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Abstract 
Over recent decades, second language acquisition (SLA) researchers have considered 
attention an important cognitive process mediating second language (L2) learning. The 
concept of noticing as conscious attention to form has become especially important in the 
field. The present study explored whether two pedagogical interventions, namely textual input 
enhancement (TIE) and learners’ output production (LOP), in isolation and in combination, 
promoted learners’ noticing and learning of English relative clauses (RC). The study was 
conducted with a sample of 113 freshmen majoring in English language and literature. The 
participants were assigned to three experimental groups and the control group based on the 
treatments they received, +TIE+LOP, +TIE-LOP, -TIE+LOP, and -TIE-LOP. Before 
treatment, all the participants took a test of English RCs as the pretest. Then, the participants 
were required to read the reading texts including instances of RCs and take note. While the 
participants in the +TIE groups read the enhanced input, the participants in the -TIE groups 
received the unenhanced input. Also, the participants in the +LOP groups were required to 
carry out output tasks, but the participants in the -LOP groups answered comprehension 
questions. Consequently, the participants took part in think-aloud processes. Finally, the test 
of RCs was administered again as the posttest. The findings revealed that LOP positively 
affected the participants’ noticing and learning of RCs. However, TIE was only effective in 
promoting the participants’ noticing, but not learning, of RCs. 
 

keywords: attention, learning, learners’ output production, relative clauses, textual input 
enhancement 
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Introduction 
Attention as a cognitive process mediating learning has received special 

interest in the field of second language acquisition (SLA) in the past decades. “As 
the field of SLA research enters the new millennium, it is becoming increasingly 
clear that the role of attention is as important to understanding SLA as the role of 
input” (Simard & Wong, 2001, p. 104). Attention is viewed as a crucial concept for 
establishing how language input is processed and then internalized by L2 learners 
(Hama, 2012). Several theoretical claims have been posed for the essential role of 
attention in SLA (e.g., Robinson, 1995; Schmidt, 1990, 2001; Tomlin & Villa, 1994; 
VanPatten, 2004). While there is a general consensus on the crucial role of attention, 
disagreement exists regarding the amount and type of attention needed for learning 
(Izumi, 2002). 

Schmidt’s (1990, 2001) studies on consciousness, awareness, and attention 
led to the emergence of the Noticing Hypothesis, claiming that “intake is that part of 
the input that the learner notices” (Schmidt, 1990, p. 139).  As such, Schmidt views 
noticing, which needs learners’ awareness and focal attention, as a necessary 
condition for L2 learning. However, Schmidt (2001) posits a weaker claim, stating 
that “people learn about the things that they attend to and do not learn much about 
the things they do not attend to” (p. 30). In line with Schmidt (2001), considering 
noticing as the correlate to what psychologists call ‘attention’, noticing and attention 
are used synonymously in the present study. 

Some pedagogical techniques have been proposed for drawing learners’ 
attention to linguistic items to facilitate L2 learning. Textual input enhancement 
(TIE) (Sharwood Smith, 1991) is regarded as one of the implicit techniques of focus 
on form in that the physical appearance of certain elements of a text is 
typographically modified. The focused form is underlined, bolded, italicized, 
capitalized, or it is written in a different color, a different font, or a different size. 
TIE has been the focus of a number of SLA research studies which resulted in mixed 
findings.  

Output production has also been suggested as a way of inducing the 
learner’s noticing of L2 forms by Swain (1985). The Output Hypothesis by Swain 
(1985, 1995, 2005) postulates that as learners produce L2, they may “notice that 
they do not know how to say (or write) precisely the meaning they wish to convey” 
(Swain, 2005, p. 474), that may consequently draw learners’ attention to L2 features 
they need in order to find a solution to their interlanguage problems. However, the 
noticing role of output has been less explored empirically in SLA research. 
 
Literature Review 

In the recent decades, a proliferation of SLA studies have investigated the 
efficacy of TIE and LOP in triggering learners’ noticing of form. The results of the 
research that has explored the impacts of TIE on learners’ noticing and acquisition 
of linguistic forms vary greatly. A number of studies have revealed evidence for 
positive impacts of TIE on acquisition (e.g., Doughty, 1991; Jourdenais et al., 1995; 
Lee, 2007; Simard, 2009), and on noticing (e.g., Alanen, 1995; Izumi, 2002; Winke, 
2013).  

LaBrozzi (2014) examined the effect of different types of TIE on 
recognition of L2 form as well as reading comprehension. One hundred and nine 
English speakers learning Spanish were divided into the experimental groups, each 
receiving one type of TIE, and a control group. The results showed that TIE 
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positively affected the target structure recognition, but comprehension was not 
affected by the enhancement. 

 Naseri and Khodabandeh (2019) investigated whether audio-visual input 
enhancement affect acquisition and correct use of collocation. The results of 
posttests revealed the positive effects of audio-visual input enhancement on the 
acquisition of collocation and the enhanced accuracy regarding use of collocation in 
the narrative writing. 

However, some studies have revealed no effect of TIE on either noticing or 
acquisition (e.g., Leow, 1997, 2001; Leow et al., 2003; White, 1998). For example, 
Loewen and Inceoglu (2016) explored how TIE affected noticing and acquisition of 
L2 verb forms by college-level Spanish learners. Noticing of the target forms was 
measured using an eye tracker. The results showed that TIE did not trigger learners’ 
greater noticing of L2 verb forms, nor did it show higher levels of noticing the 
Spanish verb forms as reported by the learners. In addition, the enhanced group was 
not significantly different from the non-enhanced group in terms of intake of the L2 
forms. 

Still other studies have revealed a negative impact for TIE on 
comprehension (Lee 2007; Overstreet, 1998). Overstreet (1998) explored the impact 
of TIE as well as content familiarity on learning Spanish linguistic forms. Overstreet 
failed to find a beneficial effect of TIE or content familiarity on learning the target 
forms. Yet, a main negative effect was found for TIE on comprehension. 

Research conducted on the noticing role of output has generally 
investigated if output tasks promoted more noticing and learning of linguistic forms 
compared with non-output tasks. Generally, these studies have resulted in mixed and 
inconclusive findings.  
  Izumi (2002) investigated the noticing role of output in comparison with 
noticing effects of TIE. Noticing was measured through learners’ note-taking. The 
note-score analyses revealed that TIE significantly affected noticing, but output 
production did not significantly affect noticing. However, the reconstruction-score 
analyses indicated the output participants’ better noticing of the target structure. The 
test results indicated no significant learning gains in the TIE only group while output 
production was found to have positive effects on learning the target structure. 

Comparing the impacts of output production with the impacts of input 
enhancement, Russell (2014) investigated the noticing function of output and 
whether the noticing and acquisition of the Spanish linguistic forms were related. To 
measure noticing, the participants underlined the words they considered important 
during the reading activity. The results showed that output production positively 
affected noticing of the targeted forms and that pushed output followed by input 
enhancement improved the participants’ learning of the targeted forms. Yet, 
exposing to input enhancement did not result in acquisition of the target forms. 

Amini et al. (2019) investigated what L2 learners noticed throughout their 
own output and exposure to model texts and how this noticing affected their short-
term and long-term writing performance. Leaners’ noticing of linguistic forms was 
measured through note-taking during the writing task. The findings showed that 
noticing improved the learners’ grammatical accuracy in that the learners retained 
the lexical and grammatical features compatible with their own noticing. It was 
concluded that the learners’ output production promoted their noticing of the 
required linguistic features. 

However, Izumi et al. (1999) did not confirm the noticing role of output 
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production. The participants in the experimental group followed an input-output-
input-output treatment in that they read and underlined a short passage containing 
instances of English past hypothetical conditional. The results showed that the 
output group was not significantly different from the non-output group in terms of 
noticing of the targeted form. 

The above-mentioned studies have reported mixed results on the impact of 
TIE and LOP on L2 learning. Such mixed results make it hard to generalize the 
effectiveness of TIE and LOP. In addition, in the TIE research, the first assumption 
underpinning TIE, i.e., inducing learners’ noticing of the targeted form, “has more 
or less been eschewed” in that the majority of these studies have only used 
acquisition measures and considered the effectiveness of TIE equal to its efficacy to 
generate learning (Han et al., 2008, p. 601), and no measure of noticing has been 
used. According to the noticing hypothesis, for TIE to contribute to L2 acquisition, 
learners are required to notice the target form; thus, it is essential to indicate that 
noticing actually occurs (Ellis, 2008). Also, the results of the few studies that have 
measured noticing were inconclusive, with some studies finding positive effects 
(Izumi, 2002; Jourdenais et al., 1995; Winke, 2013) and others finding no effects 
(Leow, 2001) of TIE on noticing.  

Moreover, although a large bulk of research has addressed the function of 
output production in learning L2 in recent years, the noticing function of output has 
been of relatively little interest. Meanwhile, the few studies conducted to explore the 
noticing function of output resulted in mixed findings. Also, different task types, 
different proficiency levels, and different target forms were investigated in these 
studies. Thus, more studies are needed to throw more light on the role of output 
tasks in SLA. 

Taking account of these gaps in the literature, the present study, drawing on 
Izumi’s (2002) study, incorporates measures of noticing as well as learning 
measures in exploring the impact of TIE and LOP on acquiring the target structures 
in Iran’s SLA context. More specifically, the impact of TIE and LOP on learners’ 
noticing and learning of English RCs are examined in isolation and in combination. 
However, the present study is different from Izumi’s, employing a different output 
task which has less been empirically investigated, i.e. text reconstruction cloze task. 
Also, an important modification to Izumi’s (2002) study is that this study provides a 
different operationalization of noticing through triangulated data collection. A 
current challenge to the studies on noticing is the difficulty in measuring noticing. 
As no single measure could provide an absolute account of learners’ noticing 
(Uggen, 2012), the present study employs a qualitative measurement as well as the 
quantitative measurement of noticing in order to tap more precisely into what 
linguistic forms learners notice. With this end in view, the following research 
questions are investigated in the present study, with RQ 1 addressing noticing and 
RQ 2 addressing learning: 

RQ1: Do pedagogical interventions TIE, LOP, and TIE+LOP have any 
statistically significant effect on the learners’ noticing of the English RCs? 

RQ2: Do pedagogical interventions TIE, LOP, and TIE+LOP have any 
statistically significant effect on the learners’ learning of the English RCs? 

RQ3: What do learners notice while comparing their production with the 
L2 input? 

RQ4: What do learners notice while reading the L2 text for 
comprehension? 
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Method 
Participants 

The participants were freshmen majoring in the English language and 
literature at Payam Noor University of Sari and Islamic Azad University of 
Ghaemshahr in Iran. The participants, aged 18-34 years, included both males and 
females. Convenience sampling was used in that intact classes were selected and 
each class was randomly assigned to the control group or one of the treatment 
groups. The participants in all groups had similar educational programs. The main 
consideration was to select the learners who indicated emerging knowledge of 
English RCs but they had not developed full mastery of the target structures. To 
ensure that the participants qualified to be included in the data analyses, their 
knowledge of RCs was assessed through a test of English RCs, which also served as 
the pretest. The participants whose scores were higher than 90% on the pretest were 
considered as having mastery on the target structures and were eliminated from the 
final data analyses. Also, those who scored less than 10% in the receptive section of 
the test and did no attempts at RCs in the production section were considered to lack 
developmental readiness for learning the target structures. They were also excluded 
from the data analyses. Moreover, the participants who did not attend all the 
treatment testing sessions were not included in data analyses. Finally, one hundred 
and thirteen learners participated in the study. 
 
Instrumentation  

Reading Texts. Eight short reading texts, each including instances of RCs 
were used in this study. The readability index of all texts, according to Smog Index, 
was sixth or seventh grade, i.e. easy to read or fairly easy to read. To ensure the 
participants comprehended the texts, they were required to take reading 
comprehension tests. The participants in all groups answered more than 90% of the 
comprehension items correctly. 

Testing Materials. A language proficiency test and a test of RCs were used 
in the study. The Cambridge Standard Key English Test (KET) was used to 
determine the participants’ English proficiency level. KET was considered as an 
appropriate proficiency test for the participants of this study based on their 
performance on a range of previous classroom tests of their course books. In 
addition, the students who acquired higher than 50 (N = 24) and lower than 20 (N = 
13) out of 60 on the KET proficiency test were excluded from the study. 

To evaluate the participants’ knowledge of the targeted structures, the 
researcher developed a test of English RCs, which served as the pretest as well as 
the posttest in this study. Two more frequently used tasks in the studies on RCs 
(e.g., Doughty, 1991; Gass & Mackey, 2007; Izumi, 2002) were included in the test: 
the grammaticality judgement (GJ) task to evaluate the participants’ receptive 
knowledge and the sentence combination (SC) task to evaluate their productive 
knowledge of RCs. To ensure the content validity of the test, care was taken to 
include appropriate number and type of RCs in the test, considering the number and 
type of RCs used in the reading texts. The reading texts included five types of RCs, 
classified according to the head noun they modify: Subject type, Direct Object type, 
Indirect Object type, Object of Preposition type, and Possessive type. Accordingly, 
the test included these five types of RCs. Also, the same number of each type of RCs 
were included in the test. The SC task included 15 items, each type of RC 
represented by three items.  The GJ task included 20 items, each type of RC 
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represented by four items. For each type of RC, one GJ item included the correct 
form of the relevant RC, and the other three included erroneous RCs.  

In addition, four experts specializing in EFL and having over five years’ 
teaching experience at university evaluated the test and approved the content of the 
test in terms of difficulty level of the items, clarity in wording, use of Standard 
English and clarity of instruction. Consequently, the test was administered to a 
group of 8 English majors who were representative of the target population, and the 
items that included unfamiliar words or expressions as well as those that the learners 
had problem comprehending were either eliminated or revised. The final test was 
piloted to another group of 19 freshmen majoring in English language and literature. 
The internal consistency of each section of the test was calculated separately, using 
Cronbach’s alpha. The GJ test enjoyed a reliability of .79, and the SC test enjoyed a 
reliability of .87. 

In each SC item, the participants were given two sentences which they were 
required to combine by attaching the second sentence to the first. The results of the 
piloted test indicated that some learners used such words as and, or, and because to 
combine the sentences; therefore, a more guided format of SC applied in Doughty 
(1991) was used: 

The boy is leaving the school. The boy broke the window last week.  
The boy ------------ last week is leaving the school. 
Each GJ item was a statement including an RC. The participants were 

required to indicate if the statements were grammatical or ungrammatical. Also, they 
were required to mark the erroneous parts of the ungrammatical sentences and 
correct them. Four types of possible errors that RCs may contain were included in 
the test: nonadjacency of head noun and relative pronoun, incorrect retention of 
pronoun, using incorrect morphology for relative pronoun, and inappropriate 
omission of relative pronoun (Doughty, 1991).           

Measures of Noticing. The present study used online measures of noticing, 
namely note-taking (Cho, 2010; Izumi, 2002; Izumi et al. 1999; Izumi & Bigelow, 
2000; Song, 2007) and think-aloud protocols (Alanen, 1995; Bowles, 2010; Leow, 
1997, 2001; Rosa & O’Neill, 1999). An advantage of online measures is that there is 
no time period between exposing to L2 input and the reporting; thus, the likelihood 
of memory decay is reduced and the validity of the data is increased (Gass & 
Mackey, 2007). The participants were required to take notes when they read the text. 
Note-taking was used on the grounds that it was compatible with the reading activity 
and it was considered not to interfere with the activity (Izumi, 2002).  

Also, the participants’ noticing was measured through think-aloud 
processes in that the participants self-reported orally what they were thinking about 
while performing the reading task. Think aloud protocols were considered to make 
use of the participants’ short-term memory and to reach to the data that the 
participants had already paid attention to (Hama, 2012). Nine participants in each 
group were engaged in thinking aloud their thought processes. Based on the 
proficiency test scores, three participants were selected from among the low 
proficient ones, three participants from the mid proficient ones, and three 
participants from the high proficient ones. 

Furthermore, noticing or absence of noticing was determined based on the 
participants’ attempts at the target structures in the reconstruction tasks. That is, any 
type of RC attempted and the correct use of the targeted RC in the reconstruction 
task were considered instances of noticing the RCs.  
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Text Reconstruction Cloze Task. A text reconstruction task was used as 
the output task in the present study. A version of text reconstruction, i.e. text 
reconstruction cloze task, was employed. The reason underlying this decision was 
the findings of the pilot study, in which most of the participants tended to use 
structures other than the RCs in free reconstruction of the text; accordingly, it was 
decided to use a more controlled form of text reconstruction, i.e. text reconstruction 
cloze task (Nassaji & Fotos, 2014), in order to provide an optimal condition for 
producing RCs. Reconstruction cloze tasks require learners’ ability to understand the 
context in order to supply the missing words in the text while potentially drawing 
their attention to the target structures. 
 

Procedure 
Before the treatment, the L2 proficiency test and the RC test were 

administered to all the participants. For RC test, first all the participants took the GJ 
task in 15 minutes. Upon completion of the GJ, the participants carried out the SC 
task in 12 minutes. The treatment started one week after the pretest. The treatment 
for each group took place through 8 sessions, over a 3-week period. In each session, 
first the participants in all groups read the same reading text. The participants in the 
+LOP groups took notes on a separate sheet any word they considered important or 
helpful to reconstruct the text. To prevent the possibility of direct copying, time of 
exposure was also controlled. To induce their noticing of the targeted structures, the 
researcher told the participants that they could use their notes during text 
reconstruction and that the accuracy of sentences in the reconstruction was as 
important as the content. The participants in the -LOP groups took notes on a 
separate sheet any word that they considered important to comprehend the text.  

After reading the text, the participants in the -LOP groups answered 
comprehension questions, but the participants in the +LOP groups completed the 
task of text reconstruction, which aimed to examine the impact of output production 
in drawing learners’ attention to RCs by giving the participants the opportunity for 
producing the target structures. It was expected that the participants in the +LOP 
groups would notice the RCs more than the participants in the -LOP groups.  

In the second stage of the treatment, the participants read the same text 
again and took notes as in the first phase. However, in the second phase, the +TIE 
groups read the text containing enhanced RCs, while the -TIE groups read the same 
text in which the RCs were left unenhanced. Bolding and capitalizing were used as 
the techniques of enhancement in the present study in that all words in the RCs were 
bolded, and all the relative pronouns were also capitalized. Consequently, the 
participants engaged in the postexposure tasks as in the first phase. 

After the second postexposure task, nine participants in each group took 
part in think-aloud processes. The participants in the +LOP groups compared their 
reconstructed text with the reading text, located the mismatches, and verbalized their 
thoughts. If they referred to RCs or parts of RCs as mismatches, they were required 
to explain the mismatches in order to establish what they were exactly attending to. 
In the -LOP groups, the participants were asked to read the text once more and 
think-aloud any parts they considered important to understand the text. When they 
referred to RCs or parts of RCs as important, they were asked why they considered 
these parts important in order to establish what they were exactly attending to. The 
verbal protocols were audio-taped for transcription and identifying instances of 
noticing RCs. One week after receiving the last session of the treatment, all the 
participants took the posttest.  
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Design and Analyses 
The present study used both quantitative and qualitative approaches. A 

pretest-posttest design was followed in the quantitative part of the study. It was 
quasi-experimental and involved three treatment groups and a control group. The 
groups varied based on output requirement and exposure to TIE: +TIE+LOP group 
(N = 29), -TIE +LOP group (N = 28), +TIE -LOP group (N = 28), -TIE -LOP group 
(N = 28). 

The qualitative part of the study used focus groups method to further 
investigate the effectiveness of the two pedagogical interventions, TIE and LOP, in 
isolation and in combination. More specifically, nine participants in each group were 
required to think aloud their thought processes in order to explore ‘what’ of noticing. 

Noticing of the target structures was measured by computing the 
reconstruction scores and the note scores. The reconstruction scores were arrived at 
by tallying any type of RC attempted and the correct use of the target RC. Following 
Cho (2010), Izumi (2002), and Song (2007), the note scores of each participant were 
computed through dividing the total number of words he/she noted by the number of 
the target structure-related words in his/her notetaking. Then, a percentage score was 
calculated in order to minimize variation in the amount of note individuals took.  

To compute the test scores, the correct answers were given one point and 
the incorrect answers were given zero. For each item in the SC part, only when the 
targeted RC was produced and everything related to the formation of RC was 
correct, the production was considered correct while errors of spelling and tense 
were not considered if they were not related to RC formation. Also, relative pronoun 
omission where it was acceptable was considered correct.  For the GJ test, the 
correct response to each item was given one point. The GJ items received no point 
when they were judged incorrectly, or when the item was judged correctly, but the 
erroneous part of the statement was not underlined or corrected. 
 
Results 
Probing the First Research Question 

As noticing was measured through text reconstruction as well as note-
taking for the output groups, -TIE+LOP and +TIE+LOP, the results of the effects of 
the pedagogical interventions on noticing RCs are reported in two sections below. 

Results of the Note Scores. To examine the first research question, a non-
parametric analysis of covariance (ANCOVA) was used because, as Table 1 
displays, the normality assumption was not retained. Non-parametric ANCOVA was 
run for comparing the four groups’, -TIE-LOP, -TIE+LOP, +TIE-LOP and 
+TIE+LOP, median scores on the posttreatment note taking of RCs while 
controlling for possible effect of their initial note taking before treatments.  
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Table 1 
Descriptive Statistics; Testing Normality of Pretreatment and Posttreatment Note Taking of 
RCs by Groups 

N Skewness Kurtosis 
Group 

Statistic Value  
Std. 

Error 
Ratio Value  

Std. 
Error 

Ratio 

Pretreatment 28 1.618 .441 3.67 4.357 .858 5.08 
-TIE-LOP 

Posttreatment 28 1.791 .441 4.06 5.131 .858 5.98 
Pretreatment 28 1.233 .441 2.80 1.497 .858 1.74 

-TIE+LOP 
Posttreatment 28 1.041 .441 2.36 .618 .858 0.72 
Pretreatment 28 .649 .441 1.47 .126 .858 0.15 

+TIE-LOP 
Posttreatment 28 .666 .441 1.51 1.802 .858 2.10 
Pretreatment 29 .799 .434 1.84 -.226 .845 -0.27 

+TIE+LOP 
Posttreatment 29 .031 .434 0.07 -.773 .845 -0.91 

 
Table 2 demonstrates the mean ranks and median scores of the four groups 

on the posttreatment note taking of RCs. The results indicated the highest mean rank 
for -TIE+LOP (MR = 81.66) on the posttreatment note taking, followed by the 
+TIE+LOP (MR = 67.86), +TIE-LOP (MR = 57.55) and –TIE-LOP (MR = 20.54). 

 
Table 2  
Mean Ranks AND Median Scores; Posttreatment Note Taking of RCs by Groups 

 

 Group N Mean Rank Median 
-TIE-LOP 28 20.54 13.50 
-TIE+LOP 28 81.66 55.00 
+TIE-LOP 28 57.55 42.00 
+TIE+LOP 29 67.86 50.00 

Posttreatment  
Note Taking 

Total 113   
 

 The results of non-parametric ANCOVA (F [3, 109] = 40.99, p = .000), 
Table 3, showed significant differences between the four groups’ mean ranks on 
posttreatment note taking of RCs after controlling for the possible effects of 
pretreatment note taking. Therefore, the results indicated that the pedagogical 
interventions TIE, LOP, and TIE+LOP had statistically significant effects on the 
learners’ noticing of RCs. 
 
Table 3  
Quade Nonparametric Analysis of Covariance; Posttreatment Note Taking of RCs by Groups 
with Pretreatment note taking 
          F DFH DFE P Value 
        40.994 3 109 .000 

 

Results of the Reconstruction Scores. To investigate the effects of the 
pedagogical interventions on the participants’ noticing of RCs in the +LOP groups, 
the text reconstruction task was also considered a measure of noticing. Because of 
the nominal nature of the reconstruction scores, an analysis of chi-square (crosstabs) 
was used to compare the -TIE+LOP and +TIE+LOP groups’ noticing of RCs in the 
first and second text reconstruction tasks. As Table 4 displays, the -TIE+LOP and 
+TIE+LOP groups had almost the same percentages of noticing RCs in the first text 
reconstruction (38 % vs. 37.7%). They also had almost the same percentages of 
noticing RCs in the second text reconstruction (62 % vs. 62.3%). The standardized 
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residual values for first and second text reconstructions were all lower than +/- 1.96; 
indicating that there were not any significant differences between the two groups on 
the first and second reconstruction scores. 

 
Table 4 
Frequencies, Percentages and Std. Residuals; Text Reconstruction by Group 

Reconstruction 
 1st  2nd  

Total 

Count 629 1028 1657 
% within Group 38.0% 62.0% 100.0% -TIE+LOP 
Standardized Residual .1 -.1  
Count 628 1038 1666 
% within Group 37.7% 62.3% 100.0% 

Group 

+TIE+LOP 
Standardized Residual -.1 .1  
Count 1257 2066 3323 

Total 
% within Group 37.8% 62.2% 100.0% 

 
Table 5 indicates the findings of analysis of chi-square. The results (χ2 [1] = 

.015, p = .903, Cramer’s V = .003, p = .875) indicated there were not any significant 
differences between the two groups’ first and second text reconstruction tasks. Thus, 
the pedagogical intervention TIE did not have any statistically significant effect on 
the learners’ noticing of RCs. 

 
Table 5 
Chi-Square Tests; Text Reconstruction by Group 

 
Value df 

Asymptotic 
Significance 

(2-sided) 

Exact Sig. 
(2-sided) 

Exact Sig. 
(1-sided) 

Pearson Chi-Square .025a 1 .875   
Continuity Correctionb .015 1 .903   
Likelihood Ratio .025 1 .875   
Fisher's Exact Test    .886 .452 
Linear-by-Linear 
Association 

.025 1 .875   

N of Valid Cases 3323     
Cramer’s V .003    .785 
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 626.80. 
b. Computed only for a 2x2 table 
 
Probing the Second Research Question 

To investigate the second research question, an analysis of covariance was 
used for comparing the four groups’ means on the posttest of RCs. The parametric 
one-way ANCOVA was run because, as Table 6 demonstrates, the assumption of 
normality, linearity and homogeneity of regression slopes were retained. 
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Table 6 
Testing Normality of Test of RCs (GJ+SC) by Groups with Pretest 

 

N Skewness Kurtosis 
Group 

Statistic Statistic Std. Error Ratio Statistic Std. Error Ratio 
Pretest  28 .419 .441 0.95 -.854 .858 -1.00 

-TIE-LOP 
Posttest  28 .547 .441 1.24 -.916 .858 -1.07 
Pretest  28 .209 .441 0.47 -.821 .858 -0.96 

-TIE+LOP 
Posttest  28 .149 .441 0.34 -1.283 .858 -1.50 
Pretest  28 .304 .441 0.69 -.826 .858 -0.96 

+TIE-LOP 
Posttest  28 .315 .441 0.71 -.705 .858 -0.82 
Pretest  29 .270 .434 0.62 -.519 .845 -0.61 

+TIE+LOP 
Posttest  29 .272 .434 0.63 -1.286 .845 -1.52 

 

Table 7 indicates the descriptive statistics for the four groups on the 
posttest of RCs after controlling for the effect of the pretest. The findings showed 
the highest mean scores for the +TIE+LOP group (M = 18.88) on the posttest of 
RCs, followed by the -TIE+LOP (M = 18.06), the -TIE-LOP (M = 14.97) and the 
+TIE-LOP (M = 14.15) groups. 

 

Table 7 
Descriptive Statistics; Posttest of RCs by Groups with Pretest 

95% Confidence Interval 
Group Mean Std. Error 

Lower Bound Upper Bound 
-TIE-LOP 14.974a .444 14.095 15.853 
-TIE+LOP 18.060a .444 17.181 18.939 
+TIE-LOP 14.154a .444 13.275 15.034 
+TIE+LOP 18.887a .436 18.023 19.751 
a. Covariates appearing in the model are evaluated at the following values: Pretest = 14.48. 
 

 The findings of one-way ANCOVA (F [3, 108] = 27.32, p = .000, partial 
eta squared = .431), Table 8, indicates significant differences between the four 
groups’ means on the posttest. Therefore, the results indicated that the pedagogical 
interventions TIE, LOP, and TIE+LOP had statistically significant effect on the 
learners’ learning of RCs. 
 
Table 8 
Tests of Between-Subjects Effects; Posttest of RCs by Groups with Pretest 

Source 
Type III Sum 

of Squares 
df Mean Square F Sig. 

Partial Eta 
Squared 

Pretest 6837.050 1 6837.050 1241.268 .000 .920 
Group 451.504 3 150.501 27.324 .000 .431 
Error 594.877 108 5.508    
Total 38651.000 113     
 

The results of post-hoc comparison tests (Table 9) showed that:  
A: There was no significant difference between the -TIE-LOP (MR = 

14.97) and the +TIE-LOP (MR = 14.15) groups’ means on the posttest of RCs 
(Mean Difference = .820, p = .194). 

B: The -TIE+LOP group (MR = 18.08) significantly outperformed the -
TIE-LOP (MR = 14.97) group on the posttest of RCs (Mean Difference = 3.08, p = 
.000).  

C: The -TIE+LOP group (MR = 18.08) significantly outperformed the 
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+TIE-LOP (MR = 14.15) group on the posttest of lRCs (Mean Difference = 3.90, p 
= .000).   

 
Table 9 
Pairwise Comparisons; Posttest of RCs by Groups with Pretest 

95% Confidence Interval for 
Difference (I) Group (J) Group 

Mean 
Difference 

(I-J) 
Std. Error Sig. 

Lower Bound Upper Bound 
-TIE-LOP +TIE-LOP .820 .627 .194 -.424 2.063 

-TIE-LOP 3.086* .627 .000 1.843 4.329 
-TIE+LOP 

+TIE-LOP 3.906* .628 .000 2.661 5.150 
-TIE-LOP 3.913* .622 .000 2.680 5.146 
-TIE+LOP .827 .622 .186 -.405 2.060 +TIE+LOP 
+TIE-LOP 4.733* .623 .000 3.499 5.967 

*. The mean difference is significant at the .05 level. 
 
D: The +TIE+LOP group (MR = 18.88) significantly outperformed the -

TIE-LOP (MR = 14.97) group on the posttest of RCs (Mean Difference = 3.91, p = 
.000).  

E: There was not any significant difference between the +TIE+LOP (MR = 
18.88) and the -TIE+LOP (MR = 18.08) groups’ means on the posttest of RCs 
(Mean Difference = .827, p = .186). 

F: The +TIE+LOP group (MR = 18.88) significantly outperformed the 
+TIE-LOP (MR = 14.15) group on the posttest of RCs (Mean Difference = 4.73, p = 
.000). 
 
Probing the Third and Fourth Research Question 

To answer the third and fourth research questions, all participants’ the 
think-aloud protocols were transcribed. Two raters coded the think-aloud protocols 
as a) understanding b) noticing, or c) no report. The interrater reliability was 96%. 
Three themes emerged from the analysis of think aloud protocols under no report of 
RCs category: 1) noticing of grammatical points other than RCs, 2) noticing of 
content words, 3) noticing of unfamiliar expressions and unknown words. 

The proportions of features noticed by the participants in all groups are 
shown in Table 10. The largest proportion of noticing has to do with the content of 
the reading texts, and the lowest proportion is related to understanding the RCs. 
Considering the third research question, the results indicated that the output-group 
participants mostly reported noticing of the RCs in the reading texts while 
comparing their production with the L2 input, with 44% of the noticing in the -
TIE+LOP group and 61% of the noticing in the +TIE+LOP group relating to the 
RCs.  

Regarding the fourth research question, the findings revealed the 
participants in the nonoutput groups largely reported noticing of the content of the 
reading texts while reading the L2 text for comprehension, with 40% of the noticing 
in the -TIE-LOP group and 46% of the noticing in the +TIE-LOP group relating to 
the content of the reading texts. 
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Table 10 
Percentage of Linguistic Features Reported by Groups 

Groups Understanding Noticing 
General 

Grammar 
Content 

Unknown words 
or expressions 

-TIE-LOP .9 .4 .25 .40 .22 
+TIE-LOP .4 .25 .19 .46 .5 
+TIE+LOP .2 .61 .3 .28 .6 
-TIE+LOP .7 .44 .11 .31 .7 
Total .6 .33 .15 .36 .10 

 
A sample of verbal report including instances of noticing RCs by a 

participant in the +TIE+LOP group while comparing her output task with the 
reading input to locate mismatches is given in (1): 

(1) here I didn’t write the part with ‘whom’ correctly…. I couldn’t write 
these correctly, parts with ‘whom’…. I have problem with who, whom and these, I 
get confused.  

Also, a sample of verbal report from the -TIE+LOP group and a sample of 
verbal report from the -TIE-LOP including instances of understanding RCs is given 
in (2) and (3), respectively: 

(2) In ‘shopkeepers who cannot afford’, ‘who’ is used for ‘shopkeepers’, we 
use relative pronoun ‘who’ for human beings, I wrote it correctly. 

(3) Here ‘people whose’, ‘whose’ is used after people because ‘whose’ 
shows possession.  

The analysis of verbal reports that included instances of noticing the 
grammar issues other than RCs revealed that most of the participants focused 
primarily on such structures as passive verbs, infinitive phrases, prepositions, gerund 
phrases, verb phrases including modal verbs, and third-singular ‘s’. Samples of 
noticing each of these linguistic features are illustrated in (4-9), respectively: 

(4) here, the structure is passive, ‘blood pressure is recorded’ is passive, 
the verb is past participle…. 

(5) ‘encourage to buy things’ is important. After ‘encourage’, infinitive is 
used, ‘encourage’ is important here…. 

(6) ‘disagree about’ is important, its preposition is ‘about’, after ‘disagree’ 
we should use ‘about’ ….    

(7) here, there is gerund, ‘of both spending’, ‘spending’ is gerund, I think it 
is because of ‘of’, after preposition ‘of’ gerund was used…. 

(8) after ‘can’ the verb is simple, ‘can’ is modal [verb]. Again here, we 
have ‘may’, it is modal [verb], and we have simple verb after it…. 

(9) this verb has ‘s’ because it is singular, ‘social networking’ is singular, 
so the verb comes with ‘s’…. 

The verbal reports were classified as ‘noticing the content’ when the 
participants referred to the words or expressions that bore the meaning of the input 
text. Samples of noticing the content are given in (10-12): 

(10) it is important that the people lose their control in spending 
money…that we can see the videos online…. 

(11) the key points in the text are repeated, they are important…. These 
sentences have key role in the meaning [of the text] …. 

(12) that he could go to the beach…he couldn’t do any fun, it is 
important…. That he was alone, it is important…. 
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Finally, samples of the verbal reports illustrating noticing unknown words 
are given in (13-14): 

(13) ‘crawl’ and ‘resign’ I didn’t know their meaning, they are important. 
(14) here, ‘afford’ I’m not sure about the meaning, it means pay or 

something like that, I don’t know the meaning. 
 
Discussion 
The Effects of the Pedagogical Interventions on Noticing RCs 

The first question explored the effects of three attention-drawing 
pedagogical interventions, TIE, LOP, TIE+LOP, on noticing the English RCs. The 
findings indicated significant differences among the experimental groups and the 
control group on noticing RCs after treatments; thus, the efficacy of all pedagogical 
interventions in promoting noticing of RCs.  

The Effect of LOP on Noticing. The positive impact of output indicated in 
this study is line with the studies that supported the noticing function of output (e.g., 
Qi & Lapkin, 2001; Izumi, 2002). However, in Izumi’s (2002) study, the positive 
effect of output was found only in the text reconstruction but not in the note-score 
analyses. Yet, in the present study, both the note-score analyses and the 
reconstruction-score analyses revealed the beneficial effect of LOP on noticing. 
Nevertheless, the results of this study are different from studies which did not 
confirm the effect of output in inducing noticing of the targeted forms (e.g., Izumi & 
Bigelow, 2000).  

The positive impact of output on noticing in this study might be accounted 
by the type of output task employed in this study. The text reconstruction cloze task 
used in this study might have been more successful in inducing learners’ noticing of 
the targeted structures than the output tasks used in the studies that failed to find 
such an effect. Another point that can be accounted for the efficacy of output in the 
present study regards employing input-output-input technique in that after carrying 
out the output task, participants were provided with the input text including 
instances of the target structures. Receiving L2 input immediately after output 
production might further push the participants to focus their attention to the 
problematic parts in the input, thus maximizing the possibility of noticing the forms 
in the input (Swain, 1995). 

The Effect of TIE on Noticing. The findings also demonstrated a 
beneficial effect for TIE on noticing the target structures, which are in line with the 
studies revealing such an effect (e.g., Alanen, 1995; Izumi, 2002; Winke, 2013). The 
results lend further empirical support to the theoretical rational underpinning input 
enhancement proposed by Sharwood Smith (1991), positing that enhancing the 
linguistic features of input, as a way of improving the quality of input, increases the 
perceptual saliency of the targeted forms and in this way contributes to the increased 
noticing of the forms.  

However, the findings contradict the studies that failed to find a favorable 
effect of TIE on noticing (e.g., Leow, 1997, 2001; White, 1998). Some factors can 
be accounted for the positive effect of TIE found in this study in contrast to the 
studies that were not successful to find such an effect. The first factor regards learner 
readiness. The participants in this study might have been cognitively and 
linguistically ready to recognize the target structures enhanced in the reading texts. 
As Philp (2003) argues, learners might not notice the input which is beyond their 
current level of L2 development. Philp also refers to learner readiness as the 
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learner’s prior knowledge of and familiarity with linguistic items. The target 
structures in the present study had been previously introduced to the participants, 
which is in contrast to previous studies that found no effect of TIE, in which the 
targeted forms were almost new to the learners (Leow et al., 2003).  

Second, the structures targeted in the study carry considerable 
communicative value. All forms are not equally amenable to TIE techniques; rather, 
the efficacy of attention-drawing activities to some extent depends on the structure 
involved (Han et al., 2008). This is evidenced by the studies which indicated that 
TIE was not effective to draw leaners’ attention to the targeted forms with low 
communicative value (Alanen, 1995; Leow et al., 2003; White, 1998), but it was 
effective in inducing learners’ noticing of the targeted forms carrying substantive 
communicative value (e.g. Izumi 2002; Winke, 2013).  

The third factor that may account the positive effect of TIE regards the 
technique of TIE used in this study, i.e. bolding and capitalizing. Capitalizing was 
found to be the most effective TIE technique by Simard (2009). Also, the 
participants might have been accustomed to bolding technique. As argued by 
Sarkhosh et al. (2013), Iranian learners typically use bolding as a learning strategy – 
they usually highlight important parts of their textbooks in order to emphasize those 
points and to pay more attention to the points in subsequent exposures. The bolding 
technique resembles highlighting more than other TIE techniques. 

Finally, the length of exposure to the target structures can be accounted for 
the positive effect that TIE had on the participations’ noticing. While in a number of 
former studies, learners were exposed to the enhanced forms for a relatively short 
time, a single exposure in some studies, in this study, the participants were exposed 
to the RCs for eight sessions.  

Comparing the Effects of TIE and LOP on Noticing. The results 
indicated that LOP was more effective than TIE in inducing noticing. This is 
evidenced by the -TIE+LOP group having the highest rank of noticing RCs, as well 
as the +LOP groups’ outperformance on noticing RCs compared with the +TIE only 
group. Thus, +LOP was found to facilitate greater noticing of the target structures, 
which is in line with Song (2007) but contradicts Izumi’s (2002) findings indicating 
TIE as a more effective attention-drawing technique than output production. 

The first explanation regards the noticing role of output in that the +LOP 
groups might have experienced some difficulties producing the target structures 
while performing the first output tasks and they tried to focus more on the target 
structures in the second exposures to the input texts. However, the +TIE only group 
did not experience such a heightened need to attend to the target structures after 
carrying out the task which focused solely on meaning, as Izumi (2002) also 
acknowledges. This finding suggests that input-output-input technique is more 
successful than input-only technique in inducing learners’ noticing of the target 
forms. 

Another explanation could relate to the difference in the follow-up tasks the 
participants in each treatment group were required to carry out, which Song (2007) 
refers to as well. While the +LOP groups were required to reconstruct the texts after 
the reading activity—input-output-input-output—the +TIE only group read the texts 
for the sole purpose of comprehension. Since the +LOP groups were required to 
produce the text, they might have felt greater need to attend to the formal aspects in 
addition to the meaning as they were told that accuracy in the output tasks was as 
important as the content. However, for the +TIE only group, who were only required 
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to carry out the comprehension task, the need to pay attention to the form might 
have less brought into focus. 
 
The Effects of the Pedagogical Interventions on Learning RCs 

The results indicated positive effects of LOP on learning RCs. The +LOP 
groups indicated a greater intake of RCs compared with the control group. The 
findings support the results of the studies which found such an effect (e.g., Qi & 
Lapkin, 2001; Swain & Lapkin ,1995) but in contrast to the studies that failed to 
indicate positive effect of LOP on learning target forms (e.g., Izumi & Bigelow, 
2000).  

However, the results did not indicate a beneficial effect of TIE on learning. 
+TIE only group did not significantly outperform the control group on the posttest 
of RCs, nor did the +TIE+LOP group significantly outperform the -TIE+LOP group 
on the posttest. The findings support the studies that failed to find a beneficial effect 
of TIE on learning (e.g., Leow, 1997, 2001) but contradict the studies that found a 
positive effect (e.g., Lee, 2007; Simard, 2009).  

The findings were different for the two pedagogical interventions regarding 
intake of RCs. The findings are similar to those of Song (2007), in which the output 
groups indicated significantly greater intake of the targeted form than the nonoutput 
groups. Also, the findings are in line with Izumi (2002) who found that output 
production significantly facilitated learning of the target structures while TIE merely 
triggered noticing of the targeted structures but did not result in the subsequent 
cognitive processing needed for learning the structures. 

The results of the study regarding the +LOP groups supported the Noticing 
Hypothesis positing that increased noticing of the form results in increased chance 
of learning the form (Schmidt, 2001). The +LOP groups, which indicated increased 
noticing of RCs after treatment, also improved on their performance on the posttest 
of RCs. Yet, the results on TIE contradicts what was expected based on the Noticing 
Hypothesis. The +TIE only group, which demonstrated significant increase on 
noticing RCs after treatment, did not significantly improve on their performance on 
the posttest of RCs.  

One explanation might be the quality of noticing evidenced by the +TIE 
only group as referred to by Izumi (2002) in that the participants might have not 
noticed the structures at the level that would lead to deeper processing of the form 
needed for learning. The quality of attention triggered by LOP and TIE might be 
different probably because the former induces attention internally, while the latter 
triggers attention externally; thus, these two interventions “do not promote learning 
with an equal level of efficacy” (Izumi, 2002, p. 567). The results of the study lend 
support to the claim that output production engage learners in a deeper processing of 
form needed for learning than TIE (Izumi, 2002; Song, 2007). 

The findings of the study should be interpreted considering a number of 
limitations. Interpreting the results of this study is restricted by some factors, 
including contextual factors and individual differences, that might potentially 
mediate the efficacy of TIE and LOP in promoting noticing of the target structures. 
 
The Qualitative Analysis 

The think-aloud protocols’ analyses confirmed the findings of the 
quantitative data in this study, considering the positive impacts of LOP on the 
participants’ noticing of the targeted structures. The +LOP-group participants 
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verbalized more instances of noticing the RCs than other linguistic forms. The 
results contradict those of Uggen (2012) in that the stimulated recall protocols in 
Uggen’s study revealed that the vast majority of the noticing episodes did not 
include noticing of the target structures but other linguistic forms.  
 However, the beneficial effect of LOP found in the qualitative data analysis 
in this study is in line with Hanaoka (2007) and Qi and Lapkin (2001), in which the 
analyses of the think-aloud protocols supported the favorable impact of output on 
the participants’ noticing of linguistic forms in un-planned writing tasks. 

Also, the findings of the think-aloud protocols supported the findings of the 
quantitative data regarding the positive effect of TIE on the participants’ noticing of 
the targeted structures. Although the participants in the +TIE-LOP group reported 
greater noticing of the content of the reading texts than noticing of the RCs, both 
+TIE groups were found to notice the RCs more than the -TIE-LOP group did. The 
results support Alanen (1995) and Jourdenais et al. (1995) in which think-aloud 
protocols’ analyses indicated that TIE promoted noticing of the target forms. Yet, 
the results differ from Leow’s (2001) showing that the enhanced input did not 
significantly promote noticing of the targeted forms compared to the unenhanced 
input. 

In line with the studies which investigated the nature of noticing linguistic 
features by L2 learners (e.g., Amini, et al. 2019; Garcia Mayo & Labandibar, 2017; 
Hanaoka, 2007; Hanaoka & Izumi, 2012), the vast majority of the verbal reports in 
the -LOP groups in this study involved noticing of the content words and unfamiliar 
words or phrases. 

In addition, the analysis of instances of noticing by the participants 
revealed that noticing of grammatical points other than RCs was more evident in the 
-LOP groups, especially in the -TIE-LOP group, probably because in other groups, 
the treatments, particularly LOP, directed learners’ focused attention toward RCs 
and away from other linguistic forms. 

The low proportion of reports on unknown words and unfamiliar 
expressions in this study can be accounted for by the readability level of the reading 
texts, which were easy and fairly easy to read; accordingly, they included more 
familiar words and expressions. Yet, the -TIE-LOP group’s greater instances of 
noticing unfamiliar words can be related to their less focus on linguistic forms in an 
exclusively meaning-based program, compared to the other groups which were 
engaged in focus-on-form. 
 
Conclusion 

The focus of the study was exploring the impact of TIE and LOP on 
promoting learners’ noticing and learning of English RCs. The findings of both 
quantitative and qualitative analyses provided evidence for the efficacy of TIE and 
LOP, in isolation and in combination, in inducing the participants’ noticing of the 
target structures as well as the usefulness of LOP in promoting the participants’ 
intake of the target structures.  

As attention is increasingly viewed as the crucial cognitive process 
mediating input and intake in SLA, triggering learners’ attention to linguistic forms 
can be helpful in developing their interlanguage. Noticing-inducing interventions 
have been empirically demonstrated to be effective in facilitating L2 learners’ intake 
of linguistic forms in previous research. The particular contribution of the study to 
the existing body of literature is that it provides practitioners with more insight into 
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how to employ these pedagogical interventions.  
This study incorporated measures of noticing in exploring the impact of 

TIE, which was disregarded in most of the previous TIE studies. As TIE was shown 
to be effective only in promoting noticing, but not acquisition, of the targeted 
structures in this study, it can be concluded that the failure of a number of previous 
studies to find a beneficial effect of TIE on learning L2 forms might not be due to 
inefficacy of TIE in inducing learners’ noticing, but to inefficacy of TIE to help 
learners go beyond simple detection of forms and learn the target structures. In other 
words, TIE might not be a sufficient pedagogical intervention for promoting intake 
of a number of L2 forms, including RCs, as well as noticing thereof. Thus, teachers 
are recommended to employ TIE in combination with such other pedagogical 
interventions as explicit rule presentation or corrective feedback in order to facilitate 
a level of noticing which would lead to further processing needed for learning.  

Another pedagogical implication regards the output task used in this study. 
The text reconstruction cloze task was shown to be successful in promoting both 
noticing and learning of the target structures in the present study. Accordingly, 
teachers and material developers are recommended to employ this rather new output 
task in L2 classrooms. While in free output production tasks, learners tend to focus 
dominantly on lexical features (Garcia Mayo & Labandibar, 2017), the findings of 
the present study, especially the think-aloud protocols, demonstrated that the text 
reconstruction cloze task, though not purely creative, was successful in providing an 
optimal condition for triggering the participants’ noticing of RCs. Therefore, this 
version of dictogloss task is suggested to be used as an effective output task through 
which learners are more likely to use their linguistic resources of the forms in focus, 
thereby notice their possible deficiencies and develop their interlanguage. 

Also, the findings of the think-aloud protocols provide practitioners with 
some clues on the nature of the linguistic forms more frequently noticed by the L2 
learners whom the participants of this study are a sample of. Building on the 
findings of this study and the similar studies, teachers can design tasks that focus on 
the grammatical points learners themselves perceive as salient. In this way, they can 
more efficiently help learners develop their interlanguage, considering that teachers’ 
planned pedagogical focus may not always match what learners actually attend to 
(Hanaoka, 2007). In other words, the nature of learner-initiated focus on form can 
guide teacher-initiated focus on form. 

Finally, the positive impact of TIE+ LOP on noticing and learning of RCs 
found in this study adds one piece of evidence to the effectiveness of TIE in 
combination with LOP and provide practitioners with a variety of pedagogical 
interventions which could promote L2 learning.  

A less investigated issue in the field of research on noticing is to what 
extent individual differences and contextual factors mediate attentional resources 
and the impact of noticing-inducing interventions. Further studies are invited to 
explore learners’ motivation, learning style, pattern recognition ability, memory 
span as well as such structural features as the complexity and the communicative 
value of the targeted forms in relation to noticing. 

Furthermore, future research could shed more light on the efficacy of the 
text reconstruction cloze task, targeting other linguistic forms and/ or comparing text 
reconstruction cloze task with other output tasks. 
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Abstract 
One subfield of assessment of language proficiency is predicting language proficiency level. 
This research aims at proposing a computational linguistic model to predict language 
proficiency level and to explore the general properties of the levels. To this end, a corpus is 
developed from Persian learners' textbooks and statistical and linguistic features are extracted 
from this text corpus to train three classifiers as learners. The performance of the models vary 
based on the learning algorithm and the feature set(s) used for training the models. For 
evaluating the models, four standard metrics, namely accuracy, precision, recall, and F-
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discover the latent teaching methodology of the textbooks, the general performance of the 
classifiers with respect to the language level and the linguistic knowledge used for creating 
the model are studied. Based on the obtained results, the amount of extracted features plays an 
important role in training a classifier. Furthermore, the average best performance of the 
classifiers is extending the linguistic knowledge from syntactic patterns at proficiency level A 
(beginner) to all linguistic information at levels B (intermediate) and C (advanced). 
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Introduction 
Language proficiency assessment is a fundamental step within the language 

learning process. This task should be done precisely to be used in fundamental 
decisions such as demanding for work or obtaining the study permission. To reach 
the goal, various exams are compiled to precisely evaluate the language skills, 
including listening, speaking, reading, and writing. To this end, Test Of English as a 
Foreign Language (TOEFL) and International English Language Testing System 
(IELTS) as the two widespread, major, distinguished tests are designed to evaluate 
the proficiency level of English. The Common European Framework of Reference 
for Languages (CEFR; Council of Europe 2001) is a framework of reference to 
provide a transparent, coherent, and comprehensive basis for the language teaching 
syllabuses and guidelines. This framework is used in Europe and also in other 
continents. The application of using this framework caused to know 3 groups of 
language proficiency levels, namely beginner (A), intermediate (B), and advanced 
(C). The levels are extended to six-point scale known as the basic user (A1 and A2), 
the dependent user (B1, B3), and the proficient user (C1, and C2). CEFR guideline 
has provided a complete description for each language level and defined the 
properties of each level.  

Language learning procedure has also been studied from cognitive linguistics 
perspective (Belkhir, 2020). Matlin (2005, p. 2) defined “cognition” as a mental 
activity with various cognitive processes. This statement determines how wide the 
cognition is. One property of this field is to translate the CEFR language levels’ 
properties into linguistic features. These features can be transformed in such a way 
to be used by a computer to simulate the language learning process and create a 
model. It should be noted that, as Macwhinney (2010) stated, in computational 
modeling, the whole process of language learning cannot be simulated but partly.  

In this paper, we aim to determine the language proficiency level of a given 
written text automatically by using computational linguistics methods. This 
approach explores the general content properties of Persian learners’ textbooks. The 
outcome of this research can be used to discover the latent teaching methodology in 
the Persian learners’ textbooks and to check their major and minor focuses on a 
linguistic knowledge. This knowledge can be utilized to increase the content quality 
of the textbooks and to have a uniformed distribution of the linguistic knowledge for 
all levels. One additional application of creating such a model is predicting the 
language proficiency level of essays in the second language and discovering the 
linguistic knowledge that the learner is master at it. 

The structure of the paper is as follows: in Section 2, we briefly overview 
the previous studies on developing methods to simulate the language learning 
process and to measure the language proficiency levels. The theoretical framework 
of second or foreign language learning is discussed in Section 3. Section 4 describes 
our proposed algorithm to determine the language proficiency level of a written text. 
In Section 5, the obtained results are reported and discussed. And finally, in Section 
6, we conclude the paper. 
 
Previous Studies 

Two concerns are found in the literature, when one studies readability 
assessment. One is the application of studying the readability of a text for different 
topics, and the other one is the methodology how to assess the readability of a text.   

There are a large number of researches that have focused on readability of a 
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Persian text from different perspective, for instance studying readability and 
linguistic properties of fictions (Khademizadeh & Vaezi, 2020; Vaezi et al., 2016), 
readability of school textbooks (Ghaderi Moghaddam & Sobhaninejad, 2016; 
Khodadady & Mehrazmay, 2017;  Nazari et al., 2016; Shekari & Najareyan, 2012), 
readability of pharmaceutical brochures (Zarea Gavgani et al, 2018), readability of 
patients (Ahmadzadeh et al., 2014), readability of translation studies (Maftoon & 
Daghigh, 2001), readability of accounting standards (Sarvi et al., 2019), and 
readability of health information (Zeinali et al., 2019). In these studies, the 
readability property of various domains is studied. However, the research by 
Mohammadi and Khaste (2020) on Persian is the only research that used machinery 
methods to assess the readability of an open domain text collected through crowd-
sourcing. In the data collection process, 400 people participated to collect 12780 
texts. The data is labeled as easy, medium, and hard. In their proposed model, 5 
classifiers were used to predict the difficulty level of the texts. To train the 
classifiers, vectors which contained statistical features, such as average sentence 
length, average word length, and linguistic patterns based on n-grams (1 ≤ n ≤ 5) 
extracted from word forms along with their part-of-speech tags, were used 

Although there are studies such as Doró (2011) who used statistical analyses 
to predict educational success through language proficiency, ten Bosch et al. (2009) 
who proposed a computational model for human cognitive process to acquire a 
language, or Matusevych et al. (2013) who proposed a model to study the impact of 
construction priming and statistical distribution on learning a second language, the 
current research aims at predicting language proficiency level of a written Persian 
text automatically.  

Luo et al. (2008) studied oral language proficiency through signal 
processing. The shadowing method was used such that the learners ought to repeat 
the utterance of the instructor immediately. Pronunciation of learners belonging to 
lower proficiency level had delays and errors and it could not match with the 
instructor's production. 

de Wet et al. (2009) proposed a model to evaluate oral language proficiency 
and listening comprehension. To this end, a spoken dialogue system was developed. 
To evaluate the language proficiency, speech rate, pronunciation goodness as well as 
repeat accuracy were calculated. According to the results, speech rate provided a fair 
indication of oral proficiency. 

Crossley et al. (2011) studied the application of lexical indices to predict 
the proficiency level of the language learners. In their study, a set of 1000 writing 
samples in second language was collected from 100 learners. The texts were 
categorized into three groups, namely beginner, intermediate, and advance. Wide 
range of lexical knowledge was extracted from the data. The extracted features were 
used to train a classification model to predict the language proficiency level. 
According to the results, 70% of the texts were correctly classified.  

Pilán, Alfter et al. (2016) proposed a classification model and used a 
machine learning method to determine the language proficiency level of an essay 
written by a human learner and to enhance the model by utilizing reading passages 
in the language learning textbooks. Experimental results of the proposed model 
showed that incorporating features from the latter dataset boost the performance of 
the model significantly. 

Pilán, Volodina et al. (2016) aimed at proposing a model to predict the 
language proficiency of Swedish. To this end, they used a classification model. One 
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main issue they studied was the data sparsity problem and using the data in second 
language that belonged to another domain to overcome this problem. In the model, 
they used statistical as well as linguistic features, including morphological, 
syntactical, and semantic features. These features were used to train the Support 
Vector Machine (SVM) classifier (Boser et al., 1992). 

Yang et al. (2016) proposed a classification model to predict language level 
proficiency. They used linguistic cognitive properties to the model to improve the 
performance of their model.  

Monaghan et al. (2017) explored the relations between word frequency, 
language exposure, and bilingualism in a computational model of reading. 

Jung et al. (2019) used computational tools to predict the second language 
writing proficiency based on the learners' texts. In this study, it was found that 
linguistic features associated with text length and lexical complexity were the most 
important predictive elements of the writing quality. 

McLean et al. (2020) used statistical methods to predict reading proficiency 
of the second language. In their study, the correlation between vocabulary 
knowledge and reading proficiency were calculated. 
 
Theoretical Frameworks 

There are three general language acquisition theories. One is the nativist 
approach that is rooted at the Chomskyan attitude towards language learning 
(Chomsky, 1965; 1968; 1980). Rationalists who follow this approach provide a 
formal representation of the language and they believe that language is instinct 
(Pinker, 1994) and there is an innate language learning capability in the brain known 
as universal grammar that is given to a language learner for free and tuning is 
required to fully acquire the language. 

The other one is the emergentist explanation approach that is more 
functional and usage-based (MacWhinney, 1999). This approach rooted at   this idea 
that the language structure emerges from the language use and it is not instinct 
(Evans, 2014). This attitude is nothing but patterns as a sequence of meaningful 
linguistic symbols that are induced by a child. Therefore, all complex cognitive 
activities as an abstract knowledge are acquired to construct one’s language.  

The third one is the cognitive approach within the constructivism theory 
that was proposed by two theorists Jean Peaget and Lev Vygotsky in 1930 and 1934, 
respectively (Sulistyowati, 2019). Constructivism is “an approach to learning that 
holds that people actively construct or make their own knowledge and that reality is 
determined by the experiences of the learner” (Elliott et al., 2000, p. 256). 
Constructivist item-based learning is proven to be children’s early linguistic 
competence (MacWhinney, 2005; Tomasello, 2000); therefore, the language 
development process is from specific to general and it is organized around a 
concrete linguistic schema. For instance, to learn words, children experience various 
and rich contexts to construct the knowledge received from different contexts.  

Undoubtedly each child acquires a language as a mother tongue language. 
But due to the living situation, (s)he might acquire additional language after the 
native language, called the second language. The second language can have a 
function in the place (s)he lives, but it should bear in mind that life situation may 
vary and there is a possibility that the person might learn a language for a very 
limited use in a classroom. This language is known as the foreign language. 
Theoretically, there is no difference between the second and foreign language 
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methods as Ellis (1997, p. 3) stated that the “second [language] is not intended to 
contrast with ‘foreign’ [language]. Whether you are learning a language naturally as 
a result of living in a country where it is spoken, or learning it in a classroom 
through instruction, it is customary to speak generically of ‘second’ language 
acquisition.” 

There are methods and approaches to teach a second or foreign language. 
Methods refer to prescriptions for a teacher and a learner on how to act during the 
teaching or learning process. Djigunović and Krajnović (2005) have briefly 
described the methods used for teaching or learning a second or foreign language. 
These methods that have been used for a long period of time include 
a) grammar translation, b) direct method, c) audio-lingual method, and d) the 
cognitive code learning. 

Approaches are the theories on the nature of language and language 
learning. In addition to the language acquisition theories that were briefly described 
above, there are other approaches for teaching a second or foreign language, 
including Communicative Language Teaching (CLT), Task-based Language 
Learning (TLL), and Computer Assisted Language Learning (CALL). 

In 1970s, CLT influenced language teaching (Brumfit & Johnson, 1979) 
such that language could be learnt through interaction. In this teaching approach, the 
mere attention to language structure was replaced by focus on the meaning and 
conveying information to one another (Widdowson, 1978). 

In 1980s, CLT became mature and gradually the ‘communicative’ activity 
was replaced by a ‘task’. Prabhu (1987) proposed a teaching approach called TLL. 
In TLL, learners are expected to do meaningful tasks using the target language, and 
much attention has been paid to meaning. Skehan (1998) and Robinson (2001) 
believed that, in TLL, learners make generalizations based on the forms in an 
attention-driven perspective. This approach fits with the constructivist item-based 
learning where the language develops from specific to general.  

The first attempts to use CALL back to 1960s in the PLATO project. The 
development of this learning approach continued through progress in technology and 
the advent of microcomputers in the late 1970s (Marty, 1981). Levy and Stockwell 
(2006, pp. 249, 253) explored that “there is no one single TLL methodology” and 
CALL is both “interdisciplinary and multidisciplinary” in orientation. This idea 
persuaded Thomas and Reinders (2010, pp. 4-5) to find synergies and the common 
ground between TLL and CALL approaches. They introduced micro and macro 
processes in language learning. The micro-level strategy involves “practical 
teaching, task framework, design and evaluation decisions based on particular 
learning contexts” and the macro-level strategy involves “analysis and integrated 
task, syllabus and curriculum design”. TLL contains both micro and macro 
processes, while CALL contains only the micro process. This attitude towards 
language learning brought technology into account and the term Technology-
Enhanced Language Learning (TELL) was used in 1990s instead of CALL (Bush & 
Terry, 1997). Internet and Web-based applications introduced another term called E-
learning, which is defined by UNESCO as a type of learning by means of Internet or 
multimedia. One advantage of E-learning is that the learner is self-dependent which 
activates the cognitive motivation.  

One of the tasks for second or foreign language learning is learning the 
required vocabulary to achieve fluency in a language. There are two learning 
strategies, namely incidental (implicit) learning, and intentional (explicit) learning 
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(Postman & Keppel, 1969). In incidental learning, the vocabularies are learnt 
without placing the focus on a specific word to be learned (Paribakht & Wesche, 
1999), while in intentional learning, the learners are aware in advance what is going 
to be learned. Uchihara et al. (2019) found that exposure to the target vocabulary in 
a second language, which was originally studied by Ebbinghaus (1964), for a certain 
number of times affects the likelihood of the vocabulary to be learned. This 
achievement means that repetition has an impact on learning. In repeated exposure 
method, words are learned in the diversity of contexts; as a result, the learners do not 
learn the word forms such as the verbs at once but generalized knowledge is 
obtained at a later learning stage (Tomasello, 1992). The repeated exposure method 
causes learners to find linguistic patterns through statistical learning and analogy to 
create a more abstract knowledge about the language (Tomasello, 2006). This idea 
explores the importance of statistical information in the cognitive approach of 
language learning. The statistical learning attitude towards language learning is 
totally ignored by Chomskyan linguistics because “any account which assigns a 
fundamental role to segmentation, categorization, analogy, and generalization” is 
rejected as “mistaken in principle” (Chomsky, 1975). However, there are a number 
of researches on the cognitive approach of the language learning that determine how 
a learner is sensitive to the statistical structure of their linguistic input (Aslin et al., 
1998; Gomez & Gerken, 1999; Newport & Aslin, 2000; Saffran et al., 1996). These 
findings have made progress to propose computational models to simulate the 
language learning process. The computational models of cognitive process deepen 
understanding of how induction methods are used to learn a language. Pinker (1996, 
p. 13) explored that a mathematical learning model contains 4 parts: 1) properties of 
the language within the scope of the learner's acquisition capability; 2) instances that 
the computational model uses to learn; 3) the learning algorithm; 4) the criteria to 
evaluate the model and to make it possible to conclude how well the proposed 
algorithm works.  

Within the cognitive item-based repeated exposure framework and the 
interdisciplinary property of CALL, in this paper, we propose a computational 
model to predict language proficiency level of Persian learners’ textbooks by 
utilizing the linguistic and statistical properties of the language to build a statistical 
model and study the underlying methodology used for compiling the textbooks. 
 
Proposed Algorithm 

Our proposed algorithm to determine the language proficiency level of a 
text has 4 components, according to Pinker (1996): a) the data to build the model; b) 
the feature selection component to extract the required knowledge from the data; c) 
statistical classifiers as learners to use the features and to predict the language 
proficiency level of a text; and d) evaluation. The components are described in the 
following. 
 
Data 

The data used in our model is a collection of texts  in textbooks for teaching 
Persian to non-Persian speakers. Various Persian learning textbooks at different 
levels, including the Basic (A), Intermediate (B), and Advanced (C) levels, are 
available that are listed below: 
 Source 1: “Teaching the Persian Language” in basic, intermediate, and 

advanced levels by Samareh (1989; 2005a; 2005b; 2005c); 
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 Source 2: “The Persian Lesson for Foreign Persian Learners” in basic level 
by Poornamdariyan (1994); 

 Source 3: “Series of Teaching the Persian Language” in basic, intermediate, 
and advanced levels by Zarghamiyan (1998; 2001a; 2001b); 

 Source 4: “General Persian” in basic level by SaffarMoghaddam (2003); 
 Source 5: “The Persian Language” in basic, intermediate, and advanced 

levels by Saffar Moghaddam (2008a; 2008b; 2008c; 2008d); 
 Source 6: “Let’s Learn Persian” in basic, intermediate, and advanced levels 

by Ghaffari et al (2004). 
To collect this data as the corpus to be used in our model to extract the 

required statistical information, two people typed the print version of the selected 
passages in the books and provided the electronic format of the texts as a corpus. 
The selected passages were complete and coherent texts, mostly from the reading 
comprehension sections. The texts did not have a dialogue format, and the texts in 
the exercises were not used. Table 1 summarizes the general statistical information 
extracted from the target sources. It has to be emphasized that we assumed that the 
defined levels of the textbooks are correct and we utilized the levels as indicated by 
the labels to represent the proficiency levels. 
 
Table 1 
Detailed Statistical Information of Target Sources 

Source Level Sentences Tokens Types Lemmas 

A 149 1657 656 591 

B 359 5310 2414 2106 Source1 

C 552 11190 4730 4260 

Source2 A 272 2957 1585 1453 

A 130 967 411 393 

B 373 3579 1714 1604 Source3 

C 776 10306 5000 4543 

Source4 A 221 2828 1649 1580 

A 88 2926 926 551 

B 135 2849 1653 1585 Source5 

C 209 4662 2431 2317 

A 143 1269 699 672 

B 379 5470 3217 3049 Source6 

C 1633 28857 11698 10445 

 
Comparing the extracted statistics of texts belonging to different levels in 

Table 2 reveals that, as the level goes higher, the number of sentences, word forms, 
and lemmas to compile the texts increase. Although the number of texts for different 
levels is almost balanced, Level C contains a large number of sentences, word 
forms, and lemmas. 
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Table 2 
Summary of Statistical Information of Target Sources 

Level Texts Sentence Tokens Types Lemmas 

A 88 1004 10604 1968 1645 

B 84 1247 17206 3499 2863 

C 87 3171 55004 8767 7112 
 
Feature Selection 

 Basic Information. The collected raw corpus has to be normalized and 
tokenized to acquire reliable results. Then, the data has to be analyzed linguistically. 
The linguistic information that is added to the data varies from phonological, to 
morphological, syntactical, and semantic information. 

