, p = .77, p > 0.05, therefore, it 
can be inferred that there was no meaningful difference between the reading 
scores of female experimental group and the male experimental group. Addi-
tionally, the mean difference of female control group and male control group is 
MD = 1.11, p = .212, p > 0.05; hence, it can be concluded that there was not any
meaningful difference between the reading scores of female learners and male
learners in control groups. Therefore, it can be concluded that the second null
hypothesis of the study is retained and thus the integration of blended learning 

into task-based language learning does not have any meaningful effect on Irani-
an EFL learners’ reading comprehension ability in terms of gender. 

Discussion 
The present research explored the effects of integrating blended learning into 
task-based language learning on EFL male and female learners’ reading com-
prehension ability. In this regard, four groups (two experimental and two con-
trol groups) formed the sample of the study. The findings revealed learners in 
experimental groups who received the treatment improved more significantly 
than those in the control groups in terms of their reading comprehension abil-
ity. The results of ANCOVA indicated that reading ability of both male and fe-
male learners in experimental groups were highly and significantly improved 
as the result of using blended integrated task-based language learning strate-
gies. Further, the results of the two-way ANOVA revealed there was not any 
meaningful difference between male and female learners. 

The outcomes of this research support the results of several studies which 
found that the combination of technology and task-based language learning has 
a more significant effect than traditional methods on learners’ reading compre-
hension (Mehri & Tavakoli, 2020; Rostami et al., 2020; Tavakoli et al., 2019).  

The results of this research are in alignment with the several studies which 
examined the efficacy of blended learning in improving reading comprehension 
among EFL students (Alroomy & Althewini, 2019; Macaruso et al., 2020). 

Conclusion and Pedagogical Implications 
This research has found that the integration of blended language learning into 
task-based language learning improves the male and female learners’ reading 
comprehension ability. Moreover, the results found that female and male learn-
ers in experimental groups who were exposed to blended integrated task-based 
language learning strategy gained the highest mean score and thus, outper-
formed the two control groups of this study.  

The findings of this study suggested that the learners are no more confined 
to the traditional paper-based reading comprehension approach. Therefore, the 
students are not limited to read an extensive amount of reading text, which ul-
timately makes the reading process boring and tedious and thus, the students 
become passive learners. Instead, using focused and unfocused reading-based 
tasks makes learners more active learners and the reading process will become 
more enjoyable and exciting as well. Through focused reading-based tasks, stu-
dents also develop their writing skill as well as grammatical knowledge and by 
using unfocused reading-based tasks, learners are required to participate in 
online and offline collaborative learning stations and are thus encouraged to 
communicate with peers and develop their communicative skills. Furthermore, 
teachers develop learners’ critical thinking by designing and creating online 
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reading-based tasks. The participants of this study adopted more positive atti-
tudes towards reading when they were asked to study the lessons and fulfil the 
task provided in ed.ted.com, goformative.com and TED Talks videos. Moreover, 
by engaging in offline and online evaluative and analytical reading comprehen-
sion tasks which were provided on TEDEd website, learners developed their 
critical thinking skills. Additionally, at the end of each session, the teacher as-
signed each group to different online projects and through using group project 
work, not only did students learn how to collaborate together in groups — 
providing their own feedback, listening to others, and resolving disagreements 
as they come up — they also developed meaningful relationships with teachers, 
which reinforce how fun learning is. Even while working on projects, students 
develop relationships with community leaders, gaining knowledge for careers 
and beyond. Further, by engaging in project work, learners also develop their 
creative and critical thinking skills and build on their research skills. Since, 
based on the outcomes of the present research, there was no substantial differ-
ence between male and female learners in experimental groups, it can be in-
ferred that blended integrated task-based language learning is an effective 
reading approach for both male and female EFL learners and thus decision-
makers, policy-makers, and curriculum designers can incorporate the notion of 
blended integrated task-based language learning approach in order to enhance 
and improve EFL learners’ reading comprehension ability across gender.      

Suggestions for Further Studies 

This study explored the effect of blended integrated task-based language learn-
ing strategy on male and female learners’ reading comprehension ability. This 
application was found to be beneficial in enhancing students’ reading compre-
hension abilities by offering an innovative learning experience to students who 
were able to engage in online and offline learning by accomplishing interactive 
and graded reading comprehension tasks. In this study, Ellis’s (2017) blended 
integrated task-based language learning was used as an innovative way to im-
prove male and female learners’ reading comprehension ability. Another study 
can be done using different frameworks proposed by different scholars. In the 
presented study, the Station-Rotation model was employed as a framework for 
blended learning. Another study can be carried out using different blended 
leaning frameworks. 

References 
Afshinfar, J., & Shokouhifar, A. (2016). The effect of explicit and implicit corrective feed-

back on the narrative writing of advanced Iranian EFL learners. The Journal of 
Applied Linguistics and Applied Literature: Dynamics and Advances, 4(2), 15-41. 
https://doi.org/10.22049/jalda.2018.26273.1075 

Ahmed, H., Islam, M., & Naqvi, S. (2020). The effectiveness of technology-mediated task-
based language teaching in teaching English writing skills to the students of 
higher secondary level. HamdardIslamicus, 43(1), 259-272.  



Journal of Language Horizons, Alzahra University  —  143

reading-based tasks. The participants of this study adopted more positive atti-
tudes towards reading when they were asked to study the lessons and fulfil the
task provided in ed.ted.com, goformative.com and TED Talks videos. Moreover,
by engaging in offline and online evaluative and analytical reading comprehen-
sion tasks which were provided on TEDEd website, learners developed their
critical thinking skills. Additionally, at the end of each session, the teacher as-
signed each group to different online projects and through using group project 
work, not only did students learn how to collaborate together in groups —
providing their own feedback, listening to others, and resolving disagreements
as they come up — they also developed meaningful relationships with teachers, 
which reinforce how fun learning is. Even while working on projects, students
develop relationships with community leaders, gaining knowledge for careers
and beyond. Further, by engaging in project work, learners also develop their
creative and critical thinking skills and build on their research skills. Since,
based on the outcomes of the present research, there was no substantial differ-
ence between male and female learners in experimental groups, it can be in-
ferred that blended integrated task-based language learning is an effective
reading approach for both male and female EFL learners and thus decision-
makers, policy-makers, and curriculum designers can incorporate the notion of 
blended integrated task-based language learning approach in order to enhance
and improve EFL learners’ reading comprehension ability across gender. 

Suggestions for Further Studies

This study explored the effect of blended integrated task-based language learn-
ing strategy on male and female learners’ reading comprehension ability. This 
application was found to be beneficial in enhancing students’ reading compre-
hension abilities by offering an innovative learning experience to students who 
were able to engage in online and offline learning by accomplishing interactive
and graded reading comprehension tasks. In this study, Ellis’s (2017) blended
integrated task-based language learning was used as an innovative way to im-
prove male and female learners’ reading comprehension ability. Another study 
can be done using different frameworks proposed by different scholars. In the
presented study, the Station-Rotation model was employed as a framework for
blended learning. Another study can be carried out using different blended 
leaning frameworks.

References
Afshinfar, J., & Shokouhifar, A. (2016). The effect of explicit and implicit corrective feed-

back on the narrative writing of advanced Iranian EFL learners. The Journal of 
Applied Linguistics and Applied Literature: Dynamics and Advances, 4(2), 15-41.
https://doi.org/10.22049/jalda.2018.26273.1075

Ahmed, H., Islam, M., & Naqvi, S. (2020). The effectiveness of technology-mediated task-
based language teaching in teaching English writing skills to the students of
higher secondary level. HamdardIslamicus, 43(1), 259-272.

https://researchgate.net/342215860_The_Effectiveness_of_Technologymediated
_TaskBased_Language_Teaching_in_Teaching_English_Writing_Skills_to_the_Stud
ents_of_Higher_Secondary_Level 

Allan, D. (2004). Oxford placement test. Oxford University Press. 
https://doi.org/10.12691/education-2-11-1 

Alroomy, M., & Althewini, A. (2019). The impact of blended learning on medical stu-
dents’ reading performance in a Saudi university. Advances in Language and Lit-
erary Studies, 10(4), 95-104. https://doi.org/10.7575/aiac.alls.v.10n.4p.95 

Bersin, J. (2004). The blended learning book: Best practices, proven methodologies, and 
lessons learned. John Wiley & Son.  
https://doi.org/ 10.1080/08923649509526896 

Blass, M., Vargo, M., & Yates, E. (2015). Creative thinking and reading with TED talks. Na-
tional Geographic Learning. https:// vk.com/topic197863858_41602073 

Bonk, C., & Graham, C. (2006). Introduction to blended learning. In C. J. Bonk & C. R. Gra-
ham (Eds.), Handbook of blended learning environments: Global perspectives, local 
designs (pp. 3-22). Pfeiffer Publishing.  
https://Microsoft Word - toc_section_intros2.doc 

Brown, J. D., & Hudson, T. (2002). Criterion-referenced language testing. Cambridge Uni-
versity Press. https://hosted.jalt.org/test/PDF/Brown18.pdf 

Chalak, A. (2015). The effect of task-based instruction on reading comprehension of Ira-
nian EFL learners.  Applied Research on English Language. 4(1), 19-29. 
https://doi.org/10.22108/ARE.2015.15497 

Donnelly, R. (2009). Harmonizing technology with interaction in blended problem-based 
learning. Computers & Education, 54(2), 350-359.  
https://doi.org/10.1016/j.compedu.2009.08.012 

Ellis, R. (2017). Moving task-based language teaching forward. Language Technology, 
50(4), 507-526. https://doi.org/10.1017/S0261444817000179 

Engelhardt, D. (2013). Practice makes perfect intermediate English reading and compre-
hension. McGraw Hill Professional.  
https://ebookrally.ir/downloadbook/1778059/practice-makes-perfect-
intermediate-english-reading-and-comprehension  

Geranpayeh, A. (2006). A quick review of the English quick placement test. Research Notes 
Quarterly, 12, 8-10. http://uniss.it/documenti/lingue 

Kalantari, R., & Saeidi, M. (2009). The effect of task-based language teaching on EFL 
learners’ reading comprehension. Journal of educational science, 2(6), 175-187. 
https://jinev.iaut.ac.ir/article_521977.html?lang=en 

Khataee, E. (2018). Reading failure among Iranian EFL learners: Study of underlying 
problems. International Journal of English Language & Translation Studies, 6(3), 
164-176. https://eltsjournal.org/archive/value6%20issue3/19-6-3-18.pdf

Macaruso, P., Wilks, S., & Prescotte, J. (2020). An investigation of blended learning to 
support reading instruction in elementary schools. Education Tech Research Dev, 
6(7), 75-101. https://doi.org/10.1007/s11423-020-09785-2 

Madhkhan, M., & Musavi, M. (2017). The effect of implementation of TBLT in reading 
comprehension classes of Iranian EFL learners. English Language Teaching, 
10(11), 119-128. https://doi.org/10.5539/elt.v10n11p119 

Mehri, M, & Tavakoli, M. (2020). The effect of technology-mediated reading comprehen-
sion tasks on autonomy and metacognitive strategy use by Iranian EFL interme-
diate learners. Journal of Modern Research in English language studies, 7(3), 45-
69. https://doi.org/10.30479/jmrels.2020.11739.1459

Namaziandost, E. (2020). Enhancing pre-intermediate EFL learners’ reading compre-
hension through the use of Jigsaw technique. Cogent Arts and Humanities. 7(1), 1-
15. https://doi.org/10.1080/23311983.2020.1738833



144  —  The Impact of Integrating Blended Learning with Task-Based Language Learning on Reading ...

Noshad, A., & Zamanian, M. (2017). The effect of task-based activities on Iranian begin-
ner EFL listeners’ listening comprehension. Studies in Learning and Teaching 
English. 6(11), 1-22.  
https://jslte.iaushiraz.ac.ir/article_532360_6fd3e107b4f33bb8a2f9d9257ca71fe
6.pdf

Rezaei, O., Mehri, M., & Shakerian, P. (2017). The effect of the implementation of task-
based language teaching on Iranian EFL learners' reading comprehension per-
formance.  Journal of Applied Linguistics and Language Research, 4(7), 247-259. 
https://jallr.com/index.php/JALLR/article/view/694 

Rostami, A., Masoudzadeh, A., & Afraz, S. (2020). The effect of task-based language teach-
ing on Iranian EFL learners’ reading comprehension ability. Journal of Foreign 
Language Research, 9(4), 1105-1130.  
https://doi.org/10.22059/JFLR.2019.278829.624 

Setayesh, M., & Marzban, A. (2017). The impact of task-based language teaching on the 
development of Iranian EFL learners’ ESP reading comprehension skills. Advanc-
es in Language and Literary Studies, 8(2), 70-76.  
https://doi.org/10.7575/aiac.alls.v.8n.2p.70 

Staker, H., & Horn, M. B. (2012). Classifying K-12 blended learning. Innosight institute. 
https://christenseninstitute.org/wp-content/uploads/2013/04/Classifying-K-
12-blended-learning.pdf

Tabachnick, B. G., & Fidell, L. S. (2013). Using multivariate statics. Pearson Education. 
https://pearsonhighered.com/assets/preface/0/1/3/4/0134790545.pdf 

Taghizadeh, M., & Khalili, M. (2019). Engineering students’ academic reading compre-
hension: The contribution of attitude, breadth and depth of vocabulary 
knowledge. Journal of English for Academic Purposes, 8(1), 49-66.  
http://journalscmu.sinaweb.net/article_90572_f40f491461236a3402a60974ead
d2e66.pdf 

Tavakoli, H., Lotfi, A., & Biria, R. (2019a). The effect of task-based language teaching 
(TBLT) on Iranian EFL learners’ reading comprehension ability (Teachers’ per-
ception in focus). Journal of Foreign Language Research, 9(4), 1105-1130. 
https://doi.org/10.1080/2331186X.2019.1580916 

Tavakoli, H., Lotfi, A., & Biria, R. (2019b). Effects of CALL-mediated TBLT on self-efficacy 
for reading among Iranian university non-English major EFL students. Interna-
tional Journal of Foreign Language Teaching & Research, 7(26), 85-101. 
https://jfl.iaun.ac.ir/article_625736_73140d71f24660e0c4cb7e5cb2b12c4d.pdf 

Tucker, C. (2020). Balance with blended learning: Partner with your students to reimagine 
learning and reclaim your life. SAGE publications. 
https://us.corwin.com/sites/default/files/upm-
assets/71779_book_item_71779.pdf 



Journal of Language Horizons, Alzahra University  —  145
Volume 5, Issue 1, Winter and Spring  2021 (Biannual – Serial No. 9)  —  

145Noshad, A., & Zamanian, M. (2017). The effect of task-based activities on Iranian begin-
ner EFL listeners’ listening comprehension. Studies in Learning and Teaching
English. 6(11), 1-22.
https://jslte.iaushiraz.ac.ir/article_532360_6fd3e107b4f33bb8a2f9d9257ca71fe
6.pdf

Rezaei, O., Mehri, M., & Shakerian, P. (2017). The effect of the implementation of task-
based language teaching on Iranian EFL learners' reading comprehension per-
formance. Journal of Applied Linguistics and Language Research, 4(7), 247-259.
https://jallr.com/index.php/JALLR/article/view/694

Rostami, A., Masoudzadeh, A., & Afraz, S. (2020). The effect of task-based language teach-
ing on Iranian EFL learners’ reading comprehension ability. Journal of Foreign
Language Research, 9(4), 1105-1130.
https://doi.org/10.22059/JFLR.2019.278829.624

Setayesh, M., & Marzban, A. (2017). The impact of task-based language teaching on the 
development of Iranian EFL learners’ ESP reading comprehension skills. Advanc-
es in Language and Literary Studies, 8(2), 70-76.
https://doi.org/10.7575/aiac.alls.v.8n.2p.70

Staker, H., & Horn, M. B. (2012). Classifying K-12 blended learning. Innosight institute.
https://christenseninstitute.org/wp-content/uploads/2013/04/Classifying-K-
12-blended-learning.pdf

Tabachnick, B. G., & Fidell, L. S. (2013). Using multivariate statics. Pearson Education.
https://pearsonhighered.com/assets/preface/0/1/3/4/0134790545.pdf

Taghizadeh, M., & Khalili, M. (2019). Engineering students’ academic reading compre-
hension: The contribution of attitude, breadth and depth of vocabulary 
knowledge. Journal of English for Academic Purposes, 8(1), 49-66.
http://journalscmu.sinaweb.net/article_90572_f40f491461236a3402a60974ead
d2e66.pdf

Tavakoli, H., Lotfi, A., & Biria, R. (2019a). The effect of task-based language teaching
(TBLT) on Iranian EFL learners’ reading comprehension ability (Teachers’ per-
ception in focus). Journal of Foreign Language Research, 9(4), 1105-1130.
https://doi.org/10.1080/2331186X.2019.1580916

Tavakoli, H., Lotfi, A., & Biria, R. (2019b). Effects of CALL-mediated TBLT on self-efficacy 
for reading among Iranian university non-English major EFL students. Interna-
tional Journal of Foreign Language Teaching & Research, 7(26), 85-101.
https://jfl.iaun.ac.ir/article_625736_73140d71f24660e0c4cb7e5cb2b12c4d.pdf

Tucker, C. (2020). Balance with blended learning: Partner with your students to reimagine
learning and reclaim your life. SAGE publications.
https://us.corwin.com/sites/default/files/upm-
assets/71779_book_item_71779.pdf

The Effect of Task Difficulty  
on the Quantity and Quality of 
Iranian Lower-Intermediate 
EFL Learners’ Code-Switching 
Research Article 

Bahareh Jouibar1 
Bahram Hadian*2 
Mehdi Vaez Dalili3 

Received: 2020-07-07  |   Revised (2): 2020-10-07  |   Accepted: 2020-10-13 

Abstract 
The objective of the present study was two-fold. First, the effect of speak-
ing task difficulty on EFL lower-intermediate learners’ quantity of code-
switching was examined. Second, the effect of speaking task difficulty on 
the participants’ quality of code-switching was studied. The participants 
of this study included 61 lower-intermediate language learners in a pri-
vate English language institute in Iran. The participants performed twelve 
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speaking tasks with easy, medium, and difficult levels of complexity de-
veloped by the researchers. The findings indicated that less than 10 per-
cent of students’ clauses included code-switching. The participants em-
ployed significantly more code-switching items under difficult task condi-
tion. The findings showed that the participants used code-switching for 
different purposes including vocabulary, syntactic structure, content, 
rubric clarification, turn-taking, and pronunciation. The learners em-
ployed expressive, referential, and directive language functions to fulfill 
their purposes and the number of directive items rose as the task difficul-
ty level increased. Regarding the addressee of learners’ code-switches, 
the inductive analysis of the data showed that the code-switches were 
self-directed, peer-directed, teacher-directed, teacher and then peer-
directed, and peer and then teacher-directed. The participants addressed 
almost half of the code-switches to their peers; however, more difficult 
tasks resulted in a higher number of teacher-directed code-switching 
items. 

Keywords: code-switching, speaking, task difficulty, code-switching 
purposes, language functions 

Introduction 
The presence of students’ L1 in EFL (English as a Foreign Language) classes has 
been an interesting area of research for the last three decades. The use of stu-
dents’ L1 in classes is more probable when students are learning in a context in 
which English is regarded as a foreign language and students are of the same 
mother tongue (Bista, 2010). When students are not banned from employing 
their mother tongue, language learners, especially those with lower English 
language ability, are more likely to resort to their L1 to communicate with their 
addressee, including their classmates and their bilingual teacher. Furthermore, 
EFL students not only employ their first language to communicate their 
thoughts with their peers and teacher, but also use it to facilitate their process 
of learning L2 (Enama, 2016; Levine, 2003).  

The students’ alteration between two codes (languages) has been widely 
known as code-switching. In the realm of educational linguistics, code-
switching has been examined through the lenses of sociolinguistics and peda-
gogy (Bista, 2010). While the former deals with how social factors result in stu-
dents’ alteration between the two (or more) languages at their disposal, the 
latter addresses the issues pertinent to why and how alterations occur due to 
pedagogical requirements. The present study deals chiefly with the pedagogical 
aspect of students’ code-switching in an EFL context. Although several prior 
studies have investigated EFL learners’ perceptions of code-switching and the 
forms and functions of their code-switching, the effect of speaking task difficul-
ty on the quality and quantity of their code-switching is still an unexplored area 
of research. The present study aims to address this unexamined area by exam-
ining Iranian lower-intermediate EFL students. 
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latter addresses the issues pertinent to why and how alterations occur due to 
pedagogical requirements. The present study deals chiefly with the pedagogical 
aspect of students’ code-switching in an EFL context. Although several prior 
studies have investigated EFL learners’ perceptions of code-switching and the 
forms and functions of their code-switching, the effect of speaking task difficul-
ty on the quality and quantity of their code-switching is still an unexplored area 
of research. The present study aims to address this unexamined area by exam-
ining Iranian lower-intermediate EFL students. 
 

Background 
Use of L1 in EFL Classrooms 

The use of students’ L1 in second language learning classes has been judged 
differently. Some scholars have supported the English-only policy wherein it is 
recommended to employ the target language within the class time. The English-
only policy is suggested as scholars believe that the use of students’ native lan-
guage can interfere with the system of the target language (Howatt, 1984). Fur-
thermore, they find the English-only policy useful since learners’ exposure to 
English language will be maximized if all utterances are provided in English 
(Ustunel, 2016). In addition, some teachers ban the use of students’ first lan-
guage as they find it prestigious to stick to the target language all the time 
(Butzkamm & Caldwell, 2009). This pressure, imposed by policy makers (Lit-
tlewood & Yu, 2011) and fellow teachers (Enama, 2016), can highly convince 
foreign language teachers to avoid students’ first language in classes. 

However, there are some scholars who welcome the use of students’ L1 in 
EFL classes. Cook (2001), for example, argued that no systematic rationale has 
been suggested to justify the ban on the use of students’ first language in for-
eign language classes. Cummins (2007), proposing the interdependency hy-
pothesis, argues that students’ first language can contribute to their acquisition 
of second language. Thus, to maximize the use of possible tools, the use of first 
language should not be prohibited in foreign language classes. Several scholars 
have supported the idea of Cummins by conducting empirical studies, and ar-
gued that the use of students’ first language can lead to their positive cross-
lingual transfer (Swain & Lapkin, 2000), phonological awareness (Durgunoğlu, 
2002), and meta-linguistic knowledge (Hardin, 2020). The proponents of using 
students’ first language in foreign language classes proposed a set of ideas 
which have been collected under the umbrella term of ‘bilingual teaching’ (At-
kinson, 1993; Auerbach, 1993). The bilingual approach to teaching a foreign 
language presupposes this proposition that students’ foreign language is built 
upon their first language knowledge and abilities. They believe that the starting 
point of learning a foreign language is students’ first language (Enama, 2016; 
Hofweber et al., 2020; Narayan, 2019); thus, it should not be omitted from the 
foreign language learning story. Vygotsky (1962), too, argued that learning a 
foreign language is the extension of one’s first language and ignoring it is not 
logical. Harbord (1992) has also stated that translation/transfer is an indispen-
sable part of second language learning. Similarly, the bilingual approach to 
teaching finds code-switching an acceptable practice in foreign language teach-
ing classes. 

These two opposing views on code-switching in educational settings reflect 
the necessity of conducting more detailed studies on this topic to uncover the 
efficacy of code-switching in L2 learning contexts. To occupy a part of this 
niche, the present study has focused chiefly on the effect of task difficulty on 
learners’ speaking performance and code-switching quantity and quality. In the 
following, a brief account of literature on these topics is provided. 
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Task Difficulty and Code-Switching 

The investigation of the relationship between code-switching and task difficulty 
is an underexplored area of research. Only a few numbers of studies have inves-
tigated this issue. The analysis of the effect of task-difficulty on learners’ code-
switching quantity (the number) and quality (e.g., speech function, addressee of 
code-switching, purpose of code-switching) can reveal one of the reasons why 
L2 learners employ code-switching with different patterns on different occa-
sions; however, all of the prior studies have focused on the quantity (the num-
ber) of learner code-switches. Chan (1996) argues that L2 learners are more 
likely to resort to their L1 when the task characteristics are more demanding. 
Myers (2008) investigated students’ code-switching at a tertiary level in Cana-
da. The mother tongue of the students was English and they wanted to become 
French teachers. The findings of this study indicated that when the difficulty of 
tasks was beyond teacher trainees’ ability, they preferred to switch to their 
mother tongue to accomplish the tasks. 

In another study, Qahfarokhi and Biria (2012) examined Iranian students’ 
code-switching. The participants of their study included 30 intermediate and 
advanced students. The researchers examined the effect of both students’ Eng-
lish language ability and task difficulty on the students’ rate of code-switching. 
The results of their study indicated that both students’ English language ability 
and task difficulty affected the rate of code-switching. To be more specific, the 
study found that more difficult tasks led the students to employ more code-
switching to accomplish their tasks successfully. In a more recent study, Af-
roogh (2018) investigated L2 learners’ use of code-switching in writing tasks. 
The results of his study indicated that more difficult writing tasks resulted in a 
higher number of code-switching items in an Iranian context. 

Gap in the Literature and the Present Study 
The present research project departs from prior studies as it fills several gaps 
in the literature of code-switching in educational settings. The review of the 
literature showed that prior studies investigating the effect of task difficulty on 
code-switching have focused merely on the quantity of learners’ code-
switching. They have only focused on the number of learner code-switching 
items in a single or across different conditions (Afroogh, 2018; Myers, 2008; 
Qahfarokhi & Biria, 2012). The absence of studies investigating the quality of 
learner code-switching can deprive us of significant information on how L2 
learners switch to their mother tongue to fulfill different speech functions and 
language-related purposes, and select their addressee based on their needs. No 
prior study has investigated the effect of speaking task difficulty on both the 
quantity and quality of learners’ code-switching to give us a comprehensive 
picture of learner code-switching under different tasks conditions. Further-
more, those studies that have investigated the quality of learners’ code-
switching in the literature have focused on the whole class interactions, and no 
study has examined the detailed dynamics of code-switching while performing 
speaking tasks under three task difficulty conditions. 
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sions; however, all of the prior studies have focused on the quantity (the num-
ber) of learner code-switches. Chan (1996) argues that L2 learners are more 
likely to resort to their L1 when the task characteristics are more demanding. 
Myers (2008) investigated students’ code-switching at a tertiary level in Cana-
da. The mother tongue of the students was English and they wanted to become
French teachers. The findings of this study indicated that when the difficulty of 
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The results of their study indicated that both students’ English language ability 
and task difficulty affected the rate of code-switching. To be more specific, the
study found that more difficult tasks led the students to employ more code-
switching to accomplish their tasks successfully. In a more recent study, Af-
roogh (2018) investigated L2 learners’ use of code-switching in writing tasks. 
The results of his study indicated that more difficult writing tasks resulted in a 
higher number of code-switching items in an Iranian context.

Gap in the Literature and the Present Study
The present research project departs from prior studies as it fills several gaps 
in the literature of code-switching in educational settings. The review of the
literature showed that prior studies investigating the effect of task difficulty on
code-switching have focused merely on the quantity of learners’ code-
switching. They have only focused on the number of learner code-switching 
items in a single or across different conditions (Afroogh, 2018; Myers, 2008; 
Qahfarokhi & Biria, 2012). The absence of studies investigating the quality of 
learner code-switching can deprive us of significant information on how L2 
learners switch to their mother tongue to fulfill different speech functions and 
language-related purposes, and select their addressee based on their needs. No 
prior study has investigated the effect of speaking task difficulty on both the
quantity and quality of learners’ code-switching to give us a comprehensive
picture of learner code-switching under different tasks conditions. Further-
more, those studies that have investigated the quality of learners’ code-
switching in the literature have focused on the whole class interactions, and no
study has examined the detailed dynamics of code-switching while performing 
speaking tasks under three task difficulty conditions.

The present study aims to contribute to the body of code-switching litera-
ture by filling this gap in the literature and examining the effects of speaking 
task difficulty on the learners’ code-switching purposes, language function, and 
the addressee of their code-switching. Four research questions that guide the 
present study are as follows: 
Research question one: What is the effect of speaking task difficulty on lower-
intermediate EFL learners’ quantity of code-switching? 

Research question two: What is the effect of speaking task difficulty on the lan-
guage functions that lower-intermediate EFL learners employ in their code-
switches? 

Research question three: What is the effect of speaking task difficulty on lower-
intermediate EFL learners’ purpose of code-switching? 

Research question four: What is the effect of speaking task difficulty on lower-
intermediate EFL learners’ addressee of code-switching? 

Method 
Participants 

The participants of this study included 61 lower intermediate English language 
learners. These participants, who were in four intact classes, were selected 
based on convenience sampling method. These learners were taking a general 
English course to reach the upper intermediate level in a private institute in 
Tehran. Two language teachers taught these classes and did their best to keep 
the procedures uniform in all classes. The students’ age ranged between 18 and 
35 years and both female (n = 36) and male (n = 25) students participated in 
this study. Although the institute had categorized these students as lower in-
termediate, the researchers gave the participants the Oxford Quick Placement 
Test to uncover their English language ability. Furthermore, the participants 
took an IELTS (International English Language Testing System) speaking sec-
tion test. The students’ mean score of the placement test was 33.54 (SD = 1.89), 
and their IELTS speaking score was 3.39 (SD = .41). The comparison of the stu-
dents’ performance at the beginning of the treatment indicated that the mean 
scores of students’ English language proficiency and speaking ability were not 
significantly different across the four classes (F= .472, p >.05 and F = .97, p > 
.05). Furthermore, all the scores were distributed within one standard devia-
tion from the mean scores and no outlier was pinpointed. 

Instruments 

Different instruments were employed to collect the required data. The follow-
ing sections provide a brief account of these instruments. 
Oxford Quick Placement Test. The Oxford Quick Placement Test (2001) was 
used to measure the participants’ general level of English language proficiency. 
This test includes 60 multiple-choice items of vocabulary, collocation, and 
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grammar. This test is mainly employed for proficiency and placement purposes. 
The test has been validated in 20 countries by more than 6,000 students 
(Geranpayeh, 2003). This test was administered at the beginning of the study 
and the participants were given 45 minutes to complete the test. 
IELTS Speaking Tasks. In order to examine the participants’ speaking ability 
at the beginning of the study and run the analysis of learners’ speaking perfor-
mance in different conditions, four speaking tasks (Task Two) were taken from 
a book entitled as “IELTS 14 General Training Student's Book with Answers with 
Audio (2019)”, which is published by Cambridge and provides its audience with 
authentic tests (Appendix D). Task Two was selected as it requires the test-
takers to speak for at least one minute and could give the researchers enough 
amount of performance to draw conclusions about their speaking ability with a 
single task.  
Speaking Tasks With Easy, Medium, and High Difficulty Levels. Following 
the oft-cited model provided by Skehan (1998), 12 tasks were developed by the 
researchers. Skehan (1998) provided a set of factors including the number of 
participants, abstractness of information, the extent to which a task is here-
and-now or there-and-then, the retrieval or transformational nature of a task, 
and the extent to which the speakers are familiar with a topic. Based on 
Skehan’s guidance of task difficulty, twelve tasks were developed (Appendix A). 
To check the difficulty levels of the speaking tasks, the researchers sent the top-
ics to 5 experienced English language teachers. All of them found the tasks ac-
ceptable, and one of them suggested that the word overweight could be difficult 
for the participants to understand and asked us to change it to the word fat 
(although there is a difference in their connotations). To examine the students’ 
perceptions of the difficulty level of these three tasks, 25 students in two clas-
ses similar to those in the target sample gave scores between 1 and 20 to these 
three tasks. All the participants put these tasks into predicted levels. Except for 
one student in two cases, the other 24 students gave mean score of 3.45 (SD = 
.63) to the easy task, 11.3 (SD = .78) to the medium-difficulty task, and 14.4 (SD 
= .81) to the difficult task. These mean scores showed that the intermediate 
students’ perceptions of the difficulty of the generated tasks were compatible 
with the expectations of the researcher. 

Data Collection and Analysis Procedures 

The participants’ general English and speaking abilities were assessed before 
administrating the speaking tasks. The results ensured the researchers that all 
students were lower intermediate English language learners and they were 
homogenous in terms of their speaking ability. In the four participating classes, 
the students were not either encouraged or discouraged to use their first lan-
guage when they felt necessary. The teachers permitted them to use Persian 
language whenever they wanted. However, the extended use of Persian lan-
guage (more than 30 seconds) was interrupted by the teachers using a question 
or giving the turn to another student to stop the flow of Persian language use in 
the class. 



Journal of Language Horizons, Alzahra University  —  151

grammar. This test is mainly employed for proficiency and placement purposes. 
The test has been validated in 20 countries by more than 6,000 students
(Geranpayeh, 2003). This test was administered at the beginning of the study 
and the participants were given 45 minutes to complete the test.
IELTS Speaking Tasks. In order to examine the participants’ speaking ability 
at the beginning of the study and run the analysis of learners’ speaking perfor-
mance in different conditions, four speaking tasks (Task Two) were taken from 
a book entitled as “IELTS 14 General Training Student's Book with Answers with 
Audio (2019)”, which is published by Cambridge and provides its audience with 
authentic tests (Appendix D). Task Two was selected as it requires the test-
takers to speak for at least one minute and could give the researchers enough
amount of performance to draw conclusions about their speaking ability with a
single task. 
Speaking Tasks With Easy, Medium, and High Difficulty Levels. Following 
the oft-cited model provided by Skehan (1998), 12 tasks were developed by the
researchers. Skehan (1998) provided a set of factors including the number of 
participants, abstractness of information, the extent to which a task is here-
and-now or there-and-then, the retrieval or transformational nature of a task, 
and the extent to which the speakers are familiar with a topic. Based on
Skehan’s guidance of task difficulty, twelve tasks were developed (Appendix A).
To check the difficulty levels of the speaking tasks, the researchers sent the top-
ics to 5 experienced English language teachers. All of them found the tasks ac-
ceptable, and one of them suggested that the word overweight could be difficult 
for the participants to understand and asked us to change it to the word fat
(although there is a difference in their connotations). To examine the students’
perceptions of the difficulty level of these three tasks, 25 students in two clas-
ses similar to those in the target sample gave scores between 1 and 20 to these
three tasks. All the participants put these tasks into predicted levels. Except for
one student in two cases, the other 24 students gave mean score of 3.45 (SD =
.63) to the easy task, 11.3 (SD = .78) to the medium-difficulty task, and 14.4 (SD
= .81) to the difficult task. These mean scores showed that the intermediate
students’ perceptions of the difficulty of the generated tasks were compatible
with the expectations of the researcher.

Data Collection and Analysis Procedures

The participants’ general English and speaking abilities were assessed before
administrating the speaking tasks. The results ensured the researchers that all
students were lower intermediate English language learners and they were
homogenous in terms of their speaking ability. In the four participating classes, 
the students were not either encouraged or discouraged to use their first lan-
guage when they felt necessary. The teachers permitted them to use Persian
language whenever they wanted. However, the extended use of Persian lan-
guage (more than 30 seconds) was interrupted by the teachers using a question
or giving the turn to another student to stop the flow of Persian language use in
the class.

The whole semester went on for 18 sessions, and the data were collected in 
6 consecutive sessions. The participants were put in four-member groups ran-
domly (one group with five members) by the researchers. In each session, two 
of the participants were asked to speak about a topic for their groupmates. Hav-
ing finished the speaking task, the participants in each group had at most 10 
minutes to talk further about the topic. As shown in Table 1, because of the time 
limitations in each session, the tasks of each difficulty level were administered 
in two consecutive sessions. Four different topics were generated to avoid giv-
ing the students in the second session more planning time, which could jeop-
ardize the internal validity of the study. The participants were asked to record 
the last 30 minutes of each session, which was allocated to speaking practice. 
One person in each group had to send the sound track to the teacher before 
leaving the classroom. 

Table 1 
Data Collection Timetable 

Session Session 1 Session 2 Session 3 Session 4 Session 5 Session 6 
Difficulty Easy 1 Easy 2 Medium 1 Medium 2 Difficult 1 Difficult 2 
Group mem-
bers 

1 & 2 3 & 4 1 & 2 3 & 4 1 & 2 3 & 4 

The data analysis included two main stages. In the first stage, the participants’ 
speaking and general English abilities were analyzed. One of the researchers 
(the lead author) scored all of the collected samples using the scoring rubric 
provided by Cambridge IELTS; and a TEFL PhD holder, who is a formal examin-
er of IELTS in Iran, scored half of the speaking samples. The inter-rater reliabil-
ity of the scoring procedure was as high as .92.  The second stage dealt with the 
investigation of the quantity and quality of learners’ code-switching. In order to 
categorize the students’ code-switching items based on their language func-
tions, the researchers employed a deductive approach. The code-switching 
items were categorized into three categories of word, phrase, and clause. In 
order to categorize the students’ code-switching items based on their language 
functions, the researchers followed the categorization provided by Holmes 
(2001) and put the comments into directive, expressive, and referential catego-
ries. Although different categories are mentioned by well-known researchers 
(e.g., Halliday & Matthiessen, 2004), several scholars (Holmes, 2001; Jafarigo-
har et al., 2018; Stracke & Kumar, 2016) have argued that the three functions of 
directive (utterances attempting to get someone to do something), referential 
(utterances providing information), and expressive (utterances expressing the 
speaker’s feelings) are the most relevant ones to educational settings. In order 
to categorize the code-switching purposes and the addressee of the code-
switching items, an inductive approach was employed and the categories 
emerged out of the initial categorization stage. Based on the collected data, the 
researchers categorized the code-switching items into different categories at 
the primary and final stages. The primary stage was conducted by analyzing 10 
percent of the instances by the researchers of this study and a TEFL PhD holder. 
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The inter-coder reliability value of this stage was .86. The discrepancies in the 
categorizations were discussed extensively to reach unanimous decisions. The 
final categorization stage was conducted on the rest of the collected data and 
the analysis of 50 percent of instances yielded an inter-coder reliability of .93. 
 

Results 
Effect of Speaking Task Difficulty on the Quantity of Code-Switching 

To uncover the effect of task difficulty on lower-intermediate learners’ quantity 
and quality of code-switching, the frequencies and types of their code-switching 
were determined. Table 2 provides the frequencies of their code-switching un-
der different task difficulty conditions in one hour (the administration of four 
tasks plus the follow-up discussions). 
 

Table 2 
Frequencies of Code-switching under Different Difficulty Levels 

Task difficulty All clauses Frequency of clauses 
with code-switching 

Percentage Mean SD 

Easy 6976 566 8.11 38.82 4.28 
Medium 6474 628 9.72 41.37 1.48 
Difficult 6237 713 11.43 47.85 2.41 
Total 19687 1907 9.68 42.68 6.16 

 

As provided in Table 2, the participants employed code-switching 1907 times 
under three task difficulty conditions. The mean score of their code-switching 
was 42.68 (SD = 6.16) in an hour. The findings also showed that the partici-
pants employed code-switching 566 (M = 38.82, SD = 4.28), 628 (M = 41.37, SD 
= 1.48), and 713 (M = 47.85, SD = 2.41) times under easy, medium, and difficult 
speaking task conditions, respectively. Totally, 9.68 percent of on-task clauses 
produced while performing the tasks were in Persian. The highest amount of L1 
use was found in the difficult condition (11.43%) and the lowest belonged to 
the easy condition (8.11%). The participants employed their L1 while perform-
ing the tasks with medium difficulty in 9.72 percent of clauses. In order to ex-
amine the differences between the participants’ frequencies of code-switching 
under different task difficulty conditions, several Chi-square tests were run. 
 

Table 3 
Chi-Square for the Participants’ Code-switching under Different Task Difficulty Conditions 

 Pearson Chi-square df Asymp. Sig. (2-sided) 
Total 41.47 2 .000 
Easy-Medium 10.45 1 .000 
Medium-Difficult 10.09 1 .001 
Easy-Difficult 41.47 1 .000 
 
As indicated in Table 3, the frequencies of learners’ code-switching under dif-
ferent conditions were significantly different, X2 (2, N = 3) = 41.47, p= .000. The 
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= 1.48), and 713 (M = 47.85, SD = 2.41) times under easy, medium, and difficult 
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produced while performing the tasks were in Persian. The highest amount of L1 
use was found in the difficult condition (11.43%) and the lowest belonged to 
the easy condition (8.11%). The participants employed their L1 while perform-
ing the tasks with medium difficulty in 9.72 percent of clauses. In order to ex-
amine the differences between the participants’ frequencies of code-switching 
under different task difficulty conditions, several Chi-square tests were run.

Table 3
Chi-Square for the Participants’ Code-switching under Different Task Difficulty Conditions

Pearson Chi-square df Asymp. Sig. (2-sided)
Total 41.47 2 .000
Easy-Medium 10.45 1 .000
Medium-Difficult 10.09 1 .001
Easy-Difficult 41.47 1 .000

As indicated in Table 3, the frequencies of learners’ code-switching under dif-
ferent conditions were significantly different, X2 (2, N = 3) = 41.47, p= .000. The

findings also showed that the participants employed significantly more code-
switching items under the difficult condition in comparison to the easy, X2 (1, N 
= 2) = 41.47, p = .000, and medium, X2 (1, N = 2) = 10.09, p = .001, conditions. 
The results also showed that the participants’ switches to their L1 under the 
medium condition was significantly more than theirs under the easy condition, 
X2(1, N = 2) = 10.45, p = .000. 

Effect of Speaking Task Difficulty on the Quality of Code-Switching 

Language Functions. The effect of task difficulty on language functions of 
learners’ code-switching was also examined in this study. The learners’ switch-
es to their mother tongue were deductively categorized into expressive, refer-
ential, and directive functions, which are the three main language functions in 
educational settings (e.g., Jafarigohar, et al., 2018; Stracke & Kumar, 2016). Ta-
ble 4 provides the frequencies of different language functions under different 
task difficulty conditions. 

Table 4 
Frequencies of Code-Switching Based on their Language Functions 

Expressive Referential  Directive 
Easy 53 (9.36%) 253 (44.69%) 260 (45.93%) 
Medium 48 (7.64%) 241 (37.24%)  339 (54.12%) 
Difficult 73 (10.28%) 213 (29.87%) 427 (59.88%) 

The findings indicated that under the three conditions, the directive function, 
which included requests, questions, and orders, was the most frequent lan-
guage function. Code-switching with expressive language function, which dealt 
with the expression of the speakers’ feelings, was the least frequent language 
function. The examples of this language function was “/tʃɛ sæxtɛ/!” (How diffi-
cult it is!), "/tʃɛ bɑhɑl/!” (Cool!), and "/bɪː xɪɑl/  "  (No way!) to show their sur-
prise after reading the topic. As indicated in Table 6, at most 10 percent of 
code-switching items were employed to show the feelings of the speakers. An 
interesting point is that under the difficult condition, the majority of expressive 
code-switching items (N = 52, 71.23%) were showing the participants’ dissatis-
faction with the difficulty of the task or their unfamiliarity with the topic. Code-
switching items with referential language function, which are used to convey 
information (without asking for any information), decreased as the difficulty 
level increased. An example of this code-switching type was “My friend is 
/topoluː/” (Chubby). The speaker did not want anyone in the group to provide 
her with the equivalence of /topoluː/, but she wanted to convey the meaning in 
the flow of information she was providing. To have a better understanding of 
the significance of the difference between the frequencies across different task 
difficulty levels, a set of Chi-square tests were run (Table 5). 
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Table 5 
Chi-Square for Different Language Functions under Different Task Difficulty Conditions 

Pearson Chi-square df Asymp. Sig. (2-sided) 
Expressive-Total 2.76 2 .251 
Referential  -Total 30.40 2 .000 
Referential  -Easy-Medium 4.9 1 .027 
Referential  -Medium-Difficult 10.77 1 .001 
Referential  -Easy-Difficult 29.94 1 .000 
Directive -Total 24.72 2 .000 
Directive -Easy-Medium 7.07 1 .006 
Directive -Medium-Difficult 4.75 1 .029 
Directive -Easy-Difficult 24.7 1 .000 

As shown in Table 5, the participants employed code-switching to fulfill differ-
ent language functions. The results indicated that there was no significant dif-
ference between the frequencies of expressive language function across differ-
ent task difficulty levels, X2 (2, N = 3) = 2.76, p = .251. The comparison of code-
switching items fulfilling the referential language function at various difficulty 
levels indicated that the difference was significant, X2(2, N = 3) = 30.40, p = 
.000. The examination of different pairs showed that the number of referential 
items provided under the difficult condition was significantly lower than that of 
the medium, X2(1, N = 2) = 10.77, p = .001, and easy levels, X2 (1, N = 2) = 29.94, 
p = .000. Finally, the number of referential items under the easy condition was 
significantly more than that under the medium condition, X2(1, N =2) = 4.9, p = 
.027. The analysis of directive items under different difficulty conditions indi-
cated that the frequencies were significantly different, X2 (2, N = 3) = 24.72, p = 
.000. The findings also showed that the learners’ frequency of using directive 
code-switching at the difficult level was significantly higher than theirs at the 
medium, X2 (1, N = 2) = 4.75, p = .029 and easy, X2 (1, N = 2) = 24.70, p = .000 
levels. Further, the number of directive items under the medium condition was 
significantly higher than that under the easy condition, X2 (1, N = 2) = 7.07, p = 
.006. 

Purposes of Learners’ Code-Switching 

Another aspect examined in the present study was the purposes of learners’ 
code-switching while performing their speaking tasks. Here, the purposes of 
learner code-switching refer to the functions that the learners aimed to accom-
plish by using their first language. An inductive process of categorization was 
employed to sort out the purposes of lower-intermediate EFL learners’ code-
switching. Table 6, below, presents a report of the findings. 
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Table 5 
Chi-Square for Different Language Functions under Different Task Difficulty Conditions 

 Pearson Chi-square df Asymp. Sig. (2-sided) 
Expressive-Total 2.76 2 .251 
Referential  -Total 30.40 2 .000 
Referential  -Easy-Medium 4.9 1 .027 
Referential  -Medium-Difficult 10.77 1 .001 
Referential  -Easy-Difficult 29.94 1 .000 
Directive -Total 24.72 2 .000 
Directive -Easy-Medium 7.07 1 .006 
Directive -Medium-Difficult 4.75 1 .029 
Directive -Easy-Difficult 24.7 1 .000 
 
As shown in Table 5, the participants employed code-switching to fulfill differ-
ent language functions. The results indicated that there was no significant dif-
ference between the frequencies of expressive language function across differ-
ent task difficulty levels, X2 (2, N = 3) = 2.76, p = .251. The comparison of code-
switching items fulfilling the referential language function at various difficulty 
levels indicated that the difference was significant, X2(2, N = 3) = 30.40, p = 
.000. The examination of different pairs showed that the number of referential 
items provided under the difficult condition was significantly lower than that of 
the medium, X2(1, N = 2) = 10.77, p = .001, and easy levels, X2 (1, N = 2) = 29.94, 
p = .000. Finally, the number of referential items under the easy condition was 
significantly more than that under the medium condition, X2(1, N =2) = 4.9, p = 
.027. The analysis of directive items under different difficulty conditions indi-
cated that the frequencies were significantly different, X2 (2, N = 3) = 24.72, p = 
.000. The findings also showed that the learners’ frequency of using directive 
code-switching at the difficult level was significantly higher than theirs at the 
medium, X2 (1, N = 2) = 4.75, p = .029 and easy, X2 (1, N = 2) = 24.70, p = .000 
levels. Further, the number of directive items under the medium condition was 
significantly higher than that under the easy condition, X2 (1, N = 2) = 7.07, p = 
.006. 
 
Purposes of Learners’ Code-Switching  

Another aspect examined in the present study was the purposes of learners’ 
code-switching while performing their speaking tasks. Here, the purposes of 
learner code-switching refer to the functions that the learners aimed to accom-
plish by using their first language. An inductive process of categorization was 
employed to sort out the purposes of lower-intermediate EFL learners’ code-
switching. Table 6, below, presents a report of the findings. 
 

Table 6 
Purposes of Learners’ Code-switching while Performing Speaking tasks under three Task Difficulty 
Conditions 

 Vocabulary  Syntactic 
structure 

Content Task rubric 
clarification 

Turn-
taking 

Pronunciation 

Easy 229 
(40.45%) 

110 
(19.43%) 

83 
(14.66%) 

74 
(13.07%) 

36 
(6.36%) 

34 (6.13%) 

Medium 227 
(36.14%) 

133 
(21.17%)  

103 
(16.40%) 

69 
(10.78%) 

52 
(8.28%) 

44 (7.24%) 

Difficult 173 
(24.26%) 

197 
(27.62%) 

181 
(25.38%) 

117 
(17.40%) 

29 
(4.26%)  

16 (2.24%) 

Total 629 
(32.98%) 

440 
(23.07%) 

367 
(19.24%) 

260 
(15.21%) 

117 
(6.84%) 

94 (4.93%) 

 

As shown in Table 6, six main functions were extracted for the participants’ 
code-switching while performing speaking tasks. The most frequent function 
was vocabulary, which accounted for 32.98 percent of all code-switching items. 
The general pattern of this area showed that learners’ vocabulary-related code-
switching decreased as the task difficulty rose. On the other hand, the frequen-
cies of the second and third most common types (i.e., syntactic structure and 
content) increased as the task difficulty rose. The participants’ use of code-
switching for clarifying the task rubric did not follow any specific pattern, but 
the difficult task difficulty level led to the highest level of rubric clarification 
code-switching items. In the two least common areas, namely turn-taking and 
pronunciation, the frequencies of code-switching under medium task difficulty 
condition were more than those under the other two conditions, and the diffi-
cult condition led to the lowest frequencies. However, to have a more accurate 
examination of the difference between the frequencies under different condi-
tions, a set of chi-square tests were run.  

The results of Chi-square tests (see Appendix B for the extended table of re-
sults) indicated that while the frequencies of vocabulary-related code-
switching items at the two easy and medium levels were not significant, X2 (1, N 
= 2) = 2.34, p = .126, the participants’ number of switches to Persian at the diffi-
cult level was significantly more than those of easy levels X2 (1, N = 2) = 38.40, p 
= .000 and medium, X2 (1, N = 2) = 22.52, p = .000. Similarly, the frequencies of 
code-switching for syntactic purposes at the two levels of easy and medium 
were not significantly different, X2 (1, N = 2) = .558, p = .455. However, unlike 
the vocabulary-related code-switching items, the participants’ switches to Per-
sian for syntactic purposes at the difficult level were significantly more than 
those at the easy levels X2 (1, N = 2) = 11.61, p = .000, and medium, X2(1, N = 2) 
= 7.49, p = .004 The learners’ content-related code-switching at the easy and 
medium levels was significantly lower than that under the difficult condition, X2 

(1, N = 2) = 22.14, p = .000 and X2 (1, N = 2) = 16.14, p = .000. The difference 
between the content-level code-switching frequencies under the easy and me-
dium levels, however, was not significant, X2 (1, N = 2) = .683, p = .409. 

