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Abstract 
This study examined whether metacognitive and cognitive strategies of 
self-regulation capability in English as a foreign language (EFL) learners 
can predict their written lexical retrieval ability in English. The partici-
pants were 93 intermediate Iranian EFL learners. Pintrich’s self-regulated 
learning (SRL) model was adopted as a basis in this research. There are 
cognitive, metacognitive, affective, motivational, social, and environmen-
tal factors at play in this model. The data were collected through Written 
Productive Translation Task (WPTT) and Motivated Strategies for Learn-
ing Questionnaire (MSLQ); however, only its learning (metacognitive and 
cognitive) strategy use scale was analyzed. The results of multiple regres-
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Teacher Training University, Lavizan, Tehran, Iran; meshkat@sru.ac.ir 
 
DOI: 10.22051/lghor.2020.28092.1181 
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sion analyses showed that both metacognitive and cognitive strategies of 
self-regulation could significantly predict the participants’ ability to re-
trieve English written words, but the role of metacognitive strategies was 
larger. This can guide EFL teachers on how to promote lexical learning, 
retention and retrieval ability of their students through explicitly teach-
ing them cognitive and particularly metacognitive strategies.  

Keywords: Self-regulation, Self-regulated Learning Model (SRL), EFL 
Written Lexical Retrieval, Cognitive Strategies, Metacognitive Strategies.  

Introduction 
In addition to orthographical, phonological, etc. networks, the lexicon is orga-
nized in the brain as a set of the semantic network of interconnected concepts 
(i.e., nodes) connected (Carroll, 2008). On the other hand, lexical retrieval is a 
sub-skill of and a crucial process in both written and oral language production 
and a significant dimension of fluency in second language (L2) learners (Snel-
lings et al., 2004). According to the revised spreading activation model (Bock & 
Levelt, 1994), lexical retrieval entails the selection of lexical concepts that leads 
to lemmas representing and containing the syntactic and semantic features of a 
word and lexemes including the formal and morphological (i.e., orthographic or 
phonological) ones. In other words, the concepts are phonologically, morpho-
logically, and phonetically encoded to be either written down or articulated 
(Levelt, 1989; Levelt et al., 1999; Roelofs, 2003). As for native speakers, these 
features are greatly integrated into a lexical entry if words are not specific to a 
discipline or of low frequency (Levelt, 1989). However, L2 learners, particularly 
in an English as a foreign language (EFL) context, usually do not receive enough 
contextualized language input; thus, they cannot extract, create, and integrate 
these features into a lexical entry (Jiang, 2000). According to Jiang, because 
learners have a semantic system in their first language (L1) and probably de-
pend on this system when learning a new L2/EFL word, the integration process 
may be impeded; thus, L2/EFL lexical retrieval may face problems.  

Considering the above discussion on the conscious and controlled process of 
L2/EFL lexical retrieval (e.g., Gulan & Valerjev, 2010; Jiang, 2000), learners 
might be able to enhance their L2/EFL lexical retrieval ability and cope with its 
problems through resorting to some learning strategies. Since self-regulation is 
considered as a broader construct than learning strategies (Oxford, 2011, as 
cited in Chamot, 2014), it seems warranted to assume that learners’ use of self-
regulatory strategies can contribute to their L2/EFL lexical retrieval ability as 
their self-regulation ability proved to enhance their L2/EFL vocabulary learn-
ing (e.g., Hardi, 2014; Mizumoto, 2010). Self-regulation means self-generated 
feelings, thoughts, actions, and behaviors that are pre-planned and then modi-
fied during the task performance in order to attain one’s goals (Zimmerman, 
2008). Accordingly, in self-regulated learning (SRL), learners set goals, plan 
strategically, select and use strategies, monitor their effectiveness and evaluate 
their performance (Zimmerman, 2008).  
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Cognitive (i.e., elaboration, rehearsal, and organizational) of self-regulation 
and metacognitive strategies (metacognitive self-regulatory strategies and crit-
ical thinking) and– as defined in Pintrich’s (2000) model of SRL – are among 
self-regulatory strategies that can improve the chance of learning L2/EFL lexi-
cal items (Cubukcu, 2008; Dörnyei, 2005; Field, 2004; Gu & Johnson, 1996; 
Pavičić, 2008; Schmitt, 1997; Wolters et al., 2005), and they may do so later in 
retrieving them successfully. Cognitive strategies show the use of learning 
strategies to understand the material in any course (Pintrich, 2004; Schunk, 
2005). Likewise, learners use metacognitive strategies to change or adapt their 
cognition (Wolters et al., 2005). In other words, its metacognitive and cognitive 
strategies of self-regulation might facilitate L2/EFL lexical retrieval as it has 
also been proved that self-regulation ability contributes to L2/EFL vocabulary 
learning (e.g., Hardi, 2014; Mizumoto, 2010). 

The present article, therefore, seeks to investigate whether metacognitive 
and cognitive strategies of self-regulation in Pintrich’s (2000) SRL model can 
predict EFL learners’ written lexical retrieval ability. In other words, it aims to 
investigate this research question:  

Is there any significant relationship between metacognitive and cognitive 
strategies of self-regulation ability in EFL learners and their English written 
lexical retrieval ability? 

 

Review of Literature 
Pintrich’s (2000) SRL Model and L2/EFL Vocabulary Learning 

There are different models of self-regulation, and all SRL models have the com-
ponents of cognition, metacognition, and motivation (Zimmerman, 2008). In 
Pintrich’s (2000) model, self-regulation entails the control of cognitive, meta-
cognitive, affective, motivational, behavioral, social, and environmental factors 
(i.e., learning context) (Schunk, 2005). According to Pintrich (2004), areas of 
regulation consist of affect/motivation, cognition, behavior, and learning con-
text, and the phases of regulation are: (1) planning, forethought, and activation, 
(2) monitoring, (3) control, and (4) reflection and reaction.  

In the first phase, cognition contains background and metacognitive 
knowledge, and goals. During this phase, motivational elements such as one’s 
understanding of learning ease or difficulty, self-efficacy, goal orientations, in-
terest and task value are subject to self-regulation. Planning effort and time and 
planning for observing one’s behavior are considered self-regulated behaviors. 
Contextual factors in this phase are learners’ understanding of the task and its 
context. In the second phase, namely monitoring, learners try to pay attention 
to and be aware of their actions and their results. To Pintrich (2000), cognitive 
monitoring includes metacognitive awareness and judgments of one’s learning. 
Monitoring motivation implies awareness of one’s values, interests, self-
efficacy, and anxieties as well as causes of the obtained results. Likewise, moni-
toring behaviors involves adjusting and managing time and effort. Contextual 
monitoring entails monitoring task conditions to find out whether they are 
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changing or not. During the control phase, learners try to control their cogni-
tion, behaviors, motivation, and context through their monitoring in order to 
improve learning. Cognitive control includes metacognitive and cognitive activ-
ities that aim to modify their cognition (Pintrich, 2000). Control of motivation 
consists of self-efficacy through talking to oneself positively. Control of behav-
ior includes making efforts persistently and asking for help when necessary. 
Contextual control means strategies such as eliminating or reducing distrac-
tions to make the context lead to learning.  Learners’ reactions and reflections 
involve attribution of either success or failure to various causes, and evalua-
tions of performance (Pintrich, 2000). Motivational reactions are attempts to 
improve motivation when it has been reduced. Behavioral reflection and reac-
tion entail knowledge about one’s actions, e.g., whether one has made enough 
effort or used time well (Schunk, 2005).  

As mentioned above, to Pintrich (2000), self-regulation includes metacogni-
tive self-regulatory, cognitive, and resource management strategies. The meta-
cognitive and cognitive strategies, lying in the area of cognition in Pintrich’s 
(2000) model, can play a part in L2/EFL vocabulary learning. In his model, cog-
nition encompasses elaboration, rehearsal, and organizational, critical thinking, 
and metacognitve self-regulatory strategies (Pintrich, 2004). Rehearsal strate-
gies entail; for example, repeating or reciting L2/EFL vocabulary items in a list 
when acquiring them; this is a kind of shallow processing (Gu & Johnson, 1996; 
Wolters et al., 2005). Elaboration strategies that form a deeper approach to 
learning also play a vital role in storing information; for instance, storing 
L2/EFL vocabulary items in long-term memory through generating internal 
links between them (Dörnyei, 2005; Gu & Johnson, 1996; Wolters et al., 2005). 
As recalling a learned vocabulary item needs deeper processing, elaboration 
will help the information (e.g., L2/EFL words) to enter the long-term memory 
and to be retrieved more easily later (Loftus & Loftus, 1976; Sperling, 1967). 
This is what is referred to by Field (2004, p. 167) as well, “The ease with which 
a memory is retrieved from LTM [long-term memory] is determined by how 
strongly encoded it is.” Elaboration strategies include analogy-making; for ex-
ample, when learning new L2/EFL words. According to analogy theory, 
“[W]ords are interpreted phonologically by analogy with others, perhaps main-
ly on the basis of their rhyme,” (Field, 2004, p. 95). Using organizational strate-
gies which also involve some deeper processing, learners choose proper infor-
mation and organize whatever they have learned (Pintrich, 1999; Wolters et al., 
2005). This can be extended to the acquisition and retrieval of lexical items 
which involve “analysis, classification, and interpretation of a stimulus” (Field, 
2004, p. 224). 

Metacognitive strategies of self-regulation in Pintrich’s (2000) model of SRL 
– other strategies in its area of cognition– include critical thinking and meta-
cognitive self-regulatory strategies (Pintrich, 2004). Critical thinking consists of 
knowing the source of information, pondering whether that information is 
compatible with their background knowledge, and judging the information crit-
ically (Linn, 2000). It is also noteworthy that self-regulation lies at the core of 
critical thinking (Facione,1990), and according to American Philosophical Asso-
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– other strategies in its area of cognition– include critical thinking and meta-
cognitive self-regulatory strategies (Pintrich, 2004). Critical thinking consists of 
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ically (Linn, 2000). It is also noteworthy that self-regulation lies at the core of 
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ciation Project, critical thinking is a kind of self-regulatory judgment that leads 
to evaluation, inference, analysis, and interpretation (Facione & Facione, 1996). 
Concerning how this definition of critical thinking can be related to L2/EFL vo-
cabulary learning and subsequent retrieval, Pavičić (2008) maintains that 
through learning diary that is a vocabulary learning strategy, learners will un-
dertake critical evaluation of their own activities. Metacognitive self-regulatory 
strategies reflect activities that help learners pre-plan, observe, and modify 
their learning process (Pintrich, 2004). To Gu and Johnson (1996), an example 
of metacognitive self-regulation in vocabulary learning is selective attention 
that is a psycholinguistic concept indicating “an ability to tune in to certain 
sources of input and exclude others,” (Field, 2004, p. 24).  In the case of L2/EFL 
vocabulary learning, it involves strategies concerning how to select a word to 
be studied; for example, the L2/EFL language learners look up worthwhile 
words. In other words, learners who utilize metacognitive strategies know 
which words are essential for adequate comprehension of a passage, and meta-
cognitive self-regulation includes strategies used to store vocabulary (e.g., tak-
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already stored vocabulary (Gu & Johnson, 1996). On the whole, metacognitive 
self-regulatory strategies that enhance vocabulary development (Cubukcu, 
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one’s cognition. They also involve having a plan for learning, monitoring it, and 
evaluating the obtained results (Pintrich et al., 2000). Overall, metacognitive 
and cognitive strategies of self-regulation, as defined by Pintrich (2000, 2004), 
could play a role in L2/EFL vocabulary development.  

 
The Controlled and Conscious Process of L2/EFL Lexical Retrieval 

There are sound reasons for the claim that L2/EFL lexical retrieval is a con-
trolled and conscious process (e.g., Abutalebi, 2008; Gulan & Valerjev, 2010; 
Jiang, 2000). First, Petrides (1998, as cited in Abutalebi, 2008, p. 473) stated 
that the “prefrontal cortex” of the brain is divided into two areas. In other 
words, the dorsolateral prefrontal cortex performs “self-monitoring functions 
and sequential processing”, while the ventrolateral prefrontal areas carry out a 
lower-level function that involves organizing “response sequences” actively 
through retrieving information consciously and explicitly “from posterior corti-
cal association systems.” Thus, “active-controlled (strategic) retrieval” which 
needs the involvement of “the inferior prefrontal cortex” is distinct from auto-
matic retrieval that does not. During active retrieval, there is a conscious effort 
to retrieve specific information (e.g., generating a word) directed by either the 
participants’ plans and intention or the instructions given to them. The implica-
tion of this distinction between active-controlled and automatic retrieval is that 
producing words in a weak L2 may be ‘non-automatic’, whereas L1 processing 
is automatic. In other words, since L2/EFL is processed in a controlled way, 
only for L2/EFL processing the inferior prefrontal cortex is engaged (Abutalebi, 
2008, p. 473). 
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Second, Dekeyser (2007) maintained that retrieval of linguistic knowledge 
is either procedural or declarative, while both types of knowledge are the goal 
of vocabulary learning (Meara, 1996). Declarative vocabulary knowledge that 
consists in knowing word meaning (Nation, 2001) includes “remembering and 
retrieving words by conscious and deliberate effort in much the same way as 
explicit knowledge” (Henriksen, 2008, as cited in Roohani & Khalilian, 2012, p. 
99). In addition, the declarative knowledge of vocabulary has a “strong and sig-
nificant relationship with higher levels of metacognitive awareness” which im-
plies “the role of consciousness in developing declarative vocabulary 
knowledge” (Roohani & Khalilian, 2012, p. 99). 

The third evidence for conscious vocabulary retrieval comes from Gulan and 
Valerjev (2010, p. 53), who claim that direct retrieval uses explicit memory, but 
priming depends on implicit memory and happens involuntarily and uncon-
sciously. A L2/EFL speaker, through a conscious search mechanism, must re-
trieve the proper lemma that matches the activated concept. In other words, 
retrieving the proper lemma of the word matching the concept to be named 
needs conscious response selection, but selecting phonemes is an automatic 
process (Ferreira & Pashler, 2002, as cited in Declerck & Kormos, 2012). 
Fourth, according to Gardiner et al. (1998, as cited in Franklin et al., 2005), in 
recall tasks but not necessarily in recognition tasks, we are conscious of re-
trieved memories. Likewise, to Ebbinghaus (1885, as cited in Franklin et al., 
2005), recall means retrieval to consciousness.  

Last but not least, there are three developmental stages for integrating the 
linguistic features (i.e., syntactic, semantic, formal, and morphological) into lex-
ical entries for L2 learners (Jiang, 2000). In the first stage which is called for-
mal, a lexical entry only contains an L1 translation equivalent and formal fea-
tures of the word. In the second stage (i.e., L1 lemma mediation), the employ-
ment of L2 words is intermediated by the lemmas of their L1 translation. In the 
third or integration stage which is attained late in the process of L2 vocabulary 
acquisition by advanced learners, syntactic, semantic, and morphological fea-
tures of the L2 lexical item are incorporated into a lexical entry. The notewor-
thy point here is that in the first and second developmental stages of integra-
tion of the linguistic features into L2/EFL lexical entries (e.g., the stage the low-
level FL learners move through), lexical retrieval is a controlled and conscious 
process. 

 

Method 
Participants 

The participants were 93 female Iranian EFL learners who were placed at the 
intermediate level based on a mock Preliminary English Test (PET; Hashemi & 
Thomas, 1996) given to them at the beginning of their program. In other words, 
they scored 70-84, i.e., B1 of Common European Framework of Reference 
(CERF) level. They were studying in four conversation classes with one teacher. 
The participants’ age differed from 18 to 30 (M = 21.98, SD = 6.22).  
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mal, a lexical entry only contains an L1 translation equivalent and formal fea-
tures of the word. In the second stage (i.e., L1 lemma mediation), the employ-
ment of L2 words is intermediated by the lemmas of their L1 translation. In the 
third or integration stage which is attained late in the process of L2 vocabulary 
acquisition by advanced learners, syntactic, semantic, and morphological fea-
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thy point here is that in the first and second developmental stages of integra-
tion of the linguistic features into L2/EFL lexical entries (e.g., the stage the low-
level FL learners move through), lexical retrieval is a controlled and conscious 
process. 

 

Method 
Participants 

The participants were 93 female Iranian EFL learners who were placed at the 
intermediate level based on a mock Preliminary English Test (PET; Hashemi & 
Thomas, 1996) given to them at the beginning of their program. In other words, 
they scored 70-84, i.e., B1 of Common European Framework of Reference 
(CERF) level. They were studying in four conversation classes with one teacher. 
The participants’ age differed from 18 to 30 (M = 21.98, SD = 6.22).  

Instruments 
Motivated Strategies for Learning Questionnaire (MSLQ) 

Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich et al., 1993) 
was used in this study to measure self-regulation as defined by Pintrich (2000) 
because it is theoretically based on this model and in line with areas for regula-
tion in it (Pintrich, 2004). It is a seven-option Likert scale, containing 81 items 
in two parts: the motivation scale and the learning strategies scale. The motiva-
tion scale – in line with motivation/affect area – is composed of three sections: 
(a) a value section that consists of scales of extrinsic and intrinsic goal orienta-
tions, and task value, (b) an expectancy section that encompasses scales of self-
efficacy for learning and performance and control of learning beliefs, and (c) an 
affective section that has a scale of test anxiety.  

The learning strategies scale – in line with cognition area – has two sections: 
(a) metacognitive and cognitive strategies and (b) resource management strat-
egies. The metacognitive and cognitive strategies section has sub-scales of met-
acognitive self-regulation, critical thinking, rehearsal, organization, and elabo-
ration– the focus of this study. Resource management strategies section – in 
line with behavior and context areas – has sub-scales of help-seeking, study 
environment and time, peer learning, and effort regulation.  (Pintrich, 2004). 
The motivation scales, the cognitive-metacognitive scales, and the resource 
management strategy scales are in conformity with the three components of 
Pintrich’s (2000) definition of SRL: motivation, metacognition, and behavior 
(Boekaerts & Corno, 2005). 

However, only the data from the metacognitive and cognitive strategies sec-
tion of the learning strategy use scales (i.e., (a) above) were analyzed for the 
purpose of this study. According to Pintrich and De Groot (1990), the cognitive 
strategy use scale of MSLQ includes 14 items related to the following: rehearsal 
strategies (e.g., “I memorize key words to remind me of important concepts in 
this class”), elaboration strategies such as paraphrasing and summarizing (e.g., 
“When reading for this class, I try to relate the material to what I already 
know”), and organizational strategies (e.g., “I make simple charts, diagrams, or 
tables to help me organize course material”. There are also five items of critical 
thinking (e.g., “I treat the course material as a starting point and try to develop 
my own ideas about it”) that can be considered metacognitive because self-
regulation is at the core of critical thinking (Facione, 1990), and American Phil-
osophical Association Project defined critical thinking as the self-regulatory 
judgment that leads to evaluation, inference, analysis, and interpretation 
(Facione & Facione, 1996). These five items plus 12 items of metacognitive self-
regulatory strategies of MSLQ (e.g., “When I become confused about something 
I'm reading for this class, I go back and try to figure it out”) make the metacog-
nitive items to be 17 ones. 
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Written Productive Translation Task (WPTT) 

In addition, a Written Productive Translation Task (WPTT) was implemented 
to gauge participants’ written lexical retrieval ability (see Appendix A). In other 
words, the same words in WPTT which were validated by Snellings et al. (2004) 
and almost the same procedure as theirs were employed in the present study. 
According to Snellings et al. (2004), WPTT is a validated measure of written 
L2/EFL lexical retrieval based on the oral translation tasks utilized in psycho-
linguistic studies. Unlike Picture Naming tasks, the WPTT is not limited to con-
crete verbs and nouns that can be shown by pictures and can also assess word 
combinations. In addition, WPTT was proved to be a good scale of the written 
lexical retrieval construct, employing Messick’s (1989) framework. Likewise, 
the relationships between the WPTT and a written Picture Naming task (i.e., a 
test of the same construct), as well as constructs such as orthographic encoding 
and lexical access, were established through a multiple regression approach. All 
this proved WPTT to be both a valid and reliable scale of written lexical retriev-
al.  In WPTT, learners translate from their native language into L2/EFL lan-
guage in written form; a lexical retrieval process that also involves orthography 
(Snellings et al., 2004).  

Nevertheless, the most important reason why WPTT was used as a measure 
in this study is that when writing in L2, low-level learners mostly use different 
L1-based lexical and translation strategies involving mental equation of lexical 
and semantic categories across languages (Cumming, 1990), almost like what 
happens in WPTT. In other words, they first put and phrase their intended 
meaning into L1 in order to find its L2 equivalent (Qi, 1998; Smith, 1994), then 
retrieve the L1 word that expresses their intended meaning (Qi, 1998; Smith, 
1994; Wang, 2003), and finally translate that L1 term into the L2 (Zimmer-
mann, 1989).  

 

Data collection 
First, the MSLQ (Pintrich et al., 1993) was given to the participants who had 
been told to read all items and circle the Likert option that fitted them. Howev-
er, the metacognitive and cognitive strategies section which includes rehearsal, 
organization, and elaboration as well as metacognitive self-regulatory and criti-
cal thinking subscales were included in data analysis.  

In order to administer WPTT to participants, the Persian equivalents of the 
words tested in the WPTT in Snellings et al. (2004) which were 55 items were 
presented to participants in a PowerPoint file (i.e., each word in one slide). The 
stimulus appeared and remained on the screen for 20 seconds; precisely the 
time when an automatic time-out message appeared in Snellings et al. (2004). 
The participants were asked to provide the written translation in their papers. 
In order to make sure about the accuracy of Persian equivalents, thus improv-
ing the validity of WPTT in Persian, before the study the first author herself – 
who is also a translator – had translated the English words of Snellings et al. 
(2004) into Persian and had asked another translator to translate them back 
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into English. Like in Snellings et al. (2004), all incorrect responses were consid-
ered missing values and received no mark.  

 

Results 
The Cronbach’s alpha was run to calculate the reliability of metacognitive and 
cognitive subscales in the questionnaire. They enjoyed reliability indexes of .96 
and .91, respectively, which are acceptable. Then multiple regression analysis 
was utilized to see if metacognitive and cognitive strategies significantly would 
predict participants’ English written lexical retrieval ability. For a regression 
model, five assumptions should be examined: sample size, multicollinearity and 
singularity, homoscedasticity, and linearity (Pallant, 2005).  

According to Tabachnick and Fidell’s (2001, as cited in Pallant, 2005) formu-
la for calculating sample size requirements, the number of independent varia-
bles was taken into account: N > 50 + 8m (m = number of independent varia-
bles), i.e., 93 > 50 + 8*5 = 90 in this study. Then the data set was examined for 
multicollinearity and the intercorrelations among the variables.  As you can see 
in Table 1 below, the variance inflations factors (VIFs) of the predictors were 
found within an acceptable range (5.381 ~ 4.261 < 10). These VIF values imply 
that no variables should be deleted from the regression model for multicolline-
arity consideration (Pallant, 2005).  

 
Table 1. 
Coefficients for the Regression Equation (Model) and Collinearity Statistics 

 

 
Another indication of no multicollinearity is the correlation between inde-

pendent variables and dependent one (i.e., r < .7). As indicated in Table 2, both 
of the scales (i.e., cognitive strategies and metacognitive strategies) correlate 
with EFL lexical retrieval ability, r (93) = .367 and .555 respectively, p < .01. 
Likewise, the Tolerance values for metacognitive and cognitive scales are .186 
and .171 > .1 respectively, rejecting the possibility of multicollinearity.  

 
Table 2. 
Correlation between Metacognitive and Cognitive Strategies and EFL Lexical Retrieval 

 Retrieval cognitive metacognitive 
Retrieval  .367 .555 
cognitive   .902 
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Figure 1 below depicts the normality of the regression standardized residu-
als in which points lie in a straight line, and Figure 2 below shows the scatter-
plot of the standardized residuals of dependent and independent variables, in 
which residuals are be approximately rectangularly distributed, with most of 
the scores fallen in the center. Hence, the assumptions of homoscedasticity and 
linearity are met (Pallant, 2005).  

 

 
Figure 1. The Normality of the Regression Standardized Residuals 
 

 
Figure 2. Scatterplot of the Standardized Residuals 

 

As shown in Table 3 below, it was also found that metacognitive strategies 
(M = 70.88, SD = 24.76), as well as the cognitive ones (M = 61.87, SD = 19.26) 
predict 36% of the variance of the participants’ ability to retrieve English writ-
ten lexis (M = 31.62, SD = 20.96); F (2, 90) = 30.688, p < .05, adjusted R2 = .39 
and R2 = .40. That is, metacognitive and cognitive strategies were positively 
related to EFL lexical retrieval, increasing by .723 and 1.207 for every point in 
EFL lexical retrieval, respectively. The metacognitive variable explained 27% of 
the variance in retrieval ability (β = 1.207, p < .05). Cognitive strategies, on the 
other hand, explained 9% of the variance in retrieval ability (β = .723, p < .00). 
The effect of metacognitive and cognitive strategies was significant, t (90) = 
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3.83, p < 0.05 and t (90) = 6.40, p < 0.05, respectively. Likewise, as the size of 
standard error for the unstandardized beta (SE B) indicates, the numbers are 
not so much spread out from the regression line for the significance to be less 
likely (Pallant, 2005).  

 
Table 3. 
Summary of the Standard Multiple Regression Analysis 

 B SE B Beta  t  p 
cognitive .78* .205 -.723* -3.83 .00* 
metacognitive 1.02* .160 1.207* 6.40 .00* 
*p<.05, Note: R2= .40 Adjusted R2=.39  

 

Discussion 
This research was aimed at exploring whether metacognitive and cognitive 
strategies of self-regulation in Pintrich’s (2000) model contribute to the im-
provement of EFL lexical retrieval ability. The results indicated that both meta-
cognitive and cognitive strategies of self-regulation capability in EFL learners 
as measured by MSLQ could significantly predict their written lexical retrieval 
ability as measured by WPTT. In other words, in EFL learners who do not enjoy 
a high level of language proficiency, EFL retrieval is not automatic but con-
trolled, and the above strategies of self-regulation can help them retrieve EFL 
lexical items more successfully.   

The finding that cognitive strategies of self-regulation, i.e., elaboration, re-
hearsal, and organizational strategies could significantly predict EFL learners’ 
written lexical retrieval chimes with what other researchers (e.g., Dörnyei, 
2005; Field, 2004; Gu & Johnson, 1996; Wolters et al., 2005) maintain about the 
important role of cognitive strategies in vocabulary acquisition, storage and 
retrieval. Besides, taking rehearsal strategies into account, this obtained result 
is in line with a behavioral technique used to help L1 lexical retrieval in apha-
sics, i.e., repeating the vocabulary item while looking at its picture, called “Look, 
Listen, Repeat” (Savage et al., 2013, as cited in Croot, 2018, p. 247). Likewise, as 
far as elaboration strategies are concerned, this finding is aligned with another 
method to help L1 lexical retrieval in aphasics, i.e., the semantic features or as-
sociations of the target word (Savageet al., , 2013; Sua´rez-Gonza´lez et al., 
2016; as cited in Croot, 2018).  

This research also provides experimental data to support the contribution 
of the metacognitive component of self-regulation to L2/EFL lexical ability as 
mentioned or found by other researchers. For example, according to Pavičić 
(2008), critical thinking – a subcomponent of metacognitive strategies – can 
predict L2/EFL vocabulary learning and retrieval. Similarly, some other re-
searchers referred to the role of its other subcomponent, i.e., metacognitive 
self-regulation in L2/EFL vocabulary development (Cubukcu, 2008; Gu & John-
son, 1996; Pintrich et al., 2000; Schmitt, 1997).  
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Moreover, this study showed that cognitive strategies could predict 9% of 
written EFL lexical retrieval ability, and metacognitive ones 27%. In other 
words, the finding that the metacognitive component of self-regulation was a 
stronger predictor of the ability to retrieve EFL words than cognitive strategies 
can be justified in the lights of Nelson and Narens’s (1990) ideas that metacog-
nitive monitoring and control generally play a crucial part not only in the acqui-
sition and the retention but also in the retrieval of to-be-learned information. Of 
course, there is also evidence for the use of cognitive strategies in lexical re-
trieval. Cyr and Germain (1998); for example, contended that elaboration which 
involves connecting new information to the concepts in the memory reorganiz-
es knowledge in the long-term memory. Generally, as language learning strate-
gies that include metacognitive and cognitive ones can facilitate not only the 
internalization and storage of the new language but also its retrieval or use (Ox-
ford, 1990), the obtained results seem justified. Of course, as the time given for 
lexical retrieval and retrieval difficulty are interrelated (Abdel Rahman & Som-
mer, 2003; Abdel Rahman et al., 2003), one can conclude that better results 
might have been obtained, if the participants had been given more time.  

The findings of this research can also be another representation of what 
Hudson (2000) suggested as the ways to retrieve an L2 word, i.e., the word’s 
spelling, its rhyme, its initial sound, its other semantic features, its physical con-
text of occurrence, its rough opposites, its part of speech, and its synonym. Of 
course, as the measure used in this study involves translation from Persian into 
English, the last three ways mentioned here (i.e., its rough opposites, its part of 
speech, and its synonym) seem to be the most likely ways employed by L2/EFL 
learners (i.e., like the ones in the present study) who mostly use translation in 
their lexical retrieval while writing (Cumming, 1990). 

It is worth mentioning that there are many other psycholinguistic factors 
involved in lexical retrieval, and they may have affected the results of this re-
search. For example, as this investigation has dealt with written EFL lexical re-
trieval, sometimes phonological and semantic aspects of lexical items are re-
trieved, but there is a problem with retrieving their orthographic aspect be-
cause English orthography is not transparent; without a one-to-one relation-
ship between graphemes and phonemes (Field, 2004). More specifically, ac-
cording to lexical search theory, there is an access file and an access code for 
orthographical, phonological, and semantic aspects of lexical items. The access 
code of the orthographic access file would be an aspect of the spelling of the 
word; for example, the first three letters (Field, 2004). Hence, in this study even 
if the semantic category and phonological properties of the target word were 
detected correctly, i.e. the access codes were compared with input stimulus, 
and a match was found in both semantic and phonological access files, there 
may have been a problem in finding an orthographic match in the orthographic 
access file.  

Although this study supports the significant relationship between metacog-
nitive strategies of self-regulation ability in participants and their written EFL 
lexical retrieval, it would be worthwhile to conduct more research to investi-



Journal of Language Horizons, Alzahra University  —  21

gate whether the whole construct of self-regulation, as explained by Pintrich 
(2000), can significantly predict retrieving L2/EFL lexical items. In addition, 
delving into self-regulation as defined by other researchers (e.g., Zimmerman & 
Moylan, 2009) and investigating its possible impact on EFL lexical retrieval 
seem warranted. Moreover, given the fact that some findings on the role gender 
plays in self-regulation have not been conclusive (Pintrich & Zusho, 2007), 
while others indicated that females mostly surpassed males in self-regulation 
(e.g., Bidjerano, 2005; Meece & Painter, 2008), further studies seem necessary 
to examine whether there would be any difference between men and women in 
their EFL written lexical retrieval ability as predicted by metacognitive and 
cognitive strategies and other components of self-regulation, as defined by Pin-
trich (2000). Likewise, considering the greater immediate gains in L1 lexical 
retrieval in aphasics with “Look, Listen, Repeat” treatment when incorporating 
written answers than when only requiring spoken answers (Croot, 2018) and 
the fact that the present study also involved written responses, further research 
can be conducted to assess oral EFL lexical retrieval as well. Last but not least, 
factors as the frequency, typicality, lexical ambiguity, morphological complexi-
ty, age of learning, and recency of usage (i.e., priming) of the target lexical items 
are said to play a role in lexical retrieval (Carroll, 2008), but these factors have 
not been taken into account in the present study, so these factors can be taken 
into consideration in the future studies.   

 

Conclusion and Pedagogical Implications 
Considering the speed with which L1/Persian words were presented, it can be 
concluded from the above discussion that through self-regulation, EFL learners 
could retrieve EFL words successfully. This can be an incentive for EFL teachers 
to try to teach metacognitive and cognitive strategies to their students—
besides providing them with rich contextualized input (Jiang, 2000)—with the 
aim of increasing and ensuring their success in learning, retaining and finally 
retrieving EFL words.  

This explicit training can be carried out through the EFL teachers’ following 
Wolters et al.’s (2005) suggestions and their urging the students to repeat or 
recite new vocabulary items in a list when learning them in order to practice 
rehearsal strategies. Likewise, in order to implement elaboration strategies, the 
instructors – using the suggestions by Dörnyei (2005) and Field (2004) – can 
encourage learners to create internal connections between new vocabulary 
items and to make analogy when learning new words. Likewise, inspired by Cyr 
and Germain (1998), the teachers can help learners to find a word’s meaning in 
English by drawing analogies and spotting explicit links between its L1 equiva-
lent and their knowledge. As for teaching organizational strategies, the teachers 
can follow Pintrich (1999), Wolters et al. (2005), and Field’s (2004) ideas and 
want learners to select, analyze, classify, organize, and interpret the new words. 

Concerning how critical thinking can be explicitly taught to learners for bet-
ter vocabulary learning and subsequent retrieval, the contentions of Linn 
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(2000) and Pavičić (2008) would be helpful to the teachers in order for them to 
train learners in keeping a learning diary of their vocabulary learning process. 
This leads to a critical evaluation of this process; for example, how the newly 
learned term is consistent with the previously known ones. Similarly, in order 
to self-regulate their vocabulary learning metacognitively, the students can be 
explicitly trained in how to select a word to be studied, to know which words 
are important for correct comprehension of a text, to take notes of the newly 
learned terms, to create mental associations of them, and to practice them; just 
as suggested by Gu and Johnson (1996), Pintrich, et al. (2000), and Cubukcu 
(2008). 

Also, it should be noted that, first, bilingual lexical retrieval is a controlled 
search task entailing monitoring by controlled attention mechanisms because 
attentional resources are limited, and the brain needs to perform non-
automatic retrieval (Prebianca, 2010). Second, after the critical period, L2/EFL 
lexical items are weak in the mental lexicon (Poulisse, 1997, as cited in 
Prebianca, 2010). Third, the manner in which we store lexical items is related 
to the ease of their retrieval (Carroll, 2008). Hence, it can be concluded that it is 
justifiable for L2/EFL language teachers to use elaboration strategies that can 
promote knowledge restructuring through; for example, the study of antonyms, 
synonyms, cognate words, homophones, and hyponyms and rehearsal strate-
gies (i.e., repetition of EFL/L2 lexical items).  
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Appendix A 
Words tested in the Written Productive Translation Task (WPTT)  
(adopted from Snellings et al. (2004)) 

 
 

-table 
-safe 
-she   
-animal 
-broke 
-young 
-dry    
-is looking up  
-while, when  
-to see  
-song  
-hot 
-started      
-saw    
-sold 
-to rain 
-green 
-were eating  
-wanted to  
 

-because, as  
-before  
-thanked  
-to work  
-something 
-fell off 
-a man 
-then 
-is proud  
-told 
-just in time  
-a restaurant  
-even now     
-the owner  
-a bridge  
-the dog  
-decided to  
-caught 
-but, however 

-is bigger than, is larger than  
-called for help, cried for help  
-catch fish, catch fishes, catch a fish  
-small fish, little fish, small fishes, little fishes  
-very grateful, really grateful, extremely grateful  
-a heavy storm, a big storm  
-were happy, were glad, were pleased  
-the other boys, the other guys 
-so, hence, therefore 
-reads, is reading  
-in fact, actually  
-again, yet again   
-a stone, a rock 
-hired, rented  
-to rest, resting  
-are sitting 
-talks, speaks  
-began 
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Abstract 
Since little is known about how EFL learners experience and understand 
effective English language classroom, this study was an attempt to find 
out about the Iranian EFL learners’ experiences of an effective English 
language classroom at the tertiary level. The design of the current re-
search drew on a phenomenological study in which the lived experiences 
of EFL learners concerning the effective English language classroom were 
explored. The primary data collection method was in-depth interviewing 
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with seven Ph.D. candidates (two males and five females) who had been 
studying English for years and were selected through purposive sam-
pling. The data were coded and explicitated using Colaizzi’s seven-step 
coding strategy. The three major resulting themes were a) Teacher char-
acteristics, b) Classroom interaction, and c) Class performance. In addi-
tion, key findings from the study suggest that two elements of personal 
experiences and personal beliefs constitute effective English language 
classroom from the Iranian EFL learners’ perspectives. Recommendations 
are provided for EFL researchers as the current study reveals. 

Keywords: Language Classroom, Perspectives, Beliefs, Experience, 
Learners 
 

Introduction 
Establishing effective English language classrooms has always been a major 
concern for the individuals involved in the field of ELT. It is obvious that a lan-
guage classroom can’t be defined if we want to take into account involving fac-
tors in isolation. Van Lier (1988) describes that a typical classroom is a place 
that different learners with different social backgrounds arrive and their class 
performance is based upon these ideas.  

As Allwright (1992) properly mentions, English language classrooms are 
highly complicated settings in the sense that individuals, typically one instruc-
tor and a number of learners, come together for an educational reason. All-
wright and Bailey (1990) perceive the classroom as the "crucible" – where 
teachers and students meet up and language learning, we trust, happens. Class-
rooms, as well as being locations for educational purposes, are social-based 
environments where lessons being taught carry the social aspects based on 
social relationships, together with social interactions (Allwright, 1989; Erikson, 
1986). The classroom plays an important part in students’ educational success 
(Habibie et al., 2016; Mukminin et al., 2015). Taken into consideration that the 
classroom environment influences students’ academic achievements, the stu-
dents’ and learners’ beliefs of the classroom environment are exceptionally vi-
tal. Each language classroom can be considered as a unique place because 
teachers’ together with learners’ beliefs and classroom practices are involved in 
the classroom. Personal theories teachers bring with them to the class influence 
classroom practices, what to teach, roles the teachers and learners take. Be-
sides, because language learners come to class with different beliefs, their per-
ceptions can play an essential role in numerous parts of education. Horwitz 
(1990) argues that existing mismatches among students’ and teachers’ teaching 
desires “can lead to a lack of student confidence in and satisfaction with the 
language class” (p. 25). Researchers observed that perspectives and percep-
tions play important roles in empowering learners to memorize successfully in 
the classroom (Hosseini & Pourmandnian, 2013). Classroom interaction hence 
gives us ready access to massive amounts of information on ELT learning 
forms. Wright (2005) observes that any activity in the classroom, by teachers 
or students, can inspire a variety of probable reactions, extending from the 
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normal to the unforeseen and these elements of classroom interaction are con-
ducive to learning moments that teachers and learners can benefit from. Of 
studies into both teachers’ and learners’ belief systems have been conducted by 
researchers and teachers (Bell, 2005; Borg & Burns, 2008; Brown, 2009; Davis, 
2003; Horwitz, 1987, 1988; Lasagabaster & Sierra, 2009; Matsuura et al., 2001; 
Peacock, 1999; Schulz, 1996, 2001; Vásquez & Harvey, 2010). Issues like the 
relationship between students’ perceptions of the classroom learning environ-
ment and cognitive and emotional results have been examined (Fraser, 1998; 
Gür, 2006; Rakici, 2004; Schaper, 2008). Goksu (2015) inspected the contrasts 
among grades in the understanding of high school students in their genuine 
classroom learning environment in EFL classes.The results demonstrated that 
all participants had positive perceptions of their learning environment in Eng-
lish as a Foreign Language (EFL) classes. Studies are also devoted on different 
aspects of EFL classroom; Difference between teachers’ and learners’ under-
standing of favored language classroom (Gür, 2006), the relationship between 
learners’ perception of classroom context and motivation (Wei & Elias, 2011), 
comparing the effects of one learning environment over another and achieve-
ment of various parts of language learning (Torti, 2006). The relationship be-
tween students’ perceptions of the classroom environment and their inspira-
tion in learning the English language was investigated by Wei and Elias (2011). 
The findings of the study showed that the larger part of the learners perceived 
their learning classroom as having affiliation and they were extrinsically per-
suaded. Gür (2006) also endeavored to discover the contrasts between teach-
ers’ and students’ perceptions of their genuine and favored classroom learning 
environment at the college level. The results uncovered that there was a meas-
urably critical distinction between the teachers’ real and favored classroom 
settings. Moreover, the findings demonstrated that the students and teachers 
similarly favored a more positive environment, and teachers’ real and favored 
scores were more positive than the students. As the related literature indicates, 
numerous classroom educators do not have the preparation and strategies nec-
essary to successfully address the needs of the expanding ELL population 
(DaSilva- Iddings & Rose, 2012). Cho and Christenbury (2010) found that in-
structors are not familiar with how to alter their instruction, teaching materials, 
or scholarly tasks for their ELLs within the classroom. Non-native English 
teachers here even take the damaging side. EFL students are regularly set in 
standard classrooms with educators who are insufficiently prepared for meet-
ing the language and proficiency needs of their ELLs (AACTE, 2002). However, 
evidence from the literature speaks to the lack of qualitative research that takes 
into account the ELLs’ perspective about effective English language classrooms 
at the tertiary level. To consider this gap in scholarly literature, this study was 
devoted to exploring how students experience and understand effective English 
language classrooms. Using a phenomenological study, the researcher would be 
able to analyze EFL learners’ experiences of an effective English language class-
room. Consequently, a better picture of an effective English language classroom 
would be obtained. This study provides English language teachers with infor-
mation as to what could constitute an effective language classroom. This re-
search aims to add to the field of existing descriptive phenomenological studies 
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of qualitative research by providing a background for further investigation in 
the realm of Iranian EFL learners at the tertiary level. The results of this explor-
atory and descriptive phenomenological study can, also, be utilized as a begin-
ning step to decide the profundity of information English language teachers 
should possess about teaching ELLs, and examine their actual instructional 
practices in their classrooms.  