In the normalization process, character codes for the Arabic letters Yeh “  ”ي 
and Kāf “ك” were replaced with the equivalent Persian letters as “ی” and “ک”. In the 
tokenization process, space was added between the letters, punctuation marks, and 
numbers as a word boundary to recognize each token (word). These two tasks were 
done automatically. Moreover, the extra white space was replaced by a pseudo-space 
to resolve the multi-unit token problem (Ghayoomi, 2018). This task was done semi-
automatically. 

Five linguistic analyses were run automatically on the data. The first one 
was assigning phonological patterns to each word form. To this end, we used the 
productive lexicon developed by Eslami et al. (2004). This word list contains 
lemmas and their phonological patterns. In our research, we drove the phonological 
pattern for each word form from the lemmas, and then assigned the pattern to the 
target words. 

The two next analyses were lemmatization and Part-Of-Speech (POS) 
tagging. To these ends, we used the Marmot tool (Müller et al., 2013) for POS 
tagging and the Lemming tool (Müller et al., 2015) for lemmatization. These two 
toolkits were adapted for Persian by Ghayoomi (2019a) who compared the 
performance of different tools to lemmatize and POS tag Persian words. Based on 
the reported experimental results, the toolkits Marmot and Lemming outperformed 
the other toolkits. These results persuaded us to use these tools to annotate our 
corpus. To train the tools with the Persian data, we used the Bijankhan Corpus 
(Bijankhan, 2004) that has already been POS tagged semi-automatically and 
Ghayoomi (2019b) lemmatized the corpus semi-automatically. The tag set that was 
used in the Bijankhan Corpus is fine-grained and it contains 586 POS tags. 
Ghayoomi (2012) standardized the POS tags according to the Multi-Text East 
standard. In this standard, the length of each tag became fixed with respect to the 
main category of the tag; furthermore, specific information was defined in certain 
positions. The standardized data was used for training the tools. 

The annotated data after lemmatization and POS tagging was the input to 
two other tools to do the syntactic analyses and to provide the parse tree of 
sentences. To this end, constituent parsing and dependency parsing of the data were 
performed. The toolkit used for constituency parsing was the statistical Stanford 
Parser (Klein & Manning, 2003) adapted to Persian by Ghayoomi (2013). To train 
this toolkit, the Persian constituency treebank developed by Ghayoomi (2012) was 
used. This treebank was developed within the linguistic framework of Head-driven 
Phrase Structure Grammar (Pollard & Sag, 1994). One property of this treebank is 
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that four types of head- dependent relations are defined in the tree analysis of each 
sentence and the trees are decorated with this additional information. The treebank 
contains 1024 sentences from Bijankhan Corpus. The dependency parser used in our 
research was the Mate Parser (Bohnet, 2009). The dependency parser was trained 
with the dependency treebank developed through conversion from the constituency 
treebank by Ghayoomi and Kuhn (2014). The dependency treebank contained 49 
unique dependency relations. In the next step, the data standardization was required. 
When all linguistic analyses were done, all information was collected and 
standardized according to the CoNLL data format (Ghayoomi, 2020). 

The CoNLL data format was proposed by the Conference on Natural 
Language Learning (CoNLL) in 2006. In this data format, each word appears in one 
row and the related information is defined in columns separated by a tab delimiter. 
The sentence border is determined by an empty line. Table 3 shows an example how 
the data from various sources is structured in 9 columns according to the CoNLL 
format.  
 
Table 3 
Sample of the Organized Data based on the CoNLL Format 
Sent. 
ID 

Word 
ID 

Word 
Form 

Phonological 
Pattern 

Lemma 
POS 
tag 

Dep.  
Relation 

Dep. 
Type 

Constituency Tree 

يهاد 1 1  CVCV يهاد  Nasp--- 5 NSUBJ (ROOT (S (VPS (Nasp--- *) 

 Ncsp--z 1 NN (VPC (NPC (Ncsp----z- *) كارمند CVCCVCCV كارمند 2 1

 Ncspk-z 5 COPCOMP (NPC (Ncspk---z- *) اداره CVCVCVCV اداره 3 1

 ((Ncsp--- 3 NN (Ncsp------ *) پست CVCC پست 4 1

 (Vpykshs---- 0 ROOT (Vpyk-shs------ *) بودن CVCC است 5 1

1 6 . . . Oe 5 PUNC (Oe *))) 

 
In this table, the following information is available: 

 the sentence ID in a text; 
 the word ID in a sentence; 
 the word form; 
 the phonological pattern of the word form; 
 the lemma of the word form; 
 the POS tag of the word form in the sentence; 
 the ID of the head word on which the dependency tree analysis depends; 
 the type of the dependency relation between the head and the dependent 

words; 
 the constituency tree analysis in the CoNLL 2011 format (Ghayoomi, 2020) 

in such a way that the nodes in the tree are drawn till the target word form 
is met. 
According to the available information described above, the basic statistical 

information was extracted from the annotated data related to the words and the 
whole text. This information for each word contains: 

 the number of characters in each word;  

 the number of syllables in each word; 

 the number of the CVCC phonological pattern in each word; 

 the number of the CVC phonological pattern in each word; 
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 the number of the CV phonological pattern in each word; 

 the number of constituency nodes in the tree analysis related to each word; 

 the number of named entities. 
Training Features. Based on the basic statistical information mentioned in 

the previous section and the annotated data, 37 features were extracted from the data 
and represented as a 37- dimension vector to train the supervised machine learning 
models. We ought to bear in mind that the labels assigned to the vectors were the 
original textbooks’ proficiency levels.  

The features were categorized into 5 groups. The statistical information in 
the vectors was extracted from both the raw corpus and the annotated corpus that 
contained phonological, morphological, syntactical, and semantic labels. In the 
vector representation, all features were normalized according to the word, sentence, 
or the text. Therefore, the relative frequency rather than the absolute frequency was 
used to construct the vector in order to reduce the negative impact of the text length.  

Before describing the features, it is necessary to compare the data we 
utilized in our research with the data that Mohammadi and Khasteh (2020) used. In 
our study, we used various linguistic information in addition to statistical 
information extracted from the corpus. This property made the features much richer 
than the features used by Mohammadi and Khasteh (2020) who used merely 
statistical information of word forms and POS tags. Moreover, we used the content 
of textbooks that are used for teaching Persian to non-native speakers. This property 
of the corpus controlled the data accurately in terms of lexicon, syntactic and 
semantic complexities in the texts; while the dataset developed by Mohammadi and 
Khasteh (2020) through crowd-sourcing was labeled by using people’s intuition 
without making any scientific justification to assign a difficulty label to a text. In 
addition, if their labeled data is accepted, no balance was found in their developed 
data for different levels (54% as an easy text, 32% as a medium text, and 14% as a 
hard text). The weak point of their data is the imbalanced data problem, because 
dominance on a specific level misleads classifiers. However, we used a sort of 
balanced data in terms of the number of documents to train the classifiers as reported 
in Table 2 (34% for the level A, 32% for the level B, and 34% for the level C). 

Statistical Information from Raw Corpus. The statistical feature set 
extracted from the raw corpus contained the following information: 

(a) the average word length; 
(b) the average sentence length; 
(c) lexical diversity which is the ratio of word types over word tokens; 
(d) the ratio of word types from the first 100 word tokens of a text over word 

tokens in a text; 
(e) the ratio of words (unigrams) with frequency 1 over word tokens in a text; 
(f) the ratio of words with frequency 1 over word tokens with frequency above 

1; 
(g) the ratio of word bigrams (sequence of two words) with frequency 1 over 

the total number of word bigrams in a text; 
(h) the ratio of word bigrams with frequency 1 over word bigrams with 

frequency above 1; 
(i) the ratio of word trigrams (sequence of three words) with frequency 1 over 

the total number of word trigrams in a text; 
(j) the ratio of word trigrams with frequency 1 over word trigrams with 
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frequency above 1. 
Statistical Information from Phonological Annotation. The extracted 

statistical feature set based on phonological annotation of the corpus contained the 
following information: 

(a) the average syllable of the words in a text; 
(b) the ratio of one-syllable words over word tokens; 
(c) the ratio of two-syllable words over word tokens; 
(d) the ratio of three-syllable words and above over word tokens; 
(e) the ratio of the CVCC syllable pattern over the total number of syllables; 
(f) the ratio of the CVC syllable pattern over the total number of syllables; 
(g) the ratio of the CV syllable pattern over the total number of syllables; 
(h) the ratio of one syllable words in the first 150 word tokens of a text over 

the total number of syllables; 
(i) the ratio of three-syllable words and above in the first 100 word tokens of a 

text over the total number of syllables. 
Statistical Information from Morphological Annotation. The extracted 

statistical feature set based on morphological annotation of the corpus contained the 
following information: 

(a) the ratio of word lemmas over word tokens; 
(b) the ratio of word lemmas over word types; 
(c) the ratio of word lemmas with frequency 1 over word tokens; 
(d) the ratio of word lemmas with frequency 1 over word tokens with 

frequency above 1. 
Statistical Information from Syntactic Annotation. The extracted 

statistical feature set based on syntactic annotation of the corpus contained the 
following information: 

(a) the ratio of functional words over word tokens; 
(b) the ratio of functional words with frequency 1 over word tokens; 
(c) the ratio of functional words over content words; 
(d) the ratio of content words over word tokens; 
(e) the ratio of content words with frequency 1 over word tokens; 
(f) the ratio of content words over functional words; 
(g) the ratio of POS bigrams with frequency 1 over the total number of POS 

bigrams in a text; 
(h) the ratio of POS bigrams with frequency above 1 over the total number of 

POS bigrams in a text; 
(i) the ratio of POS trigrams with frequency 1 over the total number of POS 

trigrams in a text; 
(j) the ratio of POS trigrams with frequency above 1 over the total number of 

POS trigrams in a text; 
(k) the ratio of dependency relation types over the total number of dependency 

relations in a text; 
(l) the ratio of clause dependency relations over the total number of 

dependency relations in a text; 
(m)  the ratio of the number of nodes in constituency constructions over word 

tokens in a text; 
Statistical Information from Semantic Annotation. The extracted 

statistical feature set based on semantic annotation of the corpus contained the ratio 
of the named entities to word tokens in a text. 
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Our Proposed Algorithm 
Figure (1) shows the architecture of our model. As can be seen in the 

figure, after data collection from Persian learners’ textbooks, the corpus is pre-
processed such that the texts are normalized to uniform the codes, and then the data 
is tokenized to identify each word. The cleaned data is linguistically annotated at the 
phonological, morphological, syntactical, and semantic levels. The annotated data 
from various levels should have a flat representation. To this end, we used the 
CoNLL data. A sample of this data structure is already shown in Table 3. We used 
Python programming language to develop our model. 
 
Figure 1 
Architecture of Our Proposed Model 

 
 

The prepared data that contains the labels of the proficiency levels is 
divided into two sets. The first division contains 90% of the data and it is used as 
training data to create the statistical model by a classifier. To this end, features are 
extracted from this data and they are represented as vectors to be used by the 
classifier. The second division of the data that contains 10% of the total data is used 
as test data to evaluate the performance of the classifier. For evaluation, we assume 
that the test data has no label and this data is given to the classifier to label. The 
output of the model on the test data and the original test data are compared to 
calculate the performance of the classifier. 

Considering the nature of supervised learning techniques, the main two 
steps that have to be taken into the consideration are the feature engineering and the 
learning method. For the learning method, we utilize three algorithms that benefit 
from discriminative models, namely SVM (Boser et al., 1992), Logistic Regression 
(LR; Cramer, 2002), and Random Forest (RF; Breiman, 2001). One main property 
of discriminative models is that they use the inferred knowledge from a set of 
observed data. Although it seems that the three algorithms belong to a family, SVM 
works based on one single best margin with minimum risk of error, LR uses 
different weighted boundaries to make a near optimum decision, and RF uses 
stochastic discrimination over decision trees. Although deep neural networks have 
achieved state-of-the-art results in supervised learning, we cannot benefit from the 
deep neural approaches due to the small amount of the available data in our task. 
Therefore, three classifiers, namely SVM, LR, and RF, are used in our model to 
compare different sets of features and to study their impact on predicting language 
proficiency levels. Due to the shortage of amount data, no tuning for parameter 
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optimization is done and the default parameters in the classifiers are used. We use 
the scikit-learn1 library in Python to call the classifiers into our code. The classifiers 
are briefly described in the followings. 

SVM is a supervised machine learning method that uses the training data to 
build a model to assign a new instance to one or the other categories. To build the 
model, the data is represented in a vector space model. To make the distinctions, a 
hyperplane with maximum margin is used to create two subspaces. Figure (2) 
represents how the model decides between different possible hyperplanes based on 
their margin. The best hyperplane is the one with a large margin (James et al., 2013, 
pp. 337-342). 
 
Figure 2 
Support Vector Machine 

 
LR, as another supervised machine leaning method utilized for 

classification, uses conditional probability assumptions that rely on the underlying 
data distribution represented as vectors. The probability score is a number between 0 
to 1 (Indurkhya & Damerau, 2010, pp. 194-196).  

RF (Breiman, 2001) consists of multiple random decision trees. While 
making the decision at each node tree, features are randomly selected to generate the 
best data split. In this classification model, feature selection has the most important 
contribution on the class probability. This means informative features confuse the 
model and they should be removed before fitting a classifier. However, redundant 
features reduce the importance of the features. 
 
Evaluating the Algorithm 

To evaluate the performance of our proposed algorithm, we use two 
evaluation metrics. One is calculating the accuracy of the model in Equation (1) for 
the total performance of the algorithm: 
(1) 

 
 

The other evaluation metric is calculating F-measure in Equation (2) that is 
a harmonic mean of precision and recall proposed by van Rijsbergen (1979): 
(2) 

 

                                                            
1 https://scikit-learn.org/stable/ 
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where P is precision, R is recall, and β is a weighting parameter. If β > 1, more 
weight is assigned to recall, and in case β < 1, more weight is assigned to precision. 
If β = 1, precision and recall are considered equally. Equations (3) and (4) compute 
precision and recall, respectively: 
(3) 

 
(4) 

 
where X is one of the proficiency levels A, B, or C. After calculating precision and 
recall for each language level, we calculate the average precision and recall for all of 
the levels. 

Since the total amount of data that we use in our research is not much, we 
use 10-fold cross validation method to evaluate our model; that is, the total amount 
of data is divided into 10 folds and in each round of experiments, one fold (10% of 
the data) is considered as the test data, and the rest (90% of the data) as the training 
data. The average of the obtained results, for both accuracy and F-measure, can be 
considered as the performance of the model. 
 
Results and Discussions 

This research aims at proposing a computational linguistic model to predict 
language proficiency level and to explore the general properties of the levels. To 
reach the goal, we configured different feature sets defined in Section 4.2.2 to train 
the classifiers for different levels. To make the comparison possible and to represent 
the superiority of the rich features to train a model, we require a baseline. To this 
end, we use Term Frequency-Inverse Document Frequency (TF-IDF) which 
represents how relevant a word to a document is in a collection of documents 
(Salton et al, 1975). 

We proposed learning scenarios with different feature sets. The first 
learning scenario contained all available features that are the mixture of both 
statistical and linguistic features. The second and third learning scenarios contained 
statistical information and the combination of all linguistic information respectively. 
The fourth to seventh learning scenarios contained individual linguistic information 
to build separate models, including phonetics, morphology, syntax and semantics. 
After training the classifiers, the test data was given to the classifiers. 

The confusion matrix of the labeled data for different classifiers belonging 
to different levels is reported in Table 4. In this table, the predicted labels of each 
classifier trained with different feature sets are compared to the gold data of a 
specific language level. As an example, the first row of Table 4 should be read in 
such a way that the gold data has 88 texts which belong to the proficiency level A. If 
the TF-IDF feature set is used, the SMV classifier assigns the predicted label C to all 
data. If the Statistical and Linguistic Features are used, the SVM classifier predicts 
the level A for 20 texts, the level B for 42 texts, and the level C for 26 texts out of 
88 texts. As a result, 20 texts are labeled correctly, and the rest of 68 texts are 
labeled incorrectly. Using different feature sets causes the classifiers to behave 
differently.  
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Table 4 
Confusion Matrix for Labeling of Classifiers for All Levels 
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A 88 0 0 88 20 42 26 28 31 29 31 48 9 16 65 7 24 31 33 40 32 16 36 22 30 

B 84 0 0 84 11 14 59 7 13 64 9 35 40 11 34 39 22 25 37 16 19 49 27 14 43 

S
V
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C 87 0 0 87 14 5 68 12 10 65 1 6 80 3 2 82 9 10 68 2 2 83 16 9 62 

A 88 46 0 42 65 20 3 66 17 5 62 22 4 71 14 3 61 2 25 59 23 6 55 0 33 

B 84 43 0 41 21 44 19 22 43 19 21 50 13 35 20 29 60 1 23 23 47 14 33 1 50 L
R

 

C 87 67 0 20 2 14 71 1 13 73 5 11 71 6 5 76 24 3 60 3 16 68 22 6 59 

A 88 37 0 51 66 19 3 66 17 5 69 16 3 68 17 3 37 27 24 67 16 5 53 9 26 

B 84 35 0 49 29 41 14 21 44 19 30 40 14 34 35 15 22 43 19 31 38 15 36 5 43 R
F

 

C 87 58 0 29 1 9 77 1 11 75 3 9 75 3 8 76 9 17 61 0 18 69 21 12 54 
 

Based on the number of labeled data in Table 4 for different classifiers and 
Equations (1) to (4), we evaluated the performance of the classifiers, using accuracy 
and F1 metrics. Table 5 reports the average performance of the models using 10-fold 
cross-validation method. In our experiments, we used TF-IDF as the basic feature 
set to compare the performance of the models that used different feature sets. As it is 
obvious from the results, the malperformance of the classifiers was obtained when 
trained with TF-IDF feature set. In general, the SVM classifier created the worst 
model, and the RF classifier outperformed the other models using features other than 
TF-IDF. This achievement determines that previous words (the history) play a very 
important role in the learning process. However, the SVM classifier in comparison 
to the LR and RF classifiers performed the best when using TF-IDF features set. The 
result shows that, for this classifier, history has a negative impact on predicting 
labels. 

Comparing each classifier based on the feature sets that were used for 
training, the model created by SVM and LR classifiers performed the highest when a 
combination of linguistic information was used. Additionally, RF performed the best 
using statistical information. However, RF performed slightly worse than the model 
using either combination of linguistics information or combination of statistical and 
linguistic. This result determines that additional information could not improve the 
classifier’s performance. 

We further evaluated the performance of the classifiers using different 
features for each proficiency level. The results are reported in Table 6. While the 
SVM model performed the best when linguistic information was used in Table 5, the 
level C obtained the highest results among the three levels in Table 6. We further 
observed that using syntactic information for the level A in the SVM model 
outperformed using other feature sets at this level. The SVM model that used all 
linguistic information performed well for the level B; and using the phonetic 
information to build the SVM model caused to perform the best for the level C. 

Comparing the performance of the LR models, the model utilized the 
linguistic information to build the model obtained the highest results in Table 5, and 
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the level C for this feature set obtained the highest result among the three levels in 
Table 6. We further observed that using statistical information for the level A in the 
LR model outperformed using other feature sets at this level. Additionally, the LR 
model that utilized all linguistic information performed the best for the levels B and 
C.  

Comparing the performance of the RF models for different levels, the 
utilized statistical information in Table 5 that obtained the highest results performed 
the highest for the level C in Table 6. We further observed in Table 6 that using 
statistical information for the levels A and B in the RF model outperformed the 
models that utilized other features. Moreover, the RF model that used both statistical 
and linguistic information performed the best for the level C.  
 
Table 5 
Performance of the Classifiers Using Different Feature 
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Accuracy 33.54 39.35 40.85 56.32 50.94 45.12 54.82 43.20 

F1 16.31 37.57 40.46 57.95 51.33 44.91 54.99 41.94 

Recall 33.33 39.60 41.24 56.69 51.32 46.00 55.37 42.16 S
V

M
 

Precision 11.18 35.75 39.70 59.26 51.34 43.86 54.61 41.73 

Accuracy 25.46 69.51 70.28 70.62 64.48 47.09 67.17 44.42 

F1 13.41 69.56 70.45 70.80 64.31 40.01 68.06 37.45 

Recall 33.33 69.58 70.63 70.92 64.53 47.60 68.26 44.92 L
R

 

Precision 8.49 69.55 70.27 70.68 64.09 34.50 67.88 32.12 

Accuracy 25.46 71.05 71.42 71.05 69.08 54.37 67.20 43.28 

F1 13.41 70.57 71.96 71.14 68.44 55.29 66.50 38.33 

Recall 33.33 71.06 72.23 71.62 68.95 55.91 66.91 42.48 R
F

 

Precision 8.49 70.07 71.68 70.66 67.94 54.68 66.09 34.92 
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Table 6 
F-measure of the Classifiers Using Different Features for each Individual Label 
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Additionally, we investigated which feature set has impact on the 

performance of a classifier with respect to the language proficiency level. In this 
analysis, we calculated the average performance of the classifiers to focus on the 
latent teaching methodology used for compiling the textbooks. The results are 
reported in the last row of Table 6. The average best performance of the learners for 
the level A is achieved by using syntactic information; i.e. the syntactic information 
is the main focuses of the textbooks at this level to make the learners aware of the 
basic constructions. The average best performance of the learners for the levels B 
and C is achieved by using linguistic information. This result determines that a great 
amount of attention is given to linguistic information at levels B and C. Among the 
linguistic information, syntactic and phonetic information play the most important 
role for levels B and C, respectively. One reason is extracting various features for 
these two linguistic components from the annotated data; i.e., the higher the number 
of features to be extracted, the better a classifier learns about the properties of the 
language. 
 
Concluding Remarks 

In this paper, we proposed a computational linguistic model to detect the 
language proficiency level of a given text and to label it automatically by using 
machine learning methods. To reach the goal, we defined sets of features including 
statistical and linguistics. The linguistic features contained phonological, 
morphological, syntactic, and semantic features. Additionally, we used TF-IDF 
feature set as the baseline to compare the performance of the models. Our proposed 
models that used statistical and/or linguistic features outperformed the baseline. The 
features were extracted from a corpus developed from 6 Persian learners’ textbooks 
that belonged to the beginner, intermediate, and advanced levels. The collected data 
was divided into subsets to train and test the classifiers. Based on the results, the 



46 / Application of Computational Linguistics to Predicting Language …/ Masood Ghayoomi 

 

model created by the RF classifier performed the best using statistical features. This 
determined that enriching the model and providing more information does not 
guarantee to achieve the best performance. But this was not a global finding because 
it totally depends on the learning algorithm of the classifier, because the linguistic 
information caused the SVM classifier to perform the best. 

We studied the performance of the classifiers with respect to the language 
proficiency level and the linguistic knowledge used to create the model. One 
property of the texts at the level A was paying much attention to the syntactic 
constructions. The general property of the texts at the levels B and C was using all 
linguistic information to compile the textbooks. 

The outcome of this research can be used to check major and minor focus of 
the Persian learners’ textbooks on linguistic knowledge and to increase the quality of 
the textbooks by utilizing uniformed distribution of linguistic knowledge for all 
levels. A sample for minor focus of the textbooks is the low performance of the 
classifiers for the level B when the semantic feature is utilized and the classifiers of 
this level had a malperformance compared to the levels A and C. 
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Abstract 
The present study set out to inspect how organizational and pragmatic knowledge can be 
functions of the assessment techniques practices implemented in the classroom. To this aim, 
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female Iranian learners studying at pre-intermediate level in a language institute participated 
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participants. The results of the analysis of one-way ANOVA test indicated that self-
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discussed. 
 
keywords: self-assessment, peer-assessment, teacher-assessment, pragmatic knowledge, 
organizational knowledge 

 

                                                            
*Corresponding Author 
1 Associate professor, Department of English Language Teaching, Payame Noor University 
(PNU), P.O.Box 19395-4697, Tehran, Iran, f.hemmati@jonoub.tpnu.ac.ir 
2 PhD, Department of English Language Teaching, Payame Noor University, (PNU), P.O.Box 
19395-4697,Tehran, Iran, Mortazavi.0m@gmail.com 
3 Assistant Professor, Department of English Language Teaching, Payame Noor University 
(PNU), P.O.Box 19395-4697, Tehran, Iran, rsharifi@pnu.ac.ir 
 
DOI: 10.22051/lghor.2021.32932.1361 



54 / Implementing Alternative Assessment to Foster Organizational and …/ Fatemeh Hemmati &… 

 

Introduction 
In the past decades, language researchers have come to acknowledge the 

role of competences other than linguistic competence in one’s ability to become 
involved in communication and have even emphasized the explicit instruction of 
pragmatic competence (e.g., Ifantidou, 2013; Ishihara & Cohen, 2014; Sykes, 2013; 
Taguchi & Roever, 2017). Theoreticians and scholars (e.g., Bachman, 1990; 
Bachman & Palmer, 1996, 2010; Canale & Swain, 1980; Hymes, 1972) have 
asserted that the ability to use language comprises not only the ability to produce 
structurally accurate utterances and the possession of linguistic knowledge but also 
the awareness of the appropriateness of the language attuned to the demands of the 
specific situations, with the latter being called pragmatic competence. According to 
Bachman's (1990) model of communicative language ability, which was later on 
refined by Bachman and Palmer (1996, 2010), language competence comprises of 
two main competencies of organizational knowledge and pragmatic knowledge, the 
former being further classified into grammatical and textual knowledge and the 
latter embedding sociolinguistic and functional knowledge or illocutionary 
knowledge referring to the intention behind the sentences. In other words, pragmatic 
competence is the ability of contextualized communication and performance based 
on organizational competence in appropriate way (Bachman, 1990).  In 1978, 
Munby highlighted the paramount importance of pragmatic knowledge and argued 
that in order to communicate effectively, a speaker has to have the ability to produce 
grammatical utterances of a language as well as the ability to use them 
appropriately. Swain (2005), in a similar vein, contends that language learners have 
to learn the social and pragmatic rules of the target-language and stresses that 
language teachers need to take pragmatics into consideration while teaching learners 
to communicate in another language.  

Pragmatic failure, is described (Hudson et al., 1992) as circumstances in 
which the speaker's utterance is misunderstood by the hearer and this 
misunderstanding is caused, among other things, by inapt realization of speech acts. 
Speech acts are defined as utterances that are performed with intentions to have 
effects on listeners (Crystal, 1997). Refusals, requests, and apologies are among 
speech acts that necessitate the exploitation of various strategies depending on the 
culture (Beebe & Takahashi, 1989; Beebe et al., 1990), given the differences 
between perceptions of speakers of different languages due to different concepts 
such as power relations, social distance, and degree of imposition (Hudson et al., 
1992).  

Relative power is concerned with the degree of imposing the intention of 
the speaker on the hearer. Social distance, on the other hand, is defined as a function 
of the level of acquaintance between the two parties of communication. Thus, 
communicating with an unknown person would entail distance. Furthermore, the 
degree of imposition refers to the level of imposition of action on the hearer. Hence, 
situations demanding verbs such as asking for help would involve imposition. Due 
to the fact that speakers from various cultures perceive these variables differently 
(Hudson et al., 1992), language learners might fail to appropriately produce speech 
acts, which in turn would lead to pragmatic failure in communication. Given, the 
important role pragmatic competence plays in one’s knowledge of how to 
communicate (Bachman, 1990; Bachman & Palmer, 2010), language instructors and 
researchers should seek ways to facilitate the acquisition of the above-mentioned 
variables, speech act and pragmatic competence. Therefore, delving into the ways 
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classroom practices can be manipulated so as to enhance language learners’ 
organizational and pragmatic competence is worthy and justified. One of the 
classroom practices which have always been part of language teaching courses is 
classroom assessment. Nowadays, assessment is considered as a facilitator of 
learning and is deemed as a process rather than a product. Peer and self-assessment, 
which are two alternatives to exclusive assessment by the teacher, allow the 
involvement of learners in the assessment process and can lead to more successful 
teaching and learning process (e.g., Abolfazli Khonbi & Sadeghi, 2015; Chen, 2006; 
Hariri Asl & Marandi, 2017). Therefore, the notions and elements of assessment and 
specified criteria should be introduced to learners, and they should be trained how to 
evaluate their own and others’ contributions via self and peer assessment (Wiliam & 
Thomson, 2007). Regarding assessment techniques as viable pedagogical practices, 
the present study sets out to delineate how making adjustments in assessment 
techniques can affect Iranian English as a foreign language (EFL) learners’ 
organizational and pragmatic competence reflected in their oral productions 
requiring the use of speech acts. 

 
Literature Review 

Language Competence  
 Many applied linguists have contributed to defining the knowledge of using 
language; however, there is no agreement on the exact term to employ for such 
competence. To some (e.g., Canale, 1983, 1984; Canale & Swain, 1980; 
Widdowson, 1983), the term communicative competence could best describe 
language users’ knowledge and skills to use the language, while to some others (e.g., 
Bachman, 1990; Bachman & Palmer, 1996, 2010), communicative language ability 
or language competence can best define both language proficiency and 
communicative competence. Recent theoretical and empirical enquiries into 
communicative competence mostly draw on the model promulgated by Canale and 
Swain (1980) and that of Bachman and Palmer (1996, 2010). Canale and Swain 
(1980) proposed three main components of grammatical, sociolinguistic and 
strategic competence for communicative competence, defining grammatical 
competence as being concerned with learning the linguistic aspects including 
vocabulary knowledge and morphological, syntactic, semantic, phonetic, as well as 
the knowledge of features of handwriting. To Canale and Swain, the sociolinguistic 
competence comprises of knowledge of rules and conventions which dominate the 
appropriate comprehension and language use in different contexts. In Canale and 
Swain’s model, strategic competence entails knowledge of verbal and non-verbal 
communication strategies exploited to compensate for breakdowns in 
communication resulting from inadequate knowledge in components of 
communicative competence.  
 Bachman (1990) and Bachman and Palmer (1996, 2010) put forward a more 
inclusive model of communicative competence, drawing on the findings of prior 
empirical research, and theoretical postulations. The model of communicative 
competence suggested in 1990 by Bachman was later on modified by Bachman and 
Palmer in the mid 1990s and 2010. They argue that language ability comprises two 
broad areas which are language knowledge and strategic competence. Language 
knowledge consists of two main parallel components i.e. organizational knowledge 
and pragmatic knowledge which complement each other in effective use of language 
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for communication purposes. Organizational knowledge includes individuals’ ability 
to control formal language structures, i.e., of textual and grammatical knowledge. 
Grammatical knowledge further encompasses knowledge of vocabulary, 
morphology, syntax, phonology, and physical features of handwriting. Textual 
knowledge, on the other hand, includes the knowledge of meaningful relationships 
among sentences (cohesion) and knowledge of developing different genres of 
language as well as conversational organization (conventions for opening, 
continuing and closing conversations). 

The second component of language knowledge, pragmatic knowledge, 
refers to the knowledge language users need to enable them to generate and 
comprehend discourse by making connections among utterances and texts to their 
meanings as well as the intentions of language users and the relevant features of the 
language use context and setting (Bachman & Palmer, 2010). Pragmatic knowledge 
is, therefore, needed to generate and interpret discourse, comprising of two areas of 
knowledge namely, functional knowledge (i.e. knowledge of pragmatic conventions 
needed to produce proper language functions and interpret the illocutionary power 
of utterances/sentences) and sociolinguistic knowledge (i.e. knowledge of 
sociolinguistic conventions required to create and interpret contextually appropriate 
language utterances/sentences). The second component of language ability, strategic 
knowledge, encompasses a set of metacognitive components enabling language user 
to set goals, evaluate communicative sources, and plan. The study at hand focuses 
on the language knowledge of Bachman and Palmers’ (1996, 2010) model, 
concentrating on pragmatic knowledge mirrored in the use of contextually proper 
utterances with regard to power, distance, and imposition, as well as organizational 
knowledge reflected in the demonstration of the ability to use error free use of 
vocabulary, grammar, and phonological presentations, and generating coherent 
utterances.  
 
Assessment as a Learning Tool 

One of the activities instructors are often asked to take on is assessment 
which encompasses “any process that provides information about the thinking, 
achievement or progress of students” (Crooks, 2001, p. 1). Though traditionally 
employed merely for judgmental purposes, assessment is nowadays viewed as a 
potential tool to aid and facilitate learning (e.g., Darling-Hammond et al., 2020; Lee, 
2007; Taras, 2008). Recent approaches to assessing learning product and process 
have stipulated learners as their focus, highlighting and emboldening the 
involvement of learners in the assessment process (Darling-Hammond et al., 2020; 
Sluijsmans et al., 2003).  

As opposed to traditional, mainly teacher-centered assessment techniques, 
more recent techniques are learner-oriented suggesting alternative methods of 
assessing learning particularly by learners themselves. Such learner-centered 
approaches to assessment are reported to offer more accurate evaluation of learners’ 
ability (e.g., Abedi, 2010; Coombe et al., 2007), advocating a key role for learners in 
decisions pertinent to assessment and the undertaking of assessment procedures. 
Self-assessment and peer-assessment in which learners are asked to monitor their 
own or a peer’s performance on a language learning task (Richards & Schmidt, 
2010; Topping, 2009) are pigeonholed branded as such pioneering learner-oriented 
assessment approaches. Despite the recent popularity of alternative approaches to 
assessment which encourage the engagement of learners in assessment (Soleimani & 
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Rahmanian, 2014) their influence on learning is still under-researched. Assessment 
as a learning tool is yet a relatively under-probed area in EFL contests, and scant 
research has been documented in the literature scrutinizing how alternative 
assessment techniques can assist the acquisition of another language. To date, most 
studies addressing alternative innovative assessment techniques mostly target to 
rationalize and defend their legitimacy as assessment tools (De Saint-Léger, 2009). 
Among the studies carried out to examine the benefits of peer and self-assessment 
techniques are those intended to assess the impact of peer and self-assessment on 
goal-orientation (Zarei & Yousefi, 2015), reading motivation (Rahmany et al., 2013; 
Wolters, 1999), reading comprehension (Shams & Tavakoli, 2014), writing skill 
(Birjandi & HadidiTamjid, 2010; Birjandi & Siyyari, 2010; Soleimani & 
Rahmanian, 2014; Williams, 2012),  creating social presence in conjunction with 
CALL (Hariri Asl & Marandi, 2017), the relationship between EFL students self-
perceived communication competence and their task-free and task-based self-
assessment of speaking (Abolfazli Khonbi & Sadeghi, 2015), and learner autonomy 
(Ashraf & Mahdinezhad, 2015). As the above account of studies on the potential 
role of alternative assessment techniques in learning suggests, despite the widely 
acknowledged standing of communication as realized by educationalists in the 
twenty-first century (Purpura, 2017; Richards, 2008), to date, to the best of our 
knowledge, few studies have examined the potential effect of alternative assessment 
on communicative competence as their objective. In 2014, Pakzadian and Tajeddin 
investigated the impacts of instruction that was based on self-assessment on 30 
language learners’ acquisition of three types of speech acts including suggestion, 
complaint, and request. The results of their study revealed that although the self-
assessment group outperformed the control group on most of the items in a written 
discourse completion test, their overall score did not have a significant difference 
with the comparison group. Therefore, they introduced self-assessment as an 
ineffective task for acquiring pragmatic knowledge and meta pragmatic awareness. 
They attributed the results to the point that self-assessment process in their study 
was more concerned with problems in answering the discourse test rather than 
teaching students how to communicate appropriately and effectively using the 
pragmatic features of language. Therefore, it seems that more studies are needed to 
provide a clear picture of the role of learner-centered assessment techniques in 
acquiring pragmatic knowledge. 
 

The Present Study  
Given the scarcity of research on the benefits that alternative assessment 

techniques can offer to facilitate the acquisition of L2 in general and the gap in the 
literature concomitant with the role of peer and self-assessment techniques in 
promoting language knowledge as defined by Bachman and Palmer (1996, 2010), 
the present study aimed at investigating the differential effect of various assessment 
techniques on learners’ pragmatic and organizational competencies. In so doing, the 
ensued null hypotheses were formed: 
  1) Different assessment techniques (i.e., self, peer, and teacher-assessment) 
do not have any significant effect on participants’ pragmatic competence and 
learners who benefited from self-assessment, peer-assessment, and teacher-
assessment have similar levels of pragmatic competence all other conditions 
maintained alike. 

2) Different assessment techniques (i.e. self, peer, and teacher-assessment) 
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do not have any significant effect on participants’ organizational competence and 
learners who benefited from self-assessment, peer-assessment, and teacher-
assessment have similar levels of organizational competence all other conditions 
maintained alike. 

To further test the null hypotheses, the following research questions were 
posed: 

Do various assessment techniques (i.e. self, peer, and teacher-assessment) 
have any significant effect on participants’ pragmatic competence?  

Do various assessment techniques (i.e. self, peer, and teacher-assessment) 
have any significant effect on participants’ organizational competence? 
 
Method 

Due to non random sampling, the study enjoyed a quasi experimental 
design including pre-and post-tests. The dependent variables were pragmatic and 
organizational knowledge and the independent variables were self, peer, and 
teacher-assessment techniques.  
 
Participants 

A total number of 98 female Iranian learners of English studying at pre-
intermediate levels in an Iranian language institute with an age range of 15 to 29 (M 
= 17.2, SD = 8.32) participated in this study. The participants were chosen from 
among 157 pre-intermediate learners who had taken Cambridge’s Preliminary 
English Test (PET) (M = 53.46, SD = 6.92) and scored one standard deviation from 
mean. In other words, the administration of PET abetted the researchers to ensure 
the homogeneity of the participants in terms of general linguistic knowledge. The 
first 32 learners were randomly assigned to the self-assessment group (SA), in which 
participants were instructed to evaluate their own performance and learning, and 33 
to the peer-assessment group (PA), where learners were taught how to assess their 
peers. Finally, the last group which included 33 learners was the teacher-assessment 
group (TA), in which the assessment of the learners’ performance in the class was 
conducted merely by the teacher. 
 
Instruments 

Speech acts involving the element of power relation can be more 
effectively assessed through role-play (Grabowski, 2013; Kasper & Rose, 2001, 
2002; Purpura, 2017). Therefore, to assess pragmatic knowledge, Discourse Role 
Play Talks (DRPTs) were employed in this study. Employed mostly as a tool for 
pedagogical ends across a wide range of subjects, role plays are also used for 
assessment purposes in the evaluation of speaking and pragmatic competence 
(Kasper & Youn, 2018). Role plays provide a context to examine how language 
learners generate and comprehend utterances while in interaction, speculating a 
specific context for learners and thus ensuring that not only does the speaking test 
enjoy authenticity but also it is not afflicted by the under-representation of the 
construct under examination. In DRPTs, students are required to read the 
explanation of a situation and to play a role based on the same situation with either a 
teacher or a peer. In this way, learners are mandated to come up with sentences 
commensurate with the situation described both in terms of structural and pragmatic 
considerations. For each scenario learners were given 8 to 12 minute to conduct the 
role play. They were given two minutes to prepare for the role play and think over 
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the situation and the language and function they demanded prior to role plays. 
However, they could not ask for the researchers’ assistance while engaged in the 
role plays. Nor were they given any cues as whether their utterances were correct or 
appropriate.  

Three speech act situations were postulated as role plays, in which 
participants were required to communicate with either a peer or the teacher as 
interlocutor. The role play test comprised of eight different scenarios adopted from 
Enochs and Yoshitake-Strain (1999), each including all three speech acts namely, a 
request, a refusal, and an apology with different degrees of power, imposition and 
distance in various situations. Request, refusal and apology were selected as the 
main functions because they happen often in everyday speech acts and they were 
among the functions that had to be taught to the participants of the present study. 
Furthermore, due to their significant role in the pragmatic knowledge of EFL 
learners, these three speech acts have commonly been researched (e.g., Birjandi & 
Derakhshan, 2014; Felix-Brasdefer, 2006, 2008), although the focuses of these 
studies have been on different aspects. For example, Birjandi and Derakhshan 
investigated the effect of video-driven prompts on promoting students' awareness of 
the Pragmatic comprehension of apology, request and refusal. Another important 
feature of these acts is that they can be expressed in several different ways. In this 
regard, Purpura (2017) refers to the well-known example of a person requesting for 
salt in a restaurant and mentions that the request can be friendly or unfriendly, 
patient or humorous, and demanding or sarcastic. Therefore, depending on the 
degrees of power, distance and imposition, request, refusal and apology can be 
expressed in several different ways.   

Written descriptions of the role plays including what was supposed to be 
done by the interlocutor was presented to the participants in both Persian and 
English to elicit the use of speech acts in the role play. Learners’ performances in 
the role plays were video-taped for the sake of analysis in terms of pragmatic and 
organizational knowledge. 
 
Assessing Pragmatic Knowledge 

To gauge the appropriateness of the generated utterances, having watched 
the recorded role plays, two experienced English language teachers assessed each 
individual’s performance with regard to each speech act in each role play. They used 
a 6 point Likert scale, with 1 indicating the least appropriate and six signaling the 
most appropriate performance. The scores gained for all speech acts comprised the 
participant’s score in that specific scenario, and the scores gained in all eight 
scenarios were tallied and added up to create the participant’s pragmatic competence 
score in an administration of the DRPT. Interrater reliability was established through 
calculating correlation coefficient of the scores awarded by the two raters. This 
coefficient was found to be .79 in the pretest. The two raters resolved the differences 
through discussion, listening to video-taped role plays again, which yielded to the 
achievement of the inter-rater reliability coefficient estimated in the posttest was .86. 
 

Assessing Organizational Knowledge 
In order to delineate the organizational knowledge of participants, four 

statements were employed to form a 6 point Likert-scale to rate each participant’s 
performance in each role play. These statements were to cover the two basic areas of 
organizational knowledge in Bachman and Palmer's model, grammatical and textual 



60 / Implementing Alternative Assessment to Foster Organizational and …/ Fatemeh Hemmati &… 

 

knowledge. Therefore, the first sentence stated that: “the utterances were error free 
in terms of grammar”. Adopted from the inventory of grammatical areas identified 
in the Cambridge English PET handbook for teachers, the grammatical structures 
expected to be appropriately used for pre-intermediate participants were as follows: 
Modals: can (for example, the learners had to be able to use can, based on the 
context, in three different ways: can = ability; can = request; can = permission). 
Another example of modals with three possible meanings was could as ability, could 
as possibility and could as polite request. The other grammatical areas included: 
would (polite requests) will (offer) shall (suggestion; offer) should (advice) may 
(possibility) might (possibility) have (got) to (obligation) ought to (obligation) must 
(obligation) mustn’t (prohibition) need (necessity) needn’t (lack of necessity) used 
to + infinitive (past habits); Tenses : present simple, present continuous, present 
perfect simple, past simple, past perfect simple, future with going to, future with 
present continuous and present simple, future with will and shall; Verb forms: 
Affirmative, interrogative, negative imperatives, infinitives, gerunds after verbs and 
prepositions, gerunds as subjects and objects, passive forms, causative have/get,  
So/nor with auxiliaries; Conditional sentences Type 0, 1, and 2; Simple reported 
speech, indirect and embedded questions. Therefore, erroneous statements beyond 
these grammatical structures (e.g., an error in the formation of conditional type 3) 
were tolerated and not regarded as an error for the participants of the present study 
since such structures are deemed to be beyond their organizational knowledge. The 
second sentence was: “The utterances were error free in terms of vocabulary use”. 
The third and the fourth sentences consecutively said that: “There were no mistakes 
pertinent to pronunciation and intonation” and “Utterances were coherently related 
and proper cohesive devises were used”. The scale was to be answered by two 
researchers individually, with 6 indicating “strong agreement” and 1 signaling 
“strong disagreement”. Interrater reliability was measured through calculating 
correlation coefficient of the two raters’ scores. In the pretest, this coefficient was 
calculated as .72, which was increased to .81 in the posttest before which the two 
raters had resolved the differences having listened to taped role plays again and 
discussed differences of view point.  
 
Procedure 

In order to be able to gauge the difference of the learners’ performance in 
pre and posttest, prior to the treatment, the researchers administered the Discourse 
Role Play Talks (DRPTs) to all learners and asked them to act out the situations in 
the cards with peers. The pair for the role plays were selected and assigned based on 
random selection and learners were not permitted to choose their own peers for the 
role plays. The performance of the participants in the role plays both in the pretest 
and in the posttest were recorded to allow the analysis of the sentences in terms of 
pragmatic competence and organizational knowledge. Having watched the recorded 
performance of the participants, two of the researchers rated the participants using 
the pragmatic and organizational knowledge scales explained in the previous 
sections. The administration of the DPRT pre-test was followed by the treatment 
which lasted six 45-minute sessions. 

 In each of these sessions, the participants in the self-assessment (SA) 
group were presented with the two scales employed as the instruments in this study 
to assess pragmatic and organizational knowledge. They were briefed about the 
scoring and the criteria based on which they would be assessed in terms of 
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pragmatic as well as organizational competences. In so doing, the statements in both 
scales were explained to them and clarified using examples. They were told what 
each item meant and on what ground the performance was to be rated. Next, on the 
same session, participants were presented with the role play scenarios each of which 
they had to act out with a peer every session. With participants’ consent, their 
performance was videotaped, so that participants would be able to review, reflect on, 
and analyze and assess their own performance. Having acted out the scenarios in the 
role plays, they were asked to answer the scales and evaluate their own performance. 
They did the assessment independent from that of their peers in the role play, while 
watching the pertinent video. They were then free to delete the video file if they 
desired. They were instructed to collect these answered scales in a portfolio which 
had to be submitted to researchers prior to the posttest to provide evidence for the 
researchers that the self-assessment had been carried out.  

The peer assessment (PA) group participants, in the same vein, received the 
two scales and the same role play scenarios in which they were asked to act out with 
a peer each session while being video-taped. Similar to the learners in self-
assessment group, the peer assessment group participants were not allowed to 
choose the partners for the role plays. They, however, unlike their SA counterparts, 
were asked to assess the performance of their peer, and not that of their own, in each 
role play concerning pragmatic and organizational competence and accumulate these 
evaluations in a portfolio to be handed in to the researchers at the end of the 
treatment to prove their peer assessment activities.  

Unlike SA and PA participants, the teacher assessment (TA) group learners 
did not get the chance to get involved in the assessment process. They did not 
receive the assessment scales either. They were merely assigned to pairs to act out 
the scenarios each session. Having done their role pays, they were assessed by the 
teacher in terms of pragmatic and organizational competence and were later 
informed about their total organizational and pragmatic knowledge scores that had 
been decided by the teacher.  

The treatment was followed by another PDRT as the post test. The role 
plays of the post-test were different from the ones in the pre-test; however, the same 
procedure of scoring and the same scales used by the same raters in the pre-test were 
employed to gauge the participants' pragmatic and organizational knowledge.  
 
Results 

To demarcate the impact of assessment type on participants’ pragmatic and 
organizational competence reflected in their performance in role-plays focused on 
three speech acts, the researchers scrutinized data gleaned from the pragmatic 
knowledge and organizational knowledge scales. First, a normality test was run to 
make sure the normality condition was met. The result of a Kolmogorov-Smirnov 
and Shapiro-Wilk revealed no violation of normality in pre- and post-tests (p > .05). 
Then, data accumulated from each scale were separately analyzed. Gains from pre-
test to post-tests were calculated through subtracting pretest scores from post-test 
scores and were subjected to one-way Analysis of Variance (ANOVA).  
 

Pragmatic Competence 
The first research question in the current study was intended to scrutinize 

whether assessment techniques had any significant effect on participants’ pragmatic 
competence as mirrored in the appropriateness of the use of three speech acts in the 
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Discourse Role Play Talks (DRPTs) test. The first null hypothesis in the present 
study stated that different assessment techniques do not have differential impact on 
participants’ pragmatic competence. To examine the null hypothesis and to find out 
whether pragmatic competence could be a function of assessment techniques, first, 
the researchers employed descriptive statistics to calculate means and standard 
deviations of the groups in both pre-test and post-test, the results of which are 
illustrated in Table 1. 
 
Table 1 
Descriptive Statistics for Pragmatic Competence 

  Pre-test Post-test Gain 
Groups N Mean SD Mean SD Mean SD 

SA 32 80.46 9.61 115.15 17.92 34.68 9.29 
PA 33 70.93 7.35 90.69 13.43 19.75 6.68 
TA 33 76.60 8.62 82.54 10.49 5.93 5.05 

Total 98 75.95 9.34 95.93 19.76 19.97 13.75 
 
 

As demonstrated in Table 1, when gain scores of the pragmatic test were 
calculated, it was found that learners who had received the opportunity to play a part 
in assessment procedure (i.e. SA [M = 34.68, SD = 9.29], and PA [M = 19.75, SD = 
6.68] groups' participants) obtained higher gain scores compared to the TA group 
participants (M = 5.93, SD = 5.05) who had not been granted the opportunity to 
assess their own performance or that of a peer throughout the experiment.  

Table 1 also reveals that the learners who were given the responsibility to 
critically review and evaluate their own performance (i.e. SA [M = 34.68, SD = 
9.29]) gained the highest gain scores in the pragmatic test. Next, an ANOVA was 
run on the gain scores to find out whether the observed differences were statistically 
significant. Shown in Table 2 are the results of the one-way ANOVA on pragmatic 
competence gain scores. 
 
Table 2 
One-way ANOVA, Pragmatic Competence 
Source Type III Sum of Squares df Mean Square F Sig. 
Between groups 13429.14 2 6714.57 129.36 .00 
Within groups 4930.81 95 51.90   
Total 18359.95 97    

  

As shown in Table 2, significant differences were observed among the gain 
scores of participants in the SA (M = 34.68, SD = 9.29), PA (M = 19.75, SD = 6.68), 
and TA (M = 6.68, SD = 5.05) groups, in the pragmatic competence test, F(2, 97) = 
129.36, p < .05.Then, to find the differences, a post hoc test was run. The results of a 
post hoc Scheffe’s test, illustrated in Table 3, further elucidated where the 
significant differences were located. 
 
Table 3 
Scheffe’s Test: Pragmatic Competence 

Group PA TA 
SA 14.92* 28.74* 
PA  13.81* 

*. The mean difference is significant at the 0.05 level. 
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As Table 3 suggests, both alternative assessment techniques (i.e. the self-
assessment and the pear-assessment) were found to yield significant increase in 
participants’ pragmatic competence since the results of the post hoc test indicated 
that gain scores of the SA and PA groups were significantly higher when compared 
to that of the group the members of which were assessed merely by the teacher (i.e. 
TA group). The first null hypothesis was, therefore, rejected. Furthermore, the post 
hoc test crystallized a significant mean difference between the gain scores of the SA 
and PA participants when posttest pragmatic scores were checked against pre-test 
ones, suggesting that taking control of the process of the assessment could enhance 
participants’ pragmatic knowledge as reflected in the proper use of speech acts in 
role play scenarios more than peer-assessment, and thus, introducing self-assessment 
as the most effective assessment technique for promoting pragmatic competence. 
Moreover, the learners who evaluated the performance of their fellow classmates in 
the role plays, the SA group, also significantly scored higher than the TA group, 
which indicated that having a say in the assessment procedure of the evaluation of 
pragmatic competence, even if not the assessment of one’s own performance, can 
have desired impact on pragmatic knowledge. 
 
Organizational Competence 

The second research question addressed the effect of assessment technique 
on participants’ organizational knowledge which was operationalized as the accurate 
use of vocabulary and structures, as well as proper pronunciation of the well-linked 
and cohesive utterances. To find the answer to the second research question, and to 
see if the second null hypothesis stating that different assessment techniques do not 
have differential impact on participants’ organizational competence could be 
rejected, the researchers first calculated means and standard deviations of the groups 
in the two administrations of the organizational competence test. Table 4 depicts 
descriptive statistics pertaining to organizational competence tests.  
 
Table 4 
Descriptive Statistics for Organizational Competence 
  Pre-test Post-test Gain 
Groups N Mean SD Mean SD Mean SD 
SA 32 14.15 2.84 21.28 2.60 7.12 3.46 
PA 33 14.66 2.64 20.06 1.78 5.39 2.66 
TA 33 14.00 2.43 16.33 2.73 2.33 1.49 
Total 98 14.27 2.63 19.20 3.18 4.92 3.29 
 

As Table 4 indicates, regarding organizational competence, alternative 
assessment techniques groups (i.e., SA [M = 7.12, SD = 3.46], and PA [M = 5.39, 
SD = 2.66] groups) were found to have improved more from the pre-test to the post-
test when compared to the learners in the TA group (M = 2.33, SD = 1.49) that were 
evaluated by their teacher. Further, similar to the pattern observed in pragmatic 
competence test, participants who had evaluated their own organizational knowledge 
in role plays obtained the highest gain scores. The researchers, then, ran an ANOVA 
on the organizational competence gain scores to establish the significance of the 
observed differences. Displayed in Table 5 are the results of the one-way ANOVA 
on organizational competence gain scores. 
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Table 5 
One-way ANOVA, Organizational Competence 
Source Type III Sum of Squares df Mean Square F Sig. 
Between groups 383.78 2 191.89 27.18 .00 
Within groups 670.71 95 7.06   
Total 1054.50 97    

  

Table 5 indicates significant differences among the gain scores of 
participants in the SA (M = 7.12, SD = 3.46), PA (M = 5.39, SD = 2.66), and TA (M 
= 2.33, SD = 1.49) groups, in the organizational competence test, F(2, 97) = 27.18, p 
< .05. The second null hypothesis was, therefore, rejected. A post hoc Scheffe’s test 
was then employed to locate the significant differences. Table 6 illustrates the 
results of the post hoc test on organizational competence gain scores.  
 
Table 6 
Scheffe’s test: Organizational Competence 

Group PA TA 
SA 1.73* 4.79* 
PA  3.06* 

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

As shown it in Table 6, alternative assessment techniques encouraging 
learners’ involvement in the testing procedure significantly improved participants’ 
organizational competence as the SA and PA groups gain scores were found to be 
significantly higher than the scores of the TA group. Additionally, the post hoc test 
revealed a significant mean difference between the gain scores of the SA and PA 
participants in the organizational competence, which rendered self-assessment more 
effective in promoting organizational knowledge as measured by the precision of 
vocabulary and structure use, correctness of pronunciation, and cohesion of 
utterances.  
 
Discussion and Conclusion 

The main objective of this study was to find out whether self and peer-
assessment techniques could be employed as instructional tools to improve 
pragmatic and organizational competences as the two main components of language 
knowledge as postulated by Bachman and Palmer (1996). The study set out to 
ascertain whether getting involved in the evaluation processes (e.g., of one’s own 
performance or a peer’s) could significantly improve pragmatic knowledge, 
reflected in the correct and appropriate use of three speech acts in role plays. 
Another objective of the study was to scrutinize the effect of peer and self-
assessment on organizational knowledge, mirrored in phonologically, semantically, 
and syntactically accurate and cohesive utterance.  

The results of the ANOVA tests revealed that the learner-centered 
assessment techniques (i.e. self and peer-assessment) could significantly improve 
both pragmatic and organizational knowledge. Evaluating one’s own oral 
performance was proved to be more effective than assessing the performance of a 
peer as the results proved that the learners in the self-assessment group had 
outperformed those in the peer assessment group in both pragmatic and 
organizational competence scales.  

The results pointed out that engaging learners in the assessment procedure 
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can desirably affect their knowledge of pragmatics which plays a paramount role in 
communication. Put differently, having been familiarized with the procedures and 
criteria of assessment of pragmatic knowledge, and through assessing themselves 
and their peers, the learners performed better in the pragmatic competence posttest. 
Organizational knowledge was also found to be promoted as the result of providing 
the learners by the opportunity to take part in assessment decisions. This result 
crystallizes the pedagogical value of learner-centered assessment techniques. 

The results can be explained in the light of the awareness that self and peer 
assessment groups gained. They received information about the scales and became 
acquainted with the criteria based on which their performance was to be gauged. It 
seems that by being given the opportunity to closely study the assessment criteria, 
they were able to set specific goals for themselves which enabled them to achieve 
more (Schunk, 1989). Learners can comprehend the process of reaching objectives 
when they can evaluate their work (Kitsantas et al., 2004; Shih et al., 2010). 
Therefore, presenting evaluation criteria assists learners in gaining a thorough 
understanding of outcomes and expectations as well as an awareness of the ways to 
internalize the steps necessary to meet the goals (McMillan & Hearn, 2008). In the 
same vein, participating in self and peer assessment groups could have assisted the 
learners of the present study to become aware of their strengths and weaknesses, 
paving the way for creating autonomous learners. It seems that assessments other 
than teacher assessment are promising moves towards integrating teaching/learning 
in line with the approach advocated by Turner and Purpura, (2016) as learning 
oriented assessment (LOA) approach. Furthermore, the results confirm the 
sociocultural approaches to language learning and assessment in which, in 
accordance with Vygotskian dynamic assessment concepts (Poehner et al., 2017), 
teaching is an inherent part of all assessments demanding a close cooperation 
between the assessor and learners. 

Self-assessment and peer assessment, as important components of 
formative assessment, arm learners with knowledge of the expected and desired 
performance as well as the criteria on which evaluation is grounded. Rather than 
merely asking learners to give a score or grade themselves, such alternative 
assessment techniques are able to encourage and stir the making of qualitative 
judgments about one’s own performance (Andrade, 2010). Adopting such an active 
role in the assessment process enables individuals to gain deeper understanding of 
their current level at a particular aspect of the targeted skill and elevate it, urging 
them to bridge the gap between a current performance (as reflected in the result of 
the assessment) and the desired level. Also, through elucidating the purpose of the 
performance, such involvement with assessment can prompt learners to monitor 
their learning process and make adjustments when required (Panadero et al., 2017). 
Thus, they can foster self-regulated learning (Andrade, 2010) which can in turn 
promote learning itself (Zimmerman, 2011). As Goldman and Pellegrino (2015) put 
it, when learners collaborate in peer assessment, they become aware of each other's 
thinking and find the opportunity to share their perspectives and strategies. 
Consequently, they may provoke and broaden each other's thinking and 
understanding. They add that self-assessment can contribute to students' monitoring 
and controlling their own learning by enabling them to identify their lacks and needs 
and to adjust their learning activities accordingly. It seems that learners who are 
given only the teachers’ assessment results and are expected to follow the feedbacks 
with no perception of their aims, will not acquire the skill to monitor and self-adjust 
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their performance and, consequently, cannot promote their skills as much (Panadero 
et al., 2017). 

The impact of assessment techniques on various components of language 
knowledge, particularly pragmatic competence, had not been examined in previous 
studies. Thus, while adding to the literature through filling this gap, the results 
corroborate the ones gained in the line of studies reporting the superiority of 
alternative assessment over traditional teacher-centered methods of evaluation in 
language learning (e.g., Harris, 1997; Meisels et al., 2003). 

These results are also in line with some studies such as Butler and Lee 
(2010), Pitsoulakis and Bailey (2016), and Ross (2005), although they scrutinized 
areas other than pragmatic knowledge. For example, Butler and Lee (2010) 
investigated the effectiveness of self-assessment on a rather large number of young 
EFL learners in South Korea. The participants practiced self-assessment in their 
English language classes for one semester and at the end both their self-assessment 
skills and language skills improved. Ross (2005) did a longitudinal study and 
compared the effect of summative and formative assessments on the language 
proficiency of EAP students and realized that formative assessment practices 
including peer and self-assessments yield better results. Furthermore, the results are 
partly in line with those of Hariri Asl and Marandi, (2017) who concluded that in 
online learning communities that attempt to create social presence, peer assessment 
can yield more fruitful results followed by self and teacher assessment. The same 
agreement can be found between the results of this study and Birjandi and Siyyari's 
(2010) study. They investigated the effect of peer and self-assessment on the 
learners' paragraph writing performance and concluded that peer and self-assessment 
are more fruitful than teacher assessment, although in their study peer assessment 
came first.   

The results are not in line with the ones gained by Pakzadian and Tajeddin 
(2014) who reported that, in spite of the better performance of the students in the 
self-assessment group in the written completion test, they did not outperform the 
control group overly. This discrepancy can be explained with regard to the 
differences in assessment tools. In the study at hand, role plays, which can be a 
direct measure of pragmatic competence, were applied, whereas Pakzadian and 
Tajeddin (2014) applied a written discourse completion test to assess pragmatic 
knowledge.  

As one of the main objectives of any language learning program is being 
able to use it effectively to interact and communicate, pedagogical practices in 
language classrooms, including assessment methods, should be designed in a way as 
to trigger and encourage critical evaluation of performance which has proved to 
significantly impact two main components of the ability to communicate.  All in all, 
the results of the present study imply that self and peer assessment ought to be 
among pedagogical practices in language classroom, particularly when the speaking 
skill is the target. Given the importance of pragmatic considerations (Kasper & 
Rose, 2001) and regarding the fact that assessment of one’s own performance (or 
that of a peer) provides a deeper understanding of the component under study, self-
assessment and peer-assessment interventions can have a desired impact on 
students’ self-regulated learning of the pragmatics, leading to the empowerment of 
learners in acquiring pragmatic component of communicative competence in 
interactions. 

The present study contributed to the still limited body of research into the 
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pedagogical convenience of alternative assessment techniques as it included the 
examination of variations in assessment techniques in the promotion of two main 
components of language knowledge and introduced self and peer-assessment 
techniques as vital learning tool assisting instructors to elevate both organizational 
and pragmatic competences. The results of the current study are expected to 
motivate language teachers to encourage self-evaluation and self-assessment 
techniques and familiarize learners with assessment criteria and steps and involve 
them in assessment procedures. It is worth mentioning that although the results 
indicated that self and peer assessment yield more fruitful results than teacher 
assessment, concerns about the cost and time of implementation have to be 
considered. When put into practice, there are issues pertinent to successful 
implementation of self and peer assessment. Students need clear guidelines and 
close supervisions and providing these guidelines and supervisions can be time 
consuming specially in classes with large number of students. Furthermore, some 
students might resist the alternative assessments, because they are used to traditional 
assessments performed by their teachers. Teachers' knowledge of assessment 
methods is another concern. Tajeddin et al. (2018), in a study about novice and 
experienced teachers' assessment literacy concluded that these teachers "have both 
shared and divergent speaking assessment literacy" (p. 57) and that the past 
education as well as their years of teaching experiences can be the determining 
factors in their knowledge and awareness. Therefore, the training of teachers and 
methods of raising their awareness with regard to effective ways of implementing 
self or/ and peer assessment techniques should be the focus of future studies and a 
main concern for educators. Studies are needed to compare and delve into different 
ways in which assessment done by learners can be introduced to the learning context 
and the ways learners react and respond to them.   

The present study suffered a few limitations and delimitations that mainly 
pertained to the participants. As mentioned earlier, the participants in the study were 
ninety- eight female English learners studying at pre-intermediate levels with an age 
range of 15 to 29. The fact that participants were selected from merely one 
proficiency level can be regarded as a limitation of the study. Assessing the effect of 
treatment on pragmatic knowledge across various proficiency levels would have 
culminated in a more thorough understanding of the phenomenon under study. 
Moreover, the inclusion of participants from both genders might have illuminated 
the possible moderating role of gender, thus providing a bigger picture. In addition, 
the limited number of the sessions in the treatment, mainly due to working on the 
oral performance of the subjects, can be regarded as another limitation of the present 
study. 

Studies employing various methods of data gathering are needed to confirm 
the obtained results in written productions of language learners. Learners’ generated 
texts can be analyzed for pragmatic and organizational appropriateness and accuracy 
to shed light on the effectiveness of self- and peer-assessment in promoting language 
knowledge. The effect of assessment techniques on strategic competence is also to 
be scrutinized in further studies. Finally, further studies are needed to ensure the 
validity and reliability of alternative assessments in different contexts.  
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Introduction  
Living happily is largely dependent upon an individual 's gratification with 

what he or she does. Individuals spend long hours in their workplace and there are 
many intervening and overlapping variables that could either positively or 
negatively influence their job performance. For instance, it might be crucial to pay 
attention to our emotions in managing our behavior and career (Mayer & Salovey, 
1997). Furthermore, the ability to manage our feelings and keep them under control 
could be regarded as an effective means for employers to keep their job stress in 
check (Mayer, et al., 2004). In the same vein, language teaching is a demanding job 
among many professions which requires great cultural, emotional, and technical 
expertise on the part of educators if the profession is to blossom, thrive, and 
succeed. 

Ideally speaking, teachers should be able to delve into target language 
culture, language teaching methodologies that can be adopted and the way emotional 
and cultural intelligence impact their overall profession. Emotional intelligence can 
be described as a set of cognitive abilities, competencies and skills that impact one's 
capability to succeed in dealing with situational demands (Bar-On, 2001) and 
cultural intelligence means one's ability to act properly in contexts featured by 
cultural multiplicity and variety (Van Dyne & et al., 2007). Teaching is not only 
teaching words, phrases, and grammar but also includes the emotional, cultural, 
social and contextual variables. Through increasing emotional skills, teacher and 
students' motivation toward teaching and learning process can be boosted and a 
helpful educational environment for both can be created and fostered. Accordingly, 
teacher role will become more and more significant especially if teachers are more 
culturally and emotionally-ware (Jennings & Greenberg, 2009).  