Regarding the code-switching items for clarifying the task rubric purposes, 
the findings indicated that the difference between the frequency of code-
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switches under the easy level was not significantly different from the frequen-
cies under the medium, X2 (1, N = 2) = 1.23, p = .267) and difficult, X2 (1, N = 2) = 
2.76, p = .096 levels; however, the frequency of code-switching for rubric clari-
fication at the difficult level was significantly higher than that of the medium 
level. Another function for code-switching was turn-taking. The participants’ 
frequency of code-switching for turn-taking purposes under the easy condition 
was not significantly different from those under difficult, X2(1, N = 2) = 3.43, p = 
.064) and medium, X2 (1, N = 2) = 1.6, p = .205) conditions. The number of turn-
taking items under the medium condition, however, was significantly higher 
than that under the difficult condition, X2(1, N = 2) = 10.44, p = .001. The least 
frequent function was pronunciation, which was chiefly in the form of directive 
language function. The results indicated that the only non-significant pair was 
easy-medium conditions, X2(1, N = 2) = .487, p = .485, and the difference be-
tween the frequency of this code-switching type under the difficult level was 
significantly lower than those of easy and medium, X2 (1, N = 2) = 11.89, p = 
.000, conditions. 

Addressee of Code-Switching Items 

The last aspect of learners’ code-switching while performing speaking tasks 
investigated in this study was the addressee of their code-switching. Based on 
the recordings, the researchers (including the teachers of these classes) identi-
fied the addressees of learners’ code-switching. Since identifying the address-
ees of expressive and referential items was impossible because the data were in 
the form of audio, the present section is based on the learners’ directive code-
switching items. The findings are provided in Table 7. 

Table 7 
Addressee of Code-switching Items 

Self-directed Peer(s) Teacher Peer(s)> 
Teacher 

Teacher> 
Peer(s) 

Easy 15 (5.8%) 181 (69.6%) 28 (10.8%) 20 (7.7%) 16 (6.2%) 
Medium 29 (8.6 %) 156 (46.0%) 56 (16.5%) 61 (17.7%) 38 (11.2%) 
Difficult 46 (10.8%) 222 (52.2%) 88 (20.6%) 33 (7.9%) 43 (10.1%) 
Total 90 (8.77%) 559 (54.48%) 172 (16.76%) 114 (11.11%) 97 (9.45%) 

As the data provided in Table 7 indicate, the participants employed code-
switching to talk with their peers in the majority of cases (54.48%). In 8.77 per-
cent of cases, the participants talked with themselves aloud, without addressing 
the others. They mainly employed this type to keep the flow of speech and buy 
time to find the right vocabulary or structure to use in their sentences. In some 
cases, they referred only to their teacher (16.76%). In some other cases, they 
talked with their peer(s) and then immediately with their teacher (11.11%). 
They usually did the latter when they did not get satisfactory responses from 
their peers or they seemed uncertain about the responses, so they resorted to 
their teachers to get the response. The last code-switching type was when the 
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switches under the easy level was not significantly different from the frequen-
cies under the medium, X2 (1, N = 2) = 1.23, p = .267) and difficult, X2 (1, N = 2) = 
2.76, p = .096 levels; however, the frequency of code-switching for rubric clari-
fication at the difficult level was significantly higher than that of the medium 
level. Another function for code-switching was turn-taking. The participants’ 
frequency of code-switching for turn-taking purposes under the easy condition
was not significantly different from those under difficult, X2(1, N = 2) = 3.43, p =
.064) and medium, X2 (1, N = 2) = 1.6, p = .205) conditions. The number of turn-
taking items under the medium condition, however, was significantly higher
than that under the difficult condition, X2(1, N = 2) = 10.44, p = .001. The least 
frequent function was pronunciation, which was chiefly in the form of directive
language function. The results indicated that the only non-significant pair was
easy-medium conditions, X2(1, N = 2) = .487, p = .485, and the difference be-
tween the frequency of this code-switching type under the difficult level was
significantly lower than those of easy and medium, X2 (1, N = 2) = 11.89, p =
.000, conditions.

Addressee of Code-Switching Items

The last aspect of learners’ code-switching while performing speaking tasks
investigated in this study was the addressee of their code-switching. Based on
the recordings, the researchers (including the teachers of these classes) identi-
fied the addressees of learners’ code-switching. Since identifying the address-
ees of expressive and referential items was impossible because the data were in
the form of audio, the present section is based on the learners’ directive code-
switching items. The findings are provided in Table 7.

Table 7
Addressee of Code-switching Items

Self-directed Peer(s) Teacher Peer(s)>
Teacher

Teacher>
Peer(s)

Easy 15 (5.8%) 181 (69.6%) 28 (10.8%) 20 (7.7%) 16 (6.2%)
Medium 29 (8.6 %) 156 (46.0%) 56 (16.5%) 61 (17.7%) 38 (11.2%)
Difficult 46 (10.8%) 222 (52.2%) 88 (20.6%) 33 (7.9%) 43 (10.1%)
Total 90 (8.77%) 559 (54.48%) 172 (16.76%) 114 (11.11%) 97 (9.45%)

As the data provided in Table 7 indicate, the participants employed code-
switching to talk with their peers in the majority of cases (54.48%). In 8.77 per-
cent of cases, the participants talked with themselves aloud, without addressing 
the others. They mainly employed this type to keep the flow of speech and buy
time to find the right vocabulary or structure to use in their sentences. In some
cases, they referred only to their teacher (16.76%). In some other cases, they 
talked with their peer(s) and then immediately with their teacher (11.11%).
They usually did the latter when they did not get satisfactory responses from 
their peers or they seemed uncertain about the responses, so they resorted to 
their teachers to get the response. The last code-switching type was when the

participants first talked with their teacher and then conversed about the topic 
under question with their peers (9.45%). To uncover the significant differences 
in the frequencies of each type under the different task difficulty conditions, a 
set of Chi-square tests were run. 

The findings (see Appendix C for the extended table of results) indicated 
that, although the frequency of self-directed code-switching under the medium 
condition was not significantly different from those under easy, X2 (1, N = 2) = 
1.677, p = .195) and difficult, X2 (1, N = 2) = 1.05, p = .305) conditions, the fre-
quency of self-directed items under difficult condition was significantly higher 
than that under the easy condition, X2 (1, N = 2) = 5.00, p = .025. Regarding the 
peer-addressed code-switching items, the results indicated that the frequencies 
of peer-directed code-switching items at the easy level was significantly higher 
than those under medium, X2 (1, N = 2) = 33.29, p = .000, and difficult, X2 (1, N = 
2) = 20.7, p = .000 conditions; however, the frequencies of peer-directed code-
switching items under the medium and difficult conditions were not significant,
X2 (1, N = 2) = 2.69, p = .101. A converse pattern was observed in teacher-
directed code-switching items where the participants’ use of this type of code-
switching at the easy level was significantly lower than those under difficult, X2

(1, N = 2) = 11.149, p = .000) and medium, X2(1, N = 2) = 4.03, p = .045) condi-
tions. The difference between the frequencies of teacher-directed items under
medium and difficult conditions was not significant, X2 (1, N = 2) = 2.07, p =
.150). The last code-switching type in terms of the addressee was when the par-
ticipants first switched to Persian to ask a question from their teacher and then
immediately talked with their peers to elaborate on the issue. Under the easy
condition, the participants employed code-switching of this type significantly
less than when they performed speaking tasks under difficult, X2 (1, N = 2) =
3.15, p = .044, and medium, X2(1, N = 2) = 4.58, p = .032, conditions; however,
the difference between the frequencies under medium and difficult conditions
was not significant, X2 (1, N = 2) = .259, p = .611).

Discussion 
The present study aimed to answer four research questions. The first one dealt 
with lower-intermediate learners’ quantity of code-switching while performing 
speaking tasks. The findings of the current study showed that the learners em-
ployed their L1 in 9.68 percent of clauses. This finding is in line with those of 
previous studies (Bozorgian & Fallahpour, 2015; De la Campa & Nassaji, 2009; 
Rolin-Ianziti & Brownlie, 2002) where it was found that learners switched to 
their first language in less than 20 percent of the classroom interactions. While 
some prior researchers (e.g., Enama, 2016; Pachler & Field, 2001) have op-
posed the use of learners’ L1 in EFL settings, the present study showed that no 
more than 10 percent of all clauses included learners’ L1 use. The learners’ 
code-switching, if controlled, seems to be worth implementing even if only a 
part of educational (Brooks & Donato, 1994; Hemmati & Hoomanfard, 2014; 
Kaushanskaya  & Crespo, 2019; Rahayu & Margana, 2018), cognitive (Bosma & 
Blom, 2019; Cummins, 2007; Storch & Wigglesworth, 2003), emotional (Balosa, 
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2006; Peregoy & Boyle, 2013), and identity-related advantages of code-
switching helps learners experience a better L2 educational condition, which 
may have positive knock-on effects on their second language learning process 
in the long run. 

The findings also pointed out the significant difference between the fre-
quencies of learners’ code-switching under different speaking task conditions. 
The findings showed that the learners’ number of code-switching stepped up as 
the difficulty of tasks increased. This finding, pertinent to lower-intermediate 
L2 learners, concords previous studies (Afroogh, 2018; Chan, 2006; 
Mahmoudikia et al., 2014; Myers, 2008; Qahfarokhi & Biria, 2012), which found 
the significant effect of task difficulty on learners’ number of code-switching 
while accomplishing speaking and writing tasks in a second language. Prior 
studies (Bao & Du, 2015; Storch & Wigglesworth, 2003) have shown that the 
increase in the task difficulty can lead to learners’ overload of working memory, 
which may increase the extent of learners’ L1 use. Centeno-Corte, & Jime´nez 
(2004) argue that when learners confront a difficult task, “breakdowns in the 
thinking process” are probable and L2 learners are more likely to revert to 
their L1 to accomplish their tasks (p. 20). 

This study investigated the effect of speaking task difficulty on L2 learners’ 
quality of code-switching. This section of the study was, to the best of the re-
searchers’ knowledge, totally innovative as no prior study has investigated the 
purposes of learners’ code-switching merely while performing speaking tasks. 
Prior studies (e.g., Bozorgian & Fallahpour, 2015; Ferguson, 2003; Üstünel & 
Seedhouse, 2005) focused on learners’ code-switching items throughout a class 
time, which includes different sections, one of which is speaking practice; thus, 
comparing the findings of this study with those of prior studies seems not to be 
fruitful; however, the pertinent literature will be presented to elaborate on the 
findings.  

One of the findings of this section showed that Iranian lower-intermediate 
EFL students employed code-switching to fulfill six main purposes (vocabulary, 
syntactic structure, content, rubric clarification, turn-taking, and pronuncia-
tion). The findings pointed out that the learners’ focus on different purposes 
changed based on the difficulty of the tasks that they had to accomplish. For 
instance, the topic of the difficult tasks, which were about there-and then topics 
and were rather unknown to the participants, resulted in significantly more 
content-related code-switching items. The learners who were under pressure 
to speak as they were surrounded by their peers and the teacher found code-
switching a suitable solution to find their way out of the content-related com-
municative breakdowns. The same pattern was found for syntactic structure 
and rubric clarification code-switching items. Under the difficult condition, the 
learners used their L1 to gain information from their peers and teachers more 
often to be able to complete the task; however, the significantly lower number 
of code-switching items under easy and medium conditions may show their 
lower level of difficulties in understanding the rubric and making sound syntac-
tic structures. The use of L1 by learners for clarification purposes has been re-
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2006; Peregoy & Boyle, 2013), and identity-related advantages of code-
switching helps learners experience a better L2 educational condition, which 
may have positive knock-on effects on their second language learning process
in the long run.

The findings also pointed out the significant difference between the fre-
quencies of learners’ code-switching under different speaking task conditions. 
The findings showed that the learners’ number of code-switching stepped up as 
the difficulty of tasks increased. This finding, pertinent to lower-intermediate
L2 learners, concords previous studies (Afroogh, 2018; Chan, 2006; 
Mahmoudikia et al., 2014; Myers, 2008; Qahfarokhi & Biria, 2012), which found 
the significant effect of task difficulty on learners’ number of code-switching 
while accomplishing speaking and writing tasks in a second language. Prior
studies (Bao & Du, 2015; Storch & Wigglesworth, 2003) have shown that the
increase in the task difficulty can lead to learners’ overload of working memory, 
which may increase the extent of learners’ L1 use. Centeno-Corte, & Jime´nez
(2004) argue that when learners confront a difficult task, “breakdowns in the
thinking process” are probable and L2 learners are more likely to revert to 
their L1 to accomplish their tasks (p. 20).

This study investigated the effect of speaking task difficulty on L2 learners’
quality of code-switching. This section of the study was, to the best of the re-
searchers’ knowledge, totally innovative as no prior study has investigated the
purposes of learners’ code-switching merely while performing speaking tasks. 
Prior studies (e.g., Bozorgian & Fallahpour, 2015; Ferguson, 2003; Üstünel & 
Seedhouse, 2005) focused on learners’ code-switching items throughout a class
time, which includes different sections, one of which is speaking practice; thus, 
comparing the findings of this study with those of prior studies seems not to be
fruitful; however, the pertinent literature will be presented to elaborate on the
findings. 

One of the findings of this section showed that Iranian lower-intermediate
EFL students employed code-switching to fulfill six main purposes (vocabulary, 
syntactic structure, content, rubric clarification, turn-taking, and pronuncia-
tion). The findings pointed out that the learners’ focus on different purposes
changed based on the difficulty of the tasks that they had to accomplish. For
instance, the topic of the difficult tasks, which were about there-and then topics
and were rather unknown to the participants, resulted in significantly more
content-related code-switching items. The learners who were under pressure
to speak as they were surrounded by their peers and the teacher found code-
switching a suitable solution to find their way out of the content-related com-
municative breakdowns. The same pattern was found for syntactic structure
and rubric clarification code-switching items. Under the difficult condition, the
learners used their L1 to gain information from their peers and teachers more
often to be able to complete the task; however, the significantly lower number
of code-switching items under easy and medium conditions may show their
lower level of difficulties in understanding the rubric and making sound syntac-
tic structures. The use of L1 by learners for clarification purposes has been re-

ported by Bozorgian and Fallahpour (2015). In their study, which captured the 
whole class time, they found this function as the least frequent one. Similarly, in 
the present study, the findings showed that only code-switching items for pro-
nunciation and turn-taking purposes had lower frequencies than clarification. 

Further, a trade-off pattern was found in the learners’ code-switching pur-
poses. The learners’ code-switching for vocabulary purposes decreased as the 
difficulty of tasks rose. When this finding is juxtaposed with the syntactic struc-
ture, rubric clarification, and content-related code-switching frequencies, it can 
be cautiously inferred that lower-intermediate learners prefer to save more 
chances for using their L1 to gain information on content-related and syntactic 
items and employ their existing lexical repertoire as much as they can to ac-
complish the task. On the other hand, when they perceived the task compre-
hensible and manageable in terms of content and syntactic structures, they fo-
cused more on lexical items. The same pattern was found for pronunciation-
related code-switching items, which had the least proportional frequency under 
the difficult task condition, but was addressed more significantly under easy 
and medium conditions. 

The examination of language functions employed to fulfill the pedagogical 
and pragmatic purposes by the participants showed that they employed the 
three main language functions (expressive, referential, and directive) while 
using their L1. The least frequent language function employed by the partici-
pants while switching to their L1 was expressive, which showed the speakers’ 
feelings about the topic, the task, the peers’ opinions, etc. Pavlenko (2008) ar-
gues that, when get excited, angry, or thrilled, multilinguals prefer to switch to 
their first language, even if it is in the form of a single word or phrase and then 
move back to their second language to continue communicating with their in-
terlocutors. The same story was witnessed in our study as the participants 
mainly showed their feelings with single words or short phrases. This function 
was reported in prior studies (e.g., Bozorgian & Fallahpour, 2015; Ndayipfuka-
miye, 1994; Poplack, 2000); however, they brought it under interpersonal cate-
gory. The reason might be the nature of their studies which included the whole 
class time, in which the whole class time consists of different activities, ranging 
from greeting and criticizing the teaching and practicing. 

Another language function was referential, through which the participants 
provided a piece of information in their first language (and did not wait for the 
English equivalent). On these occasions, which were chiefly used for lexical 
items and turn-taking purposes, the participants employed a word or a phrase 
(and in rare cases clauses) in L1 among other words in English intentionally 
without any remarkable pause. In these situations, the learners seemed to have 
the full knowledge of content in L1, but could not find the equivalents in Eng-
lish. This code-switching type was more frequent in group discussions follow-
ing the monologues, when the participants did not want to lose the turn and 
wanted to continue expressing their ideas about the topic under question. 
However, unlike the previous case, some of code-switching items were em-
ployed to seek for information in the form of question or request. A worth-
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mentioning point about these two functions is that, by increasing the difficulty 
of tasks, the number of referential code-switching items dwindled, and more 
directive code-switching items were employed to fulfill learners’ purposes. The 
reason might reside in the nature of the tasks with different difficulty levels. 
The linguistic and cognitive demands of the difficult tasks might have resulted 
in higher numbers of questions (and requests) as they did not know the re-
quired structures, lexical items, and content-related information to accomplish 
the tasks, but the participants seemed to have the required information in their 
L1, while having difficulty translating them into English. Maftoon and Am-
jadiparvar (2018) have stated that these two functions account for a significant 
part of learners’ code-switching as the transfer of information from the speaker 
to the interlocutor is done through referential function; and demand for infor-
mation in the forms of questions and requests takes place through directive 
code-switching items. 

The current study also investigated the effect of speaking task difficulty on 
L2 learners’ selection of their code-switching addressee. The findings indicated 
that the participants had five different choices (self-directed, peer-directed, 
teacher-directed, peer and then teacher, and teacher and then peer) while em-
ploying their L1 to obtain information at their disposal. An interesting finding 
of this study was the learners’ self-directed code-switching, through which they 
loudly asked themselves a question while having switched to their L1. This type 
accounted for just under 10 percent of all directive code-switching items and 
was employed by the participants to buy some time to remember the items 
they believed (or played) they had already known. However, the majority of 
these self-directed questions were answered by a peer or a teacher. Almost half 
of all directive code-switching items were addressed toward peers; however, as 
the difficulty level of the tasks increased, the number of participants’ referrals 
to their teacher for asking questions rose. In some cases, the participants asked 
their teacher questions and then discussed the same item in their groups to 
have a better understanding. In some other cases, the participants did not find 
the response of their peers satisfactory or did not trust the soundness of their 
peers’ responses and asked the same questions from their teacher to get a reli-
able response. The issue of learners’ mistrusting their peers is well-
documented in the literature. Several prior studies (Hattie & Timperley, 2007; 
Hoomanfard et al., 2018; Narciss, 2008; Strijbos et al., 2010) have reported L2 
learners’ perceiving their teachers as significantly more reliable sources of 
knowledge. The increase in the number of teacher-directed switches to ask 
questions under the difficult task condition might be attributed to the learners’ 
higher level of trust in their teachers’ knowledge as a creditable source.   

Conclusion 
The present study may have contributed to the literature of code-switching in 
educational settings by providing a picture of how different speaking task diffi-
culty levels can affect lower-intermediate learners’ quantity and quality of 
code-switching. The findings of this study, which addressed an unexamined 
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mentioning point about these two functions is that, by increasing the difficulty 
of tasks, the number of referential code-switching items dwindled, and more 
directive code-switching items were employed to fulfill learners’ purposes. The 
reason might reside in the nature of the tasks with different difficulty levels. 
The linguistic and cognitive demands of the difficult tasks might have resulted 
in higher numbers of questions (and requests) as they did not know the re-
quired structures, lexical items, and content-related information to accomplish 
the tasks, but the participants seemed to have the required information in their 
L1, while having difficulty translating them into English. Maftoon and Am-
jadiparvar (2018) have stated that these two functions account for a significant 
part of learners’ code-switching as the transfer of information from the speaker 
to the interlocutor is done through referential function; and demand for infor-
mation in the forms of questions and requests takes place through directive 
code-switching items. 

The current study also investigated the effect of speaking task difficulty on 
L2 learners’ selection of their code-switching addressee. The findings indicated 
that the participants had five different choices (self-directed, peer-directed, 
teacher-directed, peer and then teacher, and teacher and then peer) while em-
ploying their L1 to obtain information at their disposal. An interesting finding 
of this study was the learners’ self-directed code-switching, through which they 
loudly asked themselves a question while having switched to their L1. This type 
accounted for just under 10 percent of all directive code-switching items and 
was employed by the participants to buy some time to remember the items 
they believed (or played) they had already known. However, the majority of 
these self-directed questions were answered by a peer or a teacher. Almost half 
of all directive code-switching items were addressed toward peers; however, as 
the difficulty level of the tasks increased, the number of participants’ referrals 
to their teacher for asking questions rose. In some cases, the participants asked 
their teacher questions and then discussed the same item in their groups to 
have a better understanding. In some other cases, the participants did not find 
the response of their peers satisfactory or did not trust the soundness of their 
peers’ responses and asked the same questions from their teacher to get a reli-
able response. The issue of learners’ mistrusting their peers is well-
documented in the literature. Several prior studies (Hattie & Timperley, 2007; 
Hoomanfard et al., 2018; Narciss, 2008; Strijbos et al., 2010) have reported L2 
learners’ perceiving their teachers as significantly more reliable sources of 
knowledge. The increase in the number of teacher-directed switches to ask 
questions under the difficult task condition might be attributed to the learners’ 
higher level of trust in their teachers’ knowledge as a creditable source.   

 

Conclusion 
The present study may have contributed to the literature of code-switching in 
educational settings by providing a picture of how different speaking task diffi-
culty levels can affect lower-intermediate learners’ quantity and quality of 
code-switching. The findings of this study, which addressed an unexamined 

area in the literature, showed the remarkable effect of speaking task difficulty 
level on learners’ selection of their addressee when they decided to use their 
first language to ask a question, on their pedagogical and pragmatic purposes of 
code-switching, and thereupon language functions. Another finding of this 
study was the noticeably low amount of learners’ code-switching while per-
forming speaking tasks. If controlled in terms of quantity, the learners’ use of 
their L1 to obtain knowledge, hold the floor, express their ideas, and clarify the 
task rubric (which can significantly affect the success of task completion) 
makes code-switching a precious pedagogical bootstrapping activity, which 
may result in learning and improved performance.  

The findings of this study can have pedagogical implications for practition-
ers. Based on the findings of this study, EFL teachers should not deprive their 
students of a pedagogical tool, which can have educational, affective, and prag-
matic benefits. If teachers and policy-makers are worried about the amount of 
L1 use, they can either set a limitation to each students’ use of L1 in each ses-
sion or control code-switching items by recording the group interactions. They 
can also employ the code-switching as a strong diagnostic tool, which can in-
form them about the learners’ self-reported weaknesses. Different tasks with 
various characteristics can be employed to diagnose individualized L2 deficien-
cies in the first quarter of a semester and the teacher can have an L2 map of 
each learner to plan, monitor, and assess in the rest of sessions. These data can 
also be relayed to the teacher of the upcoming semester in the form of individ-
ualized portfolios. 

The present study had suffered from some limitations, which can motivate 
future studies. The first one dealt with the scarcity of literature on the topic of 
the present study. While a bulk of studies have investigated the learners and 
teachers’ perceptions of code-switching, code-switching under different speak-
ing tasks in real classroom contexts was conducted in a few studies. This dearth 
in the number of similar studies has made the comparison of the results of the 
present research with those of prior studies impossible. Future studies can rep-
licate the present study in other cultural and linguistic contexts to illuminate 
the possible differences. The participants of this study were lower-intermediate 
students in a private language institute context; other researchers can examine 
the participants with other English language ability levels and in other contexts 
(e.g., university). In addition, other researchers can use retrospective stimulat-
ed recall interviews to have a better understanding of L2 learners’ switches to 
their L1. Although the content analysis of the interactions can reveal the pur-
poses of code-switching items, stimulated recall interviews may result in more 
in-depth data for further analysis. 
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Appendix A 
Tasks With Easy, Medium and High Difficulty Levels 

Difficulty 
level 

Task 

Easy  Find the similarities and differences in two pictures (1.5 min pre‐task planning time) 
Tell a story based on six pictures (1.5 min pre‐task planning time) 
Talk about your habits and hobbies on weekends (1.5 min pre‐task planning time) 
Describe one of your teammates. Talk about his/her personality and appearance (1.5 
min pre‐task planning time) 

Medium Can you talk about tourist attractions in your city? (1.5 min pre‐task planning time)  
What would you do if you lost your luggage at an airport (1.5 min pre‐task planning 
time) 
What would you do if your neighbor threw a party the night before your important job 
interview? (1.5 min pre‐task planning time) 
How often do you shop online? What are its advantages and disadvantages? 

Difficult  The number of people who are risk of serious health problems for being fat is increas‐
ing. What is the reason for the growth in fat people in society? (1 min pre‐task planning 
time) 
Some people do not agree with spending money on space projects. What is your opin‐
ion? (1 min pre‐task planning time) 
Many people suffer from stressful lives. What are the causes of stress? How can we 
reduce our stress? (1 min pre‐task planning time) 
What is your favorite communication technology? Why? (1 min pre‐task planning time) 

Appendix B 
Chi-Square for Different Purposes Under Different Task Difficulty Conditions 

Pearson Chi‐square df Asymp. Sig. (2‐
sided) 

Vocabulary‐Total 41.67 2 .000 
Vocabulary ‐Easy‐Medium 2.34 1 .126 
Vocabulary ‐Medium‐Difficult 22.52 1 .000 
Vocabulary ‐Easy‐Difficult 38.40 1 .000 
Syntactic structure‐Total 13.83 2 .001 
Syntactic structure ‐Easy‐Medium .558 1 .455 
Syntactic structure ‐Medium‐Difficult 7.49 1 .004 
Syntactic structure ‐Easy‐Difficult 11.61 1 .000 
Pronunciation‐ Total 18.15 2 .000 
Pronunciation ‐Easy‐Medium .487 1 .485 
Pronunciation ‐Medium‐Difficult 17.71 1 .000 
Pronunciation ‐Easy‐Difficult 11.89 1 .000 
Content‐Total 28.20 2 .000 
Content ‐Easy‐Medium .683 1 .409 
Content ‐Medium‐Difficult 16.14 1 .000 
Content ‐Easy‐Difficult 22.14 1 .000 
Turn‐taking‐Total 10.36 2 .006 
Turn‐taking ‐Easy‐Medium 1.60 1 .205 
Turn‐taking ‐Medium‐Difficult 10.44 1 .001 
Turn‐taking ‐Easy‐Difficult 5.43 1 .043 
Task rubric clarification‐Total 8.51 2 .014 
Task rubric clarification ‐Easy‐Medium 1.23 1 .267 
Task rubric clarification ‐Medium‐Difficult 8.21 1 .003 
Task rubric clarification ‐Easy‐Difficult 2.76 1 .096 
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Appendix C 
Chi-Square for Different Addressees Under Different Task Difficulty Conditions 

Pearson Chi‐square df Asymp. Sig. (2‐
sided) 

Self‐directed‐Total 6.086 2 .042 
Self‐directed ‐Easy‐Medium 1.67 1 .195 
Self‐directed ‐Medium‐Difficult 1.05 1 .305 
Self‐directed ‐Easy‐Difficult 5.00 1 .025 
Peer‐structure‐Total 34.87 2 .000 
Peer‐Easy‐Medium 33.29 1 .000 
Peer ‐Medium‐Difficult 2.69 1 .101 
Peer ‐Easy‐Difficult 20.7 1 .000 
Teacher‐ Total 11.23 2 .004 
Teacher ‐Easy‐Medium 4.03 1 .045 
Teacher ‐Medium‐Difficult 2.07 1 .150 
Teacher ‐Easy‐Difficult 11.149 1 .000 
Peer>Teacher‐Total 23.09 2 .000 
Peer>Teacher ‐Easy‐Medium 12.73 1 .000 
Peer>Teacher ‐Medium‐Difficult .01 1 .986 
Peer>Teacher ‐Easy‐Difficult .000 1 970 
Teacher>Peer‐Total 4.71 2 .095 
Teacher>Peer ‐Easy‐Medium 4.58 1 .032 
Teacher>Peer‐Medium‐Difficult .259 1 .611 
Teacher>Peer‐Easy‐Difficult 3.15 1 .044 

Appendix D 
Speaking Tasks 
Describe a book that you have enjoyed reading because you had to think a lot. 
You should say: 
What this book was 
Why you decided to read it 
What reading this book made you think about 
And explain why you enjoyed reading this book. 

Describe something you like very much which you bought for your home 
You should say 
What you bought 
When and where you bought it 
Why you chose this particular thing 
And explain why you liked it so much 

Describe a difficult task that you succeeded in doing as a part of your work or studies. 
You should say: 
What task you did 
Why this task was very difficult 
How you worked on this task 
And explain how you felt when you had successfully completed this task. 

Describe a website you have bought something from 
What the website is 
What you bought from the website 
How satisfied you were with what you bought 
And explain what you liked and disliked about using this website. 
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And explain why you liked it so much

Describe a difficult task that you succeeded in doing as a part of your work or studies.
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What task you did
Why this task was very difficult
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Abstract 
In this article, we explore the concept of criminal psychology and will 
explicate some of its major tenets in characterization of Hercule Poirot. 
Using an interdisciplinary approach, by close reading and drawing from 
crime and psychological theories (especially Behaviorism), we investigate 
the criminal profiling techniques in Agatha Christie’s detective novels. 
Particularly, we adduce Ian Marsh’s theory in introducing a set of expla-
nations for criminal behavior and Westera et al.’s propositions in identi-
fying features that make a detective’s endeavors effective. We focus on 
the psychological procedures that exist in the process of mystery (making 
and solution), as well as on the detective’s task to decodify riddles in light 
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of the internal and external forces acting on him and how these affect his 
final decision. Then, we expand the notion of profiling as conducted by a 
detective and will illustrate some of the recurring biases that influence 
the final verdict about a case. Finally, we depict how the abovementioned 
proceedings are implemented in Murder on the Orient Express (1934), The 
A.B.C Murders (1936), and Hickory Dickory Dock (1955), three of Christie’s 
best-selling novels with Hercule Poirot as their leading character. The 
character of Poirot, with his immaculate criminal profiling, bears witness 
to how Christie drew from and, at the same time, contributed to the con-
cept and practice of criminal psychology in fiction.  

Keywords: Criminal Psychology, Agatha Christie, Hercule Poirot, Behav-
iorism, The A.B.C. Murders 

Introduction 
Since its emergence, literature has focused, among other things, on human lives, 
souls and minds. Psychology took the latter responsibility with more gravity 
and seriousness since its inception. In recent centuries, particularly after Sig-
mund Freud, Literature and Psychology in many ways interlaced to become 
valuable fields of study with shared common concerns regarding human emo-
tions, mindsets and fantasies. Frank Laurence Lucas’ Literature and Psychology 
(1951), Ralph J. Hallman’s Psychology of Literature (1961), Morton Kaplan’s 
Literature and Psychology (1975), and Patrick White’s Literature through Psy-
chology (2019) are only a couple of scholarly books that address the mutual 
relationship between these two fields. What they all agree upon is that litera-
ture is an efficient realm for the manifestation of what psychology has to offer; 
more than any other field it brings about the mazes and puzzles of human 
thoughts and motives. One alluring and complicated branch of psychology that 
recurs in literary fiction is criminal psychology, which focuses on identifying 
criminals, the causes of criminality, the motives behind a crime, and a criminal’s 
mind. The high rate of criminal behaviors and recidivism all over the world 
highlights the importance of studying criminal behavior and criminal psycholo-
gy particularly on a wider ground like literature. In following sections, we me-
thodically examine the responsive attitudes carried out by Hercule Poirot in his 
encounter with criminal behaviors and mysterious enigmas in Agatha Christie’s 
novels. 

Previous studies of/on Christie’s novels have often dealt with social classes 
and contexts in which these stories are located. For example, Carron Stewart 
Fillingim (2007) in Revelations from ‘Cheesecake Manor’: Agatha Christie, Detec-
tive Fiction, and Interwar England, speaks of the significance of the highly Eng-
lish settings of Christie’s stories that seem to recount “a tale of a highly defen-
sive middle class determined to defend its privileges against the dual threats of 
the organized working class and socialism” (p. 43). Rene Cutforth (1976), in her 
book Later than We Thought: A Portrait of the Thirties, asserts “it is impossible 
to set the English scene at any period without becoming involved in the subject 
of class” (p. 25). Although both of these studies point out the “good and heroic” 
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of the internal and external forces acting on him and how these affect his 
final decision. Then, we expand the notion of profiling as conducted by a 
detective and will illustrate some of the recurring biases that influence 
the final verdict about a case. Finally, we depict how the abovementioned 
proceedings are implemented in Murder on the Orient Express (1934), The 
A.B.C Murders (1936), and Hickory Dickory Dock (1955), three of Christie’s 
best-selling novels with Hercule Poirot as their leading character. The 
character of Poirot, with his immaculate criminal profiling, bears witness 
to how Christie drew from and, at the same time, contributed to the con-
cept and practice of criminal psychology in fiction.  
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more than any other field it brings about the mazes and puzzles of human 
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recurs in literary fiction is criminal psychology, which focuses on identifying 
criminals, the causes of criminality, the motives behind a crime, and a criminal’s 
mind. The high rate of criminal behaviors and recidivism all over the world 
highlights the importance of studying criminal behavior and criminal psycholo-
gy particularly on a wider ground like literature. In following sections, we me-
thodically examine the responsive attitudes carried out by Hercule Poirot in his 
encounter with criminal behaviors and mysterious enigmas in Agatha Christie’s 
novels. 

Previous studies of/on Christie’s novels have often dealt with social classes 
and contexts in which these stories are located. For example, Carron Stewart 
Fillingim (2007) in Revelations from ‘Cheesecake Manor’: Agatha Christie, Detec-
tive Fiction, and Interwar England, speaks of the significance of the highly Eng-
lish settings of Christie’s stories that seem to recount “a tale of a highly defen-
sive middle class determined to defend its privileges against the dual threats of 
the organized working class and socialism” (p. 43). Rene Cutforth (1976), in her 
book Later than We Thought: A Portrait of the Thirties, asserts “it is impossible 
to set the English scene at any period without becoming involved in the subject 
of class” (p. 25). Although both of these studies point out the “good and heroic” 

aspect of Hercule Poirot, neither highlights the motives of the criminals and 
their recognition through the mind of Poirot as an expert in the mist.  

Samantha Walton in Guilty but Insane: Psychology, Law and Selfhood in Gold-
en Age of Crime Fiction (2013) explains psychological detection in law cases in 
the nineteenth and early twentieth century, which are famously known as the 
golden age of crime fiction. However, the lack of relevancy between criminal 
psychology as a distinct theory and distinguished literature in the works above 
calls for the emergence of a new approach; one that tends to both criminal psy-
chology and its application. This article fills this gap by analyzing Christie’s se-
lected novel within these theoretical frames. 

The contribution of the present article to the body of research available in 
the field of criminal psychology and crime fiction is its manifestation of the be-
havioral patterns of the criminals and the explanation of the personal traits 
common among effective detectives, which, building upon interdisciplinarity, 
uses close reading and discourse analysis of the crime and psychological theo-
ries to fulfill its task. It demonstrates that Christie’s criminal fictions are more 
than mere tales of enigmatic journeys and exciting revelations. Her stories in-
clude psychological facts and take aid from them in the process of resolving the 
conflicts which, in many cases, are puzzling murder mysteries. In proving this 
claim, we will heavily use psychological evidences and link them to literature, a 
method that has not been applied as such to Christie’s novels before. 

 

Crime and Psychological Theories 
Criminal psychology is interested in answering the question “why do crimes 
occur?” Criminals are often labeled as “psychos” (Westera et al., 2014, p. 70), 
which is much a generalized term used on common ground. In Hercule Poirot’s 
fictional cases, criminals are often simply sick or crazy rather than being moti-
vated by complicated psychological mental disorders. Ian Marsh (2006) draws 
a kind of Self/Other dichotomy and argues identifying a person as a criminal 
requires a distinguishing between “the innocent” and “the rest” (p. 57). Those 
who fit in “the rest” category often put “the innocent” in danger and, therefore, 
are to be avoided at all costs. Finding out more information about the traits that 
distinguish the two groups can provide us with a valuable foundation for the 
other steps in criminal psychology. Some of the most common traits found 
among the criminals and associated theories are as follows: 
 
Intelligence 

‘Intelligence’ is often conflated with intelligence quotient (IQ). Some research 
(e.g. Marsh, 2006) suggests that people with lower IQ are more likely to become 
criminals. Of course this does not mean that all criminals possess a low level of 
IQ; conversely, some criminals hold a very high IQ that consequently makes the 
discovery of their misdeeds super-difficult, because clever criminals often di-
minish all possible evidence that might blow their covers. Hercule Poirot’s cas-
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es are often fairly intelligent criminals, so that he has to strive beyond the ordi-
nary to deal with them. The level of intelligence is directly related to the 
amount of time it takes for a criminal to commit a crime. The criminals with 
lower levels of intelligence are more likely to rush when it comes to committing 
the final deed. Their actions, therefore, are not very well thought out. An exam-
ple of such criminals is Franklin Clarke in Christie’s The A.B.C Murders 
(1936). Clarke commits all of his crimes in alphabetical order, but when the 
circumstances go against his will, he is quick enough to commit an irrelevant 
murder to his usual pattern that finally gives him away. A low level of intelli-
gence might be due to a lack of education or even to genetic disorders. Alexan-
der Bonaparte Cust in The A.B.C Murders is a victim of both. He is a mentally ill 
person who gets excited over the slightest mention of money and, therefore, 
can be easily manipulated. A similar pattern is also visible in Hickory Dickory 
Dock. Nigel Champan is a skilled criminal who has committed multiple cases of 
robbery and murder. His prowess regarding manipulating people into believing 
that he does not mean all the bad things that he says and that this is a part of his 
fun nature allows him to manipulate Celia Austin into portraying behaviors that 
are not like her. Celia, manipulated by this highly intelligent criminal, does as he 
says and ends up emotionally hurt and eventually gets murdered due to Nigel’s 
criminal scheme. Miss Valèrie Hobhouse, Nigel’s accomplice, is just as smart 
and leads even Poirot himself to confusion and fascination regarding the 
lengths that she is able to go to in order to have their plans carried out accord-
ingly. The case with Murder on the Orient Express, however, is different. In this 
story, a sense of collective intelligence is at stake. The crime committed is the 
outcome of multiple people coming together and producing a bigger picture, 
which is the murder of Ratchett. It is safe to say, however, that this collective 
intelligence ends up working to the favor of Armstrong family as they succeed 
in murdering Ratchett and making Hercule Poirot believe that he could consid-
er them as an exception and not turn them in to the police. Sure, as Marsh high-
lights, "It's almost impossible to separate the link between intelligence and 
propensity for criminal behavior from environmental and even possible heredi-
ty factors" (p. 58). Intelligence is, however, an influential factor for criminal 
behavior and does not cause crimes deliberately on its own. 

Impulsivity 

Another common personality trait among criminals is impulsivity. This factor 
refers to the criminal acting almost fully based on the instincts with absolutely 
no consideration for its consequences. Criminals with high levels of impulsive 
intentions are more prone to be diagnosed with psychological disorders. An 
example of an impulsive criminal is Nigel Chapman in Christie’s Hickory Dickory 
Dock. In this novel, Nigel kills his own mother at such an early age with abso-
lutely no sense of regret or hesitation. Later on, he commits a series of crimes 
that the impulsive nature of each is too obvious to go unnoticed. Such criminals 
possess little self-control and, therefore, are quick to both commit a crime and 
later confess it. Lack of self-control leads the criminal to seek for immediate 
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lights, "It's almost impossible to separate the link between intelligence and 
propensity for criminal behavior from environmental and even possible heredi-
ty factors" (p. 58). Intelligence is, however, an influential factor for criminal 
behavior and does not cause crimes deliberately on its own. 
 
Impulsivity 

Another common personality trait among criminals is impulsivity. This factor 
refers to the criminal acting almost fully based on the instincts with absolutely 
no consideration for its consequences. Criminals with high levels of impulsive 
intentions are more prone to be diagnosed with psychological disorders. An 
example of an impulsive criminal is Nigel Chapman in Christie’s Hickory Dickory 
Dock. In this novel, Nigel kills his own mother at such an early age with abso-
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later confess it. Lack of self-control leads the criminal to seek for immediate 

satisfaction of his/her needs. It is important to note that different types of im-
pulsivity function differently. As March classifies, “Functional impulsivity” often 
leads to the occurrence of a good and useful deed, whereas “dysfunctional im-
pulsivity” leads to destruction (p. 61). Dysfunctional impulsivity is also visible 
in The A.B.C Murders. The killer of the case, Franklin Clarke, mistakenly and out 
of sheer impulsivity, commits a murder, the record of which does not corre-
spond with the alphabetical order that he has initially aimed to create. This 
causes the destruction of his master plan in the end as Poirot succeeds in seeing 
right through him. 
 

Locus of Control 

Locus of control, as an internal mechanism, works in a way that the criminal 
imagines conditions are immensely under his/her control (Marsh, 2006). In-
ternal locus of control often convinces the criminal that there are different in-
terpretations and explanations for the events that take place. Yet, people with 
an external locus of control often believe that the occurrence of all or at least 
some of the events are directly dependent on some forces beyond their own 
will or power. This group strongly believes in and accepts the idea that good or 
bad luck will determine the outcomes of their deeds. Locus of control can also 
be seen as a catalyst for people who are prone to becoming criminals or display 
criminal behavior in one way or another. The best example of how locus of con-
trol might manifest itself in criminal novels is shown through Alexander Bona-
parte Cust in The ABC Murders. Cust becomes wrongly accused of a sequence of 
crimes that occurred under his name but the he himself did not commit. This 
person is not a criminal but is prone to becoming associated with one since he 
accepted to play the fake criminal in the first place. His external locus of control 
leads him to deny all accusations against him as he keeps repeating “I was un-
lucky” and “everything is against me” (Christie, 1955, p. 133). He refuses to be-
lieve that what he is facing is the result of becoming a slave to his temptations 
and instead dumps all the weight on the forces beyond his will and power.  

It is worth mentioning that none of these common traits can be responsible 
for a crime single-handedly. It is the interplay of these different conditions that 
finally results in criminality. In Hickory Dickory Dock, Mrs Christina Nicoletic, 
the secretive owner of the dormitory, is aware of the criminal deeds going on 
around her property. However, she refrains from intervening and helping the 
police, so Poirot must unravel the mysteries surrounding the criminal activities 
around her. In a way, she chooses to play the role of the accomplice as an at-
tempt to save her property’s reputation from getting besmirched. Upon getting 
called out for her misdeeds, her belief in an external locus of control causes her 
to deny her involvement in everything that she has been a part of.   

 

Psychodynamic Theory 

This theory is probably Sigmund Freud’s most important contribution to psy-
chology. Early Freudian studies of crime “highlight the irrational, infantile, and 
unconscious dynamics of crime” (Fitzpatrick, 1976, p.70). Therefore, the central 
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element of this theory is the idea of unconscious. According to Freud, much of 
the action that we undertake is under the influence of the unconscious to which 
we have no direct access. Agatha Christie made use of Freud’s ideas in her 
works through the psychological profiling. Alexander Bonaparte Cust in The 
ABC Murders is suffering from the Oedipal Complex that failed to resolve back 
in his childhood. He also suffers from several mental disorders as the result of 
the humiliation and degradation that were imposed on him back in his child-
hood. The strong presence of unconscious and childhood in Cust’s case strongly 
calls upon the psychodynamic theory. Nigel Chapman and Valerie Hobhouse in 
Hickory Dickory Dock have not had a healthy bringing up and their relationships 
with their mothers are incredibly disturbing. Nigel ends up murdering his 
mother and Valerie lives with the burden that her mom is an alcoholic who 
does not care for her the way a mother normally does. The undeniable traces of 
these disturbances in their unconscious creates two skilled criminals out of 
them. The unconscious need to avenge the murder of a three-year-old child be-
comes the motivation for the team of criminals in Murder on the Orient Express. 
They unconsciously (and at times consciously) feel the need to seek answers 
for the brutal murder and the pain that came along with it. This is why they 
plan out Ratchett’s murder and succeed in doing it. 

Behaviorism 

Behaviorism grew out of experiments that suggest that Freud’s beliefs about 
the unconscious are scientifically unprovable. Instead, Behaviorism pays close 
attention to “observable behaviors” (Marsh, 2006, p. 65). Behaviorism states 
that behaviors could be the result of education or interactions that take place 
consciously. As Marsh asserts, “depending on what and how we learn, we either 
may or may not learn to behave in either criminal or non-criminal ways” (p. 
65). Behaviors could be learnt through interactions with the world. An example 
of learnt criminal behavior can be seen in Hickory Dickory Dock, where Valerie 
Hobhouse shows symptoms of criminal behavior through participating in hom-
icide and stealing objects as a result of close interaction with the experienced 
criminal that is Nigel Chapman. The murder of Ratchett in Murder on the Orient 
Express could also be another case of learnt criminal behavior. The team of 
criminals had previously witnessed Ratchett committing a horrendous murder 
and getting away with it, so they try to use their chance at recreating a similar 
experience with a different plot and victim. In a way, Ratchett paves the way for 
his own demise. 

Cognitive Theory 

“Cognitive theory” as Ian Marsh (2006) puts it, “is concerned with internal 
mental processes. It describes how criminals’ thinking patterns are mostly 
characterized by a lack of empathy, poor perspective of time, perception of 
themselves as victims and general correctness in their beliefs” (p. 75). Based on 
these notions, criminals often perceive their acts flawlessly carried out and fail 
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the humiliation and degradation that were imposed on him back in his child-
hood. The strong presence of unconscious and childhood in Cust’s case strongly 
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of learnt criminal behavior can be seen in Hickory Dickory Dock, where Valerie
Hobhouse shows symptoms of criminal behavior through participating in hom-
icide and stealing objects as a result of close interaction with the experienced 
criminal that is Nigel Chapman. The murder of Ratchett in Murder on the Orient
Express could also be another case of learnt criminal behavior. The team of 
criminals had previously witnessed Ratchett committing a horrendous murder
and getting away with it, so they try to use their chance at recreating a similar
experience with a different plot and victim. In a way, Ratchett paves the way for
his own demise.

Cognitive Theory

“Cognitive theory” as Ian Marsh (2006) puts it, “is concerned with internal
mental processes. It describes how criminals’ thinking patterns are mostly 
characterized by a lack of empathy, poor perspective of time, perception of 
themselves as victims and general correctness in their beliefs” (p. 75). Based on
these notions, criminals often perceive their acts flawlessly carried out and fail

to take into account the consequences of their actions. This theory manifests 
itself in several criminals that Agatha Christie introduced in her novels. Lack of 
empathy portrays itself in the crimes committed by Ratchette in Murder on the 
Orient Express. He holds the little girl of the Armstrong household hostage for 
days and demands money. He gets all the money that he demanded for but still 
proceeds to murder the little girl. In another example, having a poor perspec-
tive of time is the major flaw of Franklin Clarke in The ABC Murders. His weak 
sense of timing eventually makes him delivered to Hercule Poirot. 

A very famous trick that often allows criminals to get away with what they 
have done is insisting on perceiving themselves as the victims. Nigel Chapman 
in Hickory Dickory Dock often takes the blame without anyone directing it to 
him. His swiftness in accepting the responsibility for the things that might have 
nothing to do with him catches Poirot’s sharp eyes and later, by relying to the 
cognitive theory, Poirot announces that Chapman is the real criminal. Common 
beliefs among criminals often originate from their childhood and their relation-
ship with their parents. Nigel has an uneasy relationship with his parents. This 
leads him to first murder his own mother and then abandon his father and lie 
about him in all social spheres. Such criminals grow up and enter the society 
without developing a sufficient post-conventional morality. The prerequisite of 
post-conventional morality is pre-conventional morality that should be devel-
oped during the childhood. Criminal behavior, therefore, is considered as a 
more or less rational choice made by the criminals. 

One significant branch of cognitive theory is “routine activity theory.” 
(Marsh, 2006, p.78). This theory states that for a crime to reach its final goal, 
the interaction of several items is necessary. There should be a motivated crim-
inal, a pre-examined and detected target, and the absence of a potential savior 
for the target. Through the interaction of these three items, a crime successfully 
occurs. Routine activity theory can be observed in the criminal procedures that 
exist in Christie’s novels. In The ABC Murders, Franklin Clarke disguises himself 
as a poor man who sells socks. His true intention, however, is to gain infor-
mation about his soon-to-become victims. He makes sure to surprise the target 
with his/her last goodbye in the most secluded places when he/she least ex-
pects it, and there is no savior nearby. 

The Detective and His Role 
The aim of this section is to draw attention to the importance of detectives’ job 
and the significance of what they do and how they do it. Acquiring a good un-
derstanding of what detectives do requires having a list of standards about 
what makes an effective detective. This section provides a list of characteristics 
and skills required to train an effective detective in details. In fiction, a detec-
tive’s investigative abilities are often closely connected with their ability to psy-
choanalyze criminals, so we can say that a detective can be a kind of psychoana-
lyst at the same time. A comparison between the fictional detective and the in-
terrogative policeman can make this clear. “Detectives are entrusted with a 
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highly serious job” (Westera et al., 2014, p. 4). The most basic expectation of a 
detective is for them to be able to distinguish “the innocent” from “the rest” 
correctly (p. 4). No innocent should be wrongly accused and no criminal should 
escape justice. A detective’s ability to do this correctly directly influences peo-
ple’s perception of the justice system and the level of satisfaction they have 
with it. The higher the profile and more serious the crime is, the heavier the 
responsibility of the detectives to do this properly. In such cases, the final out-
come of the investigation process defines and partly changes the public belief 
and perception of the justice system. “Identifying these matters has profound 
implications for how the detective’s role is conceptualized” (p. 6). The job of the 
detective can be perceived in three different ways: It can be seen as an art, a 
craft, or as a branch of science. 