Considering the nature and objective of the study the following research 
questions were formulated: 

1. What are the lived experiences of EFL learners concerning an effective 
EFL classroom? 

2. How does this experience of the effective EFL classroom inform the lan-
guage-learning experience for EFL learners?  

 

Method 
Participants 

This descriptive phenomenological study focused on data that were obtained 
from a purposive sampling of Iranian English language learners studying at the 
Ph.D. level who had been studying English for years. Purposive sampling, rec-
ognized by Welman and Kruger (1999) as the most important kind of non-
probability sampling, was used to identify the primary participants. Purposive 
sampling aims to look for those participants who are of interest, meet the crite-
ria of the study, and who would best answer the research questions and objec-
tives (Denzin & Lincoln, 2018). The researcher selected the sample using his 
judgment and the purpose of the research, looking for those who “have had ex-
periences relating to the phenomenon to be researched” (Kruger, 1988, p. 150). 
In this study, because the researcher knew that people would be able to partic-
ipate in the general structure and because he aimed for general knowledge 
about the phenomenon, at first he didn’t know who they were. The question 
that the researcher had to ask himself was: Do people have the experience that 
I am looking for? In a sense then, the researcher’s task would be finding and 
selecting participants possessing specific experience(s) of the phenomenon. 
Because the focus of this phenomenological study was to describe the Iranian 
English language learners’ experiences of an effective language classroom, it 
was appropriate to gain information from diverse participants of EFL learners. 
The researcher preferred to gather data from active learners at the Ph.D. level. 
Participants of this kind could provide intended information because they had 
been studying issues in relation to English language learning for many years 
(10 years at least) and as the learners of a foreign language had the proficiency 
level of English in both general and technical terms (they passed the national 
wide university entrance exam which is a standardized testing instrument, and 
the one which is also a laborious one). So their experience in language class-
rooms could match the purpose of this study. The researcher identified Ph.D. 
groups in telegram whose members were studying English as a foreign lan-
guage at the time, no matter what field they had been educating in. At first, the 
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researcher shared the topic of study with the group and emphasized that this 
group would be of great help because the knowledge and experience of the 
members were very similar to what the researcher was working on. Then the 
researcher asked them to inform him in case of any willingness to participate in 
the research. To this end, he sent his G-mail address. After sending their will-
ingness to participate in research, the next step was to explain by making a re-
ply to them. At this time, the researcher sent an informed consent form (see 
Appendix A) and asked them to read carefully and sign it if they had wished 
participation. The researcher requested that he or she complete the consent 
form and return it to him via e-mail. By their responding to the researcher they 
granted assent to use their responses as data source and analysis. At last, the 
participants willing to participate in this study numbered seven. In order to 
follow the ethical issue of the research, the researcher used informed consent 
by which participants were provided with the information about the purpose of 
the study, benefits of the research, method of the data collection, and what will 
be done with the data to protect the confidentiality of the interviewees. 
 

Research Design 
The qualitative approach that the researcher used for this study was the phe-
nomenological methodology of exploring and describing Iranian EFL learners’ 
lived experiences of an effective English language classroom. More specifically, 
this study used descriptive phenomenology which is based upon the philosophy 
of Husserl (1913, 1962). Its priority is to describe what is essential and mean-
ingful in relation to the structure of experience. 
 
The Researcher’s Role and Bracketing  

In qualitative research “the researcher is the primary instrument for data anal-
ysis and collection” (Merriam, 2009, p. 15). Considering the researcher himself 
as an instrument gives him the first-hand information he needs to make deci-
sions. By trying to see the experience from the eyes of the experiencer, it pro-
vides a genuine view of what is occurring. This required the researcher to begin 
interviewing with an unbiased attitude, taking into account that each partici-
pant’s narrative goes through her or his own perceptions. Bracketing, or hold-
ing one's thoughts in abeyance in phenomenological research, came from the 
numerical idea of [bracketing] in Husserl's (1913, 1962) theory and is basic to 
descriptive phenomenology to describe the essence and meaning of the phe-
nomenon. According to Gearing (2004), the bracketing includes an orientation 
point of view which is composed of two components, specifically the research-
er’s epistemological position, and their ontological perspective. In this research, 
because the researcher chose the descriptive phenomenological methodology, 
bracketing has its base in an epistemological position ranging from post-
positivism to relativism, with an ontological stance of being critical realism. It is 
post-positivism because the researcher in this research attempts to get the real-
ity from the viewpoints of the subjects (participants), rather than that of the 
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observer. It is related to relativism because the researcher suspends (or brack-
ets) his or her own biases (using reflexive journals in which the researcher 
writes down his natural attitude towards the phenomenon that is classroom) 
while attempting to understand the experiences of participants in their con-
texts (language classroom). The researcher takes the critical realism standpoint 
because the participants’ experiences of the phenomenon (experience of an 
effective language classroom) are zeroed in on and these experiences cannot be 
independent of human (participants) perceptions. The research took into ac-
count the methodological theoretical framework of descriptive phenomenology 
in order to define the whole process in study design, like the researcher’s epis-
temological position and ontological perspective. The researcher in this study 
extended the bracketing (preconceptions) to the stages of data analysis that is 
coding and developing themes. In discussing the findings, especially for re-
search question number two, the researcher’s interpretation of data was in-
volved. 
 
Semi-structured Interview Procedure 

The foremost way of data collection in phenomenological research is through 
in-depth interviews (Creswell, 2007). As a result, the primary data collection 
instrument in this study was in-depth, semi-structured interviews. Based on 
the research questions in this study, the researcher developed an interview 
protocol (see Appendix B) in which questions were listed specifically. Some 
fixed general open-ended questions according to the phenomenon under inves-
tigation had been developed. Unlike a leading question, an open-ended question 
builds up the domain to be investigated, while providing the participant with 
any direction he or she wants. The interview protocol in this research com-
prised of general questions that played a role as to direct the participant into 
the phenomenon under investigation and some follow- up questions or probes 
which were based on the participants’ responses for helping the researcher in 
clarifying and eliciting rich responses. In designing the interview protocol, the 
researcher utilized what Spradley (1979) calls the “grand tour” open-ended 
question in which the researcher requested that the participant remake a huge 
portion of the experience. In other words, the researcher asked the participant 
to reconstruct the points of interest of a more constrained time span or of expe-
rience. The questions also focused more on the subjective experience of the 
participant. In sum, based upon the participants’ answers to the grand tour 
questions researcher-developed, while interviewing, some probing questions 
were formed. Throughout the interviewing process, the researcher moved back 
and forth through the questions based on the informant’s responses. The re-
searcher wanted the participants to describe the lived experience in a way as 
much free from a social background as possible. Besides, the researcher also 
used memos. Memoing is the demonstration of recording reflective notes about 
what the researcher is gaining from the information. Doing the research, the 
researcher kept memos in terms of his own ideas, beliefs, tendency, and past 
experience. 
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Individuals’ behavior becomes meaningful, important and justifiable when 
setting in the unique context of their lives and the lives of those around them. 
Dolbeare and Schuman (see Schuman, 1982, for discussion) designed three in-
terviews that characterize this approach and permits the interviewer and par-
ticipant to dispatch the experience and to put it in the context. Based on this 
approach, the researcher conducted three interviewing structures with partici-
pants. The first part of interviewing began by contextualizing the participants’ 
experience by asking him or her to tell about past experiences in relation to the 
topic. So, the researcher asked them to reconstruct their early experiences in 
their families, in school, with friends, teachers, etc. The reason for the second 
part of the interviewing was to target the rich points of interest of the partici-
pants’ present lived encounters within the area of the study. So, the researcher 
asked them to reconstruct these details. The researcher put away asking opin-
ion-based questions and looked for the details of their experience, upon which 
their opinions may be built. In this second interview, then, the researcher’s task 
was to strive to reconstruct the myriad details of participants’ experience in the 
area he/she was studying. In the third part of interviewing, participants were 
requested to think about the meaning of their experience. This reflection talks 
to intellectual and emotional connections between the participants’ experience 
and life. The blending of exploring the past to clarify the occasions that drove 
members to where they are right now, and portraying the wealthy points of 
their present involvement builds up conditions for reflecting upon what they 
are directly doing in their lives. Session numbers determined by the time it took 
for the participants to reach saturation in their responses to each question and 
probe. It took much time for some participants to respond and for some others, 
it did less. Some interviewees, due to being bored or tired, wanted to postpone 
the rest of the interviewing. For this reason, these sessions were set according 
to the participants' preferred convenient time. Participants were interviewed 
within a maximally period of a three- day interval.  

 
Explicitaion of the Data 

The heading “data analysis” is not used here. Hycner explains that “analysis” 
has perilous intentions for phenomenology. The “term [analysis] usually means 
a ‘breaking into parts’ and therefore often means a loss of the whole phenome-
non… [whereas ‘explicitation’ implies an] …investigation of the constituents of a 
phenomenon while keeping the context of the whole” (1999, p.161). In this re-
search, the phenomenological explicitation of data was based on Colaizzi’s 
strategy (1978). Figure 1 summarizes the steps suggested by Colaizzi’s descrip-
tive phenomenological method: 
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Figure 1. Colaizzi’s Descriptive Phenomenological Method 

 

The Trustworthiness of the Study Findings 
To ensure that qualitative research findings are as trustworthy as possible, the 
following recommendations made by Creswell (2008) were taken into consid-

 
1. 

Familiarisatio
n  

• The researcher familiarises him or herself with the data, by 
reading through all the participants' accounts several times 

 
2. Identifying 

significant 
statements 

• The researcher identifies all statements in the accounts that are of 
direct relevance to the phenomenon under investigation 

 
3.Formulating 

meanings 

 
• The researcher identifies meanings relevant to the phenomenon that arise 

from a careful consideration of the significant statements. The researcher 
must reflexively “bracket” his or her pre-suppositions to stick closely to 
the phenomenon as experienced (though Colaizzi recognises that complete 
bracketing is never possible). 
 

 
4. Clustering 

themes  

• The researcher clusters the identified meanings into themes that are 
common across all accounts. Again bracketing of pre-suppositions is 
crucial, especially to avoid any potential influence of existing theory. 

 
5. Developing an 

exhaustive 
description 

• The researcher writes a full and inclusive description of the phenomenon, 
incorporating all the themes produced at step 4. 

 
6. Producing the 

fundamental 
structure 

• The researcher condenses the exhaustive description down to a 
short, dense statement that captures just those aspects deemed to 
be essential to the structure of the phenomenon. 

 
7. Seeking 

verification of 
the fundamental 

structure 

• The researcher returns the fundamental structure 
statement to all participants (or sometimes a sub sample 
in larger studies) to ask whether it captures their 
experience. He or she may go back and modify earlier 
steps in the analysis in the light of this feedback. 
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eration: (1) triangulation of data sources (analyst triangulation), (2) rich de-
scription of the method (participants, researcher’s role and bracketing, data 
collection (instrument) as mentioned above),(3) Explicitation of data (coding 
process), and (4) member checking. 
 
Triangulation 

Triangulation refers to the process of “corroborating evidence from different 
individuals (e.g., a principal and a student), types of data (e.g., observation field 
notes and interviews) or methods of data collection (e.g., documents and inter-
views) in descriptions and themes in qualitative research” (Creswell, 2008, p. 
266).  For this study, in-depth interviews were used as the primary data source. 
In this research study, analyst triangulation involved using another researcher 
who had expertise in qualitative research. Having coded the data, the main re-
searcher provided the second person with the data to code. The second re-
searcher stated that he had coded and formulated similar findings with slight 
differences. Because the different evaluators arrived at the same conclusion, 
then our confidence in the findings was heightened. The proportion of the exact 
match in the inter-rater agreement was used.  
 
Thick Description (Data Explicitaion Process)  

To have a picture of each participant’s description of their lived experience, the 
researcher initially read transcripts and written answers many times. Because 
it was vital to involve the participants at this stage of the explicitation process, 
the researcher sent them a copy of the transcript with a comment sheet to vali-
date their experiences. Next, statements of importance and phrases that were 
considered to be related to the topic of the study and research questions were 
extracted from each transcript. In order to code the statements, transcripts 
were written in different sheets and each transcripts’ page and line numbers 
were clarified. Each significant statement relating to the description and expe-
rience of participants was studied very carefully to determine a sense of its 
meaning. Meanings that were formulated were developed using preceding and 
following statements to ensure the contextual meaning maintenance. After hav-
ing an understanding of all formulated meanings, the method of gathering all 
these defined meanings into categories that reflect a unique structure of clus-
ters of themes was initiated. Each cluster of the themes was coded to incorpo-
rate all defined meanings related to that group of meanings. After that, groups 
of clusters of themes that reflect a specific issue were incorporated together to 
create a particular build of the theme. In relation to this research study, the de-
scription was used as a narrative account and contained the dimensions of the 
lived experience of participants. This was accomplished by joining the emer-
gent themes, topic clusters, and defined meanings into the description to form 
its general structure, and guarantee that it contained the components of the 
experience. Finally, the researcher condensed the comprehensive description 
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down to a brief, thick statement that captured just those perspectives consid-
ered to be basic to the structure of the phenomenon. 
 
Member Thecking (Last Phase in Colaizzi’s Strategy) 

At this stage, the researcher looked for the validation of the study findings us-
ing the "member checking" technique. The member check may be a procedure 
most regularly utilized to optimize the validity of qualitative research findings. 
Research participants were asked to assess the following: whether (a) the re-
searcher accurately delivered their experiences that were the target of study 
and (b) the researcher understood the meaning those experiences had for 
them. All identified themes were submitted to the participants for member 
checking to ensure that they agreed with the findings of the study. Eventually, 
all participants agreed that the results were completely matched to their inten-
tions. 
 

Findings of the Study 
RQ1: What are the lived experiences of EFL learners concerning an effective 
EFL classroom?  

The researcher completed grouping the significant statements and devel-
oped meaning units and clustered these units of meaning into sub-themes and 
main themes. Based on the information gathered from the participants, three 
major themes of 1) Teacher characteristics, 2) Classroom interaction, and 3) 
Class performance were revealed. To show the participants’ responses to inter-
view questions, direct quotations of importance within participants’ responses 
were used. 

 

Theme One: Teacher Characteristics 
Sub-theme One: Teaching Method  

Some participants described their experience in relation to how teachers taught 
by telling that EFL teachers inclined to follow just the syllabus that they had 
been given and the teachers’ responsibility was to present what was in the 
book and transfer the content of the book and no more. The lack of a defined 
secondary role for teachers caused teachers not to check the learners’ learning 
and learners felt and experienced this during their learning. They believe teach-
ing can be considered as an art that should be dealt with smoothly. Presenting 
only the contents of the books by teachers without any change in teaching way 
causes learners to feel that their learning is varied. The traditional way of 
teaching is common among EFL teachers. 

Ali believes that EFL teachers play the role of the presenters and there is no 
obligation for teachers to check the learners’ learning. He also emphasizes that 
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down to a brief, thick statement that captured just those perspectives consid-
ered to be basic to the structure of the phenomenon. 
 
Member Thecking (Last Phase in Colaizzi’s Strategy) 

At this stage, the researcher looked for the validation of the study findings us-
ing the "member checking" technique. The member check may be a procedure 
most regularly utilized to optimize the validity of qualitative research findings. 
Research participants were asked to assess the following: whether (a) the re-
searcher accurately delivered their experiences that were the target of study 
and (b) the researcher understood the meaning those experiences had for 
them. All identified themes were submitted to the participants for member 
checking to ensure that they agreed with the findings of the study. Eventually, 
all participants agreed that the results were completely matched to their inten-
tions. 
 

Findings of the Study 
RQ1: What are the lived experiences of EFL learners concerning an effective 
EFL classroom?  

The researcher completed grouping the significant statements and devel-
oped meaning units and clustered these units of meaning into sub-themes and 
main themes. Based on the information gathered from the participants, three 
major themes of 1) Teacher characteristics, 2) Classroom interaction, and 3) 
Class performance were revealed. To show the participants’ responses to inter-
view questions, direct quotations of importance within participants’ responses 
were used. 

 

Theme One: Teacher Characteristics 
Sub-theme One: Teaching Method  

Some participants described their experience in relation to how teachers taught 
by telling that EFL teachers inclined to follow just the syllabus that they had 
been given and the teachers’ responsibility was to present what was in the 
book and transfer the content of the book and no more. The lack of a defined 
secondary role for teachers caused teachers not to check the learners’ learning 
and learners felt and experienced this during their learning. They believe teach-
ing can be considered as an art that should be dealt with smoothly. Presenting 
only the contents of the books by teachers without any change in teaching way 
causes learners to feel that their learning is varied. The traditional way of 
teaching is common among EFL teachers. 

Ali believes that EFL teachers play the role of the presenters and there is no 
obligation for teachers to check the learners’ learning. He also emphasizes that 

there is not a defined responsibility for the EFL teachers to feel accountable in 
class:  

As I said, teachers just were presenters. They were not there to check 
their learnings or things like that. I think it was because nobody had 
asked them to do that. There was no effort from teachers to overcome 
because nobody asked them or it seems it's not their duty or responsi-
bility to do that. 

Other participant sees teaching as an “art” that English teachers should pos-
sess it. EFL teachers must act independently and being “creative” is of an im-
portant factor. Vahid says: 

Teaching is an art and it shouldn’t be just based on some structures 
given to the teacher for teaching and teachers should be creative in 
class. 

In responses to the question “If teachers were aware of being repetitive in 
class”, Zahra mentions that:  

Yes, but they all had the same answer “we are only responsible for 
teaching what is in your books, you can have self-study and ask any 
question you have”. 

In relation to the question of “What did your English teachers use to do most 
of the time in class?”, Negin remarks that teachers utilized “traditional” ways of 
teaching:   

Their method was mostly traditional. They just transferred knowledge 
to students. There were no tapes or videos. They just taught the book.   

She also defines this transferring of knowledge as: 
I mean just teaching. …... Teaching was one-way from the teacher to the 
students. 

The translation is the method that EFL teachers bring to class and this con-
fuses learners and affects their learning. Participants note the role “translating” 
has in their learning and their performance in class. 

Ali doesn’t see knowing the translation of the contents as the learning is-
sues. He states that: 

… However, comprehension of the content in your mother tongue 
doesn’t mean you have learned the target language. To pass the English 
courses I needed to learn English. 

Vahid considers translating as a barrier to learning by mentioning that:  
They just translated the passages into Farsi ...... And then we couldn’t 
put what we learned into practice in class and then we couldn’t learn.  

Rozhin when being asked that “If the translation was of any use to her” men-
tions that it affected some parts of the learning materials:  

What I remember clearly is that they gave the meaning of the new vo-
cabulary of each lesson in our mother tongue and translated the text 
that you read. We did nothing extra…. I don’t think so because maybe I 
just learned some new words. 
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Sub-theme Two: Teacher Behavior  

In relation to this sub-theme, participants described that the ways EFL teachers 
tried to face learner- related issues in the class were varied. Some participants 
mentioned that they were “surprised” by the way teachers reacted to their 
questions in class. Teacher personality was another factor that had been men-
tioned by the participants intervened in their learning. Learners explained that 
EFL teachers’ strategy to deal with learners’ questions made them feel that they 
were not well suited to teach English, and consequently, the results were not 
beneficial. According to them EFL teachers’ misbehavior towards learners af-
fected their understanding and learning.  

Negin talks about the behavior of her EFL teachers and the impact such be-
havior had on her: 

The second-year I had a teacher who was really beautiful and kind. I 
liked her very much. So her good behavior had a good impact on me. In 
the third year, our teacher was the same woman and the story was the 
same. 

She continues to talk about the other aspect of teacher that inspired her in 
later academic life: 

There was an English teacher who was very cute and energetic. She 
taught well. I got interested in her and the English language…. I decided 
to continue my studies in this field. I always enjoyed English classes. 

EFL teachers’ misbehavior towards learners raised tension even with those 
that were good learners. Ali explains this: 

Our teacher was trying to make some conversation with us to show that 
he knew something or he knew how to speak English. But actually, for 
other students, it was a disaster because they were not able to make a 
sentence.  

EFL teachers’ act in class affected learners’ feelings toward learning. This is 
apparent in the learners’ words. Zahra talks in this way: 

Whether I liked the teacher or not didn't change my mind about loving 
English, but I could see most of my classmates developed hating English 
just for the reason that the teacher didn't behave well. 

Zahra mentions that asking some types of questions seemed ridiculous for 
teachers: 

I hated it when I asked a question and the professor behaved in a way 
that showed my question was too easy and absurd. Especially, I couldn't 
bear it when he asked others to answer my question. That made me 
stop asking questions in class. 

Elham sees the “logical behavior” of the teacher in the following way: 
I mean the teacher was not behaving logically and correctly. The teach-
er had to pay attention to most of the students, not to one student. 
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Sub-theme Three: Teachers’ Competence  

Based on the information gathered from participants, the qualities of being up-
dated and knowledgeable English teachers are of great importance. Partici-
pants relate knowledge of their teachers to the long-term effect they have on 
participants. Teachers can play a role as the stress – lesseners. EFL teachers’ 
negative act in class can have an effect on their learning. 

One of the participants talks about being up-dated and knowledgeable 
teachers and the effect they have on learning. Ali says: 

It was really motivating to see other students that could speak in the 
classes and most of the teachers were educated and their knowledge 
was updated. They did know how to teach and were aware of updated 
methods and they were trying to use them in the classes. 

He sees knowledge as a factor that good teachers can have and it causes 
learners to get motivated: 

They [EFL teachers] were really knowledgeable and tried to motivate 
students to more games and learning more and new things. 

Vahid mentions that transferring the information is another issue that moti-
vated him:  

Teachers were behaving well, teaching well, and you gradually became 
motivated. 
For example, in our linguistics class, we had a teacher that was very 
successful in transferring the information we needed. 

Like the above-mentioned participant, one of the female participants men-
tions that teacher knowledge can have a long- term effect. Rozhin states: 

Some of them were really effective. I mean that their affection was life-
long because they were really knowledgeable and they were so good. I 
can’t really express how good they were. 

Nazanin talks about the role her EFL teacher played in raising the “self-
confidence”. She expresses this as:  

At first, I didn’t pay attention to learning. I mean I didn’t know what 
learning meant at the university. But there were some teachers that re-
ally helped me to gain my self-confidence…. When I asked my teacher to 
help me to understand the words and how to read, she told me that at 
first, you didn’t need to know everything. Getting the whole point would 
be enough for this class. 

She also felt that the class was effective because the teacher removed and 
lessened the the stress she had in class: 

It was because the teacher removed factors that caused me to feel 
stressed by assuring me that learning is knowing why you don’t know 
something. 

Elham sees effective language classroom is related to the teachers’ 
knowledge. She states: 
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… They were really effective. Again we had great and knowledgeable 
professors and I enjoyed their classes. 

Participants also describe their experience in relation to EFL teachers’ nega-
tive aspects and action in class that made the class non-effective. 

Vahid describes the unpleasant way of teaching of one of his teachers in 
university that made him think he was “incompetent” in teaching and affected 
the outcome by telling:  

It was as if this teacher hadn’t been matched for this lesson. I never 
found him interesting, helpful, useful, nor did I find the teacher qualified 
for teaching because what we studied was the repetition of the same 
thing. 

Nazanin explains that she suffers from the gap in her knowledge because the 
teacher was not effective in teaching. She explains that: 

In one of the MA classes, the teacher didn’t teach well and I was sur-
prised at how he was qualified to teach at this level. He was exceeding 
showing us pictures. No clear way of teaching. No systematic one. Not a 
clear voice. There was no difference in the sessions of this class. We 
were just listeners like a lecture. Nowadays I also suffer from the gap of 
knowledge in this field. 

 

Theme Two: Classroom Interaction 
Sub-theme One: Teacher and Learner Relationship 

According to participants, the relationship that exists between learners and EFL 
teachers varies in degrees based on the acts of both sides. Participants men-
tioned that their relationship with their EFL teachers is dependent upon teach-
ers’ actions in class. Both teachers and learners are responsible for this relation. 
EFL teachers’ “expectation” of learners can be understood by the participants. A 
good relationship between learners and teachers can have positive results. 

Ali mentions that the relation between his EFL teachers and his classmates 
varies: 

We had some relations or maybe some distant relationship with the 
English teacher in some conversations. But on the whole, there had 
been no relationship between me and the English teachers I had for 
three years. 

Vahid believes that it is the teacher himself that plays an important role in 
shaping the relation between teachers and learners and this affects learners’ 
learning: 

I said that the only speaker was the teacher and students couldn’t speak 
and engage in learning. Because of that, we had to be quiet and listen 
to the teacher. So for me, this was, at least, the reason that was condu-
cive to a cold relationship with EFL teachers. 

Nazanin talks about the positive aspect of the teacher-learner relationship: 
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… They were really effective. Again we had great and knowledgeable 
professors and I enjoyed their classes. 

Participants also describe their experience in relation to EFL teachers’ nega-
tive aspects and action in class that made the class non-effective. 

Vahid describes the unpleasant way of teaching of one of his teachers in 
university that made him think he was “incompetent” in teaching and affected 
the outcome by telling:  

It was as if this teacher hadn’t been matched for this lesson. I never 
found him interesting, helpful, useful, nor did I find the teacher qualified 
for teaching because what we studied was the repetition of the same 
thing. 

Nazanin explains that she suffers from the gap in her knowledge because the 
teacher was not effective in teaching. She explains that: 

In one of the MA classes, the teacher didn’t teach well and I was sur-
prised at how he was qualified to teach at this level. He was exceeding 
showing us pictures. No clear way of teaching. No systematic one. Not a 
clear voice. There was no difference in the sessions of this class. We 
were just listeners like a lecture. Nowadays I also suffer from the gap of 
knowledge in this field. 

 

Theme Two: Classroom Interaction 
Sub-theme One: Teacher and Learner Relationship 

According to participants, the relationship that exists between learners and EFL 
teachers varies in degrees based on the acts of both sides. Participants men-
tioned that their relationship with their EFL teachers is dependent upon teach-
ers’ actions in class. Both teachers and learners are responsible for this relation. 
EFL teachers’ “expectation” of learners can be understood by the participants. A 
good relationship between learners and teachers can have positive results. 

Ali mentions that the relation between his EFL teachers and his classmates 
varies: 

We had some relations or maybe some distant relationship with the 
English teacher in some conversations. But on the whole, there had 
been no relationship between me and the English teachers I had for 
three years. 

Vahid believes that it is the teacher himself that plays an important role in 
shaping the relation between teachers and learners and this affects learners’ 
learning: 

I said that the only speaker was the teacher and students couldn’t speak 
and engage in learning. Because of that, we had to be quiet and listen 
to the teacher. So for me, this was, at least, the reason that was condu-
cive to a cold relationship with EFL teachers. 

Nazanin talks about the positive aspect of the teacher-learner relationship: 

Teachers tried, either directly or indirectly, to establish a friendly rela-
tionship with learners in different ways. For example, when we had a 
test our teacher was sure that students were ready to answer them or 
other times when she asked us to join in research about English…They 
were valuable for me because I became interested in studying and 
learning more. 

Elham feels satisfied with the relationship that they used to have with their 
EFL teacher and how this relation had positive consequences: 

My relationships with my English teachers were very good. In fact, see-
ing that my EFL teacher s valued the learners by feeling closer to them 
to help motivated me. They were delightful because I learned lessons 
well. 

 

Sub-theme Two: Classroom Atmosphere 

The class atmosphere is another issue that participants assumed to get affected 
by teacher action. The teacher can make learners feel scared or humiliated in 
class. The relation of learners in class can be affected by the positive or negative 
class setting. 

Vahid talks about the boring atmosphere of the class that he thinks the 
teachers create and consequently learning is affected by it. He states that: 

It’s boring because …. in Iran, we don’t have experienced English teach-
ers or maybe because of the way that the teachers are teaching. The on-
ly speaker is the teacher and students can’t speak or engage in learning. 
Just the teacher speaks. 

Rozhin strongly confirms that: 
The teacher didn't motivate nor did they provide an interesting class-
room setting. 

Nazanin talks about the positive class setting: 
It was warm and friendly. You could easily talk with other students and 
the teacher. 

And in response to the question that “What happened that you thought it 
was warm and friendly she responded that: 

We shared our knowledge, we had competition. 

Zahra emphasizes that not having a “friendly” class setting causes negative 
emotional reactions’ of the learners. She says: 

We are not so friendly and there are only a few classmates who accept 
to work in groups and help each other. Most of them see each other as 
rivals.  

Elham adds that because there was no question waiting to be answered by 
learners, classroom atmosphere was “relaxing”:  

We felt relaxed because we knew that no question was waiting for us. 
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Theme Three: Class Performance 
Sub-theme One: Autonomy 

Participants state that activities learners are assigned are a big help in making 
EFL class effective and emotionally affect the learners. If learners feel that they 
are satisfied with the class performance it means further development to them. 
Class effectiveness was defined in terms of helping learners to find their own 
ways of learning. Effective class for participants means transferring of infor-
mation and self-reliance. Seeing the rationale behind the teaching is important 
for an effective EFL class. 

Ali talks about the differences that he perceived exist comparing school and 
university classes. The nature of the class activities was the issue that explained 
by him: 

The methods used in those classes were really different. The students were try-
ing to participate in class communication, speaking, and teaching. Some of the 
students were studying before the new material was presented and those students 
who were presenting those new contents to the other students. So it was totally 
different participation of students in learning. 

Vahid talks about the satisfaction that is directly related to the development 
in class. He states: 

It is your satisfaction with the class that decides further development. 

And he continues to talk about the non-effective features of a non-effective 
class: 

 On the contrary in a non-effective class, you are wondering and asking 
questions like why am I studying this? What is it that I can use to com-
pensate for my knowledge gap? In my opinion, my BA courses were neu-
tral except for one or two classes. 

Zahra mentions the point that the classes were effective because it helped 
her to find her own strategy. She says: 

The remarkable part of the efficiency of the classes was developing our 
English language knowledge not only by studying what we were to but 
also by learning the strategies to learn, studying or researching in this 
field of study. In fact, we were trained to know how to find our own spe-
cial strategy and mix it with new and the best methods so as to learn 
more. 

Rozhin talks about the differences in in-class activities that seemed different 
from school and made the class effective. She describes: 

We could negotiate, we could transfer our ideas, and we always wished 
to talk on every subject we liked … we discussed English ……. 

She also describes her Ph.D. courses as: 
Compared to MA classes, we have a big jump in the Ph.D. course. The 
first conspicuous issue is that we are self-dependent. We are teachers 
and learners at the same time. We can benefit from our interaction. The 
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class is a place for exchanging information and no matter how much it 
is accepted or not, we always discuss and argue. 

Nazanin sees the rationale behind an effective class for learning. She evalu-
ates her achievements as follows: 

We didn’t learn. We just memorized things like methods of teaching 
from the book Freeman. So why? Why should I memorize things that I 
won’t use them…? Teachers followed similar patterns as BA teachers 
did. You only have to pass the class with good grades, which again is 
due to memorizing. Learning doesn’t happen. 

Elham describes the ineffective EFL classes she had and talks about the role 
of the teachers in informing class quality and how this leads to change in their 
learning. She explains: 

We were just listeners and we tried to take notes while speaking. There 
was no aim in speaking and no rational thing in teaching. We were pas-
sive in class became disappointed in learning and then no motivation. 

 
Sub-theme Two: Effective Elements 

In this part, participants reflect upon their experience of an effective EFL class-
room.  

Some of the participants mentioned that effective class should be based on 
the learners’ needs. In relation to this, Vahid states that:  

Due to the nature of the English language and its role in learning mate-
rials in our field, being meaningful means it is matched to the needs of 
the learners to show that EFL learners’ needs are taken into account 
and based on these needs meaningful activities are exploited.  

Rozhin believes that “filling the gap” is of great importance:  
For me, an English language classroom should satisfy learners' needs. 
They are in class to meet needs and fill the gaps in their knowledge. So I 
expect this more than anything else. Everyone should benefit in this 
way.  

She also states that teachers should not “misuse” their power in class and 
“pay attention” to all learners. Furthermore, she explains that:  

Teachers should take responsibility for the learning of the learners. 
Never misuse the power of being a teacher …. Pay attention to all 
learners so it shows the dexterity of the teacher in teaching. 

Ali mentions that it is the nature of the classes that makes them effective:  
It should be project-based or discussion-based. I believe students will 
gain some background information, and they will study. Then they are 
going to participate in the classes and they are going to share their own 
ideas…… 

According to Nazanin, it is not the teachers’ needs but the learners’ needs 
should be taken into account. She states: 
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 Teaching materials should be guided towards the needs of learners, not 
teachers’. They are important because it is us that are influenced by 
these activities. And they may have long-term effects on us….. As well as 
previously mentioned ones such as not being confusing, it should be sys-
tematic in every step. Planned in a way that you are motivated. Enjoy 
every moment you are in class.  

She reflects on the “absorbing” factor of an effective class. She states: 
 English classes should absorb learners and not repulse them. If this fac-
tor is taken into account, other factors of success are reachable. 

Having organized classes is another issue that was mentioned by the learn-
ers. Zahra explains an organized class as:  

Being organized in new lessons taught, or asking for the homework or 
exams, being fun and not letting the learners feel bored, doing various 
things and not working on only one skill… 

Elham believes that effective class is “memorable”:  
I believe an English class should be active, enjoyable, and useful. A class 
that you finish it you miss it.  

Negin explains that effective class should have an “enjoyable” setting: 
 I personally prefer that an English language classroom to be enjoyable 
because you get eager to do more related things… 

 
Sub-theme Three: Intervening Factors 

According to the learners, the educational system we have is not appropriately 
matched to the goals of developing language for “communicative functions” in 
classes. Because EFL classes are teacher-centered in Iran, and because the 
needs of the learners are neglected it becomes useless in terms of education. 
They talked about the lack of motivation in-school experience to continue Eng-
lish as their major in university. Participants complained that they couldn’t put 
into practice what they learned in school. Participants’ internal motivation was 
at work when choosing English as their major in university. 

Ali mentions that the English teaching system for classes is unproductive 
and the goals of communicative functions are not met. He states that: 

In Iran, everybody knows that the system we have and the books that 
are taught are not very suitable for communicative language teach-
ing…If the goal is to get familiar with the structure or the meaning of 
the language that’s ok and after some time learners forget about the 
meaning and grammar but if the aim is speaking or communicating, it 
was useless and wasn’t very good at all. 

The needs of the language learners can’t be satisfied by the current educa-
tional system. Vahid sees English teaching as a useless thing: 
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You know I had lots of students that told me “I have been studying Eng-
lish for 4 years at school” but he/ she can’t say a sentence in English. It’s 
really bad… English teaching in classes is really a useless thing……  

In response to the question that “Were the English language classes of any 
use”, Zahra puts it in this way: 

They were not helpful for my speaking at all. I used the grammar and 
words in my speaking but I didn't learn how to use them in high school 
but in institute classes. 

Elham also confirms that high school English classes mean nothing when be-
ing asked that “Was the English language class of any use to you in terms of the 
books and exercises?”: 

It was not useful during high school but later I went to an institute…. 

 

Producing the Fundamental Structure 

In this part the researcher attempted to state a comprehensive statement that 
involves those aspects considered to be essential to the structure of the phe-
nomenon:  

Overall, Iranian EFL learners who participated in this research bring 
out into open some aspects of an effective EFL classroom, which are 
“personal experience of an effective English classroom” and the “per-
sonal beliefs” they have towards it. They consider an effective language 
classroom consisting of those factors that should/shouldn’t have been 
there or done and should be removed from the immediate situation. 
Consequently, based on these findings, classroom effective learning en-
vironment as a whole appears different to each individual and learning 
in such conditions is determined by experiences and beliefs of the EFL 
learners. 

RQ2: How does this experience of the effective EFL classroom inform the 
language-learning experience for EFL learners? 

In relation to research question number two that asks for the effects of the 
experience on the learning of the EFL learners, participants mentioned the fac-
tors that are effective and have a belief-based nature. Teacher behavior in class, 
the formation of the relation between teacher and learner, teacher and learner 
responsibility, classroom interaction, the effectiveness of the educational sys-
tem, teacher competence, and class performance. Participants of this study 
made various convictions, assumptions and biased thoughts of their own en-
counters and what they had been exposed to informal and casual teach-
ing/learning circumstances. Considering that members have accumulated a 
great bargain of experience over the course of their instruction up to college, 
they are most likely to form certain beliefs around what constitutes successful 
or ineffective learning. Beliefs have much in common with concepts such as 
dispositions, certain hypotheses, previously established inclinations, attitudes, 
values, suppositions, judgments, points of view and indeed individual hypothe-
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ses so in their attempt to learn a foreign language, participants try to form a 
sense of their own world and develop their beliefs on the premise of their own 
experience. In this way, all sorts of experiences are unique, within the sense 
that they are individual and basically subjective. In this study when participants 
were asked to give meaning to their experience and how this experience affects 
their learning, they mostly used verbs like effective EFL classroom means, for me 
it is, I expect, it should be, because this... does that, or suggestive tone of words 
like, should do this, never do that, I believe, it needs to be. These, as well as the 
above-discussed issues, contribute a clearer understanding of a process in-
volved in the learning of language learners and this process is crucial in form-
ing the beliefs of the learners. EFL learners have a kind of understanding of the 
current situation. They talk about their past experiences and factors involved in 
helping them to see better while looking back. When they tend to give their ide-
as towards what would it be like there are some quite different responses with-
in the same system. 

 

Discussion 
In response to research questions of Iranian EFL learners’ lived experience of 
an effective language classroom and how this experience informs their lan-
guage-learning in this study, it can be explained according to EFL learners’ per-
sonal experiences consisting of teachers’ characteristics, classroom interaction, 
class performance, and personal beliefs that EFL learners have towards effective 
learning in English classroom environment, which form and give direction to their 
thinking. 

In the coming section emerging themes that were based on the past and 
present experience and reflection of the meaning of the EFL learners in relation 
to effective EFL classroom and how does this experience of the effective EFL 
classroom inform the language-learning experience of EFL learners will be dis-
cussed.  

 
Theme One: Teacher Characteristics 

The first theme revealed in this study speaks to the ways EFL teachers’ charac-
teristics are perceived by the participants. EFL learners give their EFL teachers 
the role of the presenters of the books. Similar to the experiences of the partici-
pants of this study in relation to teachers being book dependent, Mathew 
(2012) asserts that there are a number of English teachers who primarily de-
pend on books and leave other learning assets for the classroom. Making the 
use of books as the only resource of information impedes EFL learners’ en-
hancement since it limits students learning span. So this supports the percep-
tion of the participants of this study that presenting only the content of the 
books by teachers without any change in teaching way or checking their learn-
ing causes learners to feel that their learning is varied. The results might sug-
gest the problems EFL books carry with them. Teachers and learners face with 
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ses so in their attempt to learn a foreign language, participants try to form a 
sense of their own world and develop their beliefs on the premise of their own 
experience. In this way, all sorts of experiences are unique, within the sense 
that they are individual and basically subjective. In this study when participants 
were asked to give meaning to their experience and how this experience affects 
their learning, they mostly used verbs like effective EFL classroom means, for me 
it is, I expect, it should be, because this... does that, or suggestive tone of words 
like, should do this, never do that, I believe, it needs to be. These, as well as the 
above-discussed issues, contribute a clearer understanding of a process in-
volved in the learning of language learners and this process is crucial in form-
ing the beliefs of the learners. EFL learners have a kind of understanding of the 
current situation. They talk about their past experiences and factors involved in 
helping them to see better while looking back. When they tend to give their ide-
as towards what would it be like there are some quite different responses with-
in the same system. 

 

Discussion 
In response to research questions of Iranian EFL learners’ lived experience of 
an effective language classroom and how this experience informs their lan-
guage-learning in this study, it can be explained according to EFL learners’ per-
sonal experiences consisting of teachers’ characteristics, classroom interaction, 
class performance, and personal beliefs that EFL learners have towards effective 
learning in English classroom environment, which form and give direction to their 
thinking. 

In the coming section emerging themes that were based on the past and 
present experience and reflection of the meaning of the EFL learners in relation 
to effective EFL classroom and how does this experience of the effective EFL 
classroom inform the language-learning experience of EFL learners will be dis-
cussed.  

 
Theme One: Teacher Characteristics 

The first theme revealed in this study speaks to the ways EFL teachers’ charac-
teristics are perceived by the participants. EFL learners give their EFL teachers 
the role of the presenters of the books. Similar to the experiences of the partici-
pants of this study in relation to teachers being book dependent, Mathew 
(2012) asserts that there are a number of English teachers who primarily de-
pend on books and leave other learning assets for the classroom. Making the 
use of books as the only resource of information impedes EFL learners’ en-
hancement since it limits students learning span. So this supports the percep-
tion of the participants of this study that presenting only the content of the 
books by teachers without any change in teaching way or checking their learn-
ing causes learners to feel that their learning is varied. The results might sug-
gest the problems EFL books carry with them. Teachers and learners face with 

some potential difficulties caused by coursebooks. First, the lack of authenticity 
is one of the most crucial problems in many coursebooks. Richards (2014), for 
instance, argues that coursebooks are specifically written for classroom usage 
and do not represent the real language.  However, based on the findings of this 
study, when participants talk about the way teachers teach from the book af-
fects their learning in class more plausible explanation is EFL teachers’ percep-
tions of course books. McGrath (2006) appropriately mentions that the way 
teachers understand the coursebooks has an influence on how they use them 
and consequently learners’ learning will be affected. So understanding these 
attitudes seem very important. For this reason, the learning process is influ-
enced by the teachers’ beliefs and attitudes towards course books.  Also, the 
results of this research contradict some other findings. For example, Khoda-
bandeh and Mobini (2018) in their study showed that instructors and students 
were fascinated by the book in all criteria but social considerations. According 
to their study, there was no significant difference between Iranian teachers' 
and students' perceptions of the book. The participants of this study considered 
it as a tool by which teachers try to teach things without considering what is 
being taught or they are convenient materials relative to their needs. So, this 
study emphasizes that the evaluation of the English language learning books 
can be taken into account in terms of the learners’ perspectives. It can be sug-
gested that neither the teachers nor the books decide their learning, but rather 
it is learners using the books and teachers as the mediators that learners pre-
ferred.  