Iraq as a developing country is now moving fact towards pedagogical 
advancements and research developments in many scientific fields. To boost their 
current scientific status in the world both with regard to technology and research, 
Iraqi educational institutions are now offering courses and materials pertaining to 
Teaching English as a Foreign Language. Such institutions are constantly on the rise 
and increasingly involved in providing their intended audience with proper learning 
materials, advice, and guidance as they feel the pressing need to reach for an 
international readership almost on a daily basis.  Although some studies have been 
done on teacher burnout in EFL settings, this research sets to probe into the relation 
between cultural intelligence, emotional intelligence and teacher burnout among 
Iraqi EFL teachers. Given the paucity of such research in that setting, the study 
seeks to discern whether cultural intelligence and emotional intelligence can be 
regarded as predictors of teacher burnout among Iraqi EFL teachers. Furthermore, 
since both Iraqi male and female teachers attended the research, the researchers 
aimed to find out whether gender could be viewed as a determining factor when it 
came to the above-mentioned variables. 
 

Literature Review 
Burnout 

The term "burnout" was first used in the U.S.A. in late 1960s and 1970s by 
a psychologist named Herbert Freudenberger. Freudenberger (1974) saw that many 
of his co-workers were emotionally-exhausted. They had no motivation to work 
after a while. This continued until other psychological and physical signs appeared. 
Therefore, he created the term “burnout “which was referred to as physical and 
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psychological exhaustion (Gold & Roth, 1993; Maslach & Schaufeli, 1993; 
Schaufeli, 2003).  

Many definitions have been proposed for the term “burnout”. For instance, 
Maslach (1982) described it as a condition of emotive fatigue, depersonalization, 
and decreased individual attainment. Pines and Aronson (1988) described burnout as 
an extreme physical, mental and emotional exhaustion which could be caused by 
working for long periods of time. Yet another definition was proposed by Wallace 
and Brinkerhoff (1991) who contended that burnout transpires when workers don't 
have enough power to respond appropriately to the demands of their job and thus 
they cannot cope with its negative consequences.  
 
Cultural Intelligence (CQ) 

Earley and Ang (2003) describe CQ as one’s capability to adjust 
successfully to the new cultural conditions. To achieve this kind of adaptation, one 
needs skills and capability different from those used by people within their own 
cultural context. There are four interrelated factors that lead to the concept of 
cultural intelligences (Van Dyne et al., 2010). The four aspects of CQ: Cognitive, 
metacognitive, motivational and behavioral differ from the overall capability to act 
successfully in divergent cultural contexts (Earley & Ang, 2003). These dimensions 
reflect a set of adaptive abilities that are of paramount importance for effective 
personal relations and success in culturally divergent and varying contexts (Van 
Dyne et al., 2009). Van Dyne et al. (2007) name the following four characteristics 
for culturally-intelligent individuals. 1. They are good predictors and they can 
prognosticate what might happen in cross-cultural settings. 2. They are able to 
apprehend multi-cultural situations. 3. They choose to experience entirely varying 
and divergent cultural contexts. 4. They can readily adjust themselves to a new 
environment and modify or alter their verbal or nonverbal behaviors in various 
contexts. 

CQ displays a person's capability to adjust himself or herself to new 
circumstances and generate proper behavior (Earley & Peterson, 2004). Since not all 
the new cultural situations will be immediately understood, an important skill to be 
considered for a culturally-intelligent person is the ability to expect 
misunderstandings. This is what Triandis (2005) dubs “suspending judgment”. In 
other words, culturally-intelligent individuals possess higher levels of ambiguity 
tolerance and this allows them to lower their stress levels when placed in a new 
culture and produce the best possible performance based on a better cultural 
understanding (Brislin et al., 2006). 
 

Emotional Intelligence 
EI was first introduced by Payne (1985) in his doctoral dissertation. The 

brilliant idea occurred to Salovey one summer when he was painting his home with 
his friend John Mayer. Salovey investigated emotions and behavior, whereas Mayer 
examined the association between emotions and thought. Mayer and Salvoery 
(1997) described emotional intelligence as a group of interconnected skills regarding 
the capability to apprehend correctly, gauge, and convey feelings and emotive 
information and the capability to direct, handle, and balance feelings to enhance 
affective and academic development. Several EI models exist in the literature. 
Among them, Petrides et al. (2016) in the trait model characterize EI as a set of 
affect-related personality traits quantifiable with self-reports (Petrides et al., 2007; 
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Hughes & Evans, 2018). They have presented a short description of the domains 
where trait EI can be readily applied like organizational, socio-educational, and 
clinical fields. Two different EI constructs can be distinguished according to the 
measurement technique that is adopted to operationalize them (self-report 
techniques as in questionnaires or maximum performance tests as in IQ tests).  Trait 
EI deals with affect-related self-conceptions that can be measured through self-
report questionnaires, whereas ability EI copes with affect-related cognitive 
capabilities that have to be tested and evaluated through maximum performance 
tests (Petrides, et al., 2007, 2016). Since the researchers of the present study have 
turned to a self-report questionnaire, the construct in question belongs to the Trait 
category of emotional intelligence. 

EI is comprised of five basic constituents: Self-awareness, self-regulation, 
motivation, empathy and social skills. Each has its own description. (1) Self-
awareness means the ability to understand others' feelings, merits, demerits, wants, 
and incentives (Goleman, 1995). The second component of EI is self-regulation that 
makes an individual think about his or her own feelings and enables them not to rush 
headlong into decisions. The third component is motivation which is one's desire to 
achieve something. Motivated individuals rarely get exhausted and go to great 
lengths to produce the best performance and outcome. They are typically optimistic 
and goal-oriented and successfully accomplish their objectives. The fourth 
component is empathy that enables an individual to understand others' feelings and 
form a better relationship with them. The last component is social skills that make 
individuals to be good persuaders (Goleman, 1995).  
 

Some Relevant Empirical Studies  
Many student-related studies on emotional and cultural intelligence have 

been done in the Iranian EFL setting (e.g. Farooq, 2014; Ghonsooly et al., 2013; 
Marashi & Zaferanchi, 2010; Mohammad Hosseinpur & Farahani, 2017; Salehzade 
& Lashkarian, 2015; Shahmohamadi & Hasanzadeh, 2011). However, there are a 
number of relevant teacher-related studies done on emotional, cultural intelligence, 
and burnout. Tomic, et al. (2004) delved into the relation between existential 
fulfillment and teacher burnout. Personal attainment for individuals was gauged 
through the Existence scale and burnout was gauged via MBI. Findings revealed that 
there existed a negative association between existential fulfillment and emotional 
exhaustion and depersonalization but a positive one existed for personal attainment.  

Cano-Garcia et al. (2005) examined the significance of personality and 
contextual factors in teacher burnout. The study aimed at explaining and 
prognosticating the relationship between levels of teacher burnout, personality 
factors and some contextual elements. A semi-structured interview, the modified 
version of the NEO-PI-R and MBI were utilized to gather data. The findings pointed 
to the significance of personality factors and contextual elements not only in 
describing levels of teacher burnout, but also in predicting burnout levels in 
teachers.  

Hogan and McKnight (2007) carried out a research to investigate burnout 
among 76 higher education online instructors. MBI and a researcher-developed 
demographic survey were applied for data collection. The findings indicated that the 
instructors enjoyed an average grade on emotive fatigue, a low grade on the personal 
fulfilment and a relatively high score on the depersonalization subcomponents of the 
questionnaire.   
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MacNab and Worthley (2012) probed into the relationship between CQ and 
individual features. The findings demonstrated that general self-efficacy and CQ 
were positively correlated.  Moreover, the results revealed that the three 
subcategories of CQ: Behavioral, cognitive, and metacognitive were related to 
general self-efficacy as well. The study implied that general self-efficacy should be 
integrated within CQ educational efforts and development as a vital characteristic.   

Koçoğlu (2011) probed into the association between emotional intelligence 
and teacher efficacy. Ninety English language pre-service university teacher 
attended the research. The results indicated that teachers preferred enjoying efficacy 
in handling the class over having a fun class. The teachers had the highest score in 
anxiety tolerance and assistance competencies, but lowest in autonomy and self-
consideration concerning emotional intelligence. The results pointed to a positively 
significant relation between EQ and teacher efficiency.  

Bağçeci and Hamamci (2012) examined the relation between teacher 
burnout and their coping strategies.  The Maslach Burnout Inventory, the Problem 
Solving Inventory, and the Ways of Coping Inventory were utilized. Results 
demonstrated that a significantly positive relation existed between the helpless 
coping strategy and teachers' emotional exhaustion. Furthermore, the findings were 
indicative of the fact that the self-confident coping strategy could be regarded as a 
predictor of personal accomplishment and was negatively related with it.  

Fardinpour and Masoomi (2014) delved into the personality features as 
likely predicators of teachers' burnout. The results were indicative of the fact that 
burnout and personality factors were significantly associated with one another. The 
study concluded that personality features could predict levels of teacher burnout and 
probably enable educators to make necessary precautionary measures to either 
mitigate fatigue, depression, and burnout or keep such negative feelings in check to 
a great extent.   

Mérida-López and Extremera (2017) studied the relation between EI and 
teacher burnout. The research aimed at implementing a systematic EI and teacher 
burnout. MEDLINE, PSYCinfo and Scopus databases were thoroughly investigated 
and 13 qualified scholarly papers were picked. The results showed that the two were 
negatively associated.  

Esmaili et al. (2018) investigated EFL teachers' emotional intelligence and 
burnout in a language institute. Sixty-three language teachers from 11 private 
language institutes attended the research. Bar-On 's EQ questionnaire and Maslach 
Burnout Inventory were employed. The findings demonstrated that teacher's 
emotional intelligence and the three subcategories of burnout (emotional exhaustion, 
depersonalization and accomplishment) were significantly related. Although some 
studies have been carried out in EFL contexts with regard to teacher burnout, 
personality factors, teacher empowerment and teacher reflectivity, the relationships 
between cultural intelligence and Iraqi EFL teachers' burnout on the one hand, and 
emotional intelligence and their likely burnout on the other hand, have remained 
largely unexplored. To attain the above-stated purposes of the research, the 
researchers formulated these questions: 

1. Is there any significant correlation between Iraqi EFL teachers' 
emotional intelligence and burnout? 

2. Is there any significant association between Iraqi EFL teachers' cultural 
intelligence and burnout? 
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3. Which variable (emotional intelligence or cultural intelligence) can be 
regarded as a better predictor of teacher burnout among Iraqi EFL teachers? 

4. Are there any significant differences between male and female Iraqi EFL 
teachers with regard to burnout, emotional intelligence, and cultural intelligence?  
 
Methodology  
Participants 

A hundred and sixty-four Iraqi teachers including 97 females and 67 males 
participated in the research. Their age ranged from 23 to 55 years old. Their teaching 
experience ranged from 1 to 25 years. Moreover, Arabic language accounted for all 
the participants' first language. The respondents were either met in person or 
electronically contacted from various schools, universities and language institutes 
from different cities of Iraq (e.g. Basra, Baghdad, Karbala, Najaf, and Dhiqar). 
Ninety-seven teachers accounting for 59.14% of all the participants were TEFL 
graduates, 46 teachers accounting for 28.04% of all the participants were English 
Literature graduates, and 21 teachers accounting for 12.80% of all the participants 
were English Translation graduates. Concerning the geographical location of the 
teachers, 25 of the participants took part in the study from Basra, 63 from Baghdad, 
26 from Karbala, 27 from Najaf, 17 from Dhiqar, and 6 from Kufa.  
 

Table 1 
 Demographic Information of the Participants 

Institution Academic Degree Average Teaching Experience Average Age 
Schools (N = 89) B.A. (N = 80) 1-7 Years (N = 17) 23-34 (N = 19) 

Institutes (N = 58) M.A. (N = 66) 7-12 Years (N = 87) 34-44 (N = 68) 

Universities (N = 17) Ph.D. (N = 18) 12-25 Years (N = 60) 44-55 (N = 77) 

 
Instruments 

As for the instruments, the researchers employed the original versions in 
English and made minor modifications wherever an indication was deemed 
necessary to further specify that the questionnaires were being particularly used for 
the teaching profession. Furthermore, the participants were provided with no further 
assistance such as explanations or translations from the researchers. The three 
instruments utilized in the study are as follows:  

Maslach Burnout Inventory –Educators' Survey (MBI-ES). The 
questionnaire consists of 22 self-report items and includes three subcomponents of 
Emotional Exhaustion (EE), Depersonalization (DP) and Personal Accomplishment 
(PA). The first two subcomponents: (EE & DP) contain seven items each and PA 
includes eight items pertaining to feelings of personal attainment and success. All 
the participants were kindly requested to go through the relevant sentences for each 
subcomponent and provide their responses ranging from never accounting for 0 to 
everyday accounting for 6 on a 7-point Likert scale. A high score in the first two 
sections and a low score in the last section might be an indication of burnout. 

The Cultural Intelligence Scale (CQS) Developed by Van Dyne et al. 
(2008). It is composed of 20 items which includes four metacognitive, six cognitive, 
five motivational and five behavioral items. This instrument enjoys high reliability 
i.e. a = 0.86 and the reliability of its cognitive, meta-cognitive, motivational, and 
behavioral subcomponents stand at 0.81, 0.82, 0.64, 0.72 respectively. The 
metacognitive component is concerned with a person's capability to manage diverse 
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cultural systems and entails planning, goal-setting, monitoring performances, being 
cognizant of cross-cultural variations in different settings, and evaluating the 
outcomes of the situations. The cognitive component deals with a person's 
knowledge about the host culture and it consists of business, interpersonal, and 
socio-linguistics knowledge of that specific culture. The motivational component is 
associated with an individual's capability to draw attention towards knowing how to 
properly function in various cross-cultural settings and integrates intrinsic and 
extrinsic motivation with self-efficacy. The behavioral dimension of cultural 
intelligence is linked with one's capability to appropriately adopt verbal and 
nonverbal behaviors of the host culture and is representative and reflective of the 
suitable manners at the host culture (Van Dyne, et al., 2012). 

Wang and Law Emotional Intelligence Scale (WLEIS). The Bar-On 's 
emotional intelligence inventory (EQ-i) comprising 5 factors and 15 elements is a 
commonly-used EQ questionnaire in the literature. The initial account had 133 
questions. Later Bar-On (1997) amended the questionnaire and decreased its size to 
117 items. Due to the feasibility issue, the challenges inherent in administering 
questionnaires with too many items, and the fact that the researchers desired and 
asked for the participants' active collaboration, cooperation, and full engagement 
with the research project, the researchers opted for this specific and already-
validated questionnaire to either mitigate or curb the cognitive load imposed upon 
the respondents' working-memory and glean their full cooperation as well. This 
questionnaire is a 16-item self-report instrument. The respondents had to respond to 
the items on a 7-point Likert Scale ranging from strongly disagree to strongly agree. 
 
KR-21 Reliability Indices for the Instruments 

Table 2 illustrates the descriptive statistics and KR-21 reliability indices for 
the burnout, and emotional and cultural intelligence questionnaires. The results 
demonstrated that the reliability indices for the burnout, emotional and cultural 
intelligence questionnaires were .80, .71 and .72 respectively.  
 
Table 2  
KR-21 Reliability Indices for Burnout, Emotional and Cultural Intelligence

 N Min Max Mean Std. Deviation Variance KR-21 
Burnout 164 59 121 87.15 13.691 187.451 .80 
Emotional Intelligence 164 36 83 60.00 9.659 93.301 .71 
Cultural Intelligence 164 42 96 68.95 11.085 122.887 .72 

 
Data Collection Procedure 

The three questionnaires were submitted to more than two-hundred Iraqi 
EFL teachers either in person or electronically through their emails or an already-
designed Google Doc link of the questionnaires for those who were physically 
distant from the researchers. Some teachers remained reluctant to share their 
responses and refused to fill out the questionnaires and 164 Iraqi EFL teachers 
completed all the three questionnaires. All the respondents were ensured that the 
information they had provided would remain confidential and wouldn't be released 
without their due consent. 

 

  Data Analysis  
First, there was a need to check if the present data suffered from any 

univariate outliers or not. To this end, the researchers measured the Z scores. Then 
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the Mahalanobis Distances (MD) were computed in order to probe any multivariate 
outliers. The next step was to check the assumption of normality through skewness 
and kurtosis indices and their ratios over the standard errors. Since the absolute 
value of ratios of skewness and kurtosis were lower than 1.96 for all variables, the 
research questions were analyzed through parametric Pearson correlation and linear 
regression. In order to respond to the first and second question, the researchers 
computed Pearson correlation. This was to probe any significant relation between 
Iraqi EFL teachers' emotional and cultural intelligence and their burnout. A linear 
regression using backward method was run to probe which of the two intelligences; 
i.e. emotional or cultural, was a better predictor of burnout. Since the third research 
question required which one of the intelligences was a better predictor of burnout, 
the two regression coefficients were compared for any significant differences using 
the online calculator. Moreover, the assumptions of linearity of relationship between 
the two variables in each research questions and homoscedasticity (homogeneity of 
variances) were probed through Scatter Plot. At the end, an independent-samples t-
test was conducted to compare the male and female groups' means on burnout, 
emotional intelligence and cultural intelligence separately. 
 
Results 

Table 3 illustrates the descriptive statistics for the standardized scores (Z-
scores) of burnout, cultural and emotional intelligences. Since none of the Z-scores 
were higher than +/- 3, it was concluded that the data did not suffer from any 
univariate outliers.  
 
Table 3 
Descriptive Statistics for Standardized Scores of Burnout, Emotional and Cultural 
Intelligences 
Z-Score N Minimum Maximum Mean Std. Deviation 
Burnout 164 -2.055 2.472 .000 1.00 
Emotional Intelligence 164 -2.484 2.381 .000 1.00 
Cultural Intelligence 164 -2.430 2.440 .000 1.00 
 

The Mahalanobis Distances (MD) were computed in order to probe any 
multivariate outliers. The computed MD's, as displayed in Table 4, were compared 
against the critical value of chi-square at .001 levels for three variables, i.e. 16.26. 
Table 4 illustrates the descriptive statistics for the MD. Since maximum MD of 9.85 
was lower than critical value of chi-square at 3 for the three variables; i.e. 16.26. The 
data did not suffer from any multivariate outliers. 
 
Table 4 
Descriptive Statistics of Mahalanobis Distances; Testing Multivariate Outliers 
 N Minimum Maximum Mean Std. Deviation 
Mahalanobis Distance 164 .101 9.855 2.981 2.187 

 
The assumption of normality was checked through skewness and kurtosis 

indices and their ratios over the standard errors (Table 5). The absolute value of 
ratios of skewness and kurtosis were lower than 1.96 for all variables. That was why 
the research questions were analyzed using parametric Pearson correlation and linear 
regression. 
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Table 5 
Descriptive Statistics; Testing Normality of Data 

N Skewness Kurtosis 
 Statistic Statistic Std. Error Ratio Statistic Std. Error Ratio 

Burnout 164 .348 .190 1.83 -.469 .377 -1.24 
Emotional Intelligence 164 -.010 .190 -.052 -.149 .377 -.395 
Cultural Intelligence 164 .101 .190 .531 -.393 .377 -1.04 
 

Exploring Question 1 
The first question intended to discern whether there was any significant 

relation between Iraqi instructors' EI and burnout. Pearson correlation was computed 
in order to probe into any possible association. According to the findings illustrated 
in Table 6, [r (162) = - .567, denoting a big effect size, p = .000], it could be said 
that Iraqi instructors' EI and their burnout significantly but negatively correlated 
with one another. The negative and significant correlation between burnout and 
emotional intelligence indicated that if Iraqi EFL teachers' burnout increased their 
emotional intelligence decreased. 
 

Table 6 
Pearson Correlation between Emotional Intelligence and Burnout 
 Emotional Intelligence 

Pearson Correlation -.567** 
Sig. (2-tailed) .000 Burnout 
N 164 

**. Correlation is significant at the 0.01 level (2-tailed). 
 

As mentioned earlier, Pearson correlation, besides the assumptions of lack of 
univariate and multivariate outliers and normality, assumes linearity of relation 
between the two variables and homoscedasticity (homogeneity of variances). These 
two assumption were probed through Scatter Plot 1. Since the spread of dots did not 
show any rising-and-falling pattern, it was concluded that the assumption of linearity 
was retained. The spread of dots also did not form any funnel shape, i.e. wide at one 
end and narrow at the other end, it was concluded that the assumption of 
homoscedasticity was retained. 
 
Scatter Plot 1 
Relationship between Burnout and Emotional Intelligence 
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Exploring Question 2 
The second question examined whether there was any statistically 

meaningful relation between Iraqi EFL teachers' cultural intelligence and burnout. 
Pearson correlation was computed in order to probe that relation. According to the 
findings illustrated in Table 7, [r (162) = - .553, depicting an enormous effect size, p 
= .000], it could be said that a significantly negative and large association existed 
between Iraqi instructors' CQ and their burnout. The negative and significant 
correlation between burnout and cultural intelligence indicated that if Iraqi EFL 
teachers' burnout increased their emotional intelligence decreased. 
 
Table 7 
Pearson Correlation between Cultural Intelligence and Burnout 
 Cultural Intelligence 

Pearson Correlation -.553** 
Sig. (2-tailed) .000 Burnout 
N 164 

**. Correlation is significant at the 0.01 level (2-tailed). 
 
The assumptions of linearity of relationship between the two variables and 

homoscedasticity (homogeneity of variances) were probed through Scatter Plot 2. 
Since the spread of dots did not show any rising-and-falling pattern, it was 
concluded that the assumption of linearity was retained. The spread of dots also did 
not form any funnel shape, i.e. wide at one end and narrow at the other end, it was 
concluded that the assumption of homoscedasticity was retained. 
 
Scatter Plot 2 
Relationship between Burnout and Cultural Intelligence 

 
Exploring Question 3 

The third question intended to determine which variable (emotional 
intelligence or cultural intelligence) could be regarded as a better predictor of 
teacher burnout among Iraqi EFL teachers. A linear regression using backward 
method was run to probe which of the two intelligences; i.e. emotional or cultural, 
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was a better predictor of burnout. The Backward method was selected because as 
noted by Field (2018), the Forward and Stepwise methods should be avoided. Table 
8 displays the findings of the regression analysis. The findings indicated that both 
emotional and cultural intelligences predicted 36.2 percent of Iraqi EFL teachers' 
burnout (R = .602, R2 = .362). 
 
Table 8 
Model Summaryb 
Model R R Square Adjusted R Square 
1 .602a .362 .354 
a. Predictors: (Constant), Cultural Intelligence, Emotional Intelligence 
b. Dependent Variable: Burnout 

 
Table 9 displays the findings of the ANOVA test of significance of regression 

model. The results (F (2, 161) = 45.65, p = .000, partial η2 = .221 depicting a big 
effect size) demonstrated that the regression model enjoyed statistical significance. 
In other words; emotional and cultural intelligences significantly predicted burnout. 

 
Table 9 
ANOVAa Test of Significance of Regression Model 
Model Sum of Squares Df Mean Square F Sig. 

Regression 11057.266 2 5528.633 45.653 .000b 
Residual 19497.222 161 121.101   1 
Total 30554.488 163    

a. Dependent Variable: Burnout 
b. Predictors: (Constant), Cultural Intelligence, Emotional Intelligence 

Table 10 exhibits the findings of regression coefficients. The two sets of 
regression coefficients were provided; standardized (beta) and unstandardized (b) 
values. The standardized regression coefficients show the amount of change in 
dependent variable (burnout) due to one standard deviation change in the predictor. 
For example, the beta value for emotional intelligence was -.350. That is to say, if 
emotional intelligence increases one standard deviation, burnout decreases .350 
standard deviations. The unstandardized regression coefficients (b) are interpreted in 
terms of the unit of measurement used to measure the variables. For example, the b-
value for cultural intelligence was -.365. That is to say, if cultural intelligence 
increases one unit, burnout decreases .365 units. 
 
Table 10 
Regression Coefficientsa 

Unstandardized Coefficients 
Standardized 
Coefficients 

Model B Std. Error Beta 
T Sig. 

(Constant) 142.051 5.813  24.436 .000 
Emotional Intelligence -.496 .132 -.350 -3.759 .000 1 
Cultural Intelligence -.365 .115 -.295 -3.173 .002 

a. Dependent Variable: Burnout 
 

According to Table 10, it can be said that both emotional intelligence (b = -
.496, Beta = -.350, t = -3.75, p = .000) and cultural intelligence (b = -.365, Beta = -
.295, t = -3.17, p = .002) significantly predicted burnout. However, the third research 
question required which one of the intelligences was a better predictor of burnout. 
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The two regression coefficients were compared for any significant differences using 
the online calculator. The results (Table 11) indicated that there was not any (t = 
.748 (324), p = .454) significant difference between the two predictors. That is to 
say; both emotional and cultural intelligences significantly predicted burnout. 
 
Table 11 
Comparing two Regression Coefficients 

Intelligences b-values 
(Slopes) 

Standard  
Errors 

t-value Df p-value 

Emotional  -.496 .132 
Cultural -.365 .115 

.748 324 .454 

 
The assumptions of linearity of relationship between the two variables and 

homoscedasticity (homogeneity of variances) were probed through Scatter Plot 3. 
Since the spread of dots did not show any rising-and-falling pattern, it was 
concluded that the assumption of linearity was retained. The spread of dots also did 
not form any funnel shape, i.e. wide at one end and narrow at the other end, it was 
concluded that the assumption of homoscedasticity was retained. 
 
Scatter Plot 3 
Testing Linearity and Homoscedasticity of Regression model 

 
Exploring Question 4 

An independent-samples t-test was conducted to examine the male and 
female instructors' means on burnout. Table 12 displays the findings of the 
descriptive statistics for the two groups on burnout. The results indicated that the 
female Iraqi teachers (M = 94.26, SD = 11.48) had a higher burnout than the male 
teachers (M = 76.85, SD = 9.43). 
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Table 12 
Descriptive Statistics of Burnout by Gender 
 Group N Mean Std. Deviation Std. Error Mean 

Female 97 94.26 11.487 1.166 
Burnout 

Male 67 76.85 9.439 1.153 
 
Table 13 displays the findings of the independent-samples t-test. The results 

(t (157) = 10.61, p = .000, 95 % CI [14.16, 20.64], r = .646 signifying a considerable 
effect size) demonstrated that the female Iraqi EFL teachers had a significant higher 
burnout than the male teachers. Homogeneity of variances assumption was not 
maintained. As illustrated in Table 13, the significant findings of the Levene’s test 
(F = 5.65, p = .019) revealed that the two groups' variances on burnout differed 
significantly. That was why the second row of Table 13; i.e. “Equal variances not 
assumed” was reported. 

 
Table 13 
Independent-Samples t-test; Burnout by Gender 

Levene's Test for 
Equality of Variances 

t-test for Equality of Means 

95% Confidence 
Interval of the 

Difference 

 
F Sig. T Df 

Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 
Equal 
variances 
assumed 

5.657 .019 10.241 162 .000 17.407 1.700 14.051 20.763 

 
Equal 
variances not 
assumed 

  10.613 157.082 .000 17.407 1.640 14.167 20.647 

 
An independent-samples t-test was conducted to juxtapose the male and 

female instructors' means on emotional intelligence. Table 14 shows the descriptive 
statistics for the two groups on emotional intelligence. The results indicated that the 
male Iraqi teachers (M = 65.30, SD = 8.46) had a higher emotional intelligence than 
their female counterparts (M = 56.34, SD = 8.71). 
 
Table 14  
Descriptive Statistics of Emotional Intelligence by Gender 

 Group N Mean 
Std. 

Deviation 
Std. Error 

Mean 
Male 67 65.30 8.466 1.034 Emotional 

Intelligence Female 97 56.34 8.719 .885 
 

Table 15 exhibits the findings of the independent-samples t-test. The results 
(t (162) = 6.54, p = .000, 95 % CI [6.25, 11.66], r = .457 depicting a modest to big 
effect size) demonstrated that the male Iraqi EFL instructors enjoyed a significantly 
higher emotional intelligence compared to their female counterparts. 
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Table 15 
Independent-Samples t-test; Emotional Intelligence by Gender 

 
Levene's Test for Equality 

of Variances 
t-test for Equality of Means  

95% Confidence 
Interval of the 

Difference  F 
Sig

. 
T Df 

Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 
Equal 
variances 
assumed 

.011 
.91
6 

6.545 162 .000 8.958 1.369 6.255 11.661 

Equal 
variances 
not assumed 

  6.580 144.728 .000 8.958 1.361 6.268 11.649 

 

The homogeneity of variances assumption was kept. As shown in Table 15, 
the non-significant findings of the Levene’s test (F = .011, p = .916) demonstrated 
that the two groups' variances on emotional intelligence did not differ significantly 
from one another. That was why the second row of Table 15; i.e. “Equal variances 
assumed” was reported. 

Table 16 displays the descriptive statistics for the two group on cultural 
intelligence. The results indicated that the male Iraqi teachers (M = 74.79, SD = 
9.18) had a higher cultural intelligence than their female counterparts (M = 64.91, 
SD = 10.50). 
 
Table 16  
Descriptive Statistics of Cultural Intelligence by Gender 
 Group N Mean Std. Deviation Std. Error Mean 

Male 67 74.79 9.189 1.123 
Cultural Intelligence 

Female 97 64.91 10.501 1.066 
 

Table 17 displays findings of the independent-samples t-test. The results (t 
(162) = 6.23, p = .000, 95 % CI [6.75, 13.01], r = .440 signifying a modest to large 
effect size) indicated that the male Iraqi EFL teachers had a significant higher 
cultural intelligence than the female teachers. The homogeneity of variances 
assumption was maintained. As illustrated in Table 17, the non-significant findings 
of the Levene’s test (F = 5.65, p = .019) demonstrated that the two groups' variances 
on cultural intelligence did not differ significantly from one another. That was why 
the first row of Table 17; i.e. “Equal variances assumed” was reported. 
 
Table 17 
Independent-Samples t-test; Cultural Intelligence by Gender 

Levene's Test for 
Equality of Variances 

t-test for Equality of Means 

95% Confidence 
Interval of the 

Difference 
 

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

Mean 
Difference 

Std. Error 
Difference 

Lower Upper 
Equal variances 
assumed 

.489 .485 6.230 162 .000 9.884 1.587 6.751 13.017 
 

Equal variances 
not assumed 

  6.384 153.117 .000 9.884 1.548 6.825 12.943 
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Discussion 
The present study aimed at finding out the relation between Iraqi 

instructors' burnout and their emotional and cultural intelligence. The study also 
attempted to discern whether emotional and cultural intelligence could predict 
teacher burnout among Iraqi EFL teachers. Furthermore, male and female Iraqi 
teachers were compared and contrasted with regard to teacher burnout, emotional 
intelligence, and cultural intelligence. It was concluded that teacher burnout 
significantly related with both emotional and cultural intelligence. In other words, 
the higher a teacher emotional intelligence and cultural intelligence were, the lower 
his or her burnout could be. Both emotional and cultural intelligence could predict 
levels of teacher burnout. Iraqi female teachers were more impacted by teacher 
burnout and consequently were more emotionally and culturally vulnerable than 
their male colleagues.  

The first research question delved into the possible relation between Iraqi 
instructors' burnout and their emotional intelligence. The findings indicated a 
negative and significant association between the two. As emotional intelligence 
increased, levels of teacher burnout decreased in the participants. This finding could 
reasonably be justified on the grounds that those who are more capable of managing 
their emotions under tough and difficult circumstances might suffer less from 
teacher burnout and be less prone to job dissatisfaction, fatigue or even depression. 
This concurs with Esmaili et al. (2018) and Mérida-López and Extremera (2017) 
who found a significant relation between instructors' EI and the three dimensions of 
burnout. 

 Being emotionally-cognizant is an important component when it comes to 
making proper, informed, and appropriate decisions in chaotic or critical conditions. 
Typically, when an individual is under pressure and emotions are mixed and abound, 
the decision-making process will be negatively influenced and the one who suffers 
as a result is the decision-maker. Teaching can be regarded as both a highly 
demanding and challenging profession simultaneously. There are times when 
teachers feel exhausted or challenged by the daunting tasks they encounter inside 
and outside the classroom environment, they feel pressured by the heavy 
responsibilities on their shoulder and they will have to keep their emotions in check 
to make the right decision. When someone is not emotionally-balanced, the work he 
or she is involved in doing will surely be adversely affected. In order for a teacher to 
succeed in his or her profession or career, he or she will have to be mentally 
prepared and emotionally ready to face the challenges. Otherwise, teacher burnout 
will be a possible consequence to suffer from. Therefore, it behooves anyone 
involved in the teaching profession to pay due and sufficient attention to the 
emotional dimension and raise such an awareness in them accordingly. This is in 
line with Bağçeci and Hamamci (2012) and Koçoğlu (2011) who found EQ and 
teacher's efficacy were positively and significantly correlated. 

The second research question probed into the possible correlation between 
Iraqi teachers' burnout and their cultural intelligence. The results were indicative of 
a significant relationship between the two. In other words, the more culturally-aware 
a person was, the less likely he or she could be to suffer from high levels of teacher 
burnout. Such a result could be reasonably justified on the grounds that many 
teachers embark upon the process of teaching without a sound and proper 
knowledge, awareness, and understanding of the cultural issues. To be less prone to 
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high levels of teacher burnout, teachers will have to be appropriately cognizant of 
the second or foreign language culture. Such an understanding could enable the 
teacher to predict the challenges and find proper solutions to resolve them as they 
emerge. Cultural issues play a pivotal role when it comes to a teacher's job, sense of 
accomplishment and success. If a teacher is not culturally-aware, he or she might be 
more vulnerable to teacher burnout because such confusion and bewilderment on the 
part of language teacher might lead to early disappointment and frustration and 
make the teacher give up early on and prematurely. A contrastive analysis and 
analogy of the first language and second language culture can be deemed necessary 
if teachers are to succeed and thrive in their profession. Cultural unfamiliarity with 
L2 can be considered an impediment to the success of a teacher. This is consistent 
with Kelidbari et al. (2012) who did a research on the association between cultural 
intelligence and job performance. The results showed that CQs were good predictors 
for job performance. 

The last research question addressed the relation between Iraqi EFL 
teachers' burnout and gender and examined which gender was more susceptible to 
and affected by teacher burnout. The findings revealed that teacher burnout and 
gender significantly correlated. In the same vein, it was found that Iraqi EFL female 
teachers were more likely to suffer from teacher burnout and were more affected by 
burnout than their male counterparts. We all know the fact that men and women are 
created differently and each possess their God-given peculiarities, qualities and 
specialties. It is commonly stated that women are more emotional and it is almost 
taken for granted that they should not be placed and appointed for sensitive positions 
such as judging. It is true that women are full of emotions, but it remains to be seen 
whether they can rightly and properly handle and manage their emotions. The results 
of this research project demonstrated that Iraqi EFL female teachers might be 
regarded as emotionally more vulnerable and susceptible than their male 
counterparts. This stands to reason that female teachers suffered more from job 
dissatisfaction, failure, burnout, and frustration. Another possible explanation for the 
higher female vulnerability and susceptibility to teacher burnout could be ascribed to 
the setting or context in which they have grown up. Iraq is located in a volatile 
region in the middle-east where women are almost regarded as second-class citizens.  

In a male-dominated country like Iraq where women are marginalized, not 
given priority number one or given secondary roles, females might feel suppressed, 
pressured, marginalized, and underprivileged. Such feelings of inadequacy, 
inferiority, and marginalization could have contributed to and undermined their 
overall feelings of job satisfaction and success. If Iraqi women are to thrive and 
succeed in their teaching profession and be less prone to teacher burnout, they will 
have to be given more opportunities to unleash their full potentials and their 
feelings, desires, and attitudes should be properly and adequately taken care of. If 
Iraqi female teachers feel that they are being cared as much as their male colleagues 
and the work they do is appreciated as much as Iraqi male teachers, they might be 
less likely to suffer from high levels of teacher burnout. In fact, such depreciation, 
apathy, and disregard for their feelings, desires, and tendencies could have been a 
contributing factor when it comes to teacher burnout 

Another important point be born in mind is the amount of salary Iraqi 
female teachers earn in comparison with their male mates. In other words, a likely 
justification for the higher levels of teacher burnout among Iraqi female teachers 
could be ascribed to the fact that they are given lower salaries for the same job 
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compared to the male teachers. The instrumental and extrinsic motivation inherent in 
the teaching profession can be regarded as a crucial and determining factor. Such 
undesired discrimination between Iraqi male and female teachers concerning the 
amount of money they earn could be considered a likely justification for higher 
levels of teacher burnout among female Iraqi teachers. The economic aspect of 
teaching or the materialistic outlook could have impacted female Iraqi EFL teachers' 
levels of burnout.  

Cultural diversities abound between English and Arabic. Such diversities, 
disparities, discrepancies, and differences between the two languages could have 
accounted for a low and insufficient cultural awareness and understanding on the 
Iraqi EFL teachers' part. In fact, when it comes to cultural understanding and 
awareness, bias and prejudice come into play their part. In a highly-religious Islamic 
and traditional milieu in Iraq where women have to observe specific cultural norms 
and regulations, such sharp contrasts between English and Arabic language can be 
more noticeable and conspicuous. Female Iraqi teachers could certainly be more 
constrained by their native language sociocultural and religious norms, traditions, 
and rules. Any violation of such norms and regulations could result in social 
isolation and exclusion. Iraqi EFL female teachers were less culturally-aware 
because they might have been highly inundated and engrossed in their own cultural 
values and traditions. The fact that the Iraqi female teachers could be judged, 
punished or even isolated for any deviations from their native language cultural 
norms might be another potential explanation for their higher burnout and lower 
cultural awareness as well. Feelings of success and gratification among teachers 
could entail a true and suitable understanding of the cultural likenesses and 
dissimilarities between the first language and second language. Any digression and 
deviation from the cultural norms of the first language by females could put them at 
great risk since bias and prejudice against women in a highly traditional and 
religious country like Iraq are commonplace. Such fear of exclusion, isolation, and 
bias against women could have prevented them from gaining a proper cultural 
awareness.  
 

Conclusion 
Generally speaking, teachers will be more vulnerable and susceptible to 

higher levels of burnout, mental exhaustion, physical fatigue, disappointment, job 
failure and dissatisfaction if they are less emotionally and culturally-aware. EI does 
not necessarily mean being emotional but rather it entails a true understanding of 
one's own feelings, desires, attitudes, and tendencies and being able to manage one's 
emotions once placed under chaotic and critical circumstances. It includes making 
the right decision at the right time. One might be a very emotional person but unable 
to cope with his or her feelings and act properly. Moreover, a suitable cultural 
awareness and consciousness of both source and target language will assist the 
teacher to cope with difficulties and challenges, make contingency plans, and find 
practical and viable solutions for the anticipated problems. 

In the teaching world, those teachers who are emotionally intelligent, try 
their best to develop and enhance their relationship with their students and co-
workers (Kremenitzer & Miller, 2008). For language learners, those who have 
higher EI can more successfully control their stress, and act positively during 
challenges (Pishghadam, 2009). More specifically, both negative and positive 
emotions influence the learning quality. Negative emotions can reduce language 
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learning quality and positive emotion can facilitate language learning (Shau et al., 
2013). 

A teacher could increase his or her chances of success and job satisfaction, 
provided that he or she knows how to manage their emotions and how to take into 
account the cultural issues. Practical workshops can be held to raise teachers' 
awareness and consciousness about the ways that both emotional and cultural issues 
can be properly dealt with. The consciousness-raising aspect of such workshops will 
assist and enable teachers to strike a balance between the desired levels of cultural 
and emotional intelligence in order not to suffer from the undesirable outcomes of 
teacher burnout. 

The study has a number of implications for the people involved within the 
field of language teaching. Teachers might benefit from the findings of this research 
project as they are made aware and cognizant of two important predictors of teacher 
burnout: Emotional and cultural intelligence. First and foremost, if cultural 
intelligence can be regarded as one possible predictor of teacher burnout, teachers 
and practitioners in the field can take precautionary and necessary measures to not 
only raise teachers' awareness about what it entails, but also the way it can be 
rectified and boosted. Second, emotionally-aware teachers can also take 
predetermined steps to prevent teacher burnout or keep it in check to the extent 
possible. Finally, apart from the consciousness-raising aspect of this research 
project, it can also serve a preventative function to mitigate teacher burnout. 

The present study has its own limitations. First, it is a descriptive and 
questionnaire-based one. Triangulation of data could be done with the inclusion of 
other instruments and fewer participants such as interview and observation to 
increase the overall validity of the research. Due to the feasibility challenges 
inherent in the administration of questionnaires with too many items, the researcher 
employed and capitalized on the most well-known and commonly-used ones with 
fewer items. The study also delimited itself to Iraqi EFL teachers which could have 
undermined the generalizability of the findings. 

Future studies can be done with fewer subjects with instruments other than 
the utilized questionnaires in this study. Triangulation of data with the inclusion of 
instruments like interview and observation can be recommended to boost the overall 
validity of the research. To boost the generalizability of the findings, future studies 
can also be conducted in ESL contexts to see how similar or different the results 
might be from the EFL setting so that these two contexts can be compared and 
contrasted. Variables other than emotional and cultural intelligence that might have 
a bearing on the teacher burnout could be investigated as well. 
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Abstract 
Learner-centered approaches in second language acquisition and process approach in writing 
pedagogy has stimulated quite a number of researchers to focus on learners' voices in 
collaboration passing through multiple drafts and revisions. This study based on the concept 
of scaffolding learning in Vygotsky's sociocultural theory and process writing approach to 
second language writing investigated Iranian EFL learners’ negotiation types in small groups 
of different scaffolding patterns; symmetrical and asymmetrical. To this end, 15 students at 
High and Low Intermediate Proficiency levels were assigned into three groups in different 
scaffolding patterns; one asymmetrical group with two High Intermediate - three Low 
Intermediate learners (H-L), two symmetrical groups with five High Intermediate learners (H-
H), another with five Low Intermediate learners (L-L). Small group interactions were 
observed and recorded. Transcriptions were analyzed to identify negotiation types in terms of 
language functions among different groups. Therefore, two main categories, Responding and 
Requesting and their subcategories were found. The subcategories of ''agreeing'', ''explaining'', 
''giving opinions'', ''instructing'', ''restating'' and'' suggesting'' were related to the first main 
category; ''comprehension checking'', ''eliciting opinions'' and ''questioning ''were related to 
the second main category. According to Chi-square test results, negotiation types were 
significantly related to the scaffolding pattern as the asymmetrical (H-L) group was superior 
in the number of language functions used over the symmetrical (L-L, H-H) groups. 
Nevertheless, members in all groups enjoyed high equality and mutuality in interaction. The 
findings suggest teachers raise learners' awareness of the diverse strengths and abilities that 
different scaffolding patterns give them. 
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Introduction  
During the last three decades, the Process Writing Approach (PWA) has 

gained very much attention in the second language writing. Within the writing 
process, collaborative writing (CW) in which learners work together in order to 
accomplish a writing task, has roots in Vygotsky's sociocultural theory and the 
concept of scaffolding. CW focuses on interaction by activating the social resources 
of the learners (Storch, 2005) and emphasizes students' negotiation of meaning 
which leads to their accountability for their own learning and decision-making 
power in the class (Breen & Littlejohn, 2000). In other words, it asserts that students 
are not passive, but rather they learn through active, dialogic interactions with their 
teachers, peers, and the context (Lantolf, 2000). Accordingly, researchers have been 
impressed by interaction in small writing group tasks in the last few decades (Storch, 
2002).  

Nevertheless, reviewing the literature indicates that the use of CW in 
writing classes is not emphasized in the Iranian English as a Foreign Language 
(EFL) context (Biria & Jafari, 2013; Jafari & Nejad Ansari, 2012), and the number 
of studies specifically regarding the investigation of negotiation types in the 
interaction of small groups of different scaffolding patterns is scant.  Some studies in 
the context of Iran (Biria & Jafari, 2013; Jafari & Nejad Ansari, 2012; 
Khodabakhshzadeh & Samadi, 2018; Soleimani et al., 2015) compared collaborative 
work with individuals or paired work but they did not investigate interactive patterns 
and negotiation types altogether. However, the nature of interaction in writing tasks 
while learners working within small groups, deserves further investigation.  

In this regard, the present study based on Vygotsky’s sociocultural learning 
theory aimed at uncovering what happens in small interactive writing groups 
regarding the negotiation types in terms of language functions. Moreover, it 
investigated EFL students’ interaction during a writing task in small groups of 
different scaffolding patterns namely symmetrical and asymmetrical. 
 
Literature Review  
The Process Writing Approach 

The Process Writing Approach (PWA) used in classrooms today is a 
teaching approach which originates from Piaget’s constructivist theory and also 
from Vygotsky’s socio-cognitive theory which focuses on ‘zone of proximal 
development’ (ZPD) and ‘more knowledgeable other’ (MKO) concepts. Scaffolding, 
collaborative learning and apprenticeship are more concepts from Vygotskian 
theory. Social cognitive theory also sheds light on social, affective and motivational 
components of learning (McCutchen et al., 2008).  

The effectiveness of PWA is attributed to the cognitive activities when 
students plan, draft and revise (Rijlaarsdam & Van den Berg, 2006). Graham and 
Sandmel (2011) hypothesize that its effectiveness is also due to using some 
components to improve writing such as mini-lessons and writing conferences, and 
methods to increase motivation such as collaboration and positive learning 
environment. In second language (L2) classrooms where collaborative learning is 
emphasized, learners are involved at different proficiency levels, so exploring the 
effects of proficiency differences on interaction is prevalent. 
 
Sociocultural Theory 

Vygotsky’s (1978) sociocultural theory (SCT) places social context at the 
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heart of the learning and communication process. According to his theory, students’ 
ability to learn and write does not occur only through their own personal and 
individual cognitive activities. It is also influenced and contributed both - 
consciously and unconsciously by individuals’ social and cultural context that 
surrounds them in the same way. In other words, for an individual to become a 
proficient learner, the mastery of the language is achieved through people’s 
participation to negotiate meaning (Fahim & Haghani, 2012). Moreover, the theory 
emphasizes the interconnections among teachers, learners and tasks, and encourages 
interactions among individuals (Fung, 2006). Ellis (2000) states that the interaction 
helps learners to scaffold the new tasks while they are in the process of learning.  

Conceptual and cultural learning occur through dialogue in Vygotsky's 
(1978) zone of proximal development (ZPD), that is, the difference between the 
actual developmental level and the potential development level under the guidance 
or in collaboration with a more abled peer. It is important to note that learning in a 
ZPD may be effectively scaffolded by either teachers or fellow learners. However, 
the concept of ZPD has been the subject of many studies.  Ohta (2001), for instance 
redefined it in second language learning as “the distance between the actual 
developmental level as determined by individual linguistic production, and the level 
of potential development as determined through language produced collaboratively 
with a teacher or peer” (p. 9).  

Scaffolding and its Different Patterns. Scaffolding is typically associated 
with the sociocultural theory of Vygotsky (1978). It is an instructional technique 
whereby the teachers or more proficient participants model the appropriate learning 
strategy or task and gradually give the responsibility to the less proficient students. 
As the interaction continues, the interpretations are refined and reconciled 
dialectically in the process of mutual learning.  

Scaffolding is a general concept with different divisions. Two types of 
scaffolding include the symmetrical and asymmetrical forms. "Symmetrical 
scaffolding rests on the fact that learners discover new knowledge through 
cooperation and interaction", (Baleghizadeh et al., 2010, p. 105). In other words, 
students with the same ZPDs cooperate with each other (Baleghizadeh, et al., 2010). 

In the asymmetrical scaffolding, the learners with different ZPDs work with 
each other. In fact, asymmetrical scaffolding is a typical kind of scaffolding in 
which there is always a learner who is more knowledgeable than others 
(Baleghizadeh et al., 2010). As a result, the concepts of scaffolding and ZPD 
principally encompass the provision of asymmetrical scaffolding in teaching and 
learning. 
 

Negotiation in Collaborative Writing 
  Many researchers (e.g., Biria & Jafari, 2013; Fahim & Haghani, 2012; 
Farrah, 2012; Storch, 2005) have indicated that in a collaborative writing (CW), 
writers are active in decision making about the language they want to state their 
ideas and making the structure to state those ideas together. Wells (2000), states that 
“knowledge is created and re-created in the discourse between people doing things 
together” (p. 71). Thus, knowledge building is the result of collaborative work 
through discourse and ''the constructive and creative effort involved in saying and in 
responding to what was said” (Wells, 2000, p. 74).  
            According to Ellis (2000), when L2 learners have communicative problems 
and at the same time have the opportunity to negotiate with others, they can acquire 
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language better. Negotiation is therefore necessary to make the input 
comprehensible. It can enhance mutual understanding and contribute to the 
development of learner autonomy (Breen & Littlejohn, 2000). Learners in this way, 
have the opportunity to consider their own learning process and share resources. 
According to Yu (2008), “the notion of negotiation is generally defined as the 
discussion to reach agreement” (p. 48). Negotiation has an important role in the 
interaction of the classroom because the learners find more opportunities to 
negotiate their problems (Yu, 2008).  

Studies of adult language learners (e.g., Shortreed, 1993; Yule & 
MacDonald, 1990) have indicated that the amount of negotiating for meaning is 
closely related to the proficiency level. That is, Non-Native Speaker_ Native 
Speaker (NNS–NS) pairs negotiate for meaning more than their Native Speaker_ 
Native Speaker (NS–NS) counterparts in order to resolve misunderstandings 
between partners. On the other hand, other studies (e.g., Foster & Ohta, 2005; Ohta, 
2001) claim when learners support each other, share meanings, and modify their 
own and each other’s utterances while monitoring, more ZPDs are created as 
learners rely on one another to proceed regardless of their language proficiency. So, 
grouping learners in different patterns of learning for example scaffolding patterns 
or according to their language proficiency to examine how negotiation proceeds, 
seems necessary in this regard. 
 
Empirical Studies 

Although CW is widely studied in EFL writing instruction, little is known 
about the nature of the interaction and negotiation types between peers in small 
different scaffolding groups. A few studies in the literature have inquired negotiation 
types in pairs not in groups. Mendoca and Johnson’s (1994) seminal work is almost 
the first study that investigated peer review negotiations. Twelve ESL learners who 
were advanced international graduate students with different educational fields took 
part in the study. Audio-taped peer review transcripts and also first and revised 
drafts analyses, and then post-interviews were gathered. The study found that 
students used peers' comments in revising the essays and certain types of 
negotiations like questioning, explaining, suggesting, restating, and correcting 
grammar mistakes occurred frequently. Post interviews revealed that generally they 
found peer reviews useful. 

Storch's (2002) influential study investigated interaction patterns in a 
context of adult second language learning. The data were obtained from 10 pairs in 
three tasks; composing, editing and text reconstructing. Pair talks were audio-
recorded and salient traits were analyzed. Four patterns were emerged describing the 
role relationships; collaborative, dominant/ dominant, dominant/passive, and expert/ 
novice. According to the results, collaborative pattern predominated and was stable 
regardless of the task and time. In addition, the transfer of knowledge was more 
evident in collaborative and the expert/novice dyads than in dominant/dominant and 
dominant/passive dyads. Storch explained these results referring to the cognitive 
development theory of Vygotsky as members co-constructed, appropriated, and 
internalized the knowledge.     

Watanabe (2008) asserted the importance of interaction, in contrast to 
language proficiency, in the writing performance of learners. Students participated 
in a writing task with higher and lower proficiency levels. The transcribed pair talks 
were analyzed regarding words, language episodes, and pair interaction patterns. He 
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demonstrated higher- and lower-proficiency pairs both enjoyed chances of learning 
in a collaborative pattern, and shared reciprocal ideas and contributed in writing 
equally. 

Memari Hanjani and Li (2014) explored learners’ interaction in a 
collaborative revision task and its impact on the writing performance. Some pairs of 
L2 students who enrolled in an essay-writing course participated in the study at a 
university in Iran. Each pair took part in a collaborative revision session and revised 
argumentative texts jointly. Students applied different functions in their 
negotiations. Their revision interactions included evaluative (scaffolding and non-
scaffolding), social (on-task and off-task), and procedural negotiations. It was 
revealed that the joint revision task was beneficial for both partners. 

Li and Kim (2016) investigated the interactions of two ESL groups in two 
collaborative writing tasks working in a Wiki space. They examined language 
functions which learners employed during task negotiation, writing change functions 
and scaffolding strategies. The two groups’ wiki activities were recorded as main 
data sources. The results drawn on sociocultural theory showed that learners utilized 
the target language as a mediating tool in interacting with group members to 
perform writing tasks and to negotiate social relationships. Exploring writing change 
functions showed an ongoing joint writing process at both writing and revising 
stages. Unlike Storch (2002) who discovered relatively stable interaction patterns 
that pairs revealed, Li and Kim (2016) indicated the changing of interaction patterns 
and the fluidity of scaffolding. 

Li and Zhu (2017) examined the connections between writing products and 
interaction patterns in the wiki writing task environment. According to the results, 
the group with the collective pattern, produced a higher writing quality, especially in 
the rhetorical structure and coherence. Next group with high quality showed an 
expert/novice pattern. Groups which showed a dominant/defensive and a 
cooperating-in-parallel pattern produced research proposals of relatively low quality. 
Interactions in Wiki and writing products were linked to the concept of scaffolding. 

 Although the findings of these studies support negotiation in writing, 
research is still needed to consider the nature of negotiation in different patterns of 
learning; for instance, symmetrical and asymmetrical scaffolding patterns. 
Reviewing the previous literature revealed that mostly peer interaction in revising 
the writing tasks has been explored. Few studies have probed negotiation in small 
groups with regard to different patterns of scaffolding. Therefore, the present 
endeavor attempted to bridge this gap and probe what types of negotiation EFL 
students engage in while working in small groups of different scaffolding patterns; 
that is, symmetrical with (High-High) H-H, (Low-Low) L-L groups and 
asymmetrical with (High-Low) H-L group.  

According to Ohta (2001), learners involving in collaborative dialogues, 
may pool their strengths and weaknesses and co-construct more knowledge as a 
group, regardless of their high differences or degrees of homogeneity in proficiency 
levels. Therefore, scaffolding patterns were scrutinized in this study to see the nature 
of collaborative orientation of groups or how interaction is shaped among learners. 
In this regard, the following research questions were posed: 

RQ1: What types of negotiation are used in small writing groups with different 
patterns of               scaffolding?                   

        RQ2: Is negotiation type significantly related to the scaffolding pattern?  
        RQ3: What are patterns of interaction that occur in each scaffolding group? 
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Method 
Participants 

The present study was drawn from a larger study, which probed the effects 
of symmetrical and asymmetrical scaffolding on L2 writing fluency, complexity and 
accuracy. In order to have groups of different scaffolding patterns, a pool of 117 
intermediate female EFL learners from seven intact classes at a language institute in 
Gonbad Kavous, Iran took part in the study. According to the results of Preliminary 
English Test (PET), 90 students whose scores fell one standard deviation below (low 
proficiency = 45) and above (high proficiency = 45) the mean were chosen as the 
participants of the study. Next, they were randomly assigned to three groups (30 in 
each group), namely; one asymmetrical group with 15 high and 15 low level 
students, one symmetrical group with 30 high level students, and another 
symmetrical group with 30 low level students. Then, the members of three 
participant groups were divided into the small groups. For the purpose of this study 
one group from each pattern was selected. So, generally 15 participants worked in 
three groups (5 students in each group) with three different scaffolding patterns.  
            The participants were within the age range of 18-22 and had been studying 
English at the institute at least for two years. They had started learning English as a 
compulsory subject since grade seven at schools. They were all Persian native 
speakers and had no formal, systematic previous exposure to any writing courses or 
collaborative writing activities. With respect to the fact that the study was conducted 
in a private language institute, the socioeconomic status of the participants was 
deemed to be middle to upper-middle.  
 
Instruments and Materials 
            Preliminary English Test (PET). PET tests the test takers’ writing, reading, 
listening and speaking skills. The reading and writing sections were taken together 
in 90 minutes. The listening part lasted for 30 minutes and the interview stage was 
conducted in 10 minutes. The maximum score on this test is 170.  
 Observation. In order to probe the types of negotiation used in the 
interaction of the small groups in three scaffolding patterns, observation was 
employed. That is, the researchers placed one digital audio recorder next to each 
group to audio-record one session of each small group (as a focus group) in the 
symmetrical and asymmetrical scaffolding patterns.  
 
Procedures 
 At the outset of the study, the purpose and the learners’ right to withdraw 
from the study at any time was explained to the participants. In all groups, 
participants were informed of the collaboration rules, for instance, having 
complementary roles, planning, generating, suggesting alternative ideas, and 
listening to each other, etc. They were also instructed with some rules of composing 
cohesive and unified one-paragraph essays. The teacher asked them to write a 
descriptive composition on a given topic by discussing with each other. Each 
session, they were asked to write a maximum of 200-250-word one-paragraph essay. 
In other words, they were asked to interact with each other and collaboratively write 
the compositions. 
 Students' writing process took 30 minutes in each session. In the 
asymmetrical class different level learners in small groups worked together to 
achieve the purpose of the group work, and in the symmetrical classes, either low 
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level learners or high level learners worked together for this reason. 
 Learners underwent three phases while composing; planning, composing, 
and revising. In the planning phase which took longer than the other two phases, 
they brainstormed on the topic before starting their writings. Participants shared 
their ideas by discussing the content and organization of the writings in this phase. 
In the revising phase, they did not spend much time as they corrected the errors and 
provided feedback in the composing phase. Since the study aimed at capturing the 
types of negotiation taking place in each group, an audio recording was carried out 
while learners worked together passing the different phases. 
 For the purpose of this study the fourth session was audio recorded. 
Because the learners were experiencing writing in a group for the first time, the first 
three sessions served as just warm up. Due to the large number of groups working at 
the same time, the audio recording was based upon one focus group in each 
scaffolding pattern to find negotiation types between the members.  
 Students were to select among these topics in the fourth session: ''what 
makes a film great?”, “description of a desert”, “life in crowded cities”, and “my 
favorite restaurant”. The audio recording was made by the researchers during the 
time that participants were working to complete the writing tasks. 
 
Design and Data Analysis 
 Regarding the first research question, the interactions of the group members 
in each scaffolding pattern were analyzed qualitatively. So the focus group audio-
recordings were listened to and transcribed using the standard orthography. Their 
contents were analyzed inductively for language functions that were used in the 
interaction between the members of the small groups for coding instances of 
negotiation. Descriptive categories were concluded through a grounded approach in 
which subcategories are examined, compared and connected to each other to identify 
core categories (Strauss & Corbin, 1998). The inter-rater reliability agreement came 
85% by an outside researcher as an acceptable level of coding reliability. Therefore, 
emerging categories were compared in three groups to find the similarities and 
differences in the negotiation of three scaffolding patterns (H-L, H-H, and L-L). 

As for the second research question, descriptive statistics including 
frequency of the negotiation types in each group were determined and then they 
were compared quantitatively through Chi-Square to find whether negotiation types 
were significantly related to the scaffolding pattern or not. To answer the third 
research question, patterns of interaction were analyzed based on two indexes of 
peer engagement; that is, equality and mutuality (Storch, 2002). Equality means all 
members taking control rather than submitting to a one-way direction from others in 
contributing the task; and mutuality means all members enjoying the same level of 
engagement in the contribution. The aim was to discover the nature of relationships 
learners had in different scaffolding patterns. 
 

Results 
RQ1: What Types of Negotiations Are Used in the Three Scaffolding Groups? 

Small groups’ interactions were examined through analyzing group 
members' negotiation regarding language functions performed during the writing 
task. In this way, two main categories and their subcategories were found. Table 1 
presents the definitions for these categories and subcategories found in this regard. 
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Table 1 
Taxonomy of Language Functions Found in the Groups' Interactions 

Definitions Language Functions 
Expressing agreement with other members' ideas Agreeing 
Explaining the meaning of a term or idea that is not clear to 
each other 

Explaining 

Members giving ideas or comments Giving opinions 
Teaching, for example, grammatical structures or writing 
the essay 

Instructing 

Rephrasing what has been written or said to show 
understanding or rereading sections 

Restating 

Suggesting or recommending other ways to change the 
words, content, or organization  

Suggesting 

Checking for understanding the meaning of a term or idea 
or what has been said 

Comprehension checking 

Members draw ideas or comments Eliciting opinions 
Asking questions where something is unclear Questioning 
 Main categories 
Giving answers or reacting to other members' requests Responding 
Making requests where something is unclear Requesting 

 
According to Table 1, among language functions, ''agreeing'', ''explaining'', 

''giving opinions'', ''instructing'', ''restating'' and'' suggesting'' were related to the first 
main category of Responding. So, ''comprehension checking'', ''eliciting opinions'' 
and ''questioning ''were related to the second main category, that is, Requesting. 
 
RQ2: Is Negotiation Type Significantly Related to the Scaffolding Pattern?  

In order to answer the research question two, a Chi-square test for 
independence was applied. Table 2 shows the results of the Chi-square test, which 
include the frequency of the nine language functions for the three scaffolding 
groups. 
 

Table 2  
Frequency of Language Functions among Groups 

Group        Total  Chi-Square df Sig 
Language Functions 

H-L H-H L-L     

Agreeing 11 10 4 25 

Explaining 51 19 21 91 

Giving ideas 31 36 15 82 

Instructing 49 25 20 94 

Restating 53 27 18 98 

Suggesting 50 49 22 121 

Comprehension checking 44 20 19 83 

Eliciting opinion 55 14 10 79 

Questioning 20 25 48 93 

Total 364 225 177 766 

86.608       16 .000 

As the results of Chi-square test for a (3 scaffolding patterns and 9 
language functions) contingency table (Table 2) shows, there was a significant 
relationship between the scaffolding patterns and negotiation types, χ2  = 86.61, df = 
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16, p = .000. 
Based on the results, compared to the H-H and L-L groups, the H-L group 

has the highest frequency in all functions except for the functions of “giving ideas” 
and “questioning” that are frequently used functions in the H-H and L-L groups, 
respectively. As six and three language functions are, respectively, related to the 
categories of Responding and Requesting, another Chi-square test was carried out to 
find the relationship between the main categories and scaffolding patterns. Table 3 
indicates the results. 
 
Table 3 
Frequency of the two Categories among Groups 

Group 
Language Functions 

H-H H-L L-L 
Total Chi-Square df Sig 

Responding 166 245 100 511 

Requesting 59 119 77 255 

Total 225 364 177 766 

13.433 2 .001 

 
The results in Table 3 demonstrate a significant relationship between the 

two main categories and the three scaffolding patterns (2×3 contingency table), χ2  = 
13.43, df = 2, p = .001. As the results reflect, while the category of Responding has 
the highest frequencies in all three scaffolding groups, the H-L group has the highest 
frequency of using the functions of Responding and Requesting compared to the H-
H and L-L groups. In this regard, the second research question is answered 
positively. 
 
RQ3: What Are Patterns of Interaction That Occur in Each Scaffolding Group?  

To answer the third research question regarding the interaction patterns in 
each group, Storch’s (2002) model was adapted that used indexes of “equality” (i.e., 
the degree of contribution and control over the direction of writing) and “mutuality” 
(i.e., the extent of engagement with each other’s contribution). In her influential 
work on the nature of peer interaction in collaborative writing tasks, Storch (2002) 
introduced four types of interaction patterns in ESL pair writing processes: 
collaborative, dominant/dominant, dominant/passive, and expert/novice. 

 In this regard, frequency and language function types that members 
performed in small groups were examined (Li & Kim, 2016; Li & Zhu, 2017). 
Instances of contributions from all members of the group in terms of language 
functions suggested high equality. That is, equality was defined according to the 
degree of contribution of all members while working on the task. Whether the group 
enjoys balanced contribution or only some members take the control of the flow of 
negotiation by dictating their ideas was the concern of equality.  Mutuality was 
examined by frequency of language functions such as giving opinions, suggesting, 
instructing, and agreeing. The goal was to discern if all members engage with each 
other to proceed the task. 

Group 1 (H-L). Comparing the higher number of functions, negotiation 
seems to proceed better in this asymmetrical group than the other two symmetrical 
groups. This can be ascribed to the high ability members’ understanding that their 
low level peers had problems in group interactions or task completions and therefore 
attempted to assure whether they could reach their level by consistently checking 
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their comprehension. In the excerpts 1 and 2 in the planning phase, there are samples 
of ''instructing'', ''explaining'' and ''comprehension checking'' that suggest high ability 
members' effort to actively participate in the task along with all low ability 
members. Generally, ''eliciting opinions'', ''restating'', ''explaining'', suggesting'', 
''instructing'', and ''comprehension checking'' were used more in this group in 
comparison to other two symmetrical groups. 

The interaction pattern in this group was tutor/tutee or expert/novice, as the 
number of language functions related to the category of Responding such as 
''eliciting opinions'', and language functions for the category of Requesting like 
''restating'', ''explaining'' and ''suggesting'' exceeded other language functions. 
However, low ability members also actively collaborated in the task as they felt free 
in ''questioning'' as a sign of equality in the group. That is, contribution to the task 
came from all directions not from only high ability members. As a result, the group 
enjoyed high equality as all members contributed jointly to the task and none took 
the control. In addition, they used language function of ''giving ideas'', as well as 
samples of ''agreeing''. Therefore, while high ability members expected to take the 
control of the task, low ability members were not passive (high mutuality). 
According to Storch (2002) the expert/novice interaction pattern is collaborative in 
nature. Therefore, it can be claimed that the collaborative pattern was evident in this 
group. 

In the following excerpts A, B, and E are high, and C and D are low ability 
members. The topic selected by this group was:  "life in crowded cities." 
 