Considering what the detective does as an art means strongly believing in 
the detective’s intuition and instinct. This signifies that training a person to be-
come a detective or providing necessary and related education has very little 
effect on the process of making a good detective. Seeing the work of the detec-
tive as a craft provides a more traditional view that states the more experi-
enced the detective gets, the more s/he develops a “sense of craftsmanship” 
(Westera et al., 2014, p. 5-6). The ideal form of craftsmanship includes being 
able to put all matters in context and perfectly communicating with a variety of 
people. Stephen Tong and Benjamin Bowling (2006) rightfully assert that “The 
scientific approach to detective work points to a potentially evolving ‘profes-
sional’ detective significantly different from the detectives in the past” (p. 326). 
This approach has led to the creation of criminal psychology as a scientific 
branch that analyzes the criminal minds. This approach is also responsible for 
the creation of forensic psychology which “is the application of clinical special-
ties to the legal arena” (American Psychological Association, 2013). Perhaps the 
most important contribution of scientific approach is the creation and introduc-
tion of criminal profiling that provides the detectives with the best framework 
to analyze criminal behavior. The scientific approach allows utilizing evidence-
based information in a trusted and creditable way. The common belief about 
detectives is that they are innately educated and always ready to catch some 
criminals. The truth is that detectives devote the majority of their time and en-
ergy to psychological profiling, filling in the blank spaces of the puzzle of evi-
dences and communicating with suspects and people who are overall involved 
in the case. After all these steps take place, criminal catching occurs. The detec-
tive needs a set of tools to acquire enough information to decide about a partic-
ular case. These tools or skills are empirically gathered information, great 
communication skills, interviewing skills, crime-scene management skills, the 
skill of being able to distinguish between useful and irrelevant information and 
the skill of investigating and deciding as unbiased as possible. To close a case 
successfully, all of these skills should work harmoniously, which can be divided 
into four parts: task, information, people, and communication skills. 
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highly serious job” (Westera et al., 2014, p. 4). The most basic expectation of a
detective is for them to be able to distinguish “the innocent” from “the rest” 
correctly (p. 4). No innocent should be wrongly accused and no criminal should 
escape justice. A detective’s ability to do this correctly directly influences peo-
ple’s perception of the justice system and the level of satisfaction they have
with it. The higher the profile and more serious the crime is, the heavier the
responsibility of the detectives to do this properly. In such cases, the final out-
come of the investigation process defines and partly changes the public belief 
and perception of the justice system. “Identifying these matters has profound 
implications for how the detective’s role is conceptualized” (p. 6). The job of the
detective can be perceived in three different ways: It can be seen as an art, a
craft, or as a branch of science.

Considering what the detective does as an art means strongly believing in
the detective’s intuition and instinct. This signifies that training a person to be-
come a detective or providing necessary and related education has very little
effect on the process of making a good detective. Seeing the work of the detec-
tive as a craft provides a more traditional view that states the more experi-
enced the detective gets, the more s/he develops a “sense of craftsmanship” 
(Westera et al., 2014, p. 5-6). The ideal form of craftsmanship includes being 
able to put all matters in context and perfectly communicating with a variety of 
people. Stephen Tong and Benjamin Bowling (2006) rightfully assert that “The
scientific approach to detective work points to a potentially evolving ‘profes-
sional’ detective significantly different from the detectives in the past” (p. 326). 
This approach has led to the creation of criminal psychology as a scientific
branch that analyzes the criminal minds. This approach is also responsible for
the creation of forensic psychology which “is the application of clinical special-
ties to the legal arena” (American Psychological Association, 2013). Perhaps the
most important contribution of scientific approach is the creation and introduc-
tion of criminal profiling that provides the detectives with the best framework
to analyze criminal behavior. The scientific approach allows utilizing evidence-
based information in a trusted and creditable way. The common belief about 
detectives is that they are innately educated and always ready to catch some
criminals. The truth is that detectives devote the majority of their time and en-
ergy to psychological profiling, filling in the blank spaces of the puzzle of evi-
dences and communicating with suspects and people who are overall involved 
in the case. After all these steps take place, criminal catching occurs. The detec-
tive needs a set of tools to acquire enough information to decide about a partic-
ular case. These tools or skills are empirically gathered information, great 
communication skills, interviewing skills, crime-scene management skills, the
skill of being able to distinguish between useful and irrelevant information and 
the skill of investigating and deciding as unbiased as possible. To close a case
successfully, all of these skills should work harmoniously, which can be divided 
into four parts: task, information, people, and communication skills.

Managing Tasks Skills 

The detective should be able to put the available evidence and information into 
effect and control the situation. Having this skill goes hand in hand with how 
calm and collected the detective in charge is. In fiction, Hercule Poirot is one of 
the best examples. He is never in a rush, is always calm, and never fails to find 
stability. In The ABC Murders, Hastings, Poirot’s close friend internally admires 
how calm he is and how neat and organized his files are. When Hastings upon 
receiving the fourth letter from the criminal barges into Poirot’s closet and 
dumps all he sees in a suitcase, he is met with a pretty savage reaction from 
Poirot who thinks they cannot fight against the normalcy in life and have to 
wait until the train arrives instead of hurrying uselessly. His collectedness is 
also visible in how he manages to gather the necessary information of the mur-
der case in Murder on the Orient Express. His distressed friend, Mr. Bouc, hurries 
fruitlessly while Poirot takes his precious time going through every passenger’s 
ticket and passport in order to gain more insight into what might have caused 
the murder of Ratchett. As expected, he spots the nuances of the murder plan in 
the way the personal information in passports have been altered and manages 
to grasp the thorough scheme by the end of the story. Poirot’s calmness is also 
presented through its stark opposition to Ms. Lemon’s state of despair in Hicko-
ry Dickory Dock. Poirot constantly tries to assure her that progressing as he has 
planned would ultimately reward them with victory and that there is no reason 
for worrying too much. In the end, Poirot succeeds and once again proves that 
calmness and enough thinking are the key to the revelation of criminals’ mo-
tives. 

Managing Information Skills 

Detectives should constantly look for clues and get all the help they can to solve 
the mysteries of the cases. It is important to note that not all of the clues are of 
the same importance. Some of the clues are merely out there just to mislead the 
detective and affect the final outcome of the investigation process. Prioritizing 
the information elicited from the clues is the job of the detective. In Hickory 
Dickory Dock, Poirot himself instigates a journey in order to gain more insight 
into the seemingly random sequence of lost objects including “evening shoe 
(one of a new pair), bracelet (costume jewelry), diamond ring (found in plate of 
soup), powder compact, lipstick, stethoscope, earrings, cigarette lighter, old 
flannel trousers, electric light bulbs, box of chocolates, silk scarf (found cut to 
pieces), rucksack (ditto), boracie powder, bath salts, and cookery book” (Chris-
tie, 1955, p. 4). He purchases one rucksack identical to the one found as evi-
dence and by rampaging through its compartments finds out that this rucksack 
is made for smuggling purposes. In this way, he discovers that there are more 
layers to the case. 

In Murder on the Orient Express, Poirot discovers a plethora of clues; howev-
er, he comes to realize that not all of them contribute to the resolving of the 
enigma. The embroidered handkerchief is one of these “clues” that might have 
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distracted Poirot’s attention to a wrong idea, but Poirot doubts the easiness 
with which he has found this clue and as a result does not build his theories on 
the basis of it. His appropriate prioritization of the available clues and evidenc-
es rewards him and Mr. Bouc with the discovery of the actual murderers.  

Alexander Bonaparte Cust in The A.B.C Murders serves as the red herring 
while Franklin Clarke is the mastermind behind the alphabetical murders. 
Poirot’s skepticism towards the lack of barriers that exists between the authori-
ties and the criminal leads him to explore the theory that Alexander Bonaparte 
Cust is just a scapegoat for Clarke to get away with the murders. He does not 
take the evidence at the face value and analyzes and reanalyzes it until it makes 
absolute sense. Ultimately, he succeeds in recognizing the true criminal and 
leaves Clarke wondering about how he might have blown his cover having 
planned out everything accordingly. 

 
Dealing With the People Skills 

This set of skills is closely related to the detective’s social skills. The detective 
should be able to adjust his or her moods and social behavior in accordance to 
the type of people that he or she is dealing with. This set of skills is a prerequi-
site for communication skills (Westera et al., 2014, p. 10). Throughout all of the 
novels of Agatha Christie that features Hercule Poirot as the chief detective, we 
can see how his tone and manners change interacting from one person to the 
other. Sometimes, he randomly makes up some fake piece of information just to 
see how his suspect responds. He uses this method to test the honesty of his 
suspect. Often they comment on this fake information as if they were present 
when that particular thing occurred. In The ABC Murders, Poirot describes an 
imaginary murderer to Mrs. Auscher’s neighbor and asks her to give him all the 
information she has of this person in exchange for five pounds. The neighbor 
starts describing this imaginary person with passion and thus gets omitted 
from the circle of the witnesses that Poirot can trust. Other times, he speaks 
completely to the point and even explains the already carried out procedures 
that are supposed to be confidential. He does this in The ABC Murders when 
Megan Barnard does not seem to trust Poirot with accurate information about 
her deceased sister. Only after Poirot explains the alphabetical nature of the 
murders to her does she become fully invested in the process. He knows who 
he is dealing with and adjusts himself to their moods to get the best infor-
mation. 
 
Effective Communication Skill 

This set of skills more than anything else requires the detective to be as ap-
proachable as possible. This is the most important and the most critical set of 
skills. The detectives should be able to connect and communicate with people 
from all walks of the society. Poirot makes sure to take the age and intelligence 
level of his audience into consideration. The best example of how Poirot’s 
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distracted Poirot’s attention to a wrong idea, but Poirot doubts the easiness
with which he has found this clue and as a result does not build his theories on
the basis of it. His appropriate prioritization of the available clues and evidenc-
es rewards him and Mr. Bouc with the discovery of the actual murderers. 

Alexander Bonaparte Cust in The A.B.C Murders serves as the red herring 
while Franklin Clarke is the mastermind behind the alphabetical murders. 
Poirot’s skepticism towards the lack of barriers that exists between the authori-
ties and the criminal leads him to explore the theory that Alexander Bonaparte
Cust is just a scapegoat for Clarke to get away with the murders. He does not 
take the evidence at the face value and analyzes and reanalyzes it until it makes
absolute sense. Ultimately, he succeeds in recognizing the true criminal and
leaves Clarke wondering about how he might have blown his cover having 
planned out everything accordingly.

Dealing With the People Skills

This set of skills is closely related to the detective’s social skills. The detective
should be able to adjust his or her moods and social behavior in accordance to 
the type of people that he or she is dealing with. This set of skills is a prerequi-
site for communication skills (Westera et al., 2014, p. 10). Throughout all of the
novels of Agatha Christie that features Hercule Poirot as the chief detective, we
can see how his tone and manners change interacting from one person to the
other. Sometimes, he randomly makes up some fake piece of information just to 
see how his suspect responds. He uses this method to test the honesty of his
suspect. Often they comment on this fake information as if they were present 
when that particular thing occurred. In The ABC Murders, Poirot describes an
imaginary murderer to Mrs. Auscher’s neighbor and asks her to give him all the
information she has of this person in exchange for five pounds. The neighbor
starts describing this imaginary person with passion and thus gets omitted 
from the circle of the witnesses that Poirot can trust. Other times, he speaks
completely to the point and even explains the already carried out procedures
that are supposed to be confidential. He does this in The ABC Murders when
Megan Barnard does not seem to trust Poirot with accurate information about 
her deceased sister. Only after Poirot explains the alphabetical nature of the
murders to her does she become fully invested in the process. He knows who 
he is dealing with and adjusts himself to their moods to get the best infor-
mation.

Effective Communication Skill

This set of skills more than anything else requires the detective to be as ap-
proachable as possible. This is the most important and the most critical set of 
skills. The detectives should be able to connect and communicate with people
from all walks of the society. Poirot makes sure to take the age and intelligence
level of his audience into consideration. The best example of how Poirot’s

communication skills operate can be seen in Murder on the Orient Express. This 
story revolves around a murder that involves over ten different people. Each 
one of these people has their own unique story considering their lives and 
points of view regarding the murder. Poirot converses with all of them and tries 
to build enough trust for them to trust him with whatever information that they 
have. His way of talking differs from the men to the women, the elderly to the 
youth, the British to the foreigner, and the extrovert to the introvert. 

It is important to note that the job of the detective is multidimensional. A de-
tective might have to appear as an expert in some other fields that are more or 
less related to his job, fields like psychology. There is no doubt that a fictional 
detective should be an expert when it comes to psychology. It is only natural for 
the detective to appear as a psychoanalyst since the investigation process is 
highly cognitively demanding. The criminal responsible for a crime is never 
fully unknown. There is always a small clue left behind due to the carelessness 
of the criminal or his attempt to challenge the authorities through a game of 
hide and sick. Psychology can never work to its fullest if the criminal is fully 
unknown. Poirot engages himself in a psychoanalytical process each time he 
tries to trace a clue back to its origin. Through this indulgence, he is differenti-
ated from the normal people who just sit back and watch aimlessly. Speaking of 
the roles that a detective can play, the power relation in the police versus detec-
tive set is also worthy of mentioning. In Agatha Christie’s novels, these two au-
thorities mostly function on the same page. In crime fiction, the police are al-
most always marginalized and given a minor role compared to the detective. 
The police are often criticized for lacking depth of imagination and cognitive 
thinking. They are usually the ones who get fooled by looking at a set of unreli-
able information. Inspector Crome and Hastings in The ABC Murders are great 
examples of inferiority in relation to Poirot who is given an almost supernatural 
importance. He is the one who is always available to save the day and through 
his manners and professionalism, the readers perceive the police involved in 
the case as naïve and a little dumb.  

Clues in Criminal Cases 
Clues are the starting points in the journey towards discovering the motives 
and eventually resolving the conflicts of a case. To speak more about clues, it is 
essential to first see what clue literally means. According to Oxford Online Eng-
lish Dictionary, a clue is “a ball of thread, employed to guide anyone in ‘thread-
ing’ his way into or out of a labyrinth or maze; hence, in many more or less fig-
urative applications, a fact, circumstance of principle which, being taken hold of 
and followed up, leads through a maze, perplexity, difficulty, intricate investiga-
tion.” This definition can be applied to Poirot’s investigations as well. Poirot 
often starts his investigations with an invisible but real murderer who has 
committed a crime or a set of crimes in a way that neither the readers nor him-
self have any accurate knowledge of. The process of investigation that takes 
place throughout the story works in favor of uncovering the motives behind the 
crimes. In Christie’s novels, usually the process of finding clues and consequent-
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ly investigation begins with the discovery of a corpse. In order to find the clues, 
the plot of the story that includes the details of the actions of Poirot and his al-
lies and the investigation process should develop together. In Hickory Dickory 
Dock and Murder on the Orient Express, the two processes take place simultane-
ously, whereas in The ABC Murders, both of the processes are subverted. Crimes 
keep occurring one after the other without leaving much time for the previous 
one to resolve. Poirot’s clues are often in the shape of “finger prints, foot prints” 
(Westera et al., 2014, p. 9) and an overheard conversation long enough to cre-
ate suspense and short enough not to provide any valuable and trustworthy 
information. A problem with absolute reliance on clues is that, when a state of 
cluelessness is faced, nothing can be done to get out of it. Cluelessness happens 
when the criminal is experienced and intelligent. In Curtain: Poirot’s Last Case, 
cluelessness is the result of the criminal role being fitting enough for almost 
everyone. Clues require a smart detective such as Poirot to find and interpret 
them in a way that they serve as “links between past and present” (p. 17). 

Finally, we approach some of these theories in Hickory Dickory Dock, in 
which the focus is on a set of robberies that leads to murders in a student hostel 
located on the Hickory Street. Mrs. Hubbard, who is assigned to administer the 
students and the hostel by Mrs. Nicoltis, lets Hercule Poirot know about all of 
the strange things that have been happening for quite a while. Poirot accepts 
this challenge of the case, and through recurring visit sessions to the hostel and 
communicating with the students that reside there, comes to a conclusion 
about the causes of all the chaos that had put Mrs. Hubbard and her sister, Mrs. 
Lemon, in great distress. Digging deep and beyond the surface of the story, this 
section aims to analyze certain parts of this novel through the lens of criminal 
psychology as conducted and carried out by the epitome of fictional detectives, 
Hercule Poirot.  

To start, we have to see how Poirot meets the standards of an effective de-
tective in the context of this novel. The novel begins with a description of a sit-
uation in which Poirot is seemingly shocked by the fact that his normally mis-
take-free semi-robot secretary, Mrs. Lemon, has typed a letter remote from its 
usual flawlessness. Upon observing this inconvenience, he calmly asks for the 
reasons responsible for her lack of concentration. By her response, he becomes 
aware of the fact that Mrs. Lemon is upset about her sister, who is also deeply 
upset. He expresses his surprise by asking a rhetorical question that is “your 
sister?” (Christie, 1955. p. 4). This shows that he is very curious in nature and 
realizes the smallest changes, both of which are the characteristics of an effec-
tive detective. Later in an internal monologue, he criticizes Mrs. Lemon’s “heel 
of Achilles” (p. 5), which he perceives as her lack of imagination. Poirot himself 
is rich in this particular department, which distinguishes him from other people 
around him. After listening to Mrs. Lemon narrate Mrs. Hubbard’s story, he ac-
cepts the case only because he feels motivated and never wants to see Mrs. 
Lemon making the same mistakes ever again. This motivation that pushes him 
to think and take action is another important characteristic of an effective de-
tective. Later, he arranges a meeting session with Mrs. Hubbard, and before her 
arrival, makes sure that everything is prepared and symmetrical. This external 
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cluelessness is faced, nothing can be done to get out of it. Cluelessness happens
when the criminal is experienced and intelligent. In Curtain: Poirot’s Last Case,
cluelessness is the result of the criminal role being fitting enough for almost 
everyone. Clues require a smart detective such as Poirot to find and interpret 
them in a way that they serve as “links between past and present” (p. 17).

Finally, we approach some of these theories in Hickory Dickory Dock, in
which the focus is on a set of robberies that leads to murders in a student hostel
located on the Hickory Street. Mrs. Hubbard, who is assigned to administer the
students and the hostel by Mrs. Nicoltis, lets Hercule Poirot know about all of 
the strange things that have been happening for quite a while. Poirot accepts 
this challenge of the case, and through recurring visit sessions to the hostel and 
communicating with the students that reside there, comes to a conclusion
about the causes of all the chaos that had put Mrs. Hubbard and her sister, Mrs. 
Lemon, in great distress. Digging deep and beyond the surface of the story, this
section aims to analyze certain parts of this novel through the lens of criminal
psychology as conducted and carried out by the epitome of fictional detectives, 
Hercule Poirot. 

To start, we have to see how Poirot meets the standards of an effective de-
tective in the context of this novel. The novel begins with a description of a sit-
uation in which Poirot is seemingly shocked by the fact that his normally mis-
take-free semi-robot secretary, Mrs. Lemon, has typed a letter remote from its 
usual flawlessness. Upon observing this inconvenience, he calmly asks for the
reasons responsible for her lack of concentration. By her response, he becomes
aware of the fact that Mrs. Lemon is upset about her sister, who is also deeply 
upset. He expresses his surprise by asking a rhetorical question that is “your 
sister?” (Christie, 1955. p. 4). This shows that he is very curious in nature and 
realizes the smallest changes, both of which are the characteristics of an effec-
tive detective. Later in an internal monologue, he criticizes Mrs. Lemon’s “heel
of Achilles” (p. 5), which he perceives as her lack of imagination. Poirot himself 
is rich in this particular department, which distinguishes him from other people
around him. After listening to Mrs. Lemon narrate Mrs. Hubbard’s story, he ac-
cepts the case only because he feels motivated and never wants to see Mrs. 
Lemon making the same mistakes ever again. This motivation that pushes him 
to think and take action is another important characteristic of an effective de-
tective. Later, he arranges a meeting session with Mrs. Hubbard, and before her
arrival, makes sure that everything is prepared and symmetrical. This external

sensitivity over appearance signifies that his mind is just as organized and 
clear-cut, which is a positive point for an effective fictional detective. He sets off 
to visit the hostel and the students, and upon his first encounter with them, he 
finds out a variety of new information. He is sharp enough to realize that, at the 
mentioning of the name of Colin McNabb, Miss Celia Austin turns a shade of 
crimson indicating her emotional attachment to him. He finds it suitable to nar-
rate some of his great experiences in the form of well-developed stories to the 
students. He does so “in a light and amusing fashion” since “the sound of his 
voice was always pleasant to him” (p. 33). This confidence is also a vital factor 
required for an effective detective. The murder of Miss Celia Austin finally takes 
place and Poirot is bombarded with an avalanche of new information given to 
him by the police inspector. His first assumption about the case is that Miss Va-
lerie Hobhouse and Mr. Nigel Chapman are in fact very suspicious. Later in the 
story, this assumption proves to be right, which shows that he is as intelligent 
as an effective detective should be. He makes sure to double-check all of his 
observations and finds the first functional clue when he pays attention to how 
the soup is served in the hostel the night before the murder. This sharpness of 
the eyes allows him to recognize Valerie Hobhouse as the thief of the diamond 
ring. 

Now we go back to the beginning of the story and trace some of the skills 
put to use by Poirot. Upon observing the mistakes that Mrs. Lemon had made, 
Poirot does not get mad at all. This is an example of ‘dealing with the people’ 
skills explained earlier. After hearing all that has been going down in the hostel, 
he responds with “the parsley sinking into the butter on a hot day” (p. 16). This 
is a reference to Sherlock Holmes, and Poirot proves to be skilled enough in 
managing the tasks by connecting his current case to his pre-existing 
knowledge. His statement “We try to prevent murders, not wait until they have 
been committed” (p. 44) shows his skills in controlling the situation. Later, 
Colin McNabb straight up attacks Poirot and his “traditional ways” (p. 50) and 
tries to humiliate him with his modern, psychology-based ones. Despite the 
hash tone of Colin, Poirot seems calm and collected and even interested in ab-
sorbing the information brought about by this new point of view. Poirot shows 
that he has excelled in communication and dealing with the people. Communi-
cation skills are the most important skills, and Poirot states “all murderers I 
have ever come across enjoyed talking. In my opinion the strong silent man 
seldom commits a crime” (p. 54). This is a good example of how communication 
skills can destroy the barriers between what the criminal wants to hide and 
what he puts out on display in the vitrine. He tries to approach the case with an 
open mind by connecting it to his pre-existing knowledge. He compares the 
current situation that he is involved in to the “three honored lady game” (p. 78) 
and opens up new doors to deeper perception of the situation.  

Explaining some of the examples and causes of criminal behavior in the 
novel leads to a better understanding of the function of the clues. When one of 
the students observes that her notes are soaked in green ink, Nigel Chapman 
immediately accepts the blame by saying “bad Nigel spilt the ink” (Christie, 
1955, p. 42). Playing the role of the victim when in reality he really is the crimi-
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nal is a classic criminal behavior. After the murder occurs, Nigel is interviewed 
by Poirot and the Police inspector, during which he is reluctant to give any sort 
of information about how he supplied three different types of poisons. This 
shows that Nigel as a professional criminal is intelligent enough not to give 
away information that could be used against him. The factor of the intelligence 
of the criminal is also portrayed through the actions of Valerie Hobhouse. She is 
the one who teaches Celia Austin how to commit crimes in a way that strikes 
Colin as amusing and interesting. At the end of the story, Sir Arthur Stanley’s 
letter reveals that Nigel has always been a chaotic child. This exhibits the role of 
the much complicated childhood that Nigel went through in his character de-
velopment as an individual. 

 It is now time for Poirot to find new clues and analyze the already existing 
ones. His first attempt to find some clues is by asking Mrs. Hubburd to describe 
the hostel and the types of students to him. After finding the lost pair of shoes 
in the lost properties office of Hickory Street, he traces it back to its origin and 
provides himself with the first trustworthy clue. Later, Mrs. Hubbard prepares a 
list of the stolen objects in a chronological order that serves as a perfect clue for 
Poirot. Among the items on the list, the most important and eye-opening ones 
such as Valerie’s and Nigel’s illegal passports are the hardest to find let alone 
traced. Poirot approaches this difficulty with an open mind and reminds inspec-
tor Sharpe that a clue as important as an illegal passport cannot possibly be 
found during the first time searching the hostel and the properties of all of the 
students. Poirot also relies on empirical experiments to get a clearer view of the 
vague and blurred clues. The ripped apart rucksack is a very important clue and 
to see exactly why, Poirot purchases one himself and rips it apart.  

One of the most prominent aspects of criminal cases is the almost invisible 
rivalry that more or less exhibits itself in the behavior of the police versus the 
detective. The manifestation of police power in this story is portrayed through 
the character of inspector Sharpe. The first implication of this rivalry is shown 
when Mrs. Hubbard and Mrs. Nicoltis agree on getting help from Poirot, but 
refuse letting the police take the responsibility. This primacy that is given to the 
role of Poirot is later justified to some extent. When the police officer finally 
gets a wide view of the whole situation, his first reaction to the murder is that 
of “a silly kid who’s been pinching a few things here and there” (p. 52). To 
Poirot, however, it is much more complex. The police insist on limiting the case 
to a suspicious suicide note written out of hopeless romanticism and a good 
example of kleptomania, but even Mrs. Hubbard is hesitant to fall for this lame-
ness. Inspector Sharpe wants to close the case as soon as possible to “maintain 
prestige” of the police, whereas Poirot only accepted the case because he was 
motivated by and interested in it. The difference between inspector Sharpe and 
Poirot also manifests itself in the way they interview the suspects. Inspector 
Sharpe acts harshly towards the suspects as soon as he feels the shift of power 
and his authority being undermined, whereas Poirot welcomes different ideas 
and tries to get the most information out of them. It also seems like the people 
involved in the case trust Poirot as the detective figure more than inspector 
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nal is a classic criminal behavior. After the murder occurs, Nigel is interviewed 
by Poirot and the Police inspector, during which he is reluctant to give any sort 
of information about how he supplied three different types of poisons. This 
shows that Nigel as a professional criminal is intelligent enough not to give
away information that could be used against him. The factor of the intelligence
of the criminal is also portrayed through the actions of Valerie Hobhouse. She is 
the one who teaches Celia Austin how to commit crimes in a way that strikes
Colin as amusing and interesting. At the end of the story, Sir Arthur Stanley’s 
letter reveals that Nigel has always been a chaotic child. This exhibits the role of 
the much complicated childhood that Nigel went through in his character de-
velopment as an individual.

It is now time for Poirot to find new clues and analyze the already existing 
ones. His first attempt to find some clues is by asking Mrs. Hubburd to describe
the hostel and the types of students to him. After finding the lost pair of shoes
in the lost properties office of Hickory Street, he traces it back to its origin and 
provides himself with the first trustworthy clue. Later, Mrs. Hubbard prepares a
list of the stolen objects in a chronological order that serves as a perfect clue for
Poirot. Among the items on the list, the most important and eye-opening ones
such as Valerie’s and Nigel’s illegal passports are the hardest to find let alone
traced. Poirot approaches this difficulty with an open mind and reminds inspec-
tor Sharpe that a clue as important as an illegal passport cannot possibly be
found during the first time searching the hostel and the properties of all of the
students. Poirot also relies on empirical experiments to get a clearer view of the
vague and blurred clues. The ripped apart rucksack is a very important clue and 
to see exactly why, Poirot purchases one himself and rips it apart. 

One of the most prominent aspects of criminal cases is the almost invisible
rivalry that more or less exhibits itself in the behavior of the police versus the
detective. The manifestation of police power in this story is portrayed through
the character of inspector Sharpe. The first implication of this rivalry is shown
when Mrs. Hubbard and Mrs. Nicoltis agree on getting help from Poirot, but 
refuse letting the police take the responsibility. This primacy that is given to the
role of Poirot is later justified to some extent. When the police officer finally 
gets a wide view of the whole situation, his first reaction to the murder is that 
of “a silly kid who’s been pinching a few things here and there” (p. 52). To
Poirot, however, it is much more complex. The police insist on limiting the case
to a suspicious suicide note written out of hopeless romanticism and a good 
example of kleptomania, but even Mrs. Hubbard is hesitant to fall for this lame-
ness. Inspector Sharpe wants to close the case as soon as possible to “maintain
prestige” of the police, whereas Poirot only accepted the case because he was
motivated by and interested in it. The difference between inspector Sharpe and 
Poirot also manifests itself in the way they interview the suspects. Inspector
Sharpe acts harshly towards the suspects as soon as he feels the shift of power
and his authority being undermined, whereas Poirot welcomes different ideas
and tries to get the most information out of them. It also seems like the people
involved in the case trust Poirot as the detective figure more than inspector

Sharpe. Celia confesses to his wrong deeds in the presence of Poirot and feels 
threatened by the police.  

Fictional detectives often possess very sharp eyes and senses and, therefore, 
are distinguished from normal people. At one point, Poirot asks Mrs. Hubbard 
about the love interests that exist among the students, and Mrs. Hubbard an-
swers that she has never detected any. Poirot later proves Mrs. Hubbard wrong 
by analyzing the unseen links and detecting all sorts of romantic feelings among 
the students.  

The last part to be analyzed is about psychological profiling of the criminals 
and the biases that affect the outcomes of profiling and consequently the final 
decision. The process of profiling begins with Poirot asking Mrs. Hubbard a set 
of questions about “why such a haphazard of collection of things” (Christie, 
1955, p. 11) has been stolen. Later on, process of profiling goes beyond paying 
attention to a set of stolen objects and psychological profiling of the people in-
volved in the case begins. During the first encounter with Colin McNabb, Poirot 
recognizes him to be the type blinded by love and emotions that only looks out 
for the complexes that exist in others. In the case of Celia Austin, everyone con-
siders her to be a poor girl who did not know what she was doing, but Poirot 
believes that Celia was clever enough to know the way to Colin’s heart. After all, 
Poirot comes to believe that all of the people involved in the case could be the 
potential murderer. In his opinion, Valerie Hobhouse is smart, Nigel Chapman is 
childish in behavior, Genevieve is greedy for money and would risk anything for 
it, Patricia Lane is the maternal type and “the maternal types are always ruth-
less” (p. 64), Sally Finch knows exactly how to act, Jean Tomlinson is too good 
to fool anybody and Elizabeth Johnston is the most intelligent person among all 
of them since she considers her brain to be more important than her emotions 
and that is dangerous. Poirot “recalled his experiences that lent themselves to 
an agreeable exaggeration” (p. 39). He successfully overcomes these biases 
based on his previous experiences and introduces Nigel Chapman as the crimi-
nal of the case.  

Similarly, Murder on the Orient Express focuses on a mysterious murder that 
takes place on the Orient Express that is on its way to London. Hercule Poirot 
happens to be travelling on this very train accompanied by thirteen other peo-
ple of different nationalities and cultures in the same wagon. Due to heavy 
snow, the train is forced to come to a full stop for about two days in Yugoslavia, 
during which time a murder occurs. During these two days, Poirot begins his 
investigations for the sake of his friend, Mr. Bouc, who is in charge of the wag-
on. Poirot eventually comes to a conclusion right before the train continues its 
journey, leaving Yugoslavia. The process through which Hercule Poirot comes 
to recognize the criminals responsible for the murder of Mr. Ratchette is to be 
broken down into its constituent parts and analyzed in this section.  

First, it is essential to prove that Poirot is the suitable person for solving this 
mystery. Poirot begins his journey on the Orient Express not as a detective on 
mission but as a simple passenger just like everybody else on his way to Lon-
don to run some errands. He first encounters a young British lady that, accord-
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ing to his sharp eyes, seems to be very well-travelled based on how she orders 
her coffee. As the time passes, he visits more and more people and analyzes 
their behaviors and characteristics without anyone noticing anything. Based on 
these observations, he comes to a few conclusions about some of the passen-
gers. Poirot realizes through Colonel Arbuthnot and Mary Debenhams’ conver-
sations that Colonel is a very sensitive guy. Mr. Ratchette, who makes Poirot 
nervous in the pit of his stomach, asks for his help on a case related to him and 
his enemies, but Poirot refuses, and the next night, Mr. Ratchette gets mur-
dered. Upon the occurrence of this murder, Mr. Bouc, who is very anxious and 
stressed about the fact that a murder has just taken place on the train that he is 
responsible for, begs his friend, Poirot, to accept this case. Poirot accepts this 
challenge and his first reaction to the chaos created by the passengers is sitting 
back in his chair and thinking deeply. He arranges a set of interviews with all of 
the remaining twelve passengers and decides that all of them can be potential 
criminals unless the opposite is proved. He takes all psychological factors in 
consideration before saying something like “McQueen is too clever and con-
tained to have stabbed Ratchette” (Christie, 1934, p. 51). Poirot pays attention 
to the slightest changes and details. He notes the change in the tone of Dr. Con-
stantine when he is explaining how the murderer stabbed Ratchette and uses it 
later when he has got more clues to deal with, just as an effective detective 
does. Somewhere along the primary stages of investigation, he realizes that 
Ratchette’s murderer must have been left-handed, judging the position and 
depth of the wounds observed on the corpse. This new information is not 
enough to convince him, and he awaits more creditable information to arrive 
sooner or later. This hesitancy in accepting the newly acquired information 
shows that Poirot is an effective detective. Poirot has “very sharp eyes and 
nothing hides from his great and penetrating gaze” (p. 73). Poirot’s sharp gaze 
along with his intelligence allow him to recognize the cognitive biases that re-
side in the minds of the people who are involved in the case. One of these biases 
is observed when Mr. Bouc expresses how unhappy he is with the fact that this 
murder had to take place in the Orient Express that lies within his domain of 
responsibility. Such biases exist in the mind of Poirot as well, but he tries to 
overcome them and analyze the matters without such cognitive biases blurring 
his point of view. When the napkin with the “H” embroidered on it is found in 
the crime scene, Poirot negates this assumption that it for sure belongs to Mrs. 
Hubberd and, therefore, she is the criminal. He is very quick in recognizing the 
odd from the normal, and that is why he immediately realizes that something is 
off when he observes the weird oil stain on Countess’ passport which later 
turns out to be one of the greatest clues in this case. The mystery of the em-
broidered napkin is solved when the princess finally confesses that it is in fact 
hers. Poirot successfully escapes a lapse in judgment by not judging the clues 
hurriedly. He strongly believes that “the impossible is possible even if it is not 
the case on the surface” (p. 103), and it adds to the list of the items that prove 
he is an effective detective. He notices the smallest slips of tongue and actions 
and makes sure to use them when it is the time. On the first night of spending 
time in the train, Poirot accidentally overhears the bits and pieces of the con-
versation between Colonel Arbuthnot and Mary Debenham and later uses this 
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overcome them and analyze the matters without such cognitive biases blurring 
his point of view. When the napkin with the “H” embroidered on it is found in
the crime scene, Poirot negates this assumption that it for sure belongs to Mrs. 
Hubberd and, therefore, she is the criminal. He is very quick in recognizing the
odd from the normal, and that is why he immediately realizes that something is 
off when he observes the weird oil stain on Countess’ passport which later
turns out to be one of the greatest clues in this case. The mystery of the em-
broidered napkin is solved when the princess finally confesses that it is in fact 
hers. Poirot successfully escapes a lapse in judgment by not judging the clues
hurriedly. He strongly believes that “the impossible is possible even if it is not 
the case on the surface” (p. 103), and it adds to the list of the items that prove
he is an effective detective. He notices the smallest slips of tongue and actions
and makes sure to use them when it is the time. On the first night of spending 
time in the train, Poirot accidentally overhears the bits and pieces of the con-
versation between Colonel Arbuthnot and Mary Debenham and later uses this

evidence to prove that these two are not strangers although they really want to 
appear as so.  

The intertextuality and referencing other works of detective fiction is a 
common feature of Christie’s novels. Mr. Bouc suggests a possible plot accord-
ing to which the murder could have taken place, but Poirot assures him that 
such clichés only exist in fiction and tries to deal with the matter realistically. 
Poirot makes it clear a number of times that he believes in building and main-
taining a body of knowledge that can be added to or lessened from. This is a 
great manifestation of Poirot’s ‘managing tasks’ skills. The importance of psy-
chology and psychological profiling is emphasized by Poirot stating that his 
methods differ from specialized ones since he believes in the “power of psy-
chology” (p. 171). Poirot’s excellence in communication skills is shown through 
the way he behaves toward each individual. He acts soft and calm toward some 
and toward the others, he does not hesitate to disclose all the lies they have 
been feeding him to their faces. He uses an omission process to determine the 
final criminal and this signifies his excellence in ‘controlling the situation’ skills. 
His communication skills never fail him and he succeeds to get all twelve crimi-
nals to confess to what they have done. This story, unlike the other one, pro-
vides all the necessary clues for Poirot gathered in one place. It only takes a 
genius like Poirot to find these clues, trace them back to their origins, and make 
sense of them. Poirot uses clues like the map of the wagon, the tickets of the 
passengers, and their passports. He also manipulates some of the clues such as 
the semi-burnt piece of paper with the last name “Armstrong” written all over 
it. Through this manipulation, he acquires new information. 

The biases portrayed in the story can be analyzed on two different levels: a) 
biases of the suspects and b) biases of the detective. Almost all of the biases of 
both kinds are related to nationalities and stereotypes attributed to them. The 
Italian passenger does not want the police to indulge since he believes that “Yu-
goslavians hate Italians” (Christie, 1955, p. 152) and, therefore, do not treat him 
with enough justice. Mrs. Hubbard constantly nags about how disorganized the 
“people of this side of the world” are (p. 18). Poirot himself possesses a few bi-
ases directed specifically toward the British and the “Anglo-Saxon minds” (p. 
173). He believes that the British do not give any information away unless there 
is some benefit in it for them. His biased mindset about the commonness of 
multiculturalism in America in this very rare occasion aids him to solve the 
mystery of the crime. 

Poirot succeeds in carrying out the process of investigation as perfectly as 
possible. The fact that twelve people participated in a shared act of crime falls 
prey to the emotional biases of all of the people involved in the case who are 
not criminals. Poirot who had earlier come up with two possible assumptions 
about the murder decides that it will be okay to deceive the police by narrating 
them the first one which happens to be only an assumption and nothing more. 
This is flattering to witness when pondered upon subjectively, but not profes-
sionally. Poirot makes a mistake by creating an atmosphere where the crimi-
nals are on the loose.  
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Conclusion 
Criminal psychology is a branch of psychology that is interested in understand-
ing the motivations and thought processes of criminals, including their biases. 
The author of crime detective fiction constantly navigates the boundaries of the 
injustices caused by the motivations of these characters and by representing 
the strict professionalism of detectives, who are also biased. An effective fic-
tional detective is, therefore, someone who can balance the two sides of this 
spectrum and arrive at a conclusion reasonably void of unjust biases. In this 
research, we analyzed criminal psychology as performed by Hercule Poirot in a 
selection of Agatha Christie’s novels including Hickory Dickory Dock, The A.B.C 
Murders, and Murder on the Orient Express. We demonstrated that fictional 
criminals often possess multiple layers in their motivations and personality. 
Thus, the resolution of a novel requires the presence of a detective to solve the 
riddles engendered by these complex motivations. Christie, through applying 
criminal profiling via her character Poirot, represents a fictional world in which 
criminals, no matter how intelligent or cunning, cannot get away with their 
crimes when an analytical mind that uses psychological means is present.  
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Abstract 
So far, there have been three important theories explaining the nature 
and extent of grammatical deficit in agrammatic aphasia. In this respect, 
while the two mainly performance-based theories of agrammatics, i.e. 
trade-off hypothesis (TOH) and mapping hypothesis (MH), provide a very 
broad account of this deficit, the trace deletion hypothesis (TDH) pre-
sents a much narrower stance on the nature of the deficit as well as on 
the question of modularity. This research, being the first one in the Per-
sian context, tries to test this theory in four gender-, education-, and age-
matched Persian-speaking agrammatics and the same matched controls 
via executing a grammatical judgment test. For the purpose of evaluating 
our participants’ performance, 90 pairs of sentences, composed of well-
formed and ill-formed ones, were presented to the subjects in a random-
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ized manner, based on which participants were supposed to express their 
opinions regarding their grammaticality in a grammatical judgment task. 
The types of sentences being testified included active agentive, object 
cleft, subject cleft, agentive passive, psychological passive and object WH-
constructions. Our findings, in line with the predictions of TDH, indicated 
that agrammatics faced many challenges with constructions in which 
constituent movements are involved. In contrast, their comprehension 
remained intact in agentive constructions. The theoretical and psycholog-
ical implications of the findings are discussed. 

Keywords: aphasia, processing, neurological, modular, TDH  

Introduction 
Within the last decades, there have been lots of researches whose major objec-
tive was to analyze grammatical characteristics of linguistic performance of 
agrammatics. These pioneering off-line tasks held different stances on both the 
extent of grammatical deficit and its nature, some of which even cast doubt on 
the existence of a separate modular deficit in Broca’s aphasia as agrammatism 
and also on its autonomy or interdependence (Beeke et al., 2007; Garraffa & 
Grillo, 2008; Goodglass & Menn, 1985; Linebarger et al., 1983).  

Regarding particular stance they have held on the nature of grammatical 
deficit, these models should be classified into two major models of modular and 
interactive. While the former emphasizes the separation of grammatical mod-
ule asserting that syntactic, semantic, and pragmatic properties are encapsulat-
ed modules (Caramazza & Berndt, 1985; Friederici & Frazier, 1992; Grodzinsky 
& Santi, 2008; Grodzinsky et al., 1985), regarding the latter, it has been widely 
held that there are not different separate parsing mechanisms for word com-
prehension on one hand  and sentence comprehension on the other hand. That 
is, they claim a single unitary processing route for word and sentence compre-
hension suffices (Bates, 1998; Chapman, 2000; Faust et al., 1995; Guo et al., 
2010; McClelland, 1987). As a matter of fact, the latter view of language holding 
a constraint-satisfaction perspective claims that it might be logical to assume 
that, for a plausible interpretation of a sentence, all contextual, syntactic as well 
as morphological properties go hand in hand (Mondini et al., 2014; Tan, 2007). 
Thus, in as much as one constraint met the logical interpretation possible, pars-
ing will terminate; that is, for the listener, it would be redundant to parse all 
linguistic elements of the sentence from the first to the end (Shetreet, et al., 
2016). Henceforth, even in the strictest off-line tests, devoid of contextual cues, 
the listener or reader would recover the eliminated linguistic context by which 
he/she could present a parsimonious plausible interpretation (Austin et al., 
2015; Frazier, 1995; Seidenberg & MacDonald, 2001).  

Within these two broad views of sentence comprehension, three important 
theories have emerged. The trade-off hypothesis (Frazier & Friederici, 1991; 
Kristinsson et al., 2020; Nedergaard et al., 2020), the mapping hypothesis 
(Linebarger, 1995; Mack et al., 2019; Malyutina & Zelenkova, 2020) and the 
trace deletion hypothesis (Grodzinsky, 1995b; Hickok et al., 1992; Sung et al., 
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ized manner, based on which participants were supposed to express their 
opinions regarding their grammaticality in a grammatical judgment task.
The types of sentences being testified included active agentive, object
cleft, subject cleft, agentive passive, psychological passive and object WH-
constructions. Our findings, in line with the predictions of TDH, indicated
that agrammatics faced many challenges with constructions in which
constituent movements are involved. In contrast, their comprehension
remained intact in agentive constructions. The theoretical and psycholog-
ical implications of the findings are discussed.
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ed modules (Caramazza & Berndt, 1985; Friederici & Frazier, 1992; Grodzinsky 
& Santi, 2008; Grodzinsky et al., 1985), regarding the latter, it has been widely 
held that there are not different separate parsing mechanisms for word com-
prehension on one hand  and sentence comprehension on the other hand. That 
is, they claim a single unitary processing route for word and sentence compre-
hension suffices (Bates, 1998; Chapman, 2000; Faust et al., 1995; Guo et al., 
2010; McClelland, 1987). As a matter of fact, the latter view of language holding 
a constraint-satisfaction perspective claims that it might be logical to assume
that, for a plausible interpretation of a sentence, all contextual, syntactic as well
as morphological properties go hand in hand (Mondini et al., 2014; Tan, 2007). 
Thus, in as much as one constraint met the logical interpretation possible, pars-
ing will terminate; that is, for the listener, it would be redundant to parse all
linguistic elements of the sentence from the first to the end (Shetreet, et al., 
2016). Henceforth, even in the strictest off-line tests, devoid of contextual cues, 
the listener or reader would recover the eliminated linguistic context by which 
he/she could present a parsimonious plausible interpretation (Austin et al., 
2015; Frazier, 1995; Seidenberg & MacDonald, 2001). 

Within these two broad views of sentence comprehension, three important 
theories have emerged. The trade-off hypothesis (Frazier & Friederici, 1991; 
Kristinsson et al., 2020; Nedergaard et al., 2020), the mapping hypothesis 
(Linebarger, 1995; Mack et al., 2019; Malyutina & Zelenkova, 2020) and the
trace deletion hypothesis (Grodzinsky, 1995b; Hickok et al., 1992; Sung et al., 

2020) were among the three important hypotheses which have attracted lots of 
researchers in the field.  

Among these aforementioned hypotheses, the first one asserts that agram-
matics’ good performance on grammatical judgment tasks on one hand, and 
their at chance performance on sentence to picture matching task on the other 
hand, could be explained via additional cognitive load required for the sentence 
comprehension task compared to the grammatical judgment task (Harun, 2020; 
LaCroix et al., 2020; Sahraoui & Nespoulous, 2012; Salimi & Dadashpur, 2012; 
Sample & Michel, 2014). 

That is, the first task by its very nature would entail the subjects to be famil-
iar with the task requirement enabling them to store gradual steps necessary to 
accomplish the task in their mind and then perform the task correctly, all the 
steps which agrammatic aphasia patients seem to be incapable of administering 
correctly (LaCroix et al., 2020). This theory is also called the theory of con-
straint satisfaction highlighting the crucial point that, in so far as the required 
syntactic, pragmatic, or semantic condition for the plausible interpretation of 
the sentence is met, parsing would take place automatically (Brown et al., 2019; 
Frazier & Clifton, 1996; Gibson & Pearlmutter, 1998; Linebarger et al., 2007; 
McElree & Griffith, 1998). 

However, another group of researchers adapted mapping hypothesis (MH), 
according to which, like TOH additional, cognitive burden on the part of the 
addressee is necessary to analyze sentence to picture task compared to the 
grammatical judgment task. As a matter of fact, MH deviates from TOH via di-
vulging the nature of working memory responsible for participants’ poor per-
formance on the task. Therefore, according to their viewpoints, agrammatics 
suffer a specific language register to advocate thematic role assignment. Hence, 
they assign linguistic competence deficit to the patients (Marshall, 1995; Mitch-
um et al. 1995; O'Grady & Lee, 2005). 

Ultimately, the final hypothesis attracted by many researchers like us, is the 
trace deletion hypothesis (TDH) which considers agrammatism as a modular 
subcategory of syntactic competence (Aziz et al., 2020; Hanne et al., 2011). 
Hence, according to this hypothesis, the pattern of deficit observed in the pro-
duction and comprehension of agrammatics and also their improper theta role 
assignment all could be explained via this hypothesis. Hence, two stages, name-
ly phonetic form (PF) and logical form (LF) should be taken into consideration 
in the analysis of a sentence. It is only within LF stage that agrammatics’ under-
standing would collapse due to their incapability to build connections between 
the constituents’ traces and their antecedents (Sung et al., 2020).  

As a matter of fact, there are some important reasons triggering us to select 
TDH among the aforementioned theories for our investigation of Persian-
speaking agrammatic’s performance on the syntactic task. First, regarded as a 
competence theory of sentence comprehension and unlike the two aforemen-
tioned hypotheses- TOH which is purely a performance theory, and MH which 
is also a partial performance theory though partially a competence one- TDH 
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holds a much narrower and restricted theory of sentence comprehension 
(Grodzinsky, 1995a) and in doing so, its accuracy and predictions could better 
be tested in different languages (Wang et al., 2020). 

Secondly, as Grodzinsky, the highly renowned scholar who initially pro-
posed the theory, himself pointed out, even within a restricted and modified 
version of TDH, some counterarguments in diverse languages have been ob-
served (Grodzinsky & Friederici, 2006). To name a few, discourse representa-
tional theory of Avrutin (Avrutin, 2000) or the proposal made by Hagiwara 
(Hagiwara, 1993) could be enumerated. Consequently, as the trace deletion 
hypothesis pays attention to both intra-lingual and inter-lingual differences 
among languages of the world meticulously, it could be envisaged as a more 
reliable and plausible account of syntactic comprehension (Maruszewski, 
2017).  

The third important point worthy of consideration here, which was the pri-
mary impetus for the adaptation of TDH to analyze diverse sentences, was its 
clearer, more defined and also more systematic explanation of the theory fol-
lowing the linguistic doctrine of generative grammar and more specifically 
Government and Binding or GB’s principle or Minimalist Program (Chomsky, 
2014; Fyndanis et al., 2013).  As a matter of fact, in this study, we utilized the 
crucial assumptions of GB and more specifically its newest development, that is, 
MP. It has been asserted that minimalism developed out of GB (Lasnik, 2002). 
In other words, once the theory of GB was supposed to have tackled the basic 
Plato’s problem (poverty of stimulus) via proposing different conditions based 
on which parameters could be set culminating in the creation of diverse lan-
guages, then the issue was which GB theory could be regarded as the best. 
Hence, once the enterprise of explanatory adequacy had been accomplished, an 
opening was created for the emergence of a model which could concentrate on 
the dimensions of elegance, naturalness, and parsimony. Within such atmos-
phere, the minimalist program has emerged (Hornstein et al., 2005, p. 18). 
According to this model, the general rule of “move alpha” would culminate in 
the creation of two types of non-canonical structures. While the first category of 
sentences is the result of A-bar movement (wh-questions, topicalization, rela-
tivation), the second category of the sentences is the outcome of A-movement 
(passives and raising constructions).  Taking this theoretical account, in our 
research, two types of stimuli (agentive passives and psychological passives) 
are classified as A-movement categories and two types (object wh-questions 
and object clefts) should be categorized as A-bar movement categories accord-
ing to MP (Karimi, 2008). 

Fourth, our motive for the selection of TDH was that this theory has been 
much more attested in different on-line priming studies which have proven its 
psychological reality (Fiebach et al., 2001; Grodzinsky et al., 1991; Hanne et al., 
2011; Love & Swinney, 1996; Nicol & Swinney, 1989).  

Fifth, different difficult structures whose interpretations were difficult for 
agrammatics like VP ellipsis, WH-head agreement, reflexives, and tag questions, 
expressed in the Mapping Hypothesis (Linebarger et al., 1983) yet not ex-
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holds a much narrower and restricted theory of sentence comprehension
(Grodzinsky, 1995a) and in doing so, its accuracy and predictions could better
be tested in different languages (Wang et al., 2020).