According to participants, the perception of using translation as a method 
by the EFL teachers is damaging as well as somehow helpful in learning some 
parts. They feel “self- confident” or they learn some “new words” or it causes 
some “fake learning”. Here participants use these terms to suggest that they 
have the personal judgment of their own learning. It is apparent that learners 
are aware of their learning using different methods. They derive their sense of 
self-esteem from the accumulation of experiences with the method (transla-
tion) which has either a positive or negative effect on their learning. When EFL 
teachers use translation in the classroom, learners use their metacognitive 
strategy in their learning process to think about their learning process. The in-
formation given by the participants of this study sheds light on such important 
an issue that translating can’t always be useful for second or foreign language 
learners, regardless of having positive aspects.  

Teachers' behavior in class causes the learners to feel their learning affect-
ed. A few participants specified that they were “surprised” by the way instruc-
tors responded to their inquiring questions in a lesson and for them being an 
EFL instructor implies having a variety of abilities.  What can be drawn is that 
teachers in class have more than one role for the learners at the same time in 
the same place. Schulz (1996) argued that L2 students’ satisfaction in the lan-
guage class can adversely be affected by mismatches that exist between stu-
dents’ and teachers’ expectations and this can possibly lead to the cessation of 
L2 study. The success of the learners demands the success of the teachers since 
when the teachers are successful in their teaching, their learners succeed in 
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their study. That's why, arguing in favor of a social constructivist approach to 
language learning, Williams and Burden (2015) considered the close relation-
ship between beliefs and actions among both teachers and students. They 
claimed that teachers' beliefs can have an effect on their actions and asserted 
that their beliefs “will influence their actions in the classroom” (p. 48-49). It is 
argued that what is considered important within the social constructivist ap-
proach is to identify what teachers’ beliefs are. For example, when being asked 
about the meaning of a word by an EFL learner, the EFL teacher responded a 
way that is an indicator of the belief she held “I am not a walking dictionary”. 
All in all, this study, in relation to an EFL teacher’s behavior in the classroom, 
suggests that learning of the language learners is affected by the experience the 
teacher forms in their mind. Given the experience and description of the behav-
ior provided by the current research participants in relation to EFL teachers 
such as “skillful teacher”, “motivating teacher”, “personality of the teacher”, an 
EFL teacher is formed in their mind as a model. This accentuates students’ atti-
tudes towards the immediate language learning context including the environ-
ment, teacher, tasks, materials. Participants showed that they are aware of this 
point of not being an effective language teacher which is afflicting their learn-
ing. What participants of this study mentioned according to EFL teachers’ 
knowledge is that they perceive and experience them, for example, as “being 
up-dated and knowledgeable” or motivating “transferring the information”. 
They also see EFL teachers as non-effective, not “qualified” teachers in their 
learning. For one reason, this contradictory perception can exist as Canagarajah 
(1999) mentions that it isn't vital to have full knowledge of a language in order 
to teach it well because most of the world’s English instructors are non-English 
speakers. 

 
Theme Two: Classroom Interaction 

The second revealed theme that was based on the learners’ description of an 
effective EFL classroom was classroom interaction. As participants of this study 
emphasized the reciprocal relationship that exists between learners and EFL 
teachers changes in degrees based on the acts of both sides. As is parallel to 
what participants of this study described, developing more positive relations 
such as friendship is dependent on how comfortably students perceive the 
teacher and the environment. So they can create a better way to act within the 
social setting and improve their social skills (Larson, 2011). Participants of the 
study mainly emphasized that their relationship with their EFL teachers is con-
ducive to positive relations and influence. This impact, or control, can altogeth-
er affect the learning environment, which, in turn, influences a student’s ac-
complishment. The foremost capable weapon teachers have when attempting 
to cultivate a favorable learning climate could be a positive relationship with 
their understudies (Boynton & Boynton, 2005). Student perception of a teach-
er-student relation plays an important role in the classroom environment. Ac-
cording to participants of this study, it is suggested the teacher-learner relation 
affects the learners’ perception of an EFL classroom towards the positive or 
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about the meaning of a word by an EFL learner, the EFL teacher responded a 
way that is an indicator of the belief she held “I am not a walking dictionary”. 
All in all, this study, in relation to an EFL teacher’s behavior in the classroom, 
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learning. For one reason, this contradictory perception can exist as Canagarajah 
(1999) mentions that it isn't vital to have full knowledge of a language in order 
to teach it well because most of the world’s English instructors are non-English 
speakers. 

 
Theme Two: Classroom Interaction 

The second revealed theme that was based on the learners’ description of an 
effective EFL classroom was classroom interaction. As participants of this study 
emphasized the reciprocal relationship that exists between learners and EFL 
teachers changes in degrees based on the acts of both sides. As is parallel to 
what participants of this study described, developing more positive relations 
such as friendship is dependent on how comfortably students perceive the 
teacher and the environment. So they can create a better way to act within the 
social setting and improve their social skills (Larson, 2011). Participants of the 
study mainly emphasized that their relationship with their EFL teachers is con-
ducive to positive relations and influence. This impact, or control, can altogeth-
er affect the learning environment, which, in turn, influences a student’s ac-
complishment. The foremost capable weapon teachers have when attempting 
to cultivate a favorable learning climate could be a positive relationship with 
their understudies (Boynton & Boynton, 2005). Student perception of a teach-
er-student relation plays an important role in the classroom environment. Ac-
cording to participants of this study, it is suggested the teacher-learner relation 
affects the learners’ perception of an EFL classroom towards the positive or 

negative side. When Students feel their teacher is not of any help they develop a 
sense of less interest in learning and are less engaged in the classroom. There-
fore, the student’s perception of the teacher’s behavior impacts the relationship 
(Rimm-Kaufman & Sandilos, 2012). Also, participants perceived their EFL 
classroom atmosphere as being “friendly”, “learner afraid of teacher feeling”, 
“boring atmosphere”, and “relaxing”. And such perception of classroom setting 
affects their ways of learning. This points to the importance of the classroom 
psychological aspect. To build inspiration and confidence among learners, and 
speed up the processes of teaching and learning, it is an important component 
of the classroom to help teachers and students to keep a good relationship. The 
classroom atmosphere can also be understood from sociocultural perspectives. 
The theory of the zone of proximal development (ZPD) (Vygotsky, 1978) is vital 
to a supportive classroom environment in the L2 classroom. Language learners’ 
learning improves if being provided with support from the teacher and their 
peers. Scaffolding informed by ZPD is hence able to contribute to a positive 
learning climate, which in turn encourages language learning. Also, according to 
sociocultural points of view, the development of an ideal classroom atmosphere 
for learning does not only rest upon the teacher’s effort to supply critical in-
struction but, moreover, requires the students to work out and take ownership 
of their own learning. By exercising learner choice and by asking the learners to 
actively participate in classroom activities a positive engaging classroom at-
mosphere with the teacher can be constructed.   
                                               
Theme three: class performance  

This study’s finding for effective language classrooms has gone so far as to say 
elicitation is a very viable strategy since one can bring information from stu-
dents rather than giving it to them. It increases students’ participation and bol-
sters learners’ self-certain confidence during the lesson, too. English learner 
autonomy sheds light upon student-centeredness; namely, learners systematize 
their own learning. Such an understanding of autonomy has defined autonomy 
as an “educational endeavor” (Jiménez Raya & Vieira, 2015, p. 18).  The infor-
mation given by the participants of this study parallels Dams’ saying that in “an 
autonomy-oriented classroom, the learners select their own strategies and ex-
ercises, feel obliged to keep a written record of their learning exercises and as-
sess learning frequently” (as cited in Little, 2004, p.18). But what is more im-
portant here according to the findings of this study is that this autonomy is not 
just a mere factor for itself. It is experienced and perceived rather than being 
considered as a produced factor by learners. So, this confirms the requirement 
for learner inclusion and interest inside the FL instructing and learning and 
asking learners to learn to recognize and acknowledge full responsibility. Simi-
larly, Macaro (2008) mentioned that learners have to hold responsibility for a 
process that empowers them to move from being helped by others to help 
themselves. 

Relative to the second sub-theme of the third main theme in this study, past 
and present experiences of learning of the participants lead them towards the 
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state of the mind one which affects their interpretation and consequently, they 
see and perceive effective language classroom as a setting manipulated by the 
different elements which are called effective ones here. Nešić and Stojković 
(2017) have recently found evidence that can be obtained by diary studies 
proving that learning a foreign language is closely related to how learners ex-
perience the learning and this influences their attitudes and motivation for 
learning the language. The findings of this study relative to effective elements 
revealed that language learners consider effective items and issues in language 
learning and past experience something of having interpretive rather than rea-
son-based nature. This makes the role of the teacher more and more critical. 
Corzo and Contreras (2011) have specified that specific lesson strategies make 
a great enhancement in learners’ activities and learners’ performances. Similar-
ly, Manson (2012) claimed that a skillful teacher can link the new materials 
with previous information. Participants of this study emphasized the point that 
the educational system has a great role in their future planning and majoring 
either positively or negatively, along with their learning in those classes. The 
findings of this study suggest that the educational system effect is evident in the 
learning and motivating of the participants. This framework of influence has 
been so strong that it has penetrated into nearly all human exercises, deliber-
ately or intuitively Blommaert (2009) also, argues that “language users have 
conceptions of language and language use: conceptions of ‘quality’, value, sta-
tus, norms, functions, ownership, and so forth. These conceptions guide the 
communicative behavior of language users” (p. 241).  

To create an important and interesting EFL classroom for both the instruc-
tor and the learners, it is crucial to have certain components. The problem with 
FL learners lies within the fact that they have little chance to use the target lan-
guage in lifestyle hence, they have to depend completely on classroom exercises 
as for the larger part of them, the classroom is the only environment in which 
they can practice communicating within the target language. “So EFL instruc-
tors must bear it in mind that neither control nor teach but setting a fitting at-
mosphere for learning in their course is their most critical assignment for class-
room management” (Yi, n.d. p.130).  

 

Implication 
The most critical suggestion of this research is for teachers to become mindful 
of and recognize their students’ beliefs about what constitutes an EFL language 
classroom. Attitudes and beliefs inferred from student perceptions can have a 
significant effect on the learner’s affective state. Language teachers, research-
ers, and even students themselves should be aware that learning a foreign lan-
guage in the classroom involves different factors and these in return can 
influence learners’ performance in acquiring the target language. The learning 
process is not free of the individual, the past experiences and feelings. That is 
why learning which is based on experience puts emphasis on these and it is 
vital to include the total personality. To make language learning classrooms a 
successful setting for language learners to learn EFL teachers, instructors 
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they can practice communicating within the target language. “So EFL instruc-
tors must bear it in mind that neither control nor teach but setting a fitting at-
mosphere for learning in their course is their most critical assignment for class-
room management” (Yi, n.d. p.130).  

 

Implication 
The most critical suggestion of this research is for teachers to become mindful 
of and recognize their students’ beliefs about what constitutes an EFL language 
classroom. Attitudes and beliefs inferred from student perceptions can have a 
significant effect on the learner’s affective state. Language teachers, research-
ers, and even students themselves should be aware that learning a foreign lan-
guage in the classroom involves different factors and these in return can 
influence learners’ performance in acquiring the target language. The learning 
process is not free of the individual, the past experiences and feelings. That is 
why learning which is based on experience puts emphasis on these and it is 
vital to include the total personality. To make language learning classrooms a 
successful setting for language learners to learn EFL teachers, instructors 

should incorporate discussions around the nature of language learning as a 
normal portion of their instruction. As EFL learners’ beliefs around language 
learning can be based on the restricted information and/or experience, the 
teacher’s most viable course may be to go up against erroneous beliefs with 
new information. Any given FL learners will most assuredly have varying opin-
ions from their instructors on a few striking issues in FL instructional method. 
This study brings to the surface some flawed considerations that teachers may 
make about language learners, namely, 1) learners believe that their instructor 
will choose those exercises that will most motivate language learning and are 
most fitting 2) learners concur with the teacher’s educational choices within 
the classroom and will not question them, 3) learners don't have adequate ca-
pacity to understand fundamental SLA theory and how can this be put into 
practice. In fact, instructors may want to engage language learners in brief cur-
sory discussions of SLA by first clarifying their method of reasoning behind cer-
tain activities. 
 
Recommendations for Future Research 

This study includes only a limited number of Iranian EFL learners at the ter-
tiary level (Ph.D.). There needs to be further research including other various 
perspectives, tertiary levels such as BA and MA. Using the same methodology 
utilized in this study can provide an opportunity for researchers to have a bet-
ter understanding of the process and changes that can be occurred while learn-
ers move to the upper levels.  Another further research this researcher can sug-
gest is that because both male and female participants participated in this 
study, there would be a better picture of the male and female lived experiences 
if taken into account separately. This researcher recommends that other re-
searchers investigate the particular branches of English language such as trans-
lation, literature, TEFL, currently being taught in universities. The differences 
and similarities that can be found are conducive to further understanding of the 
learners’ state of the mind. Also, a longitudinal study of some samples could be 
done to see how the perception of the language learners change over time and 
what barriers or advantages learners encounter during their academic life. This 
study took the features of descriptive phenomenology into account, so the re-
searcher intended to describe only the understanding of EFL learners. Others 
can take the interpretative phenomenology of this type to see “why is that what 
is there”. 
 

Conclusion 
One of the ways this study differed in relation to EFL learning in class was its 
use of methodology which has rarely been done in this field. Rather than trying 
to disarrange the environment, the researcher desired to describe what is hap-
ping naturally. So the descriptive methodology was chosen because its underly-
ing philosophical roots matched the nature of this study. The other difference 
lies in the factors the researcher intended to describe. Here again, based on the 
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descriptive phenomenology’s characteristics, learners’ perspectives towards 
EFL learning class were taken into account not by referring to single elements, 
but by the whole picture they could have in their mind. 

For one thing, what can be concluded from the themes surfaced by the in-
formation given by the participants of this study is that these EFL language 
learners are in a state of the mind that is “propositional attitudes”, which is a 
category of mental state. In an effective EFL classroom, learners are in a state 
that is susceptible to change. There are some positive aspects for learners while 
others can lead to negative effects of language learning. They are always on the 
move towards forming beliefs and metacognitive knowledge. Learners give be-
lief to their experience which consists of procedures towards learning that is a 
cognitive entity. EFL learners here have the realization of the facts 
(knowledge).  Secondly, the classroom setting for them is not consensual. In 
other words, an effective EFL class for each learner appears differently. It 
means that for these participants the class features are interacting and this in-
teraction causes to emerging of the complex system of the classroom. This re-
searcher calls these language classrooms “positive messy”. It is positive when 
you can benefit from every problem or challenge teachers face with and it is 
messy because the understanding of the cumulative issues of language teaching 
and learning, together with classroom management, would be a little bit confus-
ing for teachers and practitioners. 

 
Limitations and Delimitations and of the Study 

The first limitation that this researcher faced was the responses provided by 
the participants. The researcher can’t tell that the responses of the participants 
exactly express their real feelings. Factors like anxiety, having the fear of of-
fending, or avoiding giving some further explanation of their accounts are likely 
to interfere with the description of their experience.  

Secondly, while the way the samples were chosen and the number of the 
participants (purposive sampling) limited its generalizability to a larger popu-
lation, by assuring the trustworthiness of the data, the researcher can increase 
the validity nature of the research. 

Thirdly, the research was conducted in a three-session long period each 
lasted between 30 to 60 minutes. Here the researcher couldn’t control the ef-
fect this time period may have had on the learners’ responses. Further, such a 
time period wouldn’t be enough for the researcher to ask and elicit much more 
information from participants.  

The first delimitation was the choice of the problem itself. The language 
classroom is a complex and highly sensitive setting in which teachers, learners, 
materials of teaching come into contact.  language classrooms’ differing quali-
ties, centralized, and situation-specific nature makes it troublesome to provide 
a settled definition of an effective classroom. lack of qualitative research that 
takes into account the ELLs’ perspectives about effective English language 
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lation, by assuring the trustworthiness of the data, the researcher can increase 
the validity nature of the research. 

Thirdly, the research was conducted in a three-session long period each 
lasted between 30 to 60 minutes. Here the researcher couldn’t control the ef-
fect this time period may have had on the learners’ responses. Further, such a 
time period wouldn’t be enough for the researcher to ask and elicit much more 
information from participants.  

The first delimitation was the choice of the problem itself. The language 
classroom is a complex and highly sensitive setting in which teachers, learners, 
materials of teaching come into contact.  language classrooms’ differing quali-
ties, centralized, and situation-specific nature makes it troublesome to provide 
a settled definition of an effective classroom. lack of qualitative research that 
takes into account the ELLs’ perspectives about effective English language 

classrooms at the tertiary level evoked this researcher to undertake the study 
to explore factors contributing to an effective English language classroom from 
EFL learners’ perspectives.                 

Secondly, it is the particularity of the qualitative investigation that although 
it creates profound, rich, and significant data gathered through triangulation of 
methods and steady reflexivity and acknowledgment/documentation of indi-
vidual inclination and personal bias amid the exploration procedure of an in-
vestigation, it is less probable to generalize the findings to the population at 
large because it focuses on non-specific samples or substantial population 
grouping. A descriptive phenomenological methodology of the qualitative study 
was chosen as the technique for this study due to the gap within the academic 
literature addressing the research problem and in order to form an exploratory, 
a foundational system for broader, more centered, and possibly quantitative 
study in this under-addressed area in future examinations. Thirdly, all of the 
participants were not of the same field of studying university. Participants of 
this study came from three different fields of TEFL, Translation, and Literature. 
In this study because the researcher was looking for the participants that had 
the experience he was looking for, the researcher’s task was to find and select 
participants possessing specific experience(s) of the phenomenon. 
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Abstract 
Technological Pedagogical Content Knowledge (TPACK) is a theory for 
teacher knowledge for effective and creative teaching which has created 
opportunities for research on teachers’ professional development. This 
sequential explanatory mixed methods study sought to investigate the 
impact of a TPACK-focused online professional development course on 
EFL teachers’ TPACK through employing TPACK theory and explored 
their views on their experiences of attending the course. Regarding  the 
quantitative stage, 30 EFL teachers (15 novice and 15 experienced) at-
tended the course through volunteer sampling. Prior to course initiation 
and after its completion, the TPACK-EFL survey was administered and re-
administered as pre-test and post-tests, respectively. Concerning the 
qualitative phase, 12 EFL teacher participants voluntarily attended a 
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semi-structured interview. The Wilcoxon Signed Ranks Test and paired 
sample t-test results suggested that the online course had significantly 
affected EFL teachers concerning their TPACK except in PCK (Pedagogical 
Content Knowledge) of the novice group and CK (Content Knowledge) of 
both groups. Experienced teachers could benefit more from the course in 
terms of TPACK and PCK (Pedagogical Content Knowledge). Regarding 
the qualitative results, it was revealed that all interviewees expressed 
positive attitudes toward the course. Also, themes related to distinctive 
features of the course, challenges they encountered and aspects of TPACK 
they had improved emerged in their responses. The results of the study 
offer precious educational implications for TTC educators, education 
course developers, EFL teachers, administrators, supervisors, policy 
makers, and stakeholders. 

Keywords: TPACK, Online Teacher Professional Development, Technol-
ogy Integration, Educational Technology, Engineering Education 

 

Introduction 
Professional development is a practical solution to improve the supply of high 
quality teachers (Hartono, 2016). It is crucial in keeping teachers apprised of 
the shifts in student achievements levels, making them cognizant of new teach-
ing methodologies in the content areas, learning how to benefit from pedagogi-
cal use of technological tools for instruction and learning, and tailoring their 
pedagogy to variable school settings and a progressively  heterogeneous stu-
dent population (Lawless & Pellegrino, 2007).  

Considering the growing emphasis being placed on teacher professional de-
velopment (TPD) programs for EFL teachers, TPD training practices are valu-
able components of any such professional development (PD) program. TPD 
requires a lot of planning and attempt on teachers’ existing hectic schedules. 
Even though teachers’ capacity for development needs to be increased, it is im-
portant to ensure that planning, endeavor, and limited sources are spent only 
on effective programs that focus on the best methods (Dede et al., 2009). The 
necessity for PD that fits with teachers’ overburdened timetables, that benefits 
effective means often not accessible regionally, and creates a developmental 
route for offering online, continued, work-integrated assistance has provoked 
the evolution of online Teacher Professional Development (oTPD) programs. A 
large number of teachers in Iran are required to attend PD courses. However, 
owing to distance, time, funding, and/or personal requirements, they cannot 
access the courses (Boehm et al., 2012). Hence, online TPD creates opportuni-
ties for larger accessibility of teachers (Bustamante, 2019).  

Recently, the application of technology for TPD has been highlighted in 
teacher education development (Gu et al., 2012). Teachers’ competence in in-
corporating technology in various pedagogical methods has become indispen-
sable in view of the accelerating growth of technology in the twenty-first centu-
ry (Tanak, 2018). In addition, the significance of improving teachers’ technolog-
ical pedagogical content knowledge (TPACK) for incorporating technology in 
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large number of teachers in Iran are required to attend PD courses. However, 
owing to distance, time, funding, and/or personal requirements, they cannot 
access the courses (Boehm et al., 2012). Hence, online TPD creates opportuni-
ties for larger accessibility of teachers (Bustamante, 2019).  

Recently, the application of technology for TPD has been highlighted in 
teacher education development (Gu et al., 2012). Teachers’ competence in in-
corporating technology in various pedagogical methods has become indispen-
sable in view of the accelerating growth of technology in the twenty-first centu-
ry (Tanak, 2018). In addition, the significance of improving teachers’ technolog-
ical pedagogical content knowledge (TPACK) for incorporating technology in 

TPD programs has been accentuated in recent literature (see e.g., Elliott, 2018; 
Koh, 2019; Pareto & Willermark, 2019). Technological pedagogical content 
knowledge (TPACK) which is expanded from Shulman’s (1986) Pedagogical 
Content Knowledge (PCK), is a theoretical model of teacher knowledge pre-
sented by Mishra and Koehler (2006). This model of teacher knowledge ex-
plains teachers’ competence to incorporate technology in the syllabus. TPACK is 
the knowledge of embedding technology in teaching the content using specific 
pedagogical methods. The TPACK framework indicates that good teaching calls 
for improving a fine awareness of the complicated bonds among technology, 
content, and pedagogy, and applying this awareness to promote pertinent, con-
text-dependent approaches and representations. Incorporating technology ef-
fectively in instruction requires to take into account all three bodies of 
knowledge together within the intricate links in the system explained by the 
three key bodies of knowledge (Koehler & Mishra, 2009; Mishra & Koehler, 
2006). Teaching experience can be also considered as a key contributor ac-
counting for the development of teachers’ TPACK (Jang & Chang, 2016). 

Admittedly, one can collect data from novice teachers independently of ex-
perienced teachers and vice versa. However, evaluating both sets of teachers 
together in the same study enables one to compare them on highly particular 
points and discover more explicitly their differences or similarities. Likewise, 
Pelgrum and Law (2003) argue that teacher education in general, and initial 
teacher education in particular, need to go through changes to educate and 
prepare teachers for the challenges of the information age. Since its introduc-
tion in 2006, TPACK has become one of the leading frameworks concerning 
technology integration in education. According to Doering et al., (2009) TPD for 
online and blended education ought to consider the TPACK framework. Alt-
hough some studies have been undertaken in content-specific TPACK in various 
fields such as mathematics and science (see e.g. Jang & Tsai, 2012; Young et al., 
2019), there was a need for conducting research in the EFL context of Iran as 
well. Additionally, the application of technology has been found to be quite in-
consistent among Iranian novice and experienced EFL teachers. Moreover, 
knowing how these teachers perceive TPACK was a gap in the literature. Fur-
thermore, most TPACK research has evaluated novice and experienced teachers 
separately (Dong et al., 2015).   

However, few attempts have been made in the context of Iran for novice and 
experienced EFL instructors to enhance their technological knowledge within 
the framework of TPACK. Therefore, there seemed to be a need for novice and 
experienced EFL educators to be trained for technology as part of the TPACK-
focused online PD course. The results of this study could enable EFL teachers, 
teacher trainers, TPD program planners, syllabus designers and observers to 
recognize the significance of TPACK in TPD and its application in teaching. De-
spite an enormous amount of research on TPD (e.g. Elliott, 2017; Parsons, et al., 
2019; Prestridge, 2017) and teachers’ TPACK and PD (e.g. Nazari et al., 2019; 
Pareto & Willermark, 2019) in addition to TPACK and oTPD (e.g. Bustamante, 
2019; Hafiz & Kwong, 2019), there was a paucity of research specifically linking 
the impact of training of Iranian novice and experienced EFL instructors 
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through an online professional development course on TPACK, focusing pre-
dominantly on knowledge of technology and knowledge of pedagogy as a sec-
ond priority.  

The theoretical framework underpinning this sequential explanatory mixed 
methods study was TPACK model.This study was undertaken to determine  the 
effect of a TPACK-focused online PD course on novice and experienced EFL 
teachers’ perceived TPACK. It also intended to explore their views on their ex-
periences  attending the course. The TPACK framework was utilized to account 
for how EFL teachers with different teaching experiences could learn from the 
course to incorporate technology, pedagogy, and content more effectively con-
tributing to their PD and ultimately leading to student improvement. It also 
evaluated the experiences of EFL teachers concerning how their TPACK and PD 
had developed following participation in TPACK-focused online PD course. This 
study intended to answer the following research questions: 

1. Does a TPACK-focused online PD course significantly affect novice and 
experienced EFL teachers concerning their perceived TPACK? 

2. How does a TPACK-focused online PD course contribute to EFL teachers’ 
PD? 

 

Literature Review 
Teachers are required to develop lessons for the students that will integrate the 
best of pedagogy, content, and technology (Matherson et al., 2014). According 
to Shulman (1986), it is incumbent upon competent instructors to specialize in 
both content and pedagogical knowledge and the convergence of both, i.e. Ped-
agogical Content Knowledge (PCK). Mishra and Koehler (2006) developed 
Shulman’s (1986) model of PCK and added the construct of technology 
knowledge to his model for teacher knowledge. Hence, they proposed the 
Technological Pedagogical Content Knowledge (TPACK) framework. TPACK is a 
theoretical model for teacher knowledge for effective and creative teaching 
which has created opportunities for research on TPD. TPACK is a theoretical 
framework for exhaustively delineating how teachers can implement technolo-
gy to support learning (Dong et al., 2015). 

The TPACK framework explains in what way instructors teach content by 
applying certain pedagogical methods with particular technology in specific 
contexts (Tseng, 2018). TPACK suggests that effectual teaching with technology 
ought to highlight the interplays and associations among content, pedagogy, 
and technology. Presumably, instructors having strong TPACK design lessons 
that effectively incorporate technology into the teaching of content (Chai et al., 
2011). Concerning the integration of three bodies of knowledge, i.e. Technolog-
ical Knowledge (TK), Pedagogical Knowledge (PK), and Content Knowledge 
(CK), four further areas of knowledge are identified: Pedagogical Content 
Knowledge (PCK), Technological Content Knowledge (TCK), Technological Ped-
agogical Knowledge (TPK), and Technological, Pedagogical, and Content 
Knowledge (TPACK) (Mishra & Koehler, 2006). The definitions of the seven 
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knowledge constructs of the TPACK model have been explained by Mishra and 
Koehler in that CK refers to knowledge of content of instruction, PK refers to 
knowledge of teaching methodologies and techniques, TK refers to knowledge 
of applying technological tools and resources, TCK refers to knowledge of rep-
resenting target language content with technology, TPK refers to knowledge of 
how to apply technology to change teaching practices, PCK refers to knowledge 
of implementing pertinent teaching practices to teach content, and TPACK re-
fers to knowledge of promoting students’ learning of a particular content 
through relevant pedagogy and technology. 

The TPACK framework is illustrated in Figure 1. As explained by Mishra and 
Koehler (2006), all three domains of knowledge are essential in instruction in 
addition to the intersection of each of these knowledge domains and the heart 
of the diagram which is TPACK. However, they emphasize the significance of 
utilizing the developing technological resources. TPACK refers to the integrated 
knowledge that highlights teachers’ actions for incorporating technology crea-
tively (Tseng, 2018). Since the TPACK model was proposed, researchers have 
been evaluating TPACK in subject-specific contexts, examining TPACK devel-
opment in different teacher development contexts, and analyzing the TPACK 
construct (e.g. Baser et al., 2015; Chai et al., 2010). 
 

 
Figure 1. TPACK Framework (Adapted from www.tpack.org) 

 
Applying the integration of technology, pedagogy, and content in a  TPACK 

framework is complex for EFL teachers without PD. The concurrent integration 
of these components into PD could contribute to an effective technology incor-
poration in the EFL classroom (Mishra & Koehler, 2006; Bustamante, 2019). 
According to Malik et al., (2019) TPACK can contribute to student achievement, 
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assist students and parents, make classes more pleasurable and relevant for 
each student, and can promote TPD. 

The term “professional development” is described by the National Staff De-
velopment Council (NSDC) as “a comprehensive, sustained, and intensive ap-
proach to improving teachers’ and principals’ effectiveness in raising student 
achievement, and may be supported by activities such as courses, workshops, 
institutes, networks, and conferences” (Darling-Hammond et al., 2009, p.4). As 
Richards and Farrell (2005) maintain, many things involving English teachers 
are changing. Hence, it is a sine qua non for English teachers to develop profes-
sionally.  

Presently, numerous initiatives are taken in oTPD assissting a great number 
of teachers. These programs are, by and large, accessible to instructors as de-
sired and can offer just-in-time service. Moreover, they usually provide schools 
with access to specialists and archival resources that monetary and organiza-
tional restrictions would otherwise limit. Additionally, online PD programs are 
virtually more flexible than those that rely merely on local capacities and face-
to-face communications (Dede et al., 2009). An abundance of these programs 
are operating to realize other possible advantages of online communities of 
practice among teachers.  An example would be the opportunities for reflection 
provided by asynchronous interaction. Asynchronous online communication 
does not demand the simultaneous participation of teacher and students, which 
can be facilitated through tools including e-mails, discussion boards, blogs, 
wikis, or video/audio recordings. (Benbunan-Fich & Hiltz, 1999; Bonk & King, 
1998; Duffy et al., 1998, as cited in Hsiao, 2012).  

Edmodo website is a free and protected instructional platform for educators 
and is accessible at (www.edmodo.com). It is a private platform since it only 
permits teachers to create groups for their classes and manage accounts; only 
those students obtaining a group code and register in the group can access and 
join the group. Teachers can post files, videos and links, share content, and post 
alerts, assignments, quizzes, polls, and grades on the group page. Among the 
special features of the platform, Edmodo can function as a platform to provide 
personal or on-demand global PD (Hammonds et al., 2013). The rationale for 
selecting Edmodo by the researchers was that it is free, allows users to set up 
monthly calendars in advance showing assignments and upcoming events, and 
provides unlimited library storage and asynchronous discussion forums for 
participant collaboration, and is user-friendly.  

Teaching EFL by a non-native English-speaking teacher who is also a lan-
guage learner, leads to a paucity of exposure to authentic language learning 
environment which is considered a limitation. By means of technological tools 
and resources for effective communication (particularly for listening and 
speaking), TPACK is considered a significant part of EFL teachers’ PD (Liu et al., 
2014). Various studies have examined TPACK in teacher education and TPD 
(e.g., Kwangsawad, 2016; Voogt & McKenney, 2017). As a case in point, in a 
study conducted on assessing Iranian EFL teachers’ TPACK from their students’ 
perspectives, Fathi and Yousefifard (2019) found out most EFL learners per-
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ceived that EFL teachers were competent in TK, PK, CK, and PCK and less com-
petent in TCK, TPK, and TPACK.  

There have been a number of studies on online TPD (e.g. Collins & Liang, 
2015; Dede et al., 2009; Powell & Bodur, 2019; Smith & Sivo, 2012) and Edmo-
do (Hammonds et al., 2013; Trust, 2012). As a case in point, Parsons et al. 
(2019) conducted a study on US teachers’ perceived online PD by seeking to 
discover the teachers’ prior experiences with online PD and their perceptions 
of various models for online PD through survey methods. It transpired that 
most respondents found online PD experiences beneficial. Likewise, respond-
ents who were required to join online PD found it less advantageous than those 
who voluntarily participated. A study conducted by Hodge (2015) examined the 
effect of an Edmodo-based PD workshop on teachers’ views of an online social 
network as a pedagogical platform. The findings offered relevant information 
on adopting a learner-centered approach to pedagogy together with an exam-
ple for administrators looking for a platform supporting a professional learning 
community. 

TPACK and online TPD have been researched from some perspectives (e.g. 
Benson, & Ward, 2013; Doering et al., 2009; Niess et  al., 2010). For instance, in 
a study conducted by Bustamante (2019) on TPACK-based PD on web 2.0 for 
Spanish instructors, the results of the case study basically suggested favorable 
learning experiences in three areas - technology, pedagogy, and content - to-
gether with technology integration. According to the aforementioned studies 
and the literature reviewed, findings are scarce concerning the impact of an 
oTPD course on novice and experienced EFL teachers perceived TPACK. To fill 
this gap, this study aimed to investigate the impact of a TPACK-focused oTPD 
course on EFL teachers’ TPACK in terms of years of teaching experience and 
their views concerning their experiences of attending the oTPD course, which 
was based on Farrell’s (2000) bottom-up model of professional development. 
            

Method 
Participants and Research Context 

This sequential explanatory mixed methods study was primarily conducted 
with 46 novice and experienced EFL teachers selected through volunteer sam-
pling restricted to Tehran English language academies, out of whom, due to 
participant attrition, only 37 teachers remained. For comparative purposes, 
only the data of 30 EFL teachers with 15 teachers as novice and 15 teachers as 
experienced were analyzed. The participants comprised both male (23%) and 
female (77%) novice and experienced teachers. Novice teachers are those hav-
ing little experience (less than two years) whereas experienced teachers have 
many years of teaching, i.e. at least four to five years in various studies (Gat-
bonton, 2008). Hence, novice teachers had less than 2 years and experienced 
teachers beyond 5 years of experience. Table 1 demonstrates the characteris-
tics of participants in terms of experience, education, and gender. 
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Table 1. 
 Experience, Education, and Gender of  Participants in the Online Class 
Demographic Variable  Frequency Percentage 
Gender Female 23 77% 

Male  7 23% 

Degree 
BA 15 50% 
MA  9 30% 
PhD  1 3% 
Other Degrees  5 17% 

Teaching Experience in EFL Novice 15 50% 
Experienced 15 50% 

Total  30 100% 
 Note: BA=Bachelor of Arts, MA=Master of Arts, PhD=Doctor of Philosophy 

 

Participants’ age ranged between 23-45. None of the participants had previ-
ously joined an online course or any course on TPACK or educational technolo-
gy. Additionally, the novice teachers’ teaching level ranged from elementary to 
intermediate whereas the experienced teaching level ranged from intermediate 
to advanced. Prior to research initiation, informed consent was obtained from 
all the participants. Following the completion of the course, 12 EFL teachers 
volunteered to attend the interview.  
 

Instruments and Materials 
TPACK-EFL Survey 

To examine the responses to the quantitative research question, a question-
naire on participants’ demographic characteristics including participants’ age, 
educational background, years of teaching experience, gender, and their expe-
riences concerning online classes, TPACK, or educational technology was com-
pleted by participants. Regarding the assessment of TPACK, a 39-item instru-
ment designed specifically for the context of EFL was administered to the par-
ticipants. The TPACK-EFL survey (Baser et al., 2015) is a 9-point Likert scale 
ranging from “nothing/none” (1) to “very little” (3) to “some” (5) to “quite a bit” 
(7) to “a great deal” (9). Concerning validity, the instrument was developed and 
validated by Baser et al.. The instrument measures seven TPACK factors. In 
their study, the seven factors were labeled in accordance with the TPACK 
framework. The final TPACK-EFL survey contained 39 items altogether: 9 TK 
items, 5 CK items, 6 PK items, 5 PCK items, 3 TCK items, 7 TPK items, and 4 
TPACK items. The reliability indices of this instrument were computed in this 
study whose results are as follow: 
 

Table 2. 
Reliability Indices of TPACK-EFL Survey 

SubScale Cronbach's Alpha 
TK .78 
PK .83 
CK .86 
TPK .93 
PCK .82 
TCK .81 
TPACK .94 
Total.TPACK .91 
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As expressed in Table 2, the alpha’s range is between .78 and .94, which is 
evidence of the existence of high internal consistency reliability. 
 
Online PD Course Materials 

The PD course in this study was titled “A TPACK-focused online Professional 
Development course for EFL Teachers”. The course was run in an online envi-
ronment on the Edmodo website (www.Edmodo.com). The online course sylla-
bus was developed by the researchers through reviewing the related literature. 
The themes of the course revolved around an introduction to TPACK, the inte-
gration of technology in English teaching, the pedagogical strategies focusing on 
nonverbal immediacy behaviors, and how to reflect for PD. The focus of this 
course was mainly on the technological aspect of TPACK and the pedagogical 
aspect was considered as the secondary priority as these are the two important 
means to teach any content in English language classrooms.  

In view of the purpose of the course, content knowledge was not explicitly 
addressed in the syllabus as EFL teachers are believed to possess appropriate 
CK. The purpose of the intervention was to promote the understanding of nov-
ice and experienced EFL teachers on TPACK framework and technology inte-
gration in English classes. It focused, by and large, on technology integration 
and its combination with other forms of teacher knowledge. In addition, as a 
second priority, it concentrated on the  pedagogical aspect of TPACK only 
through including nonverbal immediacy behaviors and reflective teaching 
techniques. The online course provided teachers with innovative ideas and ef-
fective techniques for integrating technologies into classroom pedagogy with 
an eye toward promoting TPD such as using various technological resources 
and tools to teach sub-skills, technological games, applying reflection tech-
niques, using nonverbal immediacy behaviors as one strategy in their pedagog-
ical knowledge, establishing a blog or website, networking via social media, and 
how to integrate technology with pedagogy for effective teaching. 

The ideas of digital literacy and digital etiquette and how to teach integrated 
language skills through technology were presented. In addition, various online 
tools such as screen casts, blogs, wikis, e-portfolios, WebQuests, RSS feeds, and 
podcasts were also presented. Moreover, online courses such as Udemy, 
Coursear, Lynda, EdX, and so on were introduced. Furthermore, Massive Online 
Open Course (MOOCs), Virtual Learning Environment (VLE), flipped classroom 
model, creating online quizzes, the importance of online collaboration and so-
cial presence were also presented. Concerning the pedagogical knowledge, re-
flective teaching techniques and nonverbal immediacy behaviors were intro-
duced to teachers who were supposed to provide the instructor with their 
teaching reflection journals in the assignment section of Edmodo after watching 
or reading the materials of each session and having an EFL teaching class. 
Therefore, the course centered on TK and PK as two important means to teach 
any content in EFL classrooms. 
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Likewise, online materials for teaching the skills and sub-skills of English 
through technology were also included in the syllabus. The materials of the 
course were either in the form of You-Tube videos, links or some readings and 
images to explain a topic. Prior to running the course, all the selected materials 
were saved in the Edmodo library with unlimited storage space. The materials 
were, by and large, selected from educational You-Tube videos, or some web-
sites. The rationale for designing such a syllabus was practicality and not the 
mere explanation of theories so that teachers could implement what they had 
learned more conveniently and effectively. The integration of multimedia con-
tent would add variety to the course materials. Moreover, the teachers were 
supposed to collaborate with each other on the course materials via sending 
messages in the Edmodo classroom and share their experiences and ideas on 
the materials. 
 
Follow-up Interview 

Following the completion of the online course, a semi-structured interview was 
held with 12 volunteer teachers, aiming to explore EFL teachers’ views on their 
experiences of attending the online PD course. The interview items were devel-
oped by the researchers through reviewing the literature and items were modi-
fied, checked, and confirmed by three TEFL professors.  
 

Procedure 
To begin with, the researchers requested the supervisors of some of Tehran 
English language institutes to identify volunteer participants for attending the 
online course by clarifying the study objectives and the guidelines for attending 
the course. In the spring of 2019, 46 participants volunteered to attend the 
course out of whom the data of 30 were analyzed for comparative purposes. 
Prior to course initiation, a TPACK-EFL survey was administered to EFL teach-
ers both in printed and electronic versions and the questionnaires were re-
turned either to the institution secretary, supervisor, or the researchers. The 
TPACK-EFL survey was submitted to EFL teachers, either in person or by email. 
The participants were required to leave their phone numbers and emails at the 
end of the demographic section of the questionnaire for more information on 
the course. Following questinnaires collection, a small-scale pilot study was 
undertaken on the data of 30 participants to confirm the reliability of the re-
sults. Participants’ responses to the questionnaire in the quantitative phase 
were considered as a pretest. 