Excerpt 1: 
A: Well, I’m not sure too much emotional moment make the film boring (giving an 
opinion), maybe if it ends too quickly I get bored (explaining)…which do you think 
is important? (comprehension check) 
B: I think….I agree (agreeing) because when you don’t understand the end of a film 
you become bored (restating) and think that waste your money (giving an idea). 
A: Right? (Comprehension check) Once it happened to me (acknowledging) …I 
don’t like going to cinemas (giving an opinion)…I usually buy CDs and watch in 
home (explaining). 
C: What was that boring film for you? (questioning) 
D: Ayneh Baghal [Side-view Mirror: the name of the film] (explaining) 
A: No need to mention the names of the movies in the essay instead we should 
mention the characteristics. (instructing) 
 
Excerpt 2: 
A: Let's write about actors and actresses (suggesting) 
C: They act should look real. (giving an opinion) 
B: Right (agreeing) 
D: Yes (agreeing) 
E: Directors are important too, someone like Asghar Farhadi. Everybody likes his 
movies. (giving an opinion)  
 Group 2 (H-H): Analyzing some selected excerpts, it is assumed that some 
H-H peers did not dominate others through dictating their own opinions. All 
members were at ease in ''giving opinions'' and ''suggesting'' rather than ''explaining'' 
or ''eliciting opinions'', since they had a good command over the topic and 
interactions. Due to the equal roles members had regarding each other, directions 
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equally came from all members. Since all members enjoyed balanced contributions 
to the task the group enjoyed high equality. While some members presented 
opinions and gave new suggestions, others agreed and restated them to outline 
related ideas jointly. Therefore, the group enjoyed high mutuality as members 
engaged in the task using different language functions such as ''suggesting'' and 
''giving ideas'' to accomplish it collaboratively. 
 Hence, according to Storch (2002), the interaction pattern in this group was 
collaborative. In the following episodes of excerpts; for instance, members all 
contribute to the task in the planning phase. There are agreements and contributions 
to the suggestions and restating them by other members. So it is claimed that the 
group was high in equality and mutuality. The topic chosen was ''My favorite 
restaurant'': 
 
Excerpt 3: 
D: We can start with different kinds of restaurants. (suggesting). 
A: Restaurants which serve traditional food are healthier (giving an opinion). 
B: Yes I see (agreeing), I love fast food too (giving an opinion) 
C: You can have traditional food at home and fast food out (suggesting). 
D: what about the location? (eliciting an opinion) 
E: It's very important, clean and modern, city center or out in the country? 
(suggesting) 
A: Ok, so let's write about first different kinds, then... (restating) 
B: it's very important the restaurant be clean…clean kitchen, clean plates, and clean 
environment. (restating) 
B: I agree with you there. (agreeing) 
C: Don’t forget the variety in food. (suggesting)  
D: You can find variety in just larger cities like Tehran. (giving an opinion) 
E: Yes, nothing about Chinese or Italian foods here in our city (explaining). We can 
end the essay with this point. (suggesting) 
 

Excerpt 4: 
C: and bad points? (suggesting) 
D: Why do you say that you like it? (questioning) 
A: My favorite restaurant cooks not just fast food, but also some traditional food like 
GhormehSabzi. (explaining) 
C: Does it accept phone orders? (questioning) 
A: Yes, but sometimes it gets late in bringing the food and the food becomes cold! 
(explaining) 
D: I think if they can’t bring food on time, they shouldn’t accept home orders 
(giving an opinion). 
C: So we can write it as a negative point. (restating) 

Group 3 (L-L). Although lower number of language functions was found 
in this group, none was passive in terms of equality among members. All 
participants contributed to accomplish the task (high equality). As samples of 
language functions used in this group reveal in the following excerpts, in terms of 
mutuality, members' using ''suggesting'' and ''instructing'' demonstrated a good 
degree of mutuality. Hence, the dominant interaction pattern was collaborative in 
this group, too. The following excerpts in the planning phase show some samples of 
negotiation in this group.  The topic was ''life in crowded cities''. 
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Excerpt 5:   
A: What about stick in traffic…Is it correct? (questioning) 
B: Yes, it's right (agreeing). I heard it before, sticking in traffic (restating) 
A: I think it’s not enough to just say you don’t like to live in crowded cities (giving 
an opinion)….you should give some explanation and examples and compare the 
disadvantages and advantages of life in cities to country side (explaining)…for 
example, sometimes I find the heavy traffic too much and want to free up my mind 
from all the routine works (suggesting).  
B: Yes, like crowded streets, big supermarkets (explaining)…what do you say if you 
want to tell very heavy traffic? (questioning) 
A: I heard bumper to bumper (suggesting). When you can’t move your car and you 
wait for hours on the road then you can say traffic jam and bumper to bumper 
(explaining).  
 
Excerpt 6: 
A: for example, like Tehran…it’s a crowded city and always full of people. If I live 
there I wish to escape and go to some green places…maybe parks. 
B: Yes, a lot of trees in the park help people in crowded cities enjoy their life 
(restating). 
C: Or you can go to different national parks outside the city… (suggesting). 
D: Yes, it’s great. 
 
Excerpt 7: 
A: I note all negative points about large cities. 
B: Maybe…we could also talk about positive points and in this way we make the 
content more understandable and others can compare the advantages and 
disadvantages for themselves…also if we only talk about bad points, it looks like we 
hate cities, but I think I like some things about them (suggestion).  
D: Like what? (questioning)  
C: For example, we can say a lot of schools, shopping malls, entertainment, hospital 
and etc. (suggesting). 
 
Discussion 
 This study attempted to document small groups' negotiation types in the 
interaction of different scaffolding patterns while writing in the second language. 
Unlike most previous studies (e.g., Memari Hanjani & Li, 2014; Mendoca & 
Johnson, 1994; Storch, 2002) that investigated patterns of interaction in pairs in the 
revision phase, the present study explored interaction patterns in the negotiation of 
learners working in small groups accomplishing the writing task in different phases 
mostly in the planning phase. 
 Analyzing members' negotiation types in terms of language functions, two 
main categories (i.e., Responding and Requesting) and their subcategories (i.e., 
agreeing, explaining, giving opinions, instructing, restating, suggesting, 
comprehension checking, eliciting opinions, and questioning) were found, which 
were mostly in common with Li and Kim (2016) and Mendoca and Johnson (1994). 
In addition, some of the language functions found in this study such as ''instructing'', 
''restating'', and ''comprehension checking'' overlapped Memari Hanjani and Li's 
(2014) scaffolding and non-scaffolding language function respectively, which they 
called them as evaluative negotiations. 
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Results of Chi-square demonstrated that negotiation types were 
significantly related to the scaffolding pattern. The asymmetrical (H-L) group was 
superior in the number of negotiation types used over other symmetrical (L-L, H-H) 
groups. This suggests negotiation proceeds more successfully in the asymmetrical 
type of scaffolding pattern in which learners who are less able benefit from the help 
of more competent members in a supportive group environment. This can be 
explained according to Vygotsky's concept of scaffolding which asserts the social 
aspect of learning in a joint collaboration between more knowledgeable and less 
knowledgeable individuals. In this group, ''explaining'', ''restating'', ''suggesting'' and 
''eliciting opinion'' found to be the most frequent negotiated language functions, 
suggesting that from a social point of view, negotiation needs to proceed by the 
smooth flow of exchanges among the members of the group in which more 
competent members try to scaffold less competent ones. For instance, less able 
members' requests for more explanations suggest that they looked to more able ones 
to get more feedback. 

''Giving ideas'' and ''suggesting'' occurred more frequently in the H-H group 
with the symmetrical pattern. This is in line with Shortreed (1993) and Yule & 
MacDonald (1990) that found more proficient second language learners' pairs 
display features similar to the characteristics of Native Speaker- Native Speaker 
(NS- NS) dyads than Native Speaker- non-Native Speaker (NS- NNS) dyads 
probably due to their confidence over the topic. That is, NNS–NS dyads negotiate 
for meaning more than their NS–NS counterparts due to misunderstandings between 
language partners. The frequency of negotiation types also proved this finding in 
that they were less in number in comparison to the H-L group.  Accordingly, it is 
suggested that grouping students in asymmetrical patterns creates a high supportive 
context. In contrast, in the L-L group, the total number of the negotiation types was 
the least.  The most frequent language function in this group was ''questioning'' 
which suggests that too many requests for clarification may create uneasy social 
relationships.  

Nevertheless, in the present study, the analysis of interaction patterns (as 
evident in sample excerpts) supported that students in all three groups with different 
scaffolding patterns were capable of providing assistance and feedback in writing as 
they enjoyed high mutuality and equality. Different scaffolding groups of the study, 
fit within Storch’s (2002) collaborative pattern of interaction: a collaborative pattern 
(collaborative and expert/novice) against a non-collaborative pattern 
(dominant/dominant and dominant/passive).  

Although the H-H and H-L groups met this general expectation, the 
unexpected finding was revealed to be the L-L members' exemplification of the 
collaborative pattern of interaction, too. This indicates that social mediation comes 
not only from experts such as teachers and more capable peers but also even from 
less proficient peers. This is in line with Ohta (2001) who stated that a learner is not 
universally less or more able than his/her peer and each learner shows a collection of 
weaknesses and strengths that might be complementary. 

Moreover, in contrast to previous studies (Memari Hanjani & Li, 2014; 
Mendoca & Johnson, 1994; Storch, 2002) which found peers' concern over forms 
(e.g., structure and wording) in the revision phase, the findings of this study are in 
line with Li and Kim (2016).  They claimed when academic writing tasks focus on 
the application of emerging genre knowledge, language forms receive much less 
attention. Although the participants in this study were novice writers, few samples 
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related to language forms were found. Instead, members used different language 
functions related to the content topic at least in the planning phase, as analyzed in 
the episodes of different group members' utterances. 
 
Conclusion 

This study was an attempt to document second language learners' 
negotiation types in writing while interacting in small groups with different 
scaffolding patterns. Negotiation types, analyzed in terms of language functions, 
were significantly related to the scaffolding pattern, so that the asymmetrical (H-L) 
group was superior in the number of negotiation types used such as ''eliciting 
opinions'', ''restating'', ''explaining'', suggesting'', ''instructing'', and ''comprehension 
checking'' over other symmetrical groups (L-L, H-H). This finding suggested the 
successful proceeding of negotiation in the asymmetrical type of scaffolding pattern 
in which learners who are less able benefit from the help of more able members in a 
supportive group context. However, the collaborative nature of interaction in all 
three groups proved that social mediation can come even from less proficient peers.  
        The findings of this study would be of great benefit to practitioners and 
theoreticians in the field of language teaching in general and teaching writing in 
particular. EFL teachers can encourage the learners' autonomy by providing insights 
on the scaffolding and collaboration in EFL settings. They can provide opportunities 
for learners to interact and work collaboratively in small groups of asymmetrical and 
symmetrical patterns. Thus, it is thought that investigating CW would help language 
teachers to be aware of the effectiveness of scaffolding in an EFL context.  The 
findings also suggest teachers to create an atmosphere of interdependence among the 
EFL learners by encouraging them to support one another spontaneously with their 
diverse strengths and abilities. Students also benefit from the results of this study as 
CW in different scaffolding patterns gives them a sense of accountability for their 
group members’ engagement. 
            Due to some limitations, the participants of this study were only among 
female EFL learners. Exploring the role of gender in group interaction and its 
possible association with the nature of negotiation in scaffolding learning patterns 
also looks appealing, as it may provide opportunities for a better understanding. 
Especially in an EFL context like Iran where education is affected by cultural norms 
and religious beliefs of the society, probing the effect of gender can be quite 
required and open new insights to the field.  
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Abstract 
Although extensive research has been conducted on successful technology integration, 
encompassing the readily available technology, providing a techno-based environment, and 
applying high-level technology in the classroom still seem to be very much in the minority. 
Moreover, technology integration illustrates additional barriers, including teachers’ and 
students’ technology-based knowledge and schools’ financial problems. In contrast to earlier 
findings in English as a Foreign Language (EFL) contexts, however, little evidence seems to 
be available about Iranian teachers' classroom uses of the technology. Therefore, this paper 
aims to present the Iranian teacher's conceptual pedagogical perception of technology 
integration and illuminate how technology integration impacts teachers' classroom practice. 
To this end, 10 Iranian EFL teachers in private and public schools in Golestan Province were 
interviewed. The qualitative data of the interviews were recorded in English and transcribed; 
they were then coded and analyzed by employing thematic analysis (Braun & Clarke, 2006) 
via NVivo 12 computer software to show the dimensions and components of the conceptual 
model of technology integration. One of the themes extracted from the thematic analysis of 
the Iranian teachers’ perceptions was the lack of technological knowledge. That is, a limited 
understanding of teachers about using technology in their teaching was viewed as a significant 
problem. Another theme referred to the limited use of technology which makes teachers use 
computers as a supplementary tool. In addition, it was found that the educational context does 
not create need-based technology conditions for them, leading to the teachers' ineffective use 
of technology. 
 

keywords: teacher’s perception, technology integration, thematic analysis, grounded theory, 
Iranian EFL teachers 
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Introduction 
The development of technology has garnered attention to the importance of 

integrating technology into English as a Second Language (ESL) or English as a 
Foreign Language (EFL) classes regardless of technical knowledge of teachers. 
However, the degree of employment of technology may vary according to teachers 
and students’ respective perception and skill concerning the technological means. In 
this respect, some researchers asserted that the instructors' perceptions about 
technology integration are the vital elements illustrating the content and scope of the 
implementation of technology in the curriculum (Becker, 1991; Campoy, 1992; 
Ertmer et al., 1999; Pedersen & Liu, 2003). That is, as Marcinkiewicz (1993) and 
Miller and Olson (1994) noted, besides the teacher's belief, which is also a 
significant constituent for applying technology in lesson plans, the awareness of 
teachers is a vital factor. As a whole, teacher's perception is accounted as influential 
and valuable input for planning and development of technology-based materials and 
curriculum. 

Many studies were conducted regarding the significant impact of Iranian 
EFL teacher's perception on the utilization of technology in classroom instruction 
(Ashrafzadeh & Sayadian, 2015; Gilakjani, 2017; Rahimi & Yadollahi, 2011). Some 
research studies in Iranian EFL context indicate that in contrast to student-centered 
teaching, traditional teacher-centered teaching does not achieve any successful 
utilizations of technology, (e.g. Amiri & Saberi, 2019; Lak et al., 2017; Zohrabi et 
al., 2012). Therefore, it seems essential to modify the conventional system of 
instruction to a modern and constructive one (Jonassen et al., 1999; Strommen & 
Lincoln, 1992). In addition, there are gaps related to technology integrations among 
Iranian EFL teachers (Rahimi & Yadollahi, 2011), one of which is inadequate digital 
content (Ertmer, 2005; Hew & Brush, 2007; Project Tomorrow, 2011). Moreover, as 
stated by Johnson et al., (2010), teachers’ lack of access to the internet connection in 
schools creates another critical issue that negatively affects the progress of 
technology integration. 

Therefore, this study aims to explore Iranian EFL teachers' perceptions 
toward the role of technology integration in instructional classrooms. Additionally, it 
is important to take the problems and issues that teachers confronted and also the 
effects of the integration of technology in the classroom context into consideration. 
 
Review of the Related Literature 
The Role of Technology Integration in Education 

Correct training of teachers should encompass both the application of 
technology for personal needs and the use of technology with students in the 
classroom (Burkholder, 1995; Hignite & Echternacht, 1992; Hochman et al., 1993; 
Kearns, 1992; Ritchie & Wiburg, 1994; Todd, 1993; Wetzel, 1993; Woodrow, 
1992). The generalizability of these results is that teachers ought to be computer 
literate and seek to include technology in their lesson plans; in contrast, teachers 
who do not have computer literacy and updated knowledge regarding technology do 
not achieve their goals. Such differences in the application of technology in the 
classroom play an important role in teachers' and students' perception towards 
technology integration. 

Numerous findings and additional evidence contribute to the suggestion 
that there are crucial elements that directly and indirectly have a significant impact 
on technology integration. According to Howley et al., (2011), the term technology 
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integration has been influenced and facilitated by variables such as schools, 
teachers, and students. In this respect, Ritzhaupt et al., (2012) point out the existence 
of several practical factors. First comes teacher-related variables like teaching 
experience in an educational environment, and their level of education. Secondly, 
there are school variables that encompass the availability of technology and 
financial-technological professional support. Lastly, there are student-centered 
variables that include student's level of Proficiency and motivation, as well as the 
number of students in the class. In sum, the results suggest that teachers' willingness 
and readiness, as well as their experience with technology, have a considerable 
impact on the degree of integration of technology in their educational goals (Inan & 
Lowther, 2010; Ritzhaupt et al., 2012; Tondeur et al., 2008). In the light of 
Ritzhaupt et al. (2012), Inan and Lowther (2010) argue that two critical factors 
having the highest effect on technology integration are technology’s accessibility 
and teacher's perception. In other words, teachers' perception toward using 
technology-based materials in the classroom was considered as the second most 
pivotal element (Inan, & Lowther, 2010; Tondeur et al., 2008). 

The integration of technology has been widely investigated among Iranian 
EFL context during last decade (e.g. Mahmoudzadeh, 2014; Soleimani & Arabloo, 
2018). According to Riasati et al. (2012), comprehending the benefits and barriers of 
technology integration is a significant step in the Iranian EFL educational system. In 
their study, it has attempted to present a variety of factors that encompass 
technology integration based on the perceptions of Iranian EFL teachers including 
engagement, collaborative learning, and improvement in academic ability which 
advocate the application of ICT in language teaching. As an example, 
Mahmoudzadeh (2014) studied on the effectiveness of Microsoft PowerPoint 
presentation and its role on the Iranian EFL learners' vocabulary enhancement. To 
this aim, 120 Iranian EFL participants were enrolled in a quasi-experimental design 
and the results revealed that using PowerPoint software creates an interaction among 
the learners which improved their scores in vocabulary tests. Additionally, 
Mahmoudzadeh (2014) stated that PowerPoint software offers several possibilities 
such as sounds, colors and actions which motivated students to integrate with 
vocabulary learning as much as possible.  

Furthermore, the effectiveness of technology in the field of Iranian EFL 
teachers’ training were investigated by Soleimani and Arabloo (2018). They 
investigated the influence of technology training courses on implementations 
technology in EFL classroom atmosphere by Iranian EFL teachers. The results of 
this study revealed that the teacher training courses held by the Minsitry of 
Education was not proper enough to improve Iranian EFL teachers in terms of real-
life technology integration in EFL classroom context, as they noted that “was not at 
a proper level and was limited to the use of some common technologies such as 
printed materials, computers and LCD projects.” (p. 14).  

However, the lack of teachers' and students’ knowledge, inaccessibility, 
and the lack of time imped the extensive use of technology in the Iranian EFL 
atmosphere. Accordingly, they noted that the awareness of positive and negative 
aspects of technology have a vital impact on practicing Iranian EFL teachers’ 
perceptions. Indeed, awareness in this manner provides essential information about 
technology integration for interested Iranian EFL teachers. 

 Although having access to technology in schools has been facilitated 
during the last decade, reaching the goal of applying technology in classrooms is not 
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solely related on technology-related factors (Tondeur et al., 2016). In a longitudinal 
case study, Levin and Wadmany (2008) showed that teachers' views towards 
technology integration were shifted from supplementary materials to the needs of 
the classroom to the main course. Such modified views were constructed based on 
teacher's experiences in the educational environment. However, the popularity of 
technology does not show or prove the successful use of technology by teachers as 
an inseparable part of their educational instruction or in general. Teachers believe 
that the engagement and the appliance of technology into their teaching progress can 
be fruitful, though they mostly struggle with an integrated approach to balance the 
technology with their teaching curriculum (Dexter et al., 1999). 
 
Computer-Mediated Communication (CMC) and Language Teaching 

In an analysis of Computer Assisted Language Learning (CALL), Ahmad 
et al., (1985) found the term computer is used when referring to a useless device. 
However, according to Taylor's (1980) view, a computer is mentioned as a teaching 
machine in the classroom. Nowadays, computers are used to present materials, solve 
skill deficits, practice skills at their own pace, and foster skill fluency or 
automaticity (Roblyer, 2006). In this respect, Bodomo (2010, p. 6) defined CMC as 
“the coding and decoding of linguistic and other symbolic systems between sender 
and receiver for information processing in multiple formats through the medium of 
the computer and allied technologies such as PDAs, mobile phones, and 
blackberries; and through media like the internet, email, chat systems, text 
messaging, YouTube, Skype, and many more to be invented.”  

As it is evident CMC, encompassing social media, email, online 
discussions, Key pal, and internet-based applications, is a fundamental component 
of language learning that can fast become a vital instrument in language learning. 
The aim of CMC is to boost the level of students' communication and integration 
(Kern, 1995; Warschauer, 1997). Additionally, it decreases the sense of fear and 
shyness in discussions (Kelm, 1992; Kronnenberg, 1994). Moreover, in contrast to 
face-to-face communication, it gives plenty of time for reflection and thinking 
(Abrams, 2001; Duffy et al., 1996). 

An overview of the related studies has revealed that the functions and 
interactions of computer programs have been expanded through the past two 
decades in EFL classrooms (Ahmadi, 2018); in this regard, Donaldson and Kötter 
(1999) and Lee (1998) noted that the employment of computers, internet-based 
applications, and software have changed the world of teaching. Endless uses of 
computers, for instance, monitoring learning, giving comments and feedbacks, and 
giving internet-based tests, have been developed beyond the teacher's expectations. 
These developments have considerably modified the functions of the computer as an 
instructional tool and changed it to a learning tool, consequently shifting the focus 
from the real world to the virtual world. The emergence of computers, software, and 
online-based applications, such as learning tools, has helped exposing students to 
authentic data. In the same vein, Warschauer and Healey (1998) noted that 
multimedia and advanced techniques of the utilization of computers have provided 
authentic information and have also exposed students virtually, thus leading to 
emersion of integrated language skills in students. In addition, a variety of internet-
based software have been introduced as supplementary material to teachers that 
boosts autonomous learning. Moreover, CMC, despite the practical constraints, has 
made a significant contribution to task-based activities, further boosting peer work 
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and group work activities (Crook, 1994; Kern, 1996; Warschauer, 1995) and 
enhancing motivation and collaborative learning (Braine, 2004; Hanson-Smith, 
2000; Ushioda, 2000).  

Generally speaking, many studies in the field of CMC have only focused on 
the motivational aspect of the use of computer. That is, the computer is considered 
as a motivational tool for cooperative and communicating aims. According to 
Vygotsky (1986), the use of CMC and CALL outweighs communications and 
increases student's motivation. To be crystal clear, it could be mentioned that there is 
a vital requirement for noticing psychological benefits in CMC that foster with 
factors such as motivational aspect during cooperative tasks via computers. The 
application of technology for language instruction highlights an improvement in 
communicative skills among Iranian students with the mediated role of computers 
that benefits from motivational aspect (Karimi et al., 2014). Therefore, CMC or 
CALL promotes and assists the cooperative sense of an individual; in other words, 
each individual can construct and expand their knowledge with others which can be 
called a socially-mediated process. 

However, a number of significant limitations need to be considered. First, 
the lack of feedback (Salaberry, 2000), second, the shortage of nonverbal cues 
(Ferrara et al., 1991), and third, the lack of learner's first language (Lee, 2004) tend 
to highlight the inattention to the use of computers in the educational classroom. 
Another problem regarding the use of computers is that it fails to take pedagogical 
approaches, language skills, learning styles, students' target language proficiency 
levels, and motivation into account. As Warschauer (1996) stated, computers can 
enhance authentic communication and promote student-centered teaching practice. 
 

Teacher Perceptions toward Technology 
According to Fishbein and Ajzen (1974), the term ‘attitude’ generally refers 

to the predispositions of a person to favorable or unfavorable feelings toward 
people, events, and objects. Teachers' and students' attitudes seem to play a 
prominent role in reaching educational goals and may also act as an essential factor 
in an educational environment leading to the integration of innovation in an 
educational setting (Albion & Ertmer, 2002; Becker et al., 1999; Pajares, 1992). 
Overall, there are many challenges when it comes to its definition, as the Fishbein 
and Ajzen’s (1974) is regarded as the major approved definition in this study. A 
broader perspective has been adopted by Pajares (1992), who labelled the concept of 
a teacher's beliefs as a "messy construct" (Pajares, 1992, p. 307). 

It is essential to know to what extent teachers integrate technology into 
their teaching practices. Studies have shown that using technology in a learning 
context can be a complicated process (Scherer et al., 2018). The use of technology 
among teachers has dramatically increased; however, their perceptions toward 
technology are continuing to be a problem for educational institutions (Bishop & 
Spector, 2014). In this respect, while most studies in the field of teachers’ 
perceptions have only focused on negative views concerning technology, it is 
considered as a powerful instructional technique (Clark, 2000). Recently 
investigators have examined EFL teachers' attitudes toward instructional setting 
(Kollias et al., 2005). Factors found to be influencing a collaborative learning 
system encompassed both changing in technology as well as shifting teacher's 
perceptions. In fact, positive teacher attitudes are quickly becoming a vital 
instrument in the integration of computer use and also in shifting teachers' negative 
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views on technology (Kollias et al., 2005). 
Cox et al.'s (2003) study of technology provides an exciting opportunity to 

advance and improve our knowledge of the application of technology in the 
instructional environment in order to modify teaching strategies. They found out that 
teacher enthusiasm can have vital effects on technology adaptation in the classroom. 
This was also consistent with the results obtained by Clariana et al. (1991) and 
Sepehr and Harris (1995). Clariana et al. (1991) found out that the missing link in 
educational system’s software planning for teachers were mostly ignoring teachers’ 
attitudes. Also, Sepehr and Harris (1995) noted that the preferred choices of teachers 
could improve the use of drills and practices of class books among them. In addition, 
the impressive surveys of Coniam (2002) and Ducate and Arnold (2006) showed 
that instead of applying technology solely to teach in an instructional environment, 
teachers could also learn with technology. Similarly, Hadley and Sheingold (1993) 
indicated that teachers should make a commitment to foster their professional 
development and leaning knowledge to integrate technology and innovative tools in 
educational settings. 

Habibi et al. (2019) investigated the effectiveness of EFL teachers’ 
perceptions toward implementing technology in their classrooms. To this aim, 138 
pre-service EFL teachers were enrolled in this study to answer a researcher-made 
survey and the results indicated that most of Indonesian EFL teachers who 
participated in this study had positive perception toward the use of medium and 
advanced ICT in their EFL classrooms. On the other hand, it was found out most of 
the participants believed that the ICT integration in their classrooms faced with lack 
of implementations in feedbacks and peers-collaborations.    

Therefore, Marcinkiewicz (1993) pointed out that adopting technology in 
the classroom is fostered through modifying teacher's perceptions. Similarly, this 
view is supported by Violato et al. (1989). Hignite and Echternacht (1992) asserted 
that both teachers' perception and teachers' experiences play an essential role in 
promoting the incorporation of computers in the classroom. So far, two factors have 
been identified as being potentially important; positive perception and computer 
literacy of teachers, the existence of which would lead to technology integration. 
Given all that has been mentioned so far, Woodrow (1990) suggested that the 
teacher's perception has a drastic effect on teaching children regarding technology 
integration. Todman and Dick (1993) also highlighted that teacher's perception 
towards technology integration leads to fostering the quality of the children's 
experiences of the computer. 

Several studies thus far have linked student's perceptions with student's 
attainment, some of which concluded that there is a significant positive correlation 
between student achievement and student's positive perceptions (Office of 
Technology Assessment, 1995). 
 
Research Questions  

1. What are the Iranian EFL teachers' perceptions toward technology 
integrations? 

2. What are the barriers to implementing technology integration among 
Iranian EFL teachers? 

3. How are Iranian EFL teachers affected by technology integrations in 
EFL classrooms?  
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Methodology 
Research Design in Grounded Theory  

Grounded theory is a common design to perform in qualitative research 
design in order to generate theory and form data. The grounded theory is notionally 
flexible but can be a complicated methodology at the same time. In the present 
study, grounded theory, moving from data to theory, was applied as a foundation of 
research design. This methodology uses inductive method for qualitative study, and 
it begins with a question, as researchers review the data and ideas collected and 
tagged with codes, which have been extracted from the data.  The collected and 
coded data can be grouped into concepts, and then into categories. These categories 
may become the basis for a new theory. Glaser and Strauss (1967) indicated that the 
inductive approach is the most suitable way for emerging theory from social data. 
This is highlighted in the grounded theory model, illustrating that whether the theory 
has a relationship with an empirical situation or not. As indicated in figure 1, and 
since the nature of the study is exploratory, an inductive approach is adopted in this 
present study to analyze the data; the researcher firstly gathered the information 
from the interviewees’ observations based on which the theories were chosen.  
 
Figure 1 
Schematic Representation of Inductive Reasoning, Taken from Trochim & Donnelly (2006, p. 
17) 

 
 
Participants 

The participants of this qualitative study, as indicated in Table 1, were 10 
English language teachers (five males and five females), ranged in age from 26 to 
47, who voluntarily took part in this study. They majored in English language 
teaching at BA (N = 1), MA (N = 6), and PhD (N = 3). Three of them were 
university professors, two of them were teachers of public high schools, and five of 
them were teachers of private high schools and language institutions. The 
participants’ mother tongue was Persian and their teaching experience varied from 5 
to 30 years. They were selected based on purposive convenience sampling owing to 
the lack of the availability of enough participants. Their background knowledge of 
computers was also different; however, most of them had ICDL 1 and 2 certificates. 
According to Amado-Salvatierra et al. (2016), International Computer Driving 
License (www.ecdl.com) is a series of certificates which mainly focus on basic 
computer and digital literacy such as online and word processing fundamentals.  



118 / Iranian EFL Teachers’ Conceptual Pedagogical Perception of the Role of …/ Samira Arabzamani & … 

 

Table 1 
The Demographic Information of Interviewees 

Name Age Gender Qualification Teaching Experience Teaching Context 
Teacher 1 43 Male M.A 30 University 
Teacher 2 47 Male PhD 25 University  
Teacher 3 39 Female PhD 22 University 
Teacher 4 32 Female M.A 15 High School 
Teacher 5 32 Female M.A 12 Private Institution 
Teacher 6 29 Male M.A 11 High School 
Teacher 7 30 Female M.A 10 High School 
Teacher 8 29 Male PhD 10 Private Institution 
Teacher 9 26 Male M.A 7 High School 
Teacher 10 26 Male B.A 5 Private Institution 

 
Instruments 

In order to comprehend EFL teachers’ perceptions of the application of 
technology, an open-ended interview developed by Kim (2008) was adapted and 
applied. The original version of the interview consisted of 27 questions to which the 
researcher added another five questions (questions 28 – 32) in order to include the 
barriers with which Iranian EFL teachers confront. Subsequently, the content 
validity was checked and reviewed by two scholars in this field. It includes items 
about general information, the experience of teaching, instruction and motivation 
strategies, teachers’ perception, and teachers’ barriers in implementing technology in 
the classroom. To illuminate the conceptual map of ideas, the statements of 10 
participants were recorded and then transcribed in detail for further analyses. The 
analysis of the open-ended interview data was carried out through the use of Nvivo 
12 to extract the codes. In addition, the exploratory approach of thematic analysis 
was employed to analyze and decode the data, to highlight the themes and to 
illuminate relationships (See Figure 2). It should be noted that, the two scholars 
were full time professor in Golestan University, Gorgan, Iran. They have studied 
applied linguistics and TEFL for over 10 years and written several scholarly articles 
and books. Accordingly, in order to check the inter-rater reliability, the Cohen 
Kappa was applied and the results revealed that the two scholars had agreement on 
their judgement on the interview as an instrument. There was fair agreement 
between the two scholars, K = .733 (95% CI, .300 to .886), p < .0005. 
 
Procedures 

First, the interview questions by Kim (2008) were given to the participants 
in advance, and they were given a chance to ask any questions before taking part in 
the study. In the interview session, while participants conveyed their perceptions and 
thought in regards to the role of technology in classrooms in English, their 
statements were recorded by a digital recorder. Three of them were interviewed on 
the phone due their inability to have face to face connection. Each participant was 
interviewed for 30 minutes. The recorded interviews were transcribed by 
transcription websites (e.g. http://www.amberscript.com). It should be noted that the 
participants voluntarily enrolled in this study and signed a constant form; 
additionally, they were ensured about the anonymity and confidentiality of the data.  
 
Results 

This study promised to examine teachers' beliefs about computer use in the 
educational environment. To present and analyze the data, the Grounded Theory was 
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adopted in the present study. Employing thematic analysis, as indicated in Table 2, 
the data were coded into six groups, namely, teacher’s perception of computers, 
kinds of skill, kinds of materials, kinds of facilities, the experience of using 
computers, and barriers of using computers. 
 
Table 2 
Thematic Analyses’ Descriptions of Participants’ Interviews 

Theme Node/Theme 

Interviewee 1 

barriers of using computer and technology, lack of facilities 
in the university, school, institute, lack of knowledge of 
students, lack of knowledge of teachers, Experiences of using 
computers, having the certificate of computer, lack of a 
certificate of computers, Kinds of facilities Internet-based 
application, Social Media 

Interviewee 2 
Experiences of using computers, having the certificate of 
computer, Kinds of facilities Internet-based application, 
Social Media 

Interviewee 3 
barriers of using computer and technology, lack of facilities 
in the university, school, institute, Social Media, Experiences 
of using computers 

Interviewee 4 

barriers of using computer and technology, lack of facilities 
in the university, school, institute, lack of knowledge of 
students, lack of knowledge of teachers, Experiences of using 
computers, having the certificate of computer, lack of a 
certificate of computers, Kinds of facilities Internet-based 
application, Social Media 

Interviewee 5 
barriers of using computer and technology, computer, Kinds 
of facilities Internet-based application, Social Media 

Interviewee 6 

barriers of using computer and technology, lack of facilities 
in the university, school, institute, lack of knowledge of 
teachers, Experiences of using computers, having a 
certificate of computer, lack of a certificate of computers, 
Social Media 

Interviewee 7 

technology, lack of facilities in the university, school, 
institute, lack of knowledge of students, lack of knowledge of 
teachers, Experiences of using computers, having a 
certificate of computer, lack of a certificate of computers, 
Kinds of facilities Internet-based application, Social Media 

Interviewee 8 

barriers of using computer and technology, lack of facilities 
in the university, school, institute, Experiences of using 
computers. Lack of the certificate of computers, Kinds of 
facilities Internet-based application, Social Media 

Interviewee 9 

barriers of using computer and technology, lack of facilities 
in the university, school, institute, lack of knowledge of 
students, lack of knowledge of teachers, Experiences of using 
computers, having the certificate of computer, lack of a 
certificate of computers, Kinds of facilities Social Media 

Interviewee 10 

barriers of using computer and technology, Experiences of 
using computers, having a certificate of computer, lack of a 
certificate of computers, Kinds of facilities Internet-based 
application, Social Media 
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Based on open and axial coding of the qualitative data of interviews using 
NVivo12, the major theme of Teacher’s perception of technology emerged which 
included some sub-themes with either a direct or indirect relationship to a major 
theme. According to the results of open and axial coding of interviews, as indicated 
in Table 3, six categories has been identified as the main categories of technology 
integration. The sub-themes were categorized into kinds of materials, kinds of 
facilities, skills, experiences of using computers, and barriers of using computers 
and technology. The contextual conditions are factors like the lack of facilities in 
universities, schools, and institutes, which have a direct relationship to the major 
theme. In addition, causal conditions that have a direct effect on the major theme 
‘’teacher’s perception of technology” encompass the lack of teacher’s knowledge, 
skills as well as the experience of using technology. Therefore, they are the first and 
most important factors that have a significant impact on teacher’s perceptions. In 
general, kinds of skill, facilities, materials are called intervening conditions out of 
the teacher’s control. The rules have an indirect effect on “teacher’s perception of 
technology”. Therefore, these rules are not without any effect. The “skill” theme is 
called the mediating condition since it mediates between two themes and has a direct 
effect on the major theme (i.e., teacher’s perceptions of using technology) and a sub-
theme (i.e., kind of facilities).  
 
Table 3 
Categories and Subcategories of Frequency of Technology Integration 

Description  Interviewers Frequencies 
Barriers to Using Computer    and  Technology 10 29 
           Lack of Facilities in Universities, School, 
Institute 

6 15 

           Lack of Knowledge of Students 2 2                      
           Lack of Knowledge of Teachers 6 13 
Experiences of Using Computers     7 7 
           Having a Certificate of Computer 5 5 
           Lack of a Certificate of Computers 2 2 
Computer-Mediated-Communication                             0 0 
       Internet-Based Application      9 61 
       Social Media 8 37 
       Software 8 35 
       Technology 10 378 
Kinds of Materials                            10 22 
       Main Course             3 3 
       Supplementary Tool 9 19 
Skills                                               10 49 
Teacher's Perception of Computer 10 87 
       Positive Perception 7 75 
       Negative Perception  3 11 

Figure 2 depicts a more vivid thematic map of the data and conceptual 
understanding of all nodes. 
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Figure 2 
Research Conceptual Model According to Interviews' Analyses 

 
Responses to Research Question One 
1. What are the Iranian EFL teachers’ perceptions toward technology integrations? 

The participants’ views showed different themes for the concept of 
technology integration. In this respect, a variety of comments on technology 
integration can be described under positive and negative views.  

Negative Perception. In line with the integration of technology in the 
educational environment, the teacher's perception is considered as the essential 
fulcrum that has a pivotal effect on teaching. CALL in Iranian EFL classrooms 
illustrated several negative thoughts among Iranian EFL teachers. We would first 
like to highlight a negative theme raised by two participants (Interviewee 10 and 3); 
the conversation was as follows: "a good teacher is a teacher who can teach without 
any technology or computer." This teacher believes that teaching language is an 
interactive activity, one that is facilitated through face to face conversations since a 
conversation includes lots of hesitation, false start, and pauses as well as feedbacks 
given to interlocutors. Then, the time of conversation is short; it means, speakers do 
not have time to think. A speaker has to control thinking and emotion at the same 
time. In other words, using technology in an instructional setting cannot create a real 
environment at all. Other interviewee mentioned that "I believe that technology is 
only a machinery, a distracting tool. This is while language is a kind that, of course, 
must be communicated first via face-to-face means". They believe that although 
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well-established technologies are maturing, such as mobile devices, internet access, 
and smart boards that are accessible and available for foreign language learning, 
these innovations would just lead to an increase in learner's interest and motivation; 
however, the innovations provide inappropriate, shallow interactional opportunities 
and inaccurate comments leading to distracting learners from the learning 
environment. 

Positive Perception. It can be indicated that the use of technology has a 
negative and positive impact on education. In other words, access to technology is 
not the only criterion. Technology integration should have been applied in a way 
that facilitates learning. In this regard, eight out of ten teachers interviewed would 
like to integrate computers or technology into their materials; however, it appears 
the use of computers is bound up with teacher's perception, computer's skill, and 
knowledge. Therefore, most of the teachers said the cooperation of school and 
universities is an influential factor in the application of technology in teaching 
curriculum. This theme was presented by one of the participants: "I gain many 
benefits from using the computer to facilitate my process of learning." Based on this 
teacher' comments, the application of technology in instructional setting make 
student's motivation increased, and most of the silent student participate in learning, 
and therefore, they attain confidence. 

In this regard, interviewee 4 indicated :"I think the use of computers and 
the internet in the classroom is one of the fruitful things that has happened in the last 
century of teaching and I use the computer and the internet in my classroom most of 
the time as the main instruments. The creative role of the teacher is to update her/his 
method and create a new strategy for teaching. As times goes by, students become 
more interested in technology-based life; therefore, it is necessary to create 
computer-mediated communication. I employ Pen Pal-related activities for 
discussions and sometimes interact with students through WhatsApp. Students show 
enthusiasm to use social media in learning a language". In addition, the evolution of 
technology is beneficial to students for several reasons. It increases the efficiency of 
the teaching and learning process, and students can communicate with anyone who 
happens to be geographically speaking far. It also encourages individual learning 
and collaboration. 
 
Responses to Research Question Two 
2. What are the barriers to implementing technology integration among Iranian EFL 
teachers?  

Lack of Teacher’s Knowledge. Issues like low internet access, lack of 
alignment between teacher’s instruction and technology, and inconsistent computer 
availability of teachers make it difficult to use technology for teachers who are not 
capable of updating their knowledge. The main reason for teachers’ rejection of 
integrating technology in the classroom comes from the lack of awareness and the 
lack of the needed knowledge to implement technology with their instruction. 
Therefore, there is little motivation for teachers to adopt technology in classrooms. 
As interviewee 5 indicated, the lack of technical and theoretical knowledge is 
another barrier to the use of Computer-assisted Language Learning technology. Not 
only is there a shortage of knowledge about developing software to promote 
learning, but many instructors do not also understand how to use the new 
technologies. According to the conceptual map, the lack of teacher's knowledge is 
considered as a fundamental factor that has a direct effect on the main theme. For 
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instance, interview 2 said "as you know, since schools, universities, language labs do 
not have the needed facilities, teachers’ knowledge cannot be updated regarding 
technology-related instruction and, most of the time they left behind. They are not 
very advanced in this case". 

Additionally, as indicated in Table 3, six interviewees talked about the lack 
of teacher's knowledge as the most apparent barrier. For instance, Interviewee 9 
believed that “teachers go to computer-centered classes but they do not learn about 
how technology should be employed in their teaching process, how to use 
computers, how to use PowerPoint or how to connect to the internet". This problem 
was especially highlighted by the experienced teachers who had more than 10 years 
of teaching experience more than novice teachers. Such old and experienced 
teachers seem to be more in need of updated knowledge of teaching. Although 
technology cannot replace teachers, it provides new opportunities for enhancing 
student's knowledge. Technology-assisted learning seeks to remedy the problems of 
the educational process as well as facilitates the student's process of learning.  

Lack of Student’s Knowledge. As interviewee 4 put forward, 
"Encouraging creativity in the classroom is the main task of a teacher which powers 
their divergent thoughts with the ability to use computers and online tools. Providing 
opportunities for students to improve their language process through computers 
should be the key solution of classrooms’ issues. Some teachers may present these 
chances through tasks or group activities where every student's contribution is 
valuable to the development of their creative thinking as students attempt to describe 
a solution to a problem to another member of the group. As many students do not 
have facilities at home or do not entirely know how to use technology, they do not 
cooperate with teachers at all. In addition, families disagree with the application of 
technology, due to their belief that technology distracts students when learning. 
“Their technology knowledge is obsolete". He means that human beings live in a 
time that changes occur fast. The changes move rapidly and inhibit the appliance of 
conventional norms; as a whole, it will provide new opportunities for the future. 
Despite these rapid changes, integrating technology-assisted learning is an important 
issue that needs time and willingness of parents and students. As Interview 8 put it: 
"Not all students have any cellphones or laptops at home, moreover some families 
completely disagree with the students' use of technology or social media. In 
addition, most of the students' computer knowledge is low". As table 3 reveals, these 
two interviewees believed that the main factor that makes students be behind is their 
parents. Moreover, as a conceptual map illustrates, the lack of students' knowledge 
is subcategories of barriers of application of technology in the instructional setting. 

Lack of Facilities in the Institute, School, and University. Barriers of 
technology integration have been categorized differently. Lack of facilities in 
instructional environment is considered as a vital factor. As interviewee 2 stated "I 
told you schools, universities, language labs do not have the particular facilities, do 
not have technical facilities. They cannot provide them for teachers and students 
because of the financial problem; However, I have to keep up with a technology-
related instruction". He also mentioned that further research should be done to 
investigate the financial barriers. The cost of hardware, software, and staff 
development are high. Therefore, it can be stated that the cost could be a significant 
factor in technology development. Financial problems make university or school do 
not collaborate with teachers, and they cannot pay attention to the need of students 
and teachers to technology. As ideas extracted from interviewee 1 shows, "As I 
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heard from my colleagues, schools and institutions come up with the financial issue, 
so they cannot provide a technology-based setting for their students". She also added 
that successive increases in the intensity of the budgeting policies of universities is 
one of the significant issues that instructors encountered. In other words, several 
factors that inhibit use of technology in the classroom include low computer 
experiences, teachers’ the lack of knowledge, the lack of computer access, and the 
lack of access to resources. So these issues might lead to teachers, demotivation in 
implementing technology in classroom. 

As interviewee 9 believed, “There some students have now limited access 
to the internet in the region they are living. Most schools do not provide any 
technical equipment for teachers. They prefer budgeting on important resources at 
school instead of technology". He explained that it should be noted that now, the 
cost of technology-assisted learning might be conceived as high. Therefore, if the 
budgeting of technology-assisted learning is considered, it leads to the higher 
success of educational setting and instructional time. As Table 3 indicates, lack of 
facilities in the educational setting has the highest frequency in comparison with 
other barriers. It means that it is so hard without technical support teachers can 
overcome barriers of integrating technology. These technical failures make teachers 
resistant to new changes  
 
Responses to Research Question 3 
How are Iranian EFL teachers affected by technology integrations in EFL 
classrooms?  

The Technology was Used as the Main Course. Regarding the role of 
computer technology, all teachers stated that technology integration is beneficial for 
language learning; however, teachers had varied background experiences, so their 
aims and perception varied as well. In this respect, a variety of perspectives was 
expressed in these ten teacher’s perceptions of technology, and there were two 
emerging themes: employing technology as the main course or as the supplementary 
course. When the teachers were asked why they seek to apply technology, five 
teachers stated since technology expose the students to authentic text and 
meaningful communication, it acts as a motivator so that it ought to be taught as a 
mandatory course in the classroom. Therefore, the teacher must update their 
professional technological skills. In other words, technology integration foster 
student-centered learning. It means, in an instructional classroom, students 
themselves choose their learning materials, can make decisions on what kinds of 
skills must be improved and can adjust the speed of learning based on their own 
needs. Generally, it fosters meaningful learning. As Interview 4 noted, “The use of 
technology in the class makes students especially kids and teenagers motivated to 
have more eagerness to learn a language.  

Moreover, it helps them to be a better listener by providing them with 
authentic inputs, especially making them be familiar with new words and be familiar 
with the British and American accents. It also improves their speaking so they can 
find themselves motivated to speak and find new vocabularies and idioms that they 
need". Also, Interview 10 mentioned that "Let me have two types of teachers. 
Teachers who teach in state or private schools. You should especially teach teachers 
in public schools to use a computer the Smart board and projector in class and They 
must use them as a main course. To me, the use of the internet is not just as a 
teaching aid to solve the problems, but it must be seen as the main course". 
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The Technology was Used as a Supplementary Course. In contrast to 
teachers' voices above, one of the teachers argued that technology integration ought 
to be considered as having the peripheral role. More specifically, he believed that 
one intriguing feature of the teacher is teaching English without including 
technology in lesson plans. Moreover, four teachers believed that technology 
integration is an optional or supplementary tool, and technology's role is limited to 
particular contexts and language skills. That is, they emphasized teacher-centered 
learning. For instance, Interviewee 6 stated that "Yes, I use the computer only to 
play media or educational movies or to show students some pictures related to their 
lessons. I use technology as a supplementary instruction". As interviewee 8 
elaborated: "Policymakers and scholarly society are not ready for such developments 
and changes in teaching. In Iran, using social media or computers depends on the 
knowledge and motivation of teachers. In fact, due to the lack of teacher's 
knowledge, they use technology and computers as a supplementary course. 

Technology is a tool that can modify the system of teaching and learning. 
Today instructors want to implement technological tools in their teaching in order to 
facilitate level of learning. In a technology-rich classroom, technology just provides 
authentic conditions for learning. It does not mean students must learn technology. It 
is a means, not an end". 

How Technology was Integrated into the Classroom. The point of view 
of teachers concerning technology in the educational setting, some factors that 
constrained technology integration in the classroom are content, skills, time and 
frequency.  Interviewee 7 elaborated her restriction in applying of technology on the 
content and skill: “Technology-related softwares need special techniques. Some of 
them are very technical so that I use some parts of them related to my lessons. I 
myself cannot use them for all skills or lessons. I am not very technical. Teachers 
have to somehow make students learn to employ technology”. 

In fact, as the online databases of English, for translating Persian to English 
or English to Persian while I am teaching, for example, I personally use Parse online 
translator, Google translate, and Trados. This can be really fruitful for getting the 
meaning across at the time of story-telling or reading comprehension in my classes. 
Therefore, for translating a text, I can use the computer as an assistant. In addition, 
we can use a computer for writing a summary of that text on Microsoft Office 
Word”. 

Interviewee 2’s comment shows how to plan the use of technology for 
interpreting texts. Although she is not a technical teacher in order to integrate 
technology for all skills evenly, she believed technology fosters writing skills. 
Overall, Teachers’ perception on the application of technology contradicts entirely 
the point of views of integrative application of CALL (Warschauer & Healey 1998) 
and constructive strategies of applying of technology (Jonassen et al., 1999). As a 
whole, as mentioned, the implementation of technology was restricted in term of 
time, frequency and skill.  
 

Discussion 
The findings of this study confirm and extend the indications of previous 

literature about the complications of integrating technology into classrooms despite 
the positive aspects that most of the candidates mentioned. As stated by Bishop and 
Spector (2014), teachers’ perception is a key factor to consider in regards to the 
integration of technology. While the majority of the interviewees believed in the 
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efficiency and the convenience of technology, there was a general consensus that 
functionality can only be achieved with adequate knowledge, perception, and skill. 
Technology integration seems to highly influence the teacher’s perception about 
students’ learning. They believed that technology-based classrooms motivate and 
foster students’ computer literacy and enjoyment. Also, other positive outcomes of 
technology integration are the increase of student-centered learning and the 
development of four skills simultaneously. However, there are some concerns about 
barriers of applying technology in the classroom including applying low-level 
technological means like composing text in Microsoft Word, checking the 
vocabularies’ translations in dictionaries on cellphones, playing music and movies, 
and presenting lessons by Microsoft PowerPoint.  

Moreover, according to our findings, some believed that the use of 
technology is in contrast with the traditions of teachings, making the whole process 
less authentic as, according to their beliefs, teaching must be done via face-to-face 
means. They also claimed that the integration of such means would dismiss the 
importance of contextualization due to the limiting factors when it comes to 
emotions and intellectual processes. Teachers’ knowledge also played a crucial role 
based on our findings which explains how the lack of the theoretical necessities 
would result in the rejection of technology. This lack of knowledge also concerns 
students as they will also be asked to incorporate such means. 

Additionally, the application of technology and the internet in the 
classroom were controlled and confronted with some barriers like the lack of budget, 
facilities, and educational setting rules being out of teachers’ control. Also, some 
teachers mentioned that ethical considerations of parents and students lead to the 
diminishing of the teacher’s interest. While many of the families believed in the 
benefits of the integration of technology, some view it as a detrimental tool that 
would distract students when learning due to the many layers the utilization of 
technology has other than the educational ones. 

  The findings of this study show that technology-integrated education plays 
a significant role in instruction for Iranian EFL learners. Another crucial issue is 
how to apply technology to education. Technology alone does not make a difference 
for attaining such desirable outcomes, and teachers should also consider the variety 
of technology-based pedagogies as a benefit for related content, too, as it is noted in 
several studies like Jimoyiannis (2010), Koehler and Mishra (2009), and Usluel et 
al., (2007).  

Jimoyiannis (2010) studied the perceptions of science teachers’ program 
regarding the integration of the ICT in a classroom context. In Greece, there was a 
program called Technological Pedagogical Content Knowledge (TPACK) which 
was questioned from science teachers. They interviewed an overview on science 
instructors’ program on teachers’ perceptions. They found out that there were 
successes but they also met some challenges on the way of using technology 
integrated programs in the classroom which shows positive understandings with this 
study and the current study.  Also, Koehler and Mishra (2009) had a similar study on 
TPACK. They interviewed the teachers’ perceptions toward technology. They found 
out that the challenges divided into three frameworks into content, pedagogy and 
technology. Therefore, it can be stated that the findings of this study is in the same 
line with the current study.  

Furthermore, Raygan and Moradkhani (2020) had a related study on 
TPACK. They examined the influence of TPACK, school climate, and perception on 
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the success in technology integration in EFL classes with the use of data collected 
from 209 Iranian EFL teachers. They found out that perception had a significant 
impact on technology integration, concluding that positive perception would 
contribute to an effective integration. To attain this perception, teachers must 
become familiarized with technology and become experienced. In addition, the 
accessibility of equipment is also a major factor to consider in regards to such 
perception. Nevertheless, TPACK, as stated by the authors of this study, remains the 
most powerful predictor for technology integration, meaning that without sufficient 
TPACK, teachers may still feel uncomfortable with the concept of technology 
integration, which further supports the findings of the present study. 

Another related study was investigated by Usluel et al. (2007). In this study 
they studied on ICT with regards to different affective factors such as level of 
education and age on 590 teachers in Ankara. They gathered the information 
through a developed questionnaire to understand the amount of different technology 
integrated applications used such as word processors, search engines, databases and 
the Internet Explorer. They grasped that there were some obstacles such as lack of 
internet connection and the absence of teachers’ knowledge concerning of how ICT 
can be implemented in language teaching context. Finally, in order to overcome this 
obstacle, teachers must be trained and supported. Providing the conditions of 
needed-based technology for them is constructive. So these conditions make 
teachers take account of the role of technology integration in their own desired 
outcomes.    

Last but not the least, Ding et al. (2019) studied on Chinese EFL teachers’ 
perception toward technology integrated classes on 12 secondary-level EFL teachers 
on three dimensions namely skill-based, rule-based and function-based. The findings 
revealed that most of teachers dealt with issues such as technological content-
specific materials. Also, this study supports the findings of the current study.  
 

Conclusion 
To conclude, the barriers toward using technology in the classroom can be 

divided into different stages, such as having the proper knowledge to use technology 
among EFL teachers, and it should be noted that this issue rooted in educational 
process in universities. On the other hand, the lack of technological equipment can 
be another barrier for EFL teachers. Therefore, they cannot shift from the low level 
of technologies to high levels owing to their lack of enough technology-based 
knowledge, it means they cannot overcome the technical obstacles of technology 
integrations.  

The findings of this study could theorized that (1) pedagogical beliefs (2) 
technological knowledge and (3) technological facilities were thematically presented 
with respect to the participants’ interviews. That is to say, the following illustrations 
have shown that integration of technology in Iranian EFL context is related to these 
three variables.   

Data analysis revealed that the personal attributes and skills could be vital 
stages of technology integration in Iranian EFL context. Similarly, the lack of 
appropriate and useful training and professional development opportunities for 
Iranian EFL teachers and, the lack of outside support, teachers were concerned about 
selecting and integrating technology with the administrators’ pedagogical beliefs. 
Accordingly, these lack of training leads to utilization of non-practical and 
knowledge-based content. This provides several barriers on application of reliable 
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and useful technology integration. Also, based on the participants’ perceptions, 
along with the lack of technological facilities, these three variables were mentioned 
as the major obstacles. Finally, based on the following statements, it could be stated 
that pedagogical beliefs, technological knowledge and facilities creates an advanced 
technological integration in EFL classrooms.   

As for the implications, the following study had some implications for 
educational decision makers, textbook authors and EFL teachers. Accordingly, 
based on the results of this study, if decision makers in Ministry of education paid 
more attention on understanding a more interactive use of technology for teachers, 
there would be less issues for teachers in terms of applying technology in their 
classroom. Also, educational textbook authors could use the results of this study to 
find out what an EFL teacher thought of the interference of traditional teaching 
(textbooks) and the modern version of teaching (using technology). Finally, Iranian 
EFL teachers could benefit from the results of this study since this study revealed 
the in-depth perceptions of Iranian EFL teachers in terms of using technology and 
their solutions to deal with the in-class technological problems which could pave the 
way for them to enhance their classroom’s experience of applying technology.  

This study also encountered some limitation during its administration. 
Among the main limitations of this work, the use of interview which was adapted by 
the researchers to collect information could be noted as limitation of the study since 
the use of interviews has some shortcomings in quantitative measurement.  The 
second main limitation is the representativeness of the study samples. The teachers 
who participated in this study did it were chosen based on the convenience 
sampling, so there was no random selection involved to ensure that the sample was 
representative of the study population. Therefore, caution is needed when 
generalizing these results. The delimitations of the study can be divided into two 
main categories. First, in order to make it feasible, Iranian EFL teachers who had 
basic understandings of technology integrated in language teaching were chosen to 
participate in this study. Second, although the usage of technology in language 
teaching can be examined in various variables of teaching context, the current 
research only studied teachers’ perceptions toward technology.  
 
Suggestions for Further Research 

This study followed the qualitative designs to find out the answer to the 
research question, another study with quantitative design can help the scholars and 
teachers to find out numerical understandings on the perceptions of Iranian EFL 
teachers toward technology integration in Iranian EFL teaching context.   
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Appendix A 
Kim (2008). Beyond Motivation: EFL-ESL Teachers' Perceptions of the Role of 

Computers 
Cleveland State University 
General Information 
1. Would you tell me about your computer skills? Could you name the computer software 
programs that you can use? 
2. Have you taken any courses related to computers? If any, what are the names of the 
courses? 
Experience of Teaching 
3. Would you tell about your ESL/EFL teaching experience briefly? 
Experience of Using Computers 
4. Have you used computers in your teaching? How did you use computers in your teaching, 
if you have? 
Using Computers in Language Teaching 
5. What do you think of the roles of computers in language teaching? 
6. What are the benefits of using computers in language teaching? 
7. Are you planning to use computers in your teaching in the future? If yes, how are you 
going to use computers in your classroom? 
8. Can you give me some examples of how you are going to use computers in your teaching? 
Teacher Beliefs 
9. Do you think technology-enhanced learning can better prepare students for 21st century? 
Explain your viewpoint? 
10. What is motivating you to use technology the amount you do? 
11. What is motivating you to use the math software the amount you do? 
Teacher Perception 
12. Do you know how much usage the product provider recommends? How much do you 
think the product should be used per week? 
13. How much professional development did you receive related to this software? 
14. How are you using the software? 
15. How do you know when to use the software? 
Instructional Strategies 
16. What are some ways you have helped students view technology as a learning tool? 
17. How do you incorporate technology into your instruction? 
18. What did you do to incorporate software into your instruction? 
19. What are some ways that you have been able to use technology to enhance student 
learning? 
20. Do you encourage collaboration and creative thinking? If so how? 
Motivation Strategies 
21. How are students using the software? 
22. How often do you check student progress? 
23. Do students use this software at home? 
24. What strategies do you use to motivate and encourage students? 
25. What strategies do you use to keep students engaged? 
Change Management 
26. In your school or classroom, what strategies were used to manage this change to your 
instruction? 
27. What instructional or management strategies do you use to integrate technology in your 
classroom? 
Iranian teachers 
28. What barriers do Iranian Teachers face up with using computers? 
29. How do Iranian teachers relate course and material to computer? 
30. What strategies do Iranian teachers use to homogenize the level of computers' knowledge 
of students? 
31. Which skill is greatly promoted through computers? 
32. Do Iranian teachers use the computer in their teaching as an important course or as 
supplementary material? 
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Abstract 
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indicating higher error rates in *plural subject NP + is configurations than in *singular 
subject NP+ are ones. Yet, proficiency seems to be a strong predictor of L2 learners’ 
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Hypothesis (McCarthy, 2007; 2008; 2012). 
 
keywords: feature clash errors, omission-commission asymmetry, singular-plural asymmetry, 
subject-verb agreement, underspecification errors  

                                                            
1 Assistant Professor, Department of English Language, Lamerd Branch, Islamic Azad 
University, Lamerd, IRAN. es.safaie@iaulamerd.ac.ir; safaie124@yahoo.com 
 
DOI: 10.22051/LGHOR.2021.34969.1438 



138 / Locating the Source of Number Agreement Errors in Intermediate-to-Advanced …/ Ebrahim Safaie 

 

Introduction  
It has often been a common observation that Subject-Verb (S-V) agreement 

poses a protracted difficulty for adult Second Language Learners (L2ers). This has 
robustly been reported in both Second Language Acquisition (SLA) (Eubank & 
Grace, 1998; Prévost & White, 2000; Herschensohn, 2001) and L2 processing 
research (Chen, Shu, Liu, Zhao, & Li, 2007; Ojima et al. 2005; Jiang, 2004; 
McDonald, 2006; Sato & Felser, 2010). Importantly, growing evidence from the 
study of S-V agreement processing during L2 listening and reading has shown that 
L2ers’ difficulty with agreement may not be a purely production-specific problem 
because they are also less sensitive to S-V agreement than native-speakers (NSs) are 
during L2 comprehension (e.g., Wakabayashi, 1997; McDonald, 2006; Chen et al., 
2007; Jiang, 2004; Safaie, 2015; Sato & Felser, 2010), as in (1) and (2).  

(1) The price of the car was/*were too high.      (Chen, et al., 2007, p. 163) 
(2) I hear that Tom goes/*go to the pub every night. (Wakabayashi, 1997, p. 160) 

Two missing gaps are observable in L2 processing research on S-V 
agreement compared to SLA research. First, while the majority of the 
aforementioned SLA studies have focused on S-V agreement with both thematic 
verbs and copula be in a single study, in L2 processing, separate research has 
focused on one or the other, but not on both in a single study. For instance, L2 
processing studies on agreement have only tested either copula be (e.g., Chen et al., 
2007; Jiang, 2004; Tanner, et al., 2012) or thematic verbs (e.g., Armstrong et al., 
2018; McDonald, 2006; Ojima et al., 2005; Sato & Felser, 2010; Wakabayashi, 
1997) ignoring the potential effects of verb type differences on L2 processing of S-V 
agreement.   Given that a fully-fledged L2 processing account of S-V agreement 
should ideally include the effect of both verb types, it is surprising that no L2 
processing studies to date have been specifically designed to examine both verb 
types in a single study so that they can develop a comprehensive perspective 
regarding L2 processing of S-V agreement. Second, L2 processing research has not 
deemed the potential effect of markedness on L2 processing of S-V agreement. 
Under markedness theory, marked representations are more specified than unmarked 
ones which are underspecified. Therefore, unmarked representations should be 
processed with greater difficulty than marked ones. Ignoring the potential token 
frequency differences in the input and word-formation processes between copulas 
and thematic verbs, these two verb types are different in terms of markedness as will 
be discussed in detail later below. To the best of the researcher’s knowledge, L2 
processing research of S-V agreement has not been studied from this perspective.   
To fill the missing gaps in L2 processing research, this study aims at exploring 
L2ers’ variability in S-V agreement from the perspective of markedness theory 
using both verb types in a single study in Persian speakers of L2 English. To this 
end, both verb types (thematic verbs vs. copula be with their possible configurations 
when combined with both singular and plural subjects) are examined to see how 
L2ers treat them online in a Speeded Acceptability Judgment (SAJ) task when they 
are under added processing pressure.  

The current study is significant because, first, it tests both verb types in a 
single study.  This allows a unique way of exploring S-V agreement within a single 
participant.  Second, this study tests Persian speakers of L2 English. Persian as the 
L1 of the L2ers is highly inflected for both verb types. Thus, studying Persian 
speakers is likely to rule out the possibility that the variability might be related to an 
absence of similar features in the L1 as reported in some studies (e.g., Hawkins & 
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Chan, 1997; Franceschina, 2005). This is because features like person and number 
agreement have already been acquired via the L2ers’ L1 before the critical period is 
over. Third, this is the first study applying markedness theory to the L2 processing 
of S-V agreement.  

To apply the markedness theory, the present study tests the predictions of 
the Morphological Underspecification Hypothesis (MUH) (McCarthy, 2012; 2008) 
in the L2 processing of S-V agreement.  As a point of departure, after presenting a 
minimalist account of S-V agreement, the theoretical framework of the MUH is 
discussed along with evidence from the L2 processing research supporting the MUH 
predictions.  
 
The Minimalist Account of S-V Agreement with Thematic Verbs and Copulas 

Agreement is a computational process at the syntax-morphology interface. 
It is syntactic as it depends on lexical categories like N, V, etc. and involves 
MERGE and MOVE operations. It is morphological as it affects the forms of 
morphemes. Syntactically, for S-V agreement with both copulas and thematic verbs, 
successive applications of several MERGE operations lead to the formation of the 
basic skeleton in the syntactic component (Franck et al., 2006), as displayed in 
Figure 1 (in the tree diagrams, details are omitted for simplicity). Afterwards, the 
unvalued person and number features [u-Pers, u-Num] of T(ense) are valued by the 
already valued features of the subject phrase demonstrated with solid trace lines. 
Then, in the Phonetic Form (PF) component, HEAD MOVEMENT rules operate in 
different directions depending on the type of the verb to spell out their phonetic 
representations.  Copulas raise to T position to receive their feature values from T. 
But thematic verbs stay in situ and are inflected via affix-hopping/lowering 
(Radford, 2009), as illustrated with curved trace lines for both verb types. 
 
Figure 1 
Tree Diagram Displaying Raising Possibilities 

  
a. Verb-raising b. Affix-lowering/hopping 

 

It should be pointed out in passing that several SLA researchers, (Ionin & 
Wexler, 2002; Prévost & White, 2000) suggest that, in the initial stages of learning 
L2 English, more efficient use of copulas than inflected thematic verbs is due to the 
different raising possibilities of these two verb types. That is, L2 beginners master 
suppletive be forms which raise to T but not 3rd person singular present tense affixal 
–s which lowers to T leading to a suppletive-affixal asymmetry (i.e., L2ers’ easy 
mastery of S-V agreement with suppletive be forms than that with thematic verbs). 
If this argument is true, L2ers at the higher stages of learning should not have 
problems in S-V agreement with both verb types, because they should be beyond 
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this initial stage. However, these types of problems persist even for advanced L2ers 
as will be discussed later below. 
 
Morphological Underspecification Hypothesis 

Using a recent theoretical framework in morphological theory, known as 
the Feature Geometric Hypothesis (Cowper, 2005; Harley, 1994; Harley & Ritter, 
2002) McCarthy (2007; 2008; 2012) suggests the MUH to account for L2 variability 
in agreement features like person, number, and finiteness. For instance, the Feature 
Geometric Hypothesis posits that L1 acquirers pick up feature categories like person 
and number which are made up of feature values. These features gradually become 
hierarchically organised with privative values (as opposed to binary, e.g., [+plural], 
[−plural]) in the mental lexicon such that one member is marked or specified while 
the other is unmarked and thereby default or underspecified.    

As illustrated in Figure 2 below, for Person/Number agreement, unmarked 
features (underlined forms) are realised as underspecified feature values, compared 
to more marked or specified features (not underlined). To contrast 1st and 2nd 
person, Addressee as the 2nd person is more marked than Speaker as the 1st person, 
i.e., 2nd person is marked relative to 1st person, which is unmarked. However, 
relative to 1st and 2nd person, 3rd person is assumed to be universally unmarked. 
That is why 3rd person is absent from the PARTICIPANT node. To contrast singular 
and plural number, INDIVIDUATION representing number, is an organising node 
encompassing its daughter nodes, namely Group ([plural]) which is marked, relative 
to the Minimal ([singular]) feature which is unmarked. Note that the marked or 
specified feature value is encoded by an additional node (i.e., the presence of Group 
and Addressee) while unmarked ones lack additional nodes (here they are 
underlined to demonstrate their absence from the mental lexicon).  