Secondly, as Grodzinsky, the highly renowned scholar who initially pro-
posed the theory, himself pointed out, even within a restricted and modified 
version of TDH, some counterarguments in diverse languages have been ob-
served (Grodzinsky & Friederici, 2006). To name a few, discourse representa-
tional theory of Avrutin (Avrutin, 2000) or the proposal made by Hagiwara
(Hagiwara, 1993) could be enumerated. Consequently, as the trace deletion
hypothesis pays attention to both intra-lingual and inter-lingual differences
among languages of the world meticulously, it could be envisaged as a more
reliable and plausible account of syntactic comprehension (Maruszewski, 
2017). 

The third important point worthy of consideration here, which was the pri-
mary impetus for the adaptation of TDH to analyze diverse sentences, was its 
clearer, more defined and also more systematic explanation of the theory fol-
lowing the linguistic doctrine of generative grammar and more specifically 
Government and Binding or GB’s principle or Minimalist Program (Chomsky, 
2014; Fyndanis et al., 2013).  As a matter of fact, in this study, we utilized the
crucial assumptions of GB and more specifically its newest development, that is, 
MP. It has been asserted that minimalism developed out of GB (Lasnik, 2002). 
In other words, once the theory of GB was supposed to have tackled the basic
Plato’s problem (poverty of stimulus) via proposing different conditions based 
on which parameters could be set culminating in the creation of diverse lan-
guages, then the issue was which GB theory could be regarded as the best. 
Hence, once the enterprise of explanatory adequacy had been accomplished, an
opening was created for the emergence of a model which could concentrate on
the dimensions of elegance, naturalness, and parsimony. Within such atmos-
phere, the minimalist program has emerged (Hornstein et al., 2005, p. 18). 
According to this model, the general rule of “move alpha” would culminate in
the creation of two types of non-canonical structures. While the first category of 
sentences is the result of A-bar movement (wh-questions, topicalization, rela-
tivation), the second category of the sentences is the outcome of A-movement 
(passives and raising constructions). Taking this theoretical account, in our
research, two types of stimuli (agentive passives and psychological passives) 
are classified as A-movement categories and two types (object wh-questions
and object clefts) should be categorized as A-bar movement categories accord-
ing to MP (Karimi, 2008).

Fourth, our motive for the selection of TDH was that this theory has been
much more attested in different on-line priming studies which have proven its 
psychological reality (Fiebach et al., 2001; Grodzinsky et al., 1991; Hanne et al., 
2011; Love & Swinney, 1996; Nicol & Swinney, 1989). 

Fifth, different difficult structures whose interpretations were difficult for
agrammatics like VP ellipsis, WH-head agreement, reflexives, and tag questions, 
expressed in the Mapping Hypothesis (Linebarger et al., 1983) yet not ex-

plained systematically, could then be explained well according to this theory. 
Moreover, concerning TOH, it should also be asserted that its failure to desig-
nate and define working memory or, as Ingram asserted, its indifference to de-
fining what type of working memory is responsible for agrammatic’s sentence 
comprehension could all be regarded as reliable evidence whereby TDH could 
be selected as a more favorite candidate for the evaluation of participants’ per-
formance (Ingram, 2007).  

Taking all these considerations, and observing the existing gap in the Per-
sian studies, this research tried to probe agrammatics’ performance in the des-
ignated syntactic task and explain their behaviors within the framework of 
TDH. More specifically, the current study aimed to investigate which types of 
sentences are more difficult for agrammatics, if any, and in doing so, discover 
the observed pattern explaining it within co-indexing relations between con-
stituents and their antecedents.  

Review of Literature  
Trace Deletion Hypothesis (TDH) 

First proposed by Grodzinsky in 1984, Trace Deletion Hypothesis (TDH) was 
then subject to some modifications by scholars. For example, in 1995, 
Grodzinsky, holding a much narrower stance, asserted that only traces which 
were located in theta position could be disrupted in agrammatics (Grodzinsky, 
1995a). In his second modification of the theory, he maintained that agrammat-
ics would only utilize heuristics strategy when faced with a referential NP at 
their forefronts, provided this NP encompasses no theta role (Grodzinsky, 
1995b). In other words, borrowing this adaptation from the work of previous 
researchers (Hickok & Avrutin, 1995), Grodzinsky asserts that there should be 
a distinction between binding chains and government chains. Thereafter, he 
claims that agrammatics’ problems would only emerge where there is a sort of 
binding chain in the sentence created by which-N, rather than when there is a 
government chain created by wh phrases (Friedmann, 2008).  

Meanwhile, researchers like Rizzi (1985), attempting to correlate agram-
matics’ productive as well as comprehensive modes, asserted that linguistic 
categories which are subject to theta role assignment including both assigners 
and assignees are not subject to syntactic disruption in agrammatics (Rizzi, 
1985). However, it seems that Rizzi’ s analysis is even narrower than his prede-
cessor (Grodzinsky, 2000) as it is quite crystal clear that agrammatics exhibit a 
variety of asyntactic behaviors in their performance. Needless to say, the data 
from which he generalized his conclusions were extremely limited. Other 
scholars like Hagiwara (1993) proposed that those functional categories in the 
lower positions (DP & CP) are less prone to disruption than those standing in 
the higher positions (IP, NP, Ag P & TP). In this regard, characters like Reznik 
(1995) modified Rizzi’s claims, saying that those functional categories pos-
sessing some contents are better preserved because they exist both in the pho-
netic form (PF) and logical form (LF). 
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However, regarding the theoretical notions elaborated on this theory, it 
could be regarded as  a much more attested theory in different on-line priming 
studies which have proven its psychological reality (Fiebach et al., 2001; 
Grodzinsky et al., 1991; Hanne et al., 2011; Uddén et al., 2020; Wanner, 2019).  

When words are moved from their original canonical positions in the sen-
tence depending upon the type of canonical structure we have, which is of 
course manifested differently in languages with diverse typological characteris-
tics, these traces would be created. Although these traces could be properly co-
indexed with their referents by normal controls, they would collapse when 
agrammatic aphasics try to comprehend these structures. (Maviş, et al., 2019; 
Xu et al., 2019). Thus, the longer the chain, the more difficult the structure 
would become for the subjects explaining subjects’ more severe problems in 
object WH-questions and object cleft constructions. Hence, Grodzinsky recom-
mended that diverse configurations of agrammatism be seriously taken into 
account in any kind of research on agrammatism (Grodzinsky, 2000). Accord-
ingly, once the syntactic dependency between relative pronouns and their 
place-holders are disrupted, these patients would not automatically be able to 
assign appropriate thematic roles to the syntactic categories. Through this nov-
el perspective, different problems that mapping hypothesis assigns to thematic 
role violations on one hand, and trade-off hypothesis attributes to working 
memory limitations on the other hand, could then be explained homogeneously 
in a much consistent manner via trace deletion hypothesis (Schilling, 2019)  

As a result, it might be logical to assert that the important hypothesis that 
agrammatism is a language specific syndrome should never be dismissed given 
diverse languages of the world with different typological characteristics which 
could affect subjects’ performance (Dimmendaal et al., 2019; Soroli et al., 2012).    

The study of the syntactic comprehension of agrammatics within the 
framework of trace deletion hypothesis has been the subject of investigation by 
many researchers in diverse languages like Mandarine (Su et al., 2007), Korean 
(Sung et al., 2020), Italian (Barbieri et al., 2013), Malay (Aziz et al., 2020), Ger-
man (Maviş et al., 2019), Arabic (Diouny, 2010), to name a few. The common 
ground of all these researches is that agrammatics have lots of challenges com-
prehending those syntactically complex sentences in which constituents are 
transformed from their canonical positions. Therefore, as the constituents are 
moved from their canonical positions to the initial positions of the sentences, it 
will become challenging for agrammatic patients to parse them. Yet, in some 
researches, the psychological reality of this hypothesis was not corroborated, 
and contradictory results were reported (Arslan & Felser, 2018; Hanne et al., 
2011)     

Meanwhile, in Persian setting, the aphasic patients’ syntactic comprehen-
sion was tackled by some scholars. For example, Nilipour & Raghibdoust 
(2001), via the investigation of linguistic deficits of seven native Persian-
speaking patients with different etiologies, enumerated major morphosyntactic 
as well as agrammatic deficits attributing them to the size and site of the lesion. 
Ameri and her colleagues (Ameri et al., 2008) tried to scrutinize the relation 
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However, regarding the theoretical notions elaborated on this theory, it 
could be regarded as  a much more attested theory in different on-line priming 
studies which have proven its psychological reality (Fiebach et al., 2001; 
Grodzinsky et al., 1991; Hanne et al., 2011; Uddén et al., 2020; Wanner, 2019). 

When words are moved from their original canonical positions in the sen-
tence depending upon the type of canonical structure we have, which is of 
course manifested differently in languages with diverse typological characteris-
tics, these traces would be created. Although these traces could be properly co-
indexed with their referents by normal controls, they would collapse when
agrammatic aphasics try to comprehend these structures. (Maviş, et al., 2019; 
Xu et al., 2019). Thus, the longer the chain, the more difficult the structure
would become for the subjects explaining subjects’ more severe problems in
object WH-questions and object cleft constructions. Hence, Grodzinsky recom-
mended that diverse configurations of agrammatism be seriously taken into 
account in any kind of research on agrammatism (Grodzinsky, 2000). Accord-
ingly, once the syntactic dependency between relative pronouns and their
place-holders are disrupted, these patients would not automatically be able to 
assign appropriate thematic roles to the syntactic categories. Through this nov-
el perspective, different problems that mapping hypothesis assigns to thematic
role violations on one hand, and trade-off hypothesis attributes to working 
memory limitations on the other hand, could then be explained homogeneously 
in a much consistent manner via trace deletion hypothesis (Schilling, 2019)

As a result, it might be logical to assert that the important hypothesis that 
agrammatism is a language specific syndrome should never be dismissed given
diverse languages of the world with different typological characteristics which 
could affect subjects’ performance (Dimmendaal et al., 2019; Soroli et al., 2012). 

The study of the syntactic comprehension of agrammatics within the
framework of trace deletion hypothesis has been the subject of investigation by 
many researchers in diverse languages like Mandarine (Su et al., 2007), Korean 
(Sung et al., 2020), Italian (Barbieri et al., 2013), Malay (Aziz et al., 2020), Ger-
man (Maviş et al., 2019), Arabic (Diouny, 2010), to name a few. The common
ground of all these researches is that agrammatics have lots of challenges com-
prehending those syntactically complex sentences in which constituents are
transformed from their canonical positions. Therefore, as the constituents are
moved from their canonical positions to the initial positions of the sentences, it 
will become challenging for agrammatic patients to parse them. Yet, in some
researches, the psychological reality of this hypothesis was not corroborated, 
and contradictory results were reported (Arslan & Felser, 2018; Hanne et al., 
2011)

Meanwhile, in Persian setting, the aphasic patients’ syntactic comprehen-
sion was tackled by some scholars. For example, Nilipour & Raghibdoust
(2001), via the investigation of linguistic deficits of seven native Persian-
speaking patients with different etiologies, enumerated major morphosyntactic
as well as agrammatic deficits attributing them to the size and site of the lesion. 
Ameri and her colleagues (Ameri et al., 2008) tried to scrutinize the relation

between cognitive parameters and syntactic complexity in Broca’s patients, and 
demonstrated how cognitive deficit could affect these patients’ comprehension 
negatively. They concluded that the reinforcement of Broca’s patients’ ability to 
process complex cognitive sequencing improves their comprehension of atypi-
cal syntactic structures.  Shiani et al. 2019 also analyzed the impact of sentence 
complexity on Persian-speaking aphasic patients, and demonstrated how cogni-
tive deficit could affect these patients’ comprehension. Utilizing a binary sen-
tence-to-picture matching task, they tried to scrutinize the performance of 6 
non-fluent aphasic patients. Their results showed that these patients have diffi-
culty understanding non-canonical syntactic structures including clefts and 
relatives. They attributed patients’ weak performance to the malfunction of 
cognitive resources, specifically, working memory. Ultimately, the production 
of some types of syntactically complex sentences, including wh-questions, topi-
calized constructions and passives was scrutinized by Mehri and her colleagues 
(Mehri et al., 2016). The results of their study showed that aphasics have lots of 
challenges comprehending topicalized and focused sentences. They concluded 
that sentences with argument movements are among the most difficult types of 
sentences for the patients.  

As stated above, despite the fact that some researchers tried to analyze Per-
sian-speaking aphasics’ syntactic comprehension, and employed different stim-
uli and methodologies to evaluate patients’ performance, they did not utilize 
diverse tasks for this objective. Nor did they adapt trace deletion hypothesis to 
explain their patients’ understanding. In some cases, they only concentrated on 
the productive rather than comprehensive abilities of the patients.  In this 
study, observing this gap in the literature, and recruiting two diverse tasks for 
the assessment of our patients’ performance to analyze the effect of task type, 
and also following the framework of trace deletion hypothesis, we scrutinized 
the comprehension of Persian-speaking agrammatics. 

Method 
Subjects 

Having reviewed the neuropsychiatric profile of the patients, and conducted a 
psycholinguistic test, four gender-, education-, and age-matched Broca’s pa-
tients were selected. Moreover, our participants in the control group were also 
matched according to the aforementioned socio-demographic parameters. The 
study is engaged to apply ethics of research, based on Declaration of Helsinki in 
2000 (Riis, 2000). Moreover, it was committed to employ ethics of research 
based on American Pychological Association’s Ethical Principles of Psychology 
(Hadjistavropoulos, 2002). All participants signed the written informed consent 
for contribution. The confidentiality of the information obtained from the par-
ticipants, and the preservation of the names of participants were considered 
using coding.  The lesion site descriptions of each patient are presented in Ta-
ble 1. Our selected subjects were all male, in the age range of 50-65 years. 
Moreover, as for their educational backgrounds, they had at least a diploma. 
The diagnostic test to assess aphasics was the Boston Diagnostic Aphasia Exam-
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ination (Goodglass & Kaplan, 1972). Farsi version of Aphasia Test developed by 
Nilipour (1994) was adopted to screen the subjects’ aphasia type. Moreover, 
the review of neuroradiology testified our evaluation demonstrating that our 
classification was in line with the classical Broca’s type. As a matter of fact, the 
main reason why we chose Broca’s patients in our research was fundamentally 
the fact that it has been scientifically proven that agrammatism is a symptom of 
Broca’s aphasia (Tesak & Code, 2008) 

Noteworthy to say, though the lesion site description of each Broca’s patient 
has been presented, as Ingram asserted, no designated lesion site could culmi-
nate in agrammatism and it has been scientifically attested that an interaction 
of cell assemblies is involved in this syndrome. Thus, the properties of 
agrammtism could well be defined via psycholinguistic tests rather than clinical 
observations (Ingram, 2007). Taking this important scientific consideration, we 
could understand more of the nature of agrammatism in Broca’s aphasiac pa-
tients through conducting a syntactic comprehension test, and why administer-
ing such a test could be fruitful. 

Table 1 
The Lesion Site Descriptions of Patients 

Patient Aphasia 
Type 

Description 

OF Broca’s OF is a male suffering a stroke in 1990. An MRI taken that year exhibited a 
diffuse lesion including posterior frontal lobe. 

BD Broca’s BD is a male suffering a stroke due to an accident in 1992. The lesion site 
involved was the inferior anterior parietal lobe. 

SF Broca’s  SF is a male suffering a stroke in 1995. A CT scan taken that year indicated 
lesions in inferior frontal gyrus as well as insular cortex area. 

TU  Broca’s  TU is a male suffering an accident in 1994.   The study of CT scan taken that 
year showed the involvement of lesion sites including left temporal lobe as 
well as inferior portion of BA. 

Instruments and Procedure 

As mentioned in the previous section, Farsi version of Boston Diagnostic Apha-
sia Examination (Goodglass & Kaplan, 1972), already normalized and standard-
ized by Nilipour (1994), had been administered to screen our subjects’ aphasia 
type. Also, a written consent form proving our patients’ satisfaction to partici-
pate voluntarily in the study had already been taken. Nevertheless, the primary 
tool to assess our patients’ knowledge of syntactic comprehension was a 
grammaticality judgment task. 

Grammaticality Judgment Task 

In order to depict a realistic, insightful, and in-depth picture of the syntactic 
knowledge of aphasics, a grammatical judgment task was conducted to exactly 
understand whether syntactic comprehension of aphasics was intact. One ma-
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ination (Goodglass & Kaplan, 1972). Farsi version of Aphasia Test developed by 
Nilipour (1994) was adopted to screen the subjects’ aphasia type. Moreover, 
the review of neuroradiology testified our evaluation demonstrating that our
classification was in line with the classical Broca’s type. As a matter of fact, the
main reason why we chose Broca’s patients in our research was fundamentally 
the fact that it has been scientifically proven that agrammatism is a symptom of 
Broca’s aphasia (Tesak & Code, 2008)

Noteworthy to say, though the lesion site description of each Broca’s patient 
has been presented, as Ingram asserted, no designated lesion site could culmi-
nate in agrammatism and it has been scientifically attested that an interaction
of cell assemblies is involved in this syndrome. Thus, the properties of 
agrammtism could well be defined via psycholinguistic tests rather than clinical
observations (Ingram, 2007). Taking this important scientific consideration, we
could understand more of the nature of agrammatism in Broca’s aphasiac pa-
tients through conducting a syntactic comprehension test, and why administer-
ing such a test could be fruitful.

Table 1
The Lesion Site Descriptions of Patients

Patient Aphasia
Type

Description

OF Broca’s OF is a male suffering a stroke in 1990. An MRI taken that year exhibited a
diffuse lesion including posterior frontal lobe.

BD Broca’s BD is a male suffering a stroke due to an accident in 1992. The lesion site
involved was the inferior anterior parietal lobe.

SF Broca’s SF is a male suffering a stroke in 1995. A CT scan taken that year indicated 
lesions in inferior frontal gyrus as well as insular cortex area.

TU  Broca’s TU is a male suffering an accident in 1994. The study of CT scan taken that
year showed the involvement of lesion sites including left temporal lobe as 
well as inferior portion of BA.

Instruments and Procedure

As mentioned in the previous section, Farsi version of Boston Diagnostic Apha-
sia Examination (Goodglass & Kaplan, 1972), already normalized and standard-
ized by Nilipour (1994), had been administered to screen our subjects’ aphasia
type. Also, a written consent form proving our patients’ satisfaction to partici-
pate voluntarily in the study had already been taken. Nevertheless, the primary 
tool to assess our patients’ knowledge of syntactic comprehension was a
grammaticality judgment task.

Grammaticality Judgment Task

In order to depict a realistic, insightful, and in-depth picture of the syntactic
knowledge of aphasics, a grammatical judgment task was conducted to exactly 
understand whether syntactic comprehension of aphasics was intact. One ma-

jor rationale for the selection of the grammaticality judgment task and favoring 
it to the well-known figurine-act task was that it has been previously attested 
that the former task relies on less cognitive processing than the latter. As a re-
sult, their reliance on the working memory to parse the sentence would dimin-
ish  (Brown et al., 2019; Charles et al., 2008; Murray, 2018; Schwering & Mac-
Donald, 2020).The procedure for the task administration was as follows. Ninety 
pairs of sentences of six group types composed of well-formed and their ill-
formed counterparts were presented to the subjects. The first type included 
those sentences in which the subject is regarded as the agent of the sentence 
(agentive group); for example, “ali sib rɒ xord” rendered in English as “Ali ate 
the apple”. An important typological property worthy of consideration here is 
that the default syntactic structure of Persian is SOV. Endowed with an SOV 
order in the main and subordinate clauses when the object is phrasal, and with 
a very strong tendency to utilize the SVO order when the object is clausal, Per-
sian enjoys some typological features similar to both OV and VO types of lan-
guages. So some scholars like Dabi-Moghaddam (2013) categorized it as a 
mixed group of languages - unlike English categorized as VO group of lan-
guages- meaning it is the object which precedes the verb in the canonical sen-
tence structure.  The second type of sentences included object cleft structures. 
The type of cleft construction utilized in our study belongs to it-cleft category. 
In Persian, clefting occurs when the focused constituent of the sentence moves 
from its unmarked default position to the initial position of the sentence and is 
followed by a copula and a ke (that) relative clause (Karimi, 2008; Mahmoudi, 
2019). These sentences are normally used by native speakers of a language to 
emphasize their focal points, in this case, object. For instance, (TP“ʔin ketɒbi 
bud ke ( TPali ti moʔtɒleɁe kard”)) rendered in English as “(TP It was this booki 
which (TPAli studied ti))”. The third group encompassed subject cleft sentences 
in which, again for the goal of emphasis, yet this time, subject, is singled out to 
stand at the forefront of the addressee, namely sentences like “ʔin marjam bud 
ke televizijun ro roʃan kard” rendered in English as “It was Maryam who turned 
on the TV”. The fourth group of the sentences included agentive passive con-
structions in which it is the patient which occupies the subject position of the 
sentence rather than the typical subject placed at the end of the sentence. For 
example, “(TPmaqɒlei tavassote (TPali neveʃte ʃod ti)”) which is rendered in 
English as “(TPthe paperi (TP Ø was written ti by Ali))”. The fifth group in-
cludes psychological passive types. Psychological verbs are those expressing 
our inner feelings or psychological states like “tarsidæn, azijat kardan, 
ranʤɒndan” rendered in English as “frighten, annoy and resent” respectively. 
In the canonical type of psychological verb construction, the doer of the action 
occupied the subject position, but the person or thing affected occupies the ob-
ject position producing sentences like “jaʔqub marjam rɑ tarsɒnd” rendered as 
“Jacob frightened Mary”. Yet, in the passive forms of psychological construc-
tions, the object substitutes for the subject occupying its position resulting in 
the sentences like “(TPmarjami tavassote (TPjaʔqub tarsɒndeh ʃod ti))” ren-
dered in English as “(TPMaryi (TPØ was frightened ti by Jacob))”. Ultimately, 
our sixth group included object wh-questions, that is, the structures in which 
the object is questioned and moved to the initial position of the sentence. These 
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so-called object-wh questions start with “tʃe” like “ʧekasi” or “ʧe ʧizi” rendered 
in English as “whom” or “what” respectively. For example, this group includes 
sentences like “(TPʧe kasii rɒ (TPdidid ti))” rendered in English as “(CP Whomi 
did (TPyou see ti))?” or “(CPʧe ʧizii rɒ (TPpejdɒ kardid ti))” rendered in Eng-
lish as “(CPwhati did (TPyou find ti))?”  

It is noteworthy to say, in order to eliminate the effect of the context upon 
our subjects’ performance, no contextual clues were utilized. Having random-
ized and recorded the stimuli, a native speaker of Persian presented them to 
the subjects. Furthermore, for the purpose of subjects’ familiarity with the ex-
periment, three training sentences of each type were presented to the subjects. 
When presented with different stimuli, each subject was required to judge upon 
their grammaticality asserting whether the sentences were “ill-formed” “bad” 
or “well-formed” “good”. In fact, each well-formed structure was paired with its 
ill-formed counterpart.  The experiment took place in a quiet room, and all 
stimuli were presented to the participants in written printed forms. Each par-
ticipant was tested individually. Also, all sentences were randomized. That is, in 
order to avoid repetition of the sentence, all stimuli, composed of grammatical 
and ungrammatical structures,  were counterbalanced across participants, and 
Furthermore, for the fulfillment of decreasing the impact of prosodic features 
on subjects’ performance , in line with Linebarger and his colleagues’ proce-
dure, all the sentences either well-formed or ill-formed were pronounced by 
the researcher with the same intonation pattern (Linebarger et al., 1983).  
Moreover, for the aim of neutralizing the probable impact of the variable of 
“length” upon our participants’ comprehension, we also controlled the number 
of words included in each sentence which ranged from five to nine. Also, all 
sentences were presented out of context to exclude the impact of contextual 
features upon subjects’ performance.  

Data Analysis 

The data were analyzed by Spss software (version 16; SPSS Inc., Chicago, IL, 
USA). We analyzed the inter-rater-reliability of the responses. As a result, all 
responses of each participant were scored initially by the researcher, and at the 
next stage, by a trained autonomous judge. Point to point consensus ranged 
from 92 to 100 % (Mean = 96). Since both control group and our patients were 
homogenous, the data were analyzed at the group level. As the data demon-
strated normal distributions, parametric tests were used. Utilizing an inde-
pendent T-test, we compared the performance of the control group with the 
performance of aphasics. Using one-way repeated measures ANOVA for the six 
types of sentences, we compared our patients’ performance. Moreover, in order 
to examine the effect of the sentence type upon our patients’ comprehension, 
we employed paired T-test.    

Results 
One-way repeated measures ANOVA for the six types of sentences culminated 
in a main effect of sentence type, F (4, 38)  =  33.96, P < .0001.  The performance 
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sentences like “(TPʧe kasii rɒ (TPdidid ti))” rendered in English as “(CP Whomi 
did (TPyou see ti))?” or “(CPʧe ʧizii rɒ (TPpejdɒ kardid ti))” rendered in Eng-
lish as “(CPwhati did (TPyou find ti))?” 

It is noteworthy to say, in order to eliminate the effect of the context upon
our subjects’ performance, no contextual clues were utilized. Having random-
ized and recorded the stimuli, a native speaker of Persian presented them to 
the subjects. Furthermore, for the purpose of subjects’ familiarity with the ex-
periment, three training sentences of each type were presented to the subjects. 
When presented with different stimuli, each subject was required to judge upon
their grammaticality asserting whether the sentences were “ill-formed” “bad” 
or “well-formed” “good”. In fact, each well-formed structure was paired with its 
ill-formed counterpart.  The experiment took place in a quiet room, and all
stimuli were presented to the participants in written printed forms. Each par-
ticipant was tested individually. Also, all sentences were randomized. That is, in
order to avoid repetition of the sentence, all stimuli, composed of grammatical
and ungrammatical structures,  were counterbalanced across participants, and 
Furthermore, for the fulfillment of decreasing the impact of prosodic features
on subjects’ performance , in line with Linebarger and his colleagues’ proce-
dure, all the sentences either well-formed or ill-formed were pronounced by 
the researcher with the same intonation pattern (Linebarger et al., 1983).  
Moreover, for the aim of neutralizing the probable impact of the variable of 
“length” upon our participants’ comprehension, we also controlled the number
of words included in each sentence which ranged from five to nine. Also, all
sentences were presented out of context to exclude the impact of contextual
features upon subjects’ performance. 

Data Analysis

The data were analyzed by Spss software (version 16; SPSS Inc., Chicago, IL, 
USA). We analyzed the inter-rater-reliability of the responses. As a result, all
responses of each participant were scored initially by the researcher, and at the
next stage, by a trained autonomous judge. Point to point consensus ranged 
from 92 to 100 % (Mean = 96). Since both control group and our patients were
homogenous, the data were analyzed at the group level. As the data demon-
strated normal distributions, parametric tests were used. Utilizing an inde-
pendent T-test, we compared the performance of the control group with the
performance of aphasics. Using one-way repeated measures ANOVA for the six 
types of sentences, we compared our patients’ performance. Moreover, in order
to examine the effect of the sentence type upon our patients’ comprehension, 
we employed paired T-test.  

Results
One-way repeated measures ANOVA for the six types of sentences culminated 
in a main effect of sentence type, F (4, 38)  = 33.96, P < .0001.  The performance

of our first subject on subject agent and subject cleft structures was 96 and 91 
percent correct responses, respectively, significantly above chance, subject 
agent: t (20) =3.91, p = .0005; subject cleft: t(20) =3.49, p =.001. As for agentive 
passive and psychological passive constructions, his performance was at 
chance with 50 percent correct responses, t (20) = 88, p = .31, below chance 
with forty-two percent correct responses, t (20) = 1.30, p =.208. Yet, concerning 
both object WH constructions, 30 percent correct responses, t (19) = -3. 31, p = . 
819, and object cleft ones (37 percent correct responses, t(19) = - 3. 34, p = . 
818), his performance was significantly below chance, t (20) = - 1. 17, p = . 
0711.  

Subject 2 (BD) performed above chance at eighty-seven percent of the sub-
ject agentive constructions (t (20) = 2. 91, p = . 005). Concerning his perfor-
mance at subject cleft (eighty 2 percent), a similar observation was made (t 
(20) = 2. 75, p = . 005), though he carried out the former test better. As for
agentive passive, he had at chance performance with sixty percent correct re-
sponses (t (20) = .88, p =. 52) and below chance performance with forty-eight
percent correct responses in psychological passive constructions (t (20) = 1. 44,
p = . 0818). Also, in the object Wh constructions, he had below chance perfor-
mance with thirty-five percent correct responses (t (20) = 1. 87, p=. 0 837) and
45 percent correct responses at object cleft constructions (t (20) = 1. 48, p = .0
828).

Subject 3 (SF) performed above chance in both subject agentive (eighty-six 
percent correct responses, t (20) = 2. 56, p = .014) and subject cleft construc-
tions (eighty percent correct responses, t (20) = 2. 14, p=. 0 22). Concerning 
agentive passive with fifty three percent correct responses ( t (20) = . 98, p = . 
32) and psychological passive constructions with forty one percent correct re-
sponses ( t (20) = . 82, p = . 45), he had at chance performance. And finally, as
for both object WH constructions with thirty-one percent correct responses (t
(20) = 2. 00, p =. 166) and object cleft constructions with forty-six percent cor-
rect responses (t (20) = 1. 42, p =. 0818), he had a below chance performance (t
(20) = 1. 42, p =. 0 818).

As for subject 4 (TU), again a similar pattern was observed with subjects
performing above chance at both subject agent with ninety percent correct re-
sponses (t (20) = 3. 26, p =. 0005) and subject cleft with eighty-five percent cor-
rect responses (t (20) = 3. 19, p = . 0005). This subject, unlike previous subjects, 
concerning both agentive passive constructions with forty-five percent correct 
responses (t (20) = 1. 20, p =. 187) and psychological passives with forty-two 
percent correct responses (t (20) = 1. 30, p =. 260) had below chance perfor-
mance. As for object WH constructions, he had a significantly below chance per-
formance with twenty-five percent correct responses (t (20) = - 1. 46, p 
=.0825). A rather similar pattern was observed in object cleft constructions 
with thirty percent correct responses (t (20) = - 1. 66, p = . 0817). 

In contrast with agrammatics, regarding the control group, one-way repeat-
ed measures ANOVA for the six sentence types demonstrated no main effect of 
sentence type, F(38) = . 87, p = . 44. As a matter of fact, they perform very well 
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on all sentence types of subject agentive, subject cleft, agentive passive, psycho-
logical passive, object cleft and object WH-questions with 98%, 96%, 95%, 
92%, 93%, 90% correct responses, respectively.  

Discussion 
This pattern, in which subject agentive and subject cleft structures are compre-
hended above chance and are significantly more easily interpreted than object 
cleft, agentive passive and object WH- constructions, corroborates many re-
ports in the literature of the agrammatic comprehension of complex structures  
( Friedmann, 2008; Maviş et al., 2019; Xu et al., 2019) further advocating our 
diagnosis of agrammatic aphasia. In contrast, our results are inconsistent with 
Linebarger and his colleagues’ and Smith’s studies, in which, having conducted 
the same grammatical judgment task, they concluded that agrammtics perform 
above chance in most syntactically complex sentences (Linebarger et al., 1983; 
Linebarger et al., 2007; Smith, 2011).  

Moreover, the fact that our subjects significantly performed poorly on object 
WH questions or object cleft structures corroborates TDH’s predictions that 
agrammatics’ comprehension would be disrupted when faced with a longer 
chain formed by different NP traces or when traces are not bound accurately by 
their antecedents. In other words, when words are moved from their original 
canonical positions in the sentence, which is of course manifested differently in 
languages with diverse typological characteristics like Persian, these traces 
would be created. Although healthy people could easily find the referents of 
these traces, agrammatics would confront with lots of challenges when trying 
to parse these structures. (Beretta & Munn, 1998; Dimmendaal et al., 2019;  
Grodzinsky, 1995a; Soroli et al., 2012). Hence, In the light of this research which 
is of course in line with the predictions of the theory, the longer the chain, the 
more difficult the structure would become for the subjects explaining their 
more severe problems in object WH-questions and object cleft constructions 
(Schilling, 2019; Wanner, 2019).  

As observed, as soon as the complexity of syntactic structures increases 
when linguistic items are dislocated, our agrammatics’ parsing problems would 
escalate (Uddén, et al., 2020). Hence, diverse configurations of agrammatism 
should also be seriously taken into account in any kind of research on agram-
matism (Grodzinsky, 2000). Therefore, once the syntactic dependency between 
relative pronouns and their placeholders are disrupted, these patients would 
not automatically be able to assign appropriate thematic roles to the syntactic 
categories (Brown et al., 2019). Accordingly, through this novel perspective, 
different problems that mapping hypothesis assigns to thematic role violations 
on one hand, and trade-off hypothesis attributes to working memory limita-
tions on the other hand, could then be explained homogeneously in a much 
consistent manner via trace deletion hypothesis (LaCroix et al., 2020; Sahraoui 
& Nespoulous, 2012; Salimi & Dadashpur, 2012; Sample & Michel, 2014). Proof 
to our claim comes from our aphasics’ inappropriate and poor performance in 
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This pattern, in which subject agentive and subject cleft structures are compre-
hended above chance and are significantly more easily interpreted than object 
cleft, agentive passive and object WH- constructions, corroborates many re-
ports in the literature of the agrammatic comprehension of complex structures
( Friedmann, 2008; Maviş et al., 2019; Xu et al., 2019) further advocating our
diagnosis of agrammatic aphasia. In contrast, our results are inconsistent with 
Linebarger and his colleagues’ and Smith’s studies, in which, having conducted 
the same grammatical judgment task, they concluded that agrammtics perform 
above chance in most syntactically complex sentences (Linebarger et al., 1983; 
Linebarger et al., 2007; Smith, 2011). 

Moreover, the fact that our subjects significantly performed poorly on object 
WH questions or object cleft structures corroborates TDH’s predictions that 
agrammatics’ comprehension would be disrupted when faced with a longer
chain formed by different NP traces or when traces are not bound accurately by 
their antecedents. In other words, when words are moved from their original
canonical positions in the sentence, which is of course manifested differently in
languages with diverse typological characteristics like Persian, these traces
would be created. Although healthy people could easily find the referents of 
these traces, agrammatics would confront with lots of challenges when trying 
to parse these structures. (Beretta & Munn, 1998; Dimmendaal et al., 2019; 
Grodzinsky, 1995a; Soroli et al., 2012). Hence, In the light of this research which 
is of course in line with the predictions of the theory, the longer the chain, the
more difficult the structure would become for the subjects explaining their
more severe problems in object WH-questions and object cleft constructions
(Schilling, 2019; Wanner, 2019). 

As observed, as soon as the complexity of syntactic structures increases
when linguistic items are dislocated, our agrammatics’ parsing problems would 
escalate (Uddén, et al., 2020). Hence, diverse configurations of agrammatism 
should also be seriously taken into account in any kind of research on agram-
matism (Grodzinsky, 2000). Therefore, once the syntactic dependency between
relative pronouns and their placeholders are disrupted, these patients would 
not automatically be able to assign appropriate thematic roles to the syntactic
categories (Brown et al., 2019). Accordingly, through this novel perspective, 
different problems that mapping hypothesis assigns to thematic role violations
on one hand, and trade-off hypothesis attributes to working memory limita-
tions on the other hand, could then be explained homogeneously in a much 
consistent manner via trace deletion hypothesis (LaCroix et al., 2020; Sahraoui 
& Nespoulous, 2012; Salimi & Dadashpur, 2012; Sample & Michel, 2014). Proof
to our claim comes from our aphasics’ inappropriate and poor performance in

this grammaticality judgment task. Despite the fact that we utilized the gram-
maticality judgment task instead of the figurine-act task to decrease the cogni-
tive demand on the part of our patients, surprisingly they still performed at 
chance or below chance levels in the structures in which either A-movement 
(object clefts, agentive passives, and psychological passives) or A-bar move-
ment (object wh-questions) were vivid within the framework of trace deletion 
hypothesis. Consequently, our findings are inconsistent with the predictions of 
theoretical accounts like trade-off hypothesis or mapping hypothesis, which 
emphasized the role of task on the comprehension of aphasics (Kristinsson et 
al., 2020; Linebarger, 1995; Mack et al., 2019; Malyutina & Zelenkova, 2020; 
Nedergaard, 2020).  

Also, our results corroborate the important hypothesis that agrammatism is 
a language specific syndrome given diverse languages of the world with differ-
ent typological characteristics which could affect subjects’ performance ( Soroli 
et al., 2012; Tzeng et al., 1991). Noteworthy to mention is the preservation of 
our subjects’ performance in subject cleft structures and the minimal impact of 
keh upon their interpretations. As a matter of fact, our subjects’ rather intact 
performance could be explained with the consideration of an important syntac-
tic difference between Persian and English in that, while in the latter, the above 
linguistic element serves as a relative pronoun bearing a particular meaning 
and theta role in the D-structure, in the former language, as a pure linker,  it is 
void of semantic content not playing a crucial role in subjects’ interpretation 
(Ghomeshi, 1996). Therefore, within this novel statue of keh in cleft structures 
of the Persian language (Karimi, 2008) and within the predictions of trace dele-
tion hypothesis, in Persian, interpretations of the subject cleft could not be 
problematic for agrammatics (Ameri et al., 2008).  

Furthermore, according to Persian structure, due to the nature of its verb 
morphology, it is common that a “resumptive” pronoun be attached to the verb 
as an enclitic which could then be co-indexed with subject and object in subject 
and object cleft constructions, respectively (Karimi, 2008; Mahmoudi, 2019).  
Hence, the resumptive counterpart of “in ali bud ke sib rɒ xord” would be “in Ali 
budeʃ ke sib ra xord”.  As a matter of fact, It has already been proven that the 
presence of such morpho-syntactic elements could boost subjects’ interpreta-
tions (Rahmany et al., 2014). Taken this important psycholinguistically proven 
factor into account, our main motif for the elimination of this morpho-syntactic 
cue was to purely evaluate our subjects’ grammatical competence, which, as 
shown, was yet disrupted in the stage of appropriate thematic role assignment.   

Thus, taken these cross-linguistic variations into account, conducting di-
verse researches in different types of languages, and utilizing research with a 
much larger sample size, when concomitant with on-line neurolinguistic stud-
ies in which different techniques like eye-tracking are used, could shed more 
light on the nature of sentence comprehension, and could provide proof on the 
validity and psychological reality of the trace deletion hypothesis (Wang et al., 
2020). 
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ing performance. The present study examined Iranian EFL learn-
ers’ reading motivation orientations and investigated the motiva-
tional and textual factors and affordances in reading, considering 
the learners’ reflections. The participants of the current study 
were 32 Iranian high school learners. The Persian translation of 
Motivation for Reading in English Questionnaire (MREQ) devel-
oped by Komiyama (2013) was administered to determine the 
participants’ orientations on the motivational dimensions. Analyz-
ing the results of the questionnaire showed that the mean score of 
extrinsic motivation was higher than the mean score of intrinsic 
motivation. Motivational and textual factors and perceived af-
fordances were also revealed using a qualitative analysis of the 
participants’ semi-structured reflections written during reflective 
learning process. The results of the questionnaire and reflections 
analyses can increase teachers’ awareness of the influential fac-
tors in reading based on the learners’ perceptions, and can help 
them provide effective feedback and appropriate learning oppor-
tunities.  
Keywords:  reflection, reading, text, motivation, affordances 

Introduction 
Reading comprehension involves different types of abilities ranging from rec-
ognizing words, developing large recognition vocabulary, and processing sen-
tences, to employing strategic processes and cognitive skills which can include 
setting goals, changing goals flexibly, monitoring comprehension, referring to 
background knowledge, interpreting, and evaluating texts according to the 
reader's goals and purposes (Grabe, 2014). Various predictors and factors in-
cluding learners’ motivation, metacognitive awareness, background knowledge, 
textual and contextual elements and learning styles and strategies should be 
taken into account regarding the reading’s multidimensional nature (Grabe, 
2009; Grabe & Stoller, 2013). Accordingly, engaged readers should be motivat-
ed, strategic, knowledgeable in their meaning construction, and interactive dur-
ing reading (Guthrie et al., 2012).  

Gibson (1979) initially proposed the concept of affordances which “... refers 
to the fit between an animal’s capabilities and the environmental supports and 
opportunities (both good and bad) that make possible a given activity” (Gibson 
& Pick, 2000, p. 15). According to Van Lier (2004), “in terms of language learn-
ing, affordances arise out of participation and use, and learning opportunities 
arise as a consequence of participation and use” (p. 92). Affordances may be 
predicted or arise during the lesson in an affordance-based lesson plan 
(Anderson, 2015) though they are mostly unpredictable. Therefore, affordances 
are the perceived learning resources and opportunities through interaction and 
engagement of the learners in learning contexts (Mercer et al., 2012). 
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Introduction 
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ognizing words, developing large recognition vocabulary, and processing sen-
tences, to employing strategic processes and cognitive skills which can include
setting goals, changing goals flexibly, monitoring comprehension, referring to 
background knowledge, interpreting, and evaluating texts according to the
reader's goals and purposes (Grabe, 2014). Various predictors and factors in-
cluding learners’ motivation, metacognitive awareness, background knowledge, 
textual and contextual elements and learning styles and strategies should be
taken into account regarding the reading’s multidimensional nature (Grabe,
2009; Grabe & Stoller, 2013). Accordingly, engaged readers should be motivat-
ed, strategic, knowledgeable in their meaning construction, and interactive dur-
ing reading (Guthrie et al., 2012). 

Gibson (1979) initially proposed the concept of affordances which “... refers
to the fit between an animal’s capabilities and the environmental supports and 
opportunities (both good and bad) that make possible a given activity” (Gibson
& Pick, 2000, p. 15). According to Van Lier (2004), “in terms of language learn-
ing, affordances arise out of participation and use, and learning opportunities
arise as a consequence of participation and use” (p. 92). Affordances may be
predicted or arise during the lesson in an affordance-based lesson plan
(Anderson, 2015) though they are mostly unpredictable. Therefore, affordances
are the perceived learning resources and opportunities through interaction and 
engagement of the learners in learning contexts (Mercer et al., 2012).

Several researchers have focused on the effect of reflective practice on lan-
guage learners' performance, such as Nourdad and Asghari (2017) who exam-
ined the effect of reflective reading through reflection writing finding its posi-
tive effect on reading comprehension of Iranian EFL learners. Writing reflec-
tions during the reflective learning process can not only affect the learners’ per-
formance but also make it possible to explore the effective factors, affordances 
and learning mechanisms involving the learners’ perception of action, in action 
and their planning for action. Writing semi-structured reflections provides an 
opportunity for learners to assess themselves in a learner-oriented process. It 
slows the pace of learning (Moon, 2004) and lets the learners think deeply and 
regularly about their learning and write about it. During the process, the learn-
ers can reflect on their needs, strengths and weaknesses and reveal their per-
ception of the relevant psychological and linguistic factors. Moreover, the 
learners can be provided with appropriate feedback and learning opportuni-
ties, which enhance their engagement and willingness to learn. 

The present study examined Iranian EFL learners’ semi-structured reflec-
tions during the process of reflective learning as the manifestation of their per-
ceptions regarding effective factors in reading. We analyzed the learners’ semi-
structured reflections and used the emerging themes to provide them with ap-
propriate learning opportunities through giving efficient feedback, designing an 
influential lesson plan considering learners’ and learning needs, providing and 
developing appropriate materials and creating a relaxed classroom environ-
ment. We also examined the learners’ orientation of motivation for reading 
considering the intrinsic and extrinsic dichotomy and their different dimen-
sions. The study addressed the following questions: 
1. What motivates Iranian EFL learners to read in English based on the results
of Motivation for Reading in English Questionnaire (MREQ)?
2. What are the effective motivational factors and affordances for reading
based on the Iranian EFL learners’ reflections?
3. What are the effective textual factors and affordances for reading based on
the Iranian EFL learners’ reflections?

Review of Literature 
Motivational Factors and Affordances for Reading 

Motivational factors and affordances affect language learners’ performance. 
Constructs of motivation for L2 reading have been defined and identified by 
different researchers including Kondo-Brown (2009), Lin et al. (2012), Mori 
(2002), Mori (2004), Takase (2007), Komiyama (2013), and Komiyama and 
McMorris (2017). In one classification of motivation for L2 reading by 
Komiyama (2013), three constructs, including curiosity, involvement, and pref-
erence for challenge, were attributed to intrinsic motivation which involves 
learning about topics of personal interest, experiencing reading interesting ma-
terials, and gaining satisfaction from challenging ideas of the text. Five con-
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structs, including competition, compliance, and recognition for reading, grades, 
and social goals, were considered as indicators of extrinsic motivation. Extrinsic 
motivation, in fact, subsumes reading to fulfill demands and requirements, out-
perform peers, get good evaluations and recognition from others, and to share 
what one reads.  

Komiyama and McMorris (2017) explored the relationship between the stu-
dents’ L2 reading motivation and classroom instruction and indicated that their 
motivation to read was based on intrinsic motivation and identified regulation. 
The content of the reading and peer discussions affected the students’ motiva-
tion to read in English. Intrinsic motivation in L2 had more predictive power on 
higher order comprehension (HOC) than text-based comprehension (TBC), 
while extrinsic motivation had more predictive power on text-based compre-
hension (TBC) based on Xu and Durguno ğ lu (2019). According to Saeedakhtar 
et al. (2018), both intrinsic and extrinsic motivation showed significant correla-
tion with L2 willingness to communicate (WTC) among Iranian learners. Only 
intrinsic motivation predicted L2 WTC significantly and extrinsic motivation 
was more dominant. Teacher immediacy, the teachers’ and peers’ judgment, 
and scoring were the top motives influencing the learners’ WTC according to 
the results of the interview. The findings also showed higher degrees of will-
ingness to listen (WTL) and willingness to write (WTW) than willingness to 
read (WTR).  In their study on adult ESL students’ attitude toward reading, Ro 
and Chen (2014) found that the students with positive attitudes tended to read 
more. Learners’ attitudes towards different aspects of L2 reading are both posi-
tive and negative and they showed different motivation levels for reading in 
English, with females having higher scores than male participants (Cirocki & 
Caparoso, 2016). Akbari et al. (2019) also studied the role of L2 reading atti-
tudes in developing the construct of L2 reading motivation among Iranian EFL 
learners. A six-factor solution was indicated to be ideal for conceptualizing the 
L2 reading motivation construct. The factors contained L2 motivational and 
attitudinal items. The construct was a good predictor of the reading achieve-
ment of the learners compared to the construct lacking the attitude items of L2 
reading.  

Self-reflection activities and assignment were also found to be helpful in im-
proving students’ positive thinking, learning motivation and self-regulation 
according to Wang et al. (2017). Investigating the impact of reflective journal 
writing on enhancing students’ learning motivation, Amirkhanova et al. (2016) 
found that reflective journal (RJ) writing and increasing self-confidence en-
hanced students’ motivation.  

Reflection through keeping a learning journal written during the reflective 
learning process is a kind of self-assessment which can be both content and 
experience-based. It can improve learning and reveal the learners’ perception 
of the psychological and linguistic factors and affordances.  
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was more dominant. Teacher immediacy, the teachers’ and peers’ judgment, 
and scoring were the top motives influencing the learners’ WTC according to 
the results of the interview. The findings also showed higher degrees of will-
ingness to listen (WTL) and willingness to write (WTW) than willingness to 
read (WTR). In their study on adult ESL students’ attitude toward reading, Ro 
and Chen (2014) found that the students with positive attitudes tended to read 
more. Learners’ attitudes towards different aspects of L2 reading are both posi-
tive and negative and they showed different motivation levels for reading in
English, with females having higher scores than male participants (Cirocki & 
Caparoso, 2016). Akbari et al. (2019) also studied the role of L2 reading atti-
tudes in developing the construct of L2 reading motivation among Iranian EFL
learners. A six-factor solution was indicated to be ideal for conceptualizing the
L2 reading motivation construct. The factors contained L2 motivational and 
attitudinal items. The construct was a good predictor of the reading achieve-
ment of the learners compared to the construct lacking the attitude items of L2 
reading. 

Self-reflection activities and assignment were also found to be helpful in im-
proving students’ positive thinking, learning motivation and self-regulation
according to Wang et al. (2017). Investigating the impact of reflective journal
writing on enhancing students’ learning motivation, Amirkhanova et al. (2016)
found that reflective journal (RJ) writing and increasing self-confidence en-
hanced students’ motivation. 

Reflection through keeping a learning journal written during the reflective
learning process is a kind of self-assessment which can be both content and 
experience-based. It can improve learning and reveal the learners’ perception
of the psychological and linguistic factors and affordances. 

Textual Factors and Affordances for Reading 

Comprehension of a text consists of the ability to reproduce, analyze and use 
information, and to reflect on the written text. The crucial step in comprehend-
ing a text is creating mental representation of the meaning of the text and text-
specific factors including text genres and textual clues, comprehension skills 
mainly including inferential and inference making skills and cognitive factors 
mostly including background knowledge affect comprehension (van den Broek 
et al., 2016).  

According to Thoms and Poole (2017), there are three distinct types of af-
fordances including linguistic, literary, and social affordances, and the number 
of literary and social affordances were larger in number than the linguistic af-
fordances. In Dewaele’s (2010) study, affordances have been operationalized as 
a total score reflecting the knowledge of languages related to the target lan-
guage. For French learners, knowledge of other languages would create strong-
er affordances. Participants with French as an L2 and L3 who knew other Ro-
mance languages felt more competent in French and reported lower levels of 
Foreign Language Anxiety (FLA).  

Investigating the perceived affordances in reading and writing, Taipale 
(2014) found that the medium of reading may affect reading performance. Stu-
dents considered reading and writing on paper and digitally as different af-
fordances. Accordingly, the students perceived reading on paper as more posi-
tive than negative, ascribing fewer merits to reading on screen. Writing on a 
keyboard, however, was perceived as a positive affordance for enabling quick 
and efficient text editing and increasing textual productivity. 

Textual factors can also be considered as a type of affordance. Real-life lan-
guage of the text and its authenticity, length and structure may affect the read-
ing performance. Authentic reading materials increase the learning motivation 
and attitude. Type of reading comprehension affects the time and efficiency of 
reading depending on the reading purpose (Kung, 2019). Raising awareness of 
text structure by choosing different expository texts results in improving the 
students’ reading comprehension ability (Ghorbani Shemshadsara et al., 2019).  

The learners’ prior knowledge, text difficulty and the text topic are among 
other influential factors. Linguistic proficiency and prior knowledge account for 
more than fifty percent of the variability in the reading comprehension of the 
participants. Furthermore, text difficulty has an influence on L2 reading com-
prehension (Bilikozen & Akyel, 2014). Provision of background knowledge 
caused L2 readers with higher working memory capacity achieve better read-
ing comprehension than the readers with low working memory (Shin et al., 
2019) and it is clearly beneficial for EFL learners to spend time to read L2 ma-
terials above their current level (Namaziandost et al., 2019). 