Afterwards, the researcher called every teacher individually and informed 
them about the TPACK-focused online PD course and how to sign up to the Ed-
modo website and provided all the necessary information about the asynchro-
nous online class of Edmodo and emailed the syllabus to teachers. The 14-
session asynchronous online course started in May 2019 and lasted for five 
weeks. The teachers were supposed to complete the course by the end of the 
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fifth week and submit 14 teaching reflections (at least 100-120 words each) 
after watching and/or reading the materials of each session. They were also 
required to collaborate with each other on Edomondo’s discussion forum. 
Regular reminders were sent to them about submitting their teaching reflec-
tions to make sure they participated in each session. Prior to course initiation 
and after its completion, the TPACK-EFL survey was administered and read-
ministered as pre- and post-tests, respectively.  Finally, a semi-structured in-
terview was conducted with 12 volunteer participants on their experiences of 
attending the course. 

 

Data Analysis 
Concerning the quantitative data, after feeding the data into SPSS (Statistical 
Package for Social Sciences) version 24, both total scores and subscale scores of 
the dependent variable were compared. For all the analyses, the normality of 
the data was checked and accordingly, parametric and non-parametric statis-
tics were run. Descriptive and inferential statistics were computed. Depending 
on the skewness ratios, Wilcoxon Signed Ranks test and paired samples t-test 
were run. Likewise, ANCOVA (Analysis of covariate) was run to control for the 
effect of covariate.  Since the TPACK was multiple total and multiple subscales, 
multivariate analysis of covariance (MANCOVA) was run to include all the de-
pendent variables. Finally, repeated measures ANOVA was run to compare the 
subscales’ achievement scores.  

Regarding the qualitative phase, the interview data were analyzed qualita-
tively through thematic analysis to discover possible themes and sub-themes. 
To this end, primarily, all the interviews were transcribed, summarized, catego-
rized, and reviewed by the researchers. Next, predominant themes were identi-
fied in teachers’ responses. Afterwards, the emerging themes and sub-themes 
in the transcriptions were grouped according to their frequency of occurrence. 
Finally, the themes were placed into a thematic table according to the interview 
questions along with a report on the qualitative results comprising the themes, 
subthemes, and interviewees’ quotes. 
 

Results and Discussion 
Quantitative Data 

The first research question focused on answering if the TPACK-focused online 
PD course significantly affected novice and experienced EFL teachers concern-
ing their perceived TPACK. The results are as follows: 
 
TPACK Change from Pretest to Posttest 

To have separate comparisons of novice and experienced teachers in terms of 
their TPACK (both total TPACK and subscales’ scores) change from pretest to 
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posttest, first the descriptive statistics of both groups were computed (Table 3). 
Evidently, some changes from pretest to posttest were obvious, but these 
changes needed to be checked for statistical significance by running inferential 
statistics. To choose between parametric paired samples t-test and non-
parametric Wilcoxon Signed Ranks test, the normality of the data was checked 
by calculating skewness and kurtosis ratios (i.e. skewness or kurtosis values 
divided by their standard error) from Table 3. For those skewness ratios be-
yond 1.96 (i.e. violating normality assumption), Wilcoxon Signed Ranks test 
was run; however, for those skewness ratios within 1.96 (i.e. meeting normality 
assumption), paired samples t-test was run. 
 
Table 3. 
Descriptive Statistics 

Experience 
N Min Max Mea

n SD Skewness Kurtosis 

      Std. 
Error  Std. 

Error 

No
vic

e 

TK.Pretest 15 6.11 8.00 7.28 .59 -.69 .58 -.53 1.12 
CK.Pretest 15 9.00 9.00 9.00 .00 . . . . 
PK.Pretest 15 4.67 8.33 7.11 1.09 -.78 .58 -.04 1.12 
PCK.Pretest 15 7.20 8.60 7.97 .53 -.01 .58 -1.52 1.12 
TCK.Pretest 15 3.67 6.33 4.06 .81 2.27 .58 4.36 1.12 
TPK.Pretest 15 2.86 4.14 3.21 .37 1.44 .58 1.42 1.12 
TPACK.Pretest 15 1.25 3.25 1.86 .63 1.27 .58 .29 1.12 
To-
tal.TPACK.Pretest 15 222.

00 
253.
00 

235.
26 

10.2
0 .40 .58 -.89 1.12 

TK.Posttest 15 7.89 8.67 8.34 .23 -.52 .58 -.43 1.12 
CK.Posttest 15 9.00 9.00 9.00 .00 . . . . 
PK.Posttest 15 6.50 8.67 7.86 .57 -1.24 .58 1.60 1.12 
PCK.Posttest 15 7.20 8.60 8.01 .42 -.10 .58 -.67 1.12 
TCK.Posttest 15 8.00 9.00 8.48 .30 -.53 .58 -.60 1.12 
TPK.Posttest 15 8.14 8.71 8.37 .21 .36 .58 -1.37 1.12 
TPACK.Posttest 15 7.50 9.00 8.38 .33 -.77 .58 2.83 1.12 
To-
tal.TPACK.Posttest 15 316.

00 
337.
00 

325.
00 4.89 .77 .58 1.92 1.12 

Valid N (listwise) 15         

Ex
pe

rie
nc

ed
 

TK.Pretest 15 4.44 6.22 5.63 .65 -1.13 .58 -.05 1.12 
CK.Pretest 15 8.80 9.00 8.98 .05 -3.87 .58 15.0

0 1.12 
PK.Pretest 15 8.33 9.00 8.66 .21 -.22 .58 -.62 1.12 
PCK.Pretest 15 8.00 9.00 8.61 .33 -.44 .58 -.91 1.12 
TCK.Pretest 15 2.67 3.67 3.40 .36 -.84 .58 -.93 1.12 
TPK.Pretest 15 1.86 3.71 2.80 .43 .08 .58 1.47 1.12 
TPACK.Pretest 15 1.00 2.50 1.78 .36 -.26 .58 .52 1.12 
To-
tal.TPACK.Pretest 15 213.

00 
236.
00 

227.
33 7.40 -.93 .58 -.32 1.12 

TK.Posttest 15 7.89 8.44 8.19 .17 -.12 .58 -1.17 1.12 
CK.Posttest 15 9.00 9.00 9.00 .00 . . . . 
PK.Posttest 15 8.67 9.00 8.87 .14 -.60 .58 -1.49 1.12 
PCK.Posttest 15 8.60 9.00 8.89 .14 -1.07 .58 -.10 1.12 
TCK.Posttest 15 7.67 9.00 8.33 .39 -.29 .58 -.75 1.12 
TPK.Posttest 15 7.86 9.00 8.37 .31 .40 .58 -.18 1.12 
TPACK.Posttest 15 8.25 9.00 8.65 .22 -.34 .58 -.33 1.12 
To-
tal.TPACK.Posttest 15 330.

00 
339.
00 

334.
66 2.66 -.50 .58 -.17 1.12 

Valid N (listwise) 15         
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In addition, Wilcoxon Signed Ranks test and t-test results for novice and ex-
perienced teachers showed both groups had significantly improved in their 
TPACK (both total TPACK and subscales’ scores) from pretest to posttest (p < 
.05) except that in the novice group, no significant change had happened in 
PCK, and in both experience groups no significant change had happened in CK 
(p > .05). Hence, the null hypothesis on TPACK was rejected. That is, TPACK-
focused online PD course significantly increased novice and experienced EFL 
teachers’ TPACK (both total TPACK and subscales’ scores) except in PCK of nov-
ice group and CK of both groups.  
 

Comparison of Novice and Experienced EFL Teachers Concerning their 
TPACK 

Despite the above finding, the researchers wanted to figure out which group of 
teachers (i.e. novice and experienced) showed more improvement from pretest 
to posttest in terms of TPACK (both total TPACK and subscales’ scores) after 
completing the course. To do so, it was necessary to compare the posttest 
TPACK (both total TPACK and subscales’ scores) mean scores of novice and 
experienced EFL teachers; however, since it was not clear whether the two 
groups had equal means on the pretests, analysis of covariance (ANCOVA) was 
run to control for the effect of covariate (i.e. pretest initial differences).  

Moreover, since the dependent variable was multiple total and subscales, 
multivariate analysis of covariance (MANCOVA) was run to include all the de-
pendent variables (i.e. total TPACK and subscales’ scores) in one analysis. In so 
doing, after computing the descriptives of the novice and experienced EFL 
teachers in terms of TPACK (both total TPACK and subscales’ scores) (Table 3), 
normality of the data was checked by calculating skewness and kurtosis ratios. 
Since the majority of the ratios were within ±1.96, the data were all in all con-
sidered as meeting normality assumption.  

Table 4 presents the multivariate comparison of posttests, showing when all 
the dependent variables are taken into consideration, no significant increase 
has happened from pretest to posttest concerning their TPACK (both total 
TPACK and subscales’ scores) (p > .05).  
 

Table 4. 
 Multivariate Testsa 
Effect Value F Hypothesis 

df 
Error 
df Sig. Partial Eta 

Squared 

Experience 

Pillai's Trace .37 1.50b 6.00 15.00 .24 .37 
Wilks' Lamb-
da .62 1.50b 6.00 15.00 .24 .37 
Hotelling's 
Trace .60 1.50b 6.00 15.00 .24 .37 
Roy's Largest 
Root .60 1.50b 6.00 15.00 .24 .37 

a. Design: Intercept + TK.Pretest + CK.Pretest + PK.Pretest + PCK.Pretest + TCK.Pretest + 
TPK.Pretest + TPACK.Pretest + Total.TPACK.Pretest + Experience 
b. Exact statistic 
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The next step in MANCOVA is checking whether significant increase has 
happened from pretest to posttest in terms of TPACK total and subscales con-
sidered separately. To do so, for each dependent variable (i.e. total TPACK and 
subscales’ means), one separate ANCOVA was run (i.e. Tests of Between-
Subjects Effects as presented in Table 5). An assumption of ANCOVA is the ho-
mogeneity of variances, checked by running the Levene’s test, where results 
revealed that this assumption was met (p > .05) for all the dependent variables 
except PCK scores (p > .05); therefore, a stricter p value was considered in the 
main ANCOVA results in Table 6 to avoid Type I Error in rejecting the null hy-
pothesis.  

Table 5 presents the results of posttest comparisons (i.e. main ANCOVA re-
sults) in terms of TPACK (both total TPACK and subscales’ scores). As is indi-
cated in Table 5, only the TPACK total scores and PCK subscale score means on 
the posttest of novice and experienced EFL teachers are significantly different 
(p < .05). As the adjusted TPACK (both total TPACK and subscales’ scores) 
means in Table 6 indicate, the experienced EFL teachers have higher TPACK 
total scores and PCK subscale score means than the novice group. This result 
shows that experienced teachers can benefit more from the online PD course 
than novice teachers in terms of their TPACK total and PCK.  
 
Table 5. 
 Tests of Between-Subjects Effects 

Source Dependent 
Variable 

Type III 
Sum of 
Squares 

d
f 

Mean 
Square F Sig. 

Partial 
Eta 
Square
d 

Experi-
ence 

TK.Posttest .076 1 .076 2.208 .153 .09 
CK.Posttest .000 1 .000 . . . 
PK.Posttest .127 1 .127 2.614 .122 .11 
PCK.Posttest .341 1 .341 8.017 .010 .28 
TCK.Posttest 3.979E-006 1 3.979E

-006 .000 .996 .00 

TPK.Posttest 1.599E-006 1 1.599E
-006 .000 .996 .00 

TPACK.Postte
st .031 1 .031 .381 .544 .01 
To-
tal.TPACK.Pos
ttest 

67.738 1 67.738 8.323 .009 .29 

a. R Squared = .502 (Adjusted R Squared = .278) 
b. R Squared = . (Adjusted R Squared = .) 
c. R Squared = .922 (Adjusted R Squared = .887) 
d. R Squared = .901 (Adjusted R Squared = .857) 
e. R Squared = .231 (Adjusted R Squared = -.115) 
f. R Squared = .282 (Adjusted R Squared = -.041) 
g. R Squared = .428 (Adjusted R Squared = .171) 
h. R Squared = .857 (Adjusted R Squared = .792) 
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Table 6. 
Adjusted TPACK (both total TPACK and Subscales’ Scores) Means after Controlling Covariate 

Dependent Variable Experience Mean Std. 
Error 

95% Confidence Inter-
val 
Lower 
Bound 

Upper 
Bound 

TK.Posttest 
N 8.12a .10 7.91 8.34 
E 8.41a .10 8.20 8.62 

CK.Posttest 
N 9.00a .00 9.00 9.00 
E 9.00a .00 9.00 9.00 

PK.Posttest 
N 8.18a .12 7.93 8.44 
E 8.55a .12 8.30 8.80 

PCK.Posttest 
N 8.15a .11 7.91 8.38 
E 8.75a .11 8.51 8.98 

TCK.Posttest 
N 8.41a .20 7.98 8.84 
E 8.41a .20 7.98 8.84 

TPK.Posttest 
N 8.37a .14 8.06 8.67 
E 8.37a .14 8.06 8.67 

TPACK.Posttest 
N 8.42a .15 8.10 8.75 
E 8.60a .15 8.28 8.93 

Total.TPACK.Posttest 
N 325.59a 1.55 322.35 328.84 
E 334.06a 1.55 330.81 337.31 

a. Covariates appearing in the model are evaluated at the following values: TK.Pretest = 6.4574, 
CK.Pretest = 8.9933, PK.Pretest = 7.8889, PCK.Pretest = 8.2933, TCK.Pretest = 3.7333, TPK.Pretest 
= 3.0095, TPACK.Pretest = 1.8250, Total.TPACK.Pretest = 231.3000. 
N=Novice, E=Experienced 

 

Comparison of TPACK Subscales from Pretest to Posttest  

A further analysis which was deemed necessary at this point was which TPACK 
subscale(s) showed more increase from pretest to posttest under the effect of 
intervention. Evidently, for such comparisons, first the posttest scores were 
subtracted from pretest scores (for each subscale) to come up with achieve-
ment scores in terms of each TPACK subscale. Then, Repeated Measures ANO-
VA was run to compare the subscales’ achievement scores.  
 
Comparison of TPACK Subscales Achievement Scores across the Experience 
Level   

To begin Repeated Measures ANOVA for each experience level, first the descrip-
tives of TPACK achievement scores were computed for each experience level 
separately (Table 7). Since most of the skewness and kurtosis ratios were with-
in ±1.96, the data was all in all considered meeting the normality assumption to 
allow Repeated Measures ANOVA as a parametric test.  
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Table 7. 
Descriptive Statistics 
Experience N Min Max Mean SD Skewness Kurtosis 

      Std. 
Error 

 Std. 
Error 

No
vi

ce
 

TK.ACH 15 .44 1.78 1.06 .45 .11 .58 -1.29 1.12 
CK.ACH 15 .00 .00 .00 .00 . . . . 
PK.ACH 15 .00 2.00 .75 .62 .69 .58 -.41 1.121 
PCK.ACH 15 -.40 .60 .04 .28 .96 .58 .58 1.121 
TCK.ACH 15 2.67 5.00 4.42 .70 -1.70 .58 2.46 1.121 
TPK.ACH 15 4.00 5.71 5.15 .44 -1.41 .58 2.45 1.121 
TPACK.ACH 15 5.50 7.75 6.51 .60 -.09 .58 .21 1.121 
Valid N (listwise) 15         

Ex
pe

rie
nc

ed
 

TK.ACH 15 1.78 3.72 2.55 .64 1.00 .58 -.28 1.12 
CK.ACH 15 .00 .20 .01 .05 3.87 .58 15.00 1.12 
PK.ACH 15 -.17 .67 .21 .23 .00 .58 -.08 1.12 
PCK.ACH 15 .00 .80 .28 .28 .77 .58 -.44 1.12 
TCK.ACH 15 4.00 6.00 4.93 .56 .35 .58 -.59 1.12 
TPK.ACH 15 4.43 6.43 5.57 .55 -.56 .58 -.38 1.12 
TPACK.ACH 15 6.00 7.75 6.86 .49 -.06 .58 -.70 1.12 
Valid N (listwise) 15         

 
Additionally, the results of the sphericity assumption test indicated this as-

sumption was not met (p < .05); therefore, sphericity was not assumed in Table 
8 of the main Repeated Measures ANOVA results.  

According to Table 8 of the Repeated Measures ANOVA results, there is sig-
nificant difference among the TPACK subscales means (p < .05) in both experi-
ence levels; therefore, to locate the difference, post hoc pairwise comparisons 
were run but not adjusting for the multiple comparisons since there were too 
many comparisons involved among 7 subscales, which would result in Type II 
Error.  

 

Table 8.  
Tests of Within-Subjects Effects 
Measure: MEASURE_1 
Expe
pe-
rien
ce 

Source 
Type III 
Sum of 
Squares 

df 
Mean 
Squar
e 

F Sig. 

Partial 
Eta 
Squar
ed 

No
vic

e 

Sc
ale

 

Sphericity 
Assumed 663.50 6 110.58 428.66 .00 .96 
Greenhouse-
Geisser 663.50 3.34 198.36 428.66 .00 .96 
Huynh-Feldt 663.50 4.52 146.75 428.66 .00 .96 
Lower-bound 663.50 1.00 663.50 428.66 .00 .96 

Ex
pe

rie
nc

ed
 

Sc
ale

 

Sphericity 
Assumed 743.19 6 123.86 608.69 .00 .97 
Greenhouse-
Geisser 743.19 2.59 286.60 608.69 .00 .97 
Huynh-Feldt 743.19 3.23 229.76 608.69 .00 .97 
Lower-bound 743.19 1.00 743.19 608.69 .00 .97 
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According to the Table of pairwise comparisons in the Appendix and regard-
ing the descriptives in Table 7: 

- In the novice group: 
o The subscales with the highest to the lowest achievements are 

as follows: TPACK (Maximum Achievement), TPK, TCK, TK, PK, 
PCK, CK (minimum Achievement). 

o TK and PK do not differ significantly (p> .05) 
o PCK and CK do not differ significantly (p> .05) 

- In the experienced group: 
o The subscales with the highest to the lowest achievements are 

as follow: TPACK (Maximum Achievement), TPK, TCK, TK, 
PCK, PK, CK (minimum Achievement). 

o PCK and PK do not differ significantly (p> .05) 
 

Qualitative Data 
The second question focused on exploring how the TPACK-focused online PD 
course contributed to EFL teachers’ PD. The interview questions were focused 
on examining the teachers’ attitudes toward the course, the distinctive features 
and challenges they encountered, and the aspects they have improved both in 
their TPACK and their PD.  

All the teachers who attended the interview expressed positive attitudes 
toward the online PD course and were interested in the materials of the course. 
As one of the teachers (Teacher 3, experienced) noted: 

Well, at first it was kind of stressful to go online and watch or read the 
materials. I thought I cannot accomplish the course. However, thanks to 
all the materials of the first session which were really comprehensive 
that I figured out what I was going to do each and every session. You 
know, it was amazing to attend such a wonderful course. All the things I 
had been looking for were included in the course. Also since it was my 
first experience of attending an online course, I did learn a lot of new 
things concerning technology integration in my classes.  

 

Table 9 below expresses themes concerning the distinctive features of the 
course, the challenges they encountered, aspects of TPACK they had improved 
after attending the course and aspects of TPACK which have influenced TPD. 

 



76  —  The Impact of an Online Pro-fessional Development Course on EFL Teachers’ TPACK

 

Table 9.  
Extracted Themes from EFL Teachers’ Interviews Regarding the Online Course 

 
As expressed in Table 9, among the distinctive features of the course, mul-

timedia integration of materials was mentioned by the interviewees. As one of 
the teachers (teacher 2, experienced) noted: 

Actually, the integration of a wide range of multimedia content was 
very interesting to me. To me, they were highly engaging and every 
time I went online I was very curious about going to the online class 
and watching or reading the rest of the materials. I learned a lot of new 
things through those different types of multimedia content. 

 
Another positive characteristic of the course was considered learning from 

outside of the classsroom and studying anytime anywhere without any re-
strictions. In addition, self-paced learning was another distinctive feature of the 
course pointed out by teacher participants. They mentioned they could watch 
the videos as many times as desired or read the materials at their own pace. 
Moreover, community building and peer collaboration were among the 
emerged themes. Teachers maintained they were very satisfied with the course 
and the element of community building helped them collaborate with their nov-
ice or experienced colleagues and learn from each other which, in turn, con-
tributed to their PD.  

Moreover, teacher empowerment also emerged as one of the themes. Ac-
cording to one of the interviewees (teacher 10, experienced):  

Before attending this professional development course, I never knew I 
could learn this much regarding technology and TPACK. Now I feel 

Themes 
EFL teachers’ views 

Sub themes 

Distinctive features 
of the course 

Multimedia integration 
Study anytime anywhere 
Availability of course instructor 
Time flexibility of asynchronous environment 
Learning technology skills 
Self-paced learning 
Community building and peer collaboration 
Teacher empowerment 
Sustained technology support 
Asking for and receiving peer feedback 
Reflective practice 

Challenges teachers 
encountered 

Technical problems 
Lack of access to You-Tube without VPN 
Feedback to questions were not always prompt 

Aspects of TPACK 
improvement 

Improvement of novice teachers in TPACK, TPK, TCK, TK, PK and PCK. 
Improvement of  experienced teachers in TPACK, TK, TPK, and TCK 



Journal of Language Horizons, Alzahra University  —  77

 

Table 9.  
Extracted Themes from EFL Teachers’ Interviews Regarding the Online Course 

 
As expressed in Table 9, among the distinctive features of the course, mul-

timedia integration of materials was mentioned by the interviewees. As one of 
the teachers (teacher 2, experienced) noted: 

Actually, the integration of a wide range of multimedia content was 
very interesting to me. To me, they were highly engaging and every 
time I went online I was very curious about going to the online class 
and watching or reading the rest of the materials. I learned a lot of new 
things through those different types of multimedia content. 

 
Another positive characteristic of the course was considered learning from 

outside of the classsroom and studying anytime anywhere without any re-
strictions. In addition, self-paced learning was another distinctive feature of the 
course pointed out by teacher participants. They mentioned they could watch 
the videos as many times as desired or read the materials at their own pace. 
Moreover, community building and peer collaboration were among the 
emerged themes. Teachers maintained they were very satisfied with the course 
and the element of community building helped them collaborate with their nov-
ice or experienced colleagues and learn from each other which, in turn, con-
tributed to their PD.  

Moreover, teacher empowerment also emerged as one of the themes. Ac-
cording to one of the interviewees (teacher 10, experienced):  

Before attending this professional development course, I never knew I 
could learn this much regarding technology and TPACK. Now I feel 

Themes 
EFL teachers’ views 

Sub themes 

Distinctive features 
of the course 

Multimedia integration 
Study anytime anywhere 
Availability of course instructor 
Time flexibility of asynchronous environment 
Learning technology skills 
Self-paced learning 
Community building and peer collaboration 
Teacher empowerment 
Sustained technology support 
Asking for and receiving peer feedback 
Reflective practice 

Challenges teachers 
encountered 

Technical problems 
Lack of access to You-Tube without VPN 
Feedback to questions were not always prompt 

Aspects of TPACK 
improvement 

Improvement of novice teachers in TPACK, TPK, TCK, TK, PK and PCK. 
Improvement of  experienced teachers in TPACK, TK, TPK, and TCK 

more confident and I guess I have developed professionally, I have be-
come much more independent in using technology and I can make the 
right decisions as to how to teach a specific content through the best 
technological pedagogical practices.  

Similarly, themes of sustained technology support, and asking for and re-
ceiving peer feedback were regarded as its distinctive features by the inter-
viewees. Concerning the challenges EFL teachers encountered, four themes 
emerged out of which technical problems were the most frequent ones. As one 
of the teachers (teacher 7, novice) noted: 

Well, one of the challenges I encountered was troubleshooting internet 
connection problems. Sometimes it would take a video forever to be 
streamed. It was really frustrating. Of course it is not the course’s fault, 
but the fact that online courses are dependent on the internet can 
sometimes cause problems for class members. 

 

Furthermore, all novice and experienced teachers mentioned that they had 
improved in their TPACK the most after the completion of the course. With re-
gard to novice teachers’ development in TPACK aspects, it was explored that 
they had improved more in their TPK, TCK, TK, PK, and PCK. Likewise, concern-
ing experienced teachers’ development in TPACK aspects, it was revealed they 
had improved more in their TK, TPK, and TCK. Last but not least, all of the 
teachers confirmed that those improved TPACK aspects had influenced their PD 
in that they were more satisfied with their teaching experiences and their stu-
dents’ motivation and learning had also increased.  
 

Discussion 
The findings of the study on the TPACK change from pretest to post test, the 
findings demonstrated that both groups showed significant improvement in 
their TPACK (both TPACK and its subscales’ scores) from pre-test to post-test 
except that there was no significant difference in PCK of the novice group and 
CK of both groups. The reason behind this finding is that the focus of the sylla-
bus was, by and large, on technology and its combination with other forms of 
teacher knowledge. In addition, as a second priority, it focused on the pedagog-
ical aspect of TPACK only through including nonverbal immediacy behaviors 
and reflective teaching techniques. The component of CK was not addressed 
due to the focus of the study. When EFL teachers learn about useful technology 
tools and pedagogical strategies for effective teaching, they can teach any con-
tent. Likewise, they are already English teachers. Therefore, they possess the 
content knowledge. However, in order to develop their TPACK as a way to pro-
mote their PD, EFL teachers need to acquire the knowledge of technology in 
addition to some less attended strategies of pedagogical knowledge.  

Regarding the comparison of novice and experienced EFL teachers concern-
ing their TPACK, it was found that experienced EFL teachers had higher TPACK 
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scores and PCK subscale score means compared with the novice group. This 
result showed that experienced teachers could benefit more from the online 
course compared to novice teachers regarding TPACK and PCK. This finding 
concerning higher PCK is in agreement with those of Cheng (2017), Jang and 
Chang (2016), and Jang and Tsai (2012) in that experienced teachers had high-
er PCK. Similarly, it is in harmony with that of Nilsson (2008) in that it was 
stated an experienced teacher is different from a novice since the experienced 
one is more capable of implementing different teaching models and techniques 
and is more skilled in facilitating classroom interaction. However, in a recent 
study by Ozudogru and Ozudogru (2019), teaching experience was not found to 
have a crucial effect on the teachers’ TPACK.  

In view of comparison of TPACK subscales achievement scores across the 
experience level, it transpired that in the novice group, the subscales with the 
highest to the lowest achievements were as follows: TPACK (maximum 
achievement), TPK, TCK, TK, PK, PCK, CK (minimum achievement). In addition, 
in the experienced group, the subscales with the highest to the lowest achieve-
ments were as follows: TPACK (maximum achievement), TPK, TCK, TK, PCK, PK, 
CK (minimum achievement).  

With regard to the above findings, one explanation might be the purpose of 
the course which was focused on TPACK and technology integration in general 
and the pedagogical knowledge domain in terms of nonverbal immediacy and 
reflectivity in particular. In fact, a strong TPACK is fundamentally important in 
EFL teaching (Liu et al., 2014; Mishra & Koehler, 2006).  The aforementioned 
finding on the development of TPACK after an online course for teachers is in 
accordance with that of Doering  et al. (2009), in that the teachers gained meta-
cognitive awareness of TPACK for their PD.  

The second research question focused on exploring teachers’ views on the 
experience of participating in the online course which, in turn, promoted their 
PD. All the teachers who attended the course had positive attitudes toward the 
course. This is consistent with that of Le and Song (2018) in that teachers had 
positive ideas about TPACK in a CALL course. As technology has been incorpo-
rated in all aspects of their pedagogical practices, it is regarded as their imme-
diate and crucial need. It also resonates with the findings of Cahyono et al., 
(2016) in that the professional development of EFL instructors benefited from 
the TPACK-based course. Additionally, it is in line with that of Ansyari (2015) in 
that EFL teachers had positive experiences with the teacher PD program for 
technology integration.  

As the distinctive features of the course, multimedia integration, study any-
time anywhere, availability of course instructor, time flexibility of asynchro-
nous environment, and self-paced learning were among the most frequent ones. 
Additionally, the finding on community building and peer collaboration is part-
ly in agreement with that of Yang (2009) in that EFL teachers regarded tech-
nology a practical platform for reflective communication with each other. This 
finding and the findings on peer collaboration is also in line with those of Liu 
and Kleinsasser’ s study (2014) on fostering online PD for EFL pre-service and 
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result showed that experienced teachers could benefit more from the online 
course compared to novice teachers regarding TPACK and PCK. This finding 
concerning higher PCK is in agreement with those of Cheng (2017), Jang and 
Chang (2016), and Jang and Tsai (2012) in that experienced teachers had high-
er PCK. Similarly, it is in harmony with that of Nilsson (2008) in that it was 
stated an experienced teacher is different from a novice since the experienced 
one is more capable of implementing different teaching models and techniques 
and is more skilled in facilitating classroom interaction. However, in a recent 
study by Ozudogru and Ozudogru (2019), teaching experience was not found to 
have a crucial effect on the teachers’ TPACK.  

In view of comparison of TPACK subscales achievement scores across the 
experience level, it transpired that in the novice group, the subscales with the 
highest to the lowest achievements were as follows: TPACK (maximum 
achievement), TPK, TCK, TK, PK, PCK, CK (minimum achievement). In addition, 
in the experienced group, the subscales with the highest to the lowest achieve-
ments were as follows: TPACK (maximum achievement), TPK, TCK, TK, PCK, PK, 
CK (minimum achievement).  

With regard to the above findings, one explanation might be the purpose of 
the course which was focused on TPACK and technology integration in general 
and the pedagogical knowledge domain in terms of nonverbal immediacy and 
reflectivity in particular. In fact, a strong TPACK is fundamentally important in 
EFL teaching (Liu et al., 2014; Mishra & Koehler, 2006).  The aforementioned 
finding on the development of TPACK after an online course for teachers is in 
accordance with that of Doering  et al. (2009), in that the teachers gained meta-
cognitive awareness of TPACK for their PD.  

The second research question focused on exploring teachers’ views on the 
experience of participating in the online course which, in turn, promoted their 
PD. All the teachers who attended the course had positive attitudes toward the 
course. This is consistent with that of Le and Song (2018) in that teachers had 
positive ideas about TPACK in a CALL course. As technology has been incorpo-
rated in all aspects of their pedagogical practices, it is regarded as their imme-
diate and crucial need. It also resonates with the findings of Cahyono et al., 
(2016) in that the professional development of EFL instructors benefited from 
the TPACK-based course. Additionally, it is in line with that of Ansyari (2015) in 
that EFL teachers had positive experiences with the teacher PD program for 
technology integration.  

As the distinctive features of the course, multimedia integration, study any-
time anywhere, availability of course instructor, time flexibility of asynchro-
nous environment, and self-paced learning were among the most frequent ones. 
Additionally, the finding on community building and peer collaboration is part-
ly in agreement with that of Yang (2009) in that EFL teachers regarded tech-
nology a practical platform for reflective communication with each other. This 
finding and the findings on peer collaboration is also in line with those of Liu 
and Kleinsasser’ s study (2014) on fostering online PD for EFL pre-service and 

in-service teachers in that the course afforded reflective practice and collabora-
tive interaction. Moreover, teacher empowerment through developing TPACK 
is in compliance with that of Doering et al. (2009). The finding on technical is-
sues as one of the challenges is in harmony with that of Song et al. (2004). Re-
garding the challenges, the finding on technical issues is commensurate with 
that of Valtonen et al. (2020) in that technical problems and the ability to solve 
them was discovered among the challenges concerning TK in teachers’ views.  

Concerning the improved TPACK aspects, given that not all aspects were 
addressed equally in the class, the teachers had not improved in all aspects of 
TPACK equally. One explanation could be the function of context which is quite 
inevitable and the requirements of class level and lesson themes. This finding is 
commensurate with that of Doering et al. (2009) in that teachers did not apply 
all three knowledge domains equally depending on the context of a situation 
and the different levels of knowledge a teacher possesses. All things considered, 
it appears that the goals of this study were achieved. It intended to make con-
tributions to the current literature by investigating the effect of an online PD 
course on novice and experienced EFL teachers’ perceived TPACK. Further-
more, it was successful in exploring EFL teachers’ views on the online course 
experience.  
 

Conclusion and Implications 
With respect to  EFL teachers’ views on the experience of attending the TPACK-
focused online PD course, it was observed that they had very positive views 
towards the course. In addition, multimedia integration studying anytime any-
where, availability of course instructor, time flexibility of asynchronous envi-
ronment, learning technology skills, self-paced learning, community building 
and peer collaboration, teacher empowerment, sustained technology support, 
asking for and receiving peer feedback in Edmodo were mentioned as the dis-
tinctive features of the course.  

Concerning the challenges they encountered, technical problems, lack of ac-
cess to You-Tube without VPNs, and delayed feedback to questions were men-
tioned by the interviewees. In addition, novice and experienced EFL teachers 
improved in different aspects of TPACK, i.e. novice teachers generally devel-
oped more in TPACK (maximum achievement), TPK, TCK, TK, PK, and PCK 
(minimum achievement). Moreover, experienced teachers, by and large, devel-
oped more in TPACK (maximum achievement), TK, TPK, and TCK in their views. 
In view of the fact that novice and experienced EFL teachers had different levels 
of TPACK prior to attending the course and through intervention, they devel-
oped in the required aspects of TPACK for their PD, it could be concluded that 
TPACK is both a function of context as well as teaching experience and its levels 
vary across teaching experiences and contexts. 

This research will serve as a base for future studies providing precious ped-
agogical implications for Teacher Training Course (TTC) trainers, education 
course developers, supervisors, EFL teachers, administrators and supervisors, 
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policy makers and stakeholders. Firstly, the findings could help TTC educators 
to recognize the significance of technology-embedded instruction in foreign 
language classes, teach teachers many instructional technological capabilities, 
and inform them about the substantial role of possessing a strong TPACK and 
its significance in teaching with technology creatively contributing to their PD. 
Equally important, it is recommended that TTC trainers create tailor-made 
online PD communities of practice for both groups of teachers and facilitate 
peer collaboration taking the variable of experience into account to gain the 
professional knowledge of pedagogy and content in combination with other 
bodies of core knowledge in TPACK.  

Secondly, it is crucial that teacher education course developers to integrate 
technology into the syllabus for promoting teaching and learning and to design 
different bottom-up, needs-based TTC courses considering the needs of both 
groups of EFL teachers to support their PD.  Next, there appears to be a need for 
supervisors to feed back EFL teachers of varying teaching experience on their 
TPACK levels. Additionally, the results of this study would assist interested EFL 
teachers to create lesson plans incorporating all TPACK levels for successful 
teaching. Moreover, administrators and supervisors ought to provide EFL 
teachers (novice and experienced) with tailor-made PD courses on TPACK to 
incorporate the three TPACK knowledge domains in the appropriate context 
contributing to their PD. Finally, the findings could inform policy makers and 
stakeholders as to the importance of teacher TPACK and how this concept can 
be included in evaluative measures for EFL teachers’ PD. 

The results of this research must be interpreted with caution and a number 
of limitations should be borne in mind. One of the limitations of this study lies 
in the generalizability scope of the study due to its small scope and volunteer 
sampling. The researchers also could not control the age, gender, and educa-
tional background of the participants. Additionally, since self-report data assess 
perception, some instructors might have made socially acceptable responses. 
Likewise, the lack of a control group is considered another limitation which 
might weaken the findings. 

This research has brought forth many questions requiring further investiga-
tion. Further research will have to address the impact of contextual knowledge 
as the most important element of TPACK in an oTPD course. Likewise, qualita-
tive studies could be conducted through having observation techniques and 
stimulated recall protocols, and focused group interviews for the analysis of 
TPACK application by EFL teachers. Furthermore, a qualitative study could be 
conducted through creating communities of practice for novice and experi-
enced EFL teachers aimed at designing lesson plans for different contexts of 
teaching and allowing them to share their lesson plans to add to their levels of 
TPACK. Likewise, a further study applying criterion sampling and selecting an 
equal number of female and male teachers with specific years of teaching expe-
rience for attending an online PD course on TPACK would contribute to a clear-
er picture of EFL teachers’ levels of TPACK development. 
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as the most important element of TPACK in an oTPD course. Likewise, qualita-
tive studies could be conducted through having observation techniques and 
stimulated recall protocols, and focused group interviews for the analysis of 
TPACK application by EFL teachers. Furthermore, a qualitative study could be 
conducted through creating communities of practice for novice and experi-
enced EFL teachers aimed at designing lesson plans for different contexts of 
teaching and allowing them to share their lesson plans to add to their levels of 
TPACK. Likewise, a further study applying criterion sampling and selecting an 
equal number of female and male teachers with specific years of teaching expe-
rience for attending an online PD course on TPACK would contribute to a clear-
er picture of EFL teachers’ levels of TPACK development. 

Further research is suggested to advance investigating various manifesta-
tions of the elements  of EFL teachers’ TPACK by means of collecting data from 
teachers’ lesson plans, observational methods, stimulated verbal/written re-
ports, reflective journals, and focus group discussions. It would also be worth-
while to evaluate university lecturers’ or school teachers’ responses to instru-
ments as well. Although this study employed a sequential explanatory mixed 
methods design, other forms of mixed methods or triangulation such as using 
observations, field notes, and focus group interviews could be applied to gain 
better results as to EFL teachers’ levels of TPACK leading to their PD. 
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Appendix 
List of Tables  
 

Table 1. 
Pairwise Comparisons   
Measure: MEASURE_1 

Ex-
pe-
rien
ce 

(I) 
Scale 

(J) 
Scale 

Mean Differ-
ence (I-J) 

Std. 
Error Sig.b 

95% Confidence In-
terval for Differ-
enceb 
Lower 
Bound 

Upper 
Bound 

No
vic

e 

1 

2 1.067* .118 .000 .813 1.320 

3 .311 .162 .075 -.036 .659 

4 1.027* .137 .000 .733 1.320 
5 -3.356* .247 .000 -3.886 -2.825 
6 -4.086* .153 .000 -4.414 -3.757 
7 -5.450* .170 .000 -5.815 -5.085 

2 

1 -1.067* .118 .000 -1.320 -.813 
3 -.756* .163 .000 -1.104 -.407 
4 -.040 .074 .595 -.198 .118 
5 -4.422* .182 .000 -4.814 -4.031 
6 -5.152* .115 .000 -5.400 -4.905 
7 -6.517* .155 .000 -6.850 -6.184 

3 

1 -.311 .162 .075 -.659 .036 
2 .756* .163 .000 .407 1.104 
4 .716* .169 .001 .353 1.078 
5 -3.667* .290 .000 -4.289 -3.045 
6 -4.397* .219 .000 -4.866 -3.928 
7 -5.761* .217 .000 -6.227 -5.295 

4 

1 -1.027* .137 .000 -1.320 -.733 
2 .040 .074 .595 -.118 .198 
3 -.716* .169 .001 -1.078 -.353 
5 -4.382* .209 .000 -4.830 -3.934 
6 -5.112* .145 .000 -5.423 -4.802 
7 -6.477* .183 .000 -6.869 -6.085 

5 

1 3.356* .247 .000 2.825 3.886 
2 4.422* .182 .000 4.031 4.814 
3 3.667* .290 .000 3.045 4.289 
4 4.382* .209 .000 3.934 4.830 
6 -.730* .242 .009 -1.249 -.211 
7 -2.094* .251 .000 -2.633 -1.555 

6 

1 4.086* .153 .000 3.757 4.414 
2 5.152* .115 .000 4.905 5.400 
3 4.397* .219 .000 3.928 4.866 
4 5.112* .145 .000 4.802 5.423 
5 .730* .242 .009 .211 1.249 
7 -1.364* .142 .000 -1.668 -1.060 

7 

1 5.450* .170 .000 5.085 5.815 
2 6.517* .155 .000 6.184 6.850 
3 5.761* .217 .000 5.295 6.227 
4 6.477* .183 .000 6.085 6.869 
5 2.094* .251 .000 1.555 2.633 
6 1.364* .142 .000 1.060 1.668 
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Ex
pe

rie
nc

ed
 

1 

2 2.546* .170 .000 2.182 2.910 

3 2.348* .144 .000 2.038 2.658 

4 2.279* .187 .000 1.879 2.680 
5 -2.374* .208 .000 -2.819 -1.929 
6 -3.012* .292 .000 -3.638 -2.386 
7 -4.307* .228 .000 -4.796 -3.819 

2 

1 -2.546* .170 .000 -2.910 -2.182 
3 -.198* .064 .008 -.336 -.060 
4 -.267* .075 .003 -.427 -.106 
5 -4.920* .149 .000 -5.239 -4.601 
6 -5.558* .143 .000 -5.865 -5.251 
7 -6.853* .132 .000 -7.137 -6.570 

3 

1 -2.348* .144 .000 -2.658 -2.038 
2 .198* .064 .008 .060 .336 
4 -.069 .086 .437 -.254 .116 
5 -4.722* .142 .000 -5.028 -4.417 
6 -5.360* .176 .000 -5.738 -4.983 
7 -6.656* .140 .000 -6.957 -6.355 

4 

1 -2.279* .187 .000 -2.680 -1.879 
2 .267* .075 .003 .106 .427 
3 .069 .086 .437 -.116 .254 
5 -4.653* .135 .000 -4.943 -4.364 
6 -5.291* .138 .000 -5.588 -4.995 
7 -6.587* .132 .000 -6.870 -6.303 

5 

1 2.374* .208 .000 1.929 2.819 
2 4.920* .149 .000 4.601 5.239 
3 4.722* .142 .000 4.417 5.028 
4 4.653* .135 .000 4.364 4.943 
6 -.638* .210 .009 -1.089 -.187 
7 -1.933* .184 .000 -2.327 -1.540 

6 

1 3.012* .292 .000 2.386 3.638 
2 5.558* .143 .000 5.251 5.865 
3 5.360* .176 .000 4.983 5.738 
4 5.291* .138 .000 4.995 5.588 
5 .638* .210 .009 .187 1.089 
7 -1.295* .156 .000 -1.629 -.961 

7 

1 4.307* .228 .000 3.819 4.796 
2 6.853* .132 .000 6.570 7.137 
3 6.656* .140 .000 6.355 6.957 
4 6.587* .132 .000 6.303 6.870 
5 1.933* .184 .000 1.540 2.327 
6 1.295* .156 .000 .961 1.629 

Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 
b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjust-
ments). 
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Abstract 
Although all human beings share the same bio-psychological features in 
the learning process, their preferences concerning the ways of giving 
meaning and acquiring information may vary considerably. In fact, these 
are the individual-specific differences which play key roles in learning 
process. The more we know about these differences, the better we can 
analyze the learning process. To determine whether those who are aca-
demically more successful, favor a particular learning style and/or have 
necessarily high degree of self-efficacy, among the various individual-
specific differences, the learning styles and self-efficacy have been ad-
dressed in this study. A number of 110 advanced Iranian EFL learners 
studying English at a Language Institute in Tehran took part in this study. 
The homogenized sample of the study was selected with respect to their 
scores on the Oxford placement test (OPT). Then, the Kolb’s (1984) learn-
ing styles inventory, the general self-efficacy scale designed by Schwarzer 
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and Jerusalem (1995), and the achievement test were administered to the 
participants. The results of the study showed that there was a significant 
relationship between learners' self-efficacy and their achievement test 
scores. There was not a significant relationship between learners’ vo-
cabulary scores and their self-efficacy though. The results of the regres-
sion analyses showed that 15% of variability in reading comprehension 
score and 27% of variability in grammar score were predicted by Iranian 
EFL learners' self-efficacy. The results of ANOVA omnibus test of different 
groups of learning style revealed that there was no statistically significant 
correlation between Iranian EFL learners' learning styles and their 
achievement test scores. In the end, implications and suggestions for fur-
ther research were proposed. 