 
Figure 2 
The Feature Geometry for S-V Agreement (extracted from Harley & Ritter, 2002) 

 
 

It is postulated that marked feature values are learned later than unmarked 
ones because they consist of more nodes than unmarked ones. So for the 
developmental stages of number learning, following Harley and Ritter (2002) for the 
L1 grammar, McCarthy (2012, p. 34) further assumes that the early L2 grammar 
learns Individuation instantiating Singular in (3a) before the later L2 grammar learns 
Group representing plural in (3b) because Group has an additional node and more 
marked than Singular which is unmarked and absent from the mental lexicon. 
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 Early L2 grammar Later L2 grammar 
 
(3) 

  

 
 

Accordingly, under the MUH, McCarthy (2007; 2008; 2012) argues that L2 
morphological errors involve a systematic substitution of unmarked (i.e., 
underspecified) forms as defaults across comprehension and production. For 
instance, McCarthy  (2007) tested S-V number agreement in intermediate-to-
advanced L1 English speakers of L2 Spanish (N=13) via a production task 
(interview). Following the Feature Geometric Hypothesis (Harley & Ritter, 2002), 
she found a singular-plural asymmetry in that advanced L2ers committed 
underspecification errors (92%) in (e.g., *Los italianos puede entender un poco “The 
Italians PL can 3SG understand a little (Spanish)”) in which they selected singular 
verbs (i.e., unmarked/underspecified forms) preceded by plural subjects.  This is in 
contrast to errors of feature clash which constituted only (8%) of L2ers’ data (i.e., 
L2ers selected plural verbs (i.e., marked/specified forms) to substitute singular verbs 
preceded by the singular subjects, e.g., *he are). See more evidence for the MUH 
from L2ers of Spanish (López Prego & Gabriele, 2014; McCarthy, 2012) and 
German (Slabakova, 2009). As for the L2 processing of S-V agreement, to the best 
of the researcher’s knowledge, there have been no studies testing the MUH. Thus, 
after discussing English verbs in terms of the Feature Geometric Hypothesis, 
evidence will be provided from the existing processing research on L2 English 
which seems to support the MUH.   
 
Feature Geometric Hypothesis: Thematic Verbs vs. Copulas of English 

Given the assumptions of the Feature Geometric Hypothesis, the marked-
unmarked relations shown in Table 1 are applied to the verbs of English. In 
SUBJECT + COPULA BE (S-VC) dependencies, for person with participant as its 
feature category, non-3rd persons (participant) are marked but 3rd is universally 
unmarked. For number with individuation as its feature category, plural (Group) is 
marked but singular (Minimal) is universally unmarked. For FINITENESS in 
SUBJECT + THEMATIC VERB (S-VT) dependencies, following Cowper (2005), 
the non-finite form is unmarked relative to the finite form which is marked (for a 
detailed discussion of the range of markedness criteria, see Harley & Ritter, 2002).   
 
Table 1 
Summary of Markedness Relations in Feature-Geometric Theory 

Verb type Feature category Marked Feature value 
Unmarked Feature 
value 

Person (PARTICIPANT) Non-3rd (=1st or 2nd) 3rd  
Copula be 

Number (INDIVIDUATION)  Plural (Group) Singular (Minimal) 
Thematic verb FINITENESS Finite Nonfinite 

Note: This summary was taken from McCarthy, 2012, p. 33, but applied to verbs of English 
with some modifications. 
 

Drawing on the Feature Geometric Hypothesis to explain L2 morphological 
variability, the MUH holds that “L2 errors are instances of underspecification, not 
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feature clash” (McCarthy, 2008, p. 467; 2012, p. 33). For concreteness, as illustrated 
in Table 2, for thematic verbs, errors of underspecification refer to omission errors 
where non-finite unmarked forms substitute finite marked forms, as in *She speak, 
in obligatory contexts. Feature clash occurs where an incorrectly marked form gets 
inserted, as in *They speaks, when such a form is not obligatory. For copulas, 
[singular] is universally unmarked compared to [plural] which is marked. This 
means that when the subject is singular and the copula be is plural [are] this is an 
instance of feature clash because the syntactic context changes from an unmarked 
form [singular subject] to a marked form of the verb [plural copula be]. In contrast, 
when the subject is plural and copula be is singular [is], this is an instance of 
underspecification because the syntactic context changes from a marked form to an 
unmarked form.   
 
Table 2 
Error Types Based on Markedness Relations in Feature Geometric Theory 

Verb type Error type Example Predictions 

Underspecification  
Marked Unmarked 

Finite  Nonfinite 
e.g.*She speak 

More errors with 
nonfinite underspecified 
forms (speak) 

Thematic 
verb Feature clash 

Unmarked Marked 
Nonfinite Finite 
e.g.*They speaks 

Fewer errors with finite 
specified forms (speaks) 

Underspecification  
Marked Unmarked 

Specified(PluralNP) 
Underspecified (Singular 
is) e.g. *The spoons is …  

More errors with 
underspecified forms (is) 

 
 
 
Copula be 

Feature clash 
Unmarked  Marked 

Underspecified (Singular 
NP) Specified (Plural 
are)e.g. *The spoon are … 

Fewer errors with 
specified forms (are) 

 
Evidence for the MUH from L2 Processing of English S-V Agreement 
Thematic Verb 

According to the top part of Table 2, L2 processing studies using thematic 
verbs show that L2ers exhibit different patterns depending on their proficiency 
levels consistent with the predictions of the MUH. Whereas intermediate L2ers are 
not sensitive to either error type, advanced L2ers are sensitive to errors of feature 
clash but not to errors of underspecification. For instance, in an Event-Related 
Potentials (ERP) experiment, Ojima et al., (2005) investigated ERP responses to S-V 
agreement violations (e.g., *Turtles moves slowly vs. Turtles move slowly) in L1 
Japanese L2ers of English who were either moderately (intermediate) or highly 
proficient (advanced). Like the NSs who were sensitive to errors of feature clash by 
showing a biphasic LAN-P600 pattern, the highly proficient L2ers were sensitive to 
them by showing a LAN (but no P600) typically associated with syntactic 
processing. In contrast, the moderately proficient L2ers were not sensitive by 
showing none of the ERP components. (see also Rossi et al., 2006) in which the NSs 
and the high proficiency learners (L1 Italian learners of L2 German & L1 German 
learners of L2 Italian) showed a LAN and a P600 effect in response to feature 
clashes in S-V agreement, and Armstrong et al.’s (2018) study, in which both NSs 
and intermediate-to-advanced Chinese L2ers of English, showed a P600 effect in 
response to errors of feature clash, as in The cookies taste/*tastes …).   

Likewise, behavioural studies such as Wakabayashi (1997) and Sato & 
Felser (2010) showed that whereas advanced L2ers were not sensitive to errors of 
underspecification they were sensitive to those of feature clash in S-VT 
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dependencies. Studying L2ers’ online sensitivity to S-V agreement, Wakabayashi 
(1997) focused on ungrammaticality caused by overuse (i.e., errors of feature clash) 
and omission of 3rd person singular present tense –s (errors of underspecification) 
by using a Self-Paced Reading (SPR) task. NSs and two groups of L2ers (advanced 
& intermediate Japanese L2ers of English) were tested. The results revealed that 
NSs were sensitive to both error types. As for L2ers, whereas the intermediate 
Japanese L2ers of English (JLE) were insensitive to both errors of 
commission/feature clash and omission/underspecification errors in number 
disagreement, the advanced JLEs were insensitive only to omission/ 
underspecification errors. Similarly, Sato and Felser (2010) investigated sensitivity 
to omission errors in S-V agreement vis-à-vis case violations (S-V agreement: *He 
frequently yawn vs. Accusative case: *He admires she) in intermediate-to-advanced 
L2ers of English from three typologically different L1 backgrounds (German, 
Japanese, Chinese) using a SAJ task. The results showed that all L2ers, 
independently of their L1s, were less sensitive to S-V agreement (i.e., an 
underspecified form like yawn) than case violations, see also McDonald, 2006, for 
similar findings. Summarising, in line with the MUH, for thematic verbs, these 
observations may suggest that morphological underspecification is more likely to be 
the source of variability in L2 processing of S-V agreement and proficiency seems 
to modulate it.  
 

Copula be 
According to the bottom part of Table 2, (except for Jiang’s (2004) study) 

L2 processing studies on S-V agreement with copula be, show a singular-plural 
asymmetry; L2ers perform better in *singular subject NP + plural copula be 
configurations (errors of feature clash) than in *plural subject NP+ singular copula 
be ones (errors of underspecification).  

Using an SPR task, Jiang (2004) examined S-V agreement in NSs and a 
group of Chinese intermediate L2ers. In his experiments 2 and 3, he tested S-V 
agreement violations in four conditions, as in The bridges to the island were about… 
(Subject PL + Attractor SG + Verb PL (PSP)) vs. *The bridge to the island were 
about… (Subject SG + Attractor SG + Verb PL (SSP)) and The bridge to the island 
was about… (Subject SG + Attractor SG + Verb SG (SSS)) vs. *The bridges to the 
island was about… (Subject PL + Attractor SG + Verb SG (PSS)). The results 
showed significant longer RTs at the verb and the following region for the NSs. As 
for the L2ers, while they also showed longer RTs at the same regions (even longer 
than the NSs) but their results were not significant. Note, however, that Jiang’s study 
can be criticised for a couple of reasons. First, the comparison of PSP with SSP 
conditions resulted in slowdowns on the verb region for both NSs and L2ers but NSs 
showed only significant results in participant analysis but not item analysis. So, both 
groups almost converged because SSP is an instance of feature clash as the syntactic 
context changes from an unmarked singular subject NP to a marked plural copula be 
form. The comparison of SSS with PSS, however, resulted in a NS-L2er contrast. 
Perhaps this is because the PSS condition is an instance of underspecification error 
(because the syntactic context changes from a marked plural subject NP to an 
unmarked singular copula be form) and this kind of error is committed by the NSs, 
too.1 Thus, L2ers almost performed better in SSP than in PSS showing a singular-

                                                            
1 According to the CORPUS OF CONTEMPORARY AMERICAN ENGLISH (COCA) 
database (Davies, 2008) configurations like *Subject NP PL + is (e.g., *The spoons is), show a 
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plural asymmetry. Second, regarding the statistical analyses used, Jiang’s study is 
questionable because although L1 group (NSs vs. Chinese) was an independent 
between-group factor, the data were analysed separately for each group. That is, by 
using a within-condition design, separate paired t-tests were used for each condition 
and each group. Consequently, it is not clear whether groups were different if a 
mixed design had been used. 

However, in contrast to Jiang’s study1 which was claimed to show 
L2ers’reduced sensitivity to S-V agreement in S-VC dependencies, Tanner et al. 
(2012) found their native-like sensitivity. They used ERPs in a study of L2 
agreement processing testing native speakers and advanced L1 Spanish L2ers of 
English. The critical ungrammatical items (*The key to the wooden cabinet are rusty 
(Subject SG + Attractor SG + Verb PL (SSP)) and (*The key to the wooden cabinets 
are rusty (Subject SG + Attractor PL + Verb PL (SPP)) had a singular subject and a 
plural verb which are instances of feature clash because the plural copula are is  
marked and thereby clashes with the [singular] feature of the subject, hence no 
processing difficulty for advanced L2ers (following McCarthy, 2007; 2008; 2012). 
Similarly, using eye tracking, Lim and Christianson (2015) found that both NSs and 
higher proficiency Korean-English L2ers were sensitive to agreement violations 
(The teachers who instructed the student were very strict (PSP) vs. *The teacher 
who instructed the student were very strict (SSP). Note that the ungrammatical 
critical items had singular subjects and plural copula verbs, hence these are instances 
of feature clash. Altogether, it can be concluded that in these studies a singular-
plural asymmetry was observed; L2ers were better in singular subject NP + plural 
copula be configurations (errors of feature clash) than in plural subject NP+ singular 
copula be ones (errors of underspecification).  

Summarising, the results of L2 processing studies of S-V agreement in 
thematic verbs and copulas can provide compelling evidence for the MUH, hence 
morphological underspecification is the culprit for variability in S-V agreement. 
Additionally, the L2 processing studies revealed the paramount role of L2ers’ 
proficiency. Whereas moderate L2ers were not sensitive to either violation type, 
advanced L2ers were sensitive to marked feature values (i.e., errors of feature clash) 
but not to unmarked feature ones (i.e., errors of underspecification). 
 
This Study  

Building upon the MUH (McCarthy, 2007; 2008; 2012), the present study 
explores sensitivity to S-V agreement errors (underspecification & feature clash 
errors) in the intermediate-to-advanced L2ers and NSs of English using different 
verb types (copulas vs. thematic verbs). This was investigated by measuring the 
L2ers’ reactions to errors (ungrammatical forms) in an online SAJ task. The focus is 
on errors because the existing research shows that L2ers might not have problems 
with correct forms of S-V agreement in grammatical items for which verbs are 
inflected accurately (Lardiere, 2007; McCarthy, 2012; 2008; Prévost & White, 

                                                                                                                                            
co-occurrence frequency of 0.06 (per million) words in the COCA corpus (1990-2012). 
Moreover, the British National Corpus shows a co-occurrence frequency of 0.20 (per million) 
for *Subject NP PL + is. 
1 Chen et al. (2007) also tested Chinese L2ers using ERP components. However, as the 
researchers themselves pointed out, their study did not “examine the S-V agreement errors 
actually made by L2 learners” (p. 171), rather they studied agreement attraction for which 
NSs have been documented to show errors (see e.g., Pearlmutter, et al. 1999).  
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2000). Moreover, the SAJ task was used because processing pressure seems to be a 
potential factor giving rise to L2 variability (Ionin & Wexler, 2002; Prévost & 
White, 2000). According to the existing L2 processing research and the MUH 
discussed above, the following questions and predictions are explored:  

Question 1: Are L2ers more sensitive to errors of feature clash than 
underspecification? 

Prediction 1: According to the MUH, “L2 errors are instances of 
underspecification, not feature clash” (McCarthy, 2008, p. 467; 2012, p. 33) (cf. 
Table 2).  

Question 2: Does proficiency modulate their sensitivity to these two error 
types?  

Prediction 2: Proficiency is a key factor in their sensitivity to error types.   
 

Method 
Instrument 

Speeded Acceptability Judgment (SAJ) Task. A SAJ task requires that 
participants react to the acceptability of stimuli as quickly and accurately as 
possible. Stimuli are broken into words or phrases and presented at a very high-
speed rate. This task uses a Rapid Serial Visual Presentation (RSVP) mode which 
presents one word at a time for an exactly short period.   

Insensitivity leads to higher error rates in ungrammatical items relative to 
sensitivity which results in lower error rates. (McElree & Griffith, 1995).  This task 
is useful for studies exploring implicit processing (Schütze, 1996; Ellis, 2005). This 
is because the added time pressure in this task may make the effect of explicit 
knowledge or metalinguistic judgments less likely to influence L2 response 
behaviour. Additionally, an SAJ task is appropriate to see whether processing 
pressure is likely to cause L2 variability  
 

Participants  
Thirty-two L1 Persian speakers of L2 English (19 males; 13 females; 1 left-

handed) were recruited from among the Iranian student community at the University 
of Essex and Manchester. All participants had a normal or corrected-to-normal 
vision. All non-native participants were residents in the UK at the time of testing 
and, on average, had been exposed to British English for a mean of 2.39 in years. 
The bio-data and their mean proficiency scores as measured by the Oxford 
Placement Test (OPT) (Allan, 1992) are given in Table 3.  The learner group scored 
above 65 which corresponds to the intermediate-to-advanced level on the OPT scale. 

This is the minimum requirement for L2ers’ participation in this study. 
 

Table 3 
L2ers’ Bio-Data and OPT 

 Mean SD Range 
Age (years) 27.28 3.5 22-34 
Age of onset 
(Age of first exposure to English in years) 

11.28 2.29 6-17 

Length of residence (years) 2.39 1.28 0.6-5 
OPT (total 100) 79.18 7.47 65-93 

OPT: Oxford Placement Test 
This experiment was also administered to a control group of thirty-three NSs of English 
(mean age: 23.54, age range: 18-33, 21 female, 12 male) recruited from among the students of 
the University of Essex, who were paid a small fee for their participation.  
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Materials  
In the SAJ task, participants made acceptability judgments for 106 

sentences, each seven words long. Thirty-two were experimental items relevant for 
testing thematic verbs (N = 16) vs. copula be (N = 16), 16 for testing simple past 
tense verbs, and 58 were fillers. Out of 32 experimental items, 64 sets of 8 
conditions, as in (4) and (5), were distributed in 4 lists based on a Latin Square 
design for each verb type totaling 128 experimental items.  

Items for the thematic verb, as in (4), were made by the researcher and 
assessed by NSs to see if they were acceptable in English.  They were twenty 
sentences, which were modified and reduced to 16 after NSs’ recommendations. 
Items for the copula be condition, as in (5), were a modified version of Pearlmutter 
et al.’s (1999).1 

 
T-SSS G The boy in the house quarrels frequently. 
T-SSP U * The boy in the house quarrel frequently. 
T-PSP G The boys in the house quarrel frequently. 

(4) 

T-PSS U * The boys in the house quarrels frequently. T
he

m
at

ic
 

V
er

bs
 

C-SSS G The slogan on the poster is expressive. 
C-SSP U *The slogan on the poster are expressive. 
C-PSP G The slogans on the poster are expressive. 

(5) 

C-PSS U *The slogans on the poster is expressive. C
op

ul
a 

B
e 

T = Thematic; C =  Copula be;  S = Singular;   P = Plural;  G = Grammatical; U = Ungrammatical 
 

Each sentence consisted of a singular or a plural head NP (e.g., the boy/s) 
followed by a modifier PP consisting of a preposition (e.g., in) and a singular local 
NP (e.g., the house) which was the object of the preposition. The subject NP part of 
the sentence was followed by a simple present tense form of copula be or a thematic 
verb and an adjective or an adverb. The function of the PP modifier was to break the 
co-occurrence effect between adjacent subjects and verbs which might affect L2 
processing of S-V agreement. For instance, according to the CORPUS OF 
CONTEMPORARY AMERICAN ENGLISH (COCA) database (Davies, 2008), 
regardless of pronoun + copula be configurations which really add more frequencies 
to the use of copulas, even the Subject NP SG + is configuration (e.g., the student is) 
alone shows a co-occurrence frequency of 12.23 (per million) words in English.   

Experimental items appeared in eight different conditions that were created 
by manipulating grammaticality (grammatical vs. ungrammatical) and the number of 
the head noun (singular vs. plural), and verb type (Thematic verb vs. Copulas). 
Mismatching the head noun number and the verb number created ungrammatical 
versions. The 32 experimental items testing S-V agreement were arranged in four 
lists using a Latin Square Design such that each participant saw exactly one version 
of each item in only one condition. Past tense items and fillers each were arranged in 
two lists using a Latin Square Design. The experimental items (N = 32) with four 
lists were combined with two lists of the past tense condition (N = 16) and two lists 
of the fillers (N = 58) totaling 106 items. Subsequently, the order of the items was 
pseudo-randomised for each presentation list such that items of the same condition 
did not appear consecutively.  

                                                            
1 The full list of experimental items is available upon request. 
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Procedure  
The experiment was administered individually in a soundproof room. The 

participant groups (the NSs and the L2ers) were first asked to fill in a questionnaire 
providing their bio-data and a consent form of participation.  After reading the 
instruction on the monitor, the participants were also given the chance to raise 
questions regarding the procedure, if necessary. The participants were required to 
judge the acceptability of the sentences presented to them on a 14-inch computer 
screen one word at a time. Each sentence trial started with a fixation cross displayed 
in the centre of the screen for 500ms. Afterwards, a sentence was presented in the 
centre of the computer screen in a word-by-word fashion at a rate of 400ms per 
word (Lago & Felser, 2018). By using the RSVP paradigm, the DMDX software 
(Forster & Forster, 2003) presented the words automatically replacing one another. 
All words appeared in white letters on a black background in Arial Font of 30 point. 
The participants were required to make acceptability judgments after reading the 
final word as quickly and as accurately as possible. They used a game-pad by 
pressing either ‘Yes’ or ‘No’ buttons to accept or reject the sentences. The game-pad 
was activated from the onset of the final word. Three breaks were offered 
throughout the experiment after each set of items. The experiment began with seven 
practice items giving no clues about its critical items. It took approximately 25-35 
minutes. The L2ers were also given an OPT which almost took 50-60 minutes.  
 

Analysis  
For the statistical analysis, the data set was analysed using Generalised 

Linear Mixed Models (GLMMs) with a logistic link function and binomial variance 
(e.g., error rates = accurate vs. inaccurate) (Baayen, 2008; Jaeger, 2008). GLMMs 
were applied using R (R Development Core Team, 2017).  

Following Barr, Levy, Scheepers, and Tily (2013), the initial full models 
consisted of all fixed factors and a maximal random structure. When any individual 
random variable reached a high correlation of +l or –l, it was removed from the 
maximal random structure. Fixed-effects were compared through contrasts between 
levels. Each level of a factor was contrasted to a specified reference level shown in 
bold type below. The initial full model consisted of Group (NSs vs. L2ers), 
Grammaticality (GRAMM vs. UNGRAMM), Verb Type (COP vs. THEMA), and 
Head Noun (SG vs. PL).  

To avoid issues of collinearity, predictor variables were grand-mean 
centred.  Models were first fitted to the full data set for both groups; any interaction 
terms were further explored by analysing data from each group separately. The 
model fitted to the data from the L2ers also tested whether proficiency was a 
significant predictor of their error rates. 

For further analyses, basic decision trees were also used. Basic decision 
tree models are either regression tree models, appropriate to numeric response 
variables or conditional inference recursive classification/partitioning trees 
(henceforth, classification trees for short), appropriate to binary response variables. 
Classification trees are a simple non-parametric regression approach (drawn via 
ctree () function from party package in R) that partitions the data into subsets called 
nodes or partitions in a data-driven way (Hothorn, Hornik, & Zeileis, 2006). Their 
main characteristics are classifications. They make predictor variables split 
recursively into a set of nodes, based on the binary response values, e.g., errors 
(ACCURATE = 0 vs. INACCURATE = 1) in the current study. The partitions are made 
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such that observations with similar error response values are grouped together. For 
each partition/node a constant value of error rates is predicted within that node.  To 
partition the full data set, the algorithm starts with the root node at the top. The root 
node represents the full data set. The algorithm works through all predictors dividing 
the data into subsets where appropriate and then recursively looks into each of the 
subsets until further partitioning is not justified. The algorithm splits the input data 
into subsets that are increasingly homogeneous with the levels of the response 
variable. Classification trees provide more flexibility than linear regression models 
for modelling interactions (Blom & Baayen, 2012).  Accordingly, following Blom 
and Baayen, (2012), along with the regression models, the current study also uses 
classification trees to supplement regression models in a data-driven way.  
 
Results  

The results will be presented along with figures followed by tables. Tables 
list the estimated coefficients, the standard errors, Z-values along with their 
associated p-values for the fixed effects from the models. Figure 3 illustrates the 
descriptive bar graph for the mean percentage of S-V agreement errors. 
 
Figure 3 
 S-V Agreement with Copulas vs. Thematic Verb for both Groups (Error ars are 95% CI). 

 
Copula be  Thematic verb  

C-SSS G 
The slogan on the poster is 
expressive. 

T-SSS G 
The boy in the house quarrels 
frequently. 

G
R

A
M

M
 

C-PSP G 
The slogans on the poster are 
expressive. 

T-PSP G 
The boys in the house quarrel 
frequently. 

C-SSP U 
*The slogan on the poster are 
expressive. 

T-SSP U 
*The boy in the house quarrel 
frequently. 

U
N

G
R

A
M

M
 

C-PSS U 
*The slogans on the poster is 
expressive. 

T-PSS U 
*The boys in the house quarrels 
frequently. 
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In Table 4, the coefficients for the main effects of Group, Grammaticality, 
and Verb Type were significant. These significant main effects indicate that the 
L2ers made more errors than the NSs, error rates increased in ungrammatical items 
relative to grammatical ones, and that error rates increased in thematic verbs 
compared to copulas.  

The two-way interaction (Group× Grammaticality) indicates that, relative 
to the NSs, the L2ers displayed higher error rates in ungrammatical items than 
grammatical ones. However, this interaction is superseded by the four-way 
interaction (Group × Grammaticality × Head Noun × Verb Type) demonstrating 
between-verb type differences. The negative coefficient for this latter interaction 
reflects the fact that error rates slightly decrease in thematic verbs relative to copula 
be in the L2ers when the head noun is plural and the sentence is ungrammatical (cf. 
Panel d of Figure 3). This is in contrast to other combinations of head noun and verb 
type in which copula be is associated with low error rates (cf. panels a, b, & c).  
 
Table 4 
Fixed-effects from generalised linear mixed model fit to data from NSs & L2ers. 

 Fixed Effects Estimate Std. Error z value Pr( > |z|)  
(Intercept) -1.97488 0.13901 -14.207 < 2e-16 *** 
Group (L2ers) 1.5879 0.18291 8.682 < 2e-16 *** 
Grammaticality (Ungrammatical) 0.52558 0.24648 2.132 0.03298 * 
Head Noun (PL) 0.2782 0.21429 1.298 0.19421  
Verb Type (THEMA)  0.75172 0.25679 2.927 0.00342 ** 
Group  
(L2ers)×Grammaticality(Ungrammatical) 

1.56607 0.36748 4.262 2.03e-05 *** 

Group (L2ers)× Head Noun (PL) -0.05052 0.36177 -0.14 0.88893  
Grammaticality (Ungrammatical) × Head 
Noun (PL) 

-0.55496 0.47715 -1.163 0.24479  

Group (L2ers) × Verb Type (THEMA) -0.25282 0.35648 -0.709 0.47819  
Grammaticality (Ungrammatical)  × Verb 
Type (THEMA) 

-0.48588 0.45854 -1.06 0.28931  

 Head Noun (PL) ×Verb Type (THEMA) 0.1474 0.44874 0.328 0.74254  

Group (L2ers) ×Grammaticality 
(Ungrammatical)  × Head Noun (PL) 

-0.2522 0.73294 -0.344 0.73078  

Group (L2ers)× Grammaticality 
(Ungrammatical) × Verb Type (THEMA) 

-0.45914 0.70735 -0.649 0.51628  

Group (L2ers)× Head Noun (PL) × Verb 
Type (THEMA) 

-0.75603 0.70832 -1.067 0.28581  

Grammaticality (Ungrammatical)  × Head 
Noun (PL) × Verb Type (THEMA) 

-0.88689 0.99346 -0.893 0.37201  

Group (L2ers)× Grammaticality 
(Ungrammatical)  × Head Noun (PL) × 
Verb Type (THEMA) 

-3.13841 1.42522 -2.202 0.02766  * 

Formula in R: Error Rate ~ 1 + Group * Grammaticality * Head Noun * Verb Type + (1|Item) + (1+ 
Grammaticality * Head Noun * Verb Type |Participant) 
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The four-way interaction is split by Group for further analysis in Table 5 
for NSs and L2ers separately. The analysis in Table 5 revealed that whereas the NSs 
showed no significant effects in any factors, the L2ers exhibited a different pattern. 
The negative coefficient for the significant main effect of proficiency shows that as 
proficiency increased the L2ers’ error rates decreased, overall. The positive 
coefficient for the significant main effect of Grammaticality shows that the L2ers’ 
error rates increased in ungrammatical items relative to grammatical ones indicating 
less sensitivity to ungrammatical verbs. The positive coefficient for the significant 
main effect of Verb Type shows that the L2ers’ error rates increased in thematic 
verbs compared to copulas. The three-way interaction (Grammaticality × Verb Type 
× Head Noun) with the negative coefficient indicates that whereas errors were 
roughly higher in thematic verbs relative to copula be, in plural head ungrammatical 
sentences (panel d of Figure 3) errors were lower in thematic verbs compared to 
copula be. However, the significant four-way interaction (Proficiency × 
Grammaticality ×Verb Type× Head Noun) with the positive coefficient indicates 
that as proficiency increased error rates increased in thematic verbs relative to 
copula be in plural conditions with ungrammatical items (panel d). This means that 
proficiency has changed the effect of the three-way interaction such that higher 
proficiency L2ers detected copula be with lower error rates than thematic verbs in all 
four panels including panel d. In contrast, the less proficient L2ers were better in 
copula be than thematic verbs in all conditions except in panel d.   
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Table 5 
Fixed-Effects from Generalised Linear Mixed Model Fit to NSs & L2ers Data Separately 

NSs (Grammatical vs. Ungrammatical) 

Fixed effects 
Estimat
e 

Std. 
Error 

z 
value 

Pr( > |z|)  

(Intercept) -3.496 0.4167 -8.39 <2e-16 
**
* 

Grammaticality (Ungrammatical) -0.3311 0.7579 -0.437 0.662  

Verb Type (THEMA) 0.996 0.7139 1.395 0.163  

Head Noun (PL)  0.4941 0.7222 0.684 0.494  

Grammaticality (Ungrammatical) × Verb Type 
(THEMA) 

-0.1725 1.4875 -0.116 0.908  

Grammaticality (Ungrammatical) × Head Noun (PL) 0.1567 1.4845 0.106 0.916  

Verb Type (THEMA) × Head Noun (PL) 0.7199 1.3468 0.535 0.593  

Grammaticality (Ungrammatical) × Verb Type 
(THEMA) × Head Noun (PL) 

-0.1382 2.9571 -0.047 0.963  

Formula in R: ErrorRate~1 + Grammaticality * Head Noun * Verb Type+(1 |Item)+(1+ Head Noun * 
Grammaticality * Verb Type |Participant) 
 

L2ers (Grammatical vs. Ungrammatical) 

 Fixed effects Estimate Std. Error 
z 
value 

Pr( > |z|)  

(Intercept) -1.32106 0.137057 
-
9.639 

< 2e-16 
**
* 

Proficiency  -0.06749 0.015507 
-
4.352 

1.35e-05 
**
* 

Grammaticality (Ungrammatical)  1.474526 0.327932 4.496 6.91e-06 
**
* 

Verb Type (THEMA)  0.725903 0.268478 2.704 0.0068 ** 

Head Noun (PL) 0.168137 0.270602 0.621 0.5343  

Proficiency × Grammaticality (Ungrammatical) -0.05358 0.04052 
-
1.322 

0.1860  

Proficiency × Verb Type (THEMA) 0.005477 0.030582 0.179 0.8578  

Grammaticality (Ungrammatical)  × Verb Type 
(THEMA) 

-0.76416 0.578925 -1.32 0.1868  

Proficiency × Head Noun (PL) 0.040031 0.032385 1.236 0.2164  

Grammaticality (Ungrammatical)  × Head Noun (PL) -0.4895 0.55575 
-
0.881 

0.3784  

Verb Type (THEMA)  × Head Noun (PL)  -0.1498 0.535856 -0.28 0.7798  

Proficiency × Grammaticality (Ungrammatical) × Verb 
Type (THEMA) 

-0.04363 0.069573 
-
0.627 

0.5306  

Proficiency ×Grammaticality (Ungrammatical)  × Head 
Noun (PL) 

-0.0441 0.068015 
-
0.648 

0.5167  

Proficiency  × Verb Type (THEMA) × Head Noun (PL) 0.049604 0.065057 0.762 0.4457  

Grammaticality (Ungrammatical)  × Verb Type 
(THEMA) × Head Noun (PL)   

-2.56741 1.149341 
-
2.234 

0.0255 * 

Proficiency × Grammaticality (Ungrammatical)  × Verb 
Type (THEMA) × Head Noun (PL)  

0.280833 0.141751 1.981 0.0475 * 

Formula in R: ErrorRate~1 + Proficiency * Grammaticality * Head Noun * Verb Type+(1 |Item)+(1+ Head Noun * 
Grammaticality * Verb Type |Participant) 

 

To locate the loci of S-V agreement errors in participant groups, in a data-
driven way, a binary recursive partitioning (the classification tree in Figure 4) was 
run to see which pairs among the 8 conditions ("C-PSS U" "C-PSP G" "C-SSP U" 
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"C-SSS G" "T-PSS U" "T-PSP G" "T-SSP U" "T-SSS G") are difficult for L2ers. 
Figure 4 depicts interactions between Group and Condition. Starting at the top of the 
tree, which represents the full data set, we observe that a first partition was made 
based on Group. The NSs were different from the L2ers in that they showed no 
difficulty in any conditions (around less than 10% error). Within the L2ers’ data, a 
second partition was made based on Condition. They reacted differentially to 
ungrammatical conditions (C-PSS U, C-SSP U, T-PSS U, T-SSP U), except for T-
PSP G, and grammatical conditions (C-PSP G, C-SSS G & T-SSS G). They were 
less accurate in the former than in the latter. Within the ungrammatical conditions, a 
third partition was made: The L2ers performed worse in copula be (C-PSS U) and in 
thematic verbs (T-SSP U) (around less than 45%) than in copula be (C-SSP) and in 
thematic verbs (T-PSS U) (around less than 30%). T-PSP G seems to be an 
exception in the latter category.  
 
Figure 4 
Classification Tree Predicting Error Rates in S-VA Agreement with Copulas and Thematic 
Verbs for both Groups 

 
 

Thematic verb Copula be 

T-SSS G 
The boy in the house quarrels 
frequently. 

C-SSS G 
The slogan on the poster is 
expressive. 

G
R

A
M

M
 

T-PSP G 
The boys in the house quarrel 
frequently. 

C-PSP G 
The slogans on the poster are 
expressive. 

T-SSP U 
*The boy in the house quarrel 
frequently. 

C-SSP U 
*The slogan on the poster are 
expressive. 

U
N

G
R

A
M

M
 

T-PSS U 
*The boys in the house quarrels 
frequently. 

C-PSS U 
*The slogans on the poster is 
expressive. 
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The effect of proficiency is further investigated by running a binary 
recursive partitioning (the classification tree in Figure 5) to see how proficiency 
affects the ungrammatical conditions (agreement violations). Note that the binary 
recursive partitioning (Figure 4) showed that L2ers did not show difficulty in 
grammatical conditions.   

As Figure 5 shows, the L2ers who scored below 74 (= intermediate L2ers) 
did not make a difference between conditions; they were generally worse in all 
conditions than those who scored above 74 (above-74 group). The above-74 group 
was further divided into two subgroups. Those who scored within the 74-88 range (= 
advanced L2ers) showed differential sensitivity to ungrammatical conditions, but 
those scored above 88 (= very advanced L2ers) did not show difficulty in these 
conditions (only around 10% errors). The 74-88 (advanced) group made worse 
judgment decisions in (C-PSS U) and (T-SSP U) (around less than 45%) than in C-
SSP U and T-PSS U (around less than 30%). 
 
Figure 5 
Classification Tree Predicting Error Rates in S-V Agreement with Copulas and Thematic 
Verbs for L2ers, Proficiency Effect 

 

Thematic verb Copula be 
T-SSP U *The boy in the house quarrel 

frequently. 
C-SSP U *The slogan on the poster are 

expressive. 

U
N

G
R

A
M

M
 

T-PSS U *The boys in the house quarrels 
frequently. 

C-PSS U *The slogans on the poster is 
expressive. 

  

Summary  
With two questions, this study explored L2ers’ morphological sources of 

difficulty in S-V agreement with different verb types (copulas vs. thematic verbs) 
when participants were under processing pressure: 1. Are L2ers more sensitive to 
errors of feature clash than underspecification? 2.  Does proficiency modulate their 
sensitivity to these error types? The results revealed that the NSs did not have any 
problems with S-V agreement in all configurations of both verb types. As for L2ers, 
there was a significant difference between L2 proficiency subgroups (intermediate, 
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advanced & very advanced) as exhibited in Table 6.  
a. The intermediate L2ers were not sensitive to errors of underspecification nor 
errors of feature clash.  
c. The advanced L2ers were sensitive to errors of feature clash but not to 

errors of underspecification. 
d. The very advanced L2ers converged on the NSs in exhibiting a native-like 

performance; they were sensitive to both error types.  
 
Table 6 
Effect of Proficiency on L2ers’ Sensitivity to Errors. 
 Intermediate Advanced Very advanced 

Feature clash - + + Sensitivity to 
error type Underspecification - - + 

Decreased sensitivity =  - ;        Increased sensitivity =  + 

 
Discussion 

Due to the effect of proficiency on the L2ers’ sensitivity to agreement 
errors, the detailed effect of proficiency is discussed in two sections: intermediate 
vs. very advanced and advanced.  
 
Intermediate vs.  Very Advanced L2ers 

The above proficiency levels, shown in Table 6, reveal two opposite ends 
in L2ers’ sensitivity to S-V agreement; whereas the intermediate L2ers were not 
sensitive to either error type (underspecification & feature clash), the very advanced 
L2ers were sensitive to both. The intermediate L2ers’ insensitivity to both error 
types is consistent with L2 processing research (e.g., Ojima et al., 2005; 
Wakabayashi, 1997) in which intermediate L2ers were not sensitive to errors of 
feature clash. As for the very advanced L2ers, these observations are consistent with 
L2 processing research showing native-like performance in highly proficient L2ers 
(e.g., Armstrong et al., 2018; Rossi et al., 2006; Tanner et al., 2012).  
 
Advanced L2ers 

The advanced L2ers demonstrated the omission-commission asymmetry in 
thematic verbs and the singular-plural asymmetry in copulas. This means that they 
were more sensitive to errors of feature clash than errors of underspecification in 
both verb types.  

Thematic Verbs: The Omission-Commission Asymmetry. Consistent 
with the omission-commission asymmetry in thematic verbs, high proficiency L2ers 
were sensitive to errors of feature clash, as in *Turtles moves slowly, observed in 
Ojima et al. (2005) and Armstrong, Bulkes, and Tanner (2018). Likewise, in 
Wakabayashi’s (1997) study, L1 Japanese advanced L2ers of English showed 
sensitivity to the ungrammatical condition containing errors of feature clash (i.e., 
overuse condition), as in The teacher thinks the students like/*likes discussions …. 
In contrast, high proficiency L2ers were not sensitive to errors of underspecification 
in Sato and Felser’s (2010) (*She seriously agree) and Wakabayashi’s (1997) 
studies. This may indicate that advanced proficiency L2ers’ response pattern 
diverged from NSs’ when thematic verbs were underspecified default forms.  

The above observation is consistent with the prediction of the MUH 
regarding the omission-commission asymmetry. Likewise, the findings of the 
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current study support the predictions of the MUH that proficiency is a key factor in 
enhancing L2ers’ ability to be sensitive to errors of feature clash. That is, L2ers at 
the advanced but not the intermediate levels are sensitive to errors of feature clash. 

Copula be: The Singular-Plural Asymmetry. Several recent SLA studies 
showed such a singular-plural asymmetry in intermediate-to-advanced L2ers of L2 
Spanish (McCarthy, 2007; 2008; 2012). Additionally, for L2 English several studies 
(Jiang, 2004; Lim & Christianson, 2015; Tanner et al., 2012) showed that L2ers did 
not have difficulty when critical items involved plural marked are. Thus, L2ers in 
the current study displayed the same singular-plural asymmetry, observed in the 
previous studies, despite the presence of intervening elements between subjects and 
verbs. The singular-plural asymmetry in L2ers’ data is consistent with the MUH 
following the notion of unmarkedness in terms of the Feature Geometric Hypothesis.   

In sum, while the intermediate L2ers were not sensitive to either error type, 
the very advanced L2ers performed at the near-native level. As for the advanced 
L2ers, they were more sensitive to errors of feature clash than to those of 
underspecification. As a conclusion, it may be maintained that even though L2ers 
are likely to have problems with errors of underspecification more than errors of 
feature clash, proficiency seems to be a key factor modulating L2ers’ errors with S-
V agreement.  
 

A Representational Deficit in Syntax or Morphology? 
The presence of the omission-commission and singular-plural asymmetries 

in thematic verbs and copulas respectively in L2ers’ data may indicate a 
representational deficit in morphology but not syntax due to the following reasons. 
First, had the L2 variability been due to the different syntactic raising possibilities 
between these verb types (cf. Figure 1), it should have led to a suppletive-affixal 
asymmetry, but it did not. Second, since it is a representational difference between 
morphological features in geometric hypothesis’s terms (Harley & Ritter, 2002) 
which accounts for the discrepancy in error rates for both verb types, this shows a 
representational deficit in morphology but not syntax. Specifically, since the 
underspecified forms have simpler morphological representations than specified 
ones, they are used as defaults irrespective of their syntactic raising possibilities. 
Third, as McCarthy (2008) correctly argued, SLA research shows that 
morphological deficits may not necessarily depend on syntactic ones. For instance, 
Lardiere (2007) showed that Patty, an L1 Chinese L2ers of L2 English, produces 
morphological errors (3rd person singular present tense –s and regular past tense –
ed) after many years of immersion even though she has long since successfully 
acquired the corresponding syntactic features.  Fourth, since in the reading-based 
task in this study which requires a bottom-up encoding, lexical forms are 
temporarily processed sooner than their corresponding abstract syntactic features, 
morphological effects must have been more influential than syntactic effects in 
comprehension compared to production tasks, hence this can be further evidence for 
a morphological deficit but not a syntactic one. Finally, even frequency may not 
account for the singular-plural asymmetry observed in S-V agreement with copulas 
because L2ers performed better in *singular subject NP + plural copula be 
configurations (errors of feature clash) than in *plural subject NP+ singular copula 
be ones (errors of underspecification). This performance profile is against the corpus 
data which demonstrate that “the token frequency of ‘is’ is much larger than that of 
‘are’ in NSs’ spoken English” (Safaie, 2015, p. 85). For instance, according to the 



156 / Locating the Source of Number Agreement Errors in Intermediate-to-Advanced …/ Ebrahim Safaie 

 

COCA database (Davies, 2008), the Subject NP SG + is configuration (e.g., the 
student is) demonstrates a co-occurrence frequency of 12.23 (per million) words in 
English. By contrast, the Subject NP PL + are configuration (e.g., the students are) 
shows a co-occurrence frequency of 0.18 (per million) words in the corpus. This 
shows that configurations with the singular copula be (i.e., Subject NP SG + is) are 
even more frequent in English than its plural form (i.e., Subject NP PL + are). 
Accordingly, had frequency impacted L2ers’ performance profiles, L2ers should 
have exhibited stronger sensitivity to is (the higher frequency forms) than are (the 
lower frequency ones), but they did not. Similarly, Safaie (2020, 2021) also found 
anti-frequency effects in high proficiency L2ers’ reactions to ungrammatical English 
regular past tense forms of high-frequency relative to low-frequency ones (i.e., 
L2ers performed better in detecting ungrammatical forms of low-frequency regular 
verbs than high-frequency ones). 
 
Proficiency Effect 

Proficiency led to the formation of three subgroups: intermediate, 
advanced, and very advanced L2ers who performed differently. Assuming that “L2 
speakers’ representations are, in some cases and particularly at lower proficiency 
levels, deficient” (McCarthy, 2008, p. 483) we may expect variability across 
proficiency levels. Here, I agree with McCarthy (2008) that the effect of different 
proficiency levels may show that some L2ers, presumably the intermediate ones in 
the current study may lack the dependent feature [plural] in their geometries, 
whereas others, presumably the higher-proficiency ones, may have it. Thus, before 
acquiring [plural], intermediate L2ers’ geometries may not instantiate feature 
asymmetry. Accordingly, at this level, errors are bidirectional as neither singular nor 
plural is specified, hence errors of underspecification are expected in both directions. 
In contrast, since the advanced ones have already acquired the marked feature 
[plural], a feature asymmetry causes unidirectional errors (McCarthy, 2008).  
However, the very advanced group did not show difficulty in detecting either error 
type and behaved like NSs. That is because these L2ers have already acquired the 
feature asymmetries. But they must also have gained high control over using feature 
asymmetries as like as NSs, where needed. More specifically, since the GAJ task 
involved detection of the agreement violations the very advanced L2ers must have 
developed enough control over their feature asymmetries such that they do not allow 
errors of underspecification nor those of feature clash to occur.   
 
Conclusion and Pedagogical Implications  

This study demonstrated morphological properties of L2 errors in S-V 
agreement. These properties support the MUH which relates L2 variability to a 
representational deficit in morphology claiming that L2 errors involve systematic 
substitutions of unmarked forms as defaults in both comprehension and production. 
That is because L2 errors were driven by systematic variations in morphological 
markedness under the Feature Geometric Hypothesis (Harley & Ritter, 2002). This 
theory considers nonfinite thematic verbs and the third person singular form of 
copula be as unmarked or default (underspecified), hence L2ers’ reduced sensitivity 
to errors of underspecification. However, finite thematic verbs and the third person 
plural form of copula be are considered as marked (specified), hence L2ers’ 
increased sensitivity to errors of feature clash. Consequently, L2 variability is a 
deficit in morphological representations (but not syntactic ones) where unmarked 
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forms substitute marked forms. Moreover, proficiency plays a key role in 
developing morphological competence such that, compared to lower proficiency 
L2ers, higher proficiency ones become sensitive to both marked and unmarked 
forms.  

The least implication for language learning is that L2ers may benefit from a 
morphologically-oriented approach to language learning more than syntactically-
oriented approaches focusing on grammatical accuracy. That is because the syntactic 
aspect of S-V agreement like hierarchical feature checking is, perhaps, a part of 
universal principles governing human cognition which may not need to be the centre 
of instruction. More importantly, the different effects of proficiency levels on L2ers’ 
sensitivity to S-V agreement errors may demonstrate a developmental pattern of 
language learning more or less similar to the L1 language acquisition pattern. This is 
because the results of this study along with the existing research were comparable 
with the developmental pattern of feature geometries in L1 acquisition. 
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Introduction 
Writing is an essential skill that facilitates communication among human 

beings. In learning English, writing has been observed as the most complicated skill 
(Hengwichitkul, 2009; Rattanadilok Na Phuket & Othman, 2015; 
Watcharapunyawong & Usaha, 2013). Lindemann (1982) refers to writing as a 
process of communication in which a writer uses the traditional system to show an 
idea or a content to a reader; to this end, writing is a process in which the writer can 
convey the message by using letters, punctuation, words or sentences in a graphical 
system. The process of communication would not be successful unless the reader 
and the writer understand the language being used in written form. According to 
Jahin and Idrees (2012), writing seems complex and hard for both native and non-
native learners since writers should make a normal balance between numerous 
issues like purpose, content, audience, mechanics, organization, and vocabulary in 
their writing drafts. 

      The present situation of Iranian EFL learners’ writing does not seem to 
meet their needs. Due to the limited exposure of EFL learners to English in Iran 
which is confined to only language classes (Kafipour et al., 2018), teachers are most 
of the time concerned about delivering efficient writing instruction to learners. 
Although the research in the field of writing has been growing recently, it is still far 
from being satisfactory. Therefore, any studies dealing with students’ learning of 
writing skills, especially in EFL contexts would be of great benefit in the field of 
language. Due to the advent of technology, it is believed that applying multimedia 
technology in English teaching will be expanded worldwide; consequently, the 
significance of this study is incorporating technology in teaching, in this case 
providing audiovisual aids which might pave the way for both teachers and students 
to alleviate the afore-mentioned problems.  Nowadays, with the great help of 
computer technology (Computer Assisted Language Learning), it is hoped that the 
main obstacles of the language learners are identified, and the corresponding 
remedial teaching methods are put forward. Considering the rapid explosion of 
science and technology, the vital role of multimedia technology and its function in 
teaching, in creating audio, visual, and animation effects has been more highlighted 
in English teaching classes and sets a good opportunity for examination of new 
models of English teaching in this new era. Several studies have depicted the 
positive function of multimedia technology in enhancing the students’ motivation, 
and activities in English class. Technological development, digital innovations, and 
the growth of English have gone hand in hand that are changing the way we 
communicate (Hekmatzadeh et al., 2016).  

It is worth mentioning that the expansion of the Internet has assisted the 
development of the English language. Regarding this fact, there has been a very 
crucial increase in the literature considering the application of technology in 
teaching the English language (Eshet, 2004, 2007; Koehler & Mishra, 2009). Thus, 
it is necessary for the language instructors to be aware of the latest equipment and 
have full knowledge about what is available in different situation. Many techniques 
can be used in various stages of the language learning situation. Some of the 
techniques in language learning are applicable in testing and distance education, and 
some are useful for teaching business English, reading, listening, or even 
interpreting. There are different reasons for knowing how to make use of the new 
technology. Here, it is also worth mentioning that the new technologies develop in 
such an accelerating rate that we cannot disregard their power in any form. In this 
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regard, to overcome the aforementioned difficulties, new technologies are available 
to be utilized in modern styles, which suit not only the auditory, but also the visual 
styles of the students (Halwani, 2017; Khojasteh et al., 2016; Tajallizadeh Khob & 
Rabi, 2014). 

Although the research on the writing process is growing, only a few studies 
have described the usefulness and effectiveness of different strategies, technologies, 
and even new methodologies accepted and administered by academic writers, 
though a lot of research (e.g. Brick & Holmes, 2014; Henderson & Phillips, 2014) 
have focused on the function of digital feedback in removing these problems.  The 
number of studies such as that conducted by Khojasteh et al. (2018) that have 
explored methods to improve writing instruction through the use of technology with 
the aim of facilitating teacher-created feedback in English language classrooms is 
limited (Henderson & Phillips, 2015). 

There is a large bulk of literature about evaluation, assessment, and 
feedback (e.g. Carless & Boud, 2018; Evans, 2016; Evans, 2013; van Heerden et al., 
2017), but there is only a small portion, which concentrates on the innovation of 
digital or computer-based audio-visual instruction, a view shared by Henderson and 
Phillips (2015) with a lesser amount of literature focused on student achievement. 
This study will assess the effectiveness of this mode of instruction in terms of 
student writing performance. Thus, different methods have been used to understand 
whether other modes of instruction such as audio and video can have any effects on 
the learners’ performance, particularly writing performance. One of the causes of 
this progress might be increased attention toward distance learning in modern life. 
 
Writing Self-Efficacy and Writing Performance 

Self-efficacy refers to trusting our capabilities to face challenging tasks 
(Gaumer Erickson & Noonan, 2016).  Pajares (1996) indicated that self-efficacy 
influences different factors such as academic motivation, learning, and achievement. 
Bandura (1977) claimed that people with low self-efficacy easily give up while they 
encounter difficulties. Thus, estimating the learners’ level of academic self-efficacy 
during their learning procedure is essential (Bandura, 1986b; Schunk, 1985; 
Zimmerman & Martinez-Pons, 1990). Based on the National Institute of Education 
(1980), it is necessary to estimate such self-efficacy to improve both instruction and 
assessment in adult learners’ learning procedures. 

Beach (1989), Meier et al. (1984), McCarthy et al. (1985), Shell et al. 
(1989), Zimmerman & Martinez-Pons (1990) have all examined the impact that self-
efficacy may have on learners’ function in writing, and all of them have found out 
that self-efficacy is a factor that can predict the actual function of participants in 
writing. In the same line, Pajares & Valiante’s (1996) results revealed that 
participants’ writing self-efficacy in elementary schools depicted their writing 
performance.  
 

Flipped Instruction 
As Bartlett (1994) stated, the traditional method of writing instruction is 

revealed as a teacher-controlled approach. It refers to traditionally long-established 
pedagogical procedures, which focus on materials such as pre-printed textbooks 
(Funk & Funk, 1989). Within the traditional classroom, pupils do not have access to 
the subject directly; they have little information about the material and issues in the 
classroom, and they mostly have to do homework after the class at home. In the 
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classroom, instructors teach all the knowledge, which is often the basic knowledge 
about an issue, and students have to memorize and learn them at home, which is 
homework.  

Before graduation, learners must attain proficient writing skills. However, 
based on Bless (2017), the performance of some learners is not satisfactory and 
acceptable in writing; as a result, academic instructors recommended that a 
significant aspect to improve the learners’ writing skills is to create new methods to 
apply in classroom rather than the traditional one. This procedure can help the 
students to promote their overall writing performance and assist the instructors to 
change and improve their writing instruction. Consequently, many investigations 
have been conducted on the application and efficacy of a new approach to teaching 
named the flipped classroom pedagogy (Soliman, 2016; Szparagowski, 2014).  

Flipped instruction is providing instructions in a digital format; it is usually 
a video to be seen before class, and instead, use the class time for communicative 
group practices. In English language learning and teaching, several studies regarded 
the vital role of having flipped classrooms. The advantages of applying the flipped 
model of instruction in language learning classes are increasing autonomous learners 
(AlJaser, 2017), decreasing the number of formal class meetings (Johnson, 2013),  
raising learners’ ingenuity (Al-Zahrani, 2015; Song & Kapur, 2017), expanding their 
class activities (Basal, 2015), boosting the participants’ stimulus (Davies et al., 
2013; Elian & Hamaidi, 2018; Sirakaya & Ozdemir, 2018; Villanueva, 2016), 
improving the learners' academic performance (Evseeva & Solozhenko, 2015), 
paving the way for class discussion (Marlowe, 2012), and enhancing the learners’ 
communicative skills (Unakorn & Klongkratoke, 2015). Therefore, the Flipped 
Classroom is a new pedagogical method that transfers lecturing and note-taking 
outside the classroom to be done by learners, which enables constant contact 
between teachers and learners and even learners themselves. 

Based on Allen et al. (2011), “Visual aids add interest to an instruction, and 
individuals can make use of different senses” (p 1-5). In the same vein, as witnessed 
by Mathew and Alidmat (2013), audio-visual aids would facilitate comprehension. 

According to Sugar et al. (2010), audiovisual aids allow the teachers to 
form behaviors and actions and allow the learners to view and review the content 
any time and every time they need at their convenience. 

What appears to be at the heart of this mode of instruction is the fact that 
nowadays the students have completely different expectations when compared to the 
past. Moreover, it is too difficult to draw their attention through the traditional 
teaching procedures. Furthermore, it is hard to deal with some difficulties regarding 
teaching and learning via traditional methods. Accordingly, the instructors today 
must try to create new teaching procedures that meet the needs of this generation; 
therefore, alternatives to traditional instructions and approaches would be critical. 
Although it facilitates video recording along with narration comments, the empirical 
studies investigating the use of audio and visual equipment to provide feedback in 
EFL contexts are rather limited. 
           Despite the teachers’ attempts to help the learners improve their writing 
skills, students usually hesitate to write due to the perceived difficulty of foreign 
language writing. To overcome this problem, teachers have suggested a variety of 
techniques.  To activate the students’ digital competencies, teachers can use flipped 
instruction which is the most noticeable way of shifting from traditional pen-and-
paper-based writing classrooms into a more innovative model. Therefore, it is 
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obvious that traditional writing instruction needs to be changed. This study suggests 
a new model in teaching writing that is flipped instruction in writing classes.  
 

Literature Review 
Flipped Instruction, Having self-Efficacy in Writing, and Writing Performance 

In a research conducted by Elian & Hamaidi (2018), the effect of the 
flipped instruction on fourth-grade science students’ academic achievement was 
explored. The findings revealed that the pupils’ function in the experimental group 
was better in the educational achievement test. 

In another research, Sirakaya & Ozdemir (2018) investigated the influence 
of a flipped mode of instruction on the participants' academic attainment, their self-
guided learning, and motivational factors. They came up with the point that the 
flipped instructed group outperformed the control group considering academic 
attainment, motivation, and retrieval.  

As witnessed by Zheng et al. (2018), using an integrated pedagogical tool, 
the combination of off-line and flipped classroom activities, showed superior 
learning results, professional knowledge, and promoted the students’ capabilities. 
    In Hung’s (2015) study, the participants who were the receivers of flipped lessons 
showed a statistically considerable development in their academic functions, which 
might due to the fact that the teacher-created pre-class audio-visual materials paved 
the way for the learners to prepare for in-class practices.  

This is in line with the findings of Daniel (2013), who talked about the 
benefits of applying audio-visual aids in teaching English. Some of the advantages 
of applying this mode of instruction are that it provides interest and motivation for 
learning, it saves time and explains the ideas easily and precisely, instructor’s 
burden is decreased, different experiences emerge for the students, it makes learning 
English easy, and it enhances the pupil’s attention in the lesson. With teacher-made 
video instruction, learners can handle the learning process by themselves (Brick & 
Holmes, 2008), and become more involved in the papers editing process (Thompson 
& Lee, 2012). 

As O’Malley (2011) declares, using multimedia modes in teaching makes 
the learners feel relaxed because this mode of instruction is given in a personal 
manner. Accordingly, Ruffini (2012) realized that pupils preferred to receive 
audiovisual aids due to their greater flexibility because through digital instruction 
students could handle their writing process via recording the whole instruction as 
guidance. This is in line with Stannard’s investigation (2008) who indicates that 
audiovisual aids are helpful for different learning styles and preferences. To have an 
effective teaching, a meaningful relationship between teachers and students is 
essential (Campbell et al., 2017).  

AlJaser (2017), measured the usefulness of flipped instruction in academic 
attainment and female college students’ self-efficacy, she realized that applying a 
flipped classroom makes learning more productive, and accordingly, teaching, and 
lecturing more interesting. Furthermore, Halwani (2017) found out that reading and 
writing improved when instructors used audio-visual aids, and multimedia helped the 
learners to grasp the issue and became interactive in the classroom with no fear of 
having problems due to shyness. However, there have been some reports that 
revealed no significant differences in terms of academic outcome between flipped 
and non-flipped instruction (Adnan, 2017; Guidry et al., 2013; Kissau et al., 2010), 
but the researches demonstrated that flipped classrooms should be considered equally 
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in pedagogical decisions since they have been found to be as effective as traditional 
modes of instruction. 

On the other hand, as claimed by Bandura (1986a), one’s behavior, under 
the influence of self-efficacy, can influence his or her academic success. Based on 
several studies, there is a relevance between the self-efficacy of participants and 
their functions in writing (Amogne, 2008; Chen & Lin, 2009; Erkan & Saban, 2011, 
Shah et al., 2011; Woodrow, 2011); consequently, self-efficacy has a significant 
influence in the students’ writing skills.                             
Several studies were in line with Bandura’s assertion and depicted the influence of 
self-efficacy on learning (e.g. Lane & Lane, 2001; Lane et al., 2004; Pajares & 
Johnson, 1996; Pajares & Valiante, 1999; Shell et al., 1989; Shell et al., 1995).   
Based on Chen’s (2007) investigation, self-efficacy predicts the students’ language 
performance.   

Daly in 1978 examined 3602 undergraduate students in writing classes with 
different levels of writing apprehension. He found out that those with little writing 
anxiety had better writing skills compared to learners with high apprehension. The 
results of this study are congruent with Lee and Krashen (1997), who conducted a 
study in Taiwan on the native speakers of Chinese. The findings revealed that 
students who have higher writing anxiety did not have any tendency to receive 
assessment. In another study with a similar type of outcomes, Woodrow (2011) 
explored the significance of self-efficacy in 738 Chinese university participants’ 
writing. Like several other studies, the results depicted that an important link was 
between writing self-efficacy and writing performance.  

In another research, Shah et al. (2011) worked on 120 Malaysian 
participants’ general self-efficacy and their functions in writing. He concluded their 
test score in writing had a high positive relationship with their self-efficacy in 
writing. 

As mentioned before, the present situation of Iranian EFL learners’ writing 
does not seem to meet the needs; although a considerable amount of time is assigned 
in developing EFL writing, the result is still disappointing. Therefore, any research 
dealing with students’ writing skills, especially in EFL contexts, would be of great 
benefit in the field of language. In the area of foreign language teaching, based on 
Lee (2003), a key factor for instructors, researchers, textbook writers, and program 
designers is having a good EFL writing. In the EFL context in Iran where the current 
study is conducted, research has shown that the flipped instruction, as an innovative 
mode in teaching procedure, depicted reassuring outcomes for language learning. 
For example, Mohammadi et al. (2019) came up with the point that flipped 
classrooms caused the Iranian EFL learners’ language competence to enhance. 
Moreover, flipped instruction has been confirmed to have effective outcomes in 
Iranian EFL learners’ writing skills (Abedi et al., 2019). Consequently, this research 
was conducted to better understand the impact of flipped instruction model which 
may influence the Iranian writing self-efficacy and writing performance, considering 
the point that both Iranian EFL teachers and learners have the tendency towards 
applying flipped mode of instruction in language teaching and learning (Jafarigohar 
et al., 2019; Vaezi et al., 2018).  

However, there were some other research projects with different outcomes. 
For example, Al-Mekhlafi’s investigation (2011) on the self-efficacy of Arab EFL 
trainee-teachers’ in writing and their writing attainment contradicted the findings of 
the aforementioned studies. It depicted that there was no relationship between the 
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two variables. In this study, the participants’ overall writing score includes portfolio, 
mid-semester test, class activity, and final scores affected self-efficacy since it is a 
task-specific variable. According to the literature review and considering the 
development of technology, the need to investigate the effect of flipped instruction, 
as a new model of instruction, on writing self-efficacy and writing performance 

seems urgent, especially in EFL context. The present study sought to answer the 
following research questions: 

1. Does the type of instruction (i.e. flipped vs. traditional) influence the 
EFL students’ writing self-efficacy? 

2. Does the type of instruction (i.e. flipped vs. traditional) influence the 
EFL students’ writing performance? 
 
Methodology 
Design of the Study  

The present research applied an experimental research design to examine 
two experimental and control groups. We aimed to explore whether using flipped 
instruction can influence the writing self-efficacy and writing performance of 
medical students studying at Shiraz University of Medical Sciences. 
 
Participants 

The population of this study consisted of all medical students studying at 
Shiraz University of Medical Sciences in the 2019-2020 fall semester and those who 
had taken a 3-unit compulsory writing course. Each group consisted of 25 
participants (a total of 50 students) who were assigned between two writing classes 
and their ages ranged from 20 to 24 years. Concerning the experimental nature of 
this study, researchers did their best to be very careful about any intervention 
between the results of the study and the environmental aspects that could impact on 
the study. 
 

Instruments 
Questionnaire. The researchers applied the questionnaire from Donald O. 

Prickel’s research in 1994 to investigate the participants’ self-efficacy in writing. 
This questionnaire consisted of 25 Likert scale questions, with 5 options as Strongly 
Disagree, Disagree, Unsure, Agree, and Strongly Agree.  The back-translation 
method was applied to translate this questionnaire from English into the Persian 
language. In this regard, a competent translator first translated the questionnaire into 
Persian. After that, without reference to the original text, another professional 
translator again converted the Persian form of the questionnaire into English and then 
the researchers compared these two English versions.  

It is good to mention that the researchers tested the content validity of this 
questionnaire by consultation with 3 experts to know whether each question reflects 
its intended concepts. Besides, the researchers tested the reliability of the 
questionnaire by means of Cronbach alpha and .79 was found as the internal 
consistency coefficient of the questionnaire, which was within the acceptable range. 
They collected the data in a pretest and posttest treatment design to examine the 
impact of flipped instruction on participants’ self-efficacy in writing as the first 
dependent variable.  

Test Scores. The researcher also used the students’ writing scores and 
explored the effect of flipped instruction on the participants’ functions in writing as 
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the second dependent variable in both classes. To make sure that these students were 
homogenous in writing ability, we collected and analyzed their very first writing 
assignment- before treatment- as a pre-test using an independent sample t-test. Based 
on the results, the difference was not significant; therefore, the two writing groups 
were homogenous. After 12 weeks, the students’ midterm exam data were collected 
and analyzed as post-test. 

Writing Grading Rubric. The Analytic Rubric by Jacobs et al. (1981) was 
used to score the learners’ writing assignments. The rubric assessed the medical 
students’ skill in writing using 5 traits, including content, organization, language use, 
vocabulary, and mechanics. The scores allocated to each of these traits included: 
Content = 25, Organization = 25, Language use = 25, Vocabulary = 15, and 
Mechanics = 10. The total mark was 100 points.  The writing rubric can be seen in 
Appendix A. 

Reliability Test. Since the researchers were dealing with the human rater, 
it was essential and suggested by Neuendorf (2002) to ask at least another rater to 
rate the written assignment of medical students in two phases of the data gathering. 
According to Carmines and Zeller (1979), reliability has been defined as a 
measuring procedure that on repeated actions it produces the same results. 
Therefore, among all the university lecturers teaching English to medical students at 
Shiraz University of Medical Sciences, the researcher asked two of them to mark the 
papers for content, organization, word choice, sentence structure, grammar, and 
mechanics, as mentioned in the rubric. To make sure that the raters were in the same 
line with one another, the researcher had a two-hour session practice with the raters 
to clarify all the elements of the writing rubric. Then, 50 pre-test and 50 post-test 
assignments were given to the raters and they were asked to return the papers within 
one month. To prevent subjectivity in marking the assignments, neither the 
researchers nor the writing instructor of the two groups marked the papers.   

Based on the scores of five components in each writing task, the 
researchers applied Pearson product-moment correlation to quantify the inter-rater 
reliability. For the components content, organization, word choice, sentence 
structure, grammar, and mechanics, the reliability of the total score was .678 
followed by .681, .647, .743, .618, and .698, respectively. This reveals a high 
congruity between the two raters considering the process in which both scored the 
students’ performance in writing and its components. Furthermore, the correlation 
coefficients were significant, demonstrating the consistency of both raters in scoring 
the participants’ writing assignments. 

Writing Video Contents Used in the Flipped Instruction. In this study, 
the researcher used professionally pre-recorded grammar lessons in the Virtual 
University of Medical Sciences. These lessons were uploaded in the Learning 
Management System known as LMS and could be accessed only by the students in 
flipped method group. To make sure that the videos cannot be reached to the 
students instructed by the traditional method, all videos were un-downloadable, so 
the students had to access their LMS any time they wanted to watch the videos. It is 
worth mentioning that the LMS website requires the students’ ID number and 
password.  
 