Syntactic knowledge of the learners accompanied with the breadth and 
depth of vocabulary and situation can predict the reading performance. Re-
search points to a significant relationship between knowledge of vocabulary 
and reading comprehension for Iranian EFL undergraduate students of English 
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(Anjomshoa & Zamanian, 2014). Nevertheless, Maftoon and Tasnimi (2014) 
indicated that the effect of syntactic knowledge was higher than vocabulary 
breadth and syntactic knowledge was a determining predictor of reading com-
prehension in self-regulated group. In short, research on textual and non-
textual affordances for reading comprehension so far shows the complex, multi-
faceted nature of this skill, and there is still much to do to figure out how to 
provide optimal conditions for reading efficiently.  

Method 
Participants 

Participants of the current study were 32 Iranian EFL learners in a senior high 
school. They were female learners with an intermediate proficiency level and 
their ages ranged from 16 to 18 years old. As the researchers investigated natu-
rally formed groups (intact classes), convenience sampling method was possi-
ble. Preliminary English Test’s (PET) results were used to homogenize them as 
their proficiency level could potentially affect their perceptions of the motiva-
tional and textual factors as well as their reflections.  

Instruments and Materials 

Reading Materials. Reading materials consisted of reading texts with different 
topics from the learners’ textbook, texts from some supplementary resources 
like Reading and Vocabulary Development series, PET and University Entrance 
Exams. Flesch Kincaid Calculator, which calculates a Flesch Readability Ease 
score and the Flesch-Kincaid Grade Level score, was applied to calculate the 
readability of the texts to homogenize the texts and choose them according to 
the learners’ proficiency level. The calculator’s scores fall between zero and 100 
and the readability scores calculated for the texts selected for the study ranged 
between 52 and 66, which is considered appropriate for 10th to 12th grade 
(high school).  
Motivation for Reading in English Questionnaire (MREQ). The Persian 
translation of Motivation for Reading in English Questionnaire (MREQ) devel-
oped by Komiyama (2013) was administered to determine the main motiva-
tional dimensions that make EFL learners read in English. The questionnaire 
has been applied in some studies like (Zhao, 2016). The Persian version of the 
questionnaire like the English version contains 44 items, which measures the 
two main constructs of intrinsic and extrinsic motivation consisting of eight 
dimensions. Intrinsic motivation construct consists of curiosity, involvement, 
and challenge, and extrinsic motivation includes five constructs including com-
petition, recognition, compliance, grades, and social sharing. The questionnaire 
was translated and validated in this study. After being translated into Persian, 
two experts checked its validity and it was piloted for its clarity and reliability 
estimates. The English version of the questionnaire enjoys acceptable validity 
and the reliability of the original version for eight constructs ranging from .69 
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(high school). 
Motivation for Reading in English Questionnaire (MREQ). The Persian
translation of Motivation for Reading in English Questionnaire (MREQ) devel-
oped by Komiyama (2013) was administered to determine the main motiva-
tional dimensions that make EFL learners read in English. The questionnaire
has been applied in some studies like (Zhao, 2016). The Persian version of the 
questionnaire like the English version contains 44 items, which measures the
two main constructs of intrinsic and extrinsic motivation consisting of eight 
dimensions. Intrinsic motivation construct consists of curiosity, involvement, 
and challenge, and extrinsic motivation includes five constructs including com-
petition, recognition, compliance, grades, and social sharing. The questionnaire
was translated and validated in this study. After being translated into Persian, 
two experts checked its validity and it was piloted for its clarity and reliability 
estimates. The English version of the questionnaire enjoys acceptable validity 
and the reliability of the original version for eight constructs ranging from .69 

to .82. Internal-consistency reliability (Cronbach’s alpha) of the Persian transla-
tion was .86 for intrinsic motivation and .88 for extrinsic motivation and the 
index ranged from .70 to .77 for the eight constructs in the pilot study. In the 
main study, the Cronbach’s alpha of the Persian translation was .90 for intrinsic 
motivation and .88 for extrinsic motivation and the index ranged from .70 to .79 
for the eight constructs.  
Semi-Structured Reflection Sheet. Learners reflected on their reading experi-
ences and text content using a semi-structured reflection sheet. Recommenda-
tions for diary studies by Dörnyei (2007), sample after-class reflection work-
sheet for the teacher by Grabe and Stoller (2013), the constructs in Metacogni-
tive Awareness Inventory (MAI) (Schraw & Dennison, 1994) and sample reflec-
tion questions employed in reflection-related research were used to generate 
the reflection sheet’s questions. After studying the recommendations and com-
paring the existing sample reflection sheets, the first draft contained more than 
fifteen questions about how and what the learners did and learned and what 
they found to be effective. The questions were piloted among some EFL learn-
ers so that any repetition and ambiguous points in the questions could be re-
vised. They were also reviewed by some English teachers. After piloting and 
revising, the number of questions were reduced and the redundant ones were 
deleted.  The final reflection sheet was checked and approved by two experts in 
TEFL.  

Procedure 

The Persian version of Motivation for Reading in English Questionnaire (MREQ) 
(Komiyama, 2013), which had been translated and validated in this study, was 
administered once at the beginning of the study to the participants to deter-
mine the learners’ orientation of reading motivation constructs. The results of 
this administration were used as a set of guidelines for dealing with affordances 
and the treatment of reflection activities. As such, we did not administer the 
questionnaire for the second time since our purpose was not investigating the 
effect of reflective learning on the learners’ motivations. The participants were 
provided with explanation about writing reflection and what and how they 
were supposed to write. As their first experience, they were asked to write a 
reflection without giving them the semi-structured reflection sheet questions. 
They were supposed to write based on the text content and their experiences 
after reading. 

During the study, participants read a text each session and did the exercises 
or answered the questions. Reading texts were followed by introducing reading 
strategies incorporated in their course book accompanied with teaching sen-
tence structures and new vocabularies. Skimming, scanning, and highlighting 
main ideas were among the strategies, which were mainly taught during the 
instruction. Inferential skills, determining the main idea, the best title, scanning 
for details, identifying referents, making inferences, identifying the authors’ 
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attitude, making predictions and guessing meaning of unknown words were 
mainly focused on in their reading activities. 

Learners wrote semi-structured reflections after reading sessions. Reflec-
tion sheet questions were revised slightly during the study and the learners 
were allowed to write down both in Persian and English. They wrote their re-
flections during class time and were encouraged to add any additional points 
which had not been mentioned in the reflection sheet questions. They reflected 
on the text content, their experiences, and their upgrading plans for future 
reading. They had enough time to focus on the text and sentence structures and 
their reading strategies. They focused on note taking, inferring, paraphrasing, 
summarizing, monitoring learning, and managing time and information. It was 
observed that through writing reflections most of the learners had opportuni-
ties to receive helpful feedback, engage in reading activities deeply, search for 
appropriate reading materials and talk about their motivations and interests.  

All in all, ten semi-structured reflections were completed by each student af-
ter the reading sessions. Each session, the researchers collected and reviewed 
the learners’ reflections which were written mostly in Persian, and then ex-
tracted the influential factors and affordances based on the learners’ percep-
tion. The participants' answers were coded, categorized to explore the motiva-
tional and textual determinants, predictors and affordances. The participants’ 
sample answers to the reflection questions were translated into English to be 
used in the present article.  

Design and Data analysis 

The design of the present study was mainly qualitative. The responses to the 
Likert-scale items were averaged to achieve the mean scores of intrinsic and 
extrinsic motivations and their eight dimensions, which revealed the reading 
motivation orientations of the participants.  Learners’ reflections as learning 
journals were collected each session. The data were coded and themes and cat-
egories were extracted. 

It was attempted to meet the trustworthiness of the data, considering the 
criteria proposed by Lincoln and Guba (1985) including credibility, transfera-
bility, dependability, and confirmability. Prolonged engagement was assured by 
the constant presence of the first author in the research field in the capacity of 
the teacher. The participants became gradually familiar with the type of activity 
that they were supposed to do. Qualitative data collection was regarded as a 
part of their learning process. The participants wrote reflections regularly as 
was mentioned in the procedure in order to learn to write and write to learn. 
The participants’ reflections were collected each session and it was tried to fo-
cus on the details of the study and the happenings in the class (creditability). 
The problem, the purpose of writing reflections, and the setting were explained 
so that the readers and outsiders can recognize the major focus of the study 
and its scope and decide on possible transfer of the results (transferability). It 
has been attempted to report the learners’ perception based on the learners’ 



Journal of Language Horizons, Alzahra University  —  213

attitude, making predictions and guessing meaning of unknown words were
mainly focused on in their reading activities.

Learners wrote semi-structured reflections after reading sessions. Reflec-
tion sheet questions were revised slightly during the study and the learners
were allowed to write down both in Persian and English. They wrote their re-
flections during class time and were encouraged to add any additional points
which had not been mentioned in the reflection sheet questions. They reflected 
on the text content, their experiences, and their upgrading plans for future
reading. They had enough time to focus on the text and sentence structures and 
their reading strategies. They focused on note taking, inferring, paraphrasing, 
summarizing, monitoring learning, and managing time and information. It was
observed that through writing reflections most of the learners had opportuni-
ties to receive helpful feedback, engage in reading activities deeply, search for
appropriate reading materials and talk about their motivations and interests. 

All in all, ten semi-structured reflections were completed by each student af-
ter the reading sessions. Each session, the researchers collected and reviewed 
the learners’ reflections which were written mostly in Persian, and then ex-
tracted the influential factors and affordances based on the learners’ percep-
tion. The participants' answers were coded, categorized to explore the motiva-
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The design of the present study was mainly qualitative. The responses to the
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motivation orientations of the participants.  Learners’ reflections as learning 
journals were collected each session. The data were coded and themes and cat-
egories were extracted.

It was attempted to meet the trustworthiness of the data, considering the
criteria proposed by Lincoln and Guba (1985) including credibility, transfera-
bility, dependability, and confirmability. Prolonged engagement was assured by 
the constant presence of the first author in the research field in the capacity of 
the teacher. The participants became gradually familiar with the type of activity 
that they were supposed to do. Qualitative data collection was regarded as a
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was mentioned in the procedure in order to learn to write and write to learn. 
The participants’ reflections were collected each session and it was tried to fo-
cus on the details of the study and the happenings in the class (creditability). 
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answers to the reflection questions, some excerpts of which have been illus-
trated. It was tried not to mediate in the learners’ writings by giving them just 
the framework for writing (confirmability). Themes and categories are not lim-
ited to motivational and textual ones but they are focused in the current paper.  

Results 
Research Question 1: What motivates Iranian EFL learners to read in English 
based on the results of Motivation for Reading in English Questionnaire (MREQ)? 

The first research question dealt with the reading motivation dimensions that 
motivated EFL learners to read in English. The participants’ responses to the 44 
Likert-scale items were analyzed through descriptive analysis (Table 1).  

Table 1 
 Descriptive Statistics of Reading Motivation Orientations 

As shown in Table 1, comparing the intrinsic and extrinsic dichotomy, we can 
see that the mean score was slightly higher for extrinsic motivation than intrin-
sic motivation. 
Among the eight dimensions, three of them (curiosity, involvement, preference 
for challenge) were intrinsic and five of them (competition, compliance, grades, 
recognition, social sharing) were extrinsically-oriented. The mean score for 
'grades' was the highest and it was the lowest for 'social' dimension (Table 1). 
Research Question 2: What are the effective motivational factors and af-
fordances for reading based on the Iranian EFL learners’ reflections? 

The second research question dealt with the learners’ perceptions of the moti-
vational affordances of reflective learning for reading. As shown in Table 2, re-
flective learning can create affordances itself and there are different effective 
motivational factors and affordances for reading in English, which can be at-
tributed to both intrinsic and extrinsic motivations. As mentioned before, the 
participants’ sample answers, which had been mostly written in Persian, were 
translated into English. 

Reading motivation constructs N Mean Std. Deviation 

Intrinsic 32 3.21 .41 
Curiosity 32 3.23 .48 
Involvement 32 3.33 .45 
Challenge 32 3.08 .56 
Extrinsic 32 3.27 .34 
Competition 32 3.16 .43 
Recognition 32 3.30 .45 
Compliance 32 3.29 .53 
Grades 32 3.56 .47 
Social 32 3.05 .70 
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Table 2 
Learners’ Perception of the Motivational Factors and Affordances for Reading  

Themes Categories 

Motivational 
factors and 
affordances 
for reading 

Purposes  
− Receiving good grades in reading 
− Improving L2 reading for academic and occupational purposes
− Pleasure in reading something in English

Materials  
− Materials which are reasonably higher than the learners existing

knowledge
− Reading texts and doing tasks which are compatible with standardized

reading tests and tasks 
− Attractive and challenging tasks and assignments which can create fun 
− Authentic texts and real life language in L2 
− Medium of resources or tools 

Instruction, instructor  
− Efficient reading instruction and regular practices in reading
− Prior L2 reading instruction quality
− Being evaluated by and receiving feedback from a qualified teacher
− L1 reading habits and interests 

Learners’ needs and interests 
Providing opportunity to: 

− reflect and focus on the needs and interests
− taking responsibility of one’s own learning and creating learning own-

ership 
Learning situation  

− Providing opportunity for:
− encouraging problem solving, planning and self-assessing 
− higher classroom engagement and interaction
− relaxed and close relationship with the teacher and peers

Purposes. Learners’ perceptions of the motivational predictors and affordanc-
es perceived in reading indicated that receiving good grades in reading, im-
proving L2 reading for their academic studies in future and pleasure in reading 
something in English were influential for creating motivation to read as the 
following excerpts show:  

“When I feel my practices help to have a good performance in standard 
reading tests I feel more confident to continue” 
“Using reading for my future purposes (future study) keeps me interested” 
“I am not very interested in reading but it is required for success in my ac-
ademic studies” 

Materials. Participants perceived the specifications of the materials (reading 
texts) to be effective and motivating. They preferred materials which were rea-
sonably higher than their current level of proficiency and compatible with 
standardized reading tests. Moreover, attractive and challenging tasks and as-
signments which create fun and the authentic texts compatible to real life lan-
guage in L2, were among other factors that were found to be motivating for 
reading based on the participants’ reflections. Medium of reading (digital or on 
paper) was another factor perceived to create affordances with different pat-
terns as the participants have mentioned: 
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Themes Categories

Motivational
factors and
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for reading
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− Receiving good grades in reading
− Improving L2 reading for academic and occupational purposes
− Pleasure in reading something in English

Materials
− Materials which are reasonably higher than the learners existing 

knowledge
− Reading texts and doing tasks which are compatible with standardized 

reading tests and tasks
− Attractive and challenging tasks and assignments which can create fun
− Authentic texts and real life language in L2 
− Medium of resources or tools 

Instruction, instructor  
− Efficient reading instruction and regular practices in reading
− Prior L2 reading instruction quality
− Being evaluated by and receiving feedback from a qualified teacher
− L1 reading habits and interests 

Learners’ needs and interests
Providing opportunity to:

− reflect and focus on the needs and interests
− taking responsibility of one’s own learning and creating learning own-

ership 
Learning situation

− Providing opportunity for:
− encouraging problem solving, planning and self-assessing 
− higher classroom engagement and interaction
− relaxed and close relationship with the teacher and peers

Purposes. Learners’ perceptions of the motivational predictors and affordanc-
es perceived in reading indicated that receiving good grades in reading, im-
proving L2 reading for their academic studies in future and pleasure in reading 
something in English were influential for creating motivation to read as the
following excerpts show:

“When I feel my practices help to have a good performance in standard
reading tests I feel more confident to continue”
“Using reading for my future purposes (future study) keeps me interested”
“I am not very interested in reading but it is required for success in my ac-
ademic studies”

Materials. Participants perceived the specifications of the materials (reading 
texts) to be effective and motivating. They preferred materials which were rea-
sonably higher than their current level of proficiency and compatible with 
standardized reading tests. Moreover, attractive and challenging tasks and as-
signments which create fun and the authentic texts compatible to real life lan-
guage in L2, were among other factors that were found to be motivating for
reading based on the participants’ reflections. Medium of reading (digital or on
paper) was another factor perceived to create affordances with different pat-
terns as the participants have mentioned:

“Attractive text and observable improvement in reading is motivating for 
me.” 
“When the topic and the text content are interesting, it is motivating for me 
to read. When the reading text has higher level than my current level and 
introduces new word, it improves my vocabulary knowledge and reading 
ability.” 
“I like interesting topics and when the topic is not new and the text is very 
simple reading is boring.” 
“I have better feeling when I can write on paper, I use digital dictionaries. 
Digital texts can be used if we get used to apply them regularly in e-books, 
then finding words can be even easier...” 

A learner who enjoyed reading novels or stories in English stated, “I do not 
like to read texts which are too complicated as they decrease my interest in read-
ing because I like to read for pleasure and don’t want to be interrupted too many 
times (involvement) and I want to be a successful reader (grades).” As a brilliant 
learner, she wanted to be regarded as a distinguished one (recognition) by oth-
ers. 

Instruction, instructor. Instruction and instructor roles in creating learning 
situations were demonstrated to be predictive in reading performance. As 
shown in Table 2, efficient reading instruction and regular practices in reading, 
prior L2 reading instruction quality and appropriate evaluation and feedback 
provided by a qualified teacher were found to be determinant and motivational 
according to the learners’ perception. L1 reading habits were also effective in 
L2 reading performance based on the participants’ reflections: 

“My experiences in L1 reading help me each session.” 

“The points that my teacher tells us are helpful. She can increase our inter-
est and motivation. I use her ideas and I have better performance. After 
writing reflection, I have concentrated on my reading more than before.” 

“Teacher can increase my interest. When I can talk to her about my diffi-
culties or interest I feel much better.”  

Learners’ Needs and Interests. Reflective learning affords appropriate learn-
ing opportunities based on the learners’ needs. It creates learning ownership 
and learners have opportunity to take responsibility of their own learning. 
They reflect and focus on their needs and interests and can receive suitable 
feedback as the outcomes and consequences of their reflections and reading 
performance indicated: 

“I read with planning. I want to improve my reading so I have decided to 
read more texts each week. I read and then take brief notes and collect the 
new words. I try to manage and record the time.” 
“I read the texts which are interesting for me at home. I write the main 
ideas briefly and I look up new words. I am collecting the new words. I 
should continue reading regularly for better performance.” 
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“Dedicating enough time to think, write and talk about our problems helps 
a lot. We can determine our difficulties. I learned that reading can be im-
proved by regular practicing and it needs plan and long time.” 

Learning Situation. As the results of the study indicated, providing opportuni-
ty for encouraging problem solving, higher classroom engagement and interac-
tion, relaxed and close relationship with the teacher and peers were among the 
affordances of reflective learning, which were motivating for the learners. One 
of the participants stated that she felt more at ease practicing reading in class 
with the teacher’s supervision. She had also received advice from students who 
were successful English readers. Another one believed that reflective learning 
helped her to feel more relaxed, having enough time to concentrate on reading, 
and she encountered less negative sense toward reading in English. The learn-
ers enjoyed a pre-planned reading practice while they had enough chances to 
choose the text topics and practices. Learners had better relation with their 
teacher toward the end of the study. They had ample opportunity to talk to 
their teacher about their problems or difficulties. “Learning new things always 
increases my motivation. It feels great I find and use a procedure by which I can 
correct my errors and solve my problems. Good classroom atmosphere and friend-
ly relationships are so motivating,” one of the participants mentioned. 
Research Question 3: What are the effective textual factors and affordances for 
reading based on the Iranian EFL learners’ reflections?  

The third research question addressed the learners’ perception of the features 
and affordances that affected their reading performance including sentence and 
textual features (Table 3).  

Table 3 
Learners’ Perceptions of the Textual Factors and Affordances for Reading 

Themes Categories 

Learners’ Per-
ceptions of the 
Textual features 

Sentence features  
− Density of new words (vocabulary breadth)
− Knowledge of shades of meanings (vocabulary depth)
− Grammatical and structural complexity
− Sentence length
− Different forms of clauses 
Text-related features 
− Attractive topic
− Topic familiarity and background knowledge
− Text content
− Text length 
− Text organization 
 Sentences roles and relations within and between paragraphs
 Main idea and supporting ones 
− Writing clarity

Sentence Features. Sentence features encompass components including densi-
ty of new words (vocabulary breadth), knowledge of shades of meanings (vo-
cabulary depth), grammatical and structural complexity, conceptual complexi-



Journal of Language Horizons, Alzahra University  —  217

“Dedicating enough time to think, write and talk about our problems helps
a lot. We can determine our difficulties. I learned that reading can be im-
proved by regular practicing and it needs plan and long time.”

Learning Situation. As the results of the study indicated, providing opportuni-
ty for encouraging problem solving, higher classroom engagement and interac-
tion, relaxed and close relationship with the teacher and peers were among the
affordances of reflective learning, which were motivating for the learners. One
of the participants stated that she felt more at ease practicing reading in class
with the teacher’s supervision. She had also received advice from students who 
were successful English readers. Another one believed that reflective learning 
helped her to feel more relaxed, having enough time to concentrate on reading, 
and she encountered less negative sense toward reading in English. The learn-
ers enjoyed a pre-planned reading practice while they had enough chances to 
choose the text topics and practices. Learners had better relation with their
teacher toward the end of the study. They had ample opportunity to talk to 
their teacher about their problems or difficulties. “Learning new things always 
increases my motivation. It feels great I find and use a procedure by which I can
correct my errors and solve my problems. Good classroom atmosphere and friend-
ly relationships are so motivating,” one of the participants mentioned.
Research Question 3: What are the effective textual factors and affordances for 
reading based on the Iranian EFL learners’ reflections?

The third research question addressed the learners’ perception of the features
and affordances that affected their reading performance including sentence and 
textual features (Table 3). 

Table 3
Learners’ Perceptions of the Textual Factors and Affordances for Reading 

Themes Categories

Learners’ Per-
ceptions of the 
Textual features

Sentence features
− Density of new words (vocabulary breadth)
− Knowledge of shades of meanings (vocabulary depth)
− Grammatical and structural complexity
− Sentence length
− Different forms of clauses 
Text-related features
− Attractive topic
− Topic familiarity and background knowledge
− Text content
− Text length 
− Text organization
 Sentences roles and relations within and between paragraphs
 Main idea and supporting ones 
− Writing clarity

Sentence Features. Sentence features encompass components including densi-
ty of new words (vocabulary breadth), knowledge of shades of meanings (vo-
cabulary depth), grammatical and structural complexity, conceptual complexi-

ty, length of the sentences, and the ability to recognize different forms of claus-
es. 

 “Vocabulary deficiency stops me and I lose my concentration and confi-
dence because of it.” 
“I think grammatical points are important but vocabulary knowledge is 
more effective.” 
 “I have a bad memory in remembering new words. I have started to collect 
the new words and put check mark next to them whenever I review ...” 
“Too long sentences with complex structures cause difficulty in inferring 
the ideas.” 
 “Being familiar with different sentence structures helps to infer the main 
points, relate the ideas and understand the text.” 

Text-Related Features. Text features found to be effective consist of attractive 
topic, topic familiarity and background knowledge, text content, and text length 
as the participants referred to in their reflections: 

“When reading has something to tell and its content is interesting or scien-
tific I do better.” 
 “Reading long texts is boring specially when relations between the sen-
tences and paragraphs are not clear.” 
 “When the text is a little above my proficiency level, I read better” 
“Topic familiarity helps me but it is not very effective.”  

Text organization, writing clarity, and conceptual complexity of the text were 
mentioned as factors affecting the learners’ reading performance:  

“I learned to consider each paragraph’s topic and concluding sentences. 
They help to manage the information and relate them together.” 
 “Ability to realize different clauses and phrases is helpful in understanding 
the meaning of the text and finding the main ideas e.g. relative clauses, ad-
jective phrases ...” 
“Some texts do not have many new words or complex structures but they 
have ambiguous and complex concepts.”  

Discussion 
Learners’ reflections were used as the main sources for analyzing the motiva-
tional and textual factors, determinants and affordances for reading. The first 
research question dealt with Iranian EFL learners’ orientations of reading mo-
tivation constructs. EFL learners’ motivation was investigated through adminis-
tering the Motivation for Reading in English Questionnaire (MREQ). As the re-
sults of analyzing the questionnaire indicated, extrinsic motivation’s mean 
score was slightly higher than that of intrinsic motivation. Extrinsic motivation 
contains external rewards (e.g., recognition), internal feelings (e.g., guilt), and 
societal values (e.g., importance) assigned to the target activity and intrinsic 
motivation includes the desire to engage in an activity for the enjoyment that it 
provides (Deci & Ryan, 1985; Ryan & Deci, 2000). Based on the Persian version 
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of MREQ, extrinsic motivation consisted of grades, recognition, compliance, 
competition, and social sharing dimensions and intrinsic motivation contained 
curiosity, involvement, and challenge. Among all the eight constructs, learners’ 
motivation to improve their grades (extrinsic) and pleasure from being in-
volved in reading a well-written text (intrinsic) was dominant among the other 
constructs while the social (extrinsic) dimension had the lowest mean score. It 
shows the participants' need and orientation toward learning opportunities 
including reading English for academic purposes and pleasure from reading, 
provide more motivational affordances than other dimensions. The results of 
this study reinforce the results of studies like those conducted by Komiyama 
(2013), Komiyama and McMorris (2017), Ro and Chen (2014), Cirocki and 
Caparoso (2016), and Xu and Durguno ğ lu (2019), in which intrinsic and ex-
trinsic motivations have been used to orient the students’ motivation to read 
both in L1 and L2. However, intrinsic and extrinsic motivations and their sub-
divisions have indicated different patterns of effectiveness.  

The second research question dealt with Iranian EFL learners’ perception of 
the motivational factors and affordances for reading including the motivational 
affordances of reflective learning. Analyzing the reflections confirmed again the 
emphasis on the dimensions like receiving good grades in reading and taking 
pleasure in reading something in English. The motivation constructs which ful-
filled the learners’ desires and academic needs and provided engagement in 
learning based on their needs created more positive affordances. Therefore, L2 
reading texts reasonably more difficult than the learners' existing knowledge, 
and compatible with standardized reading tests and real life language in L2 
were found be more desirable. Simple tasks with items, which create no chal-
lenge or fun were found to be boring and learners believed them to hinder their 
engagement or cause negative affordances. Another factor, which was found to 
be effective in creating favorable learning opportunities and creating more af-
fordances, was reading instruction. It seems that the learners’ attitude toward 
their prior L2 reading instruction, including the teacher's role and the materi-
als, besides being accustomed to read in L1, can be motivating and influential. 
Learning processes like reflective learning which provides appropriate oppor-
tunities for the learners to reflect, focus on their needs and interests, and think 
deeply about their actions can engage the learners more and create more moti-
vational affordances. The results indicate the multidimensional nature of moti-
vation and L2 reading motivation, consistent with Ro (2016), Ro and Chen 
(2014) and Komiyama and McMorris (2017), while the learners’ need may af-
fect their motivation orientations and the pattern can be different in L1 and L2. 

The third research question dealt with effective textual factors and af-
fordances based on the Iranian EFL learners’ reflections. The results of analyz-
ing the reflections indicated that textual features like the topic, text organiza-
tion, writing clarity and medium of the text were also found to be effective for 
reading performance and in creating affordances based on the learners’ percep-
tion. The results are in accordance with the results of studies like the one done 
by Ghorbani Shemshadsara et al. (2019) who examined the effect of raising text 
structure awareness on learners' reading comprehension ability. The findings 
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be effective in creating favorable learning opportunities and creating more af-
fordances, was reading instruction. It seems that the learners’ attitude toward 
their prior L2 reading instruction, including the teacher's role and the materi-
als, besides being accustomed to read in L1, can be motivating and influential. 
Learning processes like reflective learning which provides appropriate oppor-
tunities for the learners to reflect, focus on their needs and interests, and think
deeply about their actions can engage the learners more and create more moti-
vational affordances. The results indicate the multidimensional nature of moti-
vation and L2 reading motivation, consistent with Ro (2016), Ro and Chen 
(2014) and Komiyama and McMorris (2017), while the learners’ need may af-
fect their motivation orientations and the pattern can be different in L1 and L2.

The third research question dealt with effective textual factors and af-
fordances based on the Iranian EFL learners’ reflections. The results of analyz-
ing the reflections indicated that textual features like the topic, text organiza-
tion, writing clarity and medium of the text were also found to be effective for
reading performance and in creating affordances based on the learners’ percep-
tion. The results are in accordance with the results of studies like the one done
by Ghorbani Shemshadsara et al. (2019) who examined the effect of raising text 
structure awareness on learners' reading comprehension ability. The findings

are also in line with those of Dewaele (2010) who studied the affordances of 
background knowledge as well as Thoms and Poole (2017) who investigated 
three different types of affordances including linguistic, literary, and social af-
fordances. The findings reinforce the results of studies like Soltaninezhad 
(2018) who emphasized the role of cohesive devices or discourse markers in 
reading and also Anjomshoa and Zamanian (2014) who demonstrated the posi-
tive effect of vocabulary knowledge. It seems that texts with fair amount of new 
words and rich content are more favorable.  

Writing reflections let the learners think deeply about their learning process 
and afford the focus on different aspects of it. However, the learners’ willing-
ness to write, writing ability, and their familiarity with monitoring and as-
sessing themselves and their learning based on their real self might have affect-
ed the participants’ writing. Results of the study cannot be completely general-
ized beyond the mentioned population and similar studies can be performed 
for learners at different levels of language proficiency and those who read with 
different purposes.   

Conclusion 
Investigating the effective factors and affordances for reading including motiva-
tional and textual ones perceived by the learners in a learner-oriented process 
has been the main rationale for the present study. It was performed through 
analyzing the learners’ reflections, which were written regularly. It was found 
that learners can reveal psychological and textual correlates, factors and af-
fordances through writing semi-structured reflections which make the deep 
thinking possible and let them indicate their reading-related needs during the 
process of learning and helps the learners to make decisions for their future 
learning. The results of such studies give awareness of the effective factors for 
reading and main sources of difficulties that the learners may encounter. Re-
flections can inform appropriate feedback, materials, and efficient teaching 
methods and techniques to meet the learners' immediate reading-related 
needs. This helps to improve teaching and learning effectiveness. Learners who 
are proficient enough to write in English can improve their writing skill 
through writing reflection as well. 

Further studies can be implemented for different populations including both 
male and female learners with different levels of proficiency to find the differ-
ences in the perceived and effective psychological and textual factors and af-
fordances and their effects on language learning. Further studies may also focus 
on different textual features and contextual elements as well as different cogni-
tive, metacognitive and motivational constructs. Future studies may apply dif-
ferent forms of reflections and prompts. Reflections and reflective learning can 
also be applied to investigate the effects of different media, especially af-
fordances of mobile or computer assisted language-learning which can be ap-
plied through e-reflections.  
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Appendix A 
 باسمه تعالی

1پرسشنامه انگیزه خواندن به انگلیسی

 .گزینه مورد نظر را انتخاب نمایید« √»لطفاَ تمامی سوالات را به دقت مطالعه و با علامت 
بگیرم. من دوست دارم به زبان انگلیسی بخوانم تا چیزی جدید در مورد مردم و چیزهایی که برایم جالب هستند یاد .1
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
من دوست دارم مطالب جالب زیادی به انگلیسی بخوانم. .2
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
راجع به چیزی جالب مطلبی به زبان انگلیسی می خوانم احساس خوبی دارم.وقتی  .3
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
وقتی موضوع جالب باشد، مطالب سخت انگلیسی را با تمایل می خوانم. .4
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
خواندن در مورد چیزی که دوست دارم به زبان انگلیسی برایم سرگم کننده و لذتبخش است. .5
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
متوقف نمیکنم. موضوعی جالب باشد، بسادگی خواندن آن را وقتی  .6
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
خواندن در مورد موضوعات  جدید را به زبان انگلیسی دوست دارم. .7
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
وقتیکه ایده های پیچیده ای از مطالب انگلیسی یاد می گیرم ،لذت می برم. .8
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
ر کند.دوست دارم موضوعی که می خوانم مرا به فکر وادا .9
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم هنگام خواندن خودم را به چالش بکشم. .11
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

داستانهای خوب بلند به زبان انگلیسی لذت می برم.از خواندن  .11
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

مطالب انگلیسی چالش برانگیز و سخت را دوست دارم. .12
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی تکلیفی جالب است، راحتتر می توانم مطالب انگلیسی دشوار را بخوانم. .13
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

میخوانم ، حساب زمان را از دست می دهم. بعضی اوقات وقتیکه مطلب جالبی را به انگلیسی .14
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی که معلم یا دوستانم مطلب جالبی می گویند، ممکن است بیشتر راجع به آن به زبان انگلیسی بخوانم. .15
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم به زبان انگلیسی بخوانم تا از دنیای اطرافم با خبر باشم. .16
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

بهتر از دوستانم بخوانم. دوست دارم سخت تلاش کنم تا .17
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم تنها دانش آموزی باشم که پاسخی در مورد چیزی که به انگلیسی می خوانیم ، می داند.  .18
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم معلمم بگوید که من بخوبی به زبان انگلیسی می خوانم. .19
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

می کنم جوابهای درست و کاملتری نسبت به همکلاسیهایم بیابم. وقتی که تکالیف خواندن را برای کلاس کامل می کنم سعی .21
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2لی متفاوت با من ی.خ1

وقتی به انگلیسی می خوانم، دوست دارم تکالیفم را قبل از بقیه تمام کنم. .21

(Komiyama, 2013) (MREQ) انگلیسیانگیزه خواندن به زبان ترجمه شده از پرسشنامه   1
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 .خیلی شبیه من     4. کمی شبیه من          3متفاوت با من . کمی      2.خیلی متفاوت با من 1
دوست دارم همکلاسیهایم بگویندکه بخوبی به زبان انگلیسی می خوانم. .22
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

انگلیسی بهترین باشم.دوست دارم در خواندن به زبان  .23
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی بعضی همکلاسیهایم بهتر از من می خوانند، ترغیب می شوم تا مطالب انگلیسی بیشتری بخوانم )بیشتر تمرین کنم(. .24
.خیلی شبیه من     4. کمی شبیه من          3متفاوت با من  . کمی     2.خیلی متفاوت با من 1

وقتی معلمم از من می خواهد تا بلند به زبان انگلیسی بخوانم احساس خوبی پیدا می کنم. .25
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

خوبی در مورد مهارت خواندنم بشنوم. دوست دارم نظرات .26
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی می خوانم، اغلب به این فکر می کنم که در مقایسه با دیگران در خواندن چطور عمل می کنم .  .27
.خیلی شبیه من     4. کمی شبیه من          3فاوت با من . کمی مت     2.خیلی متفاوت با من 1

من خواندن به انگلیسی را تمرین می کنم، زیرا وقتی به سوالات معلمانم پاسخ  می دهم احساس خوبی دارم. .28
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی دوستانم از من در تکالیف خواندن کمک می خواهند احساس خوبی پیدا می کنم. .29
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

اتمام بموقع تکالیف خواندن برای من مهم است.  .31
 .خیلی شبیه من     4. کمی شبیه من          3من  . کمی متفاوت با     2.خیلی متفاوت با من 1

معمولا سعی می کنم تکالیف خواندن را  به موقع تمام کنم.  .31
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

است.کسب نمره خوب و داشتن سطح خوب در خواندن برایم مهم  .32
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

تکالیف خواندن را درست مطابق آنچه معلم از من می خواهد انجام می دهم. .33
یه من .خیلی شب    4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

برای دانستن اینکه چه نمره ای در خواندن می گیرم مشتاقم و انتظار می کشم.  .34
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم تا برای بهبود نمراتم درمهارت خواندن بیشتر بخوانم. .35
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

وقتی که تکالیف خواندن نمره گذاری می شود، بیشتر تلاش می کنم. .36
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

انگلیسی مهارت پیدا کنم تا در آزمونهای استاندارد نمره خوبی کسب کنم. تلاش می کنم تا در خواندن .37
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دارد پیشرفت کند.برای پیشرفت خواندن به انگلیسی تلاش می کنم چون دوست دارم نمره مهارت خواندن در آزمونهای استان  .38
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

خواندن به زبان انگلیسی را تمرین می کنم چون می خواهم نمررات خوانردن برالاتری نسربت بره دوسرتان و  همکلاسریهایم در         .39
 آزمونهای استاندارد کسب کنم.

.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2فاوت با من .خیلی مت1
بر روی  مهارت خواندن کار می کنم  زیرا  لازمه عملکرد خوب در کلاسهای آتی من است.  .41
ه من .خیلی شبی    4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

از اینکه برای دوستانم در مورد چیزهایی که در مطالب انگلیسی می خوانم حرف بزنم لذت می برم. .41
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

من و دوستانم مایلیم آنچه که می خوانیم را به اشتراک بگذاریم. .42
.خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

دوست دارم با دوستانم در مورد آنچه که به انگلیسی می خوانم صحبت کنم. .43
  .خیلی شبیه من    4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1

من دوست دارم در بحثهای کلاسی در مورد آنچه می خوانیم شرکت کنم. .44
 .خیلی شبیه من     4. کمی شبیه من          3. کمی متفاوت با من      2.خیلی متفاوت با من 1
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با من1 با من. کمی 2.خیلی متفاوت کمی شبیه من3متفاوت .4خیلی شبیه من.
انگلیسی می خوانم..22 زبان به بخوبی بگویندکه دوست دارم همکلاسیهایم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

به زبان.23 خواندن در باشم.دوست دارم بهترین انگلیسی
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم(..24 بخوانم )بیشتر تمرین بیشتری انگلیسی از من می خوانند، ترغیب می شوم تا مطالب بهتر بعضی همکلاسیهایم وقتی
با من1 با من. کمی2.خیلی متفاوت کمی شبیه من3متفاوت .4خیلی شبیه من.

کنم..25 احساس خوبی پیدا می بخوانم انگلیسی زبان به بلند از من می خواهد تا وقتی معلمم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

نظرات.26 بشنوم.دوست دارم خوبی در مورد مهارت خواندنم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

27.. کنم عمل می با دیگران در خواندن چطور که در مقایسه کنم این فکر می به اغلب وقتی می خوانم،
با من1 کمی مت2.خیلی متفاوت با من. کمی شبیه من3فاوت .4خیلی شبیه من.

احساس خوبی دارم..28 به سوالات معلمانم پاسخ می دهم وقتی زیرا کنم، را تمرین می انگلیسی به من خواندن
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم..29 احساس خوبی پیدا می کمک می خواهند از من در تکالیف خواندن وقتی دوستانم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

است..31 برای من مهم بموقع تکالیف خواندن اتمام
با من1 با2.خیلی متفاوت کمی متفاوت کمی شبیه من3من . .4خیلی شبیه من.

کنم..31 به موقع تمام را کنم تکالیف خواندن معمولا سعی می
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

برایم مهم.32 نمره خوب و داشتن سطح خوب در خواندن است.کسب
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

انجام می دهم..33 از من می خواهد آنچه معلم را درست مطابق تکالیف خواندن
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4یه من.خیلی شب

کشم..34 انتظار می گیرم مشتاقم و ای در خواندن می نمره اینکه چه برای دانستن
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

بخوانم..35 بیشتر نمراتم درمهارت خواندن بهبود برای دوست دارم تا
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم..36 بیشتر تلاش می گذاری می شود، نمره که تکالیف خواندن وقتی
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم تا در خواندن.37 کنم.تلاش می کسب نمره خوبی استاندارد آزمونهای کنم تا در انگلیسی مهارت پیدا
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

استان.38 آزمونهای نمره مهارت خواندن در کنم چون دوست دارم انگلیسی تلاش می به کند.برای پیشرفت خواندن دارد پیشرفت
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

در.39 همکلاسریهایم و دوسرتان بره نسربت برالاتری خوانردن نمررات خواهم می چون کنم می تمرین به زبان انگلیسی را خواندن
کنم. کسب استاندارد آزمونهای

با من.خیلی مت1 با من2فاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.
است..41 آتی من کلاسهای عملکرد خوب در لازمه زیرا کنم کار می روی مهارت خواندن بر
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4ه من.خیلی شبی

برم..41 لذت می بزنم انگلیسی می خوانم حرف که در مطالب برای دوستانم در مورد چیزهایی اینکه از
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

بگذاریم..42 اشتراک به را که می خوانیم آنچه من و دوستانم مایلیم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم..43 صحبت انگلیسی می خوانم به که آنچه با دوستانم در مورد دوست دارم
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

کنم..44 آنچه می خوانیم شرکت کلاسی در مورد بحثهای من دوست دارم در
با من1 با من2.خیلی متفاوت کمی متفاوت .3کمی شبیه من .4خیلی شبیه من.

Appendix B 
Semi-Structured After-Reading Reflection Sheet 

Name: Reading passage: Reflection number: 

It e m s Note, comment, or plan for the next session. 
1 What was your goal and planning before beginning to read?  

2 What were the main ideas? (The whole text and each paragraph) 

3 How did you read and get the main points? List some of the activities you did during reading. 
Were they effective?  

4 What did you do when you did not understand one part? (one word or a sentence) 
5 How well did you read? Analyze your performance including your difficulties and possible 

solutions.  

6 What were your strengths and weaknesses in reading? 

7 What was effective in your reading? 

8 How did you feel during reading?  

9 What or who helped, encouraged or motivated you to read? 
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Abstract 
Questions are the most important and the most common feature of legal 
talk. Questioning is the weapon that is used to test or challenge state-
ments made by lay people and it is considered as a tool to make accusa-
tions. Based on syntactic and formal features of questioning, which are 
important parts of any linguistic analysis, questions are categorized into 
two classes: closed and open questions. The criteria for choosing one 
form over the others is determined by pragmatic factors. In other words, 
the questioner chooses one form of questions on the base of pragmatic 
strategies that s/he adapts during questioning. This article is dedicated to 
exploring the crossroads where structural and pragmatic features of 
questions come together to achieve this goal. To this end, we combined 
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two quantitative and pragmatic approaches. The data of the present re-
search was gathered from four cases during interrogation processes in 
the court of Shiraz.  The research findings indicate that pragmatic strate-
gies determine the types of question forms and, also, closed questions 
have the most application in the interrogation process because they have 
a high level of control that can challenge the addressee’s statements. 

Keywords: forensic linguistics, legal talk, questioning, question forms, 
pragmatic strategy. 

Introduction 
Forensic linguistics in a simple definition is an attempt to explore the way rela-
tionships between people in legal contexts are constructed through language. 
“Few professions are as concerned with language as is the law” (Tiersma, 
1993). “Our law is a law of words” (Tiersma, 1999, p.1). So, what we are dealing 
with in forensic linguistics in general is the analysis of legal writing or legal talk. 
The present study focuses on legal talk in interrogation, specifically questioning 
in trial. As Holt & Johnson (2010) point out, questions are important because 
they are mainly used in a range of forensic setting such as police interrogation, 
attorney/lawyer and client interactions and judge and defence/ accused/ wit-
ness during examination and cross-examination in court. Danet (1980b) argues 
that questions are weapons that are used to challenge statements made by 
people such as the witness or accused (or lay people in general) and describes 
questions as means to make accusations. Gibbons (2003) considers questioning 
in two aspects. One deals with the elicitation of information and the second one 
is to obtain confirmation. “The first type - real information gathering - is in a 
sense ‘unmarked’, it is what we normally assume when the topic of questioning 
is raised” (p. 95). Cooke (1995, p. 73) describes the questioning in a trial as a 
strategy used by the questioner in order to negate or discredit answerer testi-
mony. It also serves to challenge answerer’s personal credibility. 

Two important parts or aspects of questions that must be considered during 
linguistic analysis of any kinds are formal and syntactic features of questions. 
The two mentioned features are important parts of any linguistic analysis. In a 
widely accepted categorization of questions, they are divided into open and 
closed questions (Huddleston & Pullum, 2002). Open questions are Wh-
questions (e.g. ‘What is it?’), and generally seek for information from the ad-
dressee. Closed questions are alternative questions (‘Is it black or white?’), 
yes/no questions (‘Is it black?’), tag questions (e.g. ‘It’s good, isn’t it?’) and de-
clarative questions (‘This is it?’). Besides their information-seeking role, closed 
questions are used for seeking confirmation from the addressee. Such classifi-
cation of questions rests on the formal features of questions or their syntactic 
structure, and the type of answers expected (Tkacˇuková, 2010). 

Our focus in the present study is not only on form, but also on pragmatic use 
of questions during interrogation. For this purpose, questions will be discussed 
according to pragmatic strategies. Gibbons (2003) distinguishes between idea-
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in two aspects. One deals with the elicitation of information and the second one 
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targeted and person-targeted pragmatic strategies. Idea-targeted pragmatic 
strategies challenge the content or statements of the answerer, whereas per-
son-targeted pragmatic strategies tackle the personal characteristics of the an-
swerer. Although Gibbons lists some strategies for each of person-targeted and 
idea-targeted tactics, in fact, the boundary between these two is so overlapping 
that a strategy (from each one) can be used to target both character or state-
ment of the addressee. Based on the topics discussed in this article, the authors 
seek to answer the following questions: 
1) What makes the interrogator choose one form of question over another? 
2) How can the interaction between structural and pragmatic aspect of ques-
tions best be captured?  
It should be noted that the data of the present study are recorded from the in-
terrogation of four cases in the magistrate’s court of Shiraz.  
 

Review of Literature 
Linguistic research on interrogation questioning (or cross-examination in 
courts) falls into several approaches (such as quantitative, qualitaive, pragmat-
ics, CA, CDA, etc.) towards different question types. Danet & Kermish, (1978), 
Danet, (1980a, 1980b) have developed a typology of question forms according 
to the degree to which they coerce or constrain the answer in disputing in legal 
process: declaratives, interrogative yes/no, open-ended. Declaratives, also 
called prosodic questions in Woodbury (1984), as the name suggests, have the 
declarative form and include question hints that may be intonational, or are 
followed by a tag question or other contextual cues ("You didn't return home 
that night, did you?"). Danet (1980a) believes declarative are the most coercive 
because they tell more than they ask. Interrogative yes/no or choice questions 
call on the answerer to consent or deny the proposition expressed by the ques-
tioner ("Did you do it? / Did you leave at nine or at ten o'clock?"). Open-ended 
questions include wh-questions (who-what-where-when-why questions: "What 
did you do that night?"). He also considers “requestions” as the least coercive 
and most indirect and polite that superficially inquire about the witness's will-
ingness or ability to answer but indirectly request information ("Can you tell us 
what happened?")  

Woodbury (1984) adopts a quantitative approach and concerns the coer-
civeness existing in the formal or syntactic structure of questions. She explores 
the distribution and pragmatic properties of question-types in courts. She be-
lieves that a questioner in interrogation or trial has two main objects: 1) con-
trolling and considering the proofs or testimony the jury obtains from the an-
swerer, 2) supplying the output of current information appropriately in con-
text. To meet these two objects, question-types should be selected strategically. 
She also divides question types into six categories structurally as broad wh-
questions, narrow wh-questions, alternative questions, grammatical yes/no 
questions, negative grammatical yes/no questions, prosodic questions, and tag 
questions (see Figure 1). She uses the notion of ‘control’ to refer to the degree 
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to which the questioner can impose his own interpretations on the evidence 
and takes the control of the interrogation by using the more controlling ques-
tion type.  

Figure 1 
Continuum of Control, (Adapted from Woodbury, 1984) 

Woodbury (1984) finally represents the function of each types of questions 
in court cross-examinations. For example, she claims that the questioner can 
elicit a story or narrative version of events by using broad Wh-questions, she/ 
he uses narrow Wh-questions for checking consistency, and applying yes/no 
questions, the questioner forces the answerer to word the evidence or give a 
fragmented reply, etc. 

In a similar vein, Harris (1984) views questions as a means of control in trial 
or the same situation like magistrates' courts and examines the occurrence and 
distribution of questions in court discourse. She considers utterances as ques-
tions a) with interrogative syntax (polar, disjunctive, tags and WH-
interrogatives), b) moodless items (items with level or rising pitch), and c) de-
claratives (B-event information and confirmation which can be frameless or 
with a frame). She points out that questions in a court are information seeking 
or the means of making an accusation. These two functions are often overlap-
ping. She proposes three components of “propositional content, context, and 
syntactic form" (p. 9) which all contribute to the relationship of questions to 
specific functions, though in varying and relative degrees. She also considers 
that highly conducive forms of questions (e.g. tag questions) are prevalent in a 
courtroom situation and they employ both to obtain information and to accuse 
particular forms. 

Luchjenbroers (1997) studies barrister questioning strategies in Supreme 
Court murder trial (sixty different barrister-witness dialogues) based on varia-
bles including: (1) legal phases, (2) kinds of witnesses, (3) question types, and 
(4) answer types. The findings from this study show that witnesses provide not
much informational input to the jury and show what little scope witnesses have
in affecting a barrister’s line of reasoning, and also give real evidence that not
all witnesses are treated equally during either phase of testimony.

Heffer (2005) pays attention to narratives constructed by the interactors in 
judicial process. He claims questions and responses together contribute to 
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Figure 1
Continuum of Control, (Adapted from Woodbury, 1984)

Woodbury (1984) finally represents the function of each types of questions
in court cross-examinations. For example, she claims that the questioner can
elicit a story or narrative version of events by using broad Wh-questions, she/ 
he uses narrow Wh-questions for checking consistency, and applying yes/no
questions, the questioner forces the answerer to word the evidence or give a
fragmented reply, etc.

In a similar vein, Harris (1984) views questions as a means of control in trial
or the same situation like magistrates' courts and examines the occurrence and 
distribution of questions in court discourse. She considers utterances as ques-
tions a) with interrogative syntax (polar, disjunctive, tags and WH-
interrogatives), b) moodless items (items with level or rising pitch), and c) de-
claratives (B-event information and confirmation which can be frameless or
with a frame). She points out that questions in a court are information seeking 
or the means of making an accusation. These two functions are often overlap-
ping. She proposes three components of “propositional content, context, and 
syntactic form" (p. 9) which all contribute to the relationship of questions to 
specific functions, though in varying and relative degrees. She also considers
that highly conducive forms of questions (e.g. tag questions) are prevalent in a
courtroom situation and they employ both to obtain information and to accuse
particular forms.

Luchjenbroers (1997) studies barrister questioning strategies in Supreme
Court murder trial (sixty different barrister-witness dialogues) based on varia-
bles including: (1) legal phases, (2) kinds of witnesses, (3) question types, and
(4) answer types. The findings from this study show that witnesses provide not 
much informational input to the jury and show what little scope witnesses have
in affecting a barrister’s line of reasoning, and also give real evidence that not 
all witnesses are treated equally during either phase of testimony.

Heffer (2005) pays attention to narratives constructed by the interactors in
judicial process. He claims questions and responses together contribute to 

make narratives by interlocutors in a trial discourse (for example prosecution 
and defense). He explains how Wh- questions are used to elicit narratives while 
most of such questions in trial interaction or in police interrogation are used to 
ask for certain information.  