Keywords: Learning styles, Self-efficacy, Learners' achievement, EFL 
Learners, Individual differences. 

 

Introduction 
Knowing the way learners think and learn is quite critical while designing and 
managing any educational system, as it may lead to desired outcomes in most of 
cases. Individual differences and their different ways of learning have been long 
debated by cognitive psychologists according to Liu and Reed (1994). To clarify 
the point, Chevrier et al. (2000) presented three classifications considering 
predispositions or priorities concerning teaching/learning settings; infor-
mation processing; and personality aspects. As Kraus et al. (2001) state, learn-
ing style is a way any individual adopts to acquire information. It seems there is 
no determined way to learn in a particular context. Learners have their own 
learning styles that may change from context to context. Due to the variation of 
learning theories and styles, one can select flexibly different styles in various 
situations so as to use the most influential one.      Another key personal feature 
playing a significant role in learning is self-efficacy. Self-efficacy refers to indi-
viduals’ confidence about their abilities/skills adopted to control motivation, 
stress, etc. which are essential for a successful performance under particular 
circumstances (Bandura, 1997). It is a motivational part of instruction that has 
been presented to stimulate students' choice of tasks, goal levels, durability, 
and performance in different contexts (Zhao et al., 2005). Accordingly, the theo-
ry of self-efficacy is a vital component of Bandura's (1986) Social Cognitive 
Theory, which recommends high interrelatedness between learners' behaviors, 
environment and cognitive elements. To Bandura (1986), self- regulation ex-
tremely relies on self-efficacy beliefs. Perceived self-efficacy affects the level of 
goal challenge that learners set for themselves, the degree of endeavor they 
deploy and their durability in the face of problematic areas. Recognized self-
efficacy is assumed to affect learners' performance both directly and indirectly 
via its impacts on self-set goals (Zimmerman et al., 1992). Different sources of 
variations have been already elaborated in the ways learners acquire infor-
mation, yet the most contributing factor might be the inappropriate educational 
system which puts emphasis on what rather than how in dealing with different 
learning matters. A great amount of literature has addressed the issue of learn-
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and Jerusalem (1995), and the achievement test were administered to the 
participants. The results of the study showed that there was a significant 
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ing a language and interaction of individual differences so far (Alptekin & At-
kan, 1990; Dörnyei, 2005; Jamieson, 1992). Keefe and Ferrell (1990) believe 
that difficulties learners experience are related to both the subject matters they 
study and types/levels of cognitive process they adopt in most of cases. Poor 
instructional methods, for example, have been blamed for such low academic 
achievements. Furthermore, although all human beings share the same bio-
psychological features, their priorities in learning and making sense of objects, 
knowledge, and surrounding environment might change considerably. In fact, 
these are the individual-specific differences which play key roles in learning 
process. The more we know about these differences, the better we can analyze 
the learning process. Meanwhile to overcome the existing gap whether those 
who are academically more successful favoring a particular learning style 
and/or having necessarily high degree of self-efficacy, among the various indi-
vidual-specific differences, the learning styles and self-efficacy have been ad-
dressed in this study. It has been done especially due to the fact that few -if 
none- studies have been done in this area to the researchers’ knowledge in an 
Iranian context. This study thus sought to explore the effect of learning 
styles/self-efficacy on achievement test scores of learners in an Iranian context.  

 

Literature Review 
Learning Styles 

Individual differences may present themselves in life styles and even in per-
sonality types (Zhang & Sternberg, 2005). Learning styles are the constant 
methods learners adopt in comprehending and transferring knowledge accord-
ing to Kolb (1984). Keefe (1987) considers learning styles as cogni-
tive/affective and psychological features that work constantly all through the 
learning process. Students would rather instinctively particular forms of da-
ta/procedures while learning (Vainionpää, 2006). Knowledge about learning 
styles might be utilized to enhance learners’ awareness about their 
strong/weak points (Coffield et al., 2004). Many learners are unaware of their 
own learning styles and if they are exposed to such tests, they would probably 
begin learning in new ways (Merrill, 2000). Coffield (2004) noticed that for 
those who are uncertain about their learning styles, it might be encouraging to 
explore novel methods to explain and discover their ways.  
 
Learning Style Theories and Models  

In the field of learning styles, many theories and models have been developed 
over time by different scholars. Various learning style theories have been used 
in studies and their inventories have been tested for the internal consistency 
and reliability by Coffield et al. (2004). The most well-known researchers cov-
ered different issues such as learning styles’ tools of measurement (Dunn & 
Griggs, 2003), tests (Honey & Mumfords, 2000), and inventories (Kolb, 1984). 
Thus, Fleming’s (2001) Visual/ Auditory/ Kinesthetic (VAK) Theory could not 
sufficiently depict the whole issue. Among these, several models can be extract-
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ed from the same origin and are thus able to evaluate the same aspects (Felder 
& Soloman, 2004; Pask, 1972). Capretz (2006) believes each learning style has 
its own advantages/disadvantages. Most of the written studies dealing with 
learning styles are allocated to define learning styles (Lovelace, 2005; Pashler 
et al., 2009). Some sources consider particular approaches through recognizing 
classification schemes and stating the connection of such for education (Collin-
son, 2000; Denig, 2004; Young, 2002). Other sources provide an overview of 
different models, trying to provide a combined view of different approaches 
(Felder, 1996; Felder & Brent, 2005; Hall & Moseley, 2005). Not surprisingly, 
the plurality of learning style models is paralleled by wealth of assessment 
tools by which they may be recognized (Dunn et al., 1981; Kolb, 1976). Howev-
er, a review of the important models must include learning modalities, multiple 
intelligences, and Dunn and Dunn learning styles model.  
 
Learning Style Types 

Fleming (2008) VARK learning style model deals with the way learners receive, 
interpret and transfer information. It addresses four modes of learning includ-
ing visual, aural/auditory, reading/writing, and kinesthetic. Visual learners 
would rather collaborative learning settings, auditory learners feel at ease to 
work with audio/video materials (Pamela, 2011). Kinesthetic learners prefer to 
learn by doing/experiencing. Reading/writing learners would rather writ-
ten/spoken materials and prefer printed texts.  
 
Learning Styles and Academic Achievements 

Many studies have been done, mainly in Western and Asian countries, to find 
out the correlation between individuals’ learning styles and their academic 
achievements. Kopsovich (2001) investigated the correlation between learners' 
learning styles and their math results. The analyses revealed that students’ 
learning styles affected their math scores significantly. Gender and ethnicity 
were contributing factors as well. The study showed that there was a significant 
correlation between the research variables.  

Rezaeinejada et al. (2015) made an attempt to investigate the correlation 
between high school students’ learning styles and their achievement scores. To 
that end, 3958 students were chosen. The results displayed a meaningful corre-
lation between students’ learning styles and their mean scores. In humanities 
subject field, there was no correlation between students’ learning styles and 
their mean scores though. The analysis of the data showed a substantial differ-
ence between mean scores of humanities and mathematics students.  

 

Self-efficacy  
Self-efficacy as a trait-like component is manifested in three recognizable ways 
in relation to learners, instructors, and institutions. The perception of self-
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efficacy has a main part in the improvement of learners' self-regulatory skills. 
In essence, self-efficacy deals with the individuals' views about their own abili-
ties to do an activity successfully (Pajares, 2002). Self-efficacy identifies the 
way people think, perceive, and finally behave. Self-efficacy deals primarily 
with cognitive judgments of individuals' own capabilities considering mastery 
criteria (Bang & Clark as cited in Çubukçu, 2008). Bandura's (1996) main prin-
ciple considering self-efficacy is that it refers to individuals’ affective states. 
None of these systems are more influential than personal efficacy views 
(Rahimpour & Nariman-Jahan, 2010). Niemivirta and Tapola (2007) asserted 
that self-efficacy influences types/levels of learners’ objectives to some degree. 
Therefore, as Schunk (1991) showed, learners’ self-efficacy was extracted from 
their beliefs and ideas under particular settings.  
 
Types and Sources of Self-efficacy    

After the emergence of self-efficacy, great number of categories came into ex-
istence. In one of these categories, Barone (2004) presented three kinds of self-
efficacy including self-regulatory self-efficacy that is the ability to resist pair 
stress and keep away from demanding tasks, social self-efficacy which is the 
ability to create and keep relationships and be assertive involved in leisure 
time tasks, and academic self-efficacy that is the ability to do course work, or-
ganize learning tasks and meet expectations. In another categorization, Ban-
dura (1994) presented four sources of efficacy on which efficacy beliefs are 
based: mastery experience that is past performance of learners and deals with 
the most influential method for creating a powerful sense of efficacy. The vital 
and necessary premise in mastery experience is the role of success in building a 
view in learners' personal efficacy and failures in weakening it. Indeed, learn-
ers' successful performance enhance their self-efficacy beliefs and their unsuc-
cessful performance reduce their self-efficacy beliefs. The second way of gener-
ating and strengthening self-beliefs of efficacy that is vicarious experience.  It 
deals with individuals’ desire to pursue some attitudes, ideas, or terms of ac-
tions by verbal and/or symbolic means. Self-efficacy leads individuals to at-
tempt strongly to succeed. As a result, they increase individuals’ skills and 
physiological states in a sense the individuals depend on their emotions to 
some degree.  
 
Self-efficacy and Academic Achievements 

The concept is connected to the beliefs that learners are interested to use their 
capabilities to do different activities. Thus, decisions about self-efficacy resulted 
from different experience modeled by others, from past experienc-
es/accomplishments, encouragements, etc. In a study carried out by Bates and 
Khasawneh (2007), they made attempts to explore the effect of self-efficacy 
perception on online learning. They found self-efficacy is affected by four ele-
ments under such circumstances.  
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In academic settings, self-efficacy revolves around two major areas (Pajares, 
1996). The first area is the connection between efficacy beliefs and college ma-
jor and career selections, specifically in the areas of mathematics and sciences 
(Farmer et al., 1995; Lent et al., 1984; Lent & Hackett, 1987). The second area 
examined the relationship between students’ self-efficacy, motivation, and their 
achievement scores.  

It should be mentioned that Pajares (1997) distinguished the self-efficacy 
for achievement purposes from that for the learning purposes. The study car-
ried out by Rogers (1985) indicated the advantages that adult learners can im-
prove when they find themselves accountable for it. In a study, Goulão (2014) 
aimed at evaluating the correlation between students’ self-efficacy and their 
achievements. The analysis of the collected data from 63 learners both 
males/females with the age range of 42 revealed that the participants' levels of 
self-efficacy were high and there was a meaningful correlation between learn-
ers’ self-efficacy and their academic achievements. Solheim (2011) examined 
the effect of self-efficacy on reading comprehension scores of the students. He 
studied fifth grade students to realize if the students’ self-efficacy can predict 
their reading comprehension scores. He found self-efficacy was a strong predic-
tor of students’ reading comprehension scores.  

The main purpose of the current research was exploring the effect of learn-
ing styles and self- efficacy on Iranian EFL learners' achievement test scores 
through answering the following research questions: 

RQ1: Does students’ self-efficacy predict their achievement test scores? 
Sub.RQ1. Does students’ self-efficacy predict their vocabulary scores? 
Sub.RQ2. Does students’ self-efficacy predict their reading comprehen-
sion scores? 
Sub.RQ3. Does students’ self-efficacy predict their grammar scores? 
RQ2: Does students’ learning style predict their achievement test scores? 
Sub.RQ1. Does students’ learning style predict their vocabulary scores? 
Sub.RQ2. Does students’ learning style predict their reading comprehen-
sion scores? 
Sub.RQ3. Does students’ learning style predict their grammar scores? 

 

Methodology 
Participants 

This study included 110 male and female advanced EFL learners. The age range 
of these students was between 16 ~ 22. They were studying English as a for-
eign language in an institute in Tehran. They were selected based on their re-
sults on the Oxford Placement Test (OPT).  All the participants spoke Persian as 
their L1 and none of them had been in English spoken countries before. 
 

Instruments 
To meet the objectives of the research, the researchers used some instruments 
as follows:  
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Oxford Placement Test (OPT) 

In order to form a homogenized sample, a number of 110 advance EFL learners 
completed an OPT (version 1). This test is often used by researchers as the lan-
guage proficiency test in which participants' scores according to the test norms 
are ranked in 6 levels from beginners to advanced levels. The OPT consists of 
two parts with 60 multiple-choice/cloze test items. The first part consists of 40 
questions measuring learners' grammar knowledge and the second part con-
sists of 20 questions assessing learners' vocabulary knowledge. Participants 
had 60 minutes to complete this part.  
 

General Self-efficacy Scale (GSE)  

Schwarzer and Jerusalem’s (1995) self-efficacy inventory was utilized in the 
study. Internal reliability and validity for GSE have been already confirmed in 
various studies to-date. Responses were made based upon a four-point Likert 
scale and the total score was between 10 and 40.Those who obtained higher 
scores were assumed to have more self- efficacy.  

 
Kolb’s Learning Styles Inventory   

Kolb’s learning styles inventory (1984) indicates the participants’ preference 
for a learning style. This inventory shows the mode in which learners learn 
best. These modes include visual, auditory, and kinesthetic. For example, while 
a learner may prefer an ‘active’ learning style, s/he may use that style best in 
the form of a kinesthetic mode, i.e., learning through doing. This scale consists 
of 36 statements in three sections, visual, auditory, and kinesthetic, 12 state-
ments in each section. Responses were made based upon a five-point Likert 
scale and the total score was between 36 and 180. Any part the participants get 
the highest mark represents their favorite learning style.  
 
Achievement Test 

This test was designed to assess the approximate levels of students' attain-
ments at the end of their terms. It consisted of structure, word expression, and 
comprehension check items. The grammar part included 30 multiple-choice 
items; the vocabulary part consisted of 10 multiple-choice items and the read-
ing part consisted of 4 different passages along with 10 multiple-choice items. 
The total number was 40.   
 

Design of the Study, Data Collection,  
and Data Analysis Procedures  
The design of the study was the descriptive correlational design. The research-
ers of this study applied this method to explore the relationships between three 
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research variables; learners' self- efficacy and learning styles as independent 
variables and their achievement test scores as dependent variables. Before 
starting the experiment, the OPT was administered to all participants to ensure 
their homogeneity. In the beginning of the term, the Kolb’s (1984) learning 
styles inventory was administered to the sample of the study. The participants 
were asked to read each statement carefully. To the left of each statement, they 
had to write the number that best described how each statement applied to 
them. They were asked to answer honestly as there were no correct or incor-
rect answers. It was best if they did not think about each question too long, as 
this could lead them to the wrong conclusions. When the participants complet-
ed all 36 statements, 12 statements in each section of visual, auditory, and kin-
esthetic, the researchers put their scores in the spaces provided. It should be 
mentioned that the scores of the participants in each section and all three parts 
were calculated separately. Afterwards, Schwarzer and Jerusalem’s (1995) self-
efficacy scale was administered to the participants. The respondents were 
asked to read 10 items and choose one item of the 4- point Likert scale. At the 
end of the semester, the achievement test was administered to the participants. 
They were asked to choose the correct answers among alternatives. The scores 
obtained from this test were used as learners' achievement scores. The re-
searchers put the data in Statistical Package for the Social Sciences (SPSS) pro-
gram. Then various regression analyses were carried out to analyze, interpret, 
and report the findings. These analyses were performed between achievement 
scores as the criterion variables (Plonsky & Ghanbar, 2018) and self-efficacy 
and learning styles as the predictor ones. 
 

Results 
First Research Question Analysis Report 

Before conducting the regression all its statistical assumptions were checked. 
First, the assumptions of normality were examined. As can be seen in Table 1, 
skewness and kurtosis measures were between -2 and +2, so according to 
Tabachnick and Fidell (2013), the data met the assumption of normality. Sec-
ond, as it was also displayed in Table 1, the Durbin-Watson test of autocorrela-
tion of residuals showed their independence (Plonsky & Ghanbar, 2018). 
 
Table 1. 
The Descriptive Statistics of Predictor and Criterion Variables in Regression Equation (N = 110) 

  
N Mean Std.  

Deviation Skewness Kurtosis 

Statistic Statistic Statistic Statistic Std. 
Error Statistic Std. Error 

GSE 110 31.35 5.94 -0.38 0.23 -0.78 0.46 
Total 110 73.94 12.88 0.08 0.23 0.34 0.46 
                

Note : GSE = General Self-Efficacy  
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The unstandardized regression coefficients (B), standardized regression co-
efficients (β), R, R2, and adjusted R2 were shown in Table 2. According to Table 
2, Iranian EFL learners ' self-efficacy (B = 1.91, S.E = .10, β = .88, t = 19.31, p 
= .00) did significantly predict their achievement scores.  

 
Table 2. 
Regression Coefficients of Regression Analysis  

Model 
Unstandardized Coefficients Standardized 

Coefficients 
t Sig. 

B Std. Error Beta 

1 (Constant) 14.08 3.15   4.46 0.00 
GSE 1.91 0.10 0.88 19.31 0.00 

 
Test of Significance of Regression Equation  

Model Sum of Squares df Mean Square F Sig. 

  
Regression 14013.57 1.00 14013.57 373.05 ,00 
Residual 4056.98 108.00 37.56   Total 18070.55 109.00       

 
 R, R2, adjusted R2, and Test of Independence of Residuals of Simple Regression Analysis  

R R Square Adjusted R Square Std. Error of the 
Estimate Durbin-Watson 

0.88 0.78 0.77 6.13 1.54 
 

As it can be seen in Table 2, R for regression was meaningfully different 
form zero, F (1, 108) = 373.05, p = .00, with R2 at .78, suggesting the significance 
of this regression model. The adjusted R2 value of .77 indicated that 77% of var-
iability in total scores was predicted by participants’ self-efficacy. In conclusion, 
the answer to the first question was positive.  

 

First Sub-Research Question Analysis Report 

To answer the first sub-research question, another simple linear regression 
was carried out. It was implemented between vocabulary scores as the criteri-
on variables and self-efficacy as the predictor one. The unstandardized regres-
sion coefficients (B), standardized regression coefficients (β), R, R2, and adjust-
ed R2 were shown in Table 3. According to Table 3, participants’ self-efficacy (B 
= .25, S.E. = .12, β = .18, t = .18, p = .06) did not significantly predict their vocab-
ulary scores.  
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Table 3. 
Regression Coefficients of Regression Analysis with Vocabulary Scores as a Criterion Variables  

Model 

Unstandardized Coeffi-
cients 

Standardized 
Coefficients 

   t Sig. 
B Std. Error Beta 

 
(Constant) 14.08 3.15   4.46 0.00 
GSE 0.25 0.12 0.18 0.18 0.06 

 
Test of Significance of Regression Equation  

Model Sum of Squares df Mean 
Square F Sig. 

  
Regression 240.10 1.00 240.102 3.75 ,06 
Residual 6932.16 108.00 64.18   Total 7172.28 109.00       

 
R, R2, adjusted R2, and Test of Independence of Residuals of Simple Regression Analysis  

R R Square Adjusted R Square Std. Error of the Estimate Durbin-Watson 

0.18 0.03 0.02 8.01 1.32 
 

As can be seen in Table 3, R for regression was not meaningfully different 
form zero, F (1, 108) = 3.75, p = .06, with R2 at .03, signifying the non-
significance of this regression model. The adjusted R2 value of .02 indicated that 
only 2% of variability in vocabulary scores was predicted by participants’ self-
efficacy. In sum, the answer to the first sub-research question was negative. 
 

Second Sub-Research Question Analysis Report 

To answer the second sub-research question, another simple linear regression 
was conducted. It was run between reading comprehension scores as the crite-
rion variables (Plonsky & Ghanbar, 2018) and self-efficacy as the predictor one. 
The unstandardized regression coefficients (B), standardized regression coeffi-
cients (β), R, R2, and adjusted R2 were shown in Table 4. According to Table 4, 
Iranian EFL learners' self-efficacy (B = .72, S.E. = .15, β = .40, t = 4.60, p = .00) 
did significantly predict their reading comprehension scores.  

 
Table 4. 
Regression Coefficients of Regression Analysis with Reading Comprehension Scores as the  
 

Criterion Variables  

Model Unstandardized Coefficients Standardized 
Coefficients t Sig. 

B Std. Error Beta 

 
(Constant) 4.75 5.04   0.08 0.00 
GSE 0.72 0.15 0.40     

4.60 0.00 
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 Test of Significance of Regression Equation  

Model Sum of Squares df Mean Square F Sig. 

  
Regression 2034.62 1.00 2034.92 21.20 ,00 
Residual 10361.63 108.00 95.94   Total 12396.55 109.00       

 
R, R2, adjusted R2, and Test of Independence of Residuals of Simple Regression Analysis  

R R Square Adjusted R 
Square 

Std. Error of the 
Estimate Durbin-Watson 

0.40 0.16 0.15 9.13 1.25 
 

As can be seen in Table 4, R for regression was meaningfully different form 
zero, F (1, 108) = 21.20, p = .00, with R2 at .16, representing the significance of 
this regression model. The adjusted R2 value of .15 indicated that 15% of varia-
bility in reading comprehension scores was predicted by participants’ self-
efficacy. Consequently, the answer to the second sub-research question was 
positive. 

 

Third Sub-Research Question Analysis Report 

To answer the third sub-research question, the last single linear regression was 
utilized. It was conducted between grammar scores as the criterion variables 
(Plonsky & Ghanbar, 2018) and self-efficacy as the predictor one. The unstand-
ardized regression coefficients (B), standardized regression coefficients (β), R, 
R2, and adjusted R2 were shown in Table 5. According to Table 5, Iranian EFL 
learners' self-efficacy (B = .69, S.E. = .10, β = .53, t = 6.51, p = .00) did significant-
ly predict their grammar scores.  

 

Table 5. 
Regression Coefficients of Regression Analysis with Grammar Scores as the Criterion Variables  

Model 
Unstandardized Coeffi-
cients 

Standardized 
Coefficients t Sig. 

B Std. Error Beta 

1 (Constant) 1.29 3.39       0.38 0.00 
GSE 0.69 0.10 0.53     6.51 0.00 

  
Test of Significance of Regression Equation  

Model Sum of Squares df Mean Square F Sig. 

  
Regression 1842.61 1.00 1842.61 42.45 ,00 
Residual 4687.38 108.00 43.40   Total 6530.00 109.00       

 
R, R2, adjusted R2, and Test of Independence of Residuals of Simple Regression Analysis  

R R Square Adjusted R Square Std. Error of the Estimate Durbin-Watson 
0.53 0.28 0.27 6.58 1.31 

 



98  —  Exploring the impact of Self-efficacy and Learning Styles on Iranian EFL Learners’ Achievement Scores

 
 

As can be seen in Table 5, R for regression was meaningfully different form 
zero, F (1, 108) = 42.45, p = .00, with R2 at .28, demonstrating the significance of 
this regression model. The adjusted R2 value of .27 indicated that 27% of varia-
bility in grammar scores was predicted by participants’ self-efficacy. As a result, 
the answer to the third sub-research question was positive. 

 
Second Research Question Analysis Report 

To answer the second research question, a one-way between-groups ANOVA 
was exploited to explore any significant differences among different learning 
style groups on their total achievement scores. Prior to its implementation, all 
the statistical requirements of ANOVA including skewness and kurtosis 
measures (that is, all the groups’ skewness and kurtosis measures were be-
tween -2 and +2) and homogeneity of variance (that is, the non-significance of 
Test of Homogeneity of Variances) were probed in Table 6. 
 
Table 6. 
The Descriptive Statistics of Different Groups of Learning Style (N = 110) 

Learning Strat-
egy 

N Mean Std. D Skewness Kurtosis 
      Statistic Std. Error Statistic Std. Error 

Visual  41 73.46 12.44 .03 .37 -.86 .72 
Auditory  41 75.54 13.02 -.05 .37 -1.59 .72 
Kinesthetic  28 72.29 13.48 .33 .44 -1.56 .86 

 

 
Table 7. 
Levene's Test of Homogeneity of Variance  

Levene Statistic df1 df2 Sig. 
.725 2 107 .487 

 
ANOVA omnibus test revealed that there was no statistically meaningful dif-

ference across different learning style groups on their total achievement scores, 
F (2, 107) = .57, p = .56 (see Table 8), signposting this fact that there was no 
statistically significant relationship between Iranian EFL learners' learning 
styles and their achievement scores, something which was lucid when looking 
at descriptive statistics results which was inferentially tested as well. To sum 
up, it can be said that there was no statistically significant association between 
participants’ learning styles and their achievement scores and the answer to 
the second research question was negative.  

 
Table 8. 
ANOVA of Different Groups of Learning Style (N = 110) 

  Sum of Squares df Mean Square F Sig. 
Between Groups 190.45 2.00 95.23 .570 .567 
Within Groups 17880.10 107.00 167.10   Total 18070.55 109.00       
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Discussion 
The outcomes of regression analysis concerning first research question and its 
sub- research questions showed there was a meaningful correlation between 
participants’ self-efficacy and their achievement test scores. Indeed, 77% of 
variability in achievement test total scores was predicted by learners' self-
efficacy. Such result was supported by the findings reported by Rogers (1985), 
Bates and Khasawneh (2007), Solheim (2011), and Goulão (2014). The results 
also showed that only 2% of variability in vocabulary scores was predicted by 
learners' self-efficacy. It means that there was not a significant relationship be-
tween learners’ vocabulary scores and their self-efficacy. These findings were 
in line with those reported by the research carried out by Magogwe and Oliver 
(2007). The results were not consistent with those reported by Zaki and Ellis 
(1999), Rasekh and Ranjbary (2003), Mizumoto and Takeuchi (2009), and Mi-
zumoto (2013) though. The statistical analyses also confirmed that 15% of var-
iability in reading comprehension scores was predicted by Iranian EFL learn-
ers' self-efficacy. These findings were in agreement with those reported by Sani 
and Zain (2001), Tercanlioglu (2003), Ghonsooly and Ellahi (2011), and 
Ghabdian and Ghafournia (2016). The analyses also displayed that 27% of vari-
ability in grammar scores was predicted by Iranian EFL learners' self-efficacy. It 
means that learners' self-efficacy significantly predicted their grammar scores. 
The outcomes of this research are in agreement with those found by Collins and 
Bissell (2004). They also found a poor correlation between students’ self-
efficacy and their grammar scores.   

To test the second research question, a one-way between-groups ANOVA 
was run. The results of ANOVA omnibus test of different groups of learning 
style showed that there was not any statistically meaningful difference across 
different learning style groups on their total achievement scores. It signposts 
that there was not any statistically meaningful correlation between partici-
pants’ learning styles and their achievement test scores, something which was 
lucid when looking at descriptive statistics results which was inferentially test-
ed as well. To summarize, there was no statistically significant correlation be-
tween Iranian EFL learners' learning styles and their achievement scores. The 
results of this study support those findings reported by Yilmaz-Soylu and Ak-
koyunlu (2002) and Daniel et al. (2002). They found that the type of the learn-
ing styles was not significantly influential in learners' achievements in different 
learning environments. The results are also similar to those results reported by 
Emamipour and Esfandabad (2007) which showed that there was not any cor-
relation between students’ learning styles and educational achievements. How-
ever, the findings contradict to those found/reported by Abidin et al. (2011). 
They found a positive correlation between students’ learning styles and their 
academic achievements. The results of this study were not in agreement with 
the results of the studies carried out by Izadi and Mohammadzadeh (2007), and 
Najafi et al., (2010) which indicated relationship between learning styles and 
learners' educational advancement. They revealed that in examining the rela-
tionship between learning styles by Meyers-Brigs and learners' educational 
advancement, there was relationship between sensational-intuitive dimension 
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and educational advancement. The results also were not in agreement with the 
findings of Dunn and Dunn (1986). Their results showed that multi-style stu-
dents mostly achieved more and scored better than students with one or two 
learning styles.  

The outcomes of this research revealed that the learning styles had no im-
pact on participants’ achievement scores. It is due to the fact that it is either 
impossible to consider all learning styles/priorities or implausible to demon-
strate how each student learns best in a stable way. The reason behind that is 
learning style is only one out of numerous features contributing to students’ 
learning in most of cases. The findings revealed that self-efficacy could predict 
the learners’ achievement scores to some degree. These findings prove that it is 
necessary for teachers to combine learning styles with other individual differ-
ences and bio-psychological features such as learners’ motivation, personality 
traits, language aptitude, etc.  

 

Conclusions 
In educational settings, in most cases, very successful students learn in variety 
of ways (Dunn & Dunn, 1986). It can be concluded that, when teachers deter-
mine using the appropriate way of teaching their learners, it would help them 
to choose the most suitable teaching strategies/styles. The current research 
results did not show statistically meaningful correlation between participants’ 
learning styles and their attainment test scores. Considering the self-efficacy 
dimension of the current study, the findings showed that participants’ self-
efficacy did well predict their achievement scores; it means that there was a 
strong correlation between learners' self-efficacy and their attainment scores. 
To achieve success in EFL setting, it is essential to pay attention to all features 
of the pedagogical process from learners’ self-efficacy to language skills and 
elements. The findings of this study implicitly indicated that learners' self-
efficacy had a contributing impact on participants’ attainment in an Iranian 
context.  

The outcomes of this research present pedagogical implications and rec-
ommendations for instructors to promote the qualities of materials, syllabi, etc. 
as these might enable students to achieve good commands of English in in-
structed settings.  Learners need to use their knowledge, different learning 
styles and self-efficacy to achieve good status in language skills. As for the limi-
tations of the study, it took a limited number of participants from one educa-
tional context into account. Further research is thus required to be carried out 
with a larger number of participants. The scope of the study was limited to the 
descriptive data obtained from the GSE (1995), Kolb’s LSI (1984) and learners’ 
achievement test scores. Further study is required to uncover the existence of 
various learning styles and a variety of major and minor learning styles among 
EFL students. Further research with more variables seems necessary in the 
context of Iran. Examining other variables such as motivation, socioeconomic 
status or students’ personality types would be also suggested for further stud-
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ies. Determining classroom interactions between teacher/learners and/or 
learners/peers is also recommended for future research as they might increase 
self-efficacy among learners. The effect of gender and cultural variables could 
be also taken into account in future. 
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Abstract 
Politeness plays an important role in initiated e-mail requests sent from 
students to faculty. One such feature of requests susceptible to politeness 
is the degree of imposition, which is one of the important variables in 
speech act production. Although the literature on requests is abundant, 
there are few studies on low- and high-imposition requests, in general, 
and on Iranian L2 learners’ low- and high-imposition requests, in particu-
lar. Through analyzing L2 learners’ requests, this study was an attempt to 
explore the distribution of pragmalinguistic means when writing English 
e-mail requests with low- and high degrees of imposition. For the pur-
pose of this study, a corpus of 208 e-mail requests was collected for a 
rigorous qualitative analysis. The e-requests were classified into 4 cate-
gories: information, validation, feedback, and action. They were, then, 
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coded and analyzed. It appeared that, though similar in many ways, the 
distribution of request type, openings, head act strategies, and internal 
and external modifiers were relatively conditioned by the degree of im-
position. The findings can have valuable resources for future studies of 
potential interlanguage pragmatics studies, which are concerned with L2 
learners’ performance and pragmatic competence in L2 learning. 

Keywords: Degree of Imposition, E-requests, Internal and External 
Modifiers, Pragmalinguistics, Speech Acts.  

 

Introduction 
Pragmatic competence refers to “the ability to communicate your intended 
message with all its nuances in any sociocultural context and to interpret the 
message of your interlocutor as it was intended” (Fraser, 2010, p. 16). Accord-
ing to Bachman (1990), pragmatic competence consists of two illocutionary and 
sociolinguistic competences. Bachman defines illocutionary competence as the 
knowledge of the pragmatic rules to carry out appropriate communicative func-
tions, and sociolinguistic competence as the knowledge of sociolinguistic rules 
of appropriateness in a given context. 

Traditional pragmatic theories (e.g., Lakoff, 1973; Leech, 1977) consider 
meaning as fixed linguistic forms (e.g., would you, I was wondering if), used to 
indicate politeness. In recent years, some second/foreign (L2) researchers’ per-
ceptions of pragmatic competence have changed (e.g., Economidou-Kogetsidis, 
2011; Locher & Watts, 2005). It is now believed that meaning is context-
dependent. According to this view, politeness is created by interlocutors, which 
is fundamentally different from traditional views (Locher & Watts, 2005). How-
ever, when communicating with others, pragmatic failure may occur if interloc-
utors are not able to use appropriate functions (Thomas, 1983). 

Speech acts, as the main parts of pragmatic competence, are widely used in 
daily communication. Among different types of speech acts, requests have been 
the focus of L2 pragmatics research (e.g., Biesenbach-Lucas, 2006, 2007; 
Chejnová, 2014; Hashemian & Farhang-Ju, 2017; Savic, 2018). Brown and Lev-
inson (1987) argue that three variables can influence the weight of the face-
threatening act of requests: power, social distance, and degree of imposition. 
The degree of imposition, as an important variable, has been overlooked. The 
degree of imposition, as defined by Brown and Levinson (1987), is the “degree 
to which they are considered to interfere with an agent’s wants of self-
determination or of approval (negative and positive face wants)” (p. 77). 

Félix-Brasdefer (2012) suggests that the degree of mitigation and politeness 
expressed in request e-mails is often determined by the type of request. Re-
quests for action, with the highest degree of imposition, are requests by which 
the interlocutors ask the address to perform an action for them (e.g., Will you 
please send me a sample of proposal?). The second highly imposed request type 
is the request for feedback (e.g., Can you please explain this section?). In this 
type of request, interlocutors “seek advice, ask general questions about home-
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Speech acts, as the main parts of pragmatic competence, are widely used in 
daily communication. Among different types of speech acts, requests have been 
the focus of L2 pragmatics research (e.g., Biesenbach-Lucas, 2006, 2007; 
Chejnová, 2014; Hashemian & Farhang-Ju, 2017; Savic, 2018). Brown and Lev-
inson (1987) argue that three variables can influence the weight of the face-
threatening act of requests: power, social distance, and degree of imposition. 
The degree of imposition, as an important variable, has been overlooked. The 
degree of imposition, as defined by Brown and Levinson (1987), is the “degree 
to which they are considered to interfere with an agent’s wants of self-
determination or of approval (negative and positive face wants)” (p. 77). 

Félix-Brasdefer (2012) suggests that the degree of mitigation and politeness 
expressed in request e-mails is often determined by the type of request. Re-
quests for action, with the highest degree of imposition, are requests by which 
the interlocutors ask the address to perform an action for them (e.g., Will you 
please send me a sample of proposal?). The second highly imposed request type 
is the request for feedback (e.g., Can you please explain this section?). In this 
type of request, interlocutors “seek advice, ask general questions about home-

work, and/or final papers” (Félix-Brasdefer, 2012, p. 97). Requests for valida-
tion are the third request type with a low degree of imposition. As for requests 
for validation, these requests seek confirmation or verification of information 
already provided in the discourse (e.g., We should give a presentation next week, 
right?). Finally, the requests with the lowest degree of imposition are requests 
for information (e.g., When can I meet you?), in which the speaker seeks infor-
mation that has not been already provided in the previous discourse (Félix-
Brasdefer, 2012). Félix-Brasdefer argues that requests for information and val-
idation are among requests with lower degrees of imposition because such re-
quest types are related to the faculty member’s duties. Consequently, they are 
less face-threatening than requests for feedback and action. 

As e-mail has become the most convenient way for communication among 
L2 learners and faculty members in academic contexts, it is important to see if 
L2 learners are able to mitigate their requests politely in e-requests with vary-
ing degrees of imposition. This is especially important because most L2 learn-
ers are not sufficiently aware of the sociolinguistic and sociopragmatic norms 
of e-mail writing (Najeeb et al., 2012). Therefore, the current study was con-
ducted to see if Iranian L2 learners are able to modify their low- and -high im-
position e-requests.  

The goal of the current study was to examine the different elements (i.e., 
opening, head act, and internal and external modification) of low- and high-
imposition e-requests (i.e., request for information, request for validation, re-
quest for feedback, and request for action) used by Iranian university-level stu-
dents when writing English e-mail requests to faculty.  

 

Literature Review 
Request Components 

Based on the cross-cultural study of speech act realization patterns (CCSARP), 
requests consist of alerters, head acts, and supportive moves. A head act is con-
sidered the core of the request. CCSARP classified nine substrategies or varia-
tions in the (in)directness levels of the head act: (1) mood derivable, (2) explicit 
performative, (3) hedged performative, (4) locution derivable, (5) want state-
ment, (6) suggestory formula, (7) query preparatory, (8) strong hint, and (9) 
mild hint. 

The opening elements preceding the actual requests include alerters (i.e., 
address terms, greetings, and phatic communication). The other elements of 
requests are internal and external modifiers. Internal modifiers act as down-
grades (i.e., syntactic and lexical downgraders) to make requests less forceful. 
The CCSARP coding manual identifies seven types of syntactic downgraders 
used to alleviate the illocutionary force of requests: (1) interrogative, (2) nega-
tion of a preparatory condition, (3) subjunctive, (4) conditional, (5) aspect, (6) 
past tense, and (7) conditional clause. Further, lexical downgraders are distin-
guished into the followings: (1) politeness markers, (2) consultative devices, 
(3) hedges, (4) understaters, (5) downtoners, (6) committers, (7) forewarning, 
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(8) hesitators, (9) scope-starters, and (10) agent avoiders. The supportive 
moves are another part of requests that modify the head act externally. The 
CCSARP coding manual identifies grounder, imposition, preparatory, promise, 
disarmer, and getting a precommitment as mitigating supportive moves (see 
Blum-Kulka et al., 1989). 

 

E-Mail Requests 
E-mail is one of the popular means by which university learners and faculty 
members communicate. High speed, availability, and low cost are among the 
merits of communication via e-mail. Furthermore, “e-mail constitutes a unique, 
hybrid type of text, and this hybridity also allows its users to display a wide 
range of discourse styles in e-mail when used in different contexts and for vari-
ous communicative purposes” (Chen, 2001, p. 1).  

However, misinterpretations may happen when communicating via e-mail 
among interlocutors. For example, the absence of face-to-face communication 
features (i.e., body language or nonverbal cues) may lead to misunderstanding 
or miscommunication (Chen, 2006). The lack of instruction for e-mail commu-
nication between L2 learners and faculty members could be another reason. 
Higher education does not provide sufficient guidelines regarding the form and 
style of e-mail (Biesenbach-Lucas, 2006). In fact, little explicit instruction is 
included in university syllabuses regarding e-mail writing in Iran. Hence, it may 
be difficult for L2 learners who use instant messaging applications to change 
the content of their messages while addressing faculty members. They are not 
aware that the format and content of e-mails can influence their academic 
achievements (Jessmer & Anderson, 2001).  

Another reason that could lead to misinterpretation is the asynchronous na-
ture of this medium that leads to delayed communication. This may result in 
further misconstruction of messages. Also, distance and lack of face-threatening 
context of direct communication may lead L2 learners to overcome inhibitions 
and ignore politeness conventions characteristic of face-to-face interaction 
(Lewandowski & Harrington, 2006).  