Procedure 

Treatment Group. To explore the possible relationship between flipped 
instruction and students’ writing performance, in the treatment group, the 
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researchers used teacher-made videos for each session in the course of the whole 
semester. In this regard, instead of describing everything, the writing instructor used 
flipped instruction model of teaching. For this study, the instructor asked the 
students to watch the assigned videos before attending a class. When attending the 
flipped classroom sessions, the students were required to do class exercises (such as 
editing paragraphs, rewriting paragraphs, etc.) provided by their writing instructor 
individually or in groups. In this way, the students themselves covered the writing 
contents at home, whereas they did the assignments in the classroom unlike what 
happens in traditional classes.  

Control Group. Students in this group received traditional instruction. 
This model of instruction consisted of teaching all the contents covered by the 
flipped group; however, these contents were taught to students in the classroom and 
they were asked to do the assignments at home. In the following sessions, the 
writing instructor delivered the answers to the participants in the classroom. The 
control group have a traditional writing class. That is, the participants also went to 
the class and worked on the similar issues like the experimental group. The only 
difference was that for the control group, the traditional model was utilized in 
writing instruction.  
 
Data Analysis 

In this study, the researcher applied SPSS, version 20. To deal with both 
aims, “to investigate whether flipped instruction has any effect on writing self-
efficacy” and “to investigate if it influences the students’ writing performance”, an 
independent sample t-test was applied, to show if the mean score of the participants 
in one situation significantly varies from that of the other situation. 
 

Results 
Table one shows descriptive statistics including mean and standard 

deviation for pre-test and post-test scores obtained for writing performance and self-
efficacy.  
 
Table 1 
Descriptive Statistics 

Instruction N Mean 
Std. 
Deviation 

Std. Error Mean 

traditional 25 48.31 6.57 1.40 Pretest for writing 
performance flipped 25 45.64 7.92 1.58 

traditional 25 62.50 9.20 1.96 Posttest for writing 
performance flipped 25 95.28 3.84 .76 

traditional 25 2.72 .70 .14 Pretest for self-
efficacy flipped 25 2.64 .63 .12 

traditional 22 2.86 .63 .13 Posttest for self-
efficacy flipped 25 4.20 .47 .09 

 
As shown in Table 1, pre-test mean scores of writing self-efficacy in the 

traditionally instructed group (m = 2.72) are slightly higher than that of the flipped-
instructed group (m = 2.64). To ensure if this difference is statistically significant, 
the investigators conducted an independent sample t-test. As depicted in Table 2, the 
Sig. value for writing self-efficacy between pre-test of both groups is greater than 
.05 (Sig. = .66); therefore, the researchers deduced that no significant difference is 
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between pre-tests of both traditional and flipped group based on their writing self-
efficacy; consequently, the two groups were homogenous considering writing self-
efficacy.  

To answer the first research question - Does the type of instruction (Flipped 
versus Traditional) influence the writing self-efficacy? - as shown in Table 1, the 
post-test mean score of writing self-efficacy for traditional instruction (m = 2.86) 
was lower than that of flipped instruction (m = 4.2). It shows that flipped-instructed 
group outperformed the traditionally-instructed one. To ensure if this difference is 
statistically significant, we conducted independent samples t-test was between the 
posttest scores of both groups.  
 
Table 2 
Independent Samples t-Test 

 F t df Sig. (2-tailed) 

Pretest writing 
performance 

 .002 1.251 45 .217 

Posttest writing 
performance 

 16.672 -16.282 45 .000 

Pretest self-efficacy  .121 .446 45 .657 
Posttest self-efficacy  1.202 -8.169 45 .000 

 
As shown in Table 2, Sig. level for post-test writing self-efficacy is .000, 

which is lower than .05. It reveals a statistically significant difference between post-
test mean scores in both groups.  Therefore, it can be concluded that flipped 
instruction improved the participants’ writing self-efficacy in comparison with 
traditional instruction. As shown in Table 1, pre-test mean scores of writing 
performance in the traditionally-instructed group (m = 48.3) were greater than that 
of the flipped-instructed group (m = 45.6). The researchers conducted an 
independent sample t-test to ensure if this difference was statistically significant. As 
seen in Table 2, the Sig. value for writing performance between the pre-tests of both 
groups was greater than .05 (Sig. = .21); therefore, it can be inferred from the results 
that there was no significant difference between the pre-tests of both groups 
regarding their writing performance, and the two writing groups were homogenous.  

To answer the second research question- Does the type of instruction 
(Flipped versus Traditional) influence the writing performance of selected students? 
- according to Table 1, the post-test mean score of writing performance for 
traditional instruction (m = 62.5) was greatly lower than that of flipped instruction 
(m = 95.2). It shows that participants in the flipped-instructed group performed 
better than those in the traditionally-instructed group. Yet, to ensure if this 
difference is statistically significant, we used the independent samples t-test between 
the post-test scores of both groups.  

As shown in Table 2, the Sig. level of the post-test score for writing 
performance was .000 which is lower than .05. It indicates a statistically significant 
difference between the post-test mean scores in both groups.  Therefore, it can be 
concluded that flipped instruction has a more positive influence in improving the 
writing performance in the flipped-instructed group compared to the traditionally-
instructed one.  
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Findings and Discussions 
This study focused on the writing skill as one out of 4 language skills due 

to the problems Iranian students face in second language writing. English writing is 
a problematic and challenging task for Iranian students (Kafipour et al., 2018); that 
is why the current study was an attempt to evaluate a possibly more effective 
approach -flipped instruction in improving the learners’ writing skills.  

The first research question in this study was: “Does the type of instruction 
(i.e. flipped vs. traditional) influence the EFL students’ writing self-efficacy?” There 
was an attempt to find out if there is relevance between applying flipped instruction 
and the medical students’ writing self-efficacy. The findings of this study confirmed 
this relationship. The study demonstrated that flipped instruction in comparison with 
traditional instruction improved the students’ writing self-efficacy.  This may be due 
to the reason that receiving materials before the class and studying it ubiquitously 
might have permitted the participants to control their own learning to have better 
learning outcomes. Moreover, as we have seen in this study, flipped instruction 
provided a new learning model in which learners were the receivers of different self-
learning modes. These modes along with a convenient learning environment, which 
helped them conquer their writing problems can increase their self-efficacy in 
writing.  

This study has revealed similar findings to the study by Hamdam et al. 
(2013). They asserted, in flipped instruction, “Learners can explore topics in greater 
depth and create better learning opportunities.” (p. 5) Such learning context might 
create a strong attitude in attaining success, which in return can cause improved self-
efficacy. 

According to Raimes (1983), pictures and videos are fruitful aids for 
instructors. Pictures and videos help the students to put appropriate vocabularies and 
ideas in sentences (Asrifan, 2015; Kurniati, 2015; Styati, 2016). Several scholars 
have stated that applying pictures and videos enables the students to simultaneously 
use more than one sense, which are efficient in enhancing their writing skills 
(Asrifan, 2015; Kaur et al., 2017; Kurniati, 2015; Sesrica & Jismulatif, 2017; Styati, 
2016; Wening, 2016). Therefore, variation can be involved in the classroom via 
different visuals aids, which could enhance the learners’ focus on the issues. In the 
same vein, Mathew and Alidmat (2013) realized that audio-visual facilities make the 
issues more comprehensible; moreover, they believed that in this way the students 
could recall the materials for a longer time. Consequently, applying visual aid, in 
this case flipped mode of instruction, is attractive for promoting the students’ 
achievement. 

 This study is also consistent with Samiee Zafarghandi (2018). According 
to the findings of his study, the mean scores of academic achievement and self-
efficacy of participants who received the flip learning mode were significantly 
greater than those who used the traditional model; therefore, the flip learning model 
was efficient in the learners’ self-efficacy and academic achievement. 

This is also in line with the study conducted by Lee Su Ping et al. (2020). 
They found that in this mode of instruction, most students had positive experiences 
such as greater time preparation before class; increased practice, engagement, 
interaction, motivation; immediate feedback during class; and a higher level of self-
efficacy after class. 

The second research question in this study was: “Does the type of 
instruction (i.e. flipped vs. traditional) influence the EFL students’ writing 
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performance?” The result of this study indicated that flipped instruction significantly 
improved the students’ writing performance. The current results are in accordance 
with a study conducted in Japan by Leis et al. (2015), who flipped their English 
writing class to investigate the effectiveness of this mode of instruction. Overall, it 
has been proven that flipped instruction results in better improvement in the 
students’ writing abilities.  

This result is also consistent with the finding of Halwani (2017). He 
reported that multimedia could help the learners to improve reading and writing 
skills and interact in the classroom with no fear of having difficulties due to shyness.  

This finding supports those obtained by Elian and Hamaidi (2018), who 
found that flipped instruction significantly improved the students’ academic 
achievement. This result is also supported by another study conducted by Sirakaya 
and Ozdemir (2018) who came up with the point that flipped instruction enhanced 
the students’ academic achievement, motivation, and retrieving. AlJaser (2017) also 
found out that female students in her study learned more productively using flipped 
instruction, while teaching was also interesting for instructors.  

The results of the current study were also consistent with those of the study 
conducted by Zheng et al. (2018). They realized that the integrated pedagogical tool 
that mixes off-line and flipped classroom activities revealed superior learning 
outcomes and promoted the students’ capabilities.  

The findings of this research, considering the participants’ writing 
performance, are also in the same line with the study done by Özkurkudis and 
Bümen (2019). They understood that the receivers of the flipped instructed group 
were significantly greater than the control group. They also found that using the 
flipped model was time-saving and easily accessible.  

Based on the results, there were many elements involved in improving 
students’ English writing performance in flipped instruction. The interactive 
environment, adjustability in both time and place, and diversity in learning sources 
are among these factors, which are based on Vygotsky’s social constructivism 
(1978). The concept of learning, according to his learning theory, is the students’ 
self-endeavor in creating new knowledge and meaning through social interaction. 
Flipped instruction provides the students with the essential adjustability to work 
together, and cooperate without time and place limitations. Consequently, this is 
highlighted by Kassem (2017); he maintained that “Paring intensive exposure to the 
learning material outside the classroom with the cooperative in-class activities 
contributed significantly to the students’ high academic achievement.” (p. 21)  

The results of the present study are also in accordance with other 
investigations (Alkhoudary, 2019; Qader & Arslan, 2019; Özkurkudis & Bümen, 
2019; Tuna, 2017). The students’ progress in writing might be due to their 
knowledge about the writing aspects when they were working together in the flipped 
classes. In flipped mode of instruction, the students were so motivated for group 
discussion in which a friendly cooperation was promised (Al-Bahrani, 2020). This 
interaction can provide students with immediate scaffolding from other learners to 
get the desired aims in the writing task. 

This agrees with the findings presented by Alghasab (2020), who examined 
the influence of flipping a writing classroom on the writing competencies and 
perceptions of EFL learners. The results indicated that the EFL students held 
positive ideas towards the flipped classroom. Further investigation revealed that 
flipping the writing classroom created a more useful learning environment, provided 
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flexible instruction, which enhanced the students’ writing strategy use, and 
improved their motivation and interaction. 

Based on Bandura’s theory in 1977, self-efficacy can influence an 
individual’s academic achievement. This is also similar to those of Shah et al. 
(2011). They came up with the point that there was a relationship between 
Malaysian participants’ writing skills with their writing self-efficacy. The findings 
confirmed that this theory held true regarding the application of flipped instruction 
in writing. 
 
Conclusion 

Based on many studies, there is a significant relationship between the 
learners’ self-efficacy beliefs and their writing performance (Amogne, 2008; Chen 
& Lin, 2009; Erkan & Saban, 2011; Shah et al., 2011; Woodrow, 2011). 
Accordingly, based on the current study, the researchers concluded that using 
flipped instruction improves the writing self-efficacy and writing performance of the 
participants in comparison with traditional instruction. One possible reason is that 
within the traditional classroom, pupils do not have access to their teacher’s 
explanations and instructions directly at home because learners receive the 
information only in the classroom and they should do homework at home after the 
class.   

The other thing to consider is that the definition of the term flipped 
classroom refers to an inversion of the place learning activities occur (Wilson, 2013). 
Therefore, in this mode of instruction learners have accessed digital materials and 
their teachers’ instruction on different subjects at home. Through this model of 
instruction, according to Abeysekera and Dawson (2015), “motivation and self-
efficacy to learn are improved when environments provide opportunities for students 
to (a) feel experienced in their capabilities, (b) feel a sense of connection to other 
pupils and instructors during learning, and (c) be autonomous in self-regulating and 
decision making.” (p. 2) 

Furthermore, considering the Bloom’s taxonomy, outside the class the 
learners do the lower levels of cognitive work, and in the class, they focus more on 
the higher orders (Brame, 2013).                 

Therefore, based on the aforementioned reasons, concerning the context of 
the revision process, and the possibility of watching the teacher created instructing 
videos, in this study it was found that the experimental group who received flipped 
instruction outperformed in writing self-efficacy and writing performance in 
comparison with the traditionally-instructed group. 
 
Pedagogical Implications 

The results of the present research entail some noteworthy issues in the 
study of audiovisual instruction.  From a pedagogical perspective, this study 
introduced useful insights for EFL teachers, writing researchers, and learners. The 
results of this study broaden the instructors’ attitudes toward novel methods of 
teaching and they may use more suitable strategies to improve the students’ 
learning, especially in this era when the world is affected by the Covid-19 pandemic 
and the importance of remote learning and teaching is highlighted. Accordingly, this 
mode of instruction is fruitful for EFL students in that they can distinguish which 
mode is more feasible in the process of learning. 
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Limitations of the Study 
This research could not provide a large sample of participants to show the 

effect of audiovisual aids and different modes of instruction on the students’ writing 
ability. Future researchers may be able to provide larger samples to offer a wider and 
more visible image of the effect of AVF plus different modes of instruction on the 
students’ writing ability considering different variables.  
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Appendix A 
The Analytic Rubric (Jacobs et al., 1981) 

Category   Score  Criteria  

25-21 
EXCELLENT TO VERY GOOD: knowledgeable • substantive 
•thorough development of thesis • relevant to assigned topic 

20-16 
GOOD TO AVERAGE: some knowledge of subject • adequate 
range • limited development of thesis • mostly relevant to topic, but 
lacks detail 

15-11 
FAIR TO POOR: limited knowledge of subject • little substance 
•inadequate development of topic 

 
 

CONTENT 

10-0 
VERY POOR: does not show  knowledge of subject • non-
substantive • non pertinent • OR  not enough to evaluate 

25-21 
EXCELLENT TO VERY GOOD: fluent expression • ideas clearly 
stated/ supported • succinct • well-organized • logical sequencing • 
cohesive 

20-16 
GOOD TO AVERAGE: somewhat choppy • loosely organized but 
main ideas stand out • limited support • logical but incomplete 
sequencing 

15-11 
FAIR TO POOR:  non-fluent • ideas confused or disconnected • 
lacks logical sequencing and development 

 
 

ORGANIZATION 

10-0 
VERY POOR: does not communicate • no organization • OR not 
enough to evaluate 

25-21 
EXCELLENT TO VERY GOOD: effective complex constructions 
• few errors of agreement, tense, number, word order/function, 
article, pronouns, prepositions 

20-16 

GOOD TO AVERAGE: effective but simple constructions • minor 
problems in complex constructions • several errors of agreement, 
tense, number, word order/function, article, pronouns, prepositions 
but meaning seldom obscured 

15-11 

FAIR TO POOR: major problems in simple/ complex constructions 
• frequent errors of negation, tense, number, word order/function, 
article, pronouns, prepositions and/ or fragments, run-ons, deletions • 
meaning confused or obscured 

 
 
LANGUAGE USE 

10-0 
VERY POOR: virtually no mastery of sentence construction rules • 
dominated by errors • does not communicate • OR not enough to 
evaluate 

15-13 
EXCELLENT TO VERY GOOD: sophisticated range •effective 
word/idiom choice and usage • word for mastery • appropriate 
register 

12-10 
GOOD TO AVERAGE: adequate range • occasional errors  of 
effective word/idiom form, choice, usage but meaning not obscured 

9-7 
FAIR TO POOR: limited range • frequent  errors  of effective 
word/idiom form, choice, usage • meaning confused or obscured 

 
 

VOCABULARY 

6-0 
VERY POOR: essentially translation • little knowledge of English 
vocabulary, idioms, word form • OR not enough to evaluate 

10 
EXCELLENT TO VERY GOOD: demonstrates mastery of 
conventions • few errors of spelling, punctuation, capitalization, 
paragraphing 

9-8 
GOOD TO AVERAGE: occasional errors of spelling, punctuation, 
capitalization, paragraphing but meaning not obscured 

7-6 
FAIR TO POOR: frequent errors of spelling, punctuation, 
capitalization, paragraphing • poor handwriting • meaning confused 
or obscured 

 
 

MECHANICS 

5-0 
VERY POOR: no mastery of conventions • dominated by errors of  
spelling, punctuation, capitalization, paragraphing • handwriting 
illegible • OR not enough to evaluate 
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Introduction 
The flipped classroom was first mooted as an instructional strategy 

by Baker in the late 1980s (Segolsson et al., 2017). The educational world has 
changed its perspective from teaching-centered into learning-centered (Jungst et al., 
2003). This disposition shows that learning assumes a key role in every single 
academic choice (Lombardini et al., 2018). One of the most critical difficulties in the 
present instructive world is how we can prepare learners to learn well (Wang, 2020). 
Flipped learning denotes an instructional technique that draws in learners in their 
learning procedure through cooperative and issue-based learning exercises to build 
up their basic reasoning and critical thinking aptitudes (Zou, 2020). Despite the fact 
that teacher-student contact hours do not change, learners can see the instructional 
materials at home and have more teacher-student commitment in the class. The main 
goal is to move the instructor-focused on guidance to student-focused on figuring 
out how to change the educator’s work. There is a lack 
of investigation concentrating on this issue (Hamdani, 2019). To the best of the 
researchers’ knowledge, few studies have examined issue. Traditional instructional 
techniques have turned out to be insufficient in gathering learning applications. The 
reason is that students don't feel good and the learning condition isn't proper for 
them in the conventional guidance framework where the instructor is the focal point 
of the learning procedure (Cooper, 2014). Students are inactive learners in 
customary guidance frameworks, making learners careless during the 
learning process. In such a manner, imaginative learning methodologies can be 
utilized. Without a doubt, paying more heed to innovation in the learning process 
will give learners modern skills and rectify the instruction framework by giving 
genuine training modification (Andujar et al., 2020).  

The study on the flipped classroom approach in English institutions is still 
incomplete, especially research conducted in an Iranian context. Nevertheless, the 
flipped classroom relates well to the Iranian curriculum and how teachers are 
supposed to work within the communicative classroom (Shahamat et al., 2019). This 
main characteristic makes learners study and practice hard, in which the flipped 
classroom is the basic savior to help them. 

This study is to research the effects of the flipped classroom on learners’ 
critical thinking and performance in learning grammar for Iranian intermediate and 
upper-intermediate EFL learners. 

The study investigated the following research questions: 
Q1. Does the experience of using a flipped-classroom 

approach significantly improve upper-intermediate learners’ 
grammatical performance?       

Q2. Does the experience of using a flipped-classroom approach 
significantly improve upper-intermediate learners’ critical thinking? 

Q3. Does the experience of using a    flipped-classroom approach 
significantly improve intermediate learners’   grammatical performance? 

Q4. Does the experience of using a   flipped-classroom approach 
significantly improve intermediate learners’   critical thinking?  
 
Literature Review  
Flipped Classroom 

It was first presented as an instructional strategy by Baker in the late 1980s. 
On account of the advances of personal computer(PC) development, the Internet, 
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and YouTube in 2006, Baker’s considerations have been recognized and framed into 
what today is known as the flipped classroom. The flipped classroom is an 
instructional approach that gives the students different opportunities to process 
instructional materials (Han et al., 2020; Judy & Huang, 2020). In a flipped 
classroom, learners utilize some sources provided by their teacher prior to classroom 
presentation, while classroom time is mainly dedicated to group cooperation and 
problem-solving activities. 

The expectation behind the flipped classroom is to keep the close and 
personal time between the teacher and students so the activity can be used to process 
the material rather than as in typical talks where the students are latent beneficiaries 
of data (Awidi, & Paynter, 2019; Bond, 2020; Hamdani, 2019; Hung, 2015; 
Nicolosi, 2014). The flipped classroom has the same formation as 
an Instructive classroom. Consequently, the four needs of the communicative 
classroom are closely related to how one is supposed to work with the flipped 
classroom method. For instance, as indicated by Chan et al. (2020) and Van Alten et 
al. (2019), the students and teacher have greater opportunities to use and 
contextualize the target language in different collaborative learning exercises to 
highlight the different social uses of language as more time is freed in the classroom. 
 
Performance 

Performance is the result and outcome of an individual’s effort in an 
official learning environment that is the main goal of each pedagogical system. It is 
one of the most important criteria. Performance means the sequence of responses 
that aim to alternate the environment with definite solutions. The sequence of 
responses means the respondent’s behavior which leads to production (Henderson et 
al., 2020; Özkurkudis & Bümen, 2019). While the theoretical description of the 
performance has been provided, the practical definition of this attribution in this 
study is still vague. Performance, refers to the obtained scores in the final exam in 
grammar sections, which were obtained after one term of experiencing the flipped 
classroom environment.   
 

Critical Thinking 
Critical thinking and analyzing ideas have always been discussed since 

ancient times and back to the Greek philosopher era. As it has been mentioned, the 
origin of critical thinking goes back to Aristotle, Socrates, and Plato's time. While 
Socrates focuses on subjectivism and the willingness to criticize, which is required 
for human achievement, Aristotle and Plato worked on the agenda of the 
significance of logic and critical thinking in achieving freedom (Chance,1986).  

Science and technology have progressed in the 21st century (Andujar et al., 
2020). The skills of the 21stcentury involve countless skills like critical thinking, 
association, and innovation (Andujar et al., 2020). However, the main thinking skill 
that is important in the 21st century is critical thinking (Ahadiat, 2019). It is a skill 
that is required to enhance the thinking ability of the learners (Dooly & Sadler, 
2020). Also, it is essential for problem-solving. Taylor et al. (2020) believe that, to 
solve problems, we need to think deeply to evaluate the problems through the use of 
existing knowledge and based on critical thinking. 

One characteristic of critical thinking is that it starts with comprehending 
our thinking (Boss & Larmer, 2013; Chen et al., 2014; Elmaadaway, 2018). 
According to these researchers, we cannot transfer non-propositional knowledge just 
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by the language, and via speaking to learners; they should learn it practically. It 
means that how to think is different from what to think about. In utilizing and 
producing a new language, using its structures and grammar are crucial factors. 
Comprehending and knowing these structures requires deep and critical thinking to 
evaluate the problem through the use of grammatical knowledge.  
 
Method 
Participants 

The participants of this research were 360 English learners aged 13-19 who 
were studying at intermediate and upper-intermediate levels from two institutions 
in Zanjan, Iran. They were selected through multiple-stage cluster sampling. Out of 
110 institutions in Zanjan province, Iran, researchers selected two institutions. 
Nearly 30% of students were at intermediate and upper-intermediate levels (N = 
5830). Out of this number, about 3485 learners were females and about 2345 
were males. Based on Morgan’s table, 360 learners were required for the 
current report ( 210 females, 150 males). The institutions included the Science and 
Technology of Kish and the Iran Language Institute (ILI). The exact number of 
students in the institutions mentioned was 370 in the summer of 2020. 

Two classes at the intermediate level and two upper-intermediate classes 
(based on a placement test) were selected from each institution. As a whole, there 
were 8 classes, 4 male classes (n = 146) and 4 female classes (214). 
The Oxford placement test was conducted for the 8 classes as a pretest to have a 
homogeneous group. Group A was identified as upper-intermediate level students 
(66 males and 94 females) and Group B as intermediate level students (80 males and 
120 females). Students who were able to answer 28-36 questions out of 60 test 
items were regarded as an intermediate level and those correctly responding 48-55 
questions were assigned to the upper-intermediate proficiency level. The learners in 
the experimental group were taught grammatical points and strategies through 
flipped classroom by their teacher. Thus, by collaborating with the researcher, the 
teacher played the role of a facilitator. The participants in the experimental group 
got familiar with such skills and employed them to enhance their grammatical 
ability. In contrast, the control group learners were taught the course using 
traditional approaches for all lessons. 
 

Table 1 
Estimation of Sample Size 

Z Confidence 
Level 

Relative Error 
D 

Sample Size 
N 

Volume of 
Society 

N 

1.96 0.95 0.05 360 5830 
 
Instruments   

Oxford Placement Test (OPT). The language proficiency test version 2 
including 60 items (such as matching, comprehension text, and multiple-choice 
questions) was conducted to reach the previously mentioned objectives to confirm 
the students' similarities. Thirty minutes were offered to the students to reply to the 
survey questions that were concentrated mostly on reading abilities, grammar, and 
vocabulary. 

Ricketts' (2003) Critical Thinking Dispositions Questionnaire. It was 
used to measure the intermediate and upper-intermediate EFL learners’ critical 
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thinking disposition. To achieve the goals mentioned before, a test was considered to 
get feedback from learners. In addition, that feedback was about skills like reading 
and grammar, etc. The time of the test was about 30 minutes. In the test, there were 
33 statements; the lowest and the highest scores were 33 and 145 and the average 
score was 99. There were 3 subscales of 1. Innovation —> 11 statements 2. Maturity 
—> 9 statements 3. Engagement —> 13 statements. Each subscale has a coefficient, 
respectively: Innovation = 0.64, maturity = 0.53, engagement = 0.82, and the 
coefficient of the instrument was 0.76. The reliability coefficient of the instrument 
had been reported to be about 0.76 by Pakmehr et al. (2013).  

EPT (English Performance Test). In this study for evaluating students’ 
performance, EPT was used. It is validated by Dortaj (2004) for Iranian society. It 
had 47 questions on a 5 Likert scale. Those with lower than 120 were considered 
low educational performance, those with more than 175 high performances, and 
those with a score between 121-174 were considered medium performance. It 
assesses performance five domains, self-efficacy, emotional impacts, lack of 
outcome control, time schedule, and motivation.  After extracting the data from the 
questionnaires, the Cronbach's Alpha value of the variables was calculated as 
follows: 
 
Table 2 
The Result of the Cronbach's Alpha Test 

Questionnaire Question number Cronbach's Alpha 
Performance 48 0.981 
Critical thinking 33 0.975 

 
Grammar Videos. There were fifty different types of grammar subjects. 

The researchers chose 8 important topics. Those topics were asked by experts and 
experienced teachers based on CVR and CVI formulas. Lawsh formula is as 
follows:   

CVR=  
In this study, students accessed video grammars at home and did exercises 

in the flipped classroom with teachers’ guidance and supervision. Learners 
watched the grammatical movies at home and the next session teacher taught those 
contents in the class and they did the exercises and appropriate pair works. It was 
done for six weeks. Control groups were taught through traditional methods. 
 
Procedures 

To administer this research following steps were taken: 
Administering the Placement Test. To begin the study, grammar was 

chosen for eight classes at the Iran Language Institute (ILI) and the Kish Institute of 
Science and Technology. To have a homogeneous group, the Oxford placement test 
was conducted for the 8 classes as a pretest. Group A was identified as upper-
intermediate level students (66 males and 94 females) and Group B as intermediate 
level students (80 males and 120 females). Students who were able to answer 28-36 
questions out of 60 test items were regarded as an intermediate level and those 
correctly responding 48-55 questions were assigned to the upper-intermediate 
proficiency level. 
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Administering the Pre-test for Group A. In the next stage, some films 
that have been gathered by researchers based on the upper intermediate course 
book’s content were used. Those films were about the grammatical points including 
causative structure, infinitives, gerunds, relative pronouns, future perfect, 
progressive, and phrasal verbs that the researchers gave to the participants. They 
were asked to watch the film before the teaching session to be argumentative, have 
more interaction among students and enhance their performance during grammar 
exercises. 

Administering the Pre-test for Group B. In this group, like the previous 
one, they were given another group of grammatical movies to be watched at home 
before teaching sessions. Those grammars were chosen based upon the coursebook 
content for intermediate learners. They were about tenses, conditional sentences, 
passive voices, and part of speech. Instructors asked students to watch the movies in 
advance. Afterward, some questions and ambiguities have been provoked in their 
mind that needs to be solved. Before teaching in the classroom, this background 
information leads to more critical thinkers and can ask more controversial questions 
and improve their performance during the session. 
 
Design of the Study 

The design of the study was quasi-experimental research. Participants were 
randomly allocated to two groups; however, this research had an experimental 
evaluation group design since there was a control group. The key 
independent variable was the role of a flipped classroom with two levels 
(intermediate vs. upper-intermediate), and the dependent variables included two 
dimensions of critical thinking and grammatical performance.  
 
Data Analysis 

  To examine the data gathered from these applicants, SPSS 22 software 
was manipulated. A quasi-experimental study was assigned in order to study the 
effect of the flipped classrooms on learners’ critical thinking and performance in 
learning grammar for Iranian intermediate and upper-intermediate level learners.  
 
Results 

Descriptive statistics for the upper-intermediate experimental group was 
calculated and the outcomes were given in the following: 
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Table 3 
Central Tendencies and Dispersion for Variables in Experimental and Control Groups for 
Upper-Intermediate Learner (Descriptive Statistics Related to The Variables of Hypotheses 1 
and 2 of the Research) 

 Mean Std. 
Deviation Minimum Maximum 

Performance 
pre 104.16 11.07 92.00 125.00 

Performance 
post 255.11 28.60 217.00 301.00 

Critical 
thinking pre 84.28 15.82 65.00 126.00 

Critical 
thinking post 121.54 10.10 102.00 135.00 

Experimental Group 

Valid N 
(listwise)     

Performance 
pre 108.38 7.68 96.00 119.00 

Performance 
post 157.90 11.98 49.00 257.00 

Critical 
thinking pre 90.89 9.84 73.00 106.00 

Critical 
thinking post 88.70 7.90 76.00 105.00 

Control Group 

Valid N 
(list wise)     

 

Table 3 shows the central indicators and the dispersion of research in 
upper-intermediate learners. Mean performance and critical thinking in the 
experimental group’s post-test significantly increased. 
 

Table 4 
Central Tendencies and Dispersion for Variables in Experimental & Control Groups for 
Intermediate Learners (Descriptive Statistics Related to the Variables of Hypotheses 3 and 4 
of the Research) 

Group Mean Std. 
Deviation Minimum Maximum 

Performance 
pre 114.63 22.05 101.00 198.00 

Performance  
post 188.92 13.44 170.00 214.00 

Critical 
thinking pre 71.90 8.86 60.00 89.00 

Critical 
thinking post 136.14 10.67 119.00 151.00 

Experimental Group 

Valid N  
(list wise)     

Performance  
pre 104.04 10.31 77.00 117.00 

Performance 
 post 112.92 12.72 83.00 137.00 

Critical 
thinking pre 71.13 8.70 60.00 92.00 

Critical 
thinking post 79.02 7.99 65.00 94.00 

Control Group 

Valid N  
(list wise)     
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Table 4 shows the central indicators and the dispersion of research 
variables in intermediate learners. Mean performance and critical thinking in the 
experimental group’s post-test significantly increased. 
 
Inferential Analysis 

In this study, the Kolmogorov - Smirnov test was utilized to test the 
hypothesis of normality of the scores. 
 
Table 5 
Test the Hypothesis of Normalization of Research Variables at a Higher Average Level in 
Research Hypotheses 1 and 2) 

Group Variable 
Kolmogorov-

Smirnov Z 
Asymp. Sig. 

(2-tailed) 
Test result 

Performance 
pre 

1.11 0.12 
Acceptance of 
the H0 

Performance 
post 

1.17 0.11 
Acceptance of 
the H0 

Critical 
thinking pre 

1.15 0.94 
Acceptance of 
the H0 

Experimental 
Group 

Critical 
thinking post 

1.15 0.12 
Acceptance of 
the H0 

Performance 
pre 

1.28 0.08 
Acceptance of 
the H0 

Performance 
post 

1.10 0.21 
Acceptance of 
the H0 

Critical 
thinking pre 

1.23 0.10 
Acceptance of 
the H0 

Control Group 

Critical 
thinking post 

1.26 0.09 
Acceptance of 
the H0 

   
The results of Table 5 show that the assumption of normality of research 

variables for performing the ANCOVA test in hypotheses 1 and 2 is established (P < 
0.05). 

The results of Table 5 show that the assumption of normality of research 
variables for performing the ANCOVA test in hypotheses 1 and 2 is established (P < 
0.05). 
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Table 6 
One-Sample Kolmogorov-Smirnov Test to Test the Hypothesis of Normalization of Research 
Variables at the Intermediate Level in Research Hypotheses 3 and 4 

  Variable 
Kolmogorov-

Smirnov Z 
Asymp. Sig. 

(2-tailed) 
Test result 

Performance  
pre 

1.05 0.20 
Acceptance of 

the H0 
Performance  
post 

1.23 0.10 
Acceptance  

of the H0 
Critical 
thinking pre 

1.52 0.05 
Acceptance  

of the H0 

Experimental 
Group 

Critical 
thinking post 

1.122 0.12 
Acceptance  

of the H0 
Performance  
pre 

1.12 0.18 
Acceptance  

of the H0 
Performance  
post 

0.75 0.65 
Acceptance  

of the H0 
Critical 
thinking pre 

0.52 0.73 
Acceptance  

of the H0 

Control Group 

Critical 
thinking post 

0.83 0.55 
Acceptance  
of the H0 

 

The results of Table 6 show that the assumption of normality of research 
variables for performing the ANCOVA test in hypotheses 3 and 4 is established 
(P>0.05). 
 

Homogeneity of Variances 
In this research, the Levene test was applied to investigate the variance of 

the variance. 
 

Table 7 
Homogeneity of the Variances in Hypotheses 1 and 2 

  Levene Statistic df1 df2 Sig. 

Performance pre 1.69 1 158 0.08 

Performance post 1.42 1 158 0.08 

Critical thinking pre 1.07 1 158 0.21 

Critical thinking post 1.85 1 158 0.07 
 
The results of Table 7 show that the assumption of homogeneity of variance of 

research variables to perform the ANCOVA test in hypotheses 1 and 2 is established (P < 
0.05). 
 
Table 8 
Homogeneity of Variances of Intermediate Learners in the Pretest (Examining the Default in 
Hypotheses 3 and 4)  

 Levene Statistics df1 df2 Sig. 

Performance pre 2.62 1 198 0.11 

Performance post 0.17 1 198 0.69 

Critical thinking pre 1.03 1 198 0.31 

Critical thinking post 1.93 1 198 0.23 
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The results of Table 8 show that the assumption of homogeneity of 
variance of research variables for the ANCOVA test is set in hypotheses 3 and4 (P < 
0.05).  
 
Covariate Run Before Starting the Research 

This hypothesis was met before the independent variable and the flipped 
learning method was implemented. 
 
Homogeneity of Regression Slope 

To check the homogeneity of the regression slope, researchers needed to 
compute the F value of the communication between the covariate and the 
independent variable. The results of the study were as follows:   
 
Table 9 
Regression Slope Homogeneity Test for Upper Intermediate Level in Hypotheses 1 and 2 

 Source F Sig. Conclusion 
group * Performance pre 1.04 0.35 Verify regression slope homogeneity 
group* Critical thinking pre 1.61 0.28 Verify regression slope homogeneity 

  
The results of Table 9 show that it is accepted in examining hypotheses 1 

and 2(P < 0.05). 
 
Table 10 
Regression Slope Homogeneity for Intermediate Level in Hypothesis 3 and 4 

Source F Sig. Conclusion 

group*Performance pre 2.66 0.09 Verify regression slope homogeneity 

group*Critical thinking pre 0.97 0.56 Verify regression slope homogeneity 
 
The results of Table 10 show the homogeneity of the regression slope of the 

research is established in examining hypotheses 3 and 4 (P > 0.05). 
 

The Linearity of the Correlation 
To check the linearity of the correlation of the independent variable and the 

covariate, researchers needed to estimate the F value of the correlation variable. The 
results of the survey are as follows: 
 
Table 11 
The Independent and the Dependent Variable in the Upper-Intermediate Group in 
Hypothesis 1 & 2 

Source F Sig. Conclusion 

Performance pre 36.43 0.00 
Linear correlation between the covariate 
and the independent variable 

Critical thinking pre 30.15 0.00 
Linear correlation between the covariate 
and the independent variable 

    
The results of Table 11 show that the correlation of the independent 

variable and the pretest is accepted in hypotheses 1 and 2 (P < 0.05). 
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Table 12 
The Linearity of the Correlation of the Independent and the Dependent Variable in the 
Intermediate Group in Hypotheses 3 and 4 

Source F Sig. Conclusion 

Performance pre 73.22 0.00 
Linear correlation between the covariate 
and the independent variable 

Critical thinking pre 50.93 0.00 
Linear correlation between the covariate 
and the independent variable 

 

The results of Table 12 show that the correlation of the independent variable 
and the pretest are accepted in hypotheses 3 and 4(P < 0.05). 
 
Testing Research Hypotheses 

Hypothesis 1: Flipped Learning Improves Upper-Intermediate 
Learners’ Grammatical Performance. Covariance analysis was run to investigate 
hypothesis one. The outcomes of the analysis of covariance were listed in the 
following: 
 

Table 13 
The Result of the Analysis of Covariance for Upper-Intermediate Students' Grammatical 
Performance, the Result of the Analysis of Covariance for Upper-Intermediate Students' 
Grammatical Performance 

Group   Mean 
Std. 

Deviation 
F Sig. 

experiment 104.16 11.07   Performance 
pre control 108.38 7.68 197.77 0.00 

experiment 255.11 28.60   
Upper 

Learners Performance 
post control 157.90 11.98   

 

The results of covariance analysis 13 show that flipped Learning improves 
the grammatical performance of upper intermediate language learners (F = 197.77, P 
< 0.01) and it could be concluded that the mean of the two groups at post-test after 
adjusting for pre-test scores were significantly different. As shown in the above 
table, the mean grammatical performance of upper-intermediate learners’ in the 
control group was 108.38 in the pre-test, and 157.90 in the post-test, while the 
average grammatical performance of upper-intermediate learners’ in the pre-test 
group was 104.16 and in the post-test was 255.11. Thus, it was determined that by 
excluding the pre-test effect, flip learning improves the grammatical performance of 
upper-intermediate learners. Based on the above explanation, hypothesis 1 is 
accepted.  

Hypothesis 2: Flipped Learning Improves Upper-Intermediate 
Learners’ Critical Thinking. Covariance analysis was used to test the above 
hypothesis. The outcomes of the analysis of covariance were listed in the following: 
 
Table 14 
The Result of the Analysis of Covariance for Upper-Intermediate Students' Critical Thinking 

Group   Mean 
Std. 

Deviation 
F Sig. 

experiment 84.28 15.82   Critical 
thinking pre control 90.89 9.84 651.23 0.00 

experiment 121.54 10.10   

U
pper-

interm
ediate 

L
earners 

Critical 
thinking post control 88.70 7.90   
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Results of analysis of covariance Table 14 show that flipped Learning 
improves the critical thinking of upper intermediate level learners (F = 651.23, P < 
0.01). As seen in the above table, in terms of critical thinking, in the pre-test, the 
mean scores of upper-intermediate learners in the experimental and control groups 
were 90.88 and 88.70, respectively, while in the post-test, the mean score of upper-
intermediate learners in the control group was 84.28 and in the experimental group 
was 121.54. Taking into account, it was determined that by deleting the pre-test 
effect, the flipped learning method could improve upper-intermediate learners’ 
critical thinking. Based on the above explanation, hypothesis 1 is accepted. 

Hypothesis 3: Flipped Learning Improves Intermediate Learners' 
Grammatical Performance. Covariance analysis was used to test the above 
hypothesis. The outcomes of the analysis of covariance are listed in the following 
tables: 
 
Table 15 
The Result of the Analysis of Covariance for Intermediate Learners’ Performance 

Group   Mean 
Std. 

Deviation 
F Sig 

experiment 114.63 22.05   Performance 
Pre control 104.04 10.31 1187.27 0.00 

experiment 188.92 13.44   
Intermediate 
learners Performance 

post control 112.92 12.72   
 

The results of the analysis of covariance in Table 15 show that flipped 
Learning improves the performance of intermediate language learners (F = 1187.27, 
P < 0.01). Thus, it could be concluded that the mean of the two groups at post-test 
after adjusting for pre-test scores were significantly different. The mean grammatical 
performance scores of intermediate level learners in the pre-test and control groups 
were 104.04 and 112.92, respectively, while the mean grammatical performance 
scores of intermediate learners in the pre-test and control groups were 114.63 and 
188.92, respectively. It was deduced that flip learning improves intermediate-level 
learners' grammatical performance. Based on the above explanation, hypothesis 1 is 
accepted. 
 

Table 16 
The Outcome of the Analysis of Covariance for the Intermediate Learners' Critical Thinking 

Group   Mean 
Std. 

Deviation 
F Sig 

experiment 71.90 8.86 Critical thinking 
pre control 71.13 8.70 

experiment 136.14 10.67 
Intermediate 
learners Critical thinking 

post control 79.02 7.99 

 
2263.90 

 
 

 
0.00 

 
 

 
Hypothesis 4: Flipped Learning Improves Intermediate Learners' 

Critical Thinking. The results of analysis of covariance in Table 16 show that 
flipped learning improves the critical thinking of intermediate-level learners (F = 
2263.90, P < 0.01). As displayed in the table, the value of F in the covariance 
analysis for the critical thinking ability of intermediate level students were found to 
be 2263.90 and since Sig = 0.000 was less than 0.05, it was significant at the 0.05 
level. Therefore, it could be concluded that the mean scores of the two groups in the 
post-test, after adjusting the pre-test scores, was significantly different. As displayed 
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in the above table, regarding critical thinking, the mean score of intermediate level 
learners in the control group was 71.13 in the pretest and 79.02 in the posttest while 
the mean score of the intermediate level learners in the experimental group was 
71.90 in the pretest and 136.14 in the posttest, it was accepted that flipped learning 
method significantly improves critical thinking for the intermediate level students. 
Based on the above explanation, hypothesis 1 is accepted. 
 

Discussion 
The first research question was, “Does the experience of using a    flipped 

classroom approach significantly improve upper – intermediate learners’ 
grammatical performance in learning grammar?” According to the results of the 
covariance analysis, it was found that the flipped classroom improves upper- 
intermediate learners’ grammatical performance. Taking into consideration, it 
was determined that by excluding the pre-test effect, flip learning improves the 
grammatical performance of upper-intermediate learners.    The findings of 
this study are similar to the study by Luo et al. (2017). Their empirical outcomes 
showed that learner agency had an important influence on learners’ academic 
performance.  Outcomes in this study show that performance will increase in the 
flipped classroom. Another investigation was carried out by Wang (2020), matching 
the impacts of individual vs. group face-to-face class activities in the flipped 
classroom on learner’s test performances. This study discussed the 
performance through individual and group face-to-face performances in the flipped 
classroom. The research showed that the mean test score of learners in face-to-face 
class performances was more effective than individual face-to-face 
class performances and the difference across Group 1 and Group 2 
was considerable The flipped classroom model increases the area knowledge of the 
learners (Hung, 2015) and learners’ success (Baepler et al., 2014; Chen et al., 
2014; Liebert et al., 2015; Mclaughlin & Rhoney, 2015). 

Learners actively take part in the process and their participation in the 
lessons increases (Nicolosi, 2014; Özkurkudis, & Bümen, 2019; Roach, 2014). 
Therefore, it can be considered that the achievement obtained in the group where the 
flipped classroom model was implemented, is due to the aforementioned reasons. 
The increase in the active participation of students in the lesson is 
reflected favorably in their performance. This study will be useful for teachers, 
curriculum designers, and academic departments. 

The second research question was, “Does the experience of using 
a   flipped-classroom approach significantly improve upper – intermediate learners’ 
critical thinking in learning grammar?”   The methods used to improve student 
academic achievement and critical thinking skills in learning have been discussed 
seriously in the education environment for the past two decades (Washaw & 
Openshaw, 2011).  

The flipped classroom is an important part of general education (Bergmann 
& Sams, 2012, Sophia Learning, 2013). Flipped classroom effect  on student 
academic achievement and student critical thinking skills in the high school learning 
classroom has not been suggested in articles, journals, or research studies on this 
new approach. 

As discussed before, Ricket’s (CDTI) questionnaire was used for 
measuring critical thinking, which includes 33 Likert scale alternatives. Based upon 
the results of covariance analysis, the flipped classroom was found to improve 
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upper- intermediate learners’ critical thinking. As was revealed in the results, the 
value of F in the covariance analysis for the critical thinking ability of upper-level 
students was 651.230. Since sig = 0.000 was less than 0.05, it was significant at the 
0.05 level as relates to critical thinking, in the pretest, the mean scores of upper-
intermediate learners in the experimental and control groups were 90.88 and 88.70, 
respectively, while in the post-test, their mean scores were 84.28 and 121.54, 
respectively implying that critical thinking ability is significantly affected by the 
flipped classroom environment.  

The findings of this research questionnaire is in line with that of Yazici et 
al. (2020) examined the correlation between critical thinking skills and educational 
performance and probed the degree to which demographic characteristics could 
moderate the relationship between the variables of the study. They found that there 
is an important correlation between them and explored that there are differences 
across cultures. Also, the results are in acceptance with that of Evseeva, and 
Solozhenko, (2015) who sought to find out if there was any relationship among self-
efficacy, thinking styles, critical thinking, emotional intelligence, and academic 
achievement in nursing students.  They found that the variables of the study are 
related to academic success. Winch (2020) also investigated the impact of flipped 
learning on nursery students’ critical thinking. In sync with our findings, the results 
showed some satisfaction in the learning and crucial improvement in the critical 
thinking aptitude of the learners. 

Although the impacts and whether they directly affect students’ 
grammatical progress cannot be accurately described, this current study shows that 
increased success seems to be determined by three aspects: pre-class activities, in-
class activities, and process teaching.  The above results clearly show the positive 
effects on students’ grammatical progress in ICT (information and communications 
technology).  

In the first place, the homework such as do a search on media led to many 
different ways of learning and drew students' attention and change them to be more 
accountable and self-supporting learners whose activities are dramatically boosting 
also, stimulate to be taught. The research obtained aligns with Kang's outcome 
(2015), which showed that homework included video content and diverse teaching 
programs; considering that students can easily show their interest. Kang's 
educational tool, a mobile class board, also turns the class atmosphere into a better 
place. 

With more practice and effort in the ICT-aided flipped-classroom, students 
are more independent and are willing to self-study prior to their classes. Before 
starting each class training session, learners can answer most of the teacher's 
questions and get a good score with enough practice. Timely attendance in the 
classroom ensures regularity and also all students can use the class effectively. Also, 
the teacher's teaching greatly impacts the student's learning (Evseeva & Solozhenko, 
2015; Hung, 2015; Zhonggen & Guifang, 2016). 

Secondly, participatory activities in the classroom can satisfy students and 
increase their motivation to learn. It can also increase their knowledge through tests, 
educational games, discussion, and writing.  This supports Zhonggen and Guifang’s 
(2016) findings of students’ satisfaction in the clicker-aided flipped 
classroom.  Denprapat and Chuaychoowong (2016) stated that this increases 
motivation and it is an opportunity for students to express different abilities and 
learn different skills. 
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Eventually, in a not-completely new learning environment, the teaching 
method was simple, structured, and sufficient for the students to adapt themselves. 
This current study also verified the results of Denprapat and Chuaychoowong 
(2016), which suggested that one element of English language enhancement was the 
teaching process. The teaching procedure was not only simple but also systematic in 
this current study. As a result, each step the teacher asked them to complete could be 
understood by the students. Each step was systematically connected from one to 
another, i.e. after the presentation to practice and later develop. The teaching 
proceeding by incorporating the flipped model, communicative approach, and 
technology was neither too conventional nor too new.  

English language teachers would benefit from the results of the study as 
well. They should consider their teaching strategies and methods and find creative 
ways to enhance students' critical thinking in the flipped classroom to get better 
results.  

The third research question was, “Does the experience of using a   flipped 
classroom approach significantly improve intermediate learners’ grammatical 
performance in learning grammar?” 

According to the results from the covariance analysis, a flipped classroom 
improves intermediate learners’ grammatical performance. The value of F for 
learners' grammatical performance at the intermediate level was 1187.27. Since Sig 
= 0.000 was less than 0.05, it was significant at P < 0.05., the mean scores for the 
grammatical performance of intermediate level learners were 104.04 and 114.63 for 
the control and experimental group, respectively, while in the posttest, their mean 
scores for the grammatical performance were 112.92 and 188.92 for the control and 
experimental group, respectively. It was assumed that flipped learning improved the 
grammatical performance of intermediate learners. 

All of the students in control and experimental classes scored low on the 
grammar pretest (62.68 and 65.85 and got an equal score in the pretest. After a while 
when they join the flipped classes, they could be able to improve their English 
workmanship. As Farah (2014), many scientists proved that this kind of classes 
could affect students’ scores by providing enough time to learn and repeat English 
grammar. Students also in such classes have more time to focus on what grammar is 
about and what concept and application it wants to convey? Other specialists such as 
Mason et al. (2013); Murphree (2014); Strayer (2012); and Wilson (2013), 
found that learners will get better by flipped learning. 

Surveys about post-tests indicate that adopting the flipped classroom 
strategy appears beneficial in developing students’ grammar knowledge, thus the 
score of the experimental group was more than that of the control group. This survey 
was compatible with other cultural and educational contexts such as Kang (2015) 
and Han (2015), whose studies perceived that the flipped classroom developed 
students’ grammar knowledge compared to other instructional methods. Particularly 
encountering the unusual challenges of the Saudi context, analyzing students’ 
reactions in this study revealed that flipping English grammar classes could assist in 
solving some of the non-problematic issues of Saudi secondary schools found by Al-
Seghayer (2015) and Rahman and Alhaisoni (2013). The results of the study are 
consistent with those of Dehghanzadeh and Jafaraghaee (2018), and Uzunboylu and 
Karagozlu (2015).   

The results of Hung’s (2015) and Kang’s ((2015) studies significantly 
confirmed and showed the effect of the flipped classroom on the English progress of 
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first-year students.  Similarly, Zhonggen and Guifang (2016), and Denprapat and 
Chuaychoowong (2016) confirmed the progress of both groups in the post-test and 
all of these significant improvements have been reflected in the findings of Liu 
(2016), Denprapat, and Chuaychoowong (2016).  This study has demonstrated the 
possibility of completing the class model to facilitate the English language learners 
and has confirmed that this sheet model can be used by combining technology at 
different levels of English language courses.  

Flipped learning created an environment for cooperative learning, which 
allowed what Crouch and Mazur (2001) describe as an opportunity for participants 
to engage with one another under the instructor’s supervision effectively. The pre-
class preparation resulted in students gaining the skills to deal with complex 
challenges and it provided them with some knowledge to share and questions to ask 
in class. 

The participants experienced other benefits of learning grammar through 
flipped learning. Most students declared that they could retain the knowledge they 
gained from their grammar course and achieve better course grades. Another effect 
of flipped learning was related to learning beliefs. The majority of the students 
believed their role as students changed. They felt they could share knowledge with 
their teacher and their peers. Moreover, when asked about the possibility of using 
flipped learning in other courses, more than half of the students confirmed they were 
able and willing to do so. Finally, the participants were also asked about any signs of 
autonomous learning. Around half of the students claimed they did not completely 
rely on their teacher to find additional and related websites. They independently 
explored the Internet to search for more information related to their grammar course. 
This is consistent with Amiryousefi’s (2019, p. 10) claim that flipped learning can 
“enhance students’ self-study skills and autonomy.”  

The study shows that students learning in the flipped classroom make 
themselves more cooperative and raise their motivation and joy in grammar courses. 
Thus, they can learn faster and it is vivid that they would like to learn more. Also, 
such findings can be ascribed to the fact that utilizing Flipped classroom with the 
experimental group raised their interactivity and cooperation and their inspiration to 
memorize, which increased their satisfaction and adore using the learning language 
structure. 

In addition to increasing the motivation of English learners, the researchers 
realized both the control group and the experimental group had completely different 
atmospheres. On the one hand, by accepting that grammar is a difficult subject to 
learn that requires deep concentration and understanding, the students in the control 
group showed a lack of interest and boredom. On the other hands, the students in the 
class with the experimental group experienced learning grammar through the flipped 
classroom, and the active and positive atmosphere of their classes led to their greater 
interest and participation. As an inference from the first hypothesis, we conclude 
that the flipped classroom has a direct and positive effect on students' progress in 
grammar due to its relaxed atmosphere. These findings from the present study will 
be useful for teachers, curriculum designers, and academic departments.  

The fourth research question was “Does the experience of using a    flipped 
classroom approach significantly improve intermediate learners’ critical thinking in 
learning grammar?”  

 According to the covariance analysis results, flipped classrooms improve 
intermediate learners’ critical thinking.  These findings imply the effectiveness 
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of flipped classrooms in promoting students’ critical thinking and thereby, critical 
thinking skills. Previous studies also reported that the flipped classroom was 
associated with positive outcomes. The findings of this research are in line with 
Coates (2007), Jungić et al. (2015), Kong (2015), and Lai and Hwang (2016), who 
came up with similar results.  

According to a study by Johnson and Renner (2012), different results were 
obtained in teaching computer science in the flipped classroom. Therefore, 
according to the results, due to the lack of students' acceptance of the new method 
and their insistence on traditional methods, it is inferred that this is just an 
unsuccessful attempt at the flipped classroom teaching method in their research and 
cannot be applied. As reported by our participants, one of the disadvantages of 
flipped classrooms was the limited amount of time for teacher’s lecturing in the 
classroom.  
 
Conclusion 

Based on the current study findings, the following conclusions were 
derived from the effect of the flipped classroom on the performance and critical 
thinking of Iranian EFL learners in learning grammar: 

1. The flipped classroom proved more useful and 
more advantageous than the traditional method for learning 
English, mainly grammar.  

2. Flipped classrooms give students a better opportunity for success and 
have better efficiency in learning English. 

3. A flipped classroom increases the amount of students’ learning activities 
and collaboration. 

4. In the flipped classroom, students are more relaxed and amused, which 
improves their learning and understanding of the new language. 

5. It increases the discussions and communications of the students with 
each other, they feel more relaxed and free in the class and it decreases the 
dominance of the teacher. 
 

Limitations of the Study 
The present study suffered from limitations beyond the researcher's control 

and, thus, may restrict the study's conclusions. Some other limitations may have 
occurred, which are collected as follows: 

1. All learners do not access the internet and computer easily, and they have 
to use computers in public sites that would threaten the privacy of flipped 
classrooms. 

2. The best performance in a flipped classroom depends on learners’ 
motivation. Demotivated learners in these kinds of classes may perform lazily. 

3. Learning must be done indefinitely because long-lasting learning in the 
flipped classroom may slow the learning speed and learners’ interaction. 
 
Delimitation of this Study 

Some delimitations in this study threatened the generalizability of the 
results. The subjects of this research were Iranian students who were selected from 
Zanjan city. Thus, care should be taken to the generalizability of this study to other 
nationalities.  
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groups’ listening comprehension ability in the experimental groups. Findings contributed to 
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devices in paving an interactive way for learners to develop their language skills and sub-
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Introduction 
Over the last decades, much attention has been devoted to the learning, 

teaching, and testing of second language listening skill. This growing attention is 
due to the identification of the significance of listening in language learning. In spite 
of the significance of listening comprehension, English language classes, 
particularly in the public sectors, such as high schools of Iran, still focus on other 
skills more than listening ability. In addition, private language Institutes in Iran do 
not pay a well-deserved attention to teaching listening (Sehati & Khodabandehlou, 
2017). In the Iranian EFL context, students “are not accustomed to hearing the 
language as it is produced by native speakers for native speakers” (Sehati & 
Khodabandehlou, 2017, p. 118). Accordingly, they have difficulties comprehending 
the language they hear when they are in contact with English speakers. In this 
regard, DA, which originated from Vygotsky's Socio-Cultural Theory (SCT), can be 
applied as both an evaluative and an instructional tool, offering new perspectives for 
assessment and teaching of listening comprehension. As Lantolf and Poehner (2004) 
state, Dynamic assessment integrates assessment and instruction into a seamless, 
unified activity aimed at promoting learner development through appropriate forms 
of mediation that are sensitive to the individual's (or in some cases a group's) current 
abilities. In essence, DA is a procedure for simultaneously assessing and promoting 
development that takes account of the individual's (or group's) zone of proximal 
development. (p. 50) 

This view contrasts sharply with traditional testing practices that 
distinguished assessment and instruction and focus on assessment in a standardized 
and conventional manner (Haywood & Lidz, 2007). Some experts like Douglas 
(2010) consider DA as a form of alternative assessment; however, they are different 
as the main principle of DA is constructing the unknown from the known through 
more knowledgeable person mediation. Thus, some reported DA studies (e.g., 
Poehner & Lantolf, 2010; Rahimi et al., 2015) have considered private mediation 
sessions during which a student and a teacher have dialogical cooperation in order to 
overcome a problematic linguistic issue that cannot be solved by the student alone. 
This has resulted in the misinterpretation that DA is not appropriate for whole 
classes. As Anton (2009) states, "DA procedures are ideally administered 
individually, which makes this type of assessment time-consuming" (p. 579). As a 
result, many school teachers viewed DA as an unworkable concept (Guk & Kellog, 
2007). To deal with such a problem, Poehner (2009) introduced G-DA, in which the 
mediator considers an individual ZPD as part of the whole group ZPD to progress all 
of them through interaction. Therefore, classroom activities focus on group ZPD, not 
an individual. The group ZPD is pointed out implicitly by Vygotsky himself as the 
"optimum time for teaching both the group and individual ZPD" (1998, p. 204). G-
DA aims to address the group’s ZPD and involve students in activities that can only 
be performed by pooling the learners’ resources together in dialogical interaction. 

With the emergence of educational technology and the subsequent progresses 
in corpus linguistics, particularly the corpora designed for language assessment and 
testing objectives (Park, 2014), a major turn can be witnessed in the assessment 
field. As to the significance of benefiting from incorporating technology in foreign 
language learning, teaching, and testing, teacher can benefit from technological 
devices in the learning environment. The influence of computer-assisted language 
learning (CALL) on listening skills development has been well investigated on the 
basis of the examination of teaching different second languages, such as Russian 
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language (Lebedeva et al., 2016) or English language (Abdolrezapour, 2019; Elfi, 
2019; Khoshsima & Mozakka, 2017; Nachoua, 2012; Vahdat & Eidipour, 2016), 
among many others, confirming the constructive effects of digital technology on the 
learners’ listening skills. However, the present study aimed to use digital technology 
in both teaching and assessment procedure, and examine its possible effects on the 
male and female EFL students’ listening comprehension. To achieve this goal, three 
research questions have been proposed: 

RQ1: Does computerized group dynamic assessment via CoolSpeech 
software have any statistically significant effect on the listening comprehension 
ability of male EFL learners at upper-intermediate level?   

RQ2: Does computerized group dynamic assessment via CoolSpeech 
software have any statistically significant effect on the listening comprehension 
ability of female EFL learners at upper-intermediate level?   

RQ3: Is there any significant difference in the listening comprehension 
ability of male and female EFL learners at upper-intermediate level affected by 
computerized group dynamic assessment via CoolSpeech software? 

According to the above-mentioned research questions, the following 
hypotheses can be addressed as follows: 

H01: Computerized group dynamic assessment via CoolSpeech software does 
not have any statistically significant effect on the listening comprehension ability of 
male EFL learners at upper-intermediate level. 

H02: Computerized group dynamic assessment via CoolSpeech software does 
not have any statistically significant effect on the listening comprehension ability of 
female EFL learners at upper-intermediate level. 

H03: There is not any significant difference in the listening comprehension 
ability of male and female EFL learners at upper-intermediate level affected by 
computerized group dynamic assessment via CoolSpeech software. 
 

Review of the Related Literature 
DA was developed on the basis of the SCT of language learning. There has 

been growing attention to DA among educators and psychologists in the last few 
decades. The foundation of social constructivist theory is based on the Zone of 
Proximal Development (ZPD). By zone, Vygotsky means "an area of exploration for 
which a learner is cognitively prepared, but requires assistance and social 
interaction" to develop (Borchelt, 2007, p. 2). Concerning the role of constructivism 
in language learning, it is assumed that learners can benefit from interactive 
language classroom in which they can be engaged in more creative activities 
focusing on the construction of knowledge. Vygotsky thinks that social learning 
precedes cognitive development. During this process, social interaction plays a 
crucial role. The more knowledgeable other refers to anyone who has a higher 
ability level than the learner whether a teacher or an adult (Jones & Brader-Araje, 
2002). In fact, Vygotsky (1978) defined sociocultural theory as the influence of 
caregivers, peers, as well as society on the higher-order development of individuals. 
The advocators of SCT consider that learning is a mediated activity in which 
different mediational means or tools help learners enhance their thinking and 
knowledge (Shepard, 2001). As learning takes place interactively, the learning 
environment is as flexible as possible for students to do their tasks cooperatively. To 
this end, James (2008) stated that “knowledge is created and shared in expansive 
learning cycles” (p. 30), by providing adequate feedback within the students' ZPD. 
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The concept of scaffolding is also demanding when educator faces students' need to 
be supported by a more knowledgeable peer. In this regard, the teachers try to direct 
the learners’ attention toward the target feedback and gradually help learners to do 
the correction themselves, which, as stated by Vygotsky, can be the sign of 
"transition from other-to-self-regulation" in which the learners are responsible for 
their learning materials (as cited in McKeough & Lupart, 2013, p. 152). The shift of 
responsibility from instructors to students is generally referred to as learner 
autonomy. As Godwin-Jones (2011) argues, technology implementation facilitates 
learners' autonomy through providing a great deal of materials for self-learning. 

Following Vygotsky, second language inquiry considers DA as a procedure 
that integrates instruction and evaluation (Lantolf & Poehner, 2008). Lantolf and 
Poehner believe that "assessment and instruction are inseparable components of the 
same dialectical activity" and that "assessment and instruction become as tightly 
conjoined as two sides of the same coin, and there are no one-sided coins" (p. 274). 
DA involves Interactionist and Interventionist types that commonly comprise three 
phases: pretest → mediation → posttest (Lantolf & Poehner, 2004). The 
interventionist kind of DA consists of the examiner's intervention throughout the 
procedure of assessment and it is a more standardized and formal approach. In this 
type of assessment, the examinees are instructed item by item and if they are not 
able to solve the items properly, they receive planned hints. The Interactionist DA, 
however, includes mediation, which emerges from the interaction between the 
examinee and examiner. In this type of assessment, hints, prompts, or leading 
questions are not planned beforehand; rather, they emerge from collaborative 
interaction or mediated dialogue between the examinee and the examiner where the 
examiner responds to the examinee's requirements. In DA, the relationship between 
examinee and examiner is based on the notion of helping and teaching, for example, 
students are permitted to ask questions and obtain feedback immediately. In both 
types of DA, teaching can be delivered in group or individual contexts (Poehner, 
2005). 

Prior to accounting for DA and G-DA, the role of gender in language 
instruction is worth investigation. There has been a common post-modern belief that 
gender is built on the foundation of social communications, and the gender 
difference was produced by the social arrangements and what a human being acquire 
by repeated actions in society. It is also found in conversation analysis (CA) that 
social behavior is determined by including all structures and interactions 
meaningfully (Cameron, 2005). In different contexts with different cultures, there 
are different beliefs of gender groups and their influence on language learning. The 
sociolinguistics message is that gender can influence the linguistic performance 
(Baxter, 2003). 

The language and gender relationships in educational context shows that in 
the past, the role of women in public positions was denied and even women did not 
have the right to access to language, but today, although some of that forbiddance is 
removed, but some serious power still remained. Based on different studies (Walsh, 
2001) women performed well in different situations and their linguistic behavior 
reflects their understanding, because they believe that they should put more effort on 
showing their strict to norms. Also it is believed in countries with advanced 
economics that the main criterion for employing of workforce is now interpersonal 
and linguistic, not physical strength. Hence, the role of gender appears to have been 
taken for granted in issues related to language teaching and learning affected by 
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different interventions, such as DA and G-DA, which are the focus of the current 
study.   

The support for implementing both types of this assessment (DA and G-
DA) in language education, and particularly in the assessment of listening skill, has 
grown in previous years. For example, a research conducted by Ableeva (2008) 
applied the DA practice to listening testing to report the possible contributions of 
such assessment to the listening comprehension instruction and assessment. The 
study followed the pretest-mediation-retest format. For the pretest, some recording 
was played twice for the students and they were required to write the responses. 
During the intervention, the students could ask questions, and the mediator provided 
suggestions, explanations, hints, and other mediations. Throughout the retest phase, 
students were required to write a summary of the text. The researcher concluded that 
DA was a valuable diagnostic tool that empowered her to recognize the particular 
source of the difficulty that was not obvious during a conventional test. Furthermore, 
this evaluation could not only enable teachers to diagnose the actual level of 
students' listening comprehension ability but also to indicate their potential 
capabilities that were in the process of developing. 

Hidri (2014) also conducted a study in which 60 Tunisian EFL learners 
answered to a listening comprehension assessment with 2 parts, dynamic and static. 
The dynamic part of the test administration was conducted during regular hours of 
progress assessment in the class; whereas, the learners’ final achievement tests was 
fulfilled through the static assessment, occurring after one year of listening practice. 
DA consisted of 3 assessment phases which were administered in 45 minutes. The 
tests comprised 14 items that aimed to create negotiation of meaning between the 
mediators and test-takers. The mediators provided guidance and support in the pre- 
and while-testing stages. However, they were trained to decrease mediation during 
the posttest. The pretest involved matching, guessing, and WH- items. The testing 
phase included guessing, true/false, multiple choices, summarizing, and wh- 
questions. The posttest contained making inference, summarizing, picture 
reordering, and multiple-choice items. The achievement static test involved 40 
true/false, information transfer, multiple-choice, and gap-filling items. Eleven raters 
scored the tests. Both the raters and test-takers were asked about their attitudes 
towards the two assessments. The analyses demonstrated that item difficulty 
estimates, rater behavior, and test-taker ability differed across assessment types. The 
findings demonstrated that "although the new assessment provided better insights 
into learners' cognitive and meta-cognitive processes than did the traditional 
assessment, raters were doubtful about the value of and processes involved in DA 
mainly because they were unfamiliar with it" (p. 1). 