Tkacˇuková (2010) tries to show how lay people represent themselves in 
cross-examination by questioning strategies in a trial. Steel and Morris (the 
defendants as lay people) were accused in a writ by McDonalds UK and US (the 
plaintiffs) of bringing to public a booklet which accused McDonalds of weak 
practice in relation to some parts. The two defendants (litigants-in-person) did 
not have any previous experience of judiciary discourse or legal proceedings, 
and they were confronted with an expert lawyer representing McDonalds (Mr. 
Rampton QC). Tkacˇuková (2010) first adopts a quantitative approach towards 
different question types and categorizes them to the most important formal 
question types: wh-questions, yes/no questions, declarative questions, and tag 
questions, then tries to relate question forms to pragmatic strategies. As she 
points out, “It is a strong understanding of the interaction between meaning, 
context, and communication that helps counsels to corner witnesses effective-
ly” (p. 339) and relate the two inseparable parts of cross-examination question 
forms to pragmatic strategies. The author follows Gibbons’ (2003) differentia-
tion between idea-targeted and person-targeted pragmatic strategies and tries 
to show the differences between the counsel and the lay litigants-in-person in 
the use of pragmatic tactics. The other studies that focus on language in legal 
process are as follows Coulthard et al. (2017), Archer (2005), Matoesian 
(2005), Shuy (1987), and Harris (1984). 

Among the researches that have been done on the relation between interro-
gation process and linguistic devices in Iran, some of them are worthy to note. 
Najafi & Haghbin (2019) have examined questioning in the interrogation pro-
cess. They categorize the types of interrogation forms as follows: broad wh-
questions, narrow wh-questions, alternative questions, yes / no questions, de-
clarative questions, and affirmative questions (Figure. 2).  

Figure 2 
Questions Classification from Najafi and Haghbin (2019) 
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They have also taken into account the pragmatic role of the "controlling" in 
the investigations. The analysis confirms that the distribution of question types 
in the interrogation discourse differs significantly from one another in that, 
among the six types of question forms, narrow wh-questions and broad wh-
questions respectively are most frequently used and are the least controlling 
(Figure. 3). This can be attributed to the context and the space of the interroga-
tion phase, where the investigator intends to gain as much information and ev-
idence as possible for the subsequent trial process. Other findings of this study 
also indicate that the declarative questions that generally fall into the category 
of close questions in most of the studies are classified as open questions. 

Figure 3 
Continuum of Control, Adapted from authors (2019) 

Haghbin et al (2016) studied the role of "narration" in the space and the dis-
course of the court (based on twenty-six criminal cases in all three stages of the 
police station, public prosecutor’s office, and the court of Shiraz). They empha-
sized the complex nature of the genre of the trial space and finally represent a 
pattern of trial discourse, as shows in Figure 4, which is consisted of complex 
genre. By the use of complex genre, the authors meant to use narrative with 
anti-narrative genres together.  

Figure 4 
A Model of Jury Trial as Complex Genre 
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Najafi & Haghbin (2020) also examine a variety of verbal strategies in inter-
rogation. They include verbal strategies such as question formulation, repeated 
questioning, quotation marks, contrasting, the use of the phrase "khob" as a dis-
course maker marker. 

Razavian & Jalil (2018) have studied the spoken features of the robbery de-
fendants in court. They attempted to explore the discourse of robbery defend-
ants in the judicial system from the forensic linguistics’ point of view. Their 
findings show that the defendants, by using many linguistic principles such as 
high modality, activism deletion, infelicitous utterance, and illocutionary act, try 
to gain interrogators confidence and also use linguistic principles differently, 
and finally, the authors give the distribution and percentage of each principle. 
Results suggest that paying attention to linguistic features like low modality, 
contradiction in speech, activism deletion, presupposition, implicature, middle 
voice construction, and Gricean cooperative principles can help investigators 
and judges in crime detection. 

The other researches that concern language in legal discourse in Iran are as 
follows: Rovshan & Behboudi (2009), Momeni (2011, 2012), Momeni & Azizi 
(2011, 2015).  

Theoretical Framework and Methodology 
The data of the present research have been gathered from four cases during the 
interrogation process in the court of Shiraz. After recording the interrogation 
process in court, the authors analyzed the question forms and classified them in 
six categories (quantitative analysis). Then based on pragmatic strategies, it 
was attempted to make a relation between question forms and their distribu-
tion with pragmatic criterion.  

Quantitative Analysis of Question Forms 

A widely accepted typology of questions based on syntactical and structural 
features of questions (Biber et al., 1999; Huddleston & Pullum, 2002; Wood-
bury, 1984;) is the categorization of questions into open and closed questions. 
Open questions consist of Wh-questions whereas closed questions include al-
ternative questions, yes/no questions, declarative questions, and tag questions. 
According to Woodbury (1984), Wh-questions are divided into broad Wh-
questions and narrow Wh-questions. 

Broad wh-questions: The questioner chooses broad wh-questions (which 
have the least amount of controlling among wh-questions) when s/he tries to 
extract new information from the addressee. Such questions have a range of 
possible answers. They include wh-words such as how, how, why, etc. which 
generally demands long answers which often have a narrative structure. (M: 
magistrate, D: defendant) 

1) M: Chetor serghate mosalahɑne talɑ va javɑherɑt rɑ anjɑm dɑdid?
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How did you commit the armed robbery of gold and jewelry? 
D: Man Yɑsuj budam. Man ahle Gachsɑrɑnam. Abbas Rɑd zang zad va goft 
bɑyad berim Shiraz, Kurosh barɑsh ye moshkeli pish umade….. 
I was in Yasuj. I am from Gachsaran, Abbas Rad called and said that we 
should go to Shiraz, Kurosh is in trouble 
Narrow wh-questions: these kinds of questions elicit details which are 
scene setting (time, place, participants, etc.). 
M: Che mɑshini? Bɑ che vasilei? 
What was the car? By what means?   
D: Azerɑ bud. 
It was an Azerɑ car. 
M: Mɑshin mɑle ki bud? 
Whose car was it? 
D: Mɑle yeki az dustɑm. 
The car belonged to a friend of mine. 
M: Rɑnande ki bud? 
 Who was the driver? 
D: yeki az dustɑm be nɑme Ahmad Zarrinfard. 
One of my friends was named Ahmad Zarrinfard. 
Alternative questions: They are placed between yes/no and wh-
questions. The addressee is limited to choosing between two or more op-
tions. 
M: Nemiduni mikhɑst bekhare yɑ nakhare? 
Do you know if he wanted to buy or not? 
D: Agar be man gofte budan ghasd kharid dɑshtan hɑlɑ nakhardide dige 
man nemidunam. 
If he had told me he was going to buy it, now, I don't know if he buys it or 
not, 
M: Na be shomɑ goft ghasde kharid daram ya nadaram? 
No. Did he tell you he was going to buy it or not? 
D: Bale goftesh goft mikhɑm….. 
Yes, he said. He said he wanted to 
Yes/no questions: They ask the addressee to agree or disagree with the 
statements made by the speaker. 
M: ɑyɑ shɑhede dargiri Abbas bɑ Masoud va shɑkian budid? 
Did you see Abbas and Massoud clash with the plaintiffs? 
D: Na man nadidam. Man didam kurosh yeki az shakian ro zad. 
No, I didn't see it. I saw Kurosh hit one of the plaintiffs 

Prosodic questions (also called declarative questions): They are declarative 
sentences including question hints that may be intonational. The speaker’s 
point of view represented by a prosodic question. the speaker believes in the 
truth of the proposition in prosodic question. . See Figure 5 for the distribution 
of question types in the data.  

M: shomɑ ke gofti in khanumo hich vaght tu Chamrɑn nadidi. 
You said that you have never seen this lady in Chamrɑn.  
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Did you see Abbas and Massoud clash with the plaintiffs?
D: Na man nadidam. Man didam kurosh yeki az shakian ro zad.
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M: shomɑ ke gofti in khanumo hich vaght tu Chamrɑn nadidi.
You said that you have never seen this lady in Chamrɑn. 

D: Migam dige faghat ye bɑr tu Chamrɑn didamesh, ye chandtɑ massage 
bude…. 
I have told that, I saw her onec in Chamran, it was just a few massage… 

Figure 5 
Distribution of Question Types in Interrogation 

Figure 5 shows that the total number of closed questions is more than the 
open questions. This can be due to the more controlling feature of closed ques-
tions. The question that arises here is: “what makes the interrogator prefer the 
choice of a question form over other question forms?”. The authors believe that 
the reason for preferring a linguistic form over others is determined by the 
pragmatic criterion. According to Gibbons (2003), the interrogator uses prag-
matic strategies which are called person-targeted and idea-targeted. The first 
one triggers personality of the lay people (defendant, witness, plaintiff, etc.), 
and the second one targets their statements and challenges them in court. 

Pragmatic Strategies in Using Question Forms 

Gibbons (2003) makes a distinction between idea-targeted and person-targeted 
pragmatic strategies. As he points out:  

One category consists of tactics that influence or discredit tes-
timony by shaping perceptions of the person giving the testi-
mony, often by enhancing or diminishing their credibility 
('person targeted'). The other category is targeted at the por-
trayal of events itself (`idea targeted'). The boundary between 
these two categories can be fuzzy, and there are times when 
they are entwined, but it can still be useful to ask whether it is 
the message or the messenger that is being supported or un-
dermined (p. 139).  
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Each category consists of some strategies or tactics and illustrates the range 
of linguistic devices used in questioning. 
Person-Targeted Strategy. Status manipulation: Rather than attacking and 
challenging the content of the witness's testimony, this strategy attacks the 
witness's character or personality for two purposes. As Gibbons states, “It may 
serve to portray the witness as in some way unreliable: It is an attack on credi-
bility. Alternatively, particularly if the person subjected to this strategy is the 
plaintiff or defendant, it may render them more worthy of their plight or pun-
ishment, thereby changing the portrayal of events” (p. 140). 

Address forms: Another person-targeted strategy is the tactical use of ad-
dress forms. For example, Bulow-Moller (1991, p. 43) mentions that a photog-
raphy expert is addressed as Mr. Kirk by the prosecution, but as Sergeant Kirk 
by the defence, in order to highlight his status as part of the ‘system’. 

Personal pronouns: Using personal pronouns is a means of closing or in-
creasing communicational (or social) distance between interlocutors in cross-
examination in trials. Brown & Gilman (1960) say the effective use of pronouns 
gives rise to solidarity and inclusiveness or to effect distance and exclusiveness. 
O'Barr (1982, p. 37) suggests that ‘we’ can be used to a jury to appeal to com-
mon values; that ‘you’ can be ambiguous between collective jury and individual 
members, so they may feel personally addressed; and that ‘they’ can be used to 
refer to an unknown or external group, marking them as social outsiders. He 
gives this example of the repeated tactical use of ‘you’. 

Contrast: Drew (1990, 1992), by exploring features of witnesses’ answers 
and lawyers’ (or attorney) questions, describes a technique by which a ques-
tioner (lawyer or attorney) tries to create contrasts between claims made by 
the answerer that seem to make them contradictory and weaken their reliabil-
ity. For example, he notices when conflicting a version of stories or events of-
fered in the questioner’s questions, the answerer can use contrast to refrain 
from giving explicit correction preceded by ‘No’. By suggesting a substitute ver-
sion, the answerer lessens the risks associated with disagreement (Holt & John-
son, 2010). 

Distorting modality and the infallibility trap: This strategy concerns the 
ways that the interrogator (police, attorney, counsel, etc.) tries to take ad-
vantage of modality in addressee’s claims. As Gibbons (2003) points out, it may 
involve attempting to force a witness (defendant) to express certainty about 
something that is best left modalized (e.g. 'Please answer yes or no'), or else the 
witness's modalizations may be distorted as vagueness or full uncertainty. Bu-
low-Moller (1991, p. 55) says, “The witness can be made to appear evasive, un-
sure, or ... ludicrously over-confident,” which is called the ‘infallibility trap’. 

Accommodation: In general, it deals with changes that people impose upon 
their language to be more like their addressee’s language. As Giles and 
Powesland (1975) state accommodation makes people language more like that 
of an interlocutor in order to reduce social distance, or make their language less 
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similar in order to increase social distance. This may involve a change in style 
or accent, or a switch to another language (Gibbons, 2003).  

Turn taking: Levinson (1992, p. 86) defines turn taking as follows, “Allocat-
ing fixed questioner/answerer roles shapes a turn-taking system that permits 
the questioner to take the control of interaction during cross-examination in 
trial”. Kryk-Kastovsky (2000) considers turn-taking as a feature of ‘orality’ 
which is closely related to spoken language as responding to the interlocutor, 
power relations, and the use of performatives and discourse markers. She in-
vestigates the turn-taking tactics used by the two groups of interlocutors in 
trial discourse who confronted with each other on opposite sides of the bar, 
what she calls the ‘interrogators’ (who normally control the turn-taking) and 
the ‘interrogated’.  

Exploiting bias: Gibbons (2003) gives no complete or exact definition (or 
any documentation) of this strategy. All he states is “I have observed counsel 
deliberately exploiting the cultural and ethnic biases of jurors” (p. 172). 
Idea-Targeted Strategy. Vocabulary choice: Heffer (2005) believes strategic 
choice of words plays an important role during interrogation because the effect 
of guilt or innocence constructs gradually through ongoing clause-internal 
evaluation is powered by the technical use of words. Loftus (1979, p. 74) claims 
that even small differences in wording can affect the meaning or content of an-
swers, and also the memory of events. She says the exact questions asked dur-
ing the interrogatory are central, since small changes in their wording can re-
sult in different narrations of events or answers. Follow this point, Danet 
(1980) explains how, in a manslaughter trial, the opponent side construct an 
alternative version of the same reality; an unborn child was referred to as ‘fe-
tus’ and ‘embryo’ (detached medical terms) by the defence, and as a baby boy 
(emphasizing the potential future life) by the prosecution. Gibbons (2003) be-
lieves that this is because the death of a fetus is less likely to worth a verdict of 
manslaughter than the death of a baby, so by the use of vocabulary, the same 
act was depicted as a not punishable offence by a word choice. 

Hedging: Many researches (e.g. Jacquemet, 1996; O'Barr, 1982) consider 
hedging (such as: maybe, allegedly, apparently, almost, approximately, about, 
conceivably, generally, arguably, likely, etc.) as a feature of the language of 
doubt or uncertainty. Heffer (2010) also states that a weak answerer, unlike 
powerful ones, uses some features in his/ her speech that represents an unreli-
able witness. These features include hedging, hesitation, intensification, etc. 

Repetition: O’Barr (1982, p. 36) confirms the usefulness of using repetition 
to emphasize on something in speech but he also points out that it should be 
used with care. Questioners (lawyer, attorney, counsel, etc.) may repeat their 
own questions for different purposes. Maley & Fahey (1991) give a number of 
examples of hostile counsel repeating questions, and they suggest that the pur-
pose is to make some incongruity between replies to the same question which 
can then be used to distrust the answerer. It can also serve to put pressure on 
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the answerer and underscore the counsel's mistrust of the answer (Gibbons, 
2003). 

Reformulation: This strategy normally is used by questioners (lawyer, mag-
istrate, attorney, etc.) to sum up, giving a ‘gist’ or ‘upshot’ of what was said. 
Gibbons (2003, p. 175) says, “sometimes, the reformulation is flagged by the 
use of linguistic signals such as: in other words; so, it is true to say that; so, 
you're saying that”; and the markers demanding for more clarity in replies. 
Watson (1990) also describes ‘so’ as a reliable device used by the police or any 
questioner to reformulate the ‘gist’ of an addressee’s previous long replies or 
narration of events. 

Reformulation as a speech act label: This strategy explains a situation in 
which witness's statement is reformulated by means of a speech act label (lied). 
For example, when the questioner reformulate his/ her question as follows: 
‘Are you suggesting that the expert witness lied to the court?’ where a witness 
had queried the accuracy of an expert testimony. Here the reformulation with 
‘lied’ puts the witness in a difficult spot said by Gibbons (2003). Gibbons also 
states that using a speech act label in reformulating questions (by questioner) 
casts doubt on the credibility of the witness's testimony. 

Presuppositions: Presupposition is a well-known and well-defined topic in 
semantics. Lambrecht (1994) gives the following definition of pragmatic pre-
supposition:  

The set of propositions lexicogrammatically evoked in an utterance which 
the speaker assumes the hearer already knows or believes or is ready to take 
for granted at the time of speech (p. 52). 

Gibbons (2003) believes using presupposition as a tactic has the potential to 
confuse witnesses and misguide hearers by inserting as given content some-
thing that is new or disputed. While many researches (e.g. Archer, 2005; Wood-
bury, 1984) consider yes-no questions as the most controlling, Ehrlich (2010) 
states questions with presuppositions more controlling than yes-no questions. 
She clarifies the contrast between the questions with and without presupposi-
tions in (2) and (3) (from less “controlling” to more “controlling”). 

(2) Yes/No questions without presuppositions, for example; she had argued
with you, didn’t she? 

Example (2) presupposes that the addressee had argued with some woman. 
(3) Yes/No questions with presuppositions, for example; when she had ar-

gued with you, she said something to you, didn’t she? 
Example (3) presupposes that the addressee had argued with a woman. 
Natural narrative structure: O'Barr (1982) considers narrative versus frag-

mented testimony as a linguistic variable (as they are aspects of the power of 
speech style in the courtroom) in his study on “law and social control”. He ar-
gues that answers which are narrative are more convincing than fragmented 
ones. And to keep high control over answerer during cross-examination, s/he 
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should have more opportunity to give longer narrative version of their testi-
mony and as Gibbons (2003, p. 123) says, “Lawyers follow natural narrative 
structure to help the jury follow the `story' - in other words they use a story-like 
structure, particularly in summing up after testimony, in order to naturalize 
their version of events”. Sometime after giving a strong or complicated narra-
tive (by the witness or lawyer), the questioner (as opposed lawyer, attorney, 
etc.) may narrow down it to short phrases and use unnatural narrative orders 
to elicit inconsistent answers from hostile witnesses by disrupting their sche-
mas and prepared stories. The lawyer may also use a series of questions which 
limit the response (usually yes-no questions) to accumulate a portrayal of 
events that is not that of the witness, yet which the witness is not given the op-
portunity to challenge. 

Negative suggestions: This tactic is used when a witness is hostile and reluc-
tant to tell the truth. In this situation, the questioner asks the reverse of what 
s/he wishes to discover. For example, if you want him/ her to say it was dark 
when the murder took place, ask him/ her if it was not true that it was light 
when the murder took place. S/ he is apt to say, "No, it was dark." 

Three-part structures: On studying the techniques that the questioner may 
use in trying to challenge the answerer’s version of events, Drew (1990) sug-
gests ‘three part structure’ strategy. As he states, this tactic is the use of a three-
part list to describe scene setting component or interlocutors in events, and 
gives the following example: 

C: Mr R. had the audacity to stand up here and tell you about the most seri-
ous crime in Florida, in the United States, and in the Bible, the Bible which says 
THOU SHALT NOT KILL! 

Gibbons (2003, p. 125) also considers ‘Three-part structures’ as a device 
which is used to cast doubt on exactness of statements: 

C: all right, what speed did your speedometer register? 
W: it was thirty-five 
C: Exactly 35?  
W: That’s right 
C: Not 36 or 34? 

Evaluative third parts: Sinclair & Coulthard (1975) suggest that questioning 
is not merely a two-part ‘question-reply’ structure, but there is a third part in 
which the questioner normally evaluates the reply. The evaluation can be 
speaker-argeted ('good girl') or idea-targeted ('that's right'). Berry (1981) has 
also pointed out that such third parts are frequently found in situations of une-
qual power (such as doctor-patient consultations and business meetings). In 
such contexts, evaluation is usually idea targeted, since the evaluation of adults 
may lead to a face-threatening action. 

Timing of speech rhythm and pace, interruption, silence: O'Barr (1982) ar-
gues that some features of speech as rhythm and pace, interruption, and silence 
can play an important role during the trial process. He proposes the following 
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techniques of timing of speech for both lawyer and witness as follows (Table 1). 
O'Barr focuses on meaning and interpretation of silence in adversarial dis-
course. He points that silence can be investigated according to some aspects; 
the first one deals with legitimate feature of silence which is the right to stay 
silent, the result of avoiding to obey the usual rules regarding silence in courts, 
and the matter of "silencing" the official record. The second one considers the 
focus shifts to the interactional level. For example, the interaction between the 
lawyer and the witness includes several types of silence that differ in terms of 
results. Finally, the means of resolving the uncertainty of silence and the strate-
gies for attempting to manage its interpretation in the courtroom conflict needs 
to be investigated. 

Interruption: Tt refers to the situation when the questioner interrupts the 
answerer’s talk. (In the following example the sign  represents the interrup-
tion)   

M: In tika ro motvaje nashodam, che jur umad tuye khune filmhɑye arusie 
to ro dozdid? 
I didn’t understand this part, how did he come to the house and steal 
your wedding videos? 
D: Vaghti klas budam, rafte budam klas vase gavahiname  
When I was in class, I had gone to class for driver’s license  
M: Khob chetor umade dakhel? 
Well, how he came in? 
 

Results and Discussion 
In the present section, an extract of each cases will be analyzed: 
Case 1. 
1 M: In khɑnum ro az kojɑ mishnɑsi? 
How do you know this lady? 
2 D: Man in khɑnumo nemishnɑsam, mavadforush nabudam, hich jorme 
kerifari nadɑram. 
I don't know this lady. I wasn't a drug dealer. I don't have any criminal 
offenses. 
3 M: Pas gofti in khɑnumo nemishnɑsi? 
So you said you don't know this lady? 
4 D: na 
No 
5 M: Serie ghabl ke gofti mishnɑsamesh. 
But last time you said that you know her. 
6 D: Na aslan 
Not at all 
7 M: Gofti un moghe kenɑr daste man neshaste bud. 
You said she was sitting next to me at the time  
8 D: Man unjɑ neshaste budam goftam behetun, unja neshaste budam 
nemishnasamesh, bɑ ham sohbat kardim. 
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techniques of timing of speech for both lawyer and witness as follows (Table 1). 
O'Barr focuses on meaning and interpretation of silence in adversarial dis-
course. He points that silence can be investigated according to some aspects;
the first one deals with legitimate feature of silence which is the right to stay
silent, the result of avoiding to obey the usual rules regarding silence in courts, 
and the matter of "silencing" the official record. The second one considers the
focus shifts to the interactional level. For example, the interaction between the
lawyer and the witness includes several types of silence that differ in terms of 
results. Finally, the means of resolving the uncertainty of silence and the strate-
gies for attempting to manage its interpretation in the courtroom conflict needs
to be investigated.

Interruption: Tt refers to the situation when the questioner interrupts the
answerer’s talk. (In the following example the sign  represents the interrup-
tion)

M: In tika ro motvaje nashodam, che jur umad tuye khune filmhɑye arusie 
to ro dozdid?
I didn’t understand this part, how did he come to the house and steal
your wedding videos?
D: Vaghti klas budam, rafte budam klas vase gavahiname 
When I was in class, I had gone to class for driver’s license 
M: Khob chetor umade dakhel?
Well, how he came in?

Results and Discussion
In the present section, an extract of each cases will be analyzed:
Case 1.
1 M: In khɑnum ro az kojɑ mishnɑsi?
How do you know this lady?
2 D: Man in khɑnumo nemishnɑsam, mavadforush nabudam, hich jorme 
kerifari nadɑram.
I don't know this lady. I wasn't a drug dealer. I don't have any criminal
offenses.
3 M: Pas gofti in khɑnumo nemishnɑsi?
So you said you don't know this lady?
4 D: na
No
5 M: Serie ghabl ke gofti mishnɑsamesh.
But last time you said that you know her.
6 D: Na aslan
Not at all
7 M: Gofti un moghe kenɑr daste man neshaste bud.
You said she was sitting next to me at the time
8 D: Man unjɑ neshaste budam goftam behetun, unja neshaste budam
nemishnasamesh, bɑ ham sohbat kardim.

I was sitting there and I told you I was sitting there, I don't know her, we 
talked 
9 M: Yaani tu Chamrɑn kenɑr daste to nashaste bud? 
You mean she wasn’t sitting beside you in Chamrɑn?  
10 D: Jɑn? 
What? 
11 M: Tu Chamrɑn kenar daste to nashaste bud? 
Wasn’t she sitting beside you in Chamrɑn? 
12 D: Cherɑ, kenɑre ham ru nimkat neshaste udim hata tu hamun komite 
akhlaghi ham goftan ke mɑ ro be khɑtere hichi…. 
Yes, we were sitting on the bench next to each other. Even in that ethics 
committee, they said to us that it wasn’t for ethical issues.  
13 M: Shomɑre shomɑ ro az koja ovorde? 
Where did she get your number?  
14 D: Shomɑre man ro az koja ɑvarde? Yɑdam nemyɑd bɑ ham dige hɑlɑ 
dar hade sms dust budim. 
Where did she get my number? I don’t remember, we were just about 
pen pal.  
15 M: Shomɑrato az kojɑ ɑvarde? 
Where did she get your number?  
16 D: Shomɑramo…. khodam behesh dɑdam…ɑre khodam behesh dɑdam. 
My number…. I gave it to her, yes, I gave it to her 
17 M: Shomɑ ke gofti in khanumo nemishnɑsi. 
You said you didn't know this lady 
18 M: Koja (shomɑre dɑdi)? 
Where (did you give your number to her)? 
19 D: khiabune Qodusi …hamun varɑ. 
Qodusi street …just around there. 
20 M: shomɑ ke gofti in khanumo hich vaght tu Chamrɑn nadidi. 
You said that you have never seen this lady in Chamrɑn.  

Case (1) is about a man and a woman who have been arrested for buying 
and selling drugs. During the initial interrogation, the woman confessed that 
the drugs belonged to her and the man was released. But after a day in deten-
tion, she confessed that the drugs belonged to the man. During interrogation in 
magistrate court, the man did not admit that he knew the woman, and the mag-
istrate tried to make him tell the truth. The magistrate tries to target the de-
fendant's statements and challenge their correctness. In (1), the magistrate 
asks a question which is a broad wh-question (How do you know this lady?). 
This question has a presupposition in it that the defendant already knew the 
lady, but the defendant doesn’t give an expected answer and the magistrate has 
to repeat his question. In this type of question which is called “repeating ques-
tion”, the interrogator deliberately tries to use the defendant's words and 
phrases in the form of quoting himself (So you said you don't know this lady). 
These questions mostly begin with “pas/so” and “gofti/you said”. Holt & John-
son (2006) mention four frequent features of repeating questions: 1) They are 
usually prefaced by “so”; 2) Their structure is not like a question form (gram-
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matically); 3) They repeat elements of the answerer’s statements and normally 
bring several elements together; 4) They ask for confirmation.  

The magistrate uses declarative forms (the last time you said that I know 
her/ You said she was sitting next to me at the time) in lines (5) and (7), respec-
tively, and contrasts the defendant's previous statements with his current 
statements to reveal the contradiction between his statements and represents 
some quotes from the defendant himself which have been recorded. He then, in 
lines (9) and (11), uses the presupposition tactic and asks yes/no questions 
which include a presupposition (didn’t she sit beside you in Chamrɑn?) that 
makes it difficult for the defendant to deny it (being in Chamrɑn street), and in 
response, the defendant admits that he was sitting on a bench next to the wom-
an. Questions with presuppositions are very controlling and Ehrlich (2010) 
considers them as more controlling than yes-no questions, suggesting that they 
cannot be easily denied by the addressee.  

In line (13), the magistrate asks a narrow wh-question (Where did she get 
your number?) but the defendant doesn’t give an appropriate answer and in line 
(15), the magistrate asks the question again. This kind of repeating question 
without any change in its form shows the questioner’s insistence on what s/he 
wants to get and it has a high rate of coercion and forces the defendant to pro-
vide a clear answer. 

The magistrate also uses strategies that target the defendant's personality. 
For example, the alternative use of the personal pronouns “to (second person, 
singular)” and “shoma (second person, plural)” can be mentioned. This distinc-
tion is corresponding to tu/vous in French respectively. It seems that by using 
the personal pronoun “shoma”, the magistrate aims to create a distance be-
tween himself and the defendant along with a serious tone and formal style, 
and when he recognizes that he can achieve more information by reducing the 
distance, his tone will be more intimate and his style will be more informal and 
also uses the second person singular pronoun “to”. Also, in the last line (20), the 
magistrate, using the contrast tactic, contrasts the defendant's previous state-
ments with his current statements and implicitly portrays him as a liar and his 
statements as unreliable. 

21 M: Tu resturan chi shod? Chi goftin? 
What happened in restaurant? What did you talk about? 
22 D: Tu resturan boroshuri ke dashtamo taghdimeshun kardam vase 
moshakhasat mashin, emkanatesh  inke har soali ke dashte bashin…  
At the restaurant, I presented the brochure I had for the car's specifica-
tions, its features or any question you have…. 
23 M: Hɑlɑ khodɑvakili nɑhɑretuno khordin tamum shod raft? Doroste? 
Hich etefɑghe digei naioftɑd? 
Now, honest to God, you ate lunch and it was over, but nothing else hap-
pened? 
24 D: Na 
No  
25 M: Goft mikhɑm shabihe mɑshine khodet bekharam? 
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matically); 3) They repeat elements of the answerer’s statements and normally
bring several elements together; 4) They ask for confirmation. 

The magistrate uses declarative forms (the last time you said that I know
her/ You said she was sitting next to me at the time) in lines (5) and (7), respec-
tively, and contrasts the defendant's previous statements with his current 
statements to reveal the contradiction between his statements and represents
some quotes from the defendant himself which have been recorded. He then, in 
lines (9) and (11), uses the presupposition tactic and asks yes/no questions
which include a presupposition (didn’t she sit beside you in Chamrɑn?) that 
makes it difficult for the defendant to deny it (being in Chamrɑn street), and in
response, the defendant admits that he was sitting on a bench next to the wom-
an. Questions with presuppositions are very controlling and Ehrlich (2010)
considers them as more controlling than yes-no questions, suggesting that they 
cannot be easily denied by the addressee. 

In line (13), the magistrate asks a narrow wh-question (Where did she get
your number?) but the defendant doesn’t give an appropriate answer and in line
(15), the magistrate asks the question again. This kind of repeating question
without any change in its form shows the questioner’s insistence on what s/he
wants to get and it has a high rate of coercion and forces the defendant to pro-
vide a clear answer.

The magistrate also uses strategies that target the defendant's personality. 
For example, the alternative use of the personal pronouns “to (second person, 
singular)” and “shoma (second person, plural)” can be mentioned. This distinc-
tion is corresponding to tu/vous in French respectively. It seems that by using 
the personal pronoun “shoma”, the magistrate aims to create a distance be-
tween himself and the defendant along with a serious tone and formal style, 
and when he recognizes that he can achieve more information by reducing the
distance, his tone will be more intimate and his style will be more informal and 
also uses the second person singular pronoun “to”. Also, in the last line (20), the
magistrate, using the contrast tactic, contrasts the defendant's previous state-
ments with his current statements and implicitly portrays him as a liar and his
statements as unreliable.

21 M: Tu resturan chi shod? Chi goftin?
What happened in restaurant? What did you talk about?
22 D: Tu resturan boroshuri ke dashtamo taghdimeshun kardam vase 
moshakhasat mashin, emkanatesh inke har soali ke dashte bashin…
At the restaurant, I presented the brochure I had for the car's specifica-
tions, its features or any question you have….
23 M: Hɑlɑ khodɑvakili nɑhɑretuno khordin tamum shod raft? Doroste?
Hich etefɑghe digei naioftɑd?
Now, honest to God, you ate lunch and it was over, but nothing else hap-
pened?
24 D: Na
No 
25 M: Goft mikhɑm shabihe mɑshine khodet bekharam?

Did he say I want to buy something like your car? 
26 D: Nemidunam mikhɑst bekhare yɑ nakhare, goft man a mɑshin 
khosham umade, dige man borushuro beheshun dɑdam, dige man nemidu-
nam.  
I don't know if he wanted to buy or not. He said he liked the car. I gave 
him the brochure. I don't know anymore. 
27 M: Nemiduni mikhɑst bekhare yɑ nakhare? 
Don't you know if he wanted to buy or not? 
28 D: Agar be man gofte budan ghasd kharid dɑshtan hɑlɑ nakhardide di-
ge man nemidunam. 
If he had told me he was going to buy it, he wouldn't have bought it now, 
I don't know 
29 M: Na be shomɑ goft ghasde kharid daram ya nadaram? 
No. he told you I was going to buy it or not? 
30 D: Bale goftesh goft mikhɑm man tahiye konam che jurie? Emkɑnɑtesh 
che jurie? Ye khurde tozih dɑdam un chizi ke  
Yes, he said. He said he wanted to prepare. What are its features? I ex-
plained something. That's what…. 
31 M: Nagoft mifrushi mɑshine khodet ro ya na? 
Didn't he say do you sell your car or not? 
32 D: Na, chon agar ham migoftan man ghasde forush nadɑshtam. 
Not because if he said so I did not intend to sell 
33 M: Ensɑfan to jɑye man budi in harfhɑro bɑvar mikardi? 
Honestly, if you were in my place, did you believe these words? 

Case (2) concerns a young man accused of fraud. In line (21), the magistrate 
uses a broad wh-question form (What happened in restaurant? What did you 
talk about?), which is the least controlling, to elicit new information from the 
defendant and gives him the opportunity to narrate the event naturally in re-
sponse in line (22). The interrogator, who does not get the answer (he expects) 
from the defendant's narration, selects the forms of the questions that have a 
more controlling level, and therefore, more coercion on responding. In lines 
(25), (27) and (31), the magistrate uses the yes/no questions (Don't you know…, 
Did he say…, Didn't he…), in line (29) he uses alternative questions (He told you I 
was going to buy it or not?) that forces the defendant to choose one from among 
two possible variables. Such questions which limit the answer to a particular 
one are called “leading questions”. As Archer (2005, p. 79) states, “trial manuals 
commonly refer to the most coercive question-types as ‘leading questions’, be-
cause of their characteristic of presupposing and/or trying to ‘lead’ the re-
spondent to a particular answer.” The magistrate, by using leading questions, 
tries to lead the defendant to confess that he had offered his car to the plaintiff.  

The magistrate also uses some tactics which target the defendant’s person-
ality like “accommodation”. In lines (23) and (33), he uses words (like 
Khodɑvakili/honest to God and ensɑfan/ honestly) that make an intimate rela-
tion between both the magistrate and the defendant. Using such words or ex-
pressions helps reducing the distance between both interlocutors. Along with 
lexical choice, the magistrate also changes his formal style to an intimate/ in-
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formal style (Honestly, if you were in my place, did you believe these words?) to 
get more information from the addressee.  

34 D: Khodɑ midune be Abalfazl dorughi nadɑrim aghaye ghazi, vɑllɑ be 
Abalfazl….man sarparast khunevɑde ham hastam. Ye Eshtebahi karadam, 
khatɑei kardam, ye nafahmi kardam. 
God knows, I swear to Abalfazl, we are not lying, Mr. Judge, I swear to Al-
lah…swear to Abalfazl, we are also the head of the family. We made a 
mistake, we made a mistake, we misunderstood 
35 M: Bɑ Xɑntiɑ budi, doroste?  
You were with a Xanita, is that right?  
36 D: Bale. 
Yes. 
37 M: Tu Postchi? 
(you were) in Postchi?  
38 D: Bale. 
Yes. 
39 M: Khob!  
Aha (go on tell me the rest) 
4o D:……..(silence)…… 
41 M: Bɑ Xantia sefid budi tu Postchi che etefaghi oftɑd?  
Well, what happened in the Postchi when you went there with Xantia? 
42 D: Hich etefɑghi naioftɑd. Mɑ vɑysɑde budim hamunjɑ kenɑr khiɑbun 
ishun umadan savɑr shodan. 
Nothing happened, we stopped there, we stopped on the side of the road 
when she came to ride. 
43 M: Khob! 
Aha (go on tell me the rest). 
44 D: Gushisho dar ɑvord neshune man dɑd, goft age bɑvar nemikoni 
negɑh kon tɑze ezdevɑj kardam moteahel hastam. Goftam khob boro be 
salɑmat. Be khoda aslan man  
She showed me her cellphone and said, "If you don't believe me, look, I'm 
just married. I'm married." And I said ok, go well. I swear to God I never 
45 M: Hamin? 
(just) this? 
46 D: Khoda shahede. 
God is the witness. 
47 M: Tu mashine zɑntiɑ sefid neshaste bud va goft biɑ tu Postchi. Vaghti 
dare aghabo bɑz kardam umad savɑr shod. Goft harkat kon. Man goftam 
ɑghɑ lotfan harkat nakon. 
 (The magistrate reads from the plaintiff's words) He sat down in the 
white Xantia and said, "Come to the Postchi. When I opened the back 
door, he got on." He said, "Move." I said, sir, please don't move. 
48 D: Be Abolfal az unja tekun nakhordim, khodehsun 
I swear to Abalfazl I didn't move from there, she herself 
49 M: Pas cherɑ in khanum shakit shode? 
So why has this lady filed a lawsuit against you? 
50 D: …..(silence)…… 
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formal style (Honestly, if you were in my place, did you believe these words?) to 
get more information from the addressee. 

34 D: Khodɑ midune be Abalfazl dorughi nadɑrim aghaye ghazi, vɑllɑ be 
Abalfazl….man sarparast khunevɑde ham hastam. Ye Eshtebahi karadam,
khatɑei kardam, ye nafahmi kardam.
God knows, I swear to Abalfazl, we are not lying, Mr. Judge, I swear to Al-
lah…swear to Abalfazl, we are also the head of the family. We made a
mistake, we made a mistake, we misunderstood
35 M: Bɑ Xɑntiɑ budi, doroste?
You were with a Xanita, is that right?
36 D: Bale.
Yes.
37 M: Tu Postchi?
(you were) in Postchi?
38 D: Bale.
Yes.
39 M: Khob!
Aha (go on tell me the rest)
4o D:……..(silence)……
41 M: Bɑ Xantia sefid budi tu Postchi che etefaghi oftɑd?
Well, what happened in the Postchi when you went there with Xantia?
42 D: Hich etefɑghi naioftɑd. Mɑ vɑysɑde budim hamunjɑ kenɑr khiɑbun
ishun umadan savɑr shodan.
Nothing happened, we stopped there, we stopped on the side of the road 
when she came to ride.
43 M: Khob!
Aha (go on tell me the rest).
44 D: Gushisho dar ɑvord neshune man dɑd, goft age bɑvar nemikoni
negɑh kon tɑze ezdevɑj kardam moteahel hastam. Goftam khob boro be 
salɑmat. Be khoda aslan man
She showed me her cellphone and said, "If you don't believe me, look, I'm 
just married. I'm married." And I said ok, go well. I swear to God I never
45 M: Hamin?
(just) this?
46 D: Khoda shahede.
God is the witness.
47 M: Tu mashine zɑntiɑ sefid neshaste bud va goft biɑ tu Postchi. Vaghti
dare aghabo bɑz kardam umad savɑr shod. Goft harkat kon. Man goftam
ɑghɑ lotfan harkat nakon.
(The magistrate reads from the plaintiff's words) He sat down in the
white Xantia and said, "Come to the Postchi. When I opened the back
door, he got on." He said, "Move." I said, sir, please don't move.
48 D: Be Abolfal az unja tekun nakhordim, khodehsun
I swear to Abalfazl I didn't move from there, she herself
49 M: Pas cherɑ in khanum shakit shode?
So why has this lady filed a lawsuit against you?
50 D: …..(silence)……

Case (3) concerns a man accused of harassing a woman in his car. In this 
short piece, which is selected from the interrogation process of the accused, 
there are some points that can be discussed. First, the defendant mostly swears 
(I swear to God, I swear to Abalfazl1), and it can be considered as a kind of 
hedge which is a feature of the language of uncertainty. He also has hesitation 
in lines (40) and (50) during the interrogation. Having hesitation and stating 
everything under oath portrays the speaker as a person who is lying and his 
statement unreliable.  

The magistrate also uses the “evaluative third parts” strategy that is used in 
legal settings to support or challenge answers to questions. He states 
“khob/right” in lines (43) and (39) to evaluate the reply and encourages the 
addressee to tell the rest of the story. In lines (48) and (44), the magistrate in-
terrupts (the sign  represents the interruption) the defendant because he (the 
defendant) avoids an explicit answer or raises irrelevant issues, so the magis-
trate interrupts the defendant and directly questions him in order to address 
the core of the matter. The interesting thing about the interruption of words in 
all cases is that the magistrate is the only one who is allowed to interrupt the 
audience, and the opposite is not the case. And that could be because, in legal 
settings, turns are pre-allocated and the duty and the kind of activity that every 
interlocutor has to do in their turns is prearranged. For instance, the interroga-
tor’s function is asking question and managing the interaction and the role of 
the answerer is to respond. 

51 M: ɑyɑ rɑhzani rɑ ghaul dɑrid? 
Do you confess to banditry? 
52 D: Na man faghat ye serghat kardam. 
No, I just stole. 
53 M: Kojɑ etefagh oftɑd? 
Where did it happen? 
54 D: Kamarbandi Abɑdeh. 
Abadeh ring road. 
55 M: ɑyɑ kamarandi Abɑdeh rɑh nist? 
Ring road isn’t a (kind of) road? 
56 D: Doroste vali man ghasde rɑhzani nadɑshtam. 
That's right, but I didn't mean to bandit 
57 M: ɑyɑ kife talɑ va javɑherɑt mosɑferin rɑ be serghat nabordid? 
Didn't you steal the passengers' gold and jewelry bags? 
58 D: Serghat bude 
It was a robbery 
59 M: ɑyɑ serghat dar nime shab etefagh naioftade? 
Didn't the robbery happen in the middle of the night? 
60 D: Bale. 
Yes. 
61 M: ɑyɑ majmue raftɑr va eghdɑmɑte shomɑ rɑhanie shabɑne dar jɑde 
hamrɑh bɑ azyat va ɑzɑr nabude? 

1 He was a son of Ali (who was the first Shia Imam) and he is a holy person. 
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Weren't all your behavior and actions a night robbery on the road with 
harassment? 
62D:  Man kasi ro azyat nakardam. Man nemidunam rɑhani chie. Man 
faghat serghat kardam, rɑhani nakardam. 
I didn't bother anyone. I don't know what banditry is. I just stole, I didn't 
bandit. 

Case (4) concerns a man accused of banditry. The magistrate uses the word 
"banditry" to describe a crime committed by a defendant in line (51) (Do you 
confess to banditry?), which carries a heavier penalty in comparison with rob-
bery. However, the defendant refused to admit the crime and claimed that what 
he had done was a simple robbery and not a banditry. So the magistrate uses 
“negative suggestions” strategy in the form of leading question (yes/no ques-
tions) in lines 55, 57, 59, and 61 to lead the responses of defendant to a point 
that he accept the banditry. The questioner asks the reverse of what he wishes 
to discover and uses negative verbs like isn’t or  didn’t. Using yes/ no questions, 
especially in negative forms, makes it difficult for the defendant to deny the 
truth. 

Conclusion 
The present paper demonstrated how language is used as a tool to provide a 
specific version of events because all the interlocutors in a trial (judge, attor-
ney, lawyer, defendant, witness, etc.) have a specific version of the event. Test-
ing or challenging such versions of the event is the goal of court hearing and 
that goal is achieved through questioning. Thus, having proficiency in question 
designing plays an important role for the questioner to manage questions so 
that particular responses are recieved from the addressee. In the present study, 
an attempt was made to investigate the reason for choosing a linguistic form, 
specifically one question form, among other forms. The results suggest that the 
interrogator generally uses “leading questions”, i.e. closed questions (alterna-
tive questions, yes / no questions, declarative questions, tag questions) which 
coerce or constrain the answer in disputing in thelegal process and force the 
defendant to choose between the interrogator's chosen options. In contrast, 
when the interrogator recognizes that the natural narration of the story of the 
event is needed, he uses open questions (wh-questions, which generally seek 
for information from the addressee) that put less pressure on the addressee 
and let s/he narrate without any interruption. The important point about 
choosing the type of question is that this choice is influenced by pragmatic fac-
tors. The relationship between the two structural and pragmatic aspects of 
questions is captured through person-targeted and idea-targeted pragmatic 
strategies. The first one triggers the addressee’s character and the other con-
siders the addressee’s statements and challenges them by using strategies like 
presupposition, contrast, reformulation, etc. 
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and let s/he narrate without any interruption. The important point about 
choosing the type of question is that this choice is influenced by pragmatic fac-
tors. The relationship between the two structural and pragmatic aspects of 
questions is captured through person-targeted and idea-targeted pragmatic
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Abstract 
Vocabulary knowledge has a significant role in communication. There-
fore, a plethora of research has investigated the effect of various factors 
on the acquisition of L2 vocabulary. This empirical study aimed to exam-
ine the predictions of Laufer and Hulstijn’s (2001) involvement load hy-
pothesis (ILH) by considering the impact of task type and involvement 
index on Iranian EFL learners’ incidental vocabulary learning. The ILH 
predicts that tasks with the same involvement load should lead to equal 
vocabulary gains. To this end, forty-five upper-intermediate learners 
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were given one of four different tasks with the same involvement index 
(i.e., reading comprehension plus dictionary use, cloze-exercise plus dic-
tionary use, inferencing, and sentence writing plus meanings of target 
words in L1 + L2). Participants’ receptive and productive knowledge of 
target words were tested immediately after fulfilling the tasks and three 
weeks later. Mixed-plot ANOVAs were run to compare the performance of 
the participants on the tasks. The results revealed that, contrary to the 
theory’s predictions, the performance of the learners on the four tasks 
was significantly different although the tasks had the same involvement 
indices. The results suggest that depth of processing and involvement are 
important factors in vocabulary learning. However, it also seems that the 
relative importance of the components of involvement might require 
reconsideration.  

Keywords: incidental vocabulary learning, involvement load hypothe-
sis, depth of processing, task, second language acquisition 

Introduction 
Learning second language (L2) vocabulary is normally considered as a critical 
aspect of language learning. Many researchers (e.g., Laufer, 1993; Nation, 2001; 
Schmitt, 2008) believe that a word is the basic unit of language learning. Alt-
hough the best means of achieving effective vocabulary learning is still un-
known, attempts have been made to explore ways of improving students’ vo-
cabulary knowledge. One of the most-influential hypotheses has been Laufer 
and Hulstijn’s (2001) involvement load hypothesis (ILH). 

According to Laufer and Hulstijn (2001), vocabulary learning and retention 
is dependent on involvement load that includes three components: need (N), 
search (S), and evaluation (E). The theory claims that the load of a task is the 
sum of the prominence degrees of these three components. Consequently, tasks 
with higher degree of the involvement index are more effective on vocabulary 
learning and retention compared to tasks with lower load (Laufer & Hulstijn, 
2001).  

This study attempts to test the predictions of the ILH. There were two main 
purposes behind the present study. The first objective was to see whether the 
same involvement index, regardless of the type of task, leads to equal vocabu-
lary gains. Second, whether different task types with similar involvement indi-
ces but different distribution of components have equal impact on word learn-
ing and retention of Iranian EFL learners.  

Review of Literature 
Explanations have been offered in the literature as to why more engagement 
with new vocabulary items lead to higher vocabulary learning and retention. 
Craik and Lockhart (1972) offered the depth of processing hypothesis (DOP). 
They argued that the chances of a new word to be stored in the long-term 
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hough the best means of achieving effective vocabulary learning is still un-
known, attempts have been made to explore ways of improving students’ vo-
cabulary knowledge. One of the most-influential hypotheses has been Laufer
and Hulstijn’s (2001) involvement load hypothesis (ILH).

According to Laufer and Hulstijn (2001), vocabulary learning and retention
is dependent on involvement load that includes three components: need (N),
search (S), and evaluation (E). The theory claims that the load of a task is the
sum of the prominence degrees of these three components. Consequently, tasks 
with higher degree of the involvement index are more effective on vocabulary 
learning and retention compared to tasks with lower load (Laufer & Hulstijn,
2001). 

This study attempts to test the predictions of the ILH. There were two main
purposes behind the present study. The first objective was to see whether the
same involvement index, regardless of the type of task, leads to equal vocabu-
lary gains. Second, whether different task types with similar involvement indi-
ces but different distribution of components have equal impact on word learn-
ing and retention of Iranian EFL learners. 

Review of Literature
Explanations have been offered in the literature as to why more engagement 
with new vocabulary items lead to higher vocabulary learning and retention. 
Craik and Lockhart (1972) offered the depth of processing hypothesis (DOP). 
They argued that the chances of a new word to be stored in the long-term 

memory are increased by the degree of learners’ attention and the amount of 
deep processing of that word. It means that deeper processing of a vocabulary 
item will lead to better learning and retention of that item.  

According to the DOP theory, a deeper level of processing entails strong and 
detailed attention, encoding, elaboration, storing, and retrieving the infor-
mation. Although almost all researchers agree with the DOP, the theory has 
been criticized by some researchers (e.g., Baddeley, 1978; Eysenck, 1978; Nel-
son, 1977). According to the critics, the problem lies in the meaning of the level 
of processing, and the ability to distinguish between the higher and lower levels 
of processing. The two major disadvantages of the DOP and the necessity of 
offering an operational definition of different levels of mental processing led 
Laufer and Hulstijn (2001) to introduce the ILH. Laufer and Hulstijn accept the 
importance of the level of processing. However, they assert that by operational-
izing the cognitive notions they will be able to omit the weaknesses of the DOP. 
Based on the ILH, it is possible to predict the degree of involvement load of 
each task by considering three factors: need, search, and evaluation.  

Need is a motivational component. “Need is concerned with the need to 
achieve” (Laufer & Hulstijn, 2001, p. 14). It is active when completion of a task 
is required and can come in two degrees: moderate + (1) or strong ++ (2). Need 
is moderate when an authority like a teacher asks students to complete a task, 
use a word in a sentence, or write a composition by targeted vocabularies (ex-
trinsic motivation). On the other hand, need is considered to be strong when it 
is internally obligated by the learners, when they aim to do a task to acquire or 
to search a word in a dictionary in order to carry out a task. The search compo-
nent is either present (i.e., search + [1]) or absent (i.e., search – [0]). Search can 
be present if learners make an effort to find the meaning of an unfamiliar L2 
word by consulting a dictionary, asking teachers, or peers (negotiation), or in-
ferring.  