A number of pragmatic studies (e.g., Chang, 2006; Eslami & Mirzaei, 2014; 
Yuan, 2001) have focused on the differences between oral and written dis-
course in the L2, whereas the focus of other studies (Biesenbach-Lucas, 2006, 
2007; Chen, 2006; Eslami, 2013; Mohammadi, 2016) has been on how 
(non)native speakers mitigate their requests in L2 via e-mail. Chen (2001) ex-
amined Taiwanese and American students’ e-mails to faculty. The results indi-
cated that both the (non)native speakers used query preparatory strategies and 
want statements; however, they used lexical and syntactic modifications differ-
ently. In fact, the native-speaker participants used lexicosyntactic modification 
that resulted in their requests to become more indirect and polite. 

 In 2002, Bloch examined L2 students’ e-requests to faculty. He analyzed 
120 e-requests written by Chinese, Turkish, Korean, Indonesian, and Taiwanese 
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ture of this medium that leads to delayed communication. This may result in 
further misconstruction of messages. Also, distance and lack of face-threatening 
context of direct communication may lead L2 learners to overcome inhibitions 
and ignore politeness conventions characteristic of face-to-face interaction 
(Lewandowski & Harrington, 2006).  

A number of pragmatic studies (e.g., Chang, 2006; Eslami & Mirzaei, 2014; 
Yuan, 2001) have focused on the differences between oral and written dis-
course in the L2, whereas the focus of other studies (Biesenbach-Lucas, 2006, 
2007; Chen, 2006; Eslami, 2013; Mohammadi, 2016) has been on how 
(non)native speakers mitigate their requests in L2 via e-mail. Chen (2001) ex-
amined Taiwanese and American students’ e-mails to faculty. The results indi-
cated that both the (non)native speakers used query preparatory strategies and 
want statements; however, they used lexical and syntactic modifications differ-
ently. In fact, the native-speaker participants used lexicosyntactic modification 
that resulted in their requests to become more indirect and polite. 

 In 2002, Bloch examined L2 students’ e-requests to faculty. He analyzed 
120 e-requests written by Chinese, Turkish, Korean, Indonesian, and Taiwanese 

students. His findings indicated that some L2 students’ request strategies were 
not appropriate because they had ignored the degree of power in their e-mails 
to the faculty members.  

Economidou-Kogetsidis (2011) examined L2 learners’ e-requests to faculty. 
She analyzed different parts of Greek learners’ e-mails. Her findings indicated 
that the learners had used direct strategies in their e-requests to faculty. Ab-
sence of lexical downgraders, omission of greetings and closings, and inappro-
priate or unacceptable forms of address were the other findings of this study. 

Zarei and Mohammadi (2012) examined the requests produced by Iranian 
L2 learners. They reported that the L2 learners’ e-mails were typically charac-
terized by frequent use of directness and absence of greetings and closings. 
Furthermore, lexical downgraders were marginal and different address terms 
were utilized. Mohammadi (2016) examined 100 requestive e-mails to faculty 
produced by Iranian and American students. She categorized the e-mails’ salu-
tations into 12 salutation strategies categories. The chi-square results showed 
that the salutation strategies used by the Iranian students were significantly 
different from the American students in that the Americans included various 
salutation strategies in their e-mail requests to their professors and had flexi-
bility in their salutations. 

Eslami (2013) examined the opening strategies of 300 e-requests composed 
by Iranian and American graduate students. Her findings illustrated that the 
Iranian students’ e-requests contained a higher number of small talk compared 
to the American graduate students. 

Moreover, Chejnová (2014) analyzed forms of address, opening and closing 
formulas, degrees of directness, and amounts of syntactic, lexical, and external 
modification used in the e-requests of Czech students to faculty. It was ob-
served that the learners had used both direct and conventionally indirect strat-
egies, a great deal of syntactic modification, and elaborate external modifica-
tion. Opening and closing sequences occurred in all the e-mails. More than half 
of the students avoided deferential forms of address and used only greetings 
that could be interpreted as equalizing the power asymmetry between inter-
locutors. 

A new area of research interest on e-mail requests that has expanded in re-
cent years is the impact of degree of imposition. Several studies (e.g., Biesen-
bach-Lucas, 2006; Félix-Brasdefer, 2012) have focused on the request type and 
level of imposition expressed by L2 learners in student-initiated requests to 
faculty. Biesenbach-Lucas (2006) examined the degree of directness and po-
liteness features of (non)native speakers’ e-mails to faculty. She examined 296 
e-requests written by American students and 117 e-requests written by Japa-
nese, Korean, Taiwanese, and Thai students. Her results indicated that the na-
tive speakers had used combinations of internal modifiers in requests with high 
imposition, whereas the nonnative speakers had utilized past tense, downton-
ers, and the polite marker please. Interestingly, the native speakers had not 
used many internal modifications. This might indicate “that in the e-mail medi-
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um, a minimum amount of internal modification may be considered sufficient 
for realizing students’ requests of faculty, as long as basic politeness features 
are present” (Biesenbach-Lucas, 2006, p. 101). 

In another study, Biesenbach-Lucas (2007) tried to illustrate how 
(non)native speakers of English formulated their low- and high-imposition re-
quests to faculty. She analyzed 151 e-requests composed by Japanese, Korean, 
Taiwanese, and Thai students and 382 e-request written by American native 
speakers. Regarding request for modification, the results indicated that both 
the (non)native speakers had modified half of their requests by adding syntac-
tic politeness features and that the students had relied more heavily on the use 
of syntactic rather than lexical modification to soften the force of their e-
requests. More specifically, the presence of lexical modifiers did not increase 
with the increased imposition level. 

Félix-Brasdefer (2012) examined the American students’ requests with low- 
and high degrees of imposition. She analyzed 240 L1 English and L2 Spanish e-
mail requests composed by American students. The results indicated strong 
preference for direct questions when writing a request to a faculty member. 
Also, the analysis of the data showed that the distribution of the e-requests was 
conditioned by the level of the imposition of the request. Lexical and syntactic 
modifiers were more frequent in the L1 English group. Although lexical and 
syntactic modifiers were found across the level of imposition continuum with 
different degrees of frequency, they were mainly used in situations with a rela-
tively high level of imposition, namely request for feedback and request for ac-
tion; in these situations, higher levels of politeness and formality are often re-
quired.  

Finally, Economidou-Kogetsidis (2018) investigated the relationship be-
tween degrees of imposition with forms of address and degree of directness. 
She analyzed 200 authentic high- and low-imposition requests written by 
Greek Cypriot students in English. The results indicated the learners mostly 
preferred formal forms of address and high requestive directness. 

As the above review suggests, few systemic attempts have been made to 
identify if degree of imposition has any effect on L2 learners’ pragmatic produc-
tion of requests. Besides, most previous studies have ignored the key role gen-
der plays in pragmatics research, as the e-requests analyzed in previous re-
search were written by fe(male) L2 learners. Hence, in the current study, such a 
variable was controlled. Furthermore, external modifications of a request that 
make it to be perceived as polite in low- and high-imposition e-requests has not 
been investigated in previous research. Based on the foregoing discussion, this 
study was an attempt to answer the following research questions: 

1. What is the frequency of the different types of e-requests to faculty? 
2. What forms of openings (i.e., address terms, greeting, and phatic com-

munication) do Iranian university students employ in their e-mails to 
faculty in low- and high-imposition e-requests? 
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3. What are the request strategies modifications employed in low- and 
high-imposition e-requests by Iranian university students? 

4. What are the internal and external modifications employed in low- and 
high-imposition e-requests by Iranian university students? 

 

Method 
Participants 

The participants were 32 Iranian female students at one state-run university 
majoring in teaching English as a foreign language (TEFL) in Iran and were tak-
ing M.A. courses in TEFL or writing their M.A. theses. They were chosen based 
on convenience sampling. Their ages ranged from 23 to 35. The students were 
originally from the central, southern, and southwestern provinces of the coun-
try, and their L1 was Persian. They were all born and educated in the Persian 
society and culture. In pragmatics studies, ethnicity is “important in order to 
avoid influences from other cultures and languages” (Economidou-Kogetsidis, 
2009, p. 88). None of the participants had previously lived in or visited English-
speaking countries. Following ethical issues, the senders of those e-mails com-
pleted an online consent form that explained that their e-mails would be used 
for research purposes, and their personal information would be kept confiden-
tial. Demographic information about the participants (i.e., age and L1) was col-
lected employing an online questionnaire. 

The participants had passed many courses in General English (e.g., Ad-
vanced Reading, Advanced Writing, and English Literature) during their B.A. 
and M.A. studies. Furthermore, they had to pass the M.A. National Entrance Ex-
am to be admitted to high-ranking universities. On average, they had studied 
English between 14-16 years, mainly through formal education in Iran and 
were at the same level proficiency. Based on their academic performance (i.e., 
speaking, writing, reading, and listening) during their M.A. program and their 
scores on the General English section of the M.A. National Entrance Exam, the 
English language proficiency of the participants ranged B2-C2 level in the 
Common European Framework of Reference for Languages. 

 

Instruments and Procedure 
Following several L2 researchers (Félix-Brasdefer, 2012; Lorenzo-Dus & Bou-
Franch, 2013; Merrison et al., 2012), natural data were used for this study. A 
corpus of e-mail requests written by 32 M.A. students at one state-run universi-
ty in Iran was used. As highlighted by Merrison et al. (2012), natural data are 
more likely to mirror the differences among L2 learners. Collecting natural data 
and accounting for all the elements found in a given message is considered 
prominent, as they show what L2 students would have done in real-life situa-
tions. Hence, natural data may provide a more valid and comprehensive picture 
of nonnative speakers’ pragmatic competence (Lorenzo-Dus & Bou-Franch, 
2013). 
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The e-mail corpus consisted of 208 authentic request e-mails written in 
English to a faculty member over a period of 12 months (2014-2015). It is 
worth mentioning that only e-requests were the focus of the current study and 
e-mails with other purposes (e.g., apologies and appreciation) were excluded. 
The recipient of e-mails was a male member of full-time teaching faculty at a 
state-run university in Iran. He was a nonnative speaker of English and in his 
forties at the time of data collection. He was teaching B.A., M.A., and Ph.D. 
courses in English methodology, discourse analysis, and academic witting, as 
well as supervising M. A. theses. His relationship with the L2 students was for-
mal, and the L2 students were in contact with him during class and office hours 
and e-mailed him when they needed assistance. 

It should be noted that the confidential e-mails were removed from the 
study. The topics of participants’ e-requests to their instructor were: (1) ask the 
instructor, (2) to explain an ambiguous part, (3) extend the deadline of an as-
signment, (4) send a paper or sample of proposal/thesis, (5) grade their exams 
again, and (6) make an appointment for a consultation. 

Following Félix-Brasdefer (2012), the request e-mails were classified into 
four categories: (1) request for information, (2) request for validation, (3) re-
quest for feedback, and (4) request for action. Out of the 208 request e-mails, 
51 (24.5%) were classified as requests for information, 30 (14.5%) as requests 
for validation, 42 (20.3%) as requests for feedback, 85 (40.7%) as requests for 
action. The followings are examples of the L2 learners’ requests: 

 Extract # 1 (requests for action) 
 F1: I will buy the books that you introduced. but could you please 

send their e-books to me?? 
 Extract # 2 (requests for feedback) 

 F2: Would u plz be kind enough and tell me if i’m doing it correctly? 
 Extract # 3 (requests for information) 

 F3: I would appreciate it if you let me know when I can meet you. 
 Extract # 4 (requests for validation) 

 F4: I should send my writing assignments by next week. I wonder if 
that is the deadline. 

In the present study, based on the CCSARP manual (Blum-Kulka et al., 
1989), the aforementioned parts of requests (i.e., alerters, head act, internal 
and external modifiers) were examined. Below is an example of the partici-
pants’ e-mails: 

 Extract # 5 (requests for action) 
 F4: Dear Dr. X, [address term] 

I hope you are doing well [phatic communion]. May I ask for a fa-
vor? [external modification, perpetrator]. I am writing to you re-
garding your recently published paper entitled X. Unfortunate-
ly, I failed to download it. I am truly eager to read the paper [ex-
ternal modification, grounder]. Would it be possible for you to 
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mail me a copy [head act, conventional indirect]? I appreciate 
your consideration [preclosing thanks]. 
Best Regards, [closing] 
Student’s Name 

The data were coded by two experts in the field of pragmatics. In cases 
where they disagreed in the analysis, the coders discussed the coding and ar-
rived at an agreement. Overall, the intercoder reliability was found to be 93%. 
Once the data were coded, the frequency of each pragmalinguistic means of 
each subcategory (i.e., openings, closings, etc.) was counted.  

 

Results and Discussion 
The analysis of the e-mails included the following: (a) frequency of openings 
(i.e., address terms, greetings, and phatic communication), (b) degree of the 
directness of head acts, (c) and external and internal modifications. The follow-
ing sections provide the detailed analyses of each. 
 

First Research Question 
This study aimed to investigate the L2 learners’ requests to faculty with high 
and low degrees of imposition. In order to answer the first research question, 
the frequency of e-mail type was calculated. As shown in Table 1, the most fre-
quently e-mail type occurring in the data was request for action (40.7%): 
 
Table 1. 
Frequency of Different Types of Requests in the Corpus 

Request 
 

Requests for 
Information 

Requests for 
Validation 

Requests for 
Feedback 

Requests for 
Action 

Frequency  51 (24.5%) 30 (14.5%) 42 (20.3%) 85 (40.7%) 

 
The results of the frequency of the request types in the present study were 

similar to previous research (e.g., Economidou-Kogetsidis, 2018). For example, 
Economidou-Kogetsidis (2018) examined e-mail requests sent from L2 stu-
dents to one faculty member and found that the majority of the requests were 
requests for action. In the current study, the students specifically had initiated 
requests for action significantly. Such results might be explained by learners’ 
perceptions of lecturers’ duty. The Iranian learners might have believed the 
lecturer would respond favorably to the requests because they might instinc-
tively consider lecturers as individuals who have to fulfill their social duties. 
Hence, they constantly mitigated requests for action. 
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However, the results do not support previous research that found a prefer-
ence for requests for information (e.g., Félix-Brasdefer, 2012). These differ-
ences might be due to the differences of the recipient of the e-requests. In the 
study by Félix-Brasdefer (2012), the e-mails were sent to both (fe)male faculty 
members, with different ages, whereas the recipient of the e-mails was a male 
faculty member in this study. So, gender and age might have led to the different 
results. One reason for the lower percentage of requests for feedback in com-
parison with Félix-Brasdefer’s (2012) study is that asking for feedback implies 
exposing themselves as inferior, and this exposure threatens their self-esteem 
(Karabenick & Gonida, 2018; Sánchez Rosas & Pérez, 2015). Therefore, L2 
learners might avoid seeking feedback, as it is a sign of weakness in their view.  

 

Second Research Question 

In order to answer the second research question, the data were coded and ana-
lyzed qualitatively. Table 2 shows the frequency and percentage of the occur-
rence of the different address terms. The results indicated the dominance of 
formal address terms. Overall, 10 types of address terms occurred in the cor-
pus. The majority of the e-mail requests began with an address term (90.38%). 
A few number (9.62%) of the e-mails did not contain any address terms at all. 
The most frequently used address term was Dear Dr. X (32.21%) with low- and 
high degrees of imposition. The second frequently employed address term was 
Dear Professor X (18.26%): 
 
Table 2. 
Frequency of Address Terms in the Corpus 

Address 
Terms 

Request for 
Information 

Request for 
Action 

Request for 
Feedback 

Request for 
Validation Total 

Doctor 0 (0%) 1 (1.17%) 0 (0%) 3 (10%) 4 (1.92%) 
Dear Dr. X 8 (15.69%) 28 (32.94%) 22 (52.39%) 9 (30%) 67 

(32.21%) 
Dear Profes-
sor X 20 (39.22%) 12(14.12%) 0 (0%) 6(20%) 38 

(18.26%) 
Dear Dr. 0 (0%) 1 (1.17%)       0 (0%)        0 (0%) 1 (.47%) 
Dear Profes-
sor 10 (19.60%) 9 (10.6%)     8 (19.04%) 3 (10%) 30 (% 

14.42) 
Dear Sir 1 (1.96%) 8 (9.42%)       0 (0%)         0 (0%) 9 (4.39%) 
Dear Instruc-
tor 0 (0%) 1 (1.17%)       0 (0%)         0 (0%) 1 (.47%) 
Professor 0 (0%) 1 (1.17%)       0 (0%) 3 (10%) 4 (1.92%) 
My Dear 
Ostad 0 (0%) 2 (2.35%)       0 (0%)       0 (0%) 2 (.96%) 

Dr. X 7 (13.73%) 12 (14.12%) 10 (23.81%) 3 (10%) 32 
(15.37%) 

Zero Address 
Term 5 (9.8%) 10 (11.77%) 2 (4.76%) 3 (10%) 20 (9.62%) 

Total 51 (100%) 85 (100%) 42 (100%) 30 (100%) 208 
(100%) 
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However, the results do not support previous research that found a prefer-
ence for requests for information (e.g., Félix-Brasdefer, 2012). These differ-
ences might be due to the differences of the recipient of the e-requests. In the 
study by Félix-Brasdefer (2012), the e-mails were sent to both (fe)male faculty 
members, with different ages, whereas the recipient of the e-mails was a male 
faculty member in this study. So, gender and age might have led to the different 
results. One reason for the lower percentage of requests for feedback in com-
parison with Félix-Brasdefer’s (2012) study is that asking for feedback implies 
exposing themselves as inferior, and this exposure threatens their self-esteem 
(Karabenick & Gonida, 2018; Sánchez Rosas & Pérez, 2015). Therefore, L2 
learners might avoid seeking feedback, as it is a sign of weakness in their view.  

 

Second Research Question 

In order to answer the second research question, the data were coded and ana-
lyzed qualitatively. Table 2 shows the frequency and percentage of the occur-
rence of the different address terms. The results indicated the dominance of 
formal address terms. Overall, 10 types of address terms occurred in the cor-
pus. The majority of the e-mail requests began with an address term (90.38%). 
A few number (9.62%) of the e-mails did not contain any address terms at all. 
The most frequently used address term was Dear Dr. X (32.21%) with low- and 
high degrees of imposition. The second frequently employed address term was 
Dear Professor X (18.26%): 
 
Table 2. 
Frequency of Address Terms in the Corpus 

Address 
Terms 

Request for 
Information 

Request for 
Action 

Request for 
Feedback 

Request for 
Validation Total 

Doctor 0 (0%) 1 (1.17%) 0 (0%) 3 (10%) 4 (1.92%) 
Dear Dr. X 8 (15.69%) 28 (32.94%) 22 (52.39%) 9 (30%) 67 

(32.21%) 
Dear Profes-
sor X 20 (39.22%) 12(14.12%) 0 (0%) 6(20%) 38 

(18.26%) 
Dear Dr. 0 (0%) 1 (1.17%)       0 (0%)        0 (0%) 1 (.47%) 
Dear Profes-
sor 10 (19.60%) 9 (10.6%)     8 (19.04%) 3 (10%) 30 (% 

14.42) 
Dear Sir 1 (1.96%) 8 (9.42%)       0 (0%)         0 (0%) 9 (4.39%) 
Dear Instruc-
tor 0 (0%) 1 (1.17%)       0 (0%)         0 (0%) 1 (.47%) 
Professor 0 (0%) 1 (1.17%)       0 (0%) 3 (10%) 4 (1.92%) 
My Dear 
Ostad 0 (0%) 2 (2.35%)       0 (0%)       0 (0%) 2 (.96%) 

Dr. X 7 (13.73%) 12 (14.12%) 10 (23.81%) 3 (10%) 32 
(15.37%) 

Zero Address 
Term 5 (9.8%) 10 (11.77%) 2 (4.76%) 3 (10%) 20 (9.62%) 

Total 51 (100%) 85 (100%) 42 (100%) 30 (100%) 208 
(100%) 

 

Table 3 summarizes the results of the analyses of the greetings (e.g., Hi and 
Hello) and phatic communion (e.g., How are you? and Hope you are doing fine.). 
The analysis indicated that half of the e-mails included greetings; however, 
phatic communion (31.73%) did not appear significantly in the corpus. As illus-
trated in Table 3, greetings and phatic communication occurred most frequent-
ly in requests for validation: 

 
Table 3. 
Frequency of Greetings and Phatic Communion in the Corpus 

 Request for 
Information 

Request for 
Action 

Request for 
Feedback 

Request for 
Validation Total 

Greetings 17 (33.3%) 51 (60%) 24 (57.14%) 21 (70%) 117 
(56.25%) 

Zero Greet-
ings 34 (66.7%) 34 (40%) 18 (42.86%) 9 (30%) 91 

(43.75%) 

Phatic 
Communion 16 (31.38%) 25 

(29.42%) 10 (23.81%) 15 (50%) 66 
(31.73%) 

Zero Phatic 
Communion 35 (68.62%) 60 

(70.58%) 32 (76.19%) 15 (50%) 142 
(68.27%) 

 
The results, in line with (Mohammadi, 2016), indicated that the learners 

tended to use formal address terms in the e-requests with high and low degrees 
of imposition. Interestingly, Dear Dr. X occurred more frequently with the e-
requests with request for action request for and feedback. Furthermore, some 
of the e-requests contained inappropriate forms of address (e.g., Professor and 
Dr. + X). According to Economidou-Kogetsidis (2011), such address terms are 
considered as a grammatically unacceptable construction in English. However, 
the frequency of the occurrence of such address terms was similar in the re-
quests with low- and high degrees of imposition, and such address terms oc-
curred more frequently in the requests high degrees of imposition. 

As mentioned above, 9.62% of the e-requests did not contain any address 
term. However, the learners started their e-mails via greetings. This might have 
given them the idea that they should not use any address term: 

 Extract # 6 (requests for information) 
 F5: Hello. According to your email, I called you, but you did not an-

swer my call. As we were talked before about my thesis, now would u 
plz kindly tell what to do?  
Regards 

 Extract # 7 (requests for feedback) 
 F1: Hi 
I hope all is well with you. 
Thanks for checking my article, i revised it base on your comments. Could 
you please check it? i’m grateful to you 
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The results of this study are in line with Eslami (2013) in that the opening of 
the e-mails included greetings and phatic communication. However, in contrast 
with Eslami (2013), self-introduction did not appear in the data, probably be-
cause the learners and the faculty member were familiar with each other in this 
study. The findings, further, indicated that phatic communication did not signif-
icantly occur in the data.  

In the data, 142 (68.27%) of the e-requests did not include any phatic com-
munication. These findings lend support to Mohammadi’s (2016) study that 
greetings and phatic communication did not occur significantly in the corpus. 
Greetings and phatic communion are considered among positive politeness 
strategies that “presupposes/asserts common ground” (Brown & Levinson, 
1987, p. 117). Hence, greetings and phatic communion may alleviate the illocu-
tionary force of a request. Based on this, it seems that most of the participants 
had ignored the importance of greetings and phatic communion. This low ten-
dency towards using greetings and phatic communication may be rooted in the 
fact the learners had not been aware of the function of small talk. They might 
have considered it as an informal form to include in their e-requests.  

 

Third Research Question 
In order to answer the third research question, the request head acts were ana-
lyzed and coded. Overall, four types of head act occurred in the corpus: query 
preparatory, want statement, need statement, and mood derivable. The nega-
tive polite strategies (i.e., conventionally indirect strategies, 78.85%) predomi-
nated in the e-request corpus, whereas the distribution of direct strategies 
(21.15%) was marginal. Interestingly, the participants had used query prepara-
tory to mitigate their requests, irrespective of the degree of imposition. In fact, 
the requests realized by means of a query preparatory strategy occurred fre-
quently with the low- and high-imposition requests (see Table 4). In all the four 
requests with different levels of imposition, that is, request for information 
(92.1%), request for validation (60%), request for feedback (71.42%), and re-
quest for action (81.18%), query preparatory was the mostly employed head 
act strategy. However, query preparatory frequently occurred for request for 
information and request for action, respectively.  

Want statement (4.8%), imperatives (15.87%), and need statement (1.48%) 
did not frequently occur in the corpus. Want statement (14.29%) was the sec-
ond most frequent strategy type for request for feedback. This strategy type 
occurred marginally in request for action (4.7%). Imperatives were the other 
strategy used in the participants’ e-mail request. Imperatives (40%) occurred 
more frequently in request for validation. In fact, direct strategies were the sec-
ond most frequent strategies (40%) used with requests for validation and re-
quest for feedback (30.95%): 
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Greetings and phatic communion are considered among positive politeness 
strategies that “presupposes/asserts common ground” (Brown & Levinson, 
1987, p. 117). Hence, greetings and phatic communion may alleviate the illocu-
tionary force of a request. Based on this, it seems that most of the participants 
had ignored the importance of greetings and phatic communion. This low ten-
dency towards using greetings and phatic communication may be rooted in the 
fact the learners had not been aware of the function of small talk. They might 
have considered it as an informal form to include in their e-requests.  

 

Third Research Question 
In order to answer the third research question, the request head acts were ana-
lyzed and coded. Overall, four types of head act occurred in the corpus: query 
preparatory, want statement, need statement, and mood derivable. The nega-
tive polite strategies (i.e., conventionally indirect strategies, 78.85%) predomi-
nated in the e-request corpus, whereas the distribution of direct strategies 
(21.15%) was marginal. Interestingly, the participants had used query prepara-
tory to mitigate their requests, irrespective of the degree of imposition. In fact, 
the requests realized by means of a query preparatory strategy occurred fre-
quently with the low- and high-imposition requests (see Table 4). In all the four 
requests with different levels of imposition, that is, request for information 
(92.1%), request for validation (60%), request for feedback (71.42%), and re-
quest for action (81.18%), query preparatory was the mostly employed head 
act strategy. However, query preparatory frequently occurred for request for 
information and request for action, respectively.  

Want statement (4.8%), imperatives (15.87%), and need statement (1.48%) 
did not frequently occur in the corpus. Want statement (14.29%) was the sec-
ond most frequent strategy type for request for feedback. This strategy type 
occurred marginally in request for action (4.7%). Imperatives were the other 
strategy used in the participants’ e-mail request. Imperatives (40%) occurred 
more frequently in request for validation. In fact, direct strategies were the sec-
ond most frequent strategies (40%) used with requests for validation and re-
quest for feedback (30.95%): 

 
 

Table 4. 
Degree of Directness of Requests in the Corpus 

Strategies  Request for 
Information 

Request for 
Action 

Request 
for Feed-
back 

Request for 
Validation Total 

Direct 

Mood Deriva-
ble 4 (7.84%) 11 (12.94%) 6 (14.29%) 12 (40%) 33 

(15.87%) 
Want State-
ment 0 (0%) 4 (4.7%) 6 (14.29%) 0 (0%) 10 (4.80%) 
Need State-
ment 0 (0%) 0 (0%) 1 (2.37%) 0 (0%) 1 (.48%) 

Conventionally 
Indirect 

Query Pre-
paratory 

47 
(92.16%) 69 (81.18%) 29 

(69.05%) 18 (60%) 164 
(78.85%) 

 
The examples below are instances of the e-mail requests by the students to 

the faculty member: 
 Extract # 8 (imperatives) 

 F6: Please find my proposal in the attachment and take a look at it. 
 Extract # 9 (want statement) 

 F8: I wanted to know you accept this topic or not? 
 Extract # 10 (need statement) 

 F6: I just need your comments. 
 Extract # 11 (query preparatory) 

 F9: Would you please let me know if you receive this e-mail?  

Four different types of head acts were found in the corpus (i.e., imperatives, 
wants, needs, and query); however, conventionally indirect requests (i.e., query 
preparatory) dominated in the corpus. This finding is in line with previous re-
search (Biesenbach-Lucas, 2006; Chen, 2001, 2006) whose results were indica-
tive of preponderance of conventionally indirect strategies. This finding shows 
that when L2 learners write e-requests to a faculty member, they rely on previ-
ously learned knowledge of appropriate speech acts to sound pragmatically 
appropriate in L2 use situations (see Extract # 12): 

 Extract # 10 (requests for action) 
 F6: Dear Dr. X 
Would you please send me one or more thesis from your previous 
students? I read the sample you sent me, but I like to become familiar 
with others’ language, too. 
thank you, in advance, for your help. 
sincerely, 
Student’s name 

In the majority of the L2 requests in this study, the learners relied on query 
preparatory, when initiating request for action and request for feedback. As for 
request for information, the participants frequently replied on the strategy of 
conventional indirectness (92.16%). The query preparatory strategy occurred 
frequently with the requests for action (81.18%). This finding reflects an ap-
propriate level of e-politeness and formality expressed in the e-mail request 
head act. The findings add support to Brown and Levinson’s claim (1987), sug-
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gesting in e-requests with high degrees of imposition, the greater the degree of 
indirectness is employed by L2 learners. 

One probable reason for the level of e-politeness and formality in the e-mail 
request head act is that the L2 learners had belonged to the academic discourse 
community for a relatively long period. As each discourse community shares 
detailed knowledge and appreciation of the trends in that community (Abdi et 
al., 2010), it can be claimed that the L2 learners had been relatively familiar 
with appropriate language functions to mitigate their e-quests appropriately. 

The findings of the current study, unlike those of Zarei and Mohammadi’s 
(2012), indicated direct request strategies occurred less frequently with re-
quests for information. Such differences could be due to differences in the 
methodology employed. For example, natural data were used in the current 
study, whereas the participants in Zarei and Mohammadi's (2012) study were 
asked to write a sample e-mail in each situation.  

Besides, it is important to note the finding that direct requests occurred 
more in the requests (i.e., request for validation): 

 Extract # 13 (requests for validation) 
 F11: Hi dear Professor, hope you’re doing well. I’ve downloaded 30 

articles that you mentioned. Plz let me know whether they’re okay.  
Thanks in advance. 

One possible explanation might be that the learners had considered re-
quests for validation as less face-threatening, probably because they had con-
sidered requests for validation as the only request type that had not been cog-
nitively and/or physically demanding for the addressee and could be resolved 
without much effort. Hence, they might have utilized direct strategies more fre-
quently in requests for validation, as they had perceived compliance might be 
easily guaranteed. 

Similar to Economidou-Kogetsidis (2018), the findings indicated that direct 
strategies were among the frequently occurred strategies in requests for feed-
back (28.58%). The results can be taken as evidence to further support Eslami’s 
(1993) claim that the degree of the directness of requests is strongly correlated 
with the expectation of rights between interlocutors. As argued by Econo-
midou-Kogetsidis (2018), it is surmised that the expectation of the right and 
obligations of the faculty members has changed. Therefore, the learners of this 
study might have considered the degree of imposition of requesting for feed-
back as low. Below is an example of requests for feedback in the corpus: 

 Extract # 14 (requests for feedback) 
 F12: Dear professor 

I have a question about my thesis subject, “X”, I think it is a good idea 
to substitute Y for Z. Please, let me know your idea.  
thank you in advance 
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(2012), indicated direct request strategies occurred less frequently with re-
quests for information. Such differences could be due to differences in the 
methodology employed. For example, natural data were used in the current 
study, whereas the participants in Zarei and Mohammadi's (2012) study were 
asked to write a sample e-mail in each situation.  

Besides, it is important to note the finding that direct requests occurred 
more in the requests (i.e., request for validation): 

 Extract # 13 (requests for validation) 
 F11: Hi dear Professor, hope you’re doing well. I’ve downloaded 30 

articles that you mentioned. Plz let me know whether they’re okay.  
Thanks in advance. 

One possible explanation might be that the learners had considered re-
quests for validation as less face-threatening, probably because they had con-
sidered requests for validation as the only request type that had not been cog-
nitively and/or physically demanding for the addressee and could be resolved 
without much effort. Hence, they might have utilized direct strategies more fre-
quently in requests for validation, as they had perceived compliance might be 
easily guaranteed. 

Similar to Economidou-Kogetsidis (2018), the findings indicated that direct 
strategies were among the frequently occurred strategies in requests for feed-
back (28.58%). The results can be taken as evidence to further support Eslami’s 
(1993) claim that the degree of the directness of requests is strongly correlated 
with the expectation of rights between interlocutors. As argued by Econo-
midou-Kogetsidis (2018), it is surmised that the expectation of the right and 
obligations of the faculty members has changed. Therefore, the learners of this 
study might have considered the degree of imposition of requesting for feed-
back as low. Below is an example of requests for feedback in the corpus: 

 Extract # 14 (requests for feedback) 
 F12: Dear professor 

I have a question about my thesis subject, “X”, I think it is a good idea 
to substitute Y for Z. Please, let me know your idea.  
thank you in advance 

 

Fourth Research Question 
The distribution of internal modifiers (i.e., lexical and syntactic modifier) were 
measured to answer the fourth research question (see Tables 5 and 6). Ten el-
ements of internal modifiers occurred in the data. Of the four types of main syn-
tactic modifiers that appeared in the learners’ e-requests, interrogative 
(17.27%) and conditional clause (11.51%) were the most frequent ones. How-
ever, both lexical and syntactic modifiers were found in the corpus, and lexical 
modifiers (61.87%) were more frequent in the data. The requests in the corpus 
were mainly modified using three lexical modifiers: politeness marker 
(23.98%), downtoner (17.75%), and consultative device (16.31%). Committer 
(1.68%), understater (.72%), and forewarning (1.42%) were the least frequent 
lexical modifiers in the request corpus: 
 
Table 5. 
Internal Modification in the Students’ E-Mails 

 
 
 
 
Syntactic 

Internal 
Modifiers 

Request for 
Information 

Request for 
Action 

Request for 
Feedback 

Request for 
Validation Total 

Interrogative 13 (15.29%) 35 (18.6%) 18 (16.82%) 6 (16.22%) 72 
(17.27%) 

Past 1 (1.18%) 3 (1.6%) 6 (5.6%) 3 (8.1%) 13 
(3.12%) 

Progressive 4 (4.7%) 1 (.53%) 21 (19.62%) 0 (0%) 26 
(6.24%) 

Conditional 
Clause 11 (12.93%) 22 

(11.70%) 6 (5.6%) 9 (24.32%) 48 
(11.51%) 

 Politeness 
Marker 15 (17.64%) 55 (29.3%) 18 (16.82%) 12 (32.44%) 100 

(23.98%) 
Understaters 3 (3.53%) 0 (0%) 0 (0%) 0 (0%) 3 (.72%) 
Consultative 11 (12.94%) 40 

(21.27%) 14 (13.08%) 3 (8.10%) 68 
(16.31%) 

Downtoner 20 (23.53%) 28 (14.9%) 22 (20.56%) 4 (10.82%) 74 
(17.75%) 

Lexical 
Committer 6 (7.06%) 1 (.53%) 0 (0%) 0 (0%) 7 (1.68%) 
Forewarning 1 (1.18%) 3 (1.6%) 2 (1.86%) 0 (0%) 6 (1.42%) 
Total 85 (100%) 188 

(100%) 107 (100%) 37 (100%) 517 
(100%) 

Zero Internal 
Modifiers  24 (47.05%) 22 

(25.88%) 14 (33.33%) 3 (10%) 63 
(30.28%) 

 
Overall, although lexical and syntactic modifiers were found across the level 

of imposition continuum with different degrees of frequency, they were mainly 
used in situations with a relatively high level of imposition, namely request for 
feedback and request for action; in these situations, higher levels of politeness 
and formality are often required. The results indicated that the requests with 
syntactic modifiers were used more frequently in the e-mails with requests for 
action and requests for feedback; 29.32% and 24.51%, respectively). The anal-
ysis of the lexical modifiers also indicated that the participants had used lexical 
modifiers more frequently to modify their requests in requests with high de-
grees of imposition: requests for action (61.05%) and feedback (26.92%). 
However, around 30.28% of the requests did not contain any internal modifier. 
The distribution of zero internal modifiers was relatively equal for the e-
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requests of low and high imposition. Examples of lexical and syntactic modifiers 
in the e-requests are shown below (lexical modifiers are underlined and syntac-
tic modifiers are in bold in the following examples): 

    Extract # 15 (requests for feedback) 
 F7: Could you please explain it to me? 

 Extract # 16 (requests for validation) 
 F3: I wonder whether it is possible to hand my PPT in after exams. 

 Extract # 17 (requests for action) 
 F13: I just wanted to remind u to send me the samples. 

 Extract # 18 (requests for information) 
 F14: Can I ask some questions linked with feedback? 

The findings of the present study indicate that the students had used lexical 
and syntactic modifiers in their e-mail requests. The analysis indicated that the 
degree of imposition of the request had influenced the occurrence of lexical and 
syntactic modifiers. In line with Biesenbach-Lucas (2007), the results of the 
present study indicate that in e-mail requests to faculty, L2 students employ 
more lexical modifiers than syntactic modifiers to modify their requests.  

The results of this study indicated that the students had used internal modi-
fiers more frequently in the high-imposition requests like requests for action. 
As explained by Félix-Brasdefer (2012), this finding implies that those learners 
who had employed these modifiers in their requests possessed a relatively ad-
vanced level of sociopragmatic knowledge that allowed them to use lexical and 
syntactic modifiers more frequently in their high-imposition requests, where 
appropriate levels of politeness and formality are required: 

 Extract # 19 (requests for action) 
 F15: Dear Dr. X, 
Hi. I hope you are having great classes with excellent students. 
Would you mind if I asked you to fill the attached form for me? 
I appreciate your help. 
Sincerely yours  
Student’s name 

Furthermore, such e-mail requests contained formal address terms such as 
Dear Dr. X or Dear Professor X, which eventually led to acknowledging the facul-
ty member’s social status (the relationship between L2 students and faculty 
members in Iran is asymmetric).  

Conditional clause occurred most frequently with the requests for valida-
tion, which might be due to the fact that direct strategies were followed by if 
(e.g., plz let me know if). Interrogatives occurred frequently with the high-
imposition requests (35.42%). Besides, the most frequent lexical device with 
the requests for feedback (23.53%) and the requests for information (20.56%) 
was downtoner. The frequently lexical device that occurred with the requests 
for actions was please: 

 Extract # 20 (requests for action) 
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requests of low and high imposition. Examples of lexical and syntactic modifiers 
in the e-requests are shown below (lexical modifiers are underlined and syntac-
tic modifiers are in bold in the following examples): 

    Extract # 15 (requests for feedback) 
 F7: Could you please explain it to me? 

 Extract # 16 (requests for validation) 
 F3: I wonder whether it is possible to hand my PPT in after exams. 

 Extract # 17 (requests for action) 
 F13: I just wanted to remind u to send me the samples. 

 Extract # 18 (requests for information) 
 F14: Can I ask some questions linked with feedback? 

The findings of the present study indicate that the students had used lexical 
and syntactic modifiers in their e-mail requests. The analysis indicated that the 
degree of imposition of the request had influenced the occurrence of lexical and 
syntactic modifiers. In line with Biesenbach-Lucas (2007), the results of the 
present study indicate that in e-mail requests to faculty, L2 students employ 
more lexical modifiers than syntactic modifiers to modify their requests.  

The results of this study indicated that the students had used internal modi-
fiers more frequently in the high-imposition requests like requests for action. 
As explained by Félix-Brasdefer (2012), this finding implies that those learners 
who had employed these modifiers in their requests possessed a relatively ad-
vanced level of sociopragmatic knowledge that allowed them to use lexical and 
syntactic modifiers more frequently in their high-imposition requests, where 
appropriate levels of politeness and formality are required: 

 Extract # 19 (requests for action) 
 F15: Dear Dr. X, 
Hi. I hope you are having great classes with excellent students. 
Would you mind if I asked you to fill the attached form for me? 
I appreciate your help. 
Sincerely yours  
Student’s name 

Furthermore, such e-mail requests contained formal address terms such as 
Dear Dr. X or Dear Professor X, which eventually led to acknowledging the facul-
ty member’s social status (the relationship between L2 students and faculty 
members in Iran is asymmetric).  

Conditional clause occurred most frequently with the requests for valida-
tion, which might be due to the fact that direct strategies were followed by if 
(e.g., plz let me know if). Interrogatives occurred frequently with the high-
imposition requests (35.42%). Besides, the most frequent lexical device with 
the requests for feedback (23.53%) and the requests for information (20.56%) 
was downtoner. The frequently lexical device that occurred with the requests 
for actions was please: 

 Extract # 20 (requests for action) 

 F16: Hi dear professor,  
Would you please send me the thesis file that I’m supposed to present 
it next week? 
with special thanks 
your sincerely 

The politeness marker please most frequently occurred with the requests 
for validation. This is probably because the learners had employed imperatives 
more frequently for this type of request. Hence, the learners had employed it to 
lessen the degree of imposition in such direct requests. The underuse of please 
in the requests for feedback and information might be attributed to the fact 
most of the learners had employed negative polite strategies (e.g., would you or 
may I) for these types of requests. They might have perceived that negative po-
lite strategies are inherently polite. Hence, they had not included please fre-
quently in their indirect requests.  
The rigorous analysis of the request supportive moves indicated that the partic-
ipants mainly had used grounder (24.80%) to elaborate the request head act 
externally. This modifier signifies the reasons and explanations for the request. 
The second most frequent external modifier was preparator (15.12%). The 
least common external modifiers used by the participants was disarmer (see 
Table 6): 
 
Table 6. 
External Modification in the Students’ E-Mails 

External 
Modifiers 

External Modifi-
ers 

Request for 
Information 

Request 
for Action 

Request 
for Feed-
back 

Request 
for Valida-
tion 

Total 

Grounder 20 (30.77%) 19 
(17.43%) 

16 
(33.34%) 9 (25%) 64 

(24.80%) 
Disarmer 0 (0%) 4 (3.7%) 0 (0%) 0 (0%) 4 (1.55%) 
Getting a Pre-
commitment 0 (0%) 8 (7.33%) 4 (8.33%) 3 (8.3%) 15 

(5.82%) 
Imposition Min-
imizer 5 (7.69%) 10 

(9.16%) 4 (8.33%) 0 (0%) 19 
(7.36%) 

Preparator 14 (21.54%) 19 
(17.43%) 0 (0%) 6 (16.7%) 39 

(15.12%) 
Preclosing 
Thanks 26 (40%) 49 

(44.95%) 24 (50%) 18 (50%) 117 
(45.35%) 

Total 65 (100%) 109 
(100%) 

48 
(100%) 36 (100%) 258 

(100%) 
E-Mail Closing 33 (54.7%) 60 

(70.58%) 
26 
(61.90%) 15 (50%) 134 

(64.42%) 
Zero External 
Modifiers 11 (21.56%) 10 

(4.80%) 
6 
(14.25%) 6 (20%) 33 

(15.86%) 
 
As shown in Table 6, external modifiers were used in a higher percentage 

with request for action (42.24%), followed by request for information 
(25.19%), and request for feedback (18.60%). The results indicated that 
41.56% of the requests with low degrees of imposition did not include any ex-
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ternal modifier. The analysis, further, indicated that closing occurred most fre-
quently with the e-mails with high degrees of imposition: requests for action 
(70.58%) and requests for feedback (61.90%). In fact, the distribution of e-mail 
closing was conditioned by the degree of imposition. The examples below are 
instances of external modifiers (the bold section): 

 Extract # 21 (requests for feedback) 
 F17: Could you please do me a favor? [getting a precommitment] 

Can you please send me the paper? 
 Extract # 22 (requests for feedback) 

 F3: I know you are so busy but I have a great favor to ask [pre-
parator]. Is it possible for you to take a look at the passages? I ap-
preciate it [preclosing thanks]. 