In a similar vein, Mashhadi Heidar and Afghari (2015) explored the 
listening skills of Iranian EFL students at the upper-intermediate level through 
examining the effects of DA in a computer-mediated environment. These 
researchers investigated 60 students' socio-cognitive development through DA. The 
findings demonstrated that through interaction in the ZPD, DA in synchronous 
computer-mediated communication provided the opportunity to explore the actual 
level of the students' listening ability, as well as to identify and evaluate the potential 
level of their development. 

In a different yet relevant study, Mashhadi Heidar (2016) examined the role 
of DA in improving the listening skills of 30 EFL students at the intermediate level 
via web 2.0. The control group experienced conventional techniques, whereas the 
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experimental group was exposed to technology-based intervention mediated 
instruction. Firstly, the learners performed the recall without mediation (NDA 
phase) and afterwards they repeated it, with mediation (DA phase). Thus, two 
opportunities existed to evaluate the listening improvement during the DA and NDA 
sessions, including mediated and independent listening performance. The findings of 
the study demonstrated that technology-based DA improved the participants' 
listening comprehension skill. It was also indicated that through online DA, the 
source of poor performance can be identified, which is typically hidden during non-
dynamic ones. 

Regarding the possible impacts of computerized DA on the listening skill 
development of students, Ashraf et al. (2016) explored the effect of computerized 
DA on the listening ability of Iranian EFL students. To this end, they administered a 
Quick Placement Test to 65 EFL learners in a language institute, and selected 40 
upper-intermediate students as the participants of their study. The selected students 
were administered a listening test as the pretest and posttest. They were then divided 
into a control and an experimental group. The experimental group received the 
instruction via electronic-based DA in a virtual class, while the control group was 
exposed to the listening instruction via traditional DA in a physical classroom. The 
results demonstrated that the electronic-based DA could significantly affect the 
learners' listening comprehension. 

Another similar study that investigated G-DA of EFL learners' listening 
ability was conducted by Ahmadi Safa and Beheshti (2018), who investigated the 
effect of interventionist and interactionist approaches to GDA on listening 
comprehension development of Iranian EFL students. Ninety intermediate learners 
were assigned to two experimental groups and one control group, which were then 
divided into subgroups. The interactionist approach was applied in the first 
experimental group, where the teacher took part in the listening comprehension 
activities, interacting, and assisting the group members in their activities. The 
interventionist approach to DA was used in the second experimental group, where 
the teacher participated in the activities and provided the students with feedback. 
The control group, however, used the conventional summative assessment. The data 
analyses indicated the primacy of interactionist GDA for enhancing the students' 
listening skills. Furthermore, although the interventionist GDA procedure had more 
effectiveness than the non-dynamic procedure of the control group, the difference 
was not significant. It was concluded that interactionist GDA was an effective 
practice and that the authoritative and unilateral approaches to pedagogy need to be 
replaced by the cooperative and interactive ones. 

The effect of the G-DA approach on the listening skill of Iranian EFL 
learners was investigated by Roohani et al. (2018) in two time intervals. They 
selected 20 learners, who answered a pretest individually. After collecting the test 
sheets, the researchers replayed the listening tests for the students to provide their 
recalls in order to perform the test in a dynamical format. The listening tasks were 
provided in 3 sessions. During each session, the students first performed a listening 
task non-dynamically, then, they performed that listening task through G-DA 
practice. After this phase, the participants took the posttest to reveal their listening 
comprehension development. The researchers' data analysis indicated an 
enhancement in the participants' posttest scores, and they concluded that the 
improved listening comprehension could primarily be attributed to the mediation 
provided throughout G-DA. 
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Alshenqeeti and Grami (2019) also examined the effect of DA in listening 
comprehension classrooms. A total of 56 Arab EFL learners participated in their 
study. The participants took a general placement proficiency test to confirm their 
homogeneity. The pretest and posttest scores of the students were recorded and the 
values were coded quantitatively. One-way ANOVA was used to analyze the 
outcomes. The researchers supported the effect of DA in improving listening ability 
through the fact that DA participants' scores were better than their counterparts. The 
researchers also suggested language teachers to use mediation practices to enhance 
the learners' listening abilities. 

Generally, the literature review related to the assessment of listening skills 
reveals that various investigations have been conducted to address different 
assessment approaches. However, most of the investigations on L2 listening have 
concentrated on improving listening comprehension, methodologies to teach 
listening, the appropriateness of listening materials, and similar matters. Few have 
focused their attention on the assessment of listening comprehension in general and 
computerized G-DA method to evaluate this skill in particular. Besides, as Alderson 
and Bachman (2003) argue, assessing listening skills is one of the least developed, 
least understood, and yet one of the most important areas of language assessment 
and testing. Actually, the review of the literature yielded that the present study is one 
of the few attempts that specifically compare female and male learners in 
computerized group dynamic approaches to assessment in the area of listening 
comprehension, particularly in the Iranian EFL setting. Further, sometimes in 
different contexts, the findings might be rather contradictory. For instance, several 
researchers (Ableeva, 2008; Alshenqeeti & Grami, 2019; Ashraf et al., 2016; Hidri, 
2014; Roohani et al., 2018) suggested that the implementation of DA could support 
the students' listening comprehension achievement. Ghahremani (2013) also 
compared 3 types of assessment (Dynamic, formative, and summative assessment) 
on listening skill and listening strategy use of 140 Iranian university students and 
concluded that the participants in the dynamic group showed a better performance 
than the other two groups. It was suggested that summative assessment is important 
but it does not support learning and provides no continuous and planned feedback 
during the learning process. However, other researchers (e.g. Harlen, 2006; Lam & 
Lee, 2010; Lee & Coniam, 2013) agree that when using different approaches to 
assessment, the focus is greatly on summative assessment rather than doing the 
assessment in the learning process by involving the learners. Actually, summative 
assessment has a long history in education, and parents and the public have widely 
accepted them. In fact, it is regarded as an indispensable part of the language 
learning process in academic activities for scoring, record-keeping, and reporting 
(Brookhart, 2008). Moreover, due to the exam-oriented culture in the Asian 
academic system, alternative forms of assessments might not be able to substitute 
summative assessments (Kennedy et al., 2008). Obviously, as researchers make their 
way into this field of inquiry, challenges continue to emerge. Therefore, the current 
investigation tried to address the gap in research studies and aimed to scrutinize the 
effect of computerized G-DA on male and female EFL learners’ listening 
comprehension ability. 
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Methodology 
Participants 

To collect the data, 140 Iranian EFL language learners, male and female, 
from Kish Language Institute were considered as the major participants of the 
investigation. They were selected through convenience sampling from among adult 
students of the Institute because the researcher aimed at keeping age as a fixed 
variable, then they were assigned randomly to the experimental and control group. 
Teenager participants needed different approaches of treatment. The same problem 
existed for middle-aged participants. That was why the age range of the participants 
was between 22 and 35. To make sure of homogeneity, participants were chosen 
from among 200 students, based on their results on an Oxford Placement Test 
(OPT).  One hundred and forty upper-intermediate students were selected from 
among 200 potential participants using OPT. Then, the first experimental group 
included 35 male students; the second experimental group similarly involved 35 
female students. In addition, the first and second control groups of the study 
included 35 male and 35 female participants, respectively. Table 1 shows the 
participants’ demographic information.  
 
Table 1 
Demographic Background of the Participants 

No. of Students  
140 upper inter-mediate learners (35 experimental one; 35 
experimental two; 35 control one; 35 control two) 

Gender  70 Females & 70 Males  
Native Language  Persian 
Age Range  22-35 years old 
Institute Kish Language Institute 
Academic Years  2019-2020 

 
Instruments and Materials  

The following instruments were applied for collecting the required data.  
Oxford Placement Test (OPT). To ensure the participants' homogeneity, 

they were chosen based on their results in an Oxford Placement Test (OPT). As OPT 
is a standardized exam, the standardization process was not necessary. The OPT 
which was used in the current research consisted of 60 multiple-choice items. 
Participants had 30 minutes to answer the questions. The students who gained scores 
from 40 to 47 were considered as upper-intermediate level or B2. 

Listening Comprehension Test. In order to examine the learners’ listening 
comprehension ability, a 20-item researcher-made listening comprehension test was 
used. It was designed according to the textbook taught at Kish Language Institute. It 
consisted of 5 listening tasks each followed by 4 multiple comprehension choice 
questions. It was designed for upper-intermediate level of proficiency.  In order to 
make sure that the listening items in the tests were of the right level, they were 
selected from different listening tasks of the textbook covered at the institute. The 
tests were made reliable by pilot study explained as follows. 

In the phase of pilot study, the researcher designed these 3 listening tests 
and gave each of them to 15 participants, who were the representative of the 
participants of the study. The reliability coefficient was calculated as .71 through 
Cronbach’s alpha. The same listening comprehension test was used as both the pre- 
and post-test in order to avoid the risk of different levels of difficulty in different 
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versions of the test. 
CoolSpeech Software (latest version 5.0.) CoolSpeech Software was 

developed by ByteCool Software Inc. (2001). This text-to-speech program is 
supported by the most current Windows systems. This software can be applied to 
convert any sorts of text files (.txt, .rtf, and .htm/Html) into voice files (.Wav), and 
read the texts (from a variety of sources) aloud. The following features can be 
specified for this software: 

 Being free of charge and user-friendly; 
 Online listening to the news provided from any URLs; 
 Reading texts of any common formats aloud; 
 Fostering independent learning; 
 Listening to every expression the user has just typed anywhere in 

Windows; and 
 Audio-file scheduling, which can be listened further as a practice  

 
Design  

The current investigation was a quasi-experimental research in which the 
participants’ homogeneity was initially ensured through administering OPT, and 
afterwards, they were assigned into two experimental and two control groups to 
meet the research purpose. The study employed a pretest, treatment, and posttest 
design. 
 

Data Collection Procedure  
After OPT administration and ensuring the participants’ homogeneity in 

terms of proficiency level, then, they were assigned into 2 experimental and 2 
control groups as male upper-intermediate learners, and female upper-intermediate 
learners. As the researcher wanted to have the groups of equal numbers, 35 male and 
35 female learners were selected and assigned into two experimental groups. 
Moreover, 35 male and 35 female participants were assigned into 2 control groups, 
and the rest were excluded.  

Prior to the treatment sessions, the homogeneity of participants’ listening 
comprehension was checked by administering the pretest. Pretest results revealed no 
significant differences among the study groups, ensuring listening comprehension 
homogeneity among the participants of the study.  

Both experimental groups underwent the same treatment of using 
computerized G-DA through CoolSpeech software for 30-minute 30 sessions. The 
target listening comprehension tasks were selected based on the learners’ level of 
proficiency, encouraging them to work in pairs and groups. CoolSpeech software 
was used in order to develop their listening comprehension ability with the same 
tasks, and the learners benefited from group discussions on each task. Monitoring 
the learners’ interactions was conducted by the teacher who provided necessary 
feedback as well. However, an attempt was made to promote self and peer correction 
rather than teacher feedback. In other words, the teacher acted as the facilitator who 
paved the way for learners to improve their listening comprehension in an 
interactive learning environment.    

In the experimental groups, the following mediational tactics (Lantolf & 
Poehner, 2008) were used. Prior to the instruction, the teacher provided specific 
explanations regarding CoolSpeech software and how the learners are to work with 
this software during the treatment sessions. It is worth mentioning that this software 
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was used as a supplementary tool in line with G-DA to pave the way for EFL 
learners to develop their listening comprehension. Through this software, learners 
were able to work independently on each listening task and the teacher could save 
the time more efficiently and allocate more effective time for each student to carry 
out the provide tasks more actively. CoolSpeech was employed in order to facilitate 
G-DA in the sense that:   First, the teacher confirmed the correct responses that the 
students were not certain about. Second, whenever it was needed the instructor 
allowed the students to hear the passage again through CoolSpeech software; 
participants were armed with a computer on which CoolSpeech software was 
installed. Third, whenever students could not comprehend the text after replaying it, 
the instructor tried to divide sentences into smaller and more intelligible chunks, in 
order to make them more comprehensible to the students. Fourth, the instructor 
restated the students’ wrong statements with a questioning tone, acting as a model to 
show learners how to do the corrections and be the assessor. Fifth, learners were 
requested to provide peer feedback and be more engaged in doing the listening tasks 
more communicatively and provide correction for their classmates. Sixth, the 
instructor offered learners contextual clues, including topical knowledge, world 
knowledge, and situational awareness. Seventh, the instructor mediated students 
through using metalinguistic clues, either grammatical or lexical clues. Eighths, the 
instructor allowed the students to apply a dictionary, whenever they could not guess 
a word from its context. Finally, whenever the other mediational tactics could not 
help the students to guess the correct response, the instructor explained it. 

In contrast to the experimental groups, CoolSpeech software and G-DA 
were not employed in the control group, receiving the conventional method of 
teaching listening comprehension in which the teacher provided the listening 
comprehension exercises followed by a warm-up. In fact, no computerized G-DA 
was used for the control group. Then, the recording was played and the learners 
were encouraged to discuss the comprehension questions posed by the teacher. Any 
ambiguities in understanding the task were resolved by the teacher. The learners 
listened to the task for the second time in order to have more concentration and 
resolve any misunderstanding. The learners’ grades were much focused in the 
control group.     

After 3 months of treatment on the experimental groups, which took 30 
sessions, 30 minutes each session, the participants in all groups took part in a 
listening posttest, and the results were compared and contrasted to check the 
hypotheses of the study. 
 
Variables of the Study 

As to the purpose of the study aiming to probe the effect of computerized 
G-DA through CoolSpeech software on Iranian EFL learners’ male and female 
learners’ listening comprehension ability, computerized G-DA, CoolSpeech 
software, and gender are considered as the independent variables of the study. 
However, listening comprehension ability involves the dependent variable of the 
study, which is affected by the above-mentioned independent variables.   
 
Data Analysis 

The current research employed quantitative methodology to answer the 
research questions of the study. Descriptive and inferential measures were used 
accordingly. The former is concerned with the learners’ development of mean scores 
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from the pretest to the posttest between male and female groups. The latter includes 
one-way ANCOVA to investigate the possibility of significant difference between 
gender groups. Finally, the researchers employed two-way ANOVA to examine 
listening comprehension of the experimental group among male and female learners. 
 
Results 
Addressing First Research Question  

The first purpose of the study was investigating upper-intermediate male 
learners’ listening comprehension affected by computerized G-DA. In doing so, 
descriptive and inferential measures were conducted in order to compare the pretest 
and posttest scores of listening comprehension. Table 2 shows descriptive statistics 
for the listening comprehension ability of male participants in the experimental and 
control groups. 
 
Table 2 
Descriptive Statistics for the Male Learners’ Listening Pre- and Post-Tests in the 
Experimental and Control Groups 

 N Mean Std. Deviation Std. Error Mean 
Experimental 
post 

35 70.60 3.776 1.192 

Control post 35 65.71 5.458 1.726 
Experimental 
pre 

35 65.86 4.995 1.803 

Control pre 35 64.90 5.109 1.119 
 

Table 2 shows that there is a negligible difference in the pretest scores of 
the male experimental (M = 65.86; SD = 4.99) and control (M = 64.90; SD = 5.10) 
groups. However, as to the post-test results, Table 2 demonstrates the existence of a 
fairly large difference between the posttest mean scores of the experimental group 
(M = 70.60; SD = 3.77) and the control group (M = 65.71; SD = 5.45) for the male 
participants. In order to inferentially compare the experimental and control learners’ 
listening comprehension ability after exposure to computerize G-DA, one-way 
analysis of covariance (one-way ANCOVA) was run as in Table 3. 
 
Table 3 
ANCOVA Results for Male Learners’ Listening Posttest in the Experimental and Control 
Groups 

Source 
Type III 
Sum of 
Squares 

df 
Mean 
Square 

F Sig. 
Partial 

Eta 
Squared 

Noncent. 
Parameter 

Observed 
Power 

Corrected Model 433.517a 2 216.759 44.379 .000 .839 88.758 1.000 
Intercept 29.709 1 29.709 6.083 .025 .264 6.083 .643 
test writing-male-
pre 

313.467 1 313.467 64.178 .000 .791 64.179 1.000 

Code 76.860 1 76.860 15.736 .001 .481 15.736 .962 
Error 83.033 67 4.882      
Total 93405.000 70       
Corrected Total 516.550 69       
a. R Squared = .839 (Adjusted R Squared = .820) 
b. Computed using alpha = .05 
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As shown in Table 3, the significance level is less than .05 (F1, 32 = 15.73, p 
= .001), showing a significant difference between the experimental group and the 
control one among the male participants. Therefore, it can be concluded that 
listening instruction through computerized G-DA could result in significant 
improvement in the Iranian EFL male learners’ listening comprehension ability, thus 
leading to the rejection of the first null hypothesis.  
 
Addressing Second Research Question  

The second research question of the study aimed to examine the effect of 
computerized G-DA on female learners’ listening. Table 4 provides descriptive 
information regarding the female participants’ listening performance in the 
experimental and control groups pre- and post-tests. 
 
Table 4 
Descriptive Statistics for the Female Learners’ Listening Pre- and Post-Tests in the 
Experimental and Control Groups 

 N Mean Std. Deviation Std. Error Mean 

Experimental post 35 69.60 6.758 1.746 

Control post 35 62.17 4.166 1.076 

Experimental pre 35 63.20 5.212 1.179 

Control pre 35 63.10 5.111 1.201 

 
Descriptive statistics for the pre-test scores of the experimental (M = 63.20; 

SD = 5.21) and control groups (M = 63.10; SD = 5.11) in Table 4 reveals a small 
difference of female participants’ listening.  However, the Table shows almost much 
difference between the two group, since the experimental group (M = 69.60; SD = 
6.75) performed better than the control group (M = 62.17; SD = 4.16). The 
examination of the significance level between the two groups was done through 
inferential one-way ANCOVA as in Table 5. 
 
Table 5 
ANCOVA Results for the Female Learners’ Listening in the Experimental and Control 
Groups 

Source 
Type III 
Sum of 
Squares 

Df 
Mean 
Square 

F Sig. 
Partial 

Eta 
Squared 

Noncent. 
Parameter 

Observed 
Power 

Corrected Model 1224.404a 2 612.202 197.335 .000 .936 394.672 1.000 
Intercept 1.355 1 1.355 .438 .514 .016 .437 .098 
test writing-
female-pre 

798.770 1 798.770 257.473 .000 .905 257.474 1.000 

Code 190.731 1 190.731 61.480 .000 .695 61.480 1.000 
Error 83.763 67 3.102      
Total 131329.000 70       
Corrected Total 1308.167 69       
a. R Squared = .936 (Adjusted R Squared = .931) 
b. Computed using alpha = .05 
 

Table 5 indicates that the significance level is less than .05, verifying a 
significant difference between the female learners’ performance (F1, 32 = 61.48, p = 
.000). In other words, independent samples t-test revealed that listening instruction 
through computerized G-DA resulted in the female learners’ significant 
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improvement in listening comprehension ability, resulting in the rejection of the 
second null hypothesis of the study.  
 
Addressing Third Research Question  

The third research question of the study aimed to take into account male 
and female learners’ comparison of listening performance affected by the treatment. 
In doing so, Table 6 compares the descriptive statistics between the male and female 
participants who underwent computerized G-DA in listening instruction. 
 
Table 6 
Descriptive Statistics for the Male and Female Learners’ Listening in the Experimental 
Group 

 N Mean Std. Deviation Std. Error Mean 

Female 35 69.60 6.758 1.746 

Male 35 70.60 3.776 1.192 
 

Table 6 demonstrates the similar performance of the male (M = 70.60; SD 
= 3.77) and female (M = 69.60; SD = 6.75) groups on their listening posttest. The 
difference between the two groups’ posttest was considered inferentially through a 
two-way analysis of variance (two-way ANOVA) in Table 7 below to compare the 
two gender groups’ listening comprehension ability. 
 
Table 7 
Two-way ANOVA Results for the Male and Female Learners in the Experimental Group 
 Sum of Squares df Mean Square F Sig. 
Between Groups 6.000 1 6.000 .180 .676 

Within Groups 768.000 68 33.391   

Total 774.000 69    
 

Table 7 presents that the significance level is more than .05 (F3, 66 = .180, p 
= .676), revealing no significant differences between the male and female groups’ 
mean scores of the listening posttest. In other words, there is not any significant 
difference between the effect of listening comprehension through computerized G-
DA regarding male and female learners’ listening comprehension ability.  

In sum, the results of the study acknowledged the upper-intermediate male 
and female learners’ significant improvement in listening comprehension through 
computerized G-DA. However, there was no significant difference across gender 
groups.  
 

Discussion 
The current inquiry was an attempt to study the potential effects of the 

computerized G-DA method on the listening comprehension ability of male and 
female EFL students. To this end, four groups (two experimental and two control 
groups) formed the sample of the investigation. The results demonstrated the 
outperformance of the experimental groups compared to the control groups 
regarding their listening comprehension ability.  Concerning the first research 
question, which investigated male EFL learners’ listening comprehension affected 
by of G-DA via CoolSpeech software, it was found that computerized G-DA could 
help learners to gain mastery over listening comprehension tasks. With regards to 
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the second research question, which explored the female learners’ listening as a 
result of applying computerized G-DA, results indicated that female learners’ 
listening comprehension was also affected by such assessment. Concerning the final 
research question, which comparatively examined learners’ listening comprehension 
ability affected by computerized G-DA in two gender groups, the results of the two-
way ANOVA revealed no significant difference regarding their listening 
comprehension ability. Likewise, the learners in both experimental groups 
performed better than those of the control group. In fact, it appears that gender as an 
independent variable in this study was affected by the use of computerized G-DA as 
the main intervention in the sense that both male and female groups could 
significantly improve their listening comprehension ability.  

The present study was framed in Vygotskian Socio-Cultural Theory. 
Vygotsky’s SCT provides three main themes concerning the ZPD, the more 
knowledgeable other and social interaction. By zone, Vygotsky means an 
exploration area for which a learner has cognitive preparation, but needs assistance 
and social interchange to develop. ZPD concept can be incorporated in the language 
learning classroom. This needs the use of assistance and supporting resources to 
help learners, bridge the learning gap between the known and unknown course 
content. The scaffolding strategy is evident in the technology-based language 
learning classroom, because this instructional model requires the facilitator to 
provide learners with meta-cognitive support and ensure the exactness of student 
learning so that the learner can become independent. In Vygotsky's idea, knowledge 
is co-constructed through interaction and individuals learn from each other; 
correspondingly, a learner in this theory must be engaged in the learning process. 
All these can support the findings of the present inquiry, which revealed that the 
learners’ listening comprehension was enhanced by G-DA. The students' improved 
scores on the posttest could be due to the mediation provided during the G-DA 
procedure and the use of CoolSpeech software. It has to be mentioned that this 
software could help the teacher to optimize the quality of G-DA by directing the 
learners’ attention to the listening tasks more purposefully and encourage them to 
work independently. Furthermore, when an activity was misunderstood for one 
learner, he/she was able to replay the audio for himself/herself and then be engaged 
in classroom communications. Although G-DA can be practical on its own, applying 
the treatment with CoolSpeech could motivate learners’ more participation in the 
classroom interaction and feel that they own the learning environment and be more 
autonomous in carrying out the listening tasks and enjoy online listening practice as 
an extra activity. Last but not least, the above-mentioned software could be 
beneficial for reticent learners who might feel less confident in taking part in 
classroom talk and gradually by working with the software and doing the listening 
tasks individually, they were able to increase their sense of peer work and participate 
in G-DA intervention.     

The findings of this study are in alignment with those of Ableeva (2008), 
who applied the DA practice to listening comprehension assessment, and concluded 
that DA was an effective diagnostic instrument that enabled the teacher to identify 
the actual level of learners' listening comprehension ability and assist them in the 
process of developing their proficiency. The result related to the impacts of the G-
DA on the listening skills of the students in the experimental group is also consistent 
with the inquiry by Roohani et al. (2018), who observed the effect of the G-DA 
approach on EFL learners' listening comprehension and indicated an enhancement in 
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the participants' posttest scores. The significance of DA in improving EFL learners' 
listening ability was also supported by Alshenqeeti and Grami (2019) through the 
fact that DA participants' results were better than their counterparts. The outcomes 
of the present investigation are also in line with the preceding studies on the positive 
influence of the DA in a computer-mediated environment, such as the investigations 
conducted by Mashhadi Heidar and Afghari (2015), and Mashhadi Heidar (2016), 
who explored the learners’ socio-cognitive progress through electronic-based DA, 
and concluded that technology-based DA improved the learners' listening 
comprehension ability. Similarly, Ashraf et al. (2016) explored the effect of 
computerized DA on the listening skill of EFL students and demonstrated that this 
kind of assessment could significantly affect the learners' listening comprehension. 
The present study revealed that the cooperative and interactive approaches to 
pedagogy in G-DA led to the effectiveness of this method for both experimental 
groups. This is something which is in agreement with Ahmadi Safa and Beheshti's 
(2018) study, which investigated the effect of interventionist and interactionist 
approaches to G-DA on listening comprehension development of EFL students, and 
proved the primacy of interactionist G-DA for enhancing the students' listening 
skills, suggesting that the authoritative and unilateral approaches to pedagogy be 
replaced by the cooperative and interactive ones. 

Despite the fact that gender has been regarded to play a momentous role in 
L2 acquisition, and educational research has confirmed the effect of gender 
differences on learners' academic achievements, needs, and interests, the findings of 
the present study demonstrated no substantial differences across gender groups in 
using G-DA procedure. It is worth mentioning that different academic areas have 
different declarations to the gender issues. As to the outcomes of the present 
investigation, it can be concluded that the G-DA procedure and its beneficial 
guidance might be used in both female and male classes in the same way. Moreover, 
the effective guidance of G-DA might be used in students' textbooks with no 
consideration of gender differences. More importantly, computerized G-DA can be 
successfully applied to both male and female groups as the findings of the study 
demonstrated that gender and development of listening comprehension were 
significantly correlated regardless of showing similar performance to the treatment. 
Therefore, gender has to be taken into consideration seriously an independent 
variable and in EFL instruction of language skills and both quantitative and 
qualitative researches are demanding to highlight the role gender plays in language 
teaching and learning.   
 

Conclusion and Implication 
As to the findings, it can be concluded that the G-DA method of instruction 

via CoolSpeech software could have a significant effect on the listening 
comprehension skill of both male and female learners, though no statistically 
significant difference between the two experimental groups (male experimental and 
female experimental group) was observed. The present study can have practical 
implications for the English language teaching and testing field. 

The findings of the study can pedagogically contribute to the curriculum 
development and syllabus design regarding the accommodation of more interactive 
materials in order to foster further teacher-learner and learner-learner interactions in 
the classroom. It seems necessary to revise pedagogy to balance the tensions 
between dynamic and non-dynamic forms of assessment, and to use the advantages 
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of each to improve teaching and learning. One of the challenges to a learning-
oriented approach to assessment is the views that simply equate evaluation with 
grading (Zeng et al., 2018). Dynamic approaches to the skills evaluation could help 
promote the features of assessment tasks as learning tasks and student involvement 
in the evaluation process. Exploring gender-based differences between students in 
applying G-DA practice can be valuable for policy makers. Moreover, the present 
outcomes seem to be beneficial for learners, teachers, teacher educators, and 
researchers. 

Learners can positively be exposed to G-DA listening comprehension 
instruction through CoolSpeech software in order to develop their listening 
comprehension and enjoy more communication in the classroom, resulting in quality 
learning of listening comprehension. In comparison with the conventional type of 
assessment focusing on the overall listening ability of the learners, the dynamic 
model of assessment, as the present study suggests, can provide valuable insights for 
the learners to have awareness regarding their quality listening in the learning 
process. The learners’ involvement in the assessment procedures not only motivates 
the learners’ development of language skills, but they also help learners to be aware 
of the significance of being assessed during the learning process (Archer, 2010). 

Teachers can also employ G-DA through CoolSpeech software in order to 
provide assessment-oriented instruction of listening comprehension for the learners 
in the communicative classroom. G-DA can be considered as a quality methodology 
to involve the learners in the listening comprehension tasks and encourage learners 
to have self and peer-corrections under the teacher’s monitoring. The result of this 
study can lead both teachers and learners to apply the best assessment tools in the 
classroom in order to eliminate possible difficulties they may encounter during the 
listening class. In other words, dynamic assessment approaches can be adopted as a 
teaching methodology for teachers to trigger the learners’ listening capacities and 
help them identify their weaknesses and strengths for the purpose of quality 
learning, and finally listening ability. Moreover, teachers need to provide assessment 
feedback to maximize its potential for students’ actions in line with the DA 
framework. 

The present study can also contribute to teacher educators’ provision of in-
service workshops for both novice and experienced teachers to benefit from 
assessment-oriented instruction in the classroom for the purpose of enhancing the 
teaching performance by involving the learners in the assessment procedure and 
help them to have more interaction with their peers by doing group DA. 

Finally, the results of the study can be practically significant in terms of 
conducting further assessment-oriented studies, particularly in the Iranian context in 
which teaching listening comprehension through G-DA appeared to be an under-
researched area of study.  

Generalizing the findings of the study has to be carefully attended as the 
sampling and context setting do not represent the entire population of foreign 
language learner in Iran. The study was also limited to the context of a private 
language institute for participants’ selection. Moreover, the participants constituted a 
small number of language learners. Another limitation was time, since the data 
collection occurred over the course of a few months. However, it is difficult to know 
whether this amount of time was enough to witness changes. Furthermore, a single, 
commonly agreed-upon definition of comprehension remains elusive (Cutting & 
Scarborough, 2006). Different comprehension assessments do not always generalize 
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across items, formats, and subjects due to differing definitions of comprehension. 
Thus, possibly the results of the current study might not generalize beyond the 
measures of listening comprehension used in this study. The final limitation of the 
study is related to the sampling procedure adopted in this study, since the 
researchers could not conduct a truly randomized sampling due to administrative 
reasons. 

Thus, further research can be carried out to explore other variables, such as 
different learning environments, including high schools or academic settings like 
universities, as well as different levels of proficiency, and other language skills. In 
addition, further research can be done with the participation of a larger sample. 
Moreover, the teachers’ perceptions about computerized G-DA in effective teaching 
of language skills can be explored. Investigating the teachers’ perceptions can 
determine whether they are aware of practically applying G-DA or they should be 
provided with awareness-raising activities by the teacher education. It is also 
recommended to implement computerized G-DA in teaching other language skills 
and sub-skills; however, a pilot study is required to check the applicability of 
assessment types. Teachers and researchers can also consider an action research 
approach or mixed methods research that integrates philosophical, qualitative, 
quantitative, and action research for the study of different assessment scenarios. Last 
but not least, the learners’ personality types (i.e., introversion/extroversion and 
reflectivity/impulsivity), their motivation, critical thinking, etc. can be taken into 
account in further research to examine how these groups of learners performed in 
assessment-based instruction. These factors might affect the students' performance 
in learning, and employing the DA method might produce thought-provoking results 
in terms of how to efficiently apply this approach in the classroom. 
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Abstract 
While previous academic achievement studies have investigated a wide range of cognitive 
variables, certain non-cognitive variables such as teacher-student interaction and academic 
self-concept in relation to academic success have remained under-researched. To this end, a 
coefficient correlation research method was used to observe the academic self-concept, and 
the interaction between teacher and student features which had been identified as having 
significant roles in English students’ academic achievement. The participants of the study 
consisted of 218 Iranian EFL university learners, with an age range of 18 to 45. Structural 
equation modeling hypothesis-testing procedures demonstrated that there exists a reasonable 
fitness between the data and the model (χ2 = 0.37, GFI = 0.99, CFI = 0.99, RMSEA = 0.01). It 
was confirmed that the amount of student and teacher relationships meaningfully and directly 
affected EFL students' academic success (r = 0.35, p = 0.45). Moreover, academic self-
concept was known to be a significant factor in improving students' achievement (r = 0.24, p 
= 0.32). The obtained results also indicated the mediating role of learners' academic self-
concept in enhancing learners' academic achievement via increasing the interaction between 
students and their teacher. The fundamental role of psychosomatic features, comprising of 
students and teacher relations and academic self-concept to foreign language students’ 
educational success was authenticated. The outcomes of this empirical study have some 
implications for educational settings. 
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Introduction 
Student accomplishment or growth is considered as being of essential 

concerns for educational institutions that value economic as well as universal 
progress (Brown & Ryan, 2015). Learners experience different kinds of emotions 
that are related to educational activities (Raccanello & De Bernardi, 2013). 
According to (Pekrun, 2006), learners' academic achievement consists of 
characteristics of students, for instance the notions of self-concept and societal and 
educational issues. In preceding experiential study (Pekrun & Perry, 2014), the 
influential role of learners’ self-concept in improving their success has been 
confirmed, while the starring role of the superiority of students and teacher 
interactions is not fully deliberated. As well, it has been proposed that students' 
relationship with their teacher significantly improves their success in academic 
context (Belsky & Pluess, 2009). However, fewer researches have investigated the 
mediated contribution of learners' academic self-concept in the topic of the 
association amongst the teacher–student interaction and academic achievement. The 
present study has two goals: First, to explore the roles of the student and teacher 
communication and academic self-concept in learners' accomplishment progress. 
Second: to ascertain the direct and mediated roles of these two variables on learners' 
academic achievement.  
 
Literature Review               

Academic achievement is regarded as a significant principle to evaluate a 
person's total potentialities and capabilities (Berg & Coetzee, 2014). The concept of 
academic achievement is well-established as the students’ understanding of 
numerous abilities and educational materials through applying consistent and 
validated analyses (Joe et al., 2014). Scholars agree that cognitive and non-cognitive 
skills (Pitt et al., 2014; Veas et al., 2019), such as motivational (Wolff et al., 2018), 
and situational factors (LoCasale-Crouch et al., 2018) contribute to learners' 
academic achievement and growth in academic setting. The literature demonstrate a 
great deal of consideration to the understanding of the ways in which non-cognitive 
variables such as motivational and situational factors have an effect on students' 
ability to achieve higher grades (Berg & Coetzee, 2014; Pitt et al., 2012). 

The optimistic self-beliefs that concentrates on how healthy, normal, and 
exceptional people may obtain the thoroughgoing from a lifespan are centered at the 
core of the positive psychological revolution (Grygiel et al., 2017; Simonsmeier et 
al., 2020). This positive psychology initiative that concentrates on academic self-
concept, draws a vast amount of attention in educational and psychological fields 
(Marsh et al., 2017). The term self-concept is explained as “a construct of pervasive 
significance” (Craven, 2008, p. 1) that supports the comprehension of required 
psychological, behavioral, and educational consequences that reinforce human 
potential. 

The notion of self-concept was primary familiarized by Carl Rogers and 
Abraham Maslow, addressing how people perceive themselves as pertaining to their 
capabilities, attitude, values, and uniqueness (Garn & Shen, 2015). In educational 
settings, self concept is considered as a significant consequence of learning and 
assists as an indicator of scholastic outcome. It is demonstrated that the notion of 
self concept is correlated with accomplishment, and academic self�concept is a 
momentous predictor of professional preference in and out of school (Parker et al., 
2015). Khalaila (2015) pointed out that academic self-concept is one of vital key 
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elements to learners' academic success. He distinguished that the foundation of 
scholars’ academic superiority is the academic achievement in which understanding 
the various features responsible in predicting, identifying, intervening, or having an 
effect in academic achievement is critical (Khalaila, 2015). 

A number of empirical findings provide numerous illustrations for the 
constructive weights of a learners' high academic self-concept. According to Harter 
(2012), academic self-concept (ASC) is defined as an individual estimation of 
personal cognitive capabilities in academic achievement contexts. The researchers 
illustrated that high amount of achievement, persistence at the time of failure, 
interest, and academic choice are all associated with learners' academic self-concept 
(Gogol et al., 2017; Köller et al., 2006; Marsh et al., 2017). Students who have 
positive academic self-concept attain advanced educational accomplishment levels 
and are further successful in professional domains (Marsh et al., 2017; Schneider & 
Preckel, 2017). In addition to the relationship with performance consequences, 
constructive academic self-concept is related to other areas of academic success, for 
instance not as much of university failure (Schiefele & Schaffner, 2015). 
Accordingly, it is increasingly recognized that a student’s positive academic self-
concept can simplify a vast amount of educational consequences (Trautwein & 
Möller, 2016). A plethora of literature have clarified the substantial effect of 
academic self-concept on achievement (Chen et al., 2013; Marsh et al., 2015). For 
instance, whenever students are self-confident in their capability to be academically 
effective, their self-concept will affect their interest, causing them to be more 
satisfied about learning. At the point when learners reveal passion or enthusiasm for 
learning they will undoubtedly turn out to be motivated to learn new materials and 
notions, which will help them to obtain the intentions of pedagogic excellence (Guo 
et al.,, 2018; Niepel et al., 2014; Pinxten et al., 2014). Teachers as well as parents 
should establish a strong academic self-concept which would be considered as the 
first priority over the enhancement of long-term academic achievement (Marsh et 
al., 2015). Knowledge of students’ perceptions of their own academic competencies, 
feelings, and experiences is noteworthy, since these perceptions will impact how 
they in turn value academics. Moreover, students’ perceptions of the importance of 
academics will ultimately influence how well or ineffectively they perform 
academically (Trautwein & Möller, 2016).  

Conversely, in the face of the strong practical provision for the 
relationships of educational achievement and self-concept, rare studies have 
considered the mediated role of this concept concerning the relationship of academic 
achievement and the amount of teacher-student contact. As an alternative, most of 
the existing achievement motivation studies have relied mainly on the direct 
consequence of academic self-concept on achievement, even though the ASC's 
mediated role might be the most important variable in the establishment of learners’ 
strong achievement (Guo et al., 2018) and fast progress in cognitive and academic 
skills (Harter, 2012). Some researchers (e.g. Cadima et al., 2010) elucidated that 
educators' interaction quality with students in the class is increasingly acknowledged 
as of having dominant significance for learner achievement in classroom (Cadima et 
al., 2010). The relationship between educator and students is observed as the utmost 
influential feature in educational situation. This sort of relation that is considered as 
academic motivation and school engagement, expresses the basis of the social 
context in which learning takes place (Clem et al., 2020; Pekrun & Perry, 2014). A 
number of variables such as gender have an influential effect on the interactions 



228 / The Impact of Teacher-Student Interaction and Academic …/ Nafiseh Asadzadeh Maleki & ... 

 

between teacher and students which in turn influence a learner’s academic outcomes 
and performance. Hughes & Chen (2011) consider that supportive and positive 
relations that occur between students and teachers ultimately stimulate a “sense of 
school belonging” and inspire learners to “participate cooperatively in classroom 
activities” (p. 278). 

Generally speaking, teacher–student interactions are considered at two 
levels, the classroom level and the dyadic level. An attachment-based perspective is 
frequently utilized in educational researches (Pekrun & Perry, 2014; Verschueren & 
Koomen, 2012). This perspective concentrates on the emotional constituents of the 
dyadic relations that exist among the students and teachers. More explicitly, it 
focuses on three major components, namely dependency, closeness, and conflict, in 
the relationship between the educator and a specific learner (Verschueren, 2015). 
Closeness discusses the amount of warmth, open communication between the 
student and instructor, and affection, while conflict encompasses the amount of 
undesirable affect communicated and experienced in the interaction (Ahnert et al., 
2012). Dependency speaks about the student's insecure behavior toward the 
instructor and the high degree of reliance on the teacher (Ahnert et al., 2012; 
Vervoort et al., 2015). Nevertheless, these dyadic relationships are surrounded by 
the wide-ranging classroom environment, which have an impact on learner’s 
progress in its own manner (Howes et al., 2011). Teacher–student interactions are 
increasingly noteworthy for the adjustments of students’ socioemotional features 
and their success in educational settings (Lei et al., 2018; Pakarinen et al., 2018). 
Numerous theoretical explanations have been proposed as to why the quality of 
teacher–student interaction is expected to similarly be associated with learners’ 
achievement. For instance, supportive and close teacher–student interactions can 
improve learners’ common sense of belonging and social relatedness within the 
class, which, consecutively, may possibly stimulate positive and impede negative 
feelings towards learning (Clem et al., 2020; Lei et al., 2018; Skinner et al., 2014). 

Furthermore, whereas empirical studies have noticeably determined the 
significance of societal, temporal and dimensional contrasts for academic self-
concept construction, rare researches have experimentally examined their joint 
influence as mediator in learners' achievement and interaction relationship (Wolff et 
al., 2018). As such, in spite of an overabundance of self-concept researches, most of 
the individual studies focused only on the reciprocal effects of ASC and 
achievement, in actual fact none have exclusively juxtaposed the contributive role of 
this notion in relation to the developmental perspective of achievement. In this 
context, the present paper designed to rigorously test: a) the developmental interplay 
between teacher-student interaction and a standardized academic achievement 
measure at university level; b) the actual magnitude of the special impressions of 
academic self-concept on EFL university students' success; c) the magnitude to 
which academic self-concept play a mediator role in learners' academic 
achievement, respectively. Data was collected from among university students. 
Following Marsh and Martin (2011), structural equation modeling (SEM) was 
utilized in this study to account for measurement error and so was anticipated to 
produce supplementary precise parameter assessments (Marsh et al., 1998) (Figure 
1). 
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Figure 1 
The Hypothesized SEM Model 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The Current Study 

In the mainstream of researches discovered heretofore, it was demonstrated 
that academic achievement is a major determinant in the increase concept model. 
According to this model, self-concept tends to enhance on the involvement in 
explicit and implicit trainings of the scholars (Ahmed & Bruinsma, 2006).  As an 
indicator of accomplishment in any systematic attempt, student’s success and other 
variables have an effect in any educational system in which this concerns persuades 
and attract numerous researchers. Generally, it is still open whether the different 
models for considering the association between self-concept and achievement obtain 
comparable consequences. As well, the teacher-student relationship was presumed 
to be predicator and academic achievements were considered as an outcome, thus it 
is commonsense to hypothesize that academic outcomes are influenced by 
interactions with teachers (Goetz et al., 2013; Westphal et al., 2018). By contrast, 
almost nothing is known about whether learners' academic self-concept have a 
mediator role in achievement-related outcomes and teacher-student interaction 
relationship, even though there exist good explanations to express that this might be 
the case (Nelson & Schunn, 2009). The current study aimed to fill the 
aforementioned gap by scrutinizing whether academic self-concept mediate the 
association between learners' academic success and the extent of their interaction 
with teacher. In this research paper facets of expectancy value theory (Eccles & 
Wigfield, 1995) and self-determination theory (Deci & Ryan, 1985) were combined, 
to expand our knowledge of the notions of academic achievement, academic self-
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concept, and teacher-student interaction along with the relationships that exist 
among them. More specifically, this paper attempted to scrutinize effects of the 
research variables on improving EFL learners' academic achievement. The study 
was conducted to investigate a series of research questions, as follows: 

 Is there a direct relationship between teacher-student interaction and EFL 
students' success? 

 Does EFL students' self-concept have a direct effect on EFL students' 
success? 

 Is the effect of teacher-student interaction on EFL learners' success 
mediated by self-concept? 

 
Materials and Methods 
Design of the Study 

This investigation was an attempt to survey the relative contribution of the 
amount of teacher-student relations and academic self-concept to EFL learners' 
success. The study utilized the descriptive correlational survey research design. 
Parametric statistical tools were employed to determine students’ level of self–
concept, their achievement in academics, the amount of teacher- student interaction, 
and the direct and indirect relationships that exist among these variables (Creswell, 
2008). Likewise, the present research was a cross sectional design that involves 
collecting of the required information from the sample group on one occasion. In 
this research method, the investigator is able to infer and generalize required data in 
relation to a larger population according to the obtained data of smaller sample 
group (Creswell, 2008). 
 
Participants 

For the purpose of inspecting the contributive role of teacher-student 
interaction, self-concept to learners' academic success, a-priori Sample Size 
Calculator for SEM was utilized. The sample size required for this study that drew 
on the SEM was calculated to be 218 EFL learners.  Accordingly, a total number of 
218 Intermediate EFL learners varying in age from 18 to 45 were participated in this 
study. The participants were EFL learners in Islamic Azad University, Tabriz 
Branch, Iran.  Of the entire number of these 218 students, 46.8 % were male, and 
53.2 % were female, with Turkish and Farsi as their native language.  
 
Procedure  

Once the research framework was established, the required data to conduct 
this research were gathered throughout the educational year 2017. The researchers 
secured the appropriate permissions from the aforementioned university's 
administrative offices. At the start of the study, the researchers personally visited the 
learners at the university and briefed the participants about the resolution and the 
prominence of the study. As such, we explained the research procedure and the 
methods in which they were supposed to respond the questions of each 
questionnaire. The students were required to provide their own opinion for each 
question as stated by the determined instruction of each questionnaire. With the aim 
of getting high response and authentic rate, the researchers read each question out 
loud and the students were asked to choose one answer of their own desired reply in 
the questionnaires. During the procedure, the students were assured that their 
opinions would not be shared with anyone. They were just demanded to exactly 
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provide their biographical data containing their age, sexual category, score, and their 
grade point average (GPA). Since, the learners' success was assessed in line with the 
students' grade point average score, we emphasized precise self-reporting of their 
GPA. Every questionnaire was coded by the computer, and then two statistical 
software, named SPSS 22.0 and LISREL 8.80, were utilized to examine the 
proposed model. 
  
Measures   

To answer research questions, the following instruments were utilized: 
Self-Concept Ability: learners' academic self-concept ability was assessed 

via utilizing two questionnaires: a) Robson’s (1986) self-concept questionnaire – 
this 7-item questionnaire measures five sub-categories of self-concept, i.e., 
attractiveness and approval by others, contentment and worthiness, confidence value 
of existence, determinism and significance, and resilience. The Cronbach’s alpha 
reliability measure for the self-concept questionnaire was calculated to be 0.80; and 
b) Liu and Wang’s (2008) Academic Self-concept Questionnaire (ASCQ) which 
aims to assess the emotional states and insights of the students' academic 
competence. Twenty items are included in the questionnaire with 6-Likert scale 
(yes, no, no always, no sometimes, yes sometimes, yes always). Two major 
subscales measured in this questionnaire are confidence and effort. This 
questionnaire was, also, evaluated in terms of its reliability and the results indicated 
the reliability measure of .92. An example of a sample item of this questionnaire is 
as follows: 
Question                   Yes       No       No                    No                   Yes               Yes 
                                                        always       sometimes      sometimes          always 
I can follow the lesson easily      …..       ….     ……                 ……             …..               
….. 

Teacher-Student Interaction: The quality and the features of the learners’ 
relations with their instructors were measured through the use of two different 
questionnaires, too. a) Questionnaire on Teacher Interaction (QTI): The scale was 
designed to measure learners’ experience of leadership, strict, uncertain, 
responsibility/freedom, helping/friendly, understanding, dissatisfied, and 
admonishing on a Likert scale, ranges from letter A (never, A stands for 1) to letter 
E (always, E stands for 5). The amount of Cronbach’s alpha for the feature of 
closeness was demonstrated to be 0.82, and for conflict, it was 0.76. The Cronbach’s 
alpha reliability of this questionnaire was indicated to be agreeable (r = 0.81). b) a 
self-reporting Questionnaire on teacher-student interaction (QTI) modified by 
Nugent (2008). The questionnaire includes 48 items about the students' performance 
in the class and the numbers range from 1 to 5 (1 = never, and 5 = always). The 
reliability of the instrument was calculated as 0.80. The following sample item is an 
example of this questionnaire: 
 1. This instructor talks enthusiastically about her/his subject.                            1   2   
3    4   5 

Academic Achievement:  Students' grade point averages (GPA) were 
utilized to exhibit the learners' academic success, and were observed to serve as 
measurements of the English achievement achieved at the university level. EFL 
learners were required to self-report their grade point average score which ranges 
from 0 to 20. 
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Data Analysis 
To investigate the research questions, the various questionnaires were 

submitted to the students and required data were collected. The collected data were 
coded and scrutinized via the use of the program Statistical Package for the Social 
Sciences (SPSS) version 22.0. At the outset, the demographic data of the students 
were analyzed by the use of statistical analysis to scrutinize the descriptive data 
involving of the standard deviations, the mean, and the standard error of means. 
Moreover, the coded data in SPSS were imported into LISREL Software version 
8.80. Then, the researchers applied Confirmatory Factor Analysis (CFA) to 
determine the relationship among latent and observable variables. The foremost 
intention of confirmatory factor analysis is to check the fitness of the data to a 
theorized measurement model through the use of different indices of model fit 
index. In Model fit the researchers aims to explore the comparative fit index (CFI), 
the root mean square error of approximation (RMSEA), the standardized root mean 
square residual (SRMR), and the Tucker–Lewis index (TLI). A model 
characteristically fits the data while the value of p is not significant. Whenever the 
value of RMSEA is lower than 0.06 and SRMR values is under 0.08, it is 
demonstrated that there exists a comparatively good fitness between the theorized 
model and the obtained data (Hu & Bentler, 1999). Because of the sensitivity of the 
χ2 test to sample size, applying relative goodness-of-fit indices is correspondingly 
suggested in large sample size cases (Bentler & Bonett, 1980).  At last, Structural 
equation modeling (SEM) of the research variables was provided using LISREL 
software. Structural equation modeling is defined as a statistical analysis procedure 
that is utilized to evaluate the structural associations.   
 

Results  
To begin with, the researchers calculated Skewness and Kurtosis of the 

research variables along with the correlational association of these variables.  In 
order to indicating the data normal distribution, kurtosis and skewness of the scores 
are revealed in Table 1.  
 
Table 1 
Skew and Kurtosis of Research Variables 

Kurtosis Skewness Standard Deviation Mean Variable 
-0.40 -0.59 1.64 17.34 GPA 
-0.87 0.19 12.29 53.20 Robson's SC 
0.30 -0.42 11.62 51.02 Liu's SC 
0.76 -0.59 40.09 212.97 Wubble's QTI 
0.68 -0.21 31.82 162.32 Tisome Nugent's QTI 

 
As it is demonstrated in Table 1, the distributions of the academic success 

showed negative skewness (-0.59) and negative Kurtosis (-0.40). The skewness of 
academic self-concept variables ranged from 0.19 to -0.42 and the kurtosis of these 
variables was between -0.87 and 0.30. Correspondingly, the distributions of teacher-
student interaction variables authorized positive kurtosis between 0.76 and 0.68 as 
well as negative skew between -0.59 and -0.21. Generally speaking, the absolute 
skewness value of more than 2 and the absolute kurtosis value of over 7 are 
demonstrated to be unacceptable (Finney & DiStefano, 2006).  In the present paper, 
the kurtosis and skewness of the distributions of research variables were surrounded 
by the range of acceptability and normality. Table 2 below provides information on 
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the correlational statistics that exist among the study variables. 
 
Table 2 
Correlational Statistics among Variables  

8 7 5 4 1 Variable No. 

    1 GPA 1 

   1 0.31** Robson's SC 4 

  1 0.47** 0.32** Liu's SC 5 

 1 0.39** 0.40** 0.45** Wubble's QTI 7 

1 0.71** 0.31** 0.35** 0.41** Tisome Nugent's QTI 8 

** p< 0.01 
 
        As demonstrated in Table 2, there were significant average correlations among 
the research variables (p < 0.01).  
          In the current study, the researchers applied Confirmatory factor analysis to 
evaluate the rationality of measures. This research paper used indicies from different 
classifications to evaluate goodness of data-model fit, to be precise, camparative fit 
indices, absolute fit indices, and parsimonious fit indices (Hu & Bentler, 1999). The 
data-model fit indices are: a) Comparitive Fit Index (CFI), Normed Fit Index (NFI), 
and Non-Normed Fit Index (NNFI) as comparitive fit indices, b) Goodness of Fit 
Index (GFI), Adjusted Goodness of Fit Index (AGFI), and Standardized Root Mean 
Square Residual (SRMR) as absolute fit indices,  and c) Chi-Square/Degree of 
Freedom (χ2/df), Parsimonu Normed Fit Index (PNFI), and Root Mean Square Error 
of Approximation (RMSEA) as parsimonious fit indices. Table 3 illustates the 
fitness of  the proposed structural equation modeling. 
 

Table 3 
Data-Model Fit Indices 

Absolute fit indices 
Index GFI AGFI SRMR 
Value 0.99 0.99 0.01 
Acceptable range >0.90 >0.80 <0.05 

Comparative fit indices 
Index CFI NFI NNFI 
Value 0.99 0.99 0.99 
Acceptable range >0.90 >0.90 >0.90 

Parsimonious fit indices 
Index X2/df PNFI RMSEA 
Value 0.37 0.61 0.01 
Acceptable range <3 >0.60 <0.08 

           
The goodness of fit index (GFI) of the proposed model was 0.99 and the 

adjusted goodness of fit index (AGFI) was 0.99. Based on the obtained outcomes, 
the Standardized Root Mean Square Residual (SRMR) equaled 0.01. The entire 
measures of absolute fit indices are within the accepted ranges (GFI = 0.90, AGFI = 
0.08, and SRMR = 0.05), representing thet the hypothetical model was a good fit of 
the data (Schumacker & Lomax, 2010). The normed fit index (NFI) of the model 
calculated to be 0.99, the comparitive fit index (CFI) of the operationalized model 
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was 0.99 and the root mean square error of approximation (RMSEA) equaled 0.01, 
and non-normed fit index (NNFI) signifying the value of 0.99 is within the 
significant value of 0.90. The value of  CFI (0.99) falls within the meaningful range 
of 0.90 or higher, designating this model was a good fit of the data (Schumacker & 
Lomax, 2010). The χ2 ratio that is divided by degree of freedom was equal to 0.37. 
Consistent with Carmines and McIver (1981), a χ2 ratio of less than 2.00 advocates 
a good fit, consequently approving that this model fits the data.  
         As aforementioned, the researchers employed LISREL software (version 8.80) 
to survey factor loadings of the research variables on the latent construct and 
coefficients for the constructs' directional paths. In path analysis, the pathways are 
characterized as equations and exemplified as path diagrams. Figure 2 exhibits the 
structural equation model of the study. 
 
Figure 2 
Structural Equation Modeling of the Study 

 
Correspondingly, the direct and indirect effects of variables are revealed in 

Table 4. 
 
Table 4 
 The Direct and Indirect  Effects of Each Variable on Academic Achievement  

R2 
Total 
effect 

Indirect effect Direct effect Path 

0.29    To Academic achievement from 
 0.24** - 0.24** Academic Self-concept 
 0.50*** 0.15** 0.35*** Teacher-student interaction 
0.40    To Academic Self-concept from 
 0.64*** - 0.64*** Teacher-student interaction 

**p < 0.01, ***p < 0.001 
 

As established in Table 4, learners' academic self-concept had a significant 
prognostic influence on their educational achievement (β = 0.24, p < 0.01). The 
amonunt of the relatioship between educator and learner, harmoniously, had a 
momentous and significant prognostic role in signifying academic success (β = 0.35, 
p < 0.001). The findings provided the required data for confirming the first two 
research questions, appealing that both teacher-student relations and academic self-
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concept  definitely influenced students' academic succes. Additionally, the indirect 
effect of teacher-student relations via academic self-concept on academic 
achievement was designated to be (0.15), which confirmed to be noticeably 
significant in line with standardized significant level (p < 0.01). Accordingly, it is 
rational to claim that students' academic self-concept had a mediating role regarding 
teacher-student relations and academic success relationship. That is to say that 
improving the quantity of the relationship between teacher and students caused the 
enhancement in students' academic self-concept which resulted in the expansion of 
academic success.  
 

Discussion and Conclusion 
The research variables multifaceted nature that were influential in the 

learners' academic procedure entails the prerequisite to consider their diverse levels 
of relations, since this is an imperative phase in which motivational, contextual, and 
cognitive mechanisims can be incorporated as noticeable features in improvement. 
The current research extended upon preceding studies on teacher-student 
interactioin, academic self-concept, and academic success (Goetz et al., 2013; Goetz 
et al., 2012; Westphal et al., 2018) by displaying that learners' academic self-concept 
moderated the association between learners’ academic success and the amount of the 
interaction with their teacher. The primary resolution of this paper was to explore 
the direct effect of learners'acadademic self-concept on their academic growth. 
Correspondingly, the hypothesized relatioship between teacher-student interaction 
and students' academic achievement was examined. As a final point, the study 
attempted to scrutinize the contributive role of academic self-concept and teacher-
student relations in EFL students' academic success. Consistent with the previous 
studies and expectations on direct effect of teacher-student interaction on 
achivement (hypothesis 1), learners' academic success was established to be directly 
influenced by the quality of teacher-student communication. This authorized the 
prospect that learners learn more when they positively communicate with their 
teacher and their classmates (Abrantes et al., 2007; Kiuru et al., 2020). Learners 
better understand the knowledge and become more committed to learn more and 
more through interacting with others (Hay et al., 2004). The results for estemating 
academic achievement according to the amount and the quality of teacher-student 
interaction demonstrated that a students reached advanced levels of achievement and 
lower levels of tediousness and anixty when their interaction with the teacher was 
closer and less conflictual, whereas conflictual teacher–student association was 
correlated with higher anxiety levels. As theorized, the obtained results of the study 
are in acordance with preceding researches indicating that the teacher and students 
relationships' quality has a noteworthy effect on student academic performance 
(Frenzel et al., 2007; Goetz et al., 2013; Lei et al., 2018; Skinner et al., 2014). 
Likewise, the current research results are consistent with the outcomes of many 
preceding investigations which made significant contribution to the well-established 
body of investigation on the importance of teacher interaction in the class (Arbeau et 
al., 2010; Elmelid et al., 2015; Goetz et al., 2013; Jellesma et al., 2015). Findings 
support the view of variouse researchers (Kenny & Adriana, 2009; Košir & Tement, 
2014; Kyriakides, 2005; Wubbels & Brekelmans, 2005) that, in fact, learner 
perceptions of teacher interaction have a remarkable role in student success and can 
be utilized as a predicator for student achievement. The consequences are as well in 
accordanace with previouse studies indicating that  caring and supportive 
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interpersonal relationships among teachers and students in school reveal 
supplementary positive attitudes and values and more satisfaction with education. 
This authorizes the belief that students learn more when they positively 
communicate with their teacher (Bakadorova & Raufelder, 2016; Clem et al., 2020; 
Sakiz, 2012). It is conceivable that in a supportive teacher–student relationship, 
learner’ rudimentary psychosomatic requirements for relatedness are satisfied and 
teachers are more sensitive and responsive to students’ individual learning-related 
desires. This may allow learners to involve in educational tasks with satisfaction and 
interest (Skinner et al., 2014). 
          In the previouse studies on self-concept impacts on achievement, varoiuse 
consequences have been stated with reference to the direction and the extent of 
effects between learners' academic self-concept and their academic success. 
Nevertheless, as expected in the second hypothesis, the results of the current study 
evidenced that academic self-concept has a predicted role in learner academic 
achivement. This results corraborates other experiential conclusions in this domain 
(Ganley & Lubienski, 2016; Gujare & Tiwari, 2016; Marsh et al., 2015; Marsh & 
Martin, 2011; Niepel et al., 2014; Pinxten et al., 2014). The ontained results agrees 
to the notion that learners' academic self- concept is a more concrete and noticeable 
variable for studenets depelopment and, consequently, impact their achievement 
during scholastic tasks. Considering the prominant influence of academic self-
concept in enhancing academic progress, Grygiel et al. (2017) propsed that self 
concept is a contributing factor of academic success (Grygiel et al., 2017). Many 
researchers have supported the contention that there exist a constructive association 
between students academic self-concept and performane in aquiring a language 
(Hoferichter et al., 2018; Kulakow, 2020; Rady et al.,) that investigated the 
associations between learners’ performance and their academic self-concept. The 
consequences authorized the existence of a momentous statistical correlation 
between students’ educational performance and their academic self-concept. The 
learners who have high level of academic accomplishment receive reward and have 
more opportunities in future. 
           The consequences of the existing study similarly advocate the third research 
hypothesis which claims that academic self-concept mediates the association 
between the students' academic performance and the amount of teacher-student 
contact. To our knowledge, fewer studies are known to explore the associations 
between the achievement and interaction that is mediated by the role of academic 
self-concept. The obtained consequences of the study indicated that academic self-
concept had a noteworthy relationship with academic success, which is a confirmed 
to be a fundamental mediator in the interply between teacher-student interaction and 
academic success in previouse socio-cognitive principles. These consequences 
strengthen the reliable sound effects attributable to the interaction among students 
and teacher and the self-concept that is essential to be regarded in existing 
achievement models, according to a interactional framework (Greenwald et al., 
2002). Likewise, the prominence of self-concept as a mediator is in accordance with 
earlier researches (Díaz et al., 2016; Green et al., 2012; Pinxten et al., 2013; Rady et 
al., 2016; Sabol & Pianta, 2012) which established it as a fundemental factor to 
academic achievement. According to the consequences of the current study and 
abovementioned data, the mediating consequence of learners' academic self-concept 
in the relationship between teacher-student interaction and academic achievement 
allows us to confirm significant implications. Societal communications among 
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teachers and thier students are considered as essential variable in academic success, 
since they can result in enhanced emotional support and prosocial behaviors (Kraft 
& Rogers, 2015; Pino-Pasternak et al., 2010). The current outcomes provided 
supplementary confirmation for the mediated role of academic self-concept 
regarding teacher-student interaction and academic achievement which are in 
accordance with previouse studies (Gutiérrez et al., 2017; McFarland et al., 2016; 
Veas et al., 2019; Verschueren et al., 2012). Generally, the study confirmed the 
significant relationship between the amount and the quality of teacher-student 
interaction and learners' academic development, indicating that as the students 
privided with the opportuinity to  interact sincerely and warmly with their teachers, 
they'll be more successful in educational domains. Furthermore, the research 
outcomes revealed a closer association between academic self-concept and academic 
performance measures. In the mainstream of research findings reveled heretofore, it 
would be sensible to declare that academic self-concept strongly and definitely 
foretells learners' academic success and mediates the relationsip between teacher-
student interaction and academic success. In this sense, teachers and students formal 
and informal interactions entail worthy levels of societal self-support, given constant 
feedback, which can strengthen learners’ self-concept to accomplish achievement 
(Díaz et al., 2016; Gutiérrez et al., 2017).  

One limitation of the present study is that, rather than longitudinal studies, 
this study is grounded on a cross-sectional research design. Longitudinal designs 
permit the investigator to highlight the probable causativeness, along with trends and 
designs respecting to alterations in learners' beliefs and attitudes during education 
and may provide responses several questions with reference to behaviors related to 
academic achievement. One more limitation to this research is that it makes use of 
only self-reported data. Several detriments are accompanied with the use of self-
completion questionnaires. Finally, the survey instruments, although developed from 
previously-tested and reliable resources and research, has never been tested in a 
study. 

The exceptional theoretical and methodological attitudes to this study 
created numerous major theoretical implications on the subject of above-mentioned 
variables. Considering various disciplinary viewpoints and paradigms, the 
theoretical framework administered in this study characterizes the primary endeavor 
to incorporate the entire range of academic achievement and teacher-student 
interaction. Numerous prevoiuse studies have reliably replicated the benefits of 
constructive teacher-student relations in enhancing amended student consequences. 
Improving a positive teacher-student relationship should be one of numerous 
objectives to assist develop new teachers and preserve effective tenured teachers. A 
very significant section of this study is the fact that information is available on what 
constitutes "quality teaching" (Wubbles & Levy, 1993). The teachers who are best in 
their profiesion are very strong in controlling their clssroom and have sincer and 
friendly relations with the students, therefore, they are less dissatisfied, critical, and 
uncertain. On the whole, best teachers are extremely cooperative, supportive, and 
dominant (den Brok et al., 2002). Teachers play pivotal roles facilitating classroom 
instructions. As such they should adopt a variety of effective practices to 
successfully promote both students' academic achievement and the degree of 
relationship with learners. The structural equation modeling applied in the current 
study offers indication of teacher-student interaction influence on student 
accomplishment. The consequences of the study make available a robust 
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consideration of the procedures that generate students' educational success by 
signifying that student achievement necessitates a mishmash of teacher's sincer and 
support.  

On the topic of the limitations of this research, forthcoming surveys should 
reproduce the outcomes originated in this research to provide investigators and 
instructors with more assurance in the meaningful sound effects of close teacher-
student relations, self-regulation, and interest on student academic performance. In 
this research paper, the non-cognitive variables were measured using different 
questionnaires and academic achievement was evaluated by the use of learners' 
grade point average. Furthermore, although this was a cross-sectional study, the 
effect of aforementioned variables on student academic achievement also needs to 
be examined in a longitudinal study. Alternative domain of forthcoming studies 
could take account of specific sub-groups, for instance, sexual category and social 
and economic position to attempt to diminish variables' variability. The findings of 
this study could be beneficial for curriculum development and instructional design. 
Curricula could be developed that would comprise instructional components in 
domains which are indicated to considerably impact learners’ language performance. 
The outcomes of the study could also notify language learner centers and serve as an 
evaluation of their efficiency. There has been an argument about the significant 
academic performance and sympathetic and mediated contribution of teacher-
student interaction and academic self-concept to achieve best student consequences. 
The conclusions of the current study reinforced the benefits of these variables in 
augmenting students' achievement. It was correspondingly found that the effects of 
the relationship between teacher and student on academic progress was mediated by 
the concept of academic self-concept. 
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Introduction 
According to Kecskes (2008, 2014), native speakers’ ambiguity resolution 

preferences in a particular language reflect conventional ways of organizing 
thoughts. One type of ambiguity in this regard is relative clause (RC) attachment 
ambiguity which has attracted a growing surge of interest in the field of 
psycholinguistics since it examines the nature of human sentence processing 
mechanism (Marefat & Farzizadeh, 2018; Marefat & Samadi, 2015; Papadopoulou 
& Clahsen, 2003). The RC attachment ambiguity resolution paves the way for 
explaining the properties of the humans’ parsing mechanisms and also determines 
different sorts of linguistic information used to resolve ambiguity. An example of 
RC attachment ambiguity is presented below: 
(1) Alex saw [the driver]NP1 of [the manager]NP2 [who was eating breakfast]RC 

In this sentence, the ambiguous RC “who was eating breakfast” is preceded 
by a complex Noun Phrase (NP) “the servant of the actress”, and both NPs within 
the complex NP have the potential to act as a host for the subsequent RC. The RC 
can be interpreted as modifying either the first NP (i.e., the driver), resulting in a 
High Attachment (HA), or the second NP (i.e., the manager), leading to a Low 
Attachment (LA). 