Evaluation is another cognitive component, and like need, has two promi-
nence degrees. When learners need to make a decision and select the most ap-
propriate word by comparing that word with other words (by its meaning, 
form, or suitability) according to the specific context, the evaluation dimension 
is active and its involvement load is moderate and is denoted by “evaluation +”. 
On the other hand, if after choosing the suitable word among other options, it is 
required to use that target word to combine it with additional words to gener-
ate an original sentence or context, evaluation is strong, and is symbolized by 
“evaluation ++”.  

Laufer and Hulstijn (2001) compared three tasks: reading (N+, S-, E-), fill-in-
the-blanks (N+, S-, E+), and composition writing (N+, S-, E++), to examine the 
impact of the task type on the vocabulary learning and retention. Their findings 
showed that composition writing with the involvement index of three out-
scored the other two tasks. Besides, the fill-in-the-blanks task group outper-
formed the reading task in incidental word learning and retention. Overall, 
their results strongly supported the ILH.  
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Keating (2008) examined beginner Spanish language learners through three 
tasks with varying involvement loads. Keating noted that “time-on-task is an 
important factor to consider when evaluating the relative effectiveness of vo-
cabulary learning tasks” (p. 382). The results revealed that higher involvement 
load leads to higher vocabulary learning.  

Similarly, Kim (2008) conducted a study including two experiments by con-
sidering different levels of proficiency and task types. Actually, the first experi-
ment was a partial reproduction of Laufer and Hulstijn’s (2001) experiment.  
Kim (2008) carried out the study by giving the participants three tasks that had 
different involvement indices. She also controlled time-on-task. The results 
showed that, compared to the gap-fill and reading groups, the composition 
group had the greatest immediate posttest performance. The evidence in the 
first experiment suggested that there is no relationship between vocabulary 
learning and proficiency level.   

The purpose of the second experiment was to examine whether different 
tasks with similar involvement index affect vocabulary learning and retention 
of students with different proficiency levels. The main reason behind perform-
ing the second experiment was to test Laufer’s (2005) assumption that writing 
sentences and composition writing demonstrate the same degree of involve-
ment load. The findings of the second phase of the study showed that the two 
tasks with the same involvement load have comparable effects on vocabulary 
learning and subsequent retention, and students’ proficiency levels had no in-
fluence on initial vocabulary acquisition. 

Kim (2008) kept the task time fixed. That is, time-on-task was fixed for all 
three groups. However, in Keating’s (2008) experiments, time-on-task was not 
fixed. According to Bao (2015), another important difference between the ex-
periments of Kim (2008) and Keating (2008) is the type of post hoc test.  

Nassaji and Hu (2012) examined the effect of task-induced involvement load 
on language learners’ inferring word meanings from context.  The learners 
were asked to read a text and infer the meanings of 10 unfamiliar target words. 
Think aloud protocols were used in order to gain information about the differ-
ent strategies employed by the learners. The first text included multiple-choice 
glosses for the target words in the margins, with the lowest task-induced in-
volvement load (need+, search-, and evaluation+). The second text was a regu-
lar text with the target words and with moderate involvement load (need+, 
search+, and evaluation+). The target words in the third text were designed in 
derivationally different forms from the original target words, (need+, search++, 
evaluation++) with the highest task-induced involvement load. The results sup-
ported the hypothesis that reading texts with more cognitive effort increases 
learners’ initial learning and retention.  

There are also other studies that have failed to provide supportive evidence 
for the ILH. Zou (2017) investigated the evaluation component of the ILH. She 
examined vocabulary acquisition through three tasks: cloze exercise with in-
volvement index of 2 (i.e., need +, search -, evaluation +), and sentence writing 
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Keating (2008) examined beginner Spanish language learners through three
tasks with varying involvement loads. Keating noted that “time-on-task is an
important factor to consider when evaluating the relative effectiveness of vo-
cabulary learning tasks” (p. 382). The results revealed that higher involvement 
load leads to higher vocabulary learning. 

Similarly, Kim (2008) conducted a study including two experiments by con-
sidering different levels of proficiency and task types. Actually, the first experi-
ment was a partial reproduction of Laufer and Hulstijn’s (2001) experiment.  
Kim (2008) carried out the study by giving the participants three tasks that had 
different involvement indices. She also controlled time-on-task. The results
showed that, compared to the gap-fill and reading groups, the composition
group had the greatest immediate posttest performance. The evidence in the
first experiment suggested that there is no relationship between vocabulary 
learning and proficiency level.  

The purpose of the second experiment was to examine whether different 
tasks with similar involvement index affect vocabulary learning and retention
of students with different proficiency levels. The main reason behind perform-
ing the second experiment was to test Laufer’s (2005) assumption that writing 
sentences and composition writing demonstrate the same degree of involve-
ment load. The findings of the second phase of the study showed that the two 
tasks with the same involvement load have comparable effects on vocabulary 
learning and subsequent retention, and students’ proficiency levels had no in-
fluence on initial vocabulary acquisition.

Kim (2008) kept the task time fixed. That is, time-on-task was fixed for all 
three groups. However, in Keating’s (2008) experiments, time-on-task was not 
fixed. According to Bao (2015), another important difference between the ex-
periments of Kim (2008) and Keating (2008) is the type of post hoc test. 

Nassaji and Hu (2012) examined the effect of task-induced involvement load 
on language learners’ inferring word meanings from context.  The learners
were asked to read a text and infer the meanings of 10 unfamiliar target words. 
Think aloud protocols were used in order to gain information about the differ-
ent strategies employed by the learners. The first text included multiple-choice
glosses for the target words in the margins, with the lowest task-induced in-
volvement load (need+, search-, and evaluation+). The second text was a regu-
lar text with the target words and with moderate involvement load (need+, 
search+, and evaluation+). The target words in the third text were designed in
derivationally different forms from the original target words, (need+, search++, 
evaluation++) with the highest task-induced involvement load. The results sup-
ported the hypothesis that reading texts with more cognitive effort increases
learners’ initial learning and retention.

There are also other studies that have failed to provide supportive evidence
for the ILH. Zou (2017) investigated the evaluation component of the ILH. She
examined vocabulary acquisition through three tasks: cloze exercise with in-
volvement index of 2 (i.e., need +, search -, evaluation +), and sentence writing 

and composition writing with the similar involvement index of 3 (i.e., need +, 
search -, evaluation ++). 

Zou’s (2017) findings only partly supported the ILH. In initial vocabulary 
learning, the participants who had completed the tasks with higher involve-
ment load outperformed the participants who had completed the task with 
lower involvement load. However, tasks with similar involvement load did not 
lead to the same amount of vocabulary learning on the posttest. The result was 
in contrast with the predictions made by the hypothesis. According to the hy-
pothesis, since sentence writing and composition writing have the same in-
volvement load, the performance of both groups of participants should be simi-
lar. Nevertheless, the two groups did not have the same performance on the 
posttest. Therefore, she proposed an augmented evaluation framework: “I pro-
pose an augmented evaluation framework, suggesting that evaluation induced 
by the cloze-exercises should be ‘moderate +’, evaluation induced by sentence-
writing ‘strong ++’, and evaluation induced by composition-writing ‘very strong 
+++” (p. 18).  

In another experimental study, Laufer (2003) gave her participants three 
different tasks that had similar involvement loads: reading comprehension and 
dictionary consultation to find the meaning of unfamiliar words (need+, 
search+, evaluation+, involvement index = 3), writing original sentences with 
the target words (need+, search-, evaluation++, involvement index = 3), and 
completing sentences after finding up the meaning of unfamiliar words (need+, 
search+, evaluation+, involvement index = 3).  All three tasks had the same in-
volvement index, and she expected to find equal vocabulary gains. Neverthe-
less, the findings of the experiment revealed that, on the immediate posttest, 
reading comprehension group received the lowest scores. Yet, the difference 
between sentence writing and sentence completion groups was not statistically 
significant. Likewise, the sentence completion group outperformed the other 
groups on the delayed posttest. Therefore, the evidence found by Laufer’s 
(2003) experiment was not in keeping with the predictions made based on the 
ILH. 

Although a few studies (e.g., Keating, 2008; Kim, 2008; Nassaji & Hu, 2012; 
Zou, 2017) have been done to reexamine the ILH and the impact of different 
types of tasks on incidental word learning, researchers have mainly focused on 
the comparison between the effectiveness of different types of tasks with vary-
ing involvement loads. However, few studies have directly examined the effect 
of different task types with similar involvement load on incidental vocabulary 
learning. Hence, this study was conducted to inspect the degree to which the 
assumptions underlying the ILH are plausible and the extent to which teachers 
and language learners can rely on the predictions made by the hypothesis. In 
addition, by considering Laufer and Hulstijn’s (2001) theory and their proposal 
that “the impact of incidental learning of search might be lower than that of 
need and evaluation” (p. 21), another question emerged. Whether a task that 
consists of need+, search-, and evaluation+ could provide the same amounts of 
vocabulary learning compared to a task that consists of need+, search+, and 
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evaluation-. Laufer and Hulstijn (2001) state that more empirical studies in di-
verse educational settings, proficiency levels, and task types are required for 
examining the predictions made by the ILH. 

In light of previous studies on the effectiveness of different types of tasks on 
incidental vocabulary learning, this study compares the influence of four differ-
ent task types, inducing similar level of involvement load on incidental vocabu-
lary learning. Thus, it seeks answers to the following questions: 

1. Do tasks with the same involvement load but a different distribution of 
the components involved lead to equal vocabulary gains in Iranian EFL 
learners? 

2. Do different tasks that involve the search factor have the same effect 
on initial vocabulary learning and retention of Iranian EFL learners? 

3. Is there any statistically significant difference between input-oriented 
and output-oriented tasks in learning and retention of new vocabulary 
items by Iranian EFL learners? 

 

Method 
The Tasks 

In keeping with the objectives of the study, forty-five upper-intermediate Eng-
lish as a foreign language (EFL) learners were randomly assigned to four 
groups to complete one of the four different task types with similar involve-
ment index (i.e., 3): reading comprehension + dictionary use (N+, S+, E+), cloze-
exercise + dictionary use (N+, S+, E+), inferencing (N+, S+, E+) with no diction-
ary use, and sentence writing + meanings of target words in L1 + L2 (N+, S-, 
E++). Intact classes were used in this study. Hence, the selection of the partici-
pants was done through convenience sampling. The assignment of the groups 
to each of the treatments, however, was randomly done. In order to assess their 
vocabulary learning and retention, the participants were provided with an im-
mediate posttest following completing the task and a delayed posttest three 
weeks later. The posttest was designed by the researchers and was the same 
test used as the delayed posttest. The reliability of the scores obtained from the 
posttest was estimated through Cronbach Alpha and was 0.87. Cronbach alpha 
was selected as it is one of the most frequently used reliability indices.  
 
Participants 

First, a total number of 53 (35 females and 18 males) EFL language learners 
were selected though convenience sampling.  However, the participants were 
not aware of the real nature of the study and they were not informed about an 
upcoming delayed posttest. Hence, eight of them did not show up on the day the 
delayed posttest was given. Thus, the final number of participants in the cur-
rent study was 45 Iranian EFL language learners that were from 4 intact classes 
from the same institute. The age of participants ranged from 17 to 34. 
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2. Do different tasks that involve the search factor have the same effect 
on initial vocabulary learning and retention of Iranian EFL learners?

3. Is there any statistically significant difference between input-oriented 
and output-oriented tasks in learning and retention of new vocabulary 
items by Iranian EFL learners?

Method
The Tasks

In keeping with the objectives of the study, forty-five upper-intermediate Eng-
lish as a foreign language (EFL) learners were randomly assigned to four
groups to complete one of the four different task types with similar involve-
ment index (i.e., 3): reading comprehension + dictionary use (N+, S+, E+), cloze-
exercise + dictionary use (N+, S+, E+), inferencing (N+, S+, E+) with no diction-
ary use, and sentence writing + meanings of target words in L1 + L2 (N+, S-, 
E++). Intact classes were used in this study. Hence, the selection of the partici-
pants was done through convenience sampling. The assignment of the groups
to each of the treatments, however, was randomly done. In order to assess their
vocabulary learning and retention, the participants were provided with an im-
mediate posttest following completing the task and a delayed posttest three
weeks later. The posttest was designed by the researchers and was the same
test used as the delayed posttest. The reliability of the scores obtained from the
posttest was estimated through Cronbach Alpha and was 0.87. Cronbach alpha
was selected as it is one of the most frequently used reliability indices. 

Participants

First, a total number of 53 (35 females and 18 males) EFL language learners
were selected though convenience sampling. However, the participants were
not aware of the real nature of the study and they were not informed about an
upcoming delayed posttest. Hence, eight of them did not show up on the day the
delayed posttest was given. Thus, the final number of participants in the cur-
rent study was 45 Iranian EFL language learners that were from 4 intact classes
from the same institute. The age of participants ranged from 17 to 34.

Based on their scores on the final exam of their previous semester, they 
were reported to be upper-intermediate. However, in order to be more confi-
dent of the homogeneity of the participants, an Oxford Placement Test (OPT) 
was also administered. Descriptive statistics were obtained from the data. The 
results confirmed that the participants were at the upper intermediate level. 
We could not randomly select each individual and assign him/her to different 
classes. Hence, intact classes were selected, but the assignment of each class to 
one of the four tasks was totally random. Each class was required to complete 
one of the four different types of task (i.e., Reading comprehension, Cloze Exer-
cise, Inferencing, and Sentence Writing) (as shown in Figure 1). 

Figure 1 
Different Groups and Their Defined Tasks 

Procedure 

For the purpose of the study, ten target words (apprehensive adj., oration n., 
vexed adj., spawn v., envision v., abate v., caveat n., assiduous adj., stymie v., and 

Group 2 

Cloze Exercise + 13 glossed words + dictionary 
use + 10 gap-fill, involvement load= 3 

11 EFL Learners 

Group 1 

Reading Compre-
hension + dictionary 
use, involvement 
load= 3 

12 EFL Learners 

Group 3 

Inferencing 

10 EFL Learners 

Group 4 

Sentence Writing + glossed target words + Eng-
lish meanings + Farsi equivalents, involvement 
load = 3 

12 EFL Learners 

Participants 

  45 EFL        

 Learners 
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divulge v.) were selected. In order to remove any possible influence of the 
grammatical category, different parts of speech (i.e., noun, verb, and adjective) 
consisting of 5-12 letters were employed. Since all groups received the same 
vocabulary items, we assumed that the use of different parts of speech could 
not differentially affect their performance.  

One week before the study, seven learners similar to the target group were 
asked to complete Min’s (2008) vocabulary knowledge scale to indicate the 
level of their familiarity with the target words (see Table 1). The objective of 
this test was to determine the familiarity of the participants with the target 
words. Since the administration of the test to the final participants could se-
verely affect the results, we had to select a similar group of participants. The 
results revealed that the learners had no knowledge of the target words.  

Table 1 
Min’s Modified Vocabulary Knowledge Scale (2008) 

[A] [B] [C] [D]
Target words I don’t remem-

ber having seen 
this word be-
fore. 

I have seen this 
word before, but 
I don’t know 
what it means 

I know this it 
means ... . 

I can use this 
word in a sen-
tence. (write a 
sentence) 

Following Laufer and Hulstijn (2001), four different tasks with similar in-
volvement loads were used (see Table 2).  

Table 2 
 Different Type of Tasks and Their Degrees of Involvement 

Type of task Groups Need Search Evaluation Involve-
ment index 

Reading comprehension 
 no glossary + 
dictionary use  12 Moderate 

(1) 
Present 
(1) 

Moderate 
(1) 3 

Cloze exercise 
 no glossary + 
dictionary use 11 Moderate 

(1) 
Present 
(1) 

Moderate 
(1) 3 

Reading comprehension 
by inferencing  10 Moderate 

(1) 
Present 
(1) 

Moderate 
(1) 3 

Sentences Writing 
+marginal glosses 12 Moderate 

(1) 
Absent 
(0) 

Strong 
(2) 3 

The participants were provided with two vocabulary tests: a multiple-choice 
recognition test to recognize word form, and Folse’s (2006) modified vocabu-
lary knowledge scale (VKS). The tests were run once immediately after task 
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not differentially affect their performance. 

One week before the study, seven learners similar to the target group were
asked to complete Min’s (2008) vocabulary knowledge scale to indicate the
level of their familiarity with the target words (see Table 1). The objective of 
this test was to determine the familiarity of the participants with the target 
words. Since the administration of the test to the final participants could se-
verely affect the results, we had to select a similar group of participants. The
results revealed that the learners had no knowledge of the target words.

Table 1
Min’s Modified Vocabulary Knowledge Scale (2008)

[A] [B] [C] [D]
Target words I don’t remem-

ber having seen
this word be-
fore.

I have seen this
word before, but 
I don’t know 
what it means

I know this it
means ... .

I can use this 
word in a sen-
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Following Laufer and Hulstijn (2001), four different tasks with similar in-
volvement loads were used (see Table 2).

Table 2
Different Type of Tasks and Their Degrees of Involvement

Type of task Groups Need Search Evaluation Involve-
ment index

Reading comprehension
no glossary +

dictionary use 12 Moderate
(1)

Present
(1)

Moderate
(1) 3

Cloze exercise
no glossary +

dictionary use 11 Moderate
(1)

Present
(1)

Moderate
(1) 3

Reading comprehension
by inferencing 10 Moderate

(1)
Present
(1)

Moderate
(1) 3

Sentences Writing
+marginal glosses 12 Moderate

(1)
Absent
(0)

Strong
(2) 3

The participants were provided with two vocabulary tests: a multiple-choice
recognition test to recognize word form, and Folse’s (2006) modified vocabu-
lary knowledge scale (VKS). The tests were run once immediately after task

completion and again three weeks later to measure the students’ retention. At 
this stage, the participants met the target words once via completing their re-
spective tasks. Hence, using Min’s (2008) VKS with its first item (i.e., I don’t re-
member having seen this word before) did not make sense. Therefore, in order 
to test their initial target words learning and retention, instead of Min’s (2008) 
four-item VKS, Folse’s (2006) VKS with three items was adopted (see Table 3). 

Table 3 
Folse’s (2006) Modified Vocabulary Knowledge Scale  

[A] [B] [C] 

Target words I cannot remember the 
meaning of the word 

I can remember the 
meaning of the 
word it means 

I can write a sentence  
by using this word, for 
example: 

The scoring system for the multiple-choice recognition test is simple. Each in-
correct target word form received a score of zero and the correct form was giv-
en a full score (i.e., 1). The scoring system for Folse’s (2006) VKS was used 
based on some previous studies (e.g., Keating, 2008; Laufer & Hulstijn, 2001; 
Paribakht & Wesche, 1993; Zou, 2017). A meaning received a score of zero if it 
was completely incorrect, a half score if a plausible semantic equivalent of the 
target word was provided, and a full score if the provided meaning was correct. 
As for the sentences, the criteria used in the studies of Laufer and Hulstijn 
(2001), Paribakht and Wesche (1993), and Zou (2017) were employed. A score 
of 0 was given to a sentence if the target word appeared in a completely incor-
rect sentence (grammatically and semantically). A half score was given to a sen-
tence if the target word was used semantically appropriately but ungrammati-
cally, and a full score of 1 was given to a sentence if the target word was used in 
a semantically and grammatically appropriate context. As there were ten target 
words, in the multiple-choice recognition test, full marks equaled 10, and in the 
VKS test, full marks equaled 20 (10 for meanings and 10 for sentences). 

One of the researchers and another experienced teacher separately scored 
the two posttests. Inter-rater reliability estimates for the immediate and de-
layed posttests (as assessed through Pearson correlation) were 97.7% and 
96.9%, respectively. 

Results 
The descriptive statistics for the immediate and delayed post-test are given in 
Table 4. It is clear that the participants showed evidence of impressive vocabu-
lary learning and retention in all four tasks. It appears that the largest immedi-
ate recognition scores of the participants were in the cloze task. On the other 
hand, sentence writing had the lowest scores. As for immediate production, 
sentence writing had by far the highest scores while reading had the lowest 
scores. In the delayed recognition test, the cloze test led to the highest scores 
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while the sentence writing had the lowest scores. This is exactly what also ap-
peared in the immediate phase. The order of the tasks from the largest scores 
to lowest scores both in immediate and delayed recognition aspects is the cloze, 
reading, inferencing, and sentence writing. 

As for the immediate production tasks, the participants got the highest and 
lowest scores in sentence writing and reading, respectively. On the other hand, 
and surprisingly, inferencing had the highest scores in the delayed production 
phase. In addition, reading had the lowest scores.  

Table 4 
Descriptive Statistics  

Group N Minimum Maximum Mean Std. Deviation 
Sentence Writ-
ing 

Immediate Recognition 12 5.00 10.00 7.000 1.348 
Immediate Production 12 .00 15.25 6.229 5.138 
Delayed Recognition 12 2.00 10.00 6.250 2.598 
Delayed Production 12 .00 3.75 .708 1.300 

Inferencing Immediate Recognition 10 6.00 10.00 7.500 1.640 
Immediate Production 10 .00 5.50 2.725 1.902 
Delayed Recognition 10 4.00 10.00 6.800 2.044 
Delayed Production 10 .00 3.00 1.250 1.178 

Cloze Immediate Recognition 11 6.00 10.00 8.818 1.168 
Immediate Production 11 .00 3.50 2.068 1.225 
Delayed Recognition 11 5.00 10.00 8.454 1.863 
Delayed Production 11 .00 1.00 .295 .458 

Reading Immediate Recognition 12 7.00 9.00 8.000 .738 
Immediate Production 12 .00 3.25 1.458 1.152 
Delayed Recognition 12 3.00 10.00 7.167 2.368 
Delayed Production 12 .00 1.00 .146 .310 

In order to see the statistical significance of the difference, a mixed ANOVA was 
run. The grouping of the participants (based on the tasks they worked on) was 
considered as the between-subject factor while the immediate and delayed 
post-tests for both recognition and production were taken as within-subject 
factors.  

Before running the mixed ANOVA, the assumptions were checked. The Box’s 
M test of the homogeneity of covariance matrices was significant at p < 0.001. 
Hence, the assumption was rejected. In such situations, Pillai's Trace should be 
interpreted rather than the usual Wilks' Lambda (see Pallant, 2016). Before 
interpreting the results, it must be checked that the interaction terms are not 
significant. A significant interaction term means the main effects cannot be in-
terpreted as they appear. It is clear that all interaction terms are significant (see 
Table 5). Hence, the results of the mixed ANOVA cannot be interpreted and 
separate analyses must be done.  
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In order to see the statistical significance of the difference, a mixed ANOVA was
run. The grouping of the participants (based on the tasks they worked on) was
considered as the between-subject factor while the immediate and delayed 
post-tests for both recognition and production were taken as within-subject 
factors. 

Before running the mixed ANOVA, the assumptions were checked. The Box’s
M test of the homogeneity of covariance matrices was significant at p < 0.001. 
Hence, the assumption was rejected. In such situations, Pillai's Trace should be
interpreted rather than the usual Wilks' Lambda (see Pallant, 2016). Before
interpreting the results, it must be checked that the interaction terms are not 
significant. A significant interaction term means the main effects cannot be in-
terpreted as they appear. It is clear that all interaction terms are significant (see 
Table 5). Hence, the results of the mixed ANOVA cannot be interpreted and 
separate analyses must be done. 

Table 5 
Mixed ANOVA Results 

Effect Value F 

Hy-
pothe-
sis df 

Error 
df Sig. 

Partial Eta 
Squared 

Recognition Wilks' Lambda .080 474.391 1 41 .000 .920 
Recognition * Group Wilks' Lambda .490 14.243 3 41 .000 .510 
Production Wilks' Lambda .511 39.247 1 41 .000 .489 
Production * Group Wilks' Lambda .760 4.312 3 41 .010 .240 
Recognition * Produc-
tion 

Wilks' Lambda .774 11.952 1 41 .001 .226 

Recognition * Produc-
tion * Group 

Wilks' Lambda .793 3.568 3 41 .022 .207 

The next step in the analysis was to run four one-way between-subjects ANO-
VAs. The results are displayed in Table 6. It is clear that except for delayed 
recognition, all other differences are significant. Note that the number of partic-
ipants in this study was small due to the difficulties of data collection. This cer-
tainly affects the results of significance testing. Specifically, significance testing 
is very sensitive to sample size. Thus, with small sample sizes, moderate or 
even large effects might not be significant. In order to overcome this problem, 
effect size tests are usually reported. This comes in the last column of Table 6. 
In order to interpret the Eta squared values, Cohen’s (1988) guidelines are usu-
ally considered. Based on his rule of thumb, 0.01 is considered as a small effect, 
0.06 as a moderate effect, and 0.14 as a large effect. Here, the Eta squared val-
ues indicate that all effects show a large effect except for delayed recognition 
which shows a moderate effect.    

Table 6 
Results of One-Way ANOVAs 

Sum of 
Squares df 

Mean  
Square F Sig. 

Eta 
squared 

Immediate 
Recognition 

Between Groups 20.441 3 6.814 4.356 .009 0.24 
Within Groups 64.136 41 1.564 
Total 84.578 44 

Immediate 
Production 

Between Groups 162.790 3 54.263 6.310 .001 0.32 
Within Groups 352.604 41 8.600 
Total 515.394 44 

Delayed 
Recognition 

Between Groups 29.667 3 9.889 1.947 .137 0.12 
Within Groups 208.244 41 5.079 
Total 237.911 44 

Delayed 
Production 

Between Groups 7.839 3 2.613 3.127 .036 0.19 
Within Groups 34.264 41 .836 
Total 42.103 44 

A significant F-test would mean that at least one of the comparisons is signifi-
cant. In order to see which of the comparisons are significant, the Sheffe post-
hoc test was run. The results of the post-hoc analyses are displayed in Table 7. 
Note that the results for delayed recognition are not displayed because the 
main effect was not significant, though it showed a moderate effect. Based on 
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the post-hoc analyses, it is clear that in the immediate recognition phase, the 
difference between sentence writing and cloze is the only significant difference. 
In the immediate production, on the other hand, the differences between sen-
tence writing and the three other tasks is significant. The differences between 
reading, cloze, and inferencing are not significant. Finally, in the delayed pro-
duction, the difference between inferencing and reading is the only significant 
difference.  
 
Table 7 
Post-Hoc Analyses 

Dependent Variable (I) Group (J) Group Mean Differ-
ence (I-J) Std. Error Sig. 

Immediate Recogni-
tion 

Sentence Writing Inferencing -.500 .535 .832 
Cloze -1.818* .522 .013 
Reading -1.000 .510 .294 

Inferencing Cloze -1.318 .546 .138 
Reading -.500 .535 .832 

Cloze Reading .818 .522 .491 
Immediate Production Sentence Writing Inferencing 3.504 1.255 .065 

Cloze 4.161* 1.224 .016 
Reading 4.771* 1.197 .004 

Inferencing Cloze .657 1.281 .966 
Reading 1.267 1.256 .797 

Cloze Reading .610 1.224 .969 
Delayed Production Sentence Writing Inferencing -.542 .391 .595 

Cloze .413 .382 .761 
Reading .562 .373 .525 

Inferencing Cloze .954 .399 .144 
Reading 1.104 .391 .061 

Cloze Reading .150 .382 .984 
 

Discussion 
According to Laufer and Hulstijn (2001), the superiority of a task in vocabulary 
acquisition “is determined by the involvement load it induces,” (p. 21) (i.e., a 
task with involvement index of 3 will be more effective than a task with in-
volvement index of 2). Our findings show that each of the tasks used in this 
study led to different levels of learning and retention although they had the 
same involvement index. Thus, our findings are in contrast to the predictions of 
the ILH and previous research findings which argued that the involvement in-
dex alone determines the degree of task effectiveness in vocabulary learning. 
Laufer and Hulstijn (2001) clearly state that other factors such as task types 
(e.g., input-oriented versus output-oriented task) have no significant influence 
on the effectiveness of a task in vocabulary learning and retention. The results 
of our study do not confirm their claim.  

Each of the four tasks showed differences in both immediate and delayed 
posttests. The effectiveness of all four tasks showed significant differences even 
though they had the same involvement load. Hence, the results do not support 
the ILH. Moreover, the cloze-exercise task had the best results and the sentence 
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the post-hoc analyses, it is clear that in the immediate recognition phase, the 
difference between sentence writing and cloze is the only significant difference. 
In the immediate production, on the other hand, the differences between sen-
tence writing and the three other tasks is significant. The differences between 
reading, cloze, and inferencing are not significant. Finally, in the delayed pro-
duction, the difference between inferencing and reading is the only significant 
difference.  
 
Table 7 
Post-Hoc Analyses 

Dependent Variable (I) Group (J) Group Mean Differ-
ence (I-J) Std. Error Sig. 

Immediate Recogni-
tion 

Sentence Writing Inferencing -.500 .535 .832 
Cloze -1.818* .522 .013 
Reading -1.000 .510 .294 

Inferencing Cloze -1.318 .546 .138 
Reading -.500 .535 .832 

Cloze Reading .818 .522 .491 
Immediate Production Sentence Writing Inferencing 3.504 1.255 .065 

Cloze 4.161* 1.224 .016 
Reading 4.771* 1.197 .004 

Inferencing Cloze .657 1.281 .966 
Reading 1.267 1.256 .797 

Cloze Reading .610 1.224 .969 
Delayed Production Sentence Writing Inferencing -.542 .391 .595 

Cloze .413 .382 .761 
Reading .562 .373 .525 

Inferencing Cloze .954 .399 .144 
Reading 1.104 .391 .061 

Cloze Reading .150 .382 .984 
 

Discussion 
According to Laufer and Hulstijn (2001), the superiority of a task in vocabulary 
acquisition “is determined by the involvement load it induces,” (p. 21) (i.e., a 
task with involvement index of 3 will be more effective than a task with in-
volvement index of 2). Our findings show that each of the tasks used in this 
study led to different levels of learning and retention although they had the 
same involvement index. Thus, our findings are in contrast to the predictions of 
the ILH and previous research findings which argued that the involvement in-
dex alone determines the degree of task effectiveness in vocabulary learning. 
Laufer and Hulstijn (2001) clearly state that other factors such as task types 
(e.g., input-oriented versus output-oriented task) have no significant influence 
on the effectiveness of a task in vocabulary learning and retention. The results 
of our study do not confirm their claim.  

Each of the four tasks showed differences in both immediate and delayed 
posttests. The effectiveness of all four tasks showed significant differences even 
though they had the same involvement load. Hence, the results do not support 
the ILH. Moreover, the cloze-exercise task had the best results and the sentence 

writing task had the worst performance on the immediate recognition posttest 
(i.e., 8.81, and 7). The difference between the cloze-exercise task and the sen-
tence writing task was the only significant difference in immediate recognition 
phase. The cloze task is followed by reading comprehension, and inferencing 
tasks.  

 In the immediate productive knowledge test, the sentence writing group, 
which had strong evaluation++, performed significantly better than all three 
other groups which had moderate evaluation+. These results are in keeping 
with Laufer and Hulstijn’s (2001) experiment concerning Dutch-English learn-
ers. In addition, the results support the findings of Kim’s (2008) and Zou’s 
(2017) studies. In Kim’s study, the sentence writing and composition writing 
groups (both with strong evaluation) performed significantly higher than the 
other two groups (i.e., gap-fill group with moderate evaluation and reading 
group with no evaluation).  

In the delayed recognition test, the participants in cloze test gained the 
highest scores while the participants in sentence writing got the lowest scores. 
This is exactly what also took place in the immediate recognition test. There-
fore, the order of the tasks from the highest scores to lowest scores both in im-
mediate and delayed recognition tests was as follows: the cloze-exercise, read-
ing comprehension, inferencing, and sentence writing. 

As for the retention of productive word knowledge, the participants ob-
tained the highest and lowest scores in inferencing and reading comprehension, 
respectively (i.e., 1.25, and .14). While there were differences between all four 
tasks in delayed productive vocabulary knowledge, only the difference between 
inferencing and reading comprehension tasks was significant. 

The results of the study demonstrate that the difference between cloze and 
sentence writing was the only significant difference in immediate recognition 
test. This may be attributed to the lack of the cognitive component of search in 
sentence writing task. Since the component of search is absent in sentence writ-
ing, such processing does not take place and, consequently, the participants in 
this group obtained the lowest score in both immediate and delayed recogni-
tion tests. Besides, the finding of the current study revealed that, although the 
component of search may affect immediate and delayed recognition of words’ 
form, different realizations of search have similar effects on both incidental 
word learning and retention (i.e., consulting a dictionary, asking a teacher or 
peer, or inferring). 

 In addition, the findings in the immediate productive test showed that the 
strong type of the evaluation component induces much greater level of pro-
cessing than the other components (i.e., moderate and strong need, search, and 
moderate evaluation) at least at the first stages of word learning. It means that 
strong evaluation ++ possibly increases learner’s initial vocabulary learning 
(Kim, 2008; Zou, 2017). Although there are differences between all four tasks in 
the delayed recognition test, none of them is significant. Note that, due to the 
difficulties of data collection, the number of participants in this study was small 
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and significance testing was very sensitive to sample size. Hence, with small 
sample size, moderate or even large, effects might not be significant. Neverthe-
less, this finding is in line with the ILH in that different types of task that induce 
similar involvement index generate similar amount of retention.  

 Furthermore, in the delayed productive phase, the participants in inferenc-
ing group outscored the other three groups and the difference between infer-
encing and reading comprehension tasks was significant. It may be the case that 
inferencing has a facilitative impact on vocabulary learning (Nassaji & Hu, 
2012; Nation, 2001; Webb & Chang, 2015). It seems that inferring the meaning 
of unknown words induces much greater level of processing that leads to less 
memory loss and the deeper learning and retention of word knowledge. 

 One possible explanation for the lowest mean scores of the reading com-
prehension task may be ventured here. Reading a text and looking up its un-
known words to answer some reading questions lead to less retention of pro-
ductive word knowledge possibly because they do not deeply involve the learn-
er. This might be true if we accept the ILH hypothesis. Remember that in the 
present study, even the sentence writing group, which obtained the highest 
productive vocabulary knowledge, experienced the greatest drop after the 
three-week interval. Therefore, multiple exposures to new words is required in 
order to improve retention of incidentally learnt vocabulary. Moreover, com-
pared to three other tasks, the inferencing task suffered the slightest decline in 
productive vocabulary knowledge from the immediate to delayed posttests. 
This is evident from the changes in means scores from the immediate to de-
layed posttests. As explained before, the nature of the inferencing is making 
connections between learners’ background knowledge and available clues in 
text. It seems that a higher degree of involvement takes place through pro-
cessing the new words. This may be the main reason behind less memory loss 
over time in the inferencing task. 

Conclusion 
Based on the results of the study, although Laufer and Hulstijn (2001) assume 
an equal impact for all three components of the hypothesis, it appears that 
equal importance should not be attached to these components. In addition, the 
findings reveal that different realizations of search induce similar amount of 
word learning and retention in both immediate and delayed posttests. It also 
seems that being an output- or input-oriented task cannot guarantee the level 
of processing and vocabulary learning. It appears that the involvement index 
alone cannot predict the efficacy of vocabulary tasks. Therefore, the operational 
definitions of the components of involvement regardless of other factors that 
make a task more or less effective might require reconsideration. 

Our findings also show that, due to the lack of frequent exposures and repe-
tition of the new words, all groups suffered a memory loss from immediate 
posttest to delayed posttest. Thus, in an EFL setting where language learners 
suffer from the lack of exposure outside of English classes, designing tasks that 
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and significance testing was very sensitive to sample size. Hence, with small
sample size, moderate or even large, effects might not be significant. Neverthe-
less, this finding is in line with the ILH in that different types of task that induce
similar involvement index generate similar amount of retention.

Furthermore, in the delayed productive phase, the participants in inferenc-
ing group outscored the other three groups and the difference between infer-
encing and reading comprehension tasks was significant. It may be the case that 
inferencing has a facilitative impact on vocabulary learning (Nassaji & Hu, 
2012; Nation, 2001; Webb & Chang, 2015). It seems that inferring the meaning 
of unknown words induces much greater level of processing that leads to less
memory loss and the deeper learning and retention of word knowledge.

One possible explanation for the lowest mean scores of the reading com-
prehension task may be ventured here. Reading a text and looking up its un-
known words to answer some reading questions lead to less retention of pro-
ductive word knowledge possibly because they do not deeply involve the learn-
er. This might be true if we accept the ILH hypothesis. Remember that in the
present study, even the sentence writing group, which obtained the highest
productive vocabulary knowledge, experienced the greatest drop after the
three-week interval. Therefore, multiple exposures to new words is required in
order to improve retention of incidentally learnt vocabulary. Moreover, com-
pared to three other tasks, the inferencing task suffered the slightest decline in
productive vocabulary knowledge from the immediate to delayed posttests. 
This is evident from the changes in means scores from the immediate to de-
layed posttests. As explained before, the nature of the inferencing is making 
connections between learners’ background knowledge and available clues in
text. It seems that a higher degree of involvement takes place through pro-
cessing the new words. This may be the main reason behind less memory loss
over time in the inferencing task.

Conclusion
Based on the results of the study, although Laufer and Hulstijn (2001) assume
an equal impact for all three components of the hypothesis, it appears that 
equal importance should not be attached to these components. In addition, the
findings reveal that different realizations of search induce similar amount of 
word learning and retention in both immediate and delayed posttests. It also 
seems that being an output- or input-oriented task cannot guarantee the level
of processing and vocabulary learning. It appears that the involvement index 
alone cannot predict the efficacy of vocabulary tasks. Therefore, the operational
definitions of the components of involvement regardless of other factors that 
make a task more or less effective might require reconsideration.

Our findings also show that, due to the lack of frequent exposures and repe-
tition of the new words, all groups suffered a memory loss from immediate
posttest to delayed posttest. Thus, in an EFL setting where language learners
suffer from the lack of exposure outside of English classes, designing tasks that 

create an opportunity to expose students to the new lexical items could be ef-
fective (Nation & Wang, 1999). Therefore, by considering multiple exposures as 
a key factor in changing temporary vocabulary knowledge to permanent 
knowledge, teachers could play an influential role in this process 

The progress in vocabulary learning may take place via doing tasks with 
strong evaluation, writing-focused tasks, or even deliberate repetition of new 
target words after completing tasks. Some previous studies (e.g., Folse, 2005; 
Keating, 2008) pointed out the positive influence of repetition via instruction. It 
is suggested that teachers design a variety of writing-based tasks that have 
strong contextual clues for inferring meaning of unfamiliar words that can en-
courage learners to produce sentences, paragraphs, or compositions with tar-
get words to help them to better anchor the words in memory.  

It is clear that incidental and intentional approaches to vocabulary learning 
have to be considered as equal partners that need each other (Schmitt, 2008). 
Due to the restriction of time and the difficulty to teach vocabulary, teachers 
can teach target words through deliberate, long-term, and effective incidental 
word learning programs. Furthermore, a wide range of exposure to newly 
learned words and intentional approaches is required to consolidate and ex-
pand incidentally learnt lexical items. 
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 عملکوردِ  نحویی رور   آگاهیِ ایجادِهای  ثیر تکنیکأت
 سطحِ آمیزانِ زراندر  محیر فعالیت داستاننیشتاری 

 یمتیسط ایران
 مقالۀ پژوهشی
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2*سعیده آهنگری

 3مهناز سعیدی

 05/07/99: بیتصو خیتار   |  25/03/99(: 2تاریخ ویرایش)   |  20/10/98تاریخ دریافت: 

 چکیده
آگکاهی بکر    هکا  متاکاوت ایدکاد     ثیرات احتمالی تکنیک  أبا گذشت زمان به سبب ت

 اسکت   ایش یافتکه زچشکمییر  افک  آموزان، توجه به آگاهی زبانی به طور  عملکرد زبان
عملککرد نوشکتار     بکر  ییهکا   یک تکن نیاثرات چن ه بررسیه ویژه، بحاضر ب پژوهشِ

کنندگان  شرکت پردازد  یمی متوسط ایران سطحِ آموزانِ زبان درر محو فعالیت داستان
 جنبکۀ از  ،هکا  آناولیکۀ   یِککه همینک   نکد بودآموز  زبان 40 حاضر، مشتمل برپژوهش 
هکا بکه    آن ،  سپسقرار گرفت شسندمورد  یعموم زبانِ آزمونِ  یا ب ،یمهارت زبان
 20 ی  مشکتمل بکر  که هر  -گروه کنترل   یو  شیگروه آزما  یدر  یطور تصادف
آن بکه  طکی  ککه   به طکول اندامیکد   ،جلسه 17آموزش  دورةگرفتند   قرار ،ندنار بود
  اجکزا » از طریک    نحکو  یِآگکاه  ایداد  ها  یتکن ،شیآزما گروه  کنندگانِ شرکت
بلافاصکله پکس از    شکد   آموزش داده «واژگانی آرایشِ تصحیح»و  «داستان  ِدستور

 برآمکده از  ها  یافتهمحور گرفته شد   آزمونی مشتمل بر فعالیت داستان آموزش، پس
آمکوزش   ییهکا   یک نتک نیچنک با که  شیها نشان داد گروه آزما داده لیو تحل هیتدز
 ،به صورت مکتکو   کوتاه  ها داستان نقلِدر  ،گروه کنترل بادر مقایسه  ،نده بوددید

 مهارت  در بهبود  یزبان یِآگاه نقشِ ،حاضر ژوهشِپ ها  یافتهداشتند    عملکرد بهتر
در  هکا   یتکن این گونهگنداندن   را برا راهبرجسته نموده و آموزان را  در زبان یزبان

 سازد یهموار م ،یآموزش  ها برنامه
داسکتان،    دسکتور   ، اجکزا ار وشکت ن فعالیکت  محکور،  داستان فعالیت :هادواژهکلی

 آرایش واژگانی تصحیح ،یمهارت زبان

؛ رانیا ز،یتبر ،یدانشیاه آزاد اسلام ز،یواحد تبر ،یسیگروه زبان انیل ، دکتر  دانشدو  1
behzad_mahmoudy@yahoo.com 

 Ahangari@iaut.ac.ir  )نویسنده مسئول(؛ رانیا ز،یتبر ،یدانشیاه آزاد اسلام ز،یواحد تبر ،یسیگروه زبان انیل ار،یاستاد  2
 m_saeidi@iaut.ac.ir؛ رانیا ز،یتبر ،یدانشیاه آزاد اسلام ز،یواحد تبر ،یسیگروه زبان انیل ار،یدانش  3

 10.22051/LGHOR.2020.29797.1243 (:DOI) تالیدید ۀشناس
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عملکوردِنحویی رورآگاهیِایجادِهایثیر تکنیکأت
سطحِآمیزانِزراندرمحیرفعالیت داستاننیشتاری

یمتیسط ایران
پژوهشی مقالۀ

1رهزاد محمیدی

2*سعیده آهنگری

3مهناز سعیدی

05/07/99: بیتصوخیتار|25/03/99(: 2تاریخ ویرایش)|20/10/98تاریخ دریافت:

چکیده
ت گذشت زمان به سبب احتمالی تکنیکأبا ایدکاد ثیرات آگکاهی بکرهکا متاکاوت

آگاهی زبانی به طورعملکرد زبان توجه به افکآموزان، یافتکهزچشکمییر اسکت ایش
چنه بررسیه ویژه، بحاضر بپژوهشِ عملککرد نوشکتاربکر ییهکا یک تکننیاثرات

ایرانسطحِآموزانِزباندرر محوفعالیت داستان کنندگانشرکتپردازد یمی متوسط
مشتمل برپژوهش همینکنکد بودآموززبان40حاضر، جنبکۀاز،هکا آناولیکۀیِککه

هکا بکهآن، سپسقرار گرفتشسندموردیعمومزبانِآزمونِیا ب،یمهارت زبان
تصادف مشکتمل بکرکه هر -گروه کنترل یو شیگروه آزمایدریطور 20ی 
آن بکهطکیککهبه طکول اندامیکد،جلسه17آموزشدورةگرفتندقرار،ندنار بود
اجکزا »از طریک نحکویِآگکاهایدادهایتکن،شیآزماگروه کنندگانِشرکت
ازشکد آموزش داده«واژگانیآرایشِتصحیح»و «داستان ِدستور پکس بلافاصکله

پس فعالیت داستانآموزش، مشتمل بر گرفته شد آزمونی ازها یافتهمحور برآمکده
تحلهیتدز گروه آزمادادهلیو آمکوزشییهکا یک نتکنیچنکباکهشیها نشان داد
مکتکوکوتاههاداستاننقلِدر،گروه کنترلبادر مقایسه،نده بوددید صورت ،به

مهارت در بهبود یزبانیِآگاهنقشِ،حاضرژوهشِپها یافتهداشتندعملکرد بهتر
وآموزان رادر زبانیزبان براراهبرجسته نموده گونهگنداندنرا در هکا یتکناین

سازدیهموار م،یآموزشهابرنامه
داسکتان،دسکتور، اجکزااروشکت نفعالیکتمحکور،داستانفعالیت:هادواژهکلی

واژگانیتصحیح،یمهارت زبان آرایش

آزاد اسلامز،یواحد تبر،یسیگروه زبان انیل،دکتردانشدو1 ؛ رانیاز،یتبر،یدانشیاه
behzad_mahmoudy@yahoo.com

آزاد اسلامز،یواحد تبر،یسیگروه زبان انیلار،یاستاد2 مسئول(؛رانیاز،یتبر،یدانشیاه Ahangari@iaut.ac.ir )نویسنده
آزاد اسلامز،یواحد تبر،یسیگروه زبان انیلار،یدانش3 m_saeidi@iaut.ac.ir؛ رانیاز،یتبر،یدانشیاه
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 درانگلیسوی   کوارِ  توازه  معلموانِ  یها پنداشت شیپ
 هوای  هسسؤمیِ میرد رررسی: یسیزران انگل آمیزشِ
 در ایران یخصیص

 یپژوهش ۀمقال

 1*نیا کریمامین 
 2رهالیلا ررر

 05/07/99: بیتصو خیتار   |  08/05/99: (2) شیرایو خیتار   |  07/03/99: افتیدر خیتار

 چکیده
 شناختی رویکرد در  رشد به رو  عنوان رونده ب، ها معلم ها  پنداشت پیش شناسایی

 ککه کمک  کنکد    گونکاگونی  بنکایی زیر ها  جنبه  به آشکارسازتواند  میبه آموزش، 
 هکایی،  پنداشکت  پکیش  نی  چنک خواهنکد داشکت  آمکوزش   ندیبر فرا  معنادارات ریثأت
ه بک  یسک یزبکان انیل  ةدور هکا   معلکم  ه ویژهکار، ب ان تازهآموزگار با رابطه، در گمان بی

بکه   ،آمکوزش  خصکو ِ  در که هایی معلم ،دارند بسیار  تیاهم ،یارجعنوان زبان خ
 ،پککژوهش نیکک  ازننککد مککیدسککت  ودخکک  هککا دهیککا شکککلِ دهککی یککا ت ییککرِ شکککل
با را  ایران یخصوص ها  هسسؤدر م زبانِ انیلیسی کار تازه ها  معلم ها  پنداشت پیش

در  پنداشت پیش هر وجود احتمالِ در پیاست: )الف(  پیشِ رو بررسی کردهسه هدف 
در نظرات  بهیمشا  الیوهر  به دنبالِ کشف ، ) ( است مورد تدریس در معلمان بوده

بکه    ان بکرا آموزگارکه    را بیابدا عبارات استعارهبر آن بوده تا )پ( است  بوده ها آن
    برااند برده به کار یسیآموزش زبان انیل با ارتباطدر  اتشانیاشتراک گذاشتن تدرب

  یک از  ییهکا  رونوشکت ککار،   تکازه  هکا   معلکم  هکا   پنداشت پیش ها  شباهت افتنی
 معلمکان  از  ا نمونکه توسکط   بهره گرفته شد که مقولهدوازده ۀ مشتمل بر نام پرسش

پکن  عامکل    هداد لیک ( پاسکخ داده شکدند  تحل  زن/ردمک  43ککار )  تکازه  زبان انیلیسی
آمکوزان، نقکش    حکل مسکئله دانکش    ، ریادگیرا نشان داد:  ها پنداشت پیش زیربنایی
 ، ا اسکتعاره  ها  عبارت یبررس  برا ن،یبر ا افزونو معلم خو    تدریسان، آموزگار
هکا     مصاحبهشد اندام ،کار تازه لممع 5با   ا قهیدق 20 ۀافتیساختار مهین  ها مصاحبه

 ؛  )نویسنده مسئول(ایرانشناسی کاربرد ، گروه زبان انیلیسی، هیأت علمی دانشیاه آزاد اسلامی، واحد فسا،  دانشیار زبان 1
aminkarimnia@iaufasa.ac.ir

؛ ایرانگروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد فسا، کارشناس ارشد آموزش زبان انیلیسی،  2
leilabarbareh@iaufasa.ac.ir
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 هکا   هبه اشتراک گذاشکتن تدربک    ها برا کنندگان از استعاره شرکتنشان دادند که 
 .برند یخود بهره م یآموزش
زبان انیلیسی بکه   انآموزگارکار،  تازه اناستعاره، معلم ،ها پنداشت پیشها:  واژهکلید

   شناختی یشناس روان عنوان زبان خارجی،
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 هکا   هبه اشتراک گذاشکتن تدربک    ها برا کنندگان از استعاره شرکتنشان دادند که 
 .برند یخود بهره م یآموزش
زبان انیلیسی بکه   انآموزگارکار،  تازه اناستعاره، معلم ،ها پنداشت پیشها:  واژهکلید

   شناختی یشناس روان عنوان زبان خارجی،
 

آمویزان   زران انیها در م دکستاها و و پادکست ریتأث
 انگلیسی را انگیزه: سطیح متفاوت مهارت شنیداری

 مقالۀ پژوهشی
 

 1گانهی یشاد
 2*سیروس ایزدپناه

 
 05/07/99: بیتصو خیتار   |  10/06/99(: 2) شیرایو خیتار   |  25/03/99: افتیدر خیتار
 
 

 چکیده
هکا      در رابطکه بکا پادکسکت   ما است یزندگ ناپذیرِ ییجدا یبخش  ، فناورروزها نیا

 ،هکا  آموزان نسبت به ایکن روش  ها و ادراک و نیرش دانش مؤثر و یا طراحی وادکست
 ها و پادکست ریتأث تبیینِ ،، هدفدر پژوهش حاضرتحقیقات نسبتاً کمی وجود دارد  

 اسکت   شکنیدار  مهکارت   خصکو ِ در  ،زهیانیآموزان بکا  زبان شرفتیها بر پ وادکست
  یبه دو گروه کنترل و  رانیو فراگ استااده کردندهدفمند   ریگ از نمونه نیارندگان
نامکه ککه    پرسکش  منظکور، از نسکخه معتبکر    نیک ا هشدند  ب بند  دسته شیگروه آزما
از  یمناسب شمارانتخا    ، برااست شنیدار علاقه به بهبود مهارت  زانیمنمایانیر 