The results, further, indicated that the learners had alleviated their requests 
more frequently with preclosing thanks in the requests for feedback (50%). 
However, as can be seen in Extract # 23, instances of inappropriate closing such 
as Me were found in the corpus. Furthermore, use of abbreviations and lower-
case words frequently appeared in the data. This is probably because the L2 
learners were used to instant messaging, which might have led the students to 
use abbreviated language in their e-mail requests. 

 Extract # 23 (requests for action) 
 F1: Dear Dr. X, 

Hi 
Could you please send me the answers of (the grammar book for 
TOEFL)?? 
If u don’t have time now, send when u have time [imposition 
minimizer] 
Yours sincerely 
With the best wishes, [closing] 
Me  

Besides, attempt to provide reasons through explicating their explanation 
most frequently happened in the requests for feedback (33.34%).  Request for 
feedback is among the request with high degrees of imposition. By means of 
grounders, the learners had tried to alleviate the illocutionary force of e-
requests: 

 Extract # 24 (requests for feedback) 
 F6: Dear Professor X, 
Hope you are doing well. I wonder if you mind reading my paragraphs so 
as to detect where I come in strong and where I need more assis-
tance to cover my weakness. I have been trying to improve my writ-
ing in recent months, but I am not sure if I have improved. I know 
you are really busy, but as we fall short of time in class, I thought I 
can mail my paragraphs so that you kindly provide me with some 
feedback. I will really appreciate any help you offer. 
Sincerely Yours, 
student’s name 
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ternal modifier. The analysis, further, indicated that closing occurred most fre-
quently with the e-mails with high degrees of imposition: requests for action 
(70.58%) and requests for feedback (61.90%). In fact, the distribution of e-mail 
closing was conditioned by the degree of imposition. The examples below are 
instances of external modifiers (the bold section): 

 Extract # 21 (requests for feedback) 
 F17: Could you please do me a favor? [getting a precommitment] 

Can you please send me the paper? 
 Extract # 22 (requests for feedback) 

 F3: I know you are so busy but I have a great favor to ask [pre-
parator]. Is it possible for you to take a look at the passages? I ap-
preciate it [preclosing thanks]. 

The results, further, indicated that the learners had alleviated their requests 
more frequently with preclosing thanks in the requests for feedback (50%). 
However, as can be seen in Extract # 23, instances of inappropriate closing such 
as Me were found in the corpus. Furthermore, use of abbreviations and lower-
case words frequently appeared in the data. This is probably because the L2 
learners were used to instant messaging, which might have led the students to 
use abbreviated language in their e-mail requests. 

 Extract # 23 (requests for action) 
 F1: Dear Dr. X, 

Hi 
Could you please send me the answers of (the grammar book for 
TOEFL)?? 
If u don’t have time now, send when u have time [imposition 
minimizer] 
Yours sincerely 
With the best wishes, [closing] 
Me  

Besides, attempt to provide reasons through explicating their explanation 
most frequently happened in the requests for feedback (33.34%).  Request for 
feedback is among the request with high degrees of imposition. By means of 
grounders, the learners had tried to alleviate the illocutionary force of e-
requests: 

 Extract # 24 (requests for feedback) 
 F6: Dear Professor X, 
Hope you are doing well. I wonder if you mind reading my paragraphs so 
as to detect where I come in strong and where I need more assis-
tance to cover my weakness. I have been trying to improve my writ-
ing in recent months, but I am not sure if I have improved. I know 
you are really busy, but as we fall short of time in class, I thought I 
can mail my paragraphs so that you kindly provide me with some 
feedback. I will really appreciate any help you offer. 
Sincerely Yours, 
student’s name 

For example, in the above e-request, the student explains she needs assis-
tance to improve her writing. By relying on grounders, the learner had tried to 
modify the e-requests. Such a learner is pragmatically competent as she had 
been aware that providing an additional explanation would probably result in 
approval of her request. According to Hashemian and Farhang-Ju (2019), 
providing sufficient information to prove or justify the request is crucially im-
portant for the Iranian faculty members. 

The results further show that around 50% of the e-mails had not contained 
any preclosing (e.g., thank you). 36% of the e-mails in the corpus did not end 
with a closing. It could be argued that such e-mail structure increases the di-
rectness and possibly coerciveness of the message—something which can ren-
der these e-mails abrupt and inappropriate: 

 Extract # 25 (requests for feedback) 
 F18: Hi Dr. X 

This is what I worked on it, previous term. I’ll be so thankful if you 
read it and have some comments on it. [no phatic communion, no 
preclosing, and no closing] 

Overall, the results indicated that with the requests with high degrees of 
imposition (i.e., requests for action) on a hearer of superior status (i.e., the lec-
turer), the L2 learners would assess contextual conditions and linguistic forms 
of an expression to alleviate the illocutionary force of their e-requests.  
 

Conclusion and Implications 
This study focused on investigating L2 learners’ e-mail requests to see if the 
degree of imposition had any effect on L2 learners’ choice of strategies and 
modifiers. The findings showed that the distribution of type of request and ex-
ternal modifiers were relatively conditioned based on the degree of imposition. 
Further, the head act strategy type and internal modifiers were relatively based 
on the degree of imposition involved in each request. However, it seems some 
participants had failed to mitigate their requests based on the degree of imposi-
tion. This is probably because such L2 learners were not completely aware of 
the importance of pragmalinguistic means. 

The findings of this study can have valuable resources for future studies of 
potential interlanguage pragmatics studies, which are concerned with L2 learn-
ers’ performance and pragmatic competence in L2 learning. The results of this 
study provide insights into the relationship between the degree of imposition 
and pragmatic production of Iranian L2 learners. For example, the results help 
L2 learners to become familiar with appropriate ways of mitigating their e-
requests to faculty. 

This study focused on e-mails written by female students. Future research 
can give more insights into this issue by comparing male and female learners’ e-
requests. Specifically, if a larger corpus of e-mail messages is used, statistical 
tests could be utilized to examine (possible) significant differences between the 
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two genders. Further, a larger corpus of e-mails can be used to gain detailed 
insights. A larger corpus provides an opportunity to run statistical analysis and 
offer further evidence to support the findings. Furthermore, as the corpus will 
be more diverse, it will allow us to discover features of language use among a 
larger number of L2 students. 

Moreover, a triangulation will provide the means to probe pragmalinguistic 
features of L2 learners’ low- and high-imposition e-requests in details. This 
study did not focus on the role of the proficiency level of the participants. It is 
supposed that L2 learners’ proficiency level may have a determining role in 
pragmatic competence. Hence, future research might also find it useful to inves-
tigate whether language proficiency has any effects on L2 learners’ low- and 
high-imposition e-requests. It is probable that L2 students’ developmental pat-
terns of their e-requests over several semesters improve. This might indicate 
whether familiarity with a faculty member and how to write e-mails influences 
e-mail messages. As pointed out by the blind reviewers, sometimes the pattern 
of correspondences with a particular professor becomes similar based on the 
language or the communication pattern he or she demands. Therefore, further 
research can focus on e-requests sent by L2 learners to different L2 lecturers to 
examine if only one recipient could limit the variety of the requests. 
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Abstract 
Vocabulary learning is and indeed has always been one of the major con-
cerns in foreign language teaching and learning. Among different aspects 
related to vocabulary learning and teaching, the sense relations play an 
important role. These relations can be found in two dimensions as the 
horizontal axis represents syntagmatic relations-like collocations, fixed 
expressions and idioms, while the vertical axis represents paradigmatic 
relations-such as synonyms, antonyms and hyponyms. The present study 
was an attempt to investigate the effects of horizontal and vertical axes 
on Iranian EFL learners' vocabulary learning regarding the cognitive do-
main levels. To this aim, 84 Iranian high school students (second grade) 
were chosen through a PET as the homogeneity test. These participants 
were also pretested through a researchers-made vocabulary test and 
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were divided into three homogeneous groups to represent the horizontal 
axis group (HAG), vertical axis group (VAG), and control group. The par-
ticipants went through the processes of pretesting, treatment, and post-
testing. The results of data analysis (MANOVA and Independent T-test) 
indicated that the horizontal group significantly outperformed the verti-
cal group on the posttest of vocabulary, while both VAG and HAG outper-
formed the control group. It was also revealed that the components of 
cognitive domain; i.e. comprehension, application, synthesis, and evalua-
tion, except knowledge, were significantly impacted by the horizontal 
training method. Therefore, syntagmatic relations or horizontal axis can 
be considered successful in helping EFL learners improve their vocabu-
lary. The findings are fruitful for EFL teachers and syllabus designers to 
develop efficient vocabulary teaching procedures. 

Keywords: Cognitive Domain, EFL Learners, Horizontal Axis, Vertical 
Axis, Vocabulary Learning. 

 

Introduction 
The reason underlying the importance of vocabulary learning is very straight-
forward: “the building blocks of language learning and communication are not 
grammar, function, notions, or some other unit of planning and teaching but 
lexis, that is, word and word combination” (Richards & Rodgers, 2001, p. 132). 
It is thus no wonder then that the ELT literature is simply overwhelmed by an 
ever-growing array of studies on vocabulary acquisition (e.g., Avila & Sadoski, 
1996; De la Fuente, 2002; Genç, 2004; Gu, 2018; Knight, 1994; McKeown & Cur-
tis, 2014; Naeimi & Foo, 2013).Vocabulary knowledge is considered as one of 
the language skills crucial for fluent language use (Nation, 1994) and vocabu-
lary size is an indicator of how well L2 learners can perform all the four lan-
guage skills of speaking, reading, listening, and writing (Bear et al., 2012; 
Naeimi & Foo, 2013).  

Syntactic categories which represent groups of words have been investigat-
ed in descriptive linguistics (Croft, 1991) and later in cognitive linguistics in 
terms of researching cases and semantic categories (Schlesinger, 2006). It is 
argued that syntactic categories can be replaced for one another without chang-
ing the grammaticality of a sentence (Yatbaz et al., 2012). Linguists identify 
syntactic categories based on semantic, syntactic, and morphological properties 
of words. It was also found out that children use prosodic and phonological fea-
tures to bootstrap syntactic category acquisition (Ambridge & Lieven, 2011). 
"Relationships between linguistic units can be classified into two types: syn-
tagmatic (concerning positioning), and paradigmatic (concerning substitution)" 
(Haruki, 2006, p. 76). Syntagmatic relations determine which units can combine 
to create larger groups and paradigmatic relations determine which units can 
be replaced for one another. The paradigmatic vs. syntagmatic axes for words 
in a simple sentence and their possible substitutes are illustrated in Figure 1. 
Similarly, according to De Waard (2010), the relationship between vocabulary 
and syntax can be found in two dimensions which is usually named "axes". 
“Horizontal axis represents syntagmatic relations-like collocations, fixed ex-
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pressions and idioms” (p. 41). In fact, horizontal axis equals “syntagmatic rela-
tions which define combinatory possibilities; the relations between elements 
that might combine in a sequence" (Haruki, 2006, p. 79). In contrast, vertical 
axis represents “paradigmatic relations-such as synonyms, antonyms and hy-
ponyms” (De Waard, 2010, p. 41). As Haruki (ibid) mentions, vertical axis rep-
resents paradigmatic relations which are the oppositions between elements 
that can replace one another “(p. 79). 

 

 
Figure 1. Syntagmatic vs. Paradigmatic Axes for Words  
in a Simple Sentence (Chandler, 2007) 

 
The concept of learning syntactic categories using paradigmatic representa-

tions of word context has already been discussed in the literature (Chandler, 
2007; Schutze & Pedersen, 1993; Yatbaz et al., 2012).  One of the most im-
portant components in language learning is vocabulary, as it forms the biggest 
part of language communication. Some vocabulary items and word combina-
tions such as phrasal verbs, collocations, idioms, and expressions create com-
plexity for EFL and ESL students, partly because there are so many of them, but 
also because word combinations seem so often completely random (Eren & 
Metin, 2018). The way in which L2 words are presented in course books or the 
way through which teachers telling students that they should acquire them by 
heart can increase these complexities (Grogan et al., 2018).  However, if one 
looks carefully at the particle, patterns start to develop which suggest that the 
combinations are not so random after all (Gu, 2018).  

Due to the importance and complexity of vocabulary learning, theorizers 
and practitioners in the field of language pedagogy have always tried to find the 
best ways of grasping vocabulary knowledge. In other words, “there is a big 
dilemma in the selection of an effective approach for vocabulary instruction” 
(Grogan et al., 2018, p. 2). On the other hand, the learning and teaching of for-
eign language vocabulary has not been receiving enough attention in Iranian 
schools. The bulk of theoretical discussions had already been focused on the 
teaching of syntactic structures and reading comprehension and currently, the 
communicative competence is regarded as the key to all success in foreign lan-
guage acquisition in this context. Vocabulary learning is most often treated as a 
problem marginal to other language learning activities since it is the matter of 
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common belief that the acquisition of foreign lexicon is a by-product of having 
the learner participate in these other activities. 

Because of the aforementioned problems, among different aspects related to 
vocabulary learning and teaching, the present researchers intend to focus on 
the sense relations that exist among words. The horizontal axis represents syn-
tagmatic relations-like collocations, fixed expressions and idioms, while the 
vertical axis represents paradigmatic relations-such as synonyms, antonyms 
and hyponyms (Yatbaz et al., 2012).  

On the other hand, based on Bloom (1965), the cognitive domain involves 
knowledge and development of intellectual abilities and skills. There are six 
levels of complexity: knowledge, comprehension, application, analysis, synthe-
sis, and evaluation. The higher the level, the presumably more complex mental 
operation is required (Goyal & Rajalakshmi, 2018). Such a perspective has not 
been taken into consideration in teaching L2 vocabulary to the EFL learners in 
the Iranian context. Thus, it is necessary to determine with the help of which 
vocabulary teaching technique (horizontal or vertical axis), students' vocabu-
lary knowledge moves up into higher levels of cognitive domain (Boers, 2013). 
In line with what has been discussed so far, this study sought to investigate the 
effect of horizontal (syntagmatic) (i.e., collocations, fixed expressions and idi-
oms) and vertical (paradigmatic) (synonyms, antonyms, and hyponyms) axes 
on Iranian EFL learners' vocabulary learning regarding the cognitive domain. 
Therefore, the central aim of this thesis was to bring awareness toward syn-
tagmatic and paradigmatic word relations to the EFL classroom. 

 

Literature Review 
Words are building blocks in a language. Knowledge of target language can 
start developing through learning the lexical items. Experiences of being a lan-
guage learner have brought us no hesitation in recognizing the importance of 
vocabulary in language learning. Due to its importance, several techniques exist 
to offer new words in a course such as "physical demonstration, verbal explana-
tion, providing the students with synonyms and antonyms, translation, using 
visual aids, exemplification, presenting words in contexts and chunks" (Nash & 
Snowling, 2006, p. 56). Since leaners are not usually capable to utilize the of-
fered vocabularies communicatively, however, it seems obvious that some of 
the mentioned techniques are not accompanied with a great deal of vocabulary 
retention (Rahimi & Momeni, 2012). 

Mashhady et al. (2012) found that presenting homonym word pairs facili-
tated word retrieval in short-term memory by decreasing the cognitive de-
mands. If presented together, homonym pairs can be retrieved faster because 
their lexical forms are similar. The second part of their study revealed that 
when learning is measured by semantic representations, synonyms can facili-
tate word learning by decreasing cognitive demands as the meanings of the 
words are identical for synonym pairs. 
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Ansari and Khojasteh (2013) compared the influence of three useful tech-
niques to carry a meaning as: synonyms, dictionary definitions, and context-on 
acquisition (effectiveness of the method). Immediate and delayed post-tests 
indicated that the context group outperformed the definition and the synonyms 
groups. Hoshino (2010) investigated the relative effectiveness of five types of 
word lists (synonyms, antonyms, categorical, thematic, and arbitrary) in facili-
tating L2 vocabulary learning in a classroom setting. Comparing the effective-
ness of the type of word lists on learners, he concluded that "Within a class-
room setting, this study makes it clear that presenting new vocabulary in cate-
gorical lists promotes vocabulary learning" (p.310). Higa (1963, as cited in 
Webb, 2007) found that learning two distinct words are far easier than learning 
two synonyms simultaneously, and it seems worth mention that synonym has 
been considered as a factor that can make words more difficult to learn. 

Webb's (2007) research indicated that synonym may facilitate word acqui-
sition. The students' scores for words with known synonyms were significantly 
higher than those without. The productive tests of paradigmatic association and 
syntagmatic association were accompanied with higher scores. Nattinger and 
Decarrico (1992), found that teaching words in chunks can largely improve the 
range of the words one can apply in the process of meaning negotiation. In line 
with this finding, Willis and Willis (2006) expressed that native speakers' flu-
ency is related to the fact that their vocabulary is a part of phrases and larger 
chunks, which can be retrieved from memory as a whole and reducing pro-
cessing difficulties. It is not stored only as isolated words. Thus, learners who 
only learn individual words will need a lot more time and effort to express 
themselves (Rahimi & Momeni, 2012). 

The development of EFL learners' communicative abilities can be affected 
by a good command of collocation use (Ellis, 1997; Nation, 2001; Nattinger & 
Decarrico, 1992; Schmitt, 2000; Shooshtari & Karami, 2013). This means that 
language learners are required to develop their knowledge base of word com-
binations. That is, to know which words are used together and in what pattern-
ing. Faghih and Sharafi (2006) in their studies investigating the role of colloca-
tion on Iranian EFL learners' interlanguage found that most of errors commit-
ted by the learners in their productions were deep-rooted in their lack of profi-
ciency in collocations. They arrived at this conclusion that it is not the gram-
matical or lexical knowledge of learners which result in their difficulty in spo-
ken and written product but it is their lack of knowledge of the words, in par-
ticular collocation knowledge, that usually makes this problem. Koosha and 
Jafarpoor (2006) claimed that mastery over collocations can affect EFL learn-
ers' fluency as well as accuracy in productive skills. They further added that 
there is a good correlation between the use of lexical collocations and language 
proficiency in Iranian EFL leaners. 

Assessments development through which the higher and lower level of cog-
nitive skills is measures can be affected by Bloom’s taxonomy of educational 
objectives. Since it is important to assess how well students gain the infor-
mation within the levels of the taxonomy, this study sought to investigate the 
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effect of horizontal and vertical axes on Iranian EFL learners' vocabulary learn-
ing regarding the cognitive domain levels. As the present researchers will dis-
cuss in details in coming sections, this domain is grouped under six subsequent 
thinking levels: as "knowledge, comprehension, application, analysis, synthesis 
and evaluation" (Koksal & Ulum, 2018, p. 104). "The first three levels which 
refer to the lower order thinking skills include remembering, understanding, 
and applying, while the next three levels refer to the higher-order thinking 
skills that contain analyzing, evaluating, and creating" (Orey, 2010, p. 35). 
Bloom’s taxonomy is graded. That is, each step is presented at the upper steps 
as well. For instance, if someone is performing in the analysis level can also 
function in lower order steps as comprehension or application (Assaly & Smadi, 
2016). 

To fulfill the purpose of this study, the following research question was for-
mulated:  

How different are the horizontal and vertical axes in Iranian EFL 
learners' vocabulary learning regarding the components of cognitive 
domain levels? 

 

Method 
Participants 

The main participants of the present study were 83 Iranian high school homo-
geneous students, selected out of initial 100 students based on their perfor-
mance on a piloted version of Preliminary English Test (PET). The researchers 
piloted the test prior to final administration for its reliability index with a group 
of 30 Iranian EFL learners similar to the main study participants in term of age, 
background knowledge and the proficiency level. Finally, the test was adminis-
tered to 100 intermediate EFL learners and 83 participants whose scores fell 
within one standard deviation below and above the mean were selected as the 
main study participants. It is worth mentioning that all the participants were 
within the age range of 15 to 18. The participants of the study were randomly 
divided into three homogenous groups as horizontal axis group (HAG) (n=28), 
vertical axis group (VAG) (n=24), and the control group (CG) (31). 
 

Materials and Instruments 
To fulfill the purpose of the current study, a Preliminary English Test (PET) and 
the researchers-made vocabulary test (pretest and a vocabulary posttest were 
used.  
 

Preliminary English Test (PET)  

The PET test was piloted on a group of 30 students in order to probe the relia-
bility of the sub-sets of the test. The results of the Pearson correlation (Table 1) 
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Preliminary English Test (PET)  

The PET test was piloted on a group of 30 students in order to probe the relia-
bility of the sub-sets of the test. The results of the Pearson correlation (Table 1) 

indicated that there was significant agreement between the two raters who 
rated the subjects on the writing (r (28) = .81, p = .000, representing a large 
effect size) sections of the PET. 

 
Table 1. 
Inter-Rater Reliability of Writing Sub-Sets of PET 

 WRR2 

WRR1 
Pearson Correlation .818** 
Sig. (2-tailed) .000 
N 30 

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

 
Also, the KR-21 reliability indices for the listening and reading sections of 

the piloting PET were .68 and .73, respectively (see Table 2). The construct va-
lidity of the test has been already reported by the Cambridge University Press 
(https://www.ef.com/wwen/english-tests/cambridge-exams/pet/). The study 
participants answered the test in 100 minutes. 

 
Table 2. 
Reliability Indices; Listening and Reading Sections of Piloting PET 

 N Mean Std. Deviation Variance KR-21 

RC 30 25.13 3.471 12.051 .68 
LC 30 16.03 3.222 10.378 .73 
Valid N (listwise) 30     

 
Test of Vocabulary 

The researchers-made test of vocabulary which was administered as both pre-
test and posttest in the present study included multiple-choice items, matching, 
production items, recognition forms, true/false items, and sentence completion 
and was developed by the researchers based on the target words which were 
taught during the treatment.  

In the present study, vocabulary achievement was determined by the scores 
of the participants of this study on the piloted teacher-made vocabulary test 
based on Bloom’s (1965) taxonomy. Prior to the administration of this instru-
ment, it was pilot tested for the purposes of clarity, simplicity, time allotment, 
and estimating its reliability. However, the test was piloted on a group of 30 
students similar to the main participants of the study and six faulty items were 
removed after item analysis leaving 40 items in the test. The results of piloting 
process revealed that the mean was 20.80, standard deviation equaled 
(SD=8.99) and the reliability index based on Kuder-Richardson 21 equaled (KR-
21=.89). The allotted time to answer this test was 45 minutes. 
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 The piloted sample PET was utilized to choose a homogenous sample of 
participants based on their level of proficiency prior to the study, while a vali-
dated researchers-made test of vocabulary was administered as both pretest 
and posttest in the present study. Based on Bachman (2002, p. 454) “in case the 
interval between two administrations of a test is four weeks or so, the practic-
ing effect is highly minimized”. This test which included multiple-choice items, 
matching, production items, recognition forms, true/false items, and sentence 
completion was developed by the researchers based on the words in the target 
words which were taught during the cognitive treatment which will be dis-
cussed in details in procedure section. 

It is worth mentioning that to predict the efficacy of this instrument and to 
make sure that it covers the content that was supposed to measure, four TEFL 
professors were requested to judge this instrument. As a result, they acknowl-
edged this test for this purpose. It is also worth mentioning that the test items 
covered the areas of Bloom’s (1965) domain levels including knowledge (stu-
dents remember previously learned information), comprehension ( students 
demonstrate an understanding of the facts), application (students apply 
knowledge to actual situations), analysis (students break down objects or idea 
into simpler parts and find evidence to support generalizations), evaluation 
(students compile component ideas into anew whole or propose alternative 
solutions), and synthesis (students make and defend judgments based on inter-
nal evidence or external criteria). In this study, vocabulary achievement was 
determined by the scores of the participants of this study on the piloted re-
searchers-made vocabulary test based on Bloom’s (1965) taxonomy as previ-
ously described.  
 
Table 3. 
Descriptive Statistics for the Pre/Posttest 

 

 N N of 
Items Mean Std. Deviation Variance KR-21 

Vocabulary Test 30 40 20.80 8.995 80.905 .89 
 

Procedure 
Once the three groups (Horizontal, Vertical Axes, and the Control group) were 
divided as described above and the vocabulary pretest was administered, the 
treatment commenced. It seems worth mention that before starting the treat-
ment, through a pilot test, 30 out of 60 words were chosen as the appropriate 
and unknown words to the participants of this study. All three groups were 
taught by the same teachers (the researchers), and they used the same course 
book (Iranian High school book, vision 2). Moreover, they received the same 
hours of treatment (six weeks, five words each week) and teaching aids in the 
same physical environment; therefore, the most significant point of departure 
in the three groups in the present study was the form of training and vocabu-
lary teaching techniques presented in the classroom. That is, the processes of 
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lary teaching techniques presented in the classroom. That is, the processes of 

treatment, types of examples and the type of questions in all three above-
mentioned groups were to some extent different. For the horizontal group, the 
new words were taught through the techniques or strategies recommended by 
horizontal axes as collocations, fixed expressions and idioms, for the vertical 
group, the participants were provided with the new words through synonyms, 
antonyms and etc. The control group went through learning the items by means 
of definitions or Persian equivalents. 

Before focusing on what was presented in the classroom, a brief review of 
the syntagmatic vs. paradigmatic axes for word combinations and vocabulary 
development (Chandler, 2007) which was followed in the study seems neces-
sary. In the horizontal (syntagmatic) axis group, the learners were firstly famil-
iarized with the concept of syntagmatic relations-like collocations, fixed expres-
sions and idioms and they were trained to develop English vocabularies with the 
focus on such word combinations. Then they were encouraged to look the tar-
get words of each session in the dictionary and find the collocations each vo-
cabulary item taught can make. Also, the students in the horizontal (syntagmat-
ic) axis group were asked to find specific expressions, phrasal verbs, idiomatic 
expressions, and even the proverbs related to each specific word item taught. 
Hence, the focus of the classroom session in the 20 minutes devoted to the ex-
periment in each session was on the practice of such syntagmatic segments. 
Subsequently, they were asked to say how much they were ready for the com-
ing steps and procedures. They were also asked to practice the new expressions 
and idioms they had found at the end of each session of the classroom and see 
how well they had learned the vocabularies taught. Of course, they received 
relative feedback by the teacher, something which was decreased as the learn-
ers increased in the quality of their development. Various quizzes and class-
room discussions were presented in the intervention sessions. An example 
might clarify the issue:  

The first topic in the first lesson was taking about food passions, make an 
excuse to decline food, discuss lifestyle, describe local dishes and the covered 
vocabularies were nutrition terminology, food passions, excuses for not eating 
something and food descriptions. Also, the students were to cover a text about 
giving advice and find the collocations, idioms, and expression used in the text. 
The group participants were very interested in this issue, so the researchers 
decided to use it for a conversation topic. Furthermore, each student wrote a 
letter to their friends and received responses. They were supposed to use as 
many idioms, expressions, collocations, phrasal verbs and proverbs as possible. 
In this regard the students used the sentences of their book and similar ones 
form the Longman Dictionary and sometimes from the net.  

In the vertical (paradigmatic) axis group, the teacher informed the learners 
of the role they had to play in the classroom, almost every session, to facilitate 
their vocabulary development. The students were trained to focus on “para-
digmatic relations-such as synonyms, antonyms and hyponyms” (De Waard, 
2010, p. 41). The learners were trained to develop word lists for the word items 
they learned and were asked to find the synonyms, antonyms, and lexemes 
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(word families) for each new vocabulary they encountered with. Just like the 
horizontal group, the first topic in the first lesson was taking about food pas-
sions, make an excuse to decline food, discuss lifestyle, discuss life style chang-
es you have made, describe local dishes and the covered vocabularies were nu-
trition terminology, food passions, excuses for not eating something and food 
descriptions. Also, the students were to cover a short text about giving advice. 
These students were also very interested in this issue. The learners were divid-
ed into small groups of four to six and each group worked together in the in-
struction phase. Each group of students wrote a letter to their friends and re-
ceived responses; they cooperated with each other and provided each other 
with synonyms, anonyms, and word lexemes.  

In the control group (CG), the learners went through the process of instruc-
tion with no emphasis on vertical or horizontal factors. Meanwhile, they fol-
lowed the conventional learning system followed by the mentioned course 
book which was communicating based language teaching (CBLT).  

It is worth mentioning that in all the three groups, the teacher herself pro-
vided the feedback and assessed the students’ process of learning. In the first 
intervention sessions, the students were encouraged to take part in the class 
discussions and they were informed that the teacher would assess them almost 
every session and in case they felt they had been weak one session, they could 
compensate for that weakness in the coming sessions. Throughout the instruc-
tion process, the teacher monitored the students' progress and provided feed-
back on their strengths and weaknesses. 

 The researchers in this study provided the same hints for all learners and 
gave feedback from the most implicit to the most direct and explicit based on 
the needs of the learners in each of the three groups. Moreover, the researchers 
assessed the learners’ vocabulary through the quizzes that were taken every 
other session to enable them to be aware of their process. At the end of the 
treatment all the groups took the same vocabulary test as the posttest.  

 

Data Analysis 
Based on the normality of data, homogeneity of variances of groups and homo-
geneity of covariance matrices, to answer the mentioned research questions, 
multivariate analysis of variance (MANOVA) as a procedure for comparing mul-
tivariate sample means and independent t- test, as an inferential statistical test 
that determines whether there is a statistically significant difference between 
the means in two unrelated groups were of great help in this study.  
 

Results and Discussion 
Results 

As assumptions of normality were retained, the parametric analysis was taken 
into consideration.  MANOVA assumes. Based on the results displayed in Table 
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4, the assumption of normality was retained. The absolute values of the ratios 
of skewness and kurtosis were lower than 1.96.  

 
Table 4. 
 Descriptive Statistics; Testing Normality of Data  

Group 
N Skewness Kurtosis 

Statistic Statistic Std. Error Ratio Statistic Std. Error Ratio 

Horizontal 

Knowledge 28 .329 .441 0.75 -.333 .858 -0.39 

Comprehension 28 -.463 .441 -1.05 -.907 .858 -1.06 

Application 28 -.801 .441 -1.82 .043 .858 0.05 

Analysis 28 .371 .441 0.84 -.618 .858 -0.72 

Synthesis 28 -.802 .441 -1.82 -.056 .858 -0.07 

Evaluation 28 -.316 .441 -0.72 -.503 .858 -0.59 

Vertical  

Knowledge 24 .671 .472 1.42 -.640 .918 -0.70 

Comprehension 24 .347 .472 0.74 -.273 .918 -0.30 

Application 24 .352 .472 0.75 -.270 .918 -0.29 

Analysis 24 -.404 .472 -0.86 -.757 .918 -0.82 

Synthesis 24 -.830 .472 -1.76 -.416 .918 -0.45 

Evaluation 24 .276 .472 0.58 -1.350 .918 -1.47 

Control 

Knowledge 31 .273 .421 0.65 -.408 .821 -0.50 

Comprehension 31 .473 .421 1.12 -.183 .821 -0.22 

Application 31 .387 .421 0.92 -.778 .821 -0.95 

Analysis 31 -.311 .421 -0.74 1.206 .821 1.47 

Synthesis 31 -.037 .421 -0.09 -.912 .821 -1.11 

Evaluation 31 .555 .421 1.32 .108 .821 0.13 

 
Table 5 displays the results of the Levene’s test of homogeneity of variances. 

The non-significant results of the tests indicated that the assumption of homo-
geneity of variances was met on six cognitive domains. That is, knowledge (F = 
.994, p > .05), understanding (F = .686, p > .05), application (F = .856, p > .05), 
analysis (F = 2.12, p > .05), synthesis (F = 1.38, p > .05) and evaluation (F = 
1.31, p > .05).  
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Table 5. 
 Levene's Test of Equality of Error Variances 

     
 Levene Statistic df1 df2 Sig. 

Knowledge 

Based on Mean 1.143 2 80 .324 
Based on Median .994 2 80 .375 
Based on Median and with 
adjusted df .994 2 78.255 .375 

Based on trimmed mean 1.093 2 80 .340 

Comprehension 

Based on Mean 1.070 2 80 .348 
Based on Median .686 2 80 .506 
Based on Median and with 
adjusted df .686 2 76.664 .506 

Based on trimmed mean 1.064 2 80 .350 

Application 

Based on Mean 1.461 2 80 .238 
Based on Median .856 2 80 .429 
Based on Median and with 
adjusted df .856 2 59.033 .430 

Based on trimmed mean 1.298 2 80 .279 

Analysis 

Based on Mean 2.705 2 80 .073 
Based on Median 2.126 2 80 .126 
Based on Median and with 
adjusted df 2.126 2 77.068 .126 

Based on trimmed mean 2.583 2 80 .082 

Synthesis 

Based on Mean 1.825 2 80 .168 
Based on Median 1.387 2 80 .256 
Based on Median and with 
adjusted df 1.387 2 71.086 .256 

Based on trimmed mean 1.748 2 80 .181 

Evaluation 

Based on Mean 1.840 2 80 .165 
Based on Median 1.313 2 80 .275 
Based on Median and with 
adjusted df 1.313 2 67.288 .276 

Based on trimmed mean 1.834 2 80 .166 
 
Finally, the results displayed in Table 6 (Box’s M = 58.45, p > .05) indicated 

that the assumption of homogeneity of covariance matrices was met. 
 

Table 6. 
Box's Test of Equality of Covariance Matrices 

Box's M 58.453 
F 1.239 
df1 42 
df2 17420.221 
Sig. .138 
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Table 7 displays the results of MANOVA used to analyze the data to answer 
the research question of the study. Based on these results (F (12, 152) = 5.61, p 
<= .05, partial eta squared = .307 representing a large effect size) indicated that 
there were significant differences between the horizontal, vertical and control 
groups’ means on cognitive domains. Thus, the null-hypothesis as “there is no 
significant difference between the effect of horizontal and vertical axes on Ira-
nian EFL learners' vocabulary learning regarding the components of cognitive 
domain”, was rejected.  

 
Table 7. 
Multivariate Tests; Cognitive Domains by Groups 

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

Intercept 

Pillai's Trace .956 272.841 6 75 .000 .956 
Wilks' Lambda .044 272.841 6 75 .000 .956 
Hotelling's Trace 21.827 272.841 6 75 .000 .956 
Roy's Largest Root 21.827 272.841 6 75 .000 .956 

Group 

Pillai's Trace .614 5.611 12 152 .000 .307 
Wilks' Lambda .448 6.169 12 150 .000 .330 
Hotelling's Trace 1.092 6.732 12 148 .000 .353 
Roy's Largest Root .945 11.965 6 76 .000 .486 

 
As displayed in Table 8, horizontal group had the highest means on compre-

hension, application, synthesis and evaluation; however, the vertical group had 
the highest mean on knowledge, while there were not any significant differ-
ences between the three groups’ means on analysis. 

 
Table 8. 
 Descriptive Statistics; Cognitive Domains by Groups    

  Knowledge Comprehension  Application Analysis Synthesis Evaluation  

 

Horizontal 3.714 4.098 4.080 3.036 7.911 2.777  
Vertical 4.125 2.021 1.990 2.927 4.740 1.677  

Control 3.250 2.194 2.024 2.774 5.121 1.484  
 

Table 9 displays the results of the Between-Subjects Effects. Based on these 
results, it can be concluded that there were significant differences between the 
three groups’ means on; knowledge (F (2, 80) = 4.78, p <= .05, partial eta 
squared = .107 representing a moderate effect size), comprehension (F (2, 80) 
= 22.97, p <= .05, partial eta squared = .365 representing a large effect size), 
application (F (2, 80) = 15.94, p <= .05, partial eta squared = .285 representing 
a large effect size), synthesis (F (2, 80) = 19.37, p <= .05, partial eta squared = 
.322 representing a large effect size) and evaluation (F (2, 80) = 14.39, p <= .05, 
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partial eta squared = .265 representing a large effect size). However, there were 
not any significant differences between the three groups’ means on analysis (F 
(2, 80) = .361, p > .05, partial eta squared = .009 representing a weak effect 
size). 

 
Table 9. 
 Tests of Between-Subjects Effects; Cognitive Domains by Groups 

Source Dependent Variable 
Type III Sum 
of Squares df Mean Square F Sig. Partial Eta 

Squared 

Group 

Knowledge 10.483 2 5.242 4.781 .011 .107 
Understanding 73.146 2 36.573 22.971 .000 .365 
Application 79.616 2 39.808 15.944 .000 .285 
Analysis 1.020 2 .510 .361 .698 .009 
Synthesis 164.112 2 82.056 19.037 .000 .322 
Evaluation 27.608 2 13.804 14.394 .000 .265 

 
Table 10 displays the results of the post-hoc comparison tests: The results     

indicated that; 
1. *The vertical group (M = 4.12) had a significantly higher mean than the 

control group (M = 3.25) on knowledge (MD = .875, p <= .05). 
2. The horizontal group (M = 4.09) had a significantly higher mean than the 

vertical group (M = 2.02) on comprehension (MD = 2.07, p <= .05). 
3. The horizontal group (M = 4.09) had a significantly higher mean than the 

control group (M = 2.19) on comprehension (MD = 1.90, p <= .05). 
 

Table 10. 
Pairwise Comparisons; Cognitive Domains by Groups* 

Dependent Varia-
ble (I) Group (J) Group Mean Difference 

(I-J) Std. Error Sig. 

95% Confidence Interval 
for Difference 
Lower 
Bound Upper Bound 

Knowledge Vertical Control  .875* .285 .003 .308 1.442 

Comprehension Horizon-
tal  

Vertical  2.077* .351 .000 1.379 2.776 
Control  1.905* .329 .000 1.250 2.559 

Application Horizon-
tal  

Vertical  2.091* .440 .000 1.216 2.965 
Control  2.056* .412 .000 1.236 2.876 

Synthesis Horizon-
tal  

Vertical  3.171* .578 .000 2.022 4.320 
Control  2.790* .541 .000 1.713 3.867 

Evaluation Horizon-
tal  

Vertical  1.100* .272 .000 .558 1.642 
Control  1.293* .255 .000 .785 1.801 

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

1. The horizontal group (M = 4.08) had a significantly higher mean than the 
vertical group (M = 1.99) on application (MD = 2.09, p <= .05). 
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Knowledge Vertical Control  .875* .285 .003 .308 1.442 

Comprehension Horizon-
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Vertical  2.077* .351 .000 1.379 2.776 
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Vertical  1.100* .272 .000 .558 1.642 
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1. The horizontal group (M = 4.08) had a significantly higher mean than the 
vertical group (M = 1.99) on application (MD = 2.09, p <= .05). 

2. The horizontal group (M = 4.08) had a significantly higher mean than the 
control group (M = 2.02) on application (MD = 2.05, p <= .05).  

3. The horizontal group (M = 7.91) had a significantly higher mean than the 
vertical group (M = 4.74) on synthesis (MD = 3.17, p <= .05). 

4. The horizontal group (M = 7.91) had a significantly higher mean than the 
control group (M = 5.12) on synthesis (MD = 2.79, p <= .05).  

5. The horizontal group (M = 2.77) had a significantly higher mean than the 
vertical group (M = 1.67) on evaluation (MD = 1.10, p <= .05). 

6. The horizontal group (M = 2.77) had a significantly higher mean than the 
control group (M = 1.48) on evaluation (MD = 1.29, p <= .05).  

It can be concluded that in terms of the cognitive domain components, hori-
zontal training of foreign language vocabulary was more significant than the 
vertical one and there was no significant difference between the vertical train-
ing method and the conventional one introduced to the control group.  

An independent t-test was also run to compare the horizontal and vertical 
groups’ means on the posttest of vocabulary in order to probe the null-
hypothesis in general, without the focus on the components. Based on the re-
sults displayed in Table 11 it was claimed that the horizontal group (M = 26.30, 
SD = 3.93) had a higher mean than the vertical group (M = 22.37, SD = 4.22) on 
the posttest.  

 

Table 11. 
Descriptive Statistics; Posttest of Vocabulary by Groups 
 Group N Mean Std. Deviation Std. Error Mean 

Posttest 
Horizontal 28 26.30 3.932 .718 
Vertical 24 22.37 4.226 .813 

 
The results of the independent t-test (t (50) = 3.67, p < .05, 95 % CI [1.76, 

6.09], r = .444 representing a moderate to large effect size) (Table 12) indicated 
that the horizontal group significantly outperformed the vertical group on the 
posttest of vocabulary.  