There are different accounts which explain the NP1 and NP2 attachment 
preferences. The two mostly cited structure-based parsing models are Predicate 
Proximity and Recency. According to Papadopoulou (2005, p. 108) Predicate 
Proximity, alternatively named Early Closure, “requires new material to be attached 
as close as possible to the IP node” which is the first NP in the complex NP resulting 
in a HA. On the other hand, Recency, alternatively named Late Closure, “is assumed 
to be universal and forces the new material to be attached to the most recently 
processed phrase” (Papadopoulou, 2005, p. 108) which is the second NP in the 
complex NP resulting in a LA. The other parsing model which explains the NP1 and 
NP2 attachment preferences is based on multiple-constraints accounts (Green & 
Mitchell, 2006; MacDonald, 1994; Thornton et al., 1998; Traxler et al., 2000) which 
assume multiple sources of information, including semantic plausibility, 
subcategorization preferences, and discourse context, interact while each constrains 
the interpretation in a particular way. 

The relevant literature provides evidence that cross-linguistic differences exist 
in the resolution of this kind of ambiguity (Papadopoulou & Clashen, 2003). High 
attachment (NP1) preferences have been reported in various languages including 
Arabic (Bidaoui et al., 2016), Dutch (Desmet et al.,  2006), French (Colonna et al., 
2000; Dekydtspotter et al., 2008), Greek (Papadopoulou & Clahsen, 2003),  German 
(Hemforth et al., 2015; Hemforth et al., 2000) Russian (Iudina & Fedorova, 2009), 
Persian (Arabmofrad & Marefat, 2008; Shabani, 2016), and Spanish (Fernández, 
2003). Also, low attachment (NP2) preferences have been reported in English 
(Bergmann et al., 2008), Japanese (Jun & Koike, 2008), Portuguese (Finger & 
Zimmer, 2000), Romanian, Swedish, and Norwegian (Ehrlich et al., 1999). 
 Previous research suggests that various factors may affect RC attachment 
preferences including prosody (Dekydtspotter et al., 2008; Fodor, 2002, Zahn & 
Scheepers, 2015),  the kind of relativizing element (Hemforth, et al., 2000), animacy 
(Desmet & Declercq, 2006), the amount of exposure (Dekeyser, 2005; Caffarra et 
al., 2015), relative pronoun type (Delle Luche et al., 2006), availability of alternative 
structures (Mitchell et al., 2000), position and length of the RC (Hemforth et al., 
2015), individual differences in working memory (WM) capacity (Kim & 
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Christianson, 2013; Marefat & Samadi, 2015; Traxler, 2007), proficiency (Miyao  
&  Omaki, 2006), as well as semantics (Marefat & Samadi, 2015). However, 
previous studies have not examined whether semantic relationship between the RC 
and one of the NPs in a complex NP may affect parsers’ attachment preferences, so 
the present study intends to fill some of the void in this regard. 
 
Review of Literature 
The Structure of Ambiguous RCs in Persian 

Megerdoomian (2000, p. 5) stated that Persian complex NP is “the 
equivalent of genitive or possessive construction in English” in which two nouns are 
linked together by ’s or the preposition of. In Persian, the ezafe morpheme -e (-ye 
after vowels) is an unwritten short vowel that connects the head of an NP to its 
following constituents. Therefore, a Persian complex NP is a sequence of simple 
NPs without any overt links or boundaries as shown in (2) below. 
(2). dust     bæraadær   Ali 
       friend   brother      Ali 
      “A friend of Ali’s brother” 
The actual pronunciation is provided in (3). 
(3).  dust-e   bæraadær-e   Ali 

Like English, Persian RCs are post-nominal which provide some 
information about a nominal element or “head” in the main clause. However, unlike 
English, in Persian, there is no relative pronoun and the RCs are typically introduced 
by the complementizer ke which is the sole complementizer in Persian (Taleghani, 
2008). Unlike its English equivalent, the Persian complementizer is obligatory; and 
it is always used at the beginning of all RCs regardless of animacy, function, gender 
or the number of the head nouns modified by the RC (Rahmany, Marefat, & Kid, 
2011; Taghvaipour, 2004). Persian complementizer ke contains the semantic 
meaning of ‘who’, ‘whom’, ‘which’, ‘whose’ and ‘that’ in itself. Additionally, in 
Persian two NPs in the complex NP are linked together by ezafe morpheme -e and 
the ambiguous RC could be attached to either of these NPs in the complex NP. 
Moreover, the ambiguous RC always precedes the object marker ra in Persian. 
According to the Predicate Proximity account, Persian is a language that favors high 
attachment since Persian has a relatively free-word order which allows the verb to be 
distant from its complements (Faghiri et al., 2014). Therefore, the RC is attached to 
the first NP. An example of Persian ambiguous RC followed by a complex NP is 
presented in the following example: 
(4). 

  .را ديد رضا وكيل دكتر كه داشت ناهار ميخورد
Reza   vækil   e    doctor   ke     dasht     nahar    mikhord       ra             did. 
Reza lawyer ezafe morpheme   doctor   who   was   lunch   eat   object marker   saw.      
‘Reza saw the lawyer of the doctor who was eating lunch.’ 

In this sentence, the ambiguous RC “ke dasht nahar mikhord” could be 
attached to either of NPs (i.e., vækil or doctor) in the complex NP (i.e., vækile 
doctor) which are linked together by ezafe morpheme -e. Therefore, this sentence 
could be interpreted as either “vækil dasht nahar       mikhord” (i.e., the lawyer was 
eating lunch) resulting in a high attachment (NP1) or “doctor dasht nahar mikhord” 
(i.e., the doctor was eating lunch) leading to a low attachment (NP2). 
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Theoretical Backgrounds for the Present Study 
 The purpose of this study is to determine whether semantic priming can 
affect Persian native speakers’ RC attachment preferences. The type of semantic 
manipulation in the present study is the one between the RC and one of the NPs in 
the complex NP. It is possible for an RC to be semantically biased toward NP1 or 
NP2. Consider the following sentence as an example: 
 5) Alex saw the [the patient]NP1 of [the nurse]NP2 [who was very pale]RC. 

In this sentence, there is a semantic relationship between NP1 and RC 
which may bias NP1 attachment preferences on the basis of the Spreading 
Activation Model (Colins & Loftous, 1975; Traxler et al., 2000). The Spreading 
Activation is a theory of how the human brain reiterates through a network of 
connected ideas to recover distinct information. This theory offers a range of ideas 
and concepts within our memory as cognitive units, each comprising a node and its 
related characteristics or elements, all connected by edges (Anderson, 1983). In a 
sort of web diagram, the spreading activation network could be explained 
schematically; shorter lines between two nodes imply that these ideas are more 
closely related to each other and they would naturally be associated more quickly to 
the original concept. From memory psychology aspects of Spreading Activation 
Model, on the basis of their personal experience, individuals construct their 
knowledge of the world that form their network of ideas which is considered as their 
knowledge of the world (Colins & Loftous, 1975; Traxler et al., 2000). Snowden 
(2015) stated that the spreading activation theory of semantic processing represents 
a less firmly structured revision of Quillian’s (1966) network model. This model 
integrates the idea of semantic distance, based on which highly related concepts are 
located closer together compared to unrelated ones. Therefore, based on this model, 
when a word is activated, other words which are semantically related to it also 
become activated. Accordingly, when NP1, “the patient”, in case of sentence (5) is 
activated, other words that are semantically related to it (i.e., being pale), also 
become activated; and these related words boost the activation of each other and as a 
result, the first NP (i.e., the patient) remains more accessible compared to NP2 “the 
nurse”. When the reader encounters the ambiguous RC (who was very pale”), s/he is 
expected to (if this theory is operative) attach the ambiguous RC to the more 
available NP, which is the first NP “the patient”. Moreover, based on Lexical 
Priming Theory (Hoey, 2005) which states that large numbers of prefabricated 
elements are stored as units in the brain and primed by repeated encounters; it is 
more plausible for a patient to be pale than for a nurse, and this semantic 
relationship may bias NP1 attachment preference. 

Similarly, the semantic relationship between NP2 and RC may bias NP2 
attachment preferences. 

6) Alex saw the [the patient]NP1 of [the nurse]NP2 [who was filling the 
syringe]RC. 

In sentence (6), there is a semantic relationship between NP2 and RC. 
Again, based on Lexical Priming Theory (Hoey, 2005), it is more reasonable for a 
nurse to fill a syringe than for a patient, and this semantic relationship may bias NP2 
attachment preference. Moreover, based on the Spreading Activation Model, in this 
sentence, NP2 is more accessible compared to NP1, which makes it a more probable 
host for the following ambiguous RC. 

Thus, there are hints in the literature indicating that when the RC is 
semantically biased towards one of the NPs in the complex NP, that NP becomes 
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more salient, causing the RC to be attached to it. And if the semantics does not 
affect participants’ parsing preferences it could be concluded that their attachment 
preference is guided solely by syntactic information. 

Against the background presented, this study aims to investigate the role of 
semantic 
priming in RC attachment preferences of Persian native speakers. More specifically, 
the study aims to answer the following question: 

Does priming one of the NPs within the complex NP through semantically 
associating it with the following RC influence RC attachment preferences of Persian 
native speakers? 
 
Method 
Participants 

Fifty-six Persian speaking monolinguals (mean age 22, range 16–
42, 23 females, 33 males) took part in this experiment. Three participants were 
excluded because they had not completed the task or did not fulfill the criterion of 
85% comprehension accuracy of filler sentences (see the Results section for details). 
Therefore, for data analysis, the data from 53 participants were used. Twenty-five 
participants provided data on Version 1 of the Paraphrase Decision Task (PDT) and 
twenty-eight participants provided data on Version 2 of the task. 
 
Materials 

Paraphrase Decision Task (PDT). Two versions of PDT were used. Each 
version consisted of 70 sentences, including 28 test sentences and 42 fillers. In PDT, 
the stimuli were presented in a self-paced, chunk-by-chunk, noncumulative fashion. 
The PDT was implemented using E-Prime software. 

Test Sentences. The experimental sentences used in this study were all 
structurally ambiguous sentences in Persian (the native language of the participants) 
containing a main clause and an ambiguous RC which could refer to either of the 
two preceding NPs that were linked together by the ezafe morpheme -e in Persian.  
In all test sentences, the ambiguous RC was introduced by the complementizer ke. 
Based on the semantic relationship between the RC and either of the two NPs in the 
complex NP, test sentences were categorized into three conditions: 
NP1-biased: in which the RC was semantically related to NP1 (sentence 7 below);  
NP2-biased: in which RC was semantically related to NP2 (sentence 8 below);  
Unbiased: in which the RC could be linked to both NP1 and NP2 (sentence 9 
below). 
 
(7) 

 .شناخت را كه رياضي درس ميداد دانش آموز معلم نگار
Negar moælem            e           danesh-amouz   ke       riazi         dars midad           ra                   
šenakht. 
Negar  teacher  ezafe morpheme  student            who mathematics  was teaching    object 
marker    recognized. 
‘Negar recognized the teacher of the student who was teaching mathematics.’ 
(8) 

 .شناخترا  دانش آموز كه در حياط بازي ميكرد معلم نگار 
Negar moælem           e           danesh-amouz      ke     dær  hæyat     bazi mikard         ra              
šenakht. 



252 / The Role of Semantic Priming in Relative Clause Attachment …/ Eskandar Samadi & ... 

 

Negar teacher  ezafe morpheme   student        who    in    yard      was playing  object 
marker  recognized. 
‘Negar recognized the teacher of the student who was playing in the yard.’ 
(9) 

 .شناخت  رادانش آموز كه به خانه ميرفت معلم نگار
Negar moælem             e         danesh-amouz      ke     be     khaneh       miræft         ra                
šenakht. 
Negar teacher    ezafe morpheme    student           who   to       home     was going   object 
marker    recognized. 
‘Negar knew the teacher of the student who was going home.’ 

The rationale for including Unbiased items in the study was to determine 
participants’ general parsing preferences since in these sentences, there is no 
semantic relationship between the RC and either of NPs in the complex NP. Test 
sentences (7), (8), and (9) are considered as one set. In a norming study, twenty sets 
were developed into a questionnaire. It was distributed among 25 participants from a 
similar population as in the main study to evaluate the relationship set by the 
researchers between the RC and either of the NPs. None of these participants took 
part in the main study. Moreover, six experts in the field checked the content 
validity of the survey. As each set contains three sentences, there were 60 items 
altogether in the questionnaire. In each item, the RC was written in bold and the two 
NPs were underlined. Each item was followed by three choices: NP1, NP2, and 
both. The test takers were asked to decide which NP was related to the RC written in 
bold. An example is provided below: 
(10) 

 .شناخترا  كه رياضي درس ميداد دانش آموز معلم نگار

  آموز                   هردو معلم             دانش
 
Negar recognized the teacher of the student who was teaching mathematics. 
the teacher             the student                   both   

The test sentences would be included in the set of sentences for the main 
experiment if the corresponding choice had been selected by 90% of the 
respondents. More specifically, for the test item to be qualified as an NP1-biased 
RC, the first choice (i.e., NP1), should have been selected by 90% of the testees. 
Likewise, to be qualified as an NP2-biased RC, the second choice (i.e., NP2), 
needed to be selected by 90% of the testees. Finally, to be qualified as an Unbiased 
RC, the third choice (i.e., both), had to be selected by 90% of the testees. 

Fourteen sets which met the criterion were used in the main experiment. In 
order to use all the fourteen sets, test sentences were presented in two versions, 
Version 1 and Version 2, to reduce test fatigue and to avoid participants' test 
awareness. Each version included 14 NP-biased sentences (i.e., seven NP1 and 
seven NP2 RC-biased sentences). Moreover, for each NP-biased item, there was an 
Unbiased item. Accordingly, there were fourteen Unbiased RCs in each version. If 
the NP1-biased-RC item of a set was in Version 1 of the main test, in Version 2 it 
was replaced with the NP2-biased-RC item and vice versa. The Unbiased-RC item 
of each set was common in the two versions.  

Test sentences were divided into four fragments, sentence (7) is repeated 
below in (11) as an example: 
(11) 
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 .شناخت را /ادكه رياضي درس ميد /دانش آموز معلم/ نگار
1               2                        3                     4 
  

Negar/ moælem  e danesh-amouz/ ke riazi dærs midad/ ra šenakht. 
   1                        2                                  3                           4 
‘Negar knew the teacher of the student who was teaching mathematics.’ 

This fragmentation is motivated by a need to prevent participants from 
assigning prosodic structure to the sentences presented and also to encourage natural 
reading of sentences.  In these items, as shown in sentence 11, the third and the 
fourth fragments (i.e., the RC, the object marker ra, and the following verb) were 
the critical regions. The third fragment (i.e., the RC), is the part in which semantics 
is manipulated. The RC is followed by a verb in order to be able to observe possible 
spill-over effects, so the fourth segment (i.e., the verb) is considered as the post-
critical region. As mentioned before the NP chosen by the participants in the 
Unbiased condition reveals their general parsing preference since there is no 
semantic association between the ambiguous RC and either of NPs in the complex 
NP. The prediction would be that if participants prefer a high (NP1) attachment, 
then their reading times for critical regions in sentences in which the RC is 
semantically associated with NP2 would take longer compared to sentences in which 
the RC is semantically associated with NP1. Conversely, if they favor attaching the 
RC to NP2 (i.e., low attachment) then, their reading time for sentences in which the 
RC is semantically associated with NP1 would take longer. Each test sentence was 
followed by a paraphrase which referred to either NP1 or NP2. Both paraphrases 
were accurate, half of the paraphrased sentences were disambiguated towards NP1 
and the other half were disambiguated towards NP2. An example of a test sentence, 
together with its paraphrase, is presented below.  
(12) 

 .را تحسين كردفرنوش آرايشگر هنرپيشه كه فيلم نامه تمرين ميكرد 

  .آرايشگر فيلمنامه تمرين ميكرد
Farnooš arayešgar     e                     honærpišeh ke  filmnameh  tæmrin mikærd         ra          
tæhsin kærd. 
Farnooš   barber     ezafe morpheme    actress   who    script    was practicing    object marker  
adored. 
‘Farnooš adored the barber of the actress who was practicing the script. 
Arayešgare   filmnameh     tæmrin mikærd. 
The barber     script            was practicing 
‘The barber was practicing the script.’ 

As observed, this sentence is disambiguated towards NP1 (i.e., high 
attachment). As another example, consider sentence (13) below in which the 
paraphrased sentence is disambiguated towards NP2 (i.e., low attachment). 
(13) 

 .را تحسين كردفرنوش آرايشگر هنرپيشه كه فيلم نامه تمرين ميكرد 

 .هنرپيشه داشت فيلمنامه تمرين ميكرد
Farnooš arayešgar          e                honærpišeh ke  filmnameh  tæmrin mikærd       ra            
tæhsin kærd. 
Farnooš barber     ezafe morpheme      actress   who   script     was practicing    object marker    
adored. 
‘Farnooš adored the barber of the actress who was practicing the script. 
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Honærpišeh   filmnameh     tæmrin mikærd. 
The actress     script            was practicing 
‘The actress was practicing the script.’ 

In (12), if the participants press true key, it means that semantic association 
does not affect their parsing preference and if they press false key, this shows that 
semantic association affects their parsing preference. On the other hand, in (13), if 
the participants press true key, this means that semantic association affects their 
parsing preference, and if they press false key, this shows that semantic association 
does not affect their parsing preference 

Filler Sentences. Forty-two filler sentences were developed for this study. 
Fillers had various grammatical structures including unambiguous RCs and were 
matched with experimental sentences in length. The fillers were used for distracting 
the participants from becoming aware of the purpose of the study. Similar to 
experimental sentences, each filler was followed by a paraphrased sentence which 
was correct in half of the items and wrong in the other half. An example of a filler 
item with its paraphrase is provided below: 
(14) 

  .با اتوبوس به اصفهان رفتاداره  هفته گذشته منشي
 .منشي با قطار به اصفهان رفت

Hæfteh  gozæshšteh   monšie                 edæreh    ba   otobus   be   Esfæhan   raft. 
Last week                  the secretary        the office   by     bus       to   Esfahan    went. 
‘last week the secretary of the office went to Esfahan by bus.’ 
Monši ba   ghætar   be   Esfæhan   ræft. 
‘The secretary went to Esfahan by train.’ 

In all sentences, including test sentences and filler items, participants were 
required to determine whether the paraphrased sentence was correct or not.  The 
paraphrased sentences served two purposes. First, to find out which NP was selected 
by participants as the host of the following RC; and second, to check whether the 
participants paid enough attention to the content of the test or not. Considering filler 
sentences, the paraphrased sentences only served the second purpose because their 
answers to paraphrases following the fillers could be checked only for accuracy. The 
participants with less than 85% accuracy in responses to fillers were excluded from 
the study. The participants’ answers to paraphrases following the test sentences just 
indicated their attachment preferences, and thus could not be checked for accuracy.  

Each version of the test included 70 items including 28 test sentences 
(including seven NP1-biased, seven NP2-biased, and fourteen Unbiased items) and 
42 fillers. In order to prevent test fatigue, each version was divided into two halves 
and was presented to the participants in two sessions. Each participant took the first 
half including 35 items then after a short break s/he took the second half. 

Practice Test. Before taking the main test, each participant took five 
warm-up sentences in order to get familiar with how to proceed with the experiment. 
These sentences were the same across the two versions. Like experimental 
sentences, the participants were asked to determine whether the paraphrases 
following each sentence were correct or not. The participants enjoyed the liberty to 
ask questions regarding the sentences, software, etc. Having mastered the procedure, 
the participants took the main test. 
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Procedure  
The participants were tested individually by an 18-inch laptop. First, the 

five-item practice test was administered to familiarize them with the task. 
Afterwards, the participants were given the main test containing 70 items. Using 22-
point Times New Roman font, the stimuli were presented in a noncumulative, 
chunk-by-chunk, self-paced method. The participants received each sentence in four 
segments as indicated by the slashes in (11). The participants were also instructed 
that by pressing the space button on the keyboard, a segment would appear on the 
laptop screen. Each segment stayed in the middle of the laptop screen until 
participants’ next key-press. After each key-press, the segment that the participants 
read disappeared and the then the following section showed up on the screen. This 
process continued until the last segment of the sentence appeared on the screen. 
When the participants finished reading each sentence, a true/false statement 
appeared on the screen. The participants were asked to determine whether that 
statement was correct or incorrect by pressing “Right arrow” or “Left arrow” buttons 
on the keyboard, respectively. If the ‘Right arrow’ was chosen in response to an HA 
paraphrase, it was interpreted as a sign of HA preference. If the ‘Left arrow’ was 
chosen, the preference was considered as LA. If the ‘Right arrow’ was the response 
to an LA paraphrase, that would mean a LA preference. Finally, if the ‘Left arrow’ 
was chosen in response a LA paraphrase, it would be an indication of a HA 
preference.  No feedback was given regarding participants’ responses. Moreover, 
participants’ reading times (RTs) for each segment in each sentence and their 
answers to true/false paraphrased statements were recorded automatically by the 
software in milliseconds.  
 
Results 

Prior to data analyses, participants’ answers to the true/false statements 
following the fillers were checked to ensure that they had paid enough attention to 
the content of the test and read sentences carefully. Those participants whose 
accuracy scores were lower than 85% (three participants) were excluded from the 
analyses. On average, the participants answered 92.31 % of fillers correctly. 
 
Results for Post-Interpretive Offline Data 

In order to find out whether semantics affects participants' attachment 
preferences, the percentages of their NP1 and NP2 choices across the three 
conditions were calculated. Participants’ answers to sentences in the Unbiased 
condition reveals their parsing preferences in general. In the Unbiased condition, as 
Table 1 below shows, 87.06% of the responses referred to NP1 while only 12.94% 
of the responses referred to NP2 which clearly shows that they have a HA 
preference. Similarly, in the NP1-biased condition, 97.3% of responses referred to 
NP1, but just 2.69% of the responses referred to NP2. Contrary to these two 
conditions, in the NP2-biased condition, only 13.2% of the responses referred to 
NP1 and 87.87% of responses referred to NP2. These results clearly indicate that 
semantics affects participants’ attachment preferences.  
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Table 1 
Percentage of NP1 and NP2 Selection Across the Three Biased Conditions  

Condition                                                                                     Antecedent 
 NP1 NP2 

Unbiased 87.06% 12.94% 

NP1-biased 97.30% 2.69% 
NP2-biased 13.20% 87.87% 

 
Results for On-line Data (Reaction Times) 

In the next step, participants’ reaction times (RTs) for reading the critical 
region (i.e., region 3) and the post-critical region (i.e., region 4) in the three 
conditions were compared. Before analyzing the data, participants’ RTs for each 
region were divided by the number of syllables in that region in order to normalize 
the RCs and the following regions for their differences in length (Carreiras & 
Clifton, 1999). Moreover, the distribution of the time was detected for outliers for 
each participant in each of the three conditions and was substituted by the mean RT 
for that participant in the condition where the outlier was located. 

Results for RCs. Table 2 below presents the descriptive statistics for 
participants’ mean RTs for reading ambiguous RCs across the three conditions (i.e., 
Unbiased, NP1-biased, NP2-biased). 
 
Table 2 
Mean RTs for the RC Across the Three Conditions  
 Mean Std. Deviation N 
Unbiased  380.4776 46.27222 53 
NP1-biased 337.2915 54.41719 53 
NP2-biased  819.9768 176.30949 53 
 

Mauchly's Test of Sphericity revealed that the assumption of sphericity had 
been violated, χ2(2) = 72.89, p = 0.000. Therefore, the degrees of freedom were 
corrected using Greenhouse-Geisser correction estimates (ε = .56).  Repeated 
measures ANOVA determined that mean RTs for the ambiguous RCs (i.e., region 3) 
differed statistically significantly between three conditions (i.e., Unbiased, NP1-
biased, and NP2-biased) [F(1.136, 59.07) = 322.87, p = .000, ηp

2 = .861]. Post hoc 
tests using the Bonferroni correction revealed that there were significant differences 
among RTs in the three conditions. The participants produced shorter RTs for 
sentences in which, through semantic manipulation, RC was semantically associated 
with NP1 (M = 337.29, SD = 54.41), but very longer RTs to sentences in which the 
RC was semantically associated with NP2 (M = 819.97, SD = 176.3). Moreover, 
there was also a slight but significant difference between the Unbiased condition (M 
= 380.47, SD = 46.27) and NP1-biased condition in which RC was biased towards 
NP1. There was also a significant difference between the Unbiased condition (M = 
380.47, SD = 46.27) and NP2-biased condition (M = 819.97, SD = 176.3) in which 
RC was biased towards NP2.  Although participants had a HA preference, the RTs 
for reading the NP1-biased sentences were significantly shorter than the Unbiased 
condition meaning that semantic manipulation helped them read and comprehend 
these sentences faster. 

Results for Spillover Region. Table 3 below presents the descriptive 
statistics for participants’ mean RTs for reading spillover region across the three 
conditions (i.e., Unbiased, NP1-biased, NP2-biased). 
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Table 3 
Mean RTs for the Spillover Region Across the Three Conditions  
 Mean Std. Deviation N 
Unbiased    1380.7822 130.97646 53 
NP1-biased  1099.2471 219.31002 53 
NP2-biased   2075.4410 634.22941 53 

 
In the final step, the spillover effect was examined among the three 

conditions.  Mauchly's test revealed that the assumption of sphericity had also 
been violated, in case of spillover region, χ2(2) = 73.167, p = .000. Again, a repeated 
measures ANOVA with a Greenhouse-Geisser correction determined that mean RTs 
for the post-critical region (i.e., region 4) differed statistically significantly among 
the three mentioned conditions F(1.135, 59.03) = 75.88, p = .000, ηp

2 = .593). Post 
hoc tests using the Bonferroni correction indicated that there were significant 
differences between the RTs in the three conditions. The participants produced shorter 
reaction times for sentences in which due to a semantic manipulation, RC was 
semantically associated with NP1 (M = 1099.24, SD = 219.31), but longer RTs to 
sentences in which the RC was semantically associated with NP2 (M = 2075.44, SD 
= 634.22). Additionally, there was also a significant difference between RTs in the 
Unbiased condition (M = 1380.78, SD = 130.97) and the NP1-biased condition (M = 
1099.24, SD = 219.31). Moreover, there was a significant difference between RTs in 
the Unbiased condition (M = 1380.78, SD = 130.97) and the NP2-biased condition 
(M = 2075.44, SD = 634.22). 
 
Discussion  

The present study examined whether RC ambiguity resolution by Persian 
native speakers is sensitive to semantic priming. The type of semantic manipulation 
investigated in this study was the one between the RC and one of the NPs in the 
complex NP. The results suggest that semantic priming between the RC and one of 
the NPs in the complex NP has clearly affected participants’ attachment preference. 
The NP chosen by the Persian native speakers in the Unbiased condition (i.e., NP1) 
revealed that they had a HA preference in general. In the Unbiased condition, 
participants’ attachment preference seems to be guided by the principles of Predicate 
Proximity which favors the attachment of RC to NP1. These findings are in line with 
previous studies (Arabmofrad & Marefat, 2008; Shabani, 2016) which have showed 
that in Persian language where adjuncts can occur between the verbs and their 
complements, principles of Predicate Proximity are more operative compared to 
Late Closure. The results also showed that when there was a semantic relationship 
between the RC and NP1, the participants chose NP1 as the host of the following 
RC and when there was a semantic relationship between the RC and NP2, the 
participants chose NP2 as the host of the following RC. The findings are consistent 
with constraint-based models (Green & Mitchell, 2006; MacDonald 1994; Thornton 
et al., 1998; Traxler et al., 2000) which assume that several sources of information 
including discourse context and semantic plausibility affect processing of 
ambiguous sentences, while each of them constrains the interpretation in a particular 
way during the processing. Therefore, in addition to the phrase structure information 
(Dussias, 2003; Papadopoulou & Clahsen, 2003) which has proven to affect relative 
clause attachment ambiguity resolution, lexical and discourse information including 
semantic information, may exert an influence on participants’ sentence processing.  
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The findings of this study are also in line with the Spreading Activation 
Model’s predictions (Colins & Loftous, 1975; Traxler et al., 2000) which posits that 
when a word is activated other words which are semantically related to it also 
become activated and these words (the NPs and the biased RCs) boost the activation 
of each other and make the NP to which the RC is biased towards more accessible 
one and make the parser attach the RC to it. Moreover, the findings are in line with 
Lexical Priming Theory (Hoey, 2005) which states that large numbers of 
prefabricated elements are stored as units in the brain and primed by repeated 
encounters. 

Although the general picture is very clear, it would be interesting to see that 
participants’ attachment preferences for RCs in three different conditions figured 
differently in the RTs measures we inspected. Processing cost for critical and post-
critical regions in the NP2-biased condition was enhanced because participants’ 
initial attachment (i.e., HA) had to be revised since the RC was semantically biased 
towards a non-preferred attachment (i.e., LA); therefore, they had to refixate their 
initial NP1 attachment as the host of the following RC which leads to longer RTs. In 
the Unbiased condition, the participants, based on Predicate Proximity principle, 
attached the ambiguous RC to the first NP. Since no reanalysis was necessary, they 
did not recheck NP1 attachment for RCs as it was the preferred one; accordingly, 
they produced shorter RTs. Moreover, in the NP1-biased condition, the participants 
produced shorter RTs even compared to the Unbiased condition. This means that 
although they had a HA preference in general, semantic manipulation helped them 
process and comprehend NP1-biased sentences faster.  

The present study provides room for further research. The results of the 
study could be extended by replicating it in other languages in order to cross-
validate these findings considering the role of semantics. This study could be 
replicated with L1-Persian learners of L2 English or even L1-English learners of L2 
Persian with different levels of proficiency to assess whether their attachment 
preference is affected by their L2. Omaki and Ariji (2004) posit that among various 
issues addressed in L2 research, the question of how an L2 learner’s grammar 
progresses from one stage to another in the course of time has received little 
attention. They proposed that investigating the ways L2 learners analyze and parse 
the target language input and comparing the results with those of native speakers of 
that language would provide researchers with some insights into how L2 learners 
restructure target language input in non-native-like ways. Moreover, there could be a 
more complete and more informative research by altering the dependent and 
independent variables considering different aspects of structural ambiguity and a 
broader range of participants. Future research could also focus on the type of tasks, 
for example, eye-tracking and event-related potential to triangulate the results. This 
study could be accompanied by special tests which measure Working Memory 
Capacity (WMC) of readers. As a result, researchers could investigate whether 
WMC has any influence on the type of RC attachment preferences studied in this 
study; such a consideration can hopefully supplement the available evidence on 
processing to build a more complete picture. 
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  چكيده
 زبـان دوم در  يريادگي گرِيانجي مهم مي شناختندي فراكي زبان دوم، توجه را    فراگيري ني محقق ر،ي اخ يها  دهه طيِ

 .اسـت  شـده ي   مفهوم مهم ـ  حوزه، ني ا  در به ويژه  صورت، آگاهانه به     كردن به مثابه توجه    مفهوم توجه  .اند نظرگرفته
آموزان،  زبانداد    برون دي و تول  ي داده  متن ارتقاي به نام    ،ي دو مداخله آموزش   اي كه آ  به دنبال آن است    ، حاضر پژوهش
. دده ـ  ي را ارتقـاء م ـ    يسي ـ انگل بنـدهاي موصـولي    يريادگي و   آموز  زبان  كردن ، توجه به صورتي تركيبي   و   ييبه تنها 
كننـدگان   شـركت .  انجـام شـد    يسي ـ انگل اتي ـ سال اول رشته زبـان و ادب       اني از دانشجو  ي نفر 113 ة بر نمون  مطالعه

متنـي  ارتقـاي   : شـدند  بندي  دسته و گروه كنترل     يشي به سه گروه آزما     كردند افتي در برخوردهايي كه براساس نوع   
  ومتنـي داده ، نبـود ارتقـاي   وزانآم ـ زبانداد  برون دي تول و نبودمتني داده، ارتقاي  آموزان زبانداد    برون دي تول  و داده
 همـه   ،انجامِ آزمـايش   از    پيش .آموزان زبانداد    برون دي تول  و نبود  متني داده ، نبود ارتقاي    آموزان زبانداد    برون ديتول

كننـدگان   سـپس از شـركت    . را انجام دادند  آزمون   شي به عنوان پ   يسي انگل موصولي يهابندكنندگان آزمون    شركت
.  بردارنـد  ادداشتي بخوانند و    ا ر يسي انگل موصولي يهابند از   ييها  نمونه مشتمل بر  ي خواندن ها متنتا  خواسته شد   

در  شركت كنندگان ، را خواندندافتهدادهاي ارتقاي درون ،متني دادهارتقاي  هاي گروهدر كنندگان   شركتكه يدر حال
 هاي گروهدر كنندگان   شركت،چنينهم. ردند كافتيدررا  افتهينارتقا يهاداد درون ،متني داده نبود ارتقاي هاي گروه
 دي تول نبودگروه  در   نكنندگا  اما از شركت   داد شدند   برون ديتولهاي     ملزم به انجام تكليف    آموزان زبانداد    برون ديتول

 نديكنندگان در فرآ  شركتبه دنبال آن،.  مطلب پاسخ دهند دركهاي پرسشخواست شد به  درآموزان زبانداد  برون
 .آزمون برگزار شـد     دوباره به عنوان پس    يسي انگل ي صفت يهابند آزمون   ان،يدر پا .  شركت كردند  ا صداي بلند  تفكر ب 
 يسي ـ انگل موصـولي  يهابنـد  يريادگي ـ و   كنندگانشركت   بر توجه  آموزان زبانداد    برون دي نشان داد كه تول    ها  يافته

 يسي ـ انگل موصـولي  يهابنـد  يريادگياما نه    جهتوارتقاي   فقط بر    متني داده ارتقاي  ،  هر چند .  مثبت داشت  يريثأت
  .د بورگذاريثأت
  

   دادهمتني، بند موصولي، ارتقاي آموزان زبانداد  برون ديتول ،يريادگيتوجه،  :ها دواژهيكل
  مسئولنويسندة  *                                                            

، شـعبة علـوم و تحقيقـات، دانـشگاه آزاد            و اجتمـاعي   ، گروه زبان و ادبيات انگليسي، دانشكدة علوم انـساني         دكتريدانشجوي   1
  somsadeghi04@gmail.comاسلامي، تهران، ايران؛ 

اه آزاد اسـلامي، تهـران،   شعبة علوم و تحقيقات، دانشگ و اجتماعي،دانشيار، گروه زبان و ادبيات انگليسي، دانشكدة علوم انساني      2
  pmaftoon@srbiau.ac.irايران؛ 

  mym1300@gmail.com، گروه زبان انگليسي، شعبة گرمسار، دانشگاه آزاد اسلامي، گرمسار، ايران؛ استاديار 3
  DOI:( 10.22051/lghor.2021.32221.1334( شناسه ديجيتال

 ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ



 

 

  
  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401 بهار و تابستان، 1، شمارة ششمسال 
  

 بينـي سـطحِ    براي پيش شناسي رايانشي     كاربرد زبان 
   فارسيآموزانِ درسي زبانهاي   كتابمهارت زبانيِ

  
  مقاله پژوهشي

  27-50 صفحات
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  چكيده
 يك مـدل    ةرائادنبال    بهاين پژوهش   . بيني سطح مهارت زباني است      هاي ارزيابي مهارت زباني، پيش      يكي از زيرحوزه  

براي اين هدف،   . سطوح است اين  هاي كلي      ويژگي كشف زباني و    مهارتبيني سطح     شناسي رايانشي براي پيش     زبان
  و آمـاري شناختي هاي زبان  و ويژگيشدهگردآوري آموزان فارسي   زبان درسيهاي    از كتاب نگارنده يك پيكرة زباني     

بر   ها عملكرد مدل .است شده استخراج )آموز زبان(يادگيرنده عنوان   بند به براي آموزش سه دستهپيكرة متني  از اين 
بـراي   .اسـت  متفـاوت    اسـت   كار رفتـه     ها به   هايي كه براي آموزش مدل       ويژگي ة و مجموع  يادگيري الگوريتم   مبناي

 ـ .اسـت  ه شدهاستفاد اف معياردقت، فراخواني و  ،درستي به نام استاندارد گيري اندازه معيار چهار، ها ارزيابي مدل  رب
شده توسط    مدل ساخته به كار گرفته شد،      ، خام متن از    استخراج شده   آماريِ هاي  كه ويژگي   هنگامي،  ها  يافتهاساس  
 بـا اسـتفاده از      بانيپـشت  بـردار  نيبنـد ماش ـ     دسـته  .دست آورد   بهترين عملكرد مدل را به     يبند جنگل تصادف    دسته
بهتـرين عملكـرد مـدل را        ،صـورت خودكـار      بـه  شـده  گذاري   نشانه ةپيكرشده از     استخراجشناختي    هاي زبان   ويژگي

   تـضمين  ، مختلـف  اطلاعـات آوري    سازي مـدل و فـراهم        كه غني  كند  آمده مشخص مي    دست   نتايج به   .دست آورد   به
آموزشـي  شـناختي    بـراي كـشف روش  .دسـت آورد  بهترين عملكرد مدل را به) آموز زبان(بند  دستهكند كه يك     نمي

كاررفتـه بـراي    شناختي بـه   سطح زباني و دانش زبانبه توجه  بابندها   ، عملكرد كلي دسته   درسيهاي    تابكپنهان در   
 آموزشسزايي در     شده نقش به    هاي استخراج   آمده، تعداد ويژگي    دست   به هاي  يافتهبراساس  . بررسي شد ساخت مدل   

الـف    مهارت زباني   سطح دري  دستورلگوهاي  ها از ا   بند  همچنين، بهترين عملكرد ميانگين دسته    . بند دارد   دستهيك  
  .يابد ميگسترش ) پيشرفته( جو ) متوسط( بشناسي در سطوح  دانش زبانهمة  به ،)مبتدي(
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة مششسال 
  

 يها يي توانا تي تقو ي برا نيگزي جا يابي ارز يريبه كارگ 
: ي شـفاه  هاي  في در تكل  كاربردشناختي و   سازماندهي

 ي به عنوان زبان خارجيسي انگلبافت بررسي
  

  مقاله پژوهشي
  51-73 صفحات

 
  1*فاطمه همتي

 2محبوبه مرتضوي
  3 االله شريفي روح

  
 14/02/1399: تاريخ پذيرش        02/09/1399 :دريافتتاريخ 

  
  چكيده

هـاي    توانـد در نقـش عملكـرد         بررسي اينكه چگونه دانـش سـازماندهي و كاربردشـناختي مـي            برايپژوهش حاضر   
هاي معلم، همكلاسي و   تكنيك اتبراي اين منظور، تأثير   . هاي ارزيابي در كلاس درس به كار رود، انجام شد           تكنيك

آمـوزان تمركـز داشـتند،        ر فراهم كردن بازخورد دربارة دانش سازماندهي و كاربردشناختي دانش         ارزيابي كه ب  -خود
 متوسـط در يـك موسـسة زبـان در تهـران             -آموز دختر ايراني كه در سطح پيش         زبان 98تعداد كل   . مقايسه شدند 
، )32=تعداد( خودارزيابي طور تصادفي به يكي از سه گروه هها ب آن. كردند، در اين پژوهش شركت كردند تحصيل مي
  توانايي كاربردشناسي با اسـتفاده از       . بندي شدند   دسته) 33=تعداد(ارزيابي  -و معلم ) 33=تعداد(ارزيابي  -همكلاسي

كنندگان را   گفتمان و دانش سازماندهي با مقياسي كه دانش دستوري و متني شركت         شفاهيِ هاي    ي كردن نقش باز 
سـپس ارزيـابي بـا      ارزيـابي   -طرفـه نـشان داد كـه خـود         هاي آزمون واريـانس يـك       يافته. سنجيد، ارزيابي شدند    مي

بـه طـور كلـي،      . داشـت برتـري   همكلاسي، بر تكنيك ارزيابي معلم در ارتقاي توانايي سازماندهي و كاربردشناختي            
تقويـت  شي براي به مثابه ابزارهاي آموز  هاي جايگزينِ ارزيابي    كارگيري روش    براي به  تأييديآمده    دست  هاي به   يافته

كاربردهاي پژوهش براي آموزش زبان انگليسي به عنوان زبان خارجي مورد بحث قرار . آيد توانايي زباني به شمار مي
  .گرفتند

  

  زماندهي دانش ساكاربردشناختي، دانش ي،ابيارز- معلمي،ابيارز-ي همكلاسي،ابيارز-خود: ها دواژهيكل
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  )س(گاه الزهراهاي زبان دانش  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 عنـوان  بـه  عـاطفي  هـوش  و فرهنگي هوش بررسي
 معلمـان  مابين شغلي فرسودگي هاي كننده بيني پيش
  عراقي انگليسي زبان

 

 مقاله پژوهشي

  75-96 صفحات
  

  1*رضا باقري نويسي
  2زينب الأسدي

  

  21/11/1399: تاريخ پذيرش        23/07/1399 :دريافتتاريخ 
  

  چكيده
و  بـه عنـوان زبـان خـارجي        فرسودگي شغلي معلمان زبان انگليسي       تلاشي براي كشف ارتباط بين     ، حاضر پژوهش

افزون بر اين، هدف، كشف اين نكته بود كه كـدام متغيـر، هـوش هيجـاني يـا      .  استها آن عاطفي   و هوش فرهنگي 
 ةرابط ـجستجوي   به   ني مطالعه همچن  نيا. شغلي معلم باشد  بينِ بهتري در مورد فرسودگي        تواند پيش   فرهنگي، مي 

 تحـت   شتري ـ ب تي كرد كه كدام جنس    ي و بررس  ه پرداخت ي عراق يسيانگلزبان   معلمان   ي و فرسودگ  تي جنس محتمل
در نهايت، معلمان مرد و زن عراقي بـا توجـه بـه هـوش هيجـاني و هـوش                     .است قرار گرفته  ي شغل ي فرسودگ ريتأث

فرسـودگي شـغلي   هدف  پرسشنامة) 1 ، سه پرسشنامهبه اين منظور. مقايسه قرار گرفتندفرهنگي مورد سنجش و 
هـوش  مقيـاس    )3 طراحـي شـده، و    ) 2008( هوش فرهنگي كه توسط ون دايـن و همكـاران            مقياس) 2 ماسلاچ،

شـده   تهسـاخ از پيش   لينك  ايميل و يا از طريق       يا از طريق  حضوري  يا   ، معلم 200بيش از   براي  ،  عاطفي وانگ و لا   
 و از پـر  ميـل بودنـد   هاي خود بـي  از به اشتراك گذاشتن پاسخبرخي معلمان .  از سه پرسشنامه ارائه شد داك گوگل

 نـشان   هـا   يافته. را پر كردند  هر سه پرسشنامه     عراقي   انگليسي معلم زبان    164كردن پرسشنامه پرهيز كردند، ولي      
ها، به صورت معنادار اما منفـي بـا هـم     آنفرسودگي شغلي فرهنگي و معلمان زبان انگليسي عراقي و هوش داد كه   

هوش هيجاني و فرهنگي مشابه هم و به طور معناداري پـيش بينـي كننـده فرسـودگي شـغلي                     .همبستگي داشت 
همچنين، فرسودگي شغلي و جنسيت به صورت معناداري همبستگي داشتند و معلمان زبان انگليسي عراقي . بودند

كـه معلمـان آگـاه از نظـر      به طور ضمني اشاره دارد ها يافته .معرض فرسودگي شغلي بودندزن بيشتر مستعد و در    
فرهنگي و عاطفي ممكن است بتوانند با اقدامات پيشگيرانه، فرسودگي شغلي خـود را كنتـرل كـرده و يـا كـاهش                       

 .دهند
  

 خـارجي،  زبـان  نـوان ع بـه  انگليـسي  زبـان  معلمـان  فرهنگي، هوش عاطفي،  فرسودگي شغلي، هوش   : ها  كليدواژه
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 فراگيران زبان انگليسي ايرانـي     مذاكرهبررسي انواع   
   متفاوتحمايتيبا الگوهاي يادگيري  در نگارش

  

  مقاله پژوهشي
  97-114 صفحات

  

  1عايشه محمدزاده
  2*توران آهور

  3مهناز سعيدي
  

  05/07/1399: تاريخ پذيرش        28/11/1398 :دريافتتاريخ 

  چكيده
توجـه شـماري از      ،نگارش زبان دوم  آموزش   در رويكرد فرايند محور در فراگيري زبان دوم و       - زبان آموز  يكردهايرو

هـاي چندگانـه      ينيهـا و بـازب      نـويس    در پـشت سـرنهادن پـيش       آمـوزان   زبان اظهارنظرهاي نسبت به  پژوهشگران را 
 رويكرد  اجتماعي فرهنگي ويگوتسكي و       ة در نظري  حمايتي بر اساس مفهوم يادگيري      اين پژوهش، . برانگيخته است 

هاي كوچك را با الگوهاي يـادگيري   در گروه فراگيران زبان انگليسي ايراني      انواع مذاكرة ،   دوم زبان نگارشبه  فرايند  
متوسط بالا   زباني سطح    مهارتهاي    در سطح آموز    زبان 15به اين منظور،    . د متقارن و نا متقارن بررسي كر      حمايتي؛

 متوسط   سطح موزآ   دو زبان   با گروه نامتقارن يك  : بندي شدند   دسته متفاوت    حمايتي ين به سه گروه با الگوهاي     ئو پا 
پنج  ديگر با لا و گروهمتوسط باسطح  موزآ  پنج زبان با متقارن دومهاي ين، گروهئمتوسط پا  سطحموزآ سه زبان- بالا

 عملكردهاي زبـاني در بـين       به وسيلة  مذاكره تشخيص انواع    براي ها  رونوشت. ينئمتوسط پا سطح  متقارن   موزآ  زبان
هـا    هـاي آن     و زيرمقولـه   درخواسـت  و   پاسخهاي اصلي،     بنابراين، دو مقوله   .شدند تحليلتجزيه و    ي مختلف، ها گروه

مربـوط  » پيـشنهاد دادن  «و  » از نو گفتن  «،  »آموزش«،  »نظر دادن «،  »توضيح«،  »موافقت«هاي    زيرمقوله. يافت شد 
ه اصلي قول مربوطه به م»پرسيدنسوال  « و»استنباط نظرات« ،»درك مطلببررسي «به نخستين مجموعه اصلي و 

 ـ  حمـايتي  ارتباط معناداري بـا الگـوي يـادگيري        مذاكرهانواع  ،  دو آزمون خي هاي    بر مبناي يافته  . دوم بودند  ه دارد ب
پـائين، پـائين؛    (هاي متقارن در تعداد عملكردهاي زباني مورد استفاده بر گروه ) بالا و پائين   (كه گروه نامقارن   طوري

بر اساس  . شدند مند  بهره  تقابل در تعامل    و ها از كيفيت بالا        گروه مةدر ه افراد   با اين وجود،  .  برتري داشت  )بالا، بالا 
 الگوهاي متفاوت كه گوناگونهاي   نقاط قوت و توانايي    دربارةآموزان    آگاهي زبان  شود   مي ها پيشنهاد   ها به معلم    يافته

  . بالا ببرنددهد را ها مي حمايتي به آنيادگيري 
  

، مـذاكره  زبان انگليسي به عنوان زبـان خـارجي، انـواع    فراگيران  نامتقارن، نگارش مشاركتي، حمايت: ها كليدواژه
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  )س(هاي زبان دانشگاه الزهرا  افقعلمية دوفصلنام

  1401، بهار و تابستان 1، شمارة ششمسال 
  

   ايراني انگليسي زبان معلمانآموزشي  درك
  هاي درسي كلاس در فناوري ادغام نقش از

  

  مقاله پژوهشي
  115-137 صفحات

  

  1سميرا عرب زماني
  2*علي عرب مفرد

  3علي رجبي استرآبادي
  

  04/02/1400: تاريخ پذيرش        20/08/1399 :دريافتتاريخ 
  

  چكيده
هنـوز در   رسـد     به نظر مـي   است، اما    ، به اجرا درآمده   آميز فناوري  موفقيت ادغام روي اي   گسترده هاي  پژوهشاگرچه  
زياد مورد   فناوريِ سطح بالا   به كار بردن  و  محور    ، گنجاندنِ فناوريِ قابلِ دسترس، مهياكردن محيطي فناوري       كلاس

آمـوزان و معلمـان و      محور دانـش   دانش فناوري  ديگري شامل  فناوري موانع    همچنين، ادغام . گيرد  رار نمي استفاده ق 
زبـان انگليـسي بـه عنـوان زبـان          هـاي     بافـت  در   پيشينهاي   برخلاف يافته . دهدمشكلات مالي مدارس را نشان مي     

،  بنابراين.باشدن ايراني در دسترس  فناوري كلاس معلماكاربردهاي در مورد اندكيرسد شواهد خارجي، به نظر مي  
 ادغـام  اتثيرأتچگونگي وري و روشن ساختن     ا ادغام فن  دربارة ايراني   ان آموزشي معلم  درك  بر آن است تا    اين مقاله 
ايرانـي در مـدارس     معلـم زبـان انگليـسي   10در ايـن راسـتا، بـا     .ارائه دهـد هاي معلمان  كلاس عملكرد بر   فناوري

 ؛ها به انگليـسي ثبـت و رونويـسي شـد          هاي كيفي مصاحبه  داده .ن گلستان مصاحبه شد   خصوصي و دولتي در استا    
، 12 ان ويوو ايافزار رايانهاز طريق نرم )2006براون و كلارك، ( سپس، با استفاده از تجزيه و تحليل موضوعيها  آن

يكـي از موضـوعاتي كـه از    . را نـشان دهـد   هاي ادغام مدل مفهومي فناوري تا ابعاد و مؤلفهكدگذاري و بررسي شد    
ي كه به اين كـاربرد محـدود        موضوع ديگر .  بود يفندانش   نبود معلمان ايراني استخراج شد،      دركتحليل موضوعي   
بـه   ايـن يافتـه    بر ايـن،      افزون .استعنوان ابزاري تكميلي    ه   معلمان از رايانه ب     كردن استفادهكند،    فناوري اشاره مي  

 غيـر مـؤثر    ة منجر به استفاد   كند كه   ها ايجاد نمي    محور را براي آن   -ايط فناوري نياز  بافت آموزشي شر   كه   دست آمد 
  .شودمعلمان از فناوري مي

  

  اي، معلمان زبان انگليسي ايراني  درك معلم، ادغام فناوري، تحليل موضوعي، نظرية زمينه:ها كليدواژه
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1شمارة ، ششمسال 
  

   شمار مطابقت به مربوط خطاهاي يابي ريشه
  انگليسي پيشرفتة زبان-متوسط سطح فراگيران در

  
  مقاله پژوهشي

 139-166 صفحات

  
  1ابراهيم صفايي

  
  16/12/1399: تاريخ پذيرش        13/11/1399 :دريافتتاريخ 

  
  چكيده

هـاي   فعـل در فعـل  - فاعـل  مطابقـت  به خطاهـاي      انگليسي وزان بزرگسال آم زبان حساسيتي كه     ميزانِ پژوهش،اين  
 گروهـي از    و پيـشرفته ايرانـي      - يك گروه از فراگيران زبان دوم متوسط       .كند  دارند، را بررسي مي    ربطي و   موضوعي

: از ايـن قـرار اسـت       هـا   يافتـه .  شـركت كردنـد     بـرخط  سريعقضاوت  مقبوليت  فعاليت   انگليسي در    بوميگويشوران  
 بودنـد، فراگيـران زبـان        در هر دو نوع فعل حساس      مطابقت شمار انگليسي به خطاهاي    بومي  كه گويشوران    اليدرح
. دهد  را نشان ميزيرمند با الگوي  ها خطاهاي نظام براي گروه فراگيران زبان دوم، يافته . حساس نبودندها به آندوم 

فراگيـران  كـه   ؛ در حـالي وجود داشـت اضافه - حذفتقارنِعدم ، موضوعيهاي  فعلبراي خطاهاي مطابقت شمار در  
براي  . حساس بودندهاي ايستا  صورت در به خطاهاي اضافه كردنها ، آن به خطاهاي حذف حساس نبودندزبان دوم

كـه بيـشترين مقـدار خطـا در       وجود داشـت    جمع  - مفرد ها، عدم تقارن    ربطي خطاهاي مطابقت شمار در فعل هاي     
با اين وجود، به نظر  . بودجمع ربطيفعل  + مفرد فاعل هاي آرايش در مقايسه با مفرد ربطي فعل + جمع فاعل هاي آرايش

ها،   يافته.  باشد مطابقت به خطاهاي    فراگيران زبان دوم  ساسيت   در ح   قوي كنندة  بين  پيشيك  مهارت زباني   رسد   مي
  .كند يد ميأيرا ت) 2012؛ 2008 ؛2007مك كارتي،  (ابهام واژگانيفرضيه 

  

 فعـل،  و فاعـل  مطابقت جمع،-مفرد  عدم تقارن   اضافه،-عدم تقارن حذف   مشخصه، مغايرت  خطاهاي :ها  دواژهكلي
  ابهام واژگاني خطاهاي
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 و انگليـسي  نگـارش  مهارت بر وارونه يادگيري تأثير
  ايراني پزشكي دانشجويان مديخودكارآ

  

  مقاله پژوهشي
 167-186 صفحات

  
  1نژاد سپيده نوري
  2*پور فرد احسان هادي
  3محمد باولي

  
  13/10/1399: تاريخ پذيرش       16/06/1399 :دريافتتاريخ 

  
  چكيده

شگاه علوم   دان  در  نگارش و عملكرد نگارش دانشجويان پزشكي      كارآمدي خود بر وارونهآموزش   ثيرأ، ت پژوهش حاضر 
 آزمودني گروه  ها به عنوان    آن. پنجاه دانشجو در اين پژوهش تجربي شركت كردند       . كند   را بررسي مي   پزشكي شيراز 

 سـنتي نگـارش    روش آمـوزش      با گروه كنترل  . شدند بندي  دسته دانشجو 25 گروه كنترلِ و    دانشجو 25 مشتمل بر 
به كـار   پرسشنامه   .آموزش داده شدند   وارونه آموزش   شيوة ا ب گروه آزمايش كه    آموزش ديدند، در حالي   ) غيرِ وارونه (

اقتباس شد و بر اساس مقياس ليكرت براي نگارش خودباوري نمره ) 1994(پژوهش پريكلز  از مطالعه، رفته در اين
ثير أ ت ـ وارونـه  نشان داد كـه آمـوزش        ها   يافته .آزمون گردآوري شدند    پس-آزمون  ها در يك طرح پيش       داده .داده شد 

هايي كـه بـه       آن در مقايسه با     آموزان  زباننگارش و عملكرد نگارشي     كارآمدي  خودهر دويِ    بهبود   ت بيشتري بر  مثب
 انگليـسي بـه عنـوان         آموزش زبـان   معلمان ديدگاه   در اين بررسي،   ها   يافته . داشت  ديده بودند،  آموزشروش سنتي   

   .آموزشي را گسترش دادهاي نوين  روشفهم  براي خارجي زبان
  

  نگارشيِكارآمد، خودكارآمدي خود،، عملكرد نگارشوارونهآموزش سنتي، آموزش  :ها دواژهكلي
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 و انتقادي تفكر بر وارونه كلاس مدلسازي   پياده تأثير
 يـادگيري  در فراگيران زبان انگليسي ايراني    عملكرد
  زبان دستور

  

  مقاله پژوهشي
 187-203صفحات 

  

  1زهرا افضلي
   2*پناهسيروس ايزد

  

  13/10/1399: تاريخ پذيرش        16/06/1399 :دريافتتاريخ 
  

  چكيده
كـلاس   در آمـوزان   دانـش  بـا  اضافي رودرروي ارتباطاتسببِ   تواند  مي كه است آموزشي رويكرد يك ،وارونه كلاس
 به اندكي مطالعات اما اند،  كرده بررسي كلي طور به را وارونه كلاس اغلب هايي وجود دارد كه     هشپژو  اگر چه  .شود
 ايـن . بـود  تجربـي   نيمـه  پژوهش طرح اين . اند  را بررسي كرده   زبان دستور يادگيري در عملكرد و انتقادي تفكر ويژه

 بـا  انگليسي آموز  زبان 360. است  دهبه اجرا درآم   2020 سال در هفته شش مدت به كلاس انگليسي  يك در مطالعه
 در كـه  19 سـالگي  تـا 13 سـني  محـدوده  در مختلف موسسة دو از اي  چندمرحله اي  خوشه گيري  نمونه از استفاده
محتـواي   هشت پيرامونِ دستور،  فيلم پنجاه ميان از. شدند انتخاب كردند،  مي تحصيل نآ از بالاتر و متوسط سطوح
هاي عملكـرد      آزمون يها  پرسشنامه. شدند انتخاب محتوا روايي نسبت و محتوا يرواي شاخص اساس بر زبان دستور

 كه حالي در ديدند آموزش وارونه كلاس درسي  مدل با آزمايشي گروه. به كار گرفته شدند    انتقادي تفكر و انگليسي
چـشمگيري   لافاخـت  هـيچ  كـه  شد معلوم. به اجرا درآمد   كنترل گروه در فعلي برنامه بر اساس  هاي آموزشي   دوره
 و آزمـون   پـيش  هـاي   نمـره  بـين  كـه  حـالي  در نـدارد،  وجـود  كنترل گروه آزمون  پس و آزمون  پيش هاي  نمره ميان
استفاده  وارونه از مدل كلاس   داد پيشنهاد معلمان بهتوان    مي. دارد وجود معناداري تفاوت آزمايش گروه آزمون  پس

  .كنند تتقوي را فراگيران عملكرد و انتقادي تفكر كنند تا
  

 يادگيري وارونه، آموزش وارونه، عملكرد وارونه، كلاس انتقادي،  تفكر:ها كليدواژه
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 درك مطلـب    بر رايانشي گروهي پوياي ارزيابي تأثير
 زبـان  انعنـو  بـه  انگليـسي  آمـوزان  زبان شنيداري
  در دو جنسيت خارجي

  

  

  مقاله پژوهشي
 205-225 صفحات

  
  1هين عباسي دلونداش

  2*داوود مشهدي حيدر

  

  31/01/1400: تاريخ پذيرش        15/11/1399: دريافتتاريخ 
  

  چكيده
 ارزيابي پوياي گروهيآيا   اينكه  بررسي قصد دارد به   پژوهش   اينفرهنگي ويگوتسكي،   -در چارچوب نظريه اجتماعي   

 هـا از   داده.است، بپردازد  را تحت تأثير قرار داده ايرانيمرد و زنآموزان   شنيداري زبان توانايي درك مطلب   رايانشي،
مرد و  كننده كه به فراگيران       شركت 140مابين  شنيداري  درك مطلب    هاي  آزمون آزمون و پس   طريق برگزاري پيش  

  وآموز زن زبان 35 از مطالعه،هرگروه  در . گردآوري شد ،ند شده بود  بندي  دستههاي كنترلي و آزمايشي       در گروه  زن
ارزيابي پويايي گروهي قرار گرفتند تا بـه        معرض  در  هاي آزمايش،     در گروه كنندگان   شركت. بودند رد م آموز  زبان 35

 فـراهم هم  هاي لازم را     حمايتنيز  معلم    و هندرا انجام د  هاي منتخب درك مطلب شنيداري        صورت تعاملي، تكليف  
  از زن و مـرد   هـاي     شـنيداري ميـان گـروه       درك مطلب  هاي آزمون  و پس  ها  آزمون  تجزيه و تحليل كمي پيش    . نمود

هـر دو،    مرد و زن   نشان دادند كه فراگيران      ها  يافته.  گرفت انجامطريق فرآيند تحليل واريانس وكوواريانس دوسويه       
 تفـاوت  امـا  .هـاي كنتـرل داشـتند      يـران در گـروه     به طور معناداري عملكـرد بهتـري از فراگ         هاي آزمايشي  گروه در

هـا بـه      يافتـه .  مشاهده نشد  هاي آزمايشي   در گروه  جنسيتهاي   گروه شنيداري  مطلب درك ميان توانايي معناداري  
آمـوزان   افزار به منظور بهبود توانايي درك مطلب شنيداري زبـان   از طريق نرمارزيابي پوياي گروهيگيري مؤثرِ   بهره

آمـوزان    ها از ابزارهاي فناوري آگاه باشند تا بتوانند بـراي زبـان             شود معلم   كه پيشنهاد مي  به اين معنا    كمك كردند،   
  .شان فراهم نمايند هاي زباني ها و زير مهارت بستري تعاملي جهت پيشرفت مهارت

  

توانـايي درك    جي،خـار  زبـان  عنـوان  به انگليسي گروهي، پوياي ارزيابي رايانه، كمك به زبان آموزش: ها  كليدواژه
  منطقة مجاور رشد شنيداري،
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، نظام يادگيري هوشمند، مدل تعـاملي، مهـارت صـحبت           گفتاري-روش شنيداري  :ها  كليدواژه
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  )س(هاي زبان دانشگاه الزهرا  افقعلميدوفصلنامة 

  1401، بهار و تابستان 1، شمارة ششمسال 
  

 تحـصيلي  پنداري-خود و دانشجو -معلم تعامل تأثير
  فراگيران زبان انگليسي تحصيلي پيشرفت بر

  

  مقاله پژوهشي
  227-237 صفحات

 

  1زاده ملكينفيسه اسد
   2*مسعود ذوقي

   3لو نادر اسدي آيدين
  

  22/02/1400: تاريخ پذيرش        07/10/1399: دريافتتاريخ 
  چكيده

انـد،   اي از متغيرهاي شـناختي را بررسـي كـرده          يف گسترده  ط هاي پيشرفت تحصيلي پيشين،      پژوهش در حالي كه  
 تحـصيلي  در رابطـه بـا پيـشرفت         تحصيلي و خودپنداره    جودانش-معلمشناختي خاصي مانند تعامل      متغيرهاي غير 

 خودپنـداره  مطالعـة همبـستگي بـراي   ضـريب   تحقيـق   روش اين منظـور، از يـك  هب .هستند بررسي نيازمندهنوز 
  عـواملي كـه نقـش مهمـي در         بـه عنـوان   كـه   است   استفاده شده جو  عامل بين معلم و دانش    هاي ت  تحصيلي و ويژگي  

  دانشجوي218كنندگان در اين مطالعه شامل  شركت .ندا كنند، شناخته شده ايفا ميپيشرفت تحصيلي زبان آموزان 
نشان داد  ساختاريت معادلامدل فرضيه -هاي آزمون رويه.  سال بودند45 تا 18 سني ة ايراني با دامن   زبان انگليسي 

 ,χ2 = 0.37, GFI = 0.99, CFI = 0.99 ( وجـود دارد  منطقـي آمـده تناسـب   دسـت  هـاي بـه   كه بين مدل و داده

RMSEA = 0.01 .( بـر پيـشرفت   بـه صـورتي معنـادار و مـستقيم      جو بين معلم و دانشروابطميزان اثبات شد كه
 بـر ايـن،   افـزون . )r = 0.35, p = 0.45 ( بـود ارذثيرگ ـأ تدانشجويان انگليـسي بـه عنـوان زبـان خـارجي     تحصيلي 

 هـاي  يافتـه ). r = 0.24, p = 0.32 ( شناخته شـد دانشجويان پيشرفت عامل مهمي در بهبود ،خودپنداره تحصيلي
 از آموزان زبان تحصيلي ارتقاي پيشرفت در آموزان زبان خودپنداره تحصيلي ميانجيگريآمده همچنين نقش     دست هب

 روابـط ، شامل   رواني-جسميهاي   ويژگيبنيادين  نقش   .را نشان داد  ها    و معلم آن   جومل بين دانش  طريق افزايش تعا  
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  چكيده
 كـه   موصـولي بنـدهاي     دربردارنـدة   مـبهمِ  هـاي   هجمل ـپـردازش   معنايي در   تداعيِ   به بررسي نقش     ، حاضر پژوهشِ

 ـ .برند، پرداخته است    يگويشوران فارسي قبل از آن يك گروه اسمي مركب مبهم به كار م             يـك   در ايـن منظـور،      هب
بنـدهاي   هـاي دربردارنـدة     ه گويـشور فارسـي، جمل ـ     63 ،پـرايم .  با استفاده از نرم افزار اي      آموزخودتكليف خواندن   

بـين بنـد   از نـوع رابطـة   ، پژوهشنوع رابطه معنايي در اين . خواندندمبهم در زبان اولشان يعني فارسي را موصولي  
هـاي اسـمي از طريـق ايـن آزمـايش            تـداعيِ گـروه    شود آيا    كشف بود تا    مركبهاي اسمي    گروهاز  موصولي و يكي    
هـاي    اولويـت (هاي آفلايـن     پست ي تفسير هاي  يافته .كند  هاي الحاقي گويشوران فارسي را متأثر مي        معنايي، اولويت 

هـاي   ي، اولويـت  معنـاي داعيت ـنـشان داد كـه   ) هاي خواندن   زمان  مدت (برخط هاي  دادهو  ) الحاقي بندهاي موصولي  
 اطلاعـات   بـه وسـيلة    فقـط  ها  آن تجزيه   هاي  اولويت سازد كه بدين معناست كه      كنندگان را متأثر مي     الحاقي شركت 

كه در ايـن مـدل هـا     است ها بنياد تجزيه جمله - محدوديت هاي  با مدل  همسوها   اين يافته . شوند نحوي هدايت نمي  
هـا   ديگر تعامل دارند و هـر يـك از آن          ، چندين منبع اطلاعاتي با يك     ها  همل در هنگام تجزيه ج    تصور بر آن است كه    

 و نظريـة    سـازي گـسترشي    هاي مدل فعـال    بيني ها پيش  همچنين، يافته . سازد  محدود مي  روش خاصي تفسير را به    
 .كند پشتيباني مي تجزيه واژگاني را
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