زبکان آمکوز    250، از آموزان منتخب زبان انیم درشد   استااده ،زهیانیبا رندگانِیادگی
 زبکان  عنکوان  انیلیسکی را بکه   2020 سکال  در که ساله 35 تا 18 و پیشرفتۀمتوسط 
نامکه را پکر    دو پرسکش  ،شکد  درخواست، گرفتند فرا می اگر هندیدر مؤسسه آ خارجی
 مبنکا  وادکسکت بکر    10پادکسکت و   10، وادکست 50پادکست و  60 نیکنند  از ب
انتخکا  شکدند    ( 0  42، 0  79) محتکوا  اعتبار شاخصو  نسبت اعتبار محتوافرمول 

  هکا  و آزمکون  یایاز آمکار توصک   ،بود  در مطالعه حاضکر  یطرح پژوهش از نوع تدرب
 نیککه بک   نتیدکه آن بکود  شکد    بهره گرفته یکم  ها داده لیو تحل هیدر تدز وواکآن
پادکسکت و   روهدر هکر دو گک   یشک یگکروه آزما  آزمکونِ  آزمکون و پکس   شیپ ها  هنمر

آزمکون و   شینمکرات پک   نیککه بک   یوجود دارد، در حکال   دارناووادکست اختلاف مع
هکا نشکان داد    همچنین، یافته وجود ندارد   داراآزمون گروه کنترل اختلاف معن پس

هکا وجکود    ها یا تماشا  وادکست که اختلاف معنادار  میانِ گوش دادن به پادکست
 ندارد  
 شنیدار ، پادکست، آموزش انیلیسی، فناور ، وادکست مهارتها:  واژهکلید

                                                           
؛ زندان، ایرانواحد زندان، گروه آموزش زبان انیلیسی، دانشیاه آزاد اسلامی، ، کارشناس ارشد آموزش زبان انیلیسی 1

shadiyeganeh92@gmail.com  
 ؛  )نویسنده مسئول(زندان، ایرانواحد زندان، استادیار، گروه آموزش زبان انیلیسی، دانشیاه آزاد اسلامی،  2

sirosizadpanah@iau.az.ic  
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تأثیر نیع فعالیت رور نیسوانات انگیرشوی: رررسوی     
 رستانیدر ارشدِ مقطع ایرانیِ آمیزان زرانمیردی 

 مقالۀ پژوهشی
 

 1یمحمد محمد
 2*این یعلی زیپرو

 
 05/07/99: بیتصو خیتار   |  08/06/99: (3) شیرایو خیتار   |  16/12/98: افتیدر خیتار
 
 

 دهیچک
، امکروزه  شد نیریسته می ایستاماهوم   یبه عنوان  زهیانی ،نیاز ا شیکه پ یحال در

 ت یک اسکت  ماه  انیجر پیوسته دراست که  قرار گرفته یمورد بررس ا  همقولبه عنوان 
  ها نظام هیکه نظر افتیگسترش  یدر حال یزشیو ماهوم نوسانات انی زهیانی  ایپو
 نهیدر زم  یدانشمندان علوم و سپس به تدر نیدر ب )سی د  اس تی( دهیچیپ  ایپو

 نیک بکا الهکام از ا   عمدتاً ،حاضر پژوهشِ  یافت  شتریب شهرت  ، کاربرد یشناس زبان
نقش بکالقوه نکوع    یبررس در پیِ، ایپو دهیپد  یبه عنوان  زهیانی ةدربار یفعل دگاهید

در  یسک یآمکوزان زبکان انیل   نشکده توسکط زبکا    تدربکه  یِزشک یدر نوسانات انی تیفعال
 مورد توجه قرار گرفت  زین تیجنس ینقش احتمال، در اندام این کار  است رستانیدب

  ککه معمکو ً بکرا     ها از موتومتر بکه عنکوان ابکزار    داده  آوررا  گردب پژوهشیران
 هنیامِ نیآموزان در طول زمان و همچن خودآگاهانه زبان زشیانی سطوح  ریگ اندازه

مشخص شد نکوع فعالیکت بکه     ها، افتهی پایۀ ند  برگرفتبهره  ،رفت به کار میمصاحبه 
 تیک سکه فعال  انیک از م کنندة اصلی در ت ییکرات انییزشکی اسکت     یینععنوان عامل ت
بر حکلِ مسکئله و پکس از آن    با تمرکز  2 ةشمار تیحاضر، فعالپژوهش  اجراشده در
ترین فعالیکت   بخش که فعالیتی مبتنی بر تصویر بود، به عنوان الهام 3 ةفعالیت شمار

شد که  معلوم، پرسش دوم پژوهشبا  رابطهدر  ن،یبر ا افزون ن بودند آموزا برا  زبان
 بررسکی  نیک شود ککه ا  یتصور م ندارد  یتیاهم چیه ،فعالیتاندام  نیدر ح تیجنس
 و آمکوزش متوسکطه   نکه یدر زم ژهیک بکه و  ،ینظام آموزشک  در لیهمه عوامل دخ  برا

 .داشته باشدبه همراه  یمطلوب  هاکاربرد، در مؤسسات آموزش زبان نیهمچن
آمکوزان مقطک ِ ارشکد     انییکزش، نوسکانات انییزشکی، موتکومتر، زبکان     : ها کلیدواژه

 دبیرستان، نوع فعالیت

                                                           
آموزش زبان انیلیسی، دانشکده علوم انسانی، دانشیاه ارومیه، ارومیه، ایران؛  کارشناسی ارشددانشدو   1

mamad7044@gmail.com  
  p.alavinia@urmia.ac.irدانشکده علوم انسانی، دانشیاه ارومیه، ارومیه، ایران  )نویسنده مسئول(؛ دانشیار،  2
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تأثیر نیع فعالیت رور نیسوانات انگیرشوی: رررسوی     
 رستانیدر ارشدِ مقطع ایرانیِ آمیزان زرانمیردی 

 مقالۀ پژوهشی
 

 1یمحمد محمد
 2*این یعلی زیپرو

 
 05/07/99: بیتصو خیتار   |  08/06/99: (3) شیرایو خیتار   |  16/12/98: افتیدر خیتار
 
 

 دهیچک
، امکروزه  شد نیریسته می ایستاماهوم   یبه عنوان  زهیانی ،نیاز ا شیکه پ یحال در

 ت یک اسکت  ماه  انیجر پیوسته دراست که  قرار گرفته یمورد بررس ا  همقولبه عنوان 
  ها نظام هیکه نظر افتیگسترش  یدر حال یزشیو ماهوم نوسانات انی زهیانی  ایپو
 نهیدر زم  یدانشمندان علوم و سپس به تدر نیدر ب )سی د  اس تی( دهیچیپ  ایپو

 نیک بکا الهکام از ا   عمدتاً ،حاضر پژوهشِ  یافت  شتریب شهرت  ، کاربرد یشناس زبان
نقش بکالقوه نکوع    یبررس در پیِ، ایپو دهیپد  یبه عنوان  زهیانی ةدربار یفعل دگاهید

در  یسک یآمکوزان زبکان انیل   نشکده توسکط زبکا    تدربکه  یِزشک یدر نوسانات انی تیفعال
 مورد توجه قرار گرفت  زین تیجنس ینقش احتمال، در اندام این کار  است رستانیدب

  ککه معمکو ً بکرا     ها از موتومتر بکه عنکوان ابکزار    داده  آوررا  گردب پژوهشیران
 هنیامِ نیآموزان در طول زمان و همچن خودآگاهانه زبان زشیانی سطوح  ریگ اندازه

مشخص شد نکوع فعالیکت بکه     ها، افتهی پایۀ ند  برگرفتبهره  ،رفت به کار میمصاحبه 
 تیک سکه فعال  انیک از م کنندة اصلی در ت ییکرات انییزشکی اسکت     یینععنوان عامل ت
بر حکلِ مسکئله و پکس از آن    با تمرکز  2 ةشمار تیحاضر، فعالپژوهش  اجراشده در
ترین فعالیکت   بخش که فعالیتی مبتنی بر تصویر بود، به عنوان الهام 3 ةفعالیت شمار

شد که  معلوم، پرسش دوم پژوهشبا  رابطهدر  ن،یبر ا افزون ن بودند آموزا برا  زبان
 بررسکی  نیک شود ککه ا  یتصور م ندارد  یتیاهم چیه ،فعالیتاندام  نیدر ح تیجنس
 و آمکوزش متوسکطه   نکه یدر زم ژهیک بکه و  ،ینظام آموزشک  در لیهمه عوامل دخ  برا

 .داشته باشدبه همراه  یمطلوب  هاکاربرد، در مؤسسات آموزش زبان نیهمچن
آمکوزان مقطک ِ ارشکد     انییکزش، نوسکانات انییزشکی، موتکومتر، زبکان     : ها کلیدواژه

 دبیرستان، نوع فعالیت

                                                           
آموزش زبان انیلیسی، دانشکده علوم انسانی، دانشیاه ارومیه، ارومیه، ایران؛  کارشناسی ارشددانشدو   1

mamad7044@gmail.com  
  p.alavinia@urmia.ac.irدانشکده علوم انسانی، دانشیاه ارومیه، ارومیه، ایران  )نویسنده مسئول(؛ دانشیار،  2
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خیاندن  نگرشِ و زهیانگ رر یفرهنگ یادِم آمیزش ریتأث
   یرانیرالاتر از سطح متیسط ا انگلیسی آمیزانِ زران

 یپژوهش ۀمقال
 

 1دوست احسان نمازیان
 2*یعیشف سجاد

 3یاصفهان یمیرح بایفر
 
 05/07/99: بیتصو خیتار   |  22/06/99(: 3) شیرایو خیتار   |  01/03/99: افتیدر خیتار
 
 

 چکیده
 خوانکدن و نیکرشِ   ةزیک بکر انی  یفرهنیک  مطالکبِ  آموزشِ ریتأث یمطالعه به بررس نیا

 یابی بکه  دست  است  برا پرداخته دو جنس مختلفبا  آموزانِ دانشدر میان خواندن 
با تر از در سطح انیلیسی به عنوان زبان خارجی،  آموزان نار از دانش 150هدف، نیا

به سه گروه  تصادفی روشِ به و شدند انتخا زن  نار 75 و نارمرد 75 شامل متوسط
 زهیک انی یبررسک   خواندن برا ةزیآزمون انی شیپ ، ی شدند  سپس بند  دسته برابر

متکون   ی، برخک امکر در اجکرا   دوره اندکام شکد      کنندگان در ابتدا خواندن شرکت
 ی، فرهنگ فارس(الفگروه   )برا یسیو انیل ییکایآمر  ها مربوط به فرهنگ خواندن

 شد  داده(، آموزش پگروه   )برا فرهنیی ها  مقوله بدون متون(، و   گروه  )برا
بکر    اندکام شکد  نامه نیکرش خوانکدن    خواندن و پرسش زهیآزمون انی ، پسآنپس از 

(، نتای  حاکی از آن 1997 ، گاترو  لدییایونامۀ انییزه برا  خواندن ) اساس پرسش
آمکوزان   خوانکدن زبکان   زهیک انی ،ها در آن یفرهنی  با محتوا یمطالب آموزشبود که 

 یسکوال  25نامکۀ نیکرش    بکر اسکاس پرسکش   ، نیبر ا افزون  بخشد یرا بهبود م یرانیا
 نینسبت به استااده از چن انیشد که دانشدو علومم، (2015) ویل اسیاز مق برگرفته

داد ککه   نشکان  هکا  یافتکه ، در پایکان در خواندن نیرش مثبت دارنکد    یمطالب فرهنی
 در مقایسکه بکا    عملککرد بهتکر   ،خواندن ةزیانی زمونِآ زن در پس ها  هکنند شرکت
 هکا   د لکت و اسکت   برخکی کاربردهکا ارا که شکده    ها،  افتهی در پرتو داشتند   هامرد

 شود  یم پیشِ رو آورده گوناگونی
 فرهنگ، دانش فرهنیی، جنسیت، انییزة خواندن، نیرش خواندنها:  واژهکلید

                                                           
 ، گروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد شهرکرد، شهرکرد، ایران:دانشدو  دکتر  1
, e.namaziandost@std.iaushk.ac.ir e.namazi75@yahoo.com    

  )نویسنده مسئول(؛ ، گروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد شهرکرد، شهرکرد، ایراناستادیار  2
s.shafiee@iaushk.ac.ir  

 f.rahimi@iaushk.ac.ir؛ ، گروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد شهرکرد، شهرکرد، ایراناستادیار  3
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یوادگیری  روش  روا  یبو یترک یریادگیو  تأثیر تلفیق
خیانودن و در  مطلو     زروان رور  محویر  -فعالیت
آمیزان انگلیسی ره عنویان زروان خواردی در     زران
 ایران

 مقالۀ پژوهشی
 
 1یاله رنادریم

 2*داوود مشهدی حیدر
 
 05/07/99: بیتصو خیتار   |  30/06/99(: 2) شیرایو خیتار   |  19/05/99: افتیدر خیتار
 
 

 چکیده
 ةدر حکوز   د ولوژیک ا  یک به  ،یبیترک  ریادگیو  زبان محورِ -فعالیت یادگیر ِ روشِ

زبکان   آمکوزش در  ها جریان نیاز موثرتر یکیاند و  شده لیتبد یسیزبان انیل آموزشِ
 یبه بررس ،یکنون پژوهشِ ن،ی  بنابراندیآ یبه شمار م یبه عنوان زبان خارج یسیانیل
 زمینکۀ در  یکادگیر  زبکان   محور-فعالیتروش  در زبان یِبیترک  ِریادگی ادغامِ ریثأت

 ایرانکی  دختکر و پسکر  سکطح متوسکط   آمکوزان   خواندن و درک مطلکب زبکان   ییتوانا
 لیو دو گکروه کنتکرل تشکک    یشیپردازد  در ابتدا، چهار گروه شامل دو گروه آزما یم

محور آمکوزش  -فعالیتاز طری  تلای  یادگیر  ترکیبی با  ،یشیشدند  دو گروه آزما
( بکا  2012)اسکتیکر و هکورن    یبک یترک  ریادگیمدل  ،یروش آموزش نیدر ا دیدند 
توانکایی درک مطلکب خوانکدن    شکد تکا    تلایک  ( 2017) الکیس  محکور -فعالیتمدل 
ا  از  مدموعکه  بکا آمکوزان   راهبکرد نوآورانکه، زبکان    نی  در اها بهبود یابد کننده شرکت

-فعالیتخواندن و درک مطلب برخط و حضور  متمرکز و غیر متمرکز   ها تیفعال
کنترل با استااده از راهبردها  سکنتی از   گروه در حالی که محور سر و کار داشتند 

ها   یافته ،بر این مبنا  ها  معمول خواندن و درک مطلب آموزش دیدند طری  روش
در مقایسکه بکا    ،یشک یآزما هکا   گکروه  فراگیکران در نشان داد ککه   انسیکووار لیتحل
هکا    یافتکه  ن،یک ا بکر  افکزون   ها  کنترل به مراتب نمرات با تر  کسب کردند گروه

عملکرد  انیم  تااوت معنادار چیاست که هآن  دهندة نشانطرفه دو انسیوارتحلیلِ 
 نیا یآموزش  هاکاربرد مبنا ِوجود ندارد  سراندام، بر  در دو گروه پسرها و دخترها

                                                           
؛ رانیاتنکابن، واحد تنکابن،  ،یدانشیاه آزاد اسلام ،یسیرشته آموزش زبان انیل ، دوره دکتر  دانشدو 1

amirnader.elahi@gmail.com  
؛   )نویسنده مسئول( ایرانتنکابن، گروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد تنکابن، استادیار، 2 

davoodm_tarbiatmodares@yahoo.com 
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یوادگیری  روش  روا  یبو یترک یریادگیو  تأثیر تلفیق
خیانودن و در  مطلو     زروان رور  محویر  -فعالیت
آمیزان انگلیسی ره عنویان زروان خواردی در     زران
 ایران

 مقالۀ پژوهشی
 
 1یاله رنادریم

 2*داوود مشهدی حیدر
 
 05/07/99: بیتصو خیتار   |  30/06/99(: 2) شیرایو خیتار   |  19/05/99: افتیدر خیتار
 
 

 چکیده
 ةدر حکوز   د ولوژیک ا  یک به  ،یبیترک  ریادگیو  زبان محورِ -فعالیت یادگیر ِ روشِ

زبکان   آمکوزش در  ها جریان نیاز موثرتر یکیاند و  شده لیتبد یسیزبان انیل آموزشِ
 یبه بررس ،یکنون پژوهشِ ن،ی  بنابراندیآ یبه شمار م یبه عنوان زبان خارج یسیانیل
 زمینکۀ در  یکادگیر  زبکان   محور-فعالیتروش  در زبان یِبیترک  ِریادگی ادغامِ ریثأت

 ایرانکی  دختکر و پسکر  سکطح متوسکط   آمکوزان   خواندن و درک مطلکب زبکان   ییتوانا
 لیو دو گکروه کنتکرل تشکک    یشیپردازد  در ابتدا، چهار گروه شامل دو گروه آزما یم

محور آمکوزش  -فعالیتاز طری  تلای  یادگیر  ترکیبی با  ،یشیشدند  دو گروه آزما
( بکا  2012)اسکتیکر و هکورن    یبک یترک  ریادگیمدل  ،یروش آموزش نیدر ا دیدند 
توانکایی درک مطلکب خوانکدن    شکد تکا    تلایک  ( 2017) الکیس  محکور -فعالیتمدل 
ا  از  مدموعکه  بکا آمکوزان   راهبکرد نوآورانکه، زبکان    نی  در اها بهبود یابد کننده شرکت

-فعالیتخواندن و درک مطلب برخط و حضور  متمرکز و غیر متمرکز   ها تیفعال
کنترل با استااده از راهبردها  سکنتی از   گروه در حالی که محور سر و کار داشتند 

ها   یافته ،بر این مبنا  ها  معمول خواندن و درک مطلب آموزش دیدند طری  روش
در مقایسکه بکا    ،یشک یآزما هکا   گکروه  فراگیکران در نشان داد ککه   انسیکووار لیتحل
هکا    یافتکه  ن،یک ا بکر  افکزون   ها  کنترل به مراتب نمرات با تر  کسب کردند گروه

عملکرد  انیم  تااوت معنادار چیاست که هآن  دهندة نشانطرفه دو انسیوارتحلیلِ 
 نیا یآموزش  هاکاربرد مبنا ِوجود ندارد  سراندام، بر  در دو گروه پسرها و دخترها

                                                           
؛ رانیاتنکابن، واحد تنکابن،  ،یدانشیاه آزاد اسلام ،یسیرشته آموزش زبان انیل ، دوره دکتر  دانشدو 1

amirnader.elahi@gmail.com  
؛   )نویسنده مسئول( ایرانتنکابن، گروه زبان انیلیسی، دانشیاه آزاد اسلامی، واحد تنکابن، استادیار، 2 

davoodm_tarbiatmodares@yahoo.com 
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 یبک یترک  ریادگیادغام  ۀماهوم نوآوراناین توانند  یم یپژوهش، طراحان برنامه درس
 طیبیندانند تکا محک   یآموزش  ها را در برنامه زبان محور-فعالیت یادگیر روش  در
بکا   زیک معلمان نتر اینکه،  مهمکند   رییمحور ت -آموز دانش طیکلاس، به مح  ریادگی

توانند تاکر انتقکاد    تعاملی خواندن و درک مطلب میها  برخط و   فعالیت یطراح
 دهند  گسترش آموزان را در زبان یفراشناخت  ها و مهارت

 ، درک مطلکب زبکان  محور فعالیت یادگیر ، / پیوند یبیترک  ریادگ: یها کلیدواژه
  تیخواندن، جنس  ، راهبردهاخواندن
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 یرمزگردان تیفیو ک تیرر کم فعالیت یدشیار ریثأت
  تر از متیسط ایرانی سطح پائینانگلیسی  فراگیران

 یپژوهش ۀمقال
 

 1باریدی رهاره
 2*انیهاد رهرام
 3واعظی مهد

 
 22/07/99: بیتصو خیتار   |  16/07/99: (2) شیرایو خیتار   |  17/04/99: افتیدر خیتار

 
 چکیده
 ریثأت یپژوهش به بررس نیانخست،  است: بخشمشتمل بر دو  ،حاضر پژوهشِ هدف 
انیلیسی به عنوان زبان  فراگیرانِ یِرمزگردان کمیت بر   گاتار فعالیت   ِدشوار سطحِ
گاتکار    فعالیکت   دوم، تأثیر دشوار ِاست   تر از متوسط پرداخته ن یپا سطحِ خارجیِ

کننکدگان   شرکتاست   هگرفتها مورد بررسی قرار  کننده کتررمزگردانی ش بر کیایت 
  ا سسکه ؤدر م، از متوسکط  تکر  ن یسکطح پکا   یسیزبان انیل ریفراگ  61 ،پژوهش نیا
در سکه سکطح آسکان، متوسکط و      نیافراد دوازده تمکر  نیبودند  ا رانیدر ا یصوصخ

نشان داد  ها یافته دند درآوراجرا به را  ،شده بود یدشوار که توسط پژوهشیران طراح
بودنکد    یرمزگردانک  مشکتمل بکر   آمکوزان،  دانکش  عبکارات  درصکد از   10 کمتکر از که 

 طیدر شکرا را  یرمزگردانک  ها  ها  پژوهش، به صورت معنادار  مقوله کننده شرکت
  برا یرمزگردانها از  کننده شرکتنشان دادند که   ینتابه کار گرفتند   دشوار نیتمر
، گیر  نوبت ،روشِ تبیینمحتوا،  ، از جمله واژگان، ساختار نحو گوناگونی ها  هدف

هکا  زبکانی    نقکش  و یارجکاع  ،یانیک ب  عملکردهکا  فراگیکران   اند بهره گرفتهو تلاظ 
ها  مستقیم به واسکطۀ   برسند و تعداد مقولهاهدافشان به تا  را به کار بردند مستقیم

، تحلیکل   رمزگردانیمخاطبِ  با توجه به  الیت نیز افزایش یافته بودعسطح دشوار  ف
-محکور، معلکم   -محکور، همکلاسکی  -ها نشان داد که رمزگردانی خکود  استنباطی داده

محکور بودنکد    - محکور و همکلاسکی و سکپس معلکم     -محور، معلم و سپس همکلاسی
اما  ؛ده بودندکار بربه خود  یرا با همکلاس  ها، تقریباً نیمی از رمزگردانی کننده شرکت

 محور بود  -ها  رمزگردانی معلم ها  دشوارتر، استاادة بیشتر از مقوله فعالیتاصل ح
 ،یاهداف رمزگردان ،فعالیت  سطح دشوار ، مهارت گاتار ،یرمزگردان ها: واژهکلید

 یزبان  عملکردها
                                                           

؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیلدانشدو  دکتر ،   1
b.joybar@khuisf.ac.ir  

 )نویسنده مسئول(؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیل، اریاستاد  2
bah.hadian@khuisf.ac.ir  

  vaezdalili@khuisf.ac.ir؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیلا  3
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 یرمزگردان تیفیو ک تیرر کم فعالیت یدشیار ریثأت
  تر از متیسط ایرانی سطح پائینانگلیسی  فراگیران

 یپژوهش ۀمقال
 

 1باریدی رهاره
 2*انیهاد رهرام
 3واعظی مهد

 
 22/07/99: بیتصو خیتار   |  16/07/99: (2) شیرایو خیتار   |  17/04/99: افتیدر خیتار

 
 چکیده
 ریثأت یپژوهش به بررس نیانخست،  است: بخشمشتمل بر دو  ،حاضر پژوهشِ هدف 
انیلیسی به عنوان زبان  فراگیرانِ یِرمزگردان کمیت بر   گاتار فعالیت   ِدشوار سطحِ
گاتکار    فعالیکت   دوم، تأثیر دشوار ِاست   تر از متوسط پرداخته ن یپا سطحِ خارجیِ

کننکدگان   شرکتاست   هگرفتها مورد بررسی قرار  کننده کتررمزگردانی ش بر کیایت 
  ا سسکه ؤدر م، از متوسکط  تکر  ن یسکطح پکا   یسیزبان انیل ریفراگ  61 ،پژوهش نیا
در سکه سکطح آسکان، متوسکط و      نیافراد دوازده تمکر  نیبودند  ا رانیدر ا یصوصخ

نشان داد  ها یافته دند درآوراجرا به را  ،شده بود یدشوار که توسط پژوهشیران طراح
بودنکد    یرمزگردانک  مشکتمل بکر   آمکوزان،  دانکش  عبکارات  درصکد از   10 کمتکر از که 

 طیدر شکرا را  یرمزگردانک  ها  ها  پژوهش، به صورت معنادار  مقوله کننده شرکت
  برا یرمزگردانها از  کننده شرکتنشان دادند که   ینتابه کار گرفتند   دشوار نیتمر
، گیر  نوبت ،روشِ تبیینمحتوا،  ، از جمله واژگان، ساختار نحو گوناگونی ها  هدف

هکا  زبکانی    نقکش  و یارجکاع  ،یانیک ب  عملکردهکا  فراگیکران   اند بهره گرفتهو تلاظ 
ها  مستقیم به واسکطۀ   برسند و تعداد مقولهاهدافشان به تا  را به کار بردند مستقیم

، تحلیکل   رمزگردانیمخاطبِ  با توجه به  الیت نیز افزایش یافته بودعسطح دشوار  ف
-محکور، معلکم   -محکور، همکلاسکی  -ها نشان داد که رمزگردانی خکود  استنباطی داده

محکور بودنکد    - محکور و همکلاسکی و سکپس معلکم     -محور، معلم و سپس همکلاسی
اما  ؛ده بودندکار بربه خود  یرا با همکلاس  ها، تقریباً نیمی از رمزگردانی کننده شرکت

 محور بود  -ها  رمزگردانی معلم ها  دشوارتر، استاادة بیشتر از مقوله فعالیتاصل ح
 ،یاهداف رمزگردان ،فعالیت  سطح دشوار ، مهارت گاتار ،یرمزگردان ها: واژهکلید

 یزبان  عملکردها
                                                           

؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیلدانشدو  دکتر ،   1
b.joybar@khuisf.ac.ir  

 )نویسنده مسئول(؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیل، اریاستاد  2
bah.hadian@khuisf.ac.ir  

  vaezdalili@khuisf.ac.ir؛ رانیواحد اصاهان)خوراسیان(، اصاهان، ا ،یدانشیاه آزاد اسلام ،یسیگروه زبان انیلا  3
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و  تیوو: دناییدنووا یشناسوو هرکوویپ پوویآرو و روان
 یستیمنتخ  آگاتا کر یها در رمان شیتفت
 یپژوهش ۀمقال
 

 1*اسماعیل نجار
 2فاطمه صالحی وزیری

 
 30/07/99: بیتصو خیتار   |  21/07/99(: 2) شیرایو خیتار   |  29/04/99: افتیدر خیتار
 

 چکیده
 برخیو  پرداخته ییجنا یشناس ماهوم روان به شناساییتا  برآنیم ،در پژوهش حاضر

بککا   را تحلیکل کنکیم  آرو  هرککول پکو    پککرداز تیآن در شخصک  یاصکل   هکا  از بخکش 
 هکا   دقیقی از جرم و نظریه طراحیخوانش و  ا ، با گیر  از رویکرد  بینارشته بهره
جنکایی در   سکاز ِ  )به ویژه رفتارگرایی(، بکه بررسکی شکیردها  نمایکه     یشناخت روان
م  به ویکژه، بکه نظریکۀ ایکان مکارش در      زیپردا میها  کارآگاهی آگاتا کریستی  رمان

هکا  وسکترا و همککاران در     ها  رفتار جنایی و ویژگی ا  از توصیف معرفی مدموعه
  کنکیم  مکی کنکد، اسکتناد    کارآگاه را مؤثر مکی  ی  هایی که تلاش مشخصهشناسایی 

 دادیا ی)چیونیشناختی است که در فرایند معما  وانر ها  یهرَوتمرکز نیارندگان بر 
در هکا،   رمکز  ییکارآگاهان در رمزگشا ۀایوظ، وجود دارد از جمله ها( و حل کردن آن

  میتصکم چیونکه در   شکده و هکا وارد   ککه بکه آن   یرونک یو ب یدرونک   هکا  فشار پرتو 
کار ه کارگاه ب  یکه  گونه را آن ساز  نمایه، ماهوم سپس  گذارد شان تأثیر می نهایی

  یک  ییبکر حککم نهکا    ها  تکرار  ککه  داور  پیش رسیمو به ت دادهشرح  ،ردیگ یم
را بکا  در پایان، نحوة تکمیکل مراحکل بکا      پرداخت  یمخواه گذارند، می ریثأپرونده ت

شکر    ریالس  یقتل در قطار سر ،یستیپرفروش آگاتا کر  سه رمان  بر رو  ساز ادهیپ
(، که هر سکه در  1955) ییدانشدو اه( و قتل در خوابی1936) یی(، قتل الابا1934)

کشکیم    بکه تصکویر مکی    هسکتند،  یاصکل  تیبردارنده هرکول پوآرو به عنکوان شخصک  
شاهد  است بر اینککه چیونکه    اشتباه خود، شخصیت پوآرو، با مشخصات جنایی بی
یرفته شناسی جنایی در داستان هم تأثیر پذ کریستی همزمان از ماهوم و کنش روان

 است    و هم بر آن تأثیر گذاشته
قتکل   آگاتا کریستی، هرککول پکوآرو، رفتکارگرایی،    ،شناسی جنایی وانرها:  کلیدواژه

 یی الابا
                                                           

، دانشیاه تربیت مدرس، تهران، ایران  )نویسنده مسئول(؛ هنردانشکده  ادبیات نمایشی،استادیار، گروه  1
najar@modares.ac.ir  

دانشدو  کارشناسی ارشد رشته ادبیات انیلیسی، گروه زبان و ادبیات انیلیسی، دانشکده ادبیات، دانشیاه الزهرا، تهران، ایران؛  2
fatemesalehivaziri@yahoo.com.au  
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زروان:   در  نحیی در ریماران دستیرپریش فارسوی 
 گیاهی دیگر در راب فرضیه حذف رد

 یپژوهش ۀمقال
 

 1*امید آزاد
 
 30/07/99: بیتصو خیتار   |  29/06/99: (3) شیرایو خیتار   |  05/05/99: افتیدر خیتار
 
 

 چکیده
در بیمکاران   ،دسکتور   نقصکانِ  ماهیکت و میکزانِ   به بررسکیِ نظریه مهم سه تاکنون، 
محکور دسکتور    -ککنش  ۀککه دو نظریک     از این منظر، در حکالی ندا هپرداختپریش  زبان

نیاشکتی، رویککرد  بسکیار کلکی را در      ۀکنشی و فرضی ۀپریشی، یعنی فرضیه آستان
رد، تبیینی بسیار موشکافانه در بکا    ، فرضیه حذف گیرند به کار میزمینۀ این نقص 
حاضکر، بکه مثابکه     مقالکۀ گیکرد    م ز در پکیش مکی   نِا  بود حوزه چنینماهیت و هم

بیمکار  چهار مزبور را در  ۀشد تا کارایی نظریکو فارسی، می نخستین پژوهش در بافت 
دییکر همتکا    سن، با یک  و تحصیلات  ،جنسیت جنبۀزبان که از  فارسی پریشِدستور

قضکاوت  آزمکون  اجکرا  یک    و پکس از   همین تعداد گکروه کنتکرل   را با ،شده بودند
جاکت   90هکا،   به مح  آزمون گذارد  به منظور ارزیابی عملککرد آزمکودنی   دستور 

ها قکرار   ساخت، به شکل تصادفی در اختیار آزمودنی خوش ساخت و غیرِ خوش ۀجمل
بایست دیدگاه خویش را نسبت بکه دسکتور     ها می گرفت که بر مبنا  آن، آزمودنی

 هکا   هجملک انکواع  بیکان کننکد    دسکتور   قضاوت  فعالیت ، در ی  ها هبودن این جمل
عکاملی، اسکناد  ماعکولی، اسکناد      هکا    هجمل مشتمل براین پژوهش،  ةشد آزمون

هکا،   محتوایی بودند  یافتکه  ةواژ شناختی و پرسش فاعلی، مدهول عاملی، مدهول روان
پریش، در ف رد، نشکان داد ککه بیمکاران دسکتور    بینکی فرضکیه حکذ    همسو بکا پکیش  
زیکاد    هکا   چکالش شکود، بکا    ا  مشاهده می ها حرکت سازه در آنساختارهایی که 

در سکاختارها  عکاملی، از درک مطلکوبی برخکوردار     ها  آن، در مقابل هستند  رو روبه
 مورد بحث قرار گرفت  ها یافتهشناختی  ها  نظر  و روانکاربردبودند  

 رد حذف  ۀ ، فرضیا حوزهشناختی،  پریشی، پردازش، عصب زبانکلیدواژه ها: 
  

                                                           
؛   )نویسنده مسئول(گناباد، گناباد، ایران دانشیاه دانشکده ادبیات و علوم انسانی،  ،نیلیسیگروه زبان ااستادیار،  1

oazad62@gonabad.ac.ir 
 

 10.22051/LGHOR.2020.32410.1346 (:DOI) تالیدید ۀشناس

سازهای انگیزشی و متنی در خیاندن  عیامل و فراهم
ملات أت گیری از رهره :ایرانی فراگیران زران انگلیسی

یافته در طیپ فرایند یادگیری  ساختاری نگارش نیمه
 ملیأت

 یپژوهش ۀمقال
 

 1ندا کرمی
 2عصمت رارایی
 3فرد پریسا دفتری

 
 08/06/99: بیتصو خیتار   |  01/05/99: (3) شیرایو خیتار   |  04/02/99: افتیدر خیتار
 

 دهیچک
ی بکر عملککرد   گوناگونسازها   درک مطلب ماهیت چندبعد  دارد و عوامل و فراهم

 هکا  انییزشکیِ   گیکر   جهکت  ،حاضکر  پکژوهش   دگذارن می آموزان تأثیر خواندن زبان
سکازها    و عوامکل و فکراهم   ارزیکابی ککرده  را زبان انیلیسی ایرانی فراگیران  خواندنِ

قکرار   بررسکی فراگیکران مکورد    ملاتأمتنی در خواندن را با توجکه بکه تک    انییزشی و
دبیرسکتانی ایرانکی بودنکد      آمکوزِ  زبان 32 ،حاضر پژوهش کنندگانِ شرکت  است داده
کومیکان  توسکط  ککه   انیلیسکی در  انییکزه بکرا  خوانکدن    ۀنام پرسش فارسیِ ۀترجم

بکه  کننکدگان   زشی شکرکت انیی گیر  ابعاد جهت برا  تعیین ، ه بودتهیه شد (2013)
انییکزه   ةنامه نشان داد که میکانیین نمکر   پرسش ها  یافته  تدزیه و تحلیل رفتکار 

و انییزشکی و متنکی   درونکی اسکت  عوامکل     ةبا تر از میکانیین نمکره انییکز    ،بیرونی
 ۀیافتک  ساختار  نیکارش  ملات نیمهأبا تدزیه و تحلیل کیای ت دریافتی سازها  فراهم
 آمکده  دست بهاستخراج گردیدند  نتای   ملیأدر طی فرایند یادگیر  ت ها کننده شرکت

آگکاهی معلمکان نسکبت بکه عوامکل       تواند می ملاتأنامه و تدزیه و تحلیل ت از پرسش
ها کمک  کنکد تکا     مؤثر در خواندن را بر اساس ادراک فراگیران افزایش داده و به آن

 م کنند ها  مناسب یادگیر  را فراه بازخورد مؤثر و فرصت
  سازها فراهم ،انییزه ،متن ،خواندنتأمل،  :هاکلیدواژه

                                                           
؛ رانیتهران، ا ،یواحد تهران جنو ، دانشیاه آزاد اسلام ،یسیگروه انیل ،یسیآموزش زبان انیل  دکتر  دانشدو 1

neda.karami@gmail.com  
  )نویسنده مسئول(؛ دانشیاه خوارزمی، تهران، ایراندانشکدة ادبیات و علوم انسانی، ، زبان انیلیسی ، گروه آموزشاستاد 2

babai@khu.ac.ir  
؛ رانیتهران، ا ،یواحد تهران جنو ، دانشیاه آزاد اسلام ،مرکز تحقیقات زبان انیلیسی ار،یاستاد 3

pdaftaryfard@azad.ac.ir 
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زروان:در  نحیی در ریماران دستیرپریش فارسوی
فرضیه حذف رد گیاهی دیگر در راب

یپژوهشۀمقال

1*امید آزاد

30/07/99: بیتصوخیتار|29/06/99: (3)شیرایوخیتار|05/05/99: افتیدرخیتار

چکیده
و میکزانِبه بررسکیِنظریه مهم سهتاکنون، در بیمکاران،دسکتور نقصکانِماهیکت
حکالینداهپرداختپریشزبان منظر، در این محکور دسکتور-ککنشۀککه دو نظریکاز

آستان فرضیه یعنی و فرضیۀپریشی، کلکی را درۀکنشی نیاشکتی، رویککرد  بسکیار
این نقص میزمینۀ کار حذف گیرندبه فرضیه موشکافانه در بکا، تبیینی بسیار رد،
هم و مکینِا بودحوزهچنینماهیت پکیش ز در مثابکهمقالکۀگیکرد م حاضکر، بکه

پژوهش در بافت  مینخستین نظریکوفارسی، کارایی تا بیمکارچهار مزبور را درۀشد
ازفارسیپریشِدستور که یک و تحصیلات،جنسیتجنبۀزبان همتکاسن، با دییکر

با،شده بودند کنتکرلرا تعداد گکروه قضکاوتآزمکوناجکرا  یکو پکس از همین
ارزیابی عملککرد آزمکودنیدستور منظور گذارد  به جاکت90هکا،به مح  آزمون
و غیرِخوشۀجمل اختیار آزمودنیخوشساخت تصادفی در شکل ها قکرارساخت، به

آن، آزمودنی مبنا که بر میگرفت خویش را نسبت بکه دسکتورها بایست دیدگاه
جمل این ی هاهبودن کننکد دسکتور قضاوت فعالیت ، در هکا هجملکانکواعبیکان

پژوهش،ةشدآزمون اسکنادهکا هجملمشتمل براین اسکناد ماعکولی، عکاملی،
پرسشفاعلی، مدهول عاملی، مدهول روان یافتکهةواژشناختی و هکا،محتوایی بودند 

پکیش حکذهمسو بکا فرضکیه ککه بیمکاران دسکتوربینکی پریش، درف رد، نشکان داد
که حرکت سازهدر آنساختارهایی میها مشاهده زیکادهکا چکالششکود، بکاا

مطلکوبی برخکوردارها آن، در مقابلهستندروروبه از درک عکاملی، سکاختارها در
و روانکاربردبودند  قرار گرفت هایافتهشناختیها نظر مورد بحث

عصبزبانکلیدواژه ها:  پردازش، ردحذف ۀ، فرضیاحوزهشناختی،پریشی،

زبان ااستادیار، 1 و علوم انسانی،،نیلیسیگروه مسئول(گناباد، گناباد، ایراندانشیاهدانشکده ادبیات ؛  )نویسنده
oazad62@gonabad.ac.ir
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سازهای انگیزشی و متنی در خیاندن  عیامل و فراهم
ملات أت گیری از رهره :ایرانی فراگیران زران انگلیسی

یافته در طیپ فرایند یادگیری  ساختاری نگارش نیمه
 ملیأت

 یپژوهش ۀمقال

 1ندا کرمی
 2عصمت رارایی
 3فرد پریسا دفتری

 08/06/99: بیتصو خیتار   |  01/05/99: (3) شیرایو خیتار   |  04/02/99: افتیدر خیتار

 دهیچک
ی بکر عملککرد   گوناگونسازها   درک مطلب ماهیت چندبعد  دارد و عوامل و فراهم

 هکا  انییزشکیِ   گیکر   جهکت  ،حاضکر  پکژوهش   دگذارن می آموزان تأثیر خواندن زبان
سکازها  و عوامکل و فکراهم   ارزیکابی ککرده  را زبان انیلیسی ایرانی فراگیران  خواندنِ

قکرار   بررسکی فراگیکران مکورد    ملاتأمتنی در خواندن را با توجکه بکه تک    انییزشی و
دبیرسکتانی ایرانکی بودنکد      آمکوزِ  زبان 32 ،حاضر پژوهش کنندگانِ شرکت  است داده
کومیکان  توسکط  ککه   انیلیسکی در  انییکزه بکرا  خوانکدن    ۀنام پرسش فارسیِ ۀترجم

بکه  کننکدگان   زشی شکرکت انیی گیر  ابعاد جهت برا  تعیین ، ه بودتهیه شد (2013)
انییکزه   ةنامه نشان داد که میکانیین نمکر   پرسش ها  یافته  تدزیه و تحلیل رفتکار 

و انییزشکی و متنکی   درونکی اسکت  عوامکل     ةبا تر از میکانیین نمکره انییکز    ،بیرونی
 ۀیافتک  ساختار  نیکارش  ملات نیمهأبا تدزیه و تحلیل کیای ت دریافتی سازها  فراهم
 آمکده  دست بهاستخراج گردیدند  نتای   ملیأدر طی فرایند یادگیر  ت ها کننده شرکت

آگکاهی معلمکان نسکبت بکه عوامکل       تواند می ملاتأنامه و تدزیه و تحلیل ت از پرسش
ها کمک  کنکد تکا     مؤثر در خواندن را بر اساس ادراک فراگیران افزایش داده و به آن

 م کنند ها  مناسب یادگیر  را فراه بازخورد مؤثر و فرصت
  سازها فراهم ،انییزه ،متن ،خواندنتأمل،  :هاکلیدواژه

؛ رانیتهران، ا ،یواحد تهران جنو ، دانشیاه آزاد اسلام ،یسیگروه انیل ،یسیآموزش زبان انیل  دکتر  دانشدو 1
neda.karami@gmail.com 

  )نویسنده مسئول(؛ دانشیاه خوارزمی، تهران، ایراندانشکدة ادبیات و علوم انسانی، ، زبان انیلیسی ، گروه آموزشاستاد 2
babai@khu.ac.ir 

؛ رانیتهران، ا ،یواحد تهران جنو ، دانشیاه آزاد اسلام ،مرکز تحقیقات زبان انیلیسی ار،یاستاد 3
pdaftaryfard@azad.ac.ir
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: حقیقی نقش راهبردهای کاررردشناختی در گفتمانِ
 شیراز شهرِ رررسی میردیِ

 یپژوهش ۀمقال
 

 1پریسا نجفی
 2*رین فریده حق

 3احسان شریعتی
 
 20/08/99: بیتصو خیتار   |  09/07/99(: 3) شیرایو خیتار   |  10/04/99: افتیدر خیتار
 
 

 چکیده
است  یسلاح ،  پرسشهستند ترین ویژگیِ گاتار حقوقی ترین و رای  ها، مهم پرسش
و  شکود  یبه ککار بکرده مک   د عامی افرا  ها گاته دنِیچالش کش و به آزمودن  که برا
  و سکاختار   دسکتور   هکا  یژگیو مبنا بر   اتهام است رادیا  برا  ابزار نیهمچن
بکه دو   اهک  پرسکش هستند،  یزبان لیهر تحل مهمی از  ها بخشکه   ،پرسیدنسؤال 

 یکر یاز د یصکورت زبکان    یک انتخکا    اری  معشوند یم بند  تقسیمدسته باز و بسته 
  بکه  شکود  یمک  نیکی تع یکاربردشناخت  راهبردها گیر  از با بهره ،ممکن  ها صورت
بکه ککار    یدنپرسک  طیِکه  یکاربردشناخت  راهبردها پایۀبر  پرسشیر، یر،ید عبارت
بر   جستار حاضر گزیند بر میها  صورت یریدمیان را از  پرسشصورت   ی ،گیرد می
ها تلاقکی پیکدا    پرسش ها  ساختار  و کاربردشناختیِ که مشخصه تا جایی است آن
 یکم کردیدو رو  یتلا ه این منظور، بهب کنند تا بدین هدف دست یابند، را بیابد  می

 ییبکازجو  در جریان فرایندها  ،حاضر پژوهشِ  ها دادهپرداختیم   یو کاربردشناخت
آن  نمایانیرپژوهش   ها افتهیاست   راز به دست آمدهیش شهر چهار پرونده در دادگاه 

ال هسکتند و  ؤسک  هکا   نوع صکورت  کننده نییتع یکاربردشناخت  است که راهبردها
  را دارایک ز ،دارنکد  ییبازجو ندیکاربرد را در فرا نیشتریبسته ب  ها پرسش نیهمچن

چکالش   بهمخاطب را   ها گاته توانند یهستند که م یکنندگ کنترل زانیم نیشتریب
 بکشند 

  هکا  ، صکورت یدنپرسک سکؤال   ،یگاتکار حقکوق   ،قضکایی  یشناسک  زبان: ها کلیدواژه
  شناختی، راهبرد کاربردپرسشی
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: حقیقی نقش راهبردهای کاررردشناختی در گفتمانِ
 شیراز شهرِ رررسی میردیِ

 یپژوهش ۀمقال
 

 1پریسا نجفی
 2*رین فریده حق

 3احسان شریعتی
 
 20/08/99: بیتصو خیتار   |  09/07/99(: 3) شیرایو خیتار   |  10/04/99: افتیدر خیتار
 
 

 چکیده
است  یسلاح ،  پرسشهستند ترین ویژگیِ گاتار حقوقی ترین و رای  ها، مهم پرسش
و  شکود  یبه ککار بکرده مک   د عامی افرا  ها گاته دنِیچالش کش و به آزمودن  که برا
  و سکاختار   دسکتور   هکا  یژگیو مبنا بر   اتهام است رادیا  برا  ابزار نیهمچن
بکه دو   اهک  پرسکش هستند،  یزبان لیهر تحل مهمی از  ها بخشکه   ،پرسیدنسؤال 

 یکر یاز د یصکورت زبکان    یک انتخکا    اری  معشوند یم بند  تقسیمدسته باز و بسته 
  بکه  شکود  یمک  نیکی تع یکاربردشناخت  راهبردها گیر  از با بهره ،ممکن  ها صورت
بکه ککار    یدنپرسک  طیِکه  یکاربردشناخت  راهبردها پایۀبر  پرسشیر، یر،ید عبارت
بر   جستار حاضر گزیند بر میها  صورت یریدمیان را از  پرسشصورت   ی ،گیرد می
ها تلاقکی پیکدا    پرسش ها  ساختار  و کاربردشناختیِ که مشخصه تا جایی است آن
 یکم کردیدو رو  یتلا ه این منظور، بهب کنند تا بدین هدف دست یابند، را بیابد  می

 ییبکازجو  در جریان فرایندها  ،حاضر پژوهشِ  ها دادهپرداختیم   یو کاربردشناخت
آن  نمایانیرپژوهش   ها افتهیاست   راز به دست آمدهیش شهر چهار پرونده در دادگاه 

ال هسکتند و  ؤسک  هکا   نوع صکورت  کننده نییتع یکاربردشناخت  است که راهبردها
  را دارایک ز ،دارنکد  ییبازجو ندیکاربرد را در فرا نیشتریبسته ب  ها پرسش نیهمچن

چکالش   بهمخاطب را   ها گاته توانند یهستند که م یکنندگ کنترل زانیم نیشتریب
 بکشند 

  هکا  ، صکورت یدنپرسک سکؤال   ،یگاتکار حقکوق   ،قضکایی  یشناسک  زبان: ها کلیدواژه
  شناختی، راهبرد کاربردپرسشی
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 رور  یذهنو  یریو درگ شاخص رارو  تینیع فعال ریثأت
هوا در   آن یداریواژگان و پا یِتصادف یِریادگی زانیم

 یرانیآمیزان ا زران
 یپژوهش ۀمقال

 
 1*دکتر حسین کرمی

 2مهناز اسرافیلی
 

 20/08/99: بیتصو خیتار   |  20/05/99: (3) شیرایو خیتار   |  01/03/99: افتیدر خیتار
 

 چکیده
 ریثأتک  ،هکا  گونکاگونی   پژوهش ن،یدر ارتباط دارد  بنابرا ینقش مهم واژگانی،دانش 
پکژوهش    اند را مورد  بررسی قرار دادهدوم  در زبانِ واژگان  ِریادگیبر  مختلف عواملِ
 بکر   ریدرگ و شاخصِ تینوع فعال ریثأت در نظر گرفتنبا بر آن است تا حاضر  یتدرب
 یابیک بکه ارز  ،یرانک یآمکوزان ا  توسکط زبکان   یسک یواژگکان انیل  یتصکادف   ریفراگ رو ِ

بکار   هیک پکردازد  نظر ب( 2001) نی فکر و هالسکتا    ریک بار درگ هیفرض  ها ینیب شیپ
 ها   ریفراگ ،کسانی  ریبا شاخص درگ  ها تیکند که فعال یم ینیب شیپ  ،ریدرگ
با سطح زبان با تر از  یرانیآموز ا زبان 45منظور،  نه ایدارند  ب یواژگان را در پ برابر

درک مطلکب بکا   )یعنکی،   کسانی  ریدرگ با شاخص ا،ر تیاز چهار فعال یکیمتوسط 
نامکه، اسکتنتاج و    کلوز با اجازه استااده از ل تها   تمریننامه،  اجازه استااده از ل ت

و  دیدانش تول  اندام دادندی( سیانیل ی+فارس در واژگان یبه علاوه معان یسینو جمله
 ،یکر ید  و بار تیاز اندام فعال پس درنگ بیبار   یآموزان  زبان ف ادراک واژگان هد

کننکدگان در اندکام    عملککرد مشکارکت   ۀبکرا  مقایسک  شکد    دهیهاته بعد سکند  سه
نشککان داد کککه بککرخلاف   ینتککا مخککتلط بککین افککراد اجککرا شککد   ، آنککواهککا فعالیککت

مختلف  تیچهار فعال  آموزان بر رو عملکرد زبان ، ریبار درگ هیفرض  ها ینیب شیپ
 کسکان ی  ریک هکا بکار درگ   تیک فعال نیکه ا یدر حال ،متااوت بود  معنادار تبه صور

در  یعوامکل مهمک    ریک ککه عمک  پکردازش و درگ    حاکی از آن است  یداشتند  نتا
هکر   ینسکب  تیک اهم رسد، یبه نظر مهمچنین وجود،  نیواژگان هستند  با ا  ریفراگ
   شته باشددا ینیبه بازب ازین ممکن است  ریدرگ  ها لاهؤاز م  ی

یادگیر  تصادفیِ واژگان، نظریۀ بار درگیر ، عم  پکردازش، فعالیکت،    ها: کلیدواژه
 .فراگیر  زبان دوم
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