 

Table 12. 
Independent Samples t-test; Posttest of Vocabulary by Groups 

 

Levene's Test for 
Equality of Vari-
ances 

t-test for Equality of Means 

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

Mean 
Differ-
ence 

Std. Error 
Difference 

95% Confidence Interval 
of the Difference 
Lower Upper 

 
Equal variances 
assumed .026 .872 3.63

7 50 .001 3.930 1.081 1.764 6.095 
Equal variances 
not assumed   3.62

3 
53.2
93 .001 3.930 1.085 1.754 6.105 

*It should also be noted that the assumption of homogeneity of variances was met (Levene’s F = 
.026, p > .05). That is why the first row of Table 12, i.e. “Equal variances assumed” was reported. 



142  —  The Effects of Horizontal and Vertical Axes on Iranian EFL Learners’ Vocabulary Learning Regarding ...

 

Discussion 
The results of data analysis indicated that there was a significant difference 
between the effects of horizontal and vertical axes on Iranian EFL learners' vo-
cabulary learning regarding the components of cognitive domain. Likewise, the 
horizontal group significantly outperformed the vertical and control groups in 
vocabulary reading regarding steps of cognitive domain including understand-
ing, application, analysis, synthesis, and evaluation. The only exception was 
knowledge in which vertical group slightly outperformed the other two groups. 
As the knowledge level is the lowest level in the cognitive domain and the dif-
ference was not significant, this notion can be ignored at the cost of huge and 
significant differences between the effects of horizontal and vertical axes on the 
vocabulary learning of EFL learners taking part in this study. This finding is in 
line with the results of previous research studies which have studied syntag-
matic and paradigmatic relations of lexical items such as Schutze and Pedersen 
(1993) who studied a vector model for syntagmatic and paradigmatic related-
ness, found that syntagmatic (horizontal) axis of words in combination" could 
restrict the right neighbors of verbs that are counted in the matrix to their ar-
guments"(p.104). This, in turn helps the software produce a good number of 
utterances while using restricted number of word combinations. This signifies 
the fact that idioms, collocations, and phrasal verbs which are frequently used 
in the daily conversations are enriched through horizontal relations which, lin-
guistically speaking, are supported by syntagmatic issues of descriptive linguis-
tics (Chandler, 2007).  

Likewise, the present finding is in line with Jacquemin's (1999) study on 
syntagmatic and paradigmatic representations of term variation, which found 
that "there are as many types of morphological relations as pairs of syntactic 
categories of content words"(p. 343). Since the syntactic categories of content 
words are noun (N), verb (V), adjective (A), and adverb (Adv.), there are poten-
tially sixteen different pairs of morphological links. Hence, associations of iden-
tical categories must be taken into consideration. For example, "Noun-Noun 
associations correspond to morphological links between substantive nouns 
such as agent/process: promoter/promotion" (Jacquemin, 1999, p. 343.) 

The priority of horizontal axis of words to the vertical axis, as found in the 
present study, can also take support from Haruki's (2006) study on principles 
of representation in Japanese, asserting that syntagmatic relations facilitate the 
development of vocabularies in the agglutinative languages which not only are 
synthetic in nature, but also they rare enriched with morphology that primarily 
uses agglutination. In this respect, as "words may contain different morphemes 
to determine their meanings, but all of these morphemes (including stems and 
affixes) remain, in every aspect, unchanged after their unions" (Dhanalakshmi 
et al., 2009, p. 433). Horizontal word relations are significant as they deal with 
morphological analysis and this analysis type "is concerned with retrieving the 
structure, the syntactic and morphological properties or the meaning of a mor-
phologically complex word"(Dhanalakshmi et al., ibid). 
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present study, can also take support from Haruki's (2006) study on principles 
of representation in Japanese, asserting that syntagmatic relations facilitate the 
development of vocabularies in the agglutinative languages which not only are 
synthetic in nature, but also they rare enriched with morphology that primarily 
uses agglutination. In this respect, as "words may contain different morphemes 
to determine their meanings, but all of these morphemes (including stems and 
affixes) remain, in every aspect, unchanged after their unions" (Dhanalakshmi 
et al., 2009, p. 433). Horizontal word relations are significant as they deal with 
morphological analysis and this analysis type "is concerned with retrieving the 
structure, the syntactic and morphological properties or the meaning of a mor-
phologically complex word"(Dhanalakshmi et al., ibid). 

The present study finding can also take support from De Waard's (2010) 
study on a syntagmatic/paradigmatic analysis of scientific text, which revealed 
that in scientific texts, "there is no story grammar defined" (p. 42). Instead, it 
seems that a syntagmatic analysis of scientific text is quite straightforward. 
This feature also might lie in the fact that in the scientific texts the passive 
structures support the jargons and scientific collocations. 

The present finding takes support from Abbassi et al.’s (2018) study on the 
effect of teaching memory strategies on Iranian EFL learner’s vocabulary reten-
tion in terms of learners’ multiple intelligences. As they reported “memorizing 
new vocabularies revealed that word list as a kind of rehearsal strategy could 
not succeed in enhancing the retention of learners' vocabulary knowledge” (p. 
8). It signifies that vertical or paradigmatic relations stressing synonyms, lex-
emes, and word lists are not enough to support the retention of L2 vocabulary 
in the learners’ mentality. Another feature of the present study which is worth 
mentioning is the presence of Bloom's (1965) taxonomy in the vocabulary test. 
It seems that both paradigmatic and syntagmatic relations have helped the de-
velopment of foreign language vocabularies tested in different levels of the 
aforementioned taxonomy. As such, the descriptive linguistics giving value to 
the syntagmatic/paradigmatic relations gains priority and attention in terms of 
foreign language vocabulary development. This conviction can take support 
from Faber and Uson's (2012) study on constructing a lexicon of English 
verbs which found that higher levels of cognitive thought require implication of 
more complex word combinations and syntactic variations.  

 

Conclusion and Implications 
Conclusion 

The results of data analysis firstly indicated that there was a significant differ-
ence between the effects of horizontal and vertical axes on Iranian EFL learn-
ers' vocabulary learning regarding the cognitive domain. In fact, the horizontal 
group significantly outperformed the vertical and control groups on the post-
test of vocabulary. Secondly, it was revealed that all the components of cogni-
tive domain except knowledge were significantly impacted by the horizontal 
training method. Likewise, vertical training method was more effective than the 
conventional method employed in the control group, though this effect was par-
tially significant. Therefore, syntagmatic relations or horizontal axis can be con-
sidered successful in helping learners improve their vocabulary knowledge in 
the second language. Based on the literature on morpho-semantic theory in 
descriptive linguistics (Juilland & Roceric, 2019) and its applications 
(Croft,1991; De Waard, 2010; Haruki, 2006; Schlesinger, 2006; Schutze & 
Pedersen, 1993; Yatbaz, et al., 2012), employing syntagmatic axis, as a success-
ful technique, could promote second language development in general, and vo-
cabulary development, in particular. 

It also could be concluded that syntagmatic and paradigmatic axes tech-
niques of L2 vocabulary training both can help the learning of L2 vocabularies 
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considering Bloom’s (1965) taxonomy of cognitive domain including remem-
bering, understanding, applying, analyzing, evaluating, and creating. However, 
the syntagmatic relation takes the lion’s share in this regard.  

 

Pedagogical Implications 
The present study demonstrated that both vertical and horizontal axes can in-
fluence the EFL learners’ vocabulary development concerning the cognitive 
domain. For a native like performance, EFL learners are advised to know native 
like vocabularies, syntactic structures and dictions. Therefore, according to the 
results of the present study, some implications for teaching and learning lexical 
items through syntagmatic and paradigmatic vocabulary relations within the 
cognitive domain can be suggested:  

Language teachers should employ syntagmatic relations to raise the learn-
ers' awareness of what they are dealing with and learners must be recom-
mended to pay attention to the features of input they are exposed to and notice 
the difference between the target like forms and the current state of their lin-
guistic knowledge. A kind of cognitive comparison which has been seen as one 
of the crucial processes in language acquisition can be of great help in this re-
gard (Vlaar et al., 2017).  

English teachers and learners could employ vertical and horizontal word re-
lations to familiarize their learners with meaningful function of L2 vocabulary. 
They can help them develop specific collocations, expressions, phrasal verbs, 
and idioms within the syntagmatic axis, while make them ready to learn syno-
nyms, word families, lexemes, and polysomic words. Therefore, the classroom 
interactions could be improved and would help the learners go further in terms 
of vocabulary learning and retention. 

The findings of the present study can be fruitful to material developers in 
the ELT domain and also those who present tasks in which learners’ awareness 
toward learning is enhanced. Such tasks may help the learners benefit from 
syntagmatic word relations, text analysis, autonomy, and meaningful learning. 

The central aim of this research was to bring awareness toward syntagmatic 
and paradigmatic word relations to the EFL classroom. The researchers hope 
that the results of the present study could shed lights into blurred issue of this 
area, and teachers would hopefully apply what has been discussed and con-
firmed here to their own situations in order to improve the L2 vocabulary de-
velopment of their students. 

 

Limitation of the Study 
Since the larger the sample size, the more precise the results will be, therefore, 
it should be confessed that the present study suffers from insufficient sample 
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considering Bloom’s (1965) taxonomy of cognitive domain including remem-
bering, understanding, applying, analyzing, evaluating, and creating. However, 
the syntagmatic relation takes the lion’s share in this regard.  

 

Pedagogical Implications 
The present study demonstrated that both vertical and horizontal axes can in-
fluence the EFL learners’ vocabulary development concerning the cognitive 
domain. For a native like performance, EFL learners are advised to know native 
like vocabularies, syntactic structures and dictions. Therefore, according to the 
results of the present study, some implications for teaching and learning lexical 
items through syntagmatic and paradigmatic vocabulary relations within the 
cognitive domain can be suggested:  

Language teachers should employ syntagmatic relations to raise the learn-
ers' awareness of what they are dealing with and learners must be recom-
mended to pay attention to the features of input they are exposed to and notice 
the difference between the target like forms and the current state of their lin-
guistic knowledge. A kind of cognitive comparison which has been seen as one 
of the crucial processes in language acquisition can be of great help in this re-
gard (Vlaar et al., 2017).  

English teachers and learners could employ vertical and horizontal word re-
lations to familiarize their learners with meaningful function of L2 vocabulary. 
They can help them develop specific collocations, expressions, phrasal verbs, 
and idioms within the syntagmatic axis, while make them ready to learn syno-
nyms, word families, lexemes, and polysomic words. Therefore, the classroom 
interactions could be improved and would help the learners go further in terms 
of vocabulary learning and retention. 

The findings of the present study can be fruitful to material developers in 
the ELT domain and also those who present tasks in which learners’ awareness 
toward learning is enhanced. Such tasks may help the learners benefit from 
syntagmatic word relations, text analysis, autonomy, and meaningful learning. 

The central aim of this research was to bring awareness toward syntagmatic 
and paradigmatic word relations to the EFL classroom. The researchers hope 
that the results of the present study could shed lights into blurred issue of this 
area, and teachers would hopefully apply what has been discussed and con-
firmed here to their own situations in order to improve the L2 vocabulary de-
velopment of their students. 

 

Limitation of the Study 
Since the larger the sample size, the more precise the results will be, therefore, 
it should be confessed that the present study suffers from insufficient sample 

size for statistical measurement, research result validation and generalization 
of the results to the larger population. 
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Abstract 
Problem-based learning (PBL) has recently gained prominence because 
of its potential to engage learners in learning process and to encourage 
deep meaningful knowledge construction. This quasi-experimental re-
search, hence, aimed at implementing PBL in an EFL context to investi-
gate its impact on participants’ engagement and reading comprehension. 
Two groups of elementary level students, one as experimental group (N = 
40) and one as control group (N = 40) whose homogeneity in language 
proficiency was examined by Key English Test (KET) were selected. The 
experimental group received PBL and the control group received lecture-
based method. The two groups completed pre- and posttests of PETALS 
engagement instrument (PEI) and reading comprehension. The results, 
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based on multivariate analysis of covariance and one-way analysis of 
covariance, indicated that the PBL group had higher engagement and 
more enhanced reading comprehension ability. To have highly engaged 
successful learners in reading comprehension classes, practitioners in 
EFL context should pay special attention to student-centered methods 
like PBL.  

Keywords: Engagement, Problem-based Learning, Reading Comprehen-
sion, self-directed learning, collaboration  
 

Introduction 
In modern educational settings, the goal of education must be the facilitation of 
change and learning; this goal goes beyond cognitive education (Stentoft, 2017) 
and is in line with an experiential learning which has meaning and involves 
learners’ active participation in knowledge construction (Lin, 2015). Unlike 
meaningless rote-learning which runs in a rigid way as it is only limited to the 
knowledge transfer process and students’ recall of the transferred knowledge, 
experiential learning leads to deep meaningful learning, learners’ high engage-
ment level and facilitates the use of acquired knowledge in different contexts 
and situations (Renol et al., 2017).  

 Looking at academic contexts, the mostly heard complaint in academic con-
texts nowadays is students’ disengagement (Lin, 2017a). There is decline in 
motivation among students and they try to get by with as little effort as possi-
ble. Learners’ engagement, then, should be the essence of teaching methods 
since it encourages success in learning (Wynn Sr et al., 2014). Savin-Baden 
(2016) defines student engagement as student association with the learning 
context, peers, and tutors that enable transition of knowledge in learning; the 
notion of engagement also includes students’ degree of desire, interest and at-
tention during the learning process.  

Deep meaningful learning is considered another key factor to success in ac-
ademic settings that can be encouraged though active engagement (MacKenzie, 
2015). One of the language skills that requires active engagement on the part of 
learners to achieve in-depth comprehension and meaningful learning for the 
purpose of performing cognitive and procedural tasks such as taking a test, 
writing a paper, giving a speech and also acquiring professional knowledge in 
educational fields is reading comprehension (Lin, 2017b). However, the main 
impediment in acquiring deep meaningful knowledge in reading is that teach-
ing comprehension is mostly based on lecture-based methods in most tradi-
tional academic contexts (Lin, 2015) which prevents learners to actively partic-
ipate in the learning process (MacKenzie, 2015).    

Problem-based learning (PBL) is an educational method which is based on 
constructivist theory of learning because learning and understanding in this 
method is derived from interaction with real problems and the learning envi-
ronment (Tan, 2003). PBL has been designed to promote deep understanding 
along with enhancing higher-order thinking skill; This instructional method 
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based on multivariate analysis of covariance and one-way analysis of 
covariance, indicated that the PBL group had higher engagement and 
more enhanced reading comprehension ability. To have highly engaged 
successful learners in reading comprehension classes, practitioners in 
EFL context should pay special attention to student-centered methods 
like PBL.  

Keywords: Engagement, Problem-based Learning, Reading Comprehen-
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Introduction 
In modern educational settings, the goal of education must be the facilitation of 
change and learning; this goal goes beyond cognitive education (Stentoft, 2017) 
and is in line with an experiential learning which has meaning and involves 
learners’ active participation in knowledge construction (Lin, 2015). Unlike 
meaningless rote-learning which runs in a rigid way as it is only limited to the 
knowledge transfer process and students’ recall of the transferred knowledge, 
experiential learning leads to deep meaningful learning, learners’ high engage-
ment level and facilitates the use of acquired knowledge in different contexts 
and situations (Renol et al., 2017).  

 Looking at academic contexts, the mostly heard complaint in academic con-
texts nowadays is students’ disengagement (Lin, 2017a). There is decline in 
motivation among students and they try to get by with as little effort as possi-
ble. Learners’ engagement, then, should be the essence of teaching methods 
since it encourages success in learning (Wynn Sr et al., 2014). Savin-Baden 
(2016) defines student engagement as student association with the learning 
context, peers, and tutors that enable transition of knowledge in learning; the 
notion of engagement also includes students’ degree of desire, interest and at-
tention during the learning process.  

Deep meaningful learning is considered another key factor to success in ac-
ademic settings that can be encouraged though active engagement (MacKenzie, 
2015). One of the language skills that requires active engagement on the part of 
learners to achieve in-depth comprehension and meaningful learning for the 
purpose of performing cognitive and procedural tasks such as taking a test, 
writing a paper, giving a speech and also acquiring professional knowledge in 
educational fields is reading comprehension (Lin, 2017b). However, the main 
impediment in acquiring deep meaningful knowledge in reading is that teach-
ing comprehension is mostly based on lecture-based methods in most tradi-
tional academic contexts (Lin, 2015) which prevents learners to actively partic-
ipate in the learning process (MacKenzie, 2015).    

Problem-based learning (PBL) is an educational method which is based on 
constructivist theory of learning because learning and understanding in this 
method is derived from interaction with real problems and the learning envi-
ronment (Tan, 2003). PBL has been designed to promote deep understanding 
along with enhancing higher-order thinking skill; This instructional method 

centered on the learners (Aryanti & Artini, 2017) and engages the learners as 
knowledge seekers; persuade them to frequently take a part in questioning, 
analyzing and interpreting the information and also applying the gained new 
information in new contexts. PBL, thus, is in accord with modern educational 
requirements that leads to meaningful life-long learning through interaction 
and active engagement (Yew & Goh, 2016).   

Considering Iranian EFL contexts, it becomes evident that although reading 
constitutes the major part of the course, most students do not have the re-
quired comprehension ability; they are passive and they do not actively engage 
in learning activities (Weisi, 2012). These problems might stem from imperfect 
educational system, heavily loaded with traditional methods and little attention 
paid to meaningful development of knowledge. Reading comprehension cours-
es need to develop learners’ active participation to assist them acquire new 
knowledge easily. Overemphasis on decoding and lack of sufficient exposure to 
authentic language use might be the major sources of poor engagement and low 
achievement (Lin, 2017b). As Kohonen et al. (2014) assert, there is a demand 
for an effective teaching method to create engaging educational context to de-
velop deep meaningful learning. Accordingly, PBL, as an instructional method 
anchored in constructivism, which encompasses indicators of active engage-
ment (Lin, 2017a) might offer a good solution for the stated problems.  

Although a large number of studies have illuminated the role of PBL in dif-
ferent disciplines (e.g., Abu-aisheh et al., 2016; Garnjost & Brown, 2018; Rovers 
et al., 2018), there is a lacuna of such research focusing on language learning 
and learners’ active engagement in the EFL context. The scarcity of the research 
endeavors into the possible role of PBL in language learning particularly read-
ing comprehension and also its possible impact on learners’ engagement level 
which is considered the main factor in deep meaningful learning (Rashid & As-
ghar, 2016) calls for further studies to investigate these issues. Thus, the pre-
sent research attempted to bridge the gap by probing the instructional effec-
tiveness of PBL, first, on EFL learners’ engagement level during the learning 
process and second, on their reading comprehension ability. 
 

Review of Literature 
Problem-based Learning 

Traditional educational settings are teacher oriented which transfer only static 
and fixed information; students have only the role to memorize what the teach-
er has transmitted to them. The students contribute nothing to the process of 
learning and consequently, cannot enhance the professional qualities in accord 
with requirements of modern life (Lin, 2017a). Obviously such content-
oriented decontextualized teaching results in surface shallow learning rather 
than deep meaningful learning (Stentoft, 2017) and doesn’t develop learners 
into good problem solvers to deal with challenges of today’s world (Cho et al., 
2015). If academic settings continue teaching content to learners without pay-
ing attention to the fact that how quickly such content knowledge becomes ir-
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relevant, education would fail; teachers would also fail if they focus on learning 
processes that do not focus on life-long learning (Stentoft, 2017). 

According to Farrell and Jacobs (2010), learners need to be able to feel re-
sponsible for their own learning and for the learning of those with whom they 
interact. In other words, as Tan (2003) states, the goal of education must be the 
facilitation of change and learning; this goal goes beyond cognitive education 
and includes the education of the whole person; it involves personal growth 
and the development of self-directed learning.  

According to Tan (2003), learners should act as pupil-researchers; they 
should continuously generate questions, formulate hypothesis and make their 
best effort to investigate and construct knowledge for themselves. Being self-
directed learners requires that individuals identify the knowledge areas they 
need, develop a plan to find the solution to the problems by searching varieties 
of resources and also be able to evaluate the results (Stentoft, 2017). Generally 
speaking, teachers must create an experiential learning environment based on 
investigation and discovery; a new student-centered method of learning and 
teaching is required to promote students’ team working, problem solving and 
responsibility for learning (Cho et al., 2015). 

Problem-based learning (PBL) is a method of teaching anchored in construc-
tivism. In PBL, understanding is gradually constructed through learners’ at-
tempt in pursuing goals, doing research, solving educational problems and re-
flecting (Lin, 2017a). PBL, according to O’Grady et al. (2012) and Stentoft 
(2017), is beneficial in dealing with modern academic requirements. 

PBL aims at preparing students for real-life settings by requiring them to 
solve authentic problems. The problems as the starting point to activate the 
course are considered the centerpiece during the learning process. The more 
problems the students learn to solve, the more they will be able to apply their 
knowledge (Lin, 2017b).  PBL involves learners with a range of conceptual ide-
as in problems through self-directed learning and collaboration; this challenges 
their current knowledge and assists them in identifying and solving their learn-
ing needs implementing prior knowledge and knowledge from different 
sources (Hmelo-Silver, 2013). PBL also encourages reflection which is an im-
portant indicator of learning (Hung, 2013).  

In PBL, scaffolds are broadly implemented as guides to bring about high lev-
el of meaningful learning and to help students achieve their academic ends 
(Haruehansawasin & Kiattikomol, 2018). Scaffolding can take different forms 
including group working in class, teacher’s social and cognitive congruence and 
the supports that are developed in advance by teachers like paper-based cogni-
tive tools (Schmidt et al., 2011).  

 

Engagement 
Engagement is defined as students’ degree of interest and attention during the 
learning process and their association with the learning context that enables 
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relevant, education would fail; teachers would also fail if they focus on learning 
processes that do not focus on life-long learning (Stentoft, 2017). 

According to Farrell and Jacobs (2010), learners need to be able to feel re-
sponsible for their own learning and for the learning of those with whom they 
interact. In other words, as Tan (2003) states, the goal of education must be the 
facilitation of change and learning; this goal goes beyond cognitive education 
and includes the education of the whole person; it involves personal growth 
and the development of self-directed learning.  

According to Tan (2003), learners should act as pupil-researchers; they 
should continuously generate questions, formulate hypothesis and make their 
best effort to investigate and construct knowledge for themselves. Being self-
directed learners requires that individuals identify the knowledge areas they 
need, develop a plan to find the solution to the problems by searching varieties 
of resources and also be able to evaluate the results (Stentoft, 2017). Generally 
speaking, teachers must create an experiential learning environment based on 
investigation and discovery; a new student-centered method of learning and 
teaching is required to promote students’ team working, problem solving and 
responsibility for learning (Cho et al., 2015). 

Problem-based learning (PBL) is a method of teaching anchored in construc-
tivism. In PBL, understanding is gradually constructed through learners’ at-
tempt in pursuing goals, doing research, solving educational problems and re-
flecting (Lin, 2017a). PBL, according to O’Grady et al. (2012) and Stentoft 
(2017), is beneficial in dealing with modern academic requirements. 

PBL aims at preparing students for real-life settings by requiring them to 
solve authentic problems. The problems as the starting point to activate the 
course are considered the centerpiece during the learning process. The more 
problems the students learn to solve, the more they will be able to apply their 
knowledge (Lin, 2017b).  PBL involves learners with a range of conceptual ide-
as in problems through self-directed learning and collaboration; this challenges 
their current knowledge and assists them in identifying and solving their learn-
ing needs implementing prior knowledge and knowledge from different 
sources (Hmelo-Silver, 2013). PBL also encourages reflection which is an im-
portant indicator of learning (Hung, 2013).  

In PBL, scaffolds are broadly implemented as guides to bring about high lev-
el of meaningful learning and to help students achieve their academic ends 
(Haruehansawasin & Kiattikomol, 2018). Scaffolding can take different forms 
including group working in class, teacher’s social and cognitive congruence and 
the supports that are developed in advance by teachers like paper-based cogni-
tive tools (Schmidt et al., 2011).  

 

Engagement 
Engagement is defined as students’ degree of interest and attention during the 
learning process and their association with the learning context that enables 

knowledge transition (Rahmanpanah & Mohseni, 2017; Savin-Baden, 2016) and 
consequently encourages academic success (Liu et al., 2018).  

 Engagement comprises three components including cognitive, students’ ef-
fort to do more than expected and implement strategies to enhance learning, 
affective, students’ feelings toward the learning process, and behavioral, the 
learners’ involvement in tasks, (Zaff et al., 2011). 

Students are successful that have high   engagement; the   higher   the   en-
gagement, the   more   the   learning   will   occur; the effectiveness of any educa-
tional method depends on its ability to increase engagement (Akbari et al., 
2016). By encouraging active personal construction of knowledge, PBL is tar-
geted to inspire highly engaged learning in this research.  

 

Reading Comprehension     
Learning to comprehend texts is an important skill to use materials and to ac-
quire professional knowledge in different subject fields (Lin, 2017b). Compre-
hension is a meaning construction process (Paris & Hamilton, 2009) that neces-
sitates implementing coordinate cognitive processes during which the reader 
gets textual information and then relates it to his/her background knowledge 
to understand the text (Arjuna & Jufri, 2016).  

In most EFL settings, teaching reading comprehension follows lecture-based 
method with a focus on direct instruction (Weisi, 2012). Such an instruction 
suffers from decontextualization which prevents learners to gain a deep mean-
ingful learning (Lin, 2017b). Due to the inefficiency of the lecture-based method 
to enhance comprehension, PBL may be a good solution by actively engaging 
learners in personal knowledge construction.  

 

The Related Experimental Studies 
PBL has been widely investigated in many different fields of studies. Many of 
these available studies have reported the positive perceptions of the leaners 
toward PBL, positive impact of PBL on learners’ engagement level and also its 
facilitative role in learning process. For example, Wosinski et al., (2018) aimed 
at investigating the perspectives of undergraduate nursing students to identify 
and synthesize the best available evidence on their success in PBL. This study 
implemented a qualitative systematic review of the literature according to me-
ta-aggregative methodology. The results of the study showed that clinical rea-
soning, leadership skills and interaction between the learners in PBL were key 
elements that led to the success of nursing students.  

Another study that emphasizes the positive role of PBL in learning process 
is a study done by Abu-aisheh et al. (2016). This research implemented PBL to 
foster engineering students’ engagement in the class. Portfolios were used as 
means of data gathering instrument. The analysis of portfolios indicated that 
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PBL enhanced the leaners’ level of interaction, encouraged active learning and 
consequently increased their engagement in class. Focusing on students’ level 
of engagement, Savin-Baden (2016) draws on a number of studies over the last 
15 years. Savin-Baden argues that conceptually and practically, student en-
gagement in PBL can be troublesome, however, by acknowledging four trans-
disciplinary threshold concepts including liminality, scaffolding, pedagogical 
content knowledge, and pedagogical stance, facilitators will be able to enhance 
student engagement and participation to a high extent in PBL.  

In contrast to studies which have focused on positive impact of PBL during 
learning process, in a research, Garnjost and Brown (2018) concluded that 
there was no significant difference in students’ perceptions between faculty 
centric pedagogy and PBL. This research compared undergraduate business 
students’ perception toward the effectiveness of faculty centric pedagogy and 
PBL. Using rubrics and scales, the students’ perspectives were measured on 
problem solving, critical thinking, teamwork, knowledge acquisition, and self-
directed learning (SDL). 

PBL, however, is a new teaching method in humanities, especially in teach-
ing languages.  Although little research has been done in EFL contexts to the 
best knowledge of the researchers, beneficial impacts of PBL have been empha-
sized.  For example, Lin (2015) implemented PBL in an English course to inves-
tigate its effect on elementary students’ vocabulary learning. The PBL group 
learned vocabulary through learner-centered activities, while the control group 
used lecture-based method. Participants completed pre- and posttests and 
wrote a topic-based composition and a self-report. The findings indicated that 
the control group could only acquire vocabulary at the basic 2000-word level 
and mastered receptive knowledge, while the PBL group could learn vocabu-
lary beyond 2000-word level and mastered productive knowledge.   

Caswell (2017) conducted an exploratory, evaluative case study which in-
corporated PBL within MA TESOL program in teacher education. The results of 
this mix methods study indicated the facilitative role of PBL in achieving pro-
fessional development by provision of new roles for teachers and students in-
cluding lead instructors, collaborating instructors and students as peer-
teachers. 

Kumar and Refaei (2017) selected one intermediate writing course to inves-
tigate how PBL improves students’ critical thinking in writing. To create the 
most appropriate text, the students were supposed to identify the audience of 
their writing and anticipate their needs. In these activities, students needed to 
analyze, synthesize and evaluate information. These processes were indicators 
of critical thinking. Using rubrics, the writings were analyzed and the results 
indicated that PBL promoted students’ critical thinking.  

Sulistyo (2017) investigated how effective PBL could be to promote EFL 
learners’ argumentative writing with regard to content, organization, vocabu-
lary, grammar and mechanics in a quasi-experimental study by involving in-
termediate-level students as the experimental and control groups. Based on the 
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wrote a topic-based composition and a self-report. The findings indicated that 
the control group could only acquire vocabulary at the basic 2000-word level 
and mastered receptive knowledge, while the PBL group could learn vocabu-
lary beyond 2000-word level and mastered productive knowledge.   

Caswell (2017) conducted an exploratory, evaluative case study which in-
corporated PBL within MA TESOL program in teacher education. The results of 
this mix methods study indicated the facilitative role of PBL in achieving pro-
fessional development by provision of new roles for teachers and students in-
cluding lead instructors, collaborating instructors and students as peer-
teachers. 

Kumar and Refaei (2017) selected one intermediate writing course to inves-
tigate how PBL improves students’ critical thinking in writing. To create the 
most appropriate text, the students were supposed to identify the audience of 
their writing and anticipate their needs. In these activities, students needed to 
analyze, synthesize and evaluate information. These processes were indicators 
of critical thinking. Using rubrics, the writings were analyzed and the results 
indicated that PBL promoted students’ critical thinking.  

Sulistyo (2017) investigated how effective PBL could be to promote EFL 
learners’ argumentative writing with regard to content, organization, vocabu-
lary, grammar and mechanics in a quasi-experimental study by involving in-
termediate-level students as the experimental and control groups. Based on the 

results, the PBL group could improve argumentative writing and its compo-
nents to a large extent in comparison to the guided-writing instruction group.  

Aryanti and Artini (2017) investigated the effect of PBL on EFL students’ 
productive skills and their attitudes toward language learning in a mixed-
methods research. Pretest, posttest, close-ended questionnaire, open-ended 
questionnaire, observation checklist and interview were used as data-gathering 
instruments. Results showed that PBL enhanced learners’ ability in productive 
skills and had positive impacts on their attitude.  

Baresh et al. (2019) implemented Hybrid PBL (HPBL) method in an English 
speaking course to investigate the impact of PBL on EFL learners’ speaking abil-
ity. The participants of the study were a class of 30 first-year undergraduate 
students in a public university in Libya. Semi structured interviews and obser-
vations were used as data-gathering instruments. The results showed HPBL’s 
effectiveness by making students involved in learning to speak English fluently 
and enabling them to work more autonomously.   

Bashith and Amin (2017) examined the impact of PBL on EFL students’ crit-
ical thinking skill and learning outcomes through a quasi-experimental method 
with non-equivalent control group design. Pre and post essay tests were used 
as instruments to gather data on learning outcomes. The critical thinking skill 
data were from the test scores of each class. The findings of the study indicated 
that PBL enhanced EFL learners’ critical thinking skill and b about positive 
learning outcomes in comparison to the control group. 

Lin (2017a) incorporated PBL in one web-based English reading course to 
investigate its impact on learners’ comprehension ability and their perceptions. 
Two classes of intermediate university students were randomly assigned into 
the PBL and Non-PBL groups. Comprehension pretest and posttest, an instruc-
tional questionnaire and self-reports were implemented to gather data.  The 
results indicated that PBL learners enhanced their comprehension in compari-
son to the control group. The questionnaire and self-reports analysis revealed 
that PBL increased active learning and synthesized cognitive processing.   

Another study by Lin (2017b) investigated whether implementing PBL in 
English reading course can foster EFL learners’ comprehension ability, strategy 
use and their active learning. Two reading classes were randomly assigned into 
the PBL and Non-PBL groups. Comprehension pre- and posttests and English 
active learning questionnaire were used to gather data. The results indicated 
high positive impacts of PBL on learners’ comprehension and strategy use. The 
analysis of questionnaires also showed that PBL participants had more active 
learning attitude. 

 Lee et al. (2019) implemented PBL in an EFL class. Sophomore English ma-
jors were participants of the study. They engaged in recursive reading and writ-
ing practices. They took part in considering the collected multimodal resources 
and writing a multimodal text so as to make the target audience interested. 
Corpus and qualitative analyses revealed that students developed their ability 
in vocabulary use, sentential complexity, and overall expressive fluency.  



156  —  Problem-based Learning and its Impact on EFL Learn-ers’ Engagement and Reading Comprehension

As the research literature indicates, some research has been carried out on 
PBL in EFL contexts (e.g., Aryanti & Artini, 2017; Kumar & Refaei, 2017; Lin, 
2015), but only a few limited studies, to the researchers’ knowledge, have been 
conducted on the impact of PBL on reading comprehension (Lin, 2017 a & b). 
These studies indicated positive impact of PBL on EFL learners’ comprehension 
ability. What is lacked in these studies is the investigation of the undeniable and 
indispensable role of scaffolding in PBL. To bring sufficient empirical evidence 
to support superiority of PBL (Lin, 2015), especially in EFL contexts, more re-
search studies are needed to investigate PBL by focusing on scaffolding. In addi-
tion, the learners in these two studies were not homogenized which prevents 
generalizability of the findings. More research is needed to homogenize the 
learners in proficiency so that more reliable results can be achieved. In addi-
tion, in accord with the research literature in EFL, although the notion of en-
gagement has received lots of attention in educational settings (Rashid & As-
ghar, 2016), almost no research has been done to investigate students’ en-
gagement level using PBL. As learners’ active participation during learning can 
foster deep meaningful learning (Liu, et al, 2018), more research is needed to 
investigate its role in learning in PBL.  

To understand the instructional effectiveness of PBL and to fill the gap in the 
research literature, this study, thus, intends to investigate the effect PBL may 
have on EFL learners’ engagement and comprehension ability in a General Eng-
lish class and aims at comparing this PBL class with another EFL class following 
a lecture-based method. It is expected that PBL as the constructivist method 
could solve EFL learners’ disengagement problem which can be considered one 
of the most important impediments in learning and could involve learners in 
active knowledge construction to encourage deep meaningful learning in read-
ing. For this purpose, the following research questions and null hypotheses 
were posed:  

Research Questions 
1. Does PBL have any statistically significant effect on Iranian EFL students’ 

engagement level? 
2. Does PBL have any statistically significant effect on Iranian EFL students’ 

reading comprehension ability? 
 

Method 
Design 

This study followed a quasi-experimental design with pretest-posttest, control 
group. There were two groups, experimental, and control. The independent 
variable was PBL and the dependent variables were EFL learners’ engagement 
and comprehension ability. 

 

Participants 
Both male and female undergraduate junior students (N = 118) with age range 
of 19-27 comprising three General English classes were initial participants in 
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foster deep meaningful learning (Liu, et al, 2018), more research is needed to 
investigate its role in learning in PBL.  

To understand the instructional effectiveness of PBL and to fill the gap in the 
research literature, this study, thus, intends to investigate the effect PBL may 
have on EFL learners’ engagement and comprehension ability in a General Eng-
lish class and aims at comparing this PBL class with another EFL class following 
a lecture-based method. It is expected that PBL as the constructivist method 
could solve EFL learners’ disengagement problem which can be considered one 
of the most important impediments in learning and could involve learners in 
active knowledge construction to encourage deep meaningful learning in read-
ing. For this purpose, the following research questions and null hypotheses 
were posed:  

Research Questions 
1. Does PBL have any statistically significant effect on Iranian EFL students’ 

engagement level? 
2. Does PBL have any statistically significant effect on Iranian EFL students’ 

reading comprehension ability? 
 

Method 
Design 

This study followed a quasi-experimental design with pretest-posttest, control 
group. There were two groups, experimental, and control. The independent 
variable was PBL and the dependent variables were EFL learners’ engagement 
and comprehension ability. 

 

Participants 
Both male and female undergraduate junior students (N = 118) with age range 
of 19-27 comprising three General English classes were initial participants in 

this study. They were majoring in different engineering courses including elec-
tronic and computer engineering. In these classes, 102 met the criterion of one 
standard deviation (SD = 12.05) above and below the mean (M = 29.30), based 
on the results of Key English Test (KET). After assigning one group as the pilot 
group (N = 22), one experimental group (N = 40) and one control group (N = 
40) were selected. Convenience sampling as a non-probability sampling tech-
nique was used in this study. The experimental group received PBL and the 
control group received lecture-based method. Their English proficiency was 
limited to restricted hours of EFL instruction at high school based on the inter-
view in class. 
 

Instruments  
The Key English Test (KET) 

KET was used in the PBL and control groups to test students’ homogeneity level 
in proficiency. It is a Cambridge ESOL exam including four sections of reading, 
listening, speaking and writing. This test is suitable for elementary-level learn-
ers. Due to practicality problems in this research, the listening and speaking 
sections were not utilized and only the reading and writing sections were im-
plemented. The Reading and Writing paper has nine parts. There are 60 possi-
ble marks in reading and writing sections. Through Kuder-Richardson’ formula, 
its reliability was calculated to be .73, which was acceptable. The content validi-
ty of this test was also ensured by consulting three experienced EFL teachers 
teaching at the university.  
 
The PETALS Engagement Instrument (PEI) 

PEI was used to investigate the learners’ engagement level in both the PBL and 
control groups (Appendix A). This questionnaire has been designed by Ministry 
of Education, Singapore (2009).  The learners’ survey contains eight scales alto-
gether; Pedagogy (P), Experience of Learning (E), Tone of Environment (T), 
Assessment (A) Learning Content (L) as five dimensions of engaged learning 
and Affective Engagement (GA), Behavioral Engagement (GB) and Cognitive 
Engagement (GC) as three types of engagement. Each of the eight scales con-
sists of 5 items. There are 40 items in all. For all the items, the learners are re-
quired to rate the extent to which each statement describe the lessons that they 
have gone through based on the given 10 Point-Likert type scale. However, in 
this study, the questionnaire was adapted to be better suited for using in the 
class by highlighting comprehension in all questions. The scale was also modi-
fied into 5-point Likert scale type and eight reverse questions were added to 
increase the validity of the questionnaire. The content validity of PEI was en-
sured by consulting two experienced EFL teachers at the university. The items 
were rated for readability, clarity and comprehensiveness. The questionnaire 
was translated into Persian and validated with regard to content consulting 
experienced EFL teachers at the university and then the reliability of the ques-
tionnaire was calculated through Cronbach’s alpha formula to be .91.   
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Reading Comprehension Pre- and Posttest 

Learners’ comprehension was measured by pre- and posttests at the beginning 
and end of the study. Based on learners’ proficiency level specified by the test of 
KET to be at the elementary level, “Select Readings: Teacher-Approved Read-
ings for Today’s Students” (Lee, 2011), an elementary level textbook of General 
English courses at the university, was implemented as the source in these tests 
as well as the instruction. Both pretest and posttest included 57 questions to 
assess learners’ comprehension. The total score was 20. Through Kuder-
Richardson’ formula, its reliability was calculated to be 0.97 which was ac-
ceptable. The content validity of pre- and posttest was also ensured by consult-
ing two experienced EFL teachers at the university. 
 

Scaffolds 

As the means of scaffolds, Problem Definition Template (PDT) and worksheets 
were used in the PBL group. PDT, with three columns of “what they know”, 
“what they do not know”, and “what they need to know” was used as a cognitive 
template to help students to make their prior knowledge and learning issues 
explicit in reading and propose an action plan to solve the problems (Appendix 
B). Worksheets were implemented to engage learners in doing different tasks 
to solve comprehension problems (Appendix C). 
 

Procedure  
At first step and before the treatment, the results in KET were used to check the 
students’ homogeneity in three general English courses in the first session. Af-
ter that and before the main research, a pilot study (n = 22) was done in four 
sessions to calculate PEI and the pre-and posttest’ reliability, to understand 
what type of problems students have (using PDT and the worksheets), and to 
facilitate the treatment procedure in the main study, especially in terms of PBL 
stages and time requirements. After the pilot study, the researchers made some 
changes in comprehension questions to make them more understandable.  

After the pilot study, the main research was conducted. First, comprehen-
sion and PEI pretests were administered to both groups. Next, for two sessions 
in the PBL group, the teacher explained and modeled PBL to the students (i.e., 
training sessions). After the treatment, reading comprehension and PEI post-
tests were administered in both groups. PDT and worksheets were used as scaf-
folds to assist students during the learning process in PBL. The treatment and 
administering tests lasted 16 sessions. Every session was 90 minutes. Totally 
six lessons were covered and each lesson was taught in two sessions. Teaching 
was conducted by one of the researchers in this study.  

 

Treatment in the PBL group 

The learners were divided into groups and went through phases: 
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training sessions). After the treatment, reading comprehension and PEI post-
tests were administered in both groups. PDT and worksheets were used as scaf-
folds to assist students during the learning process in PBL. The treatment and 
administering tests lasted 16 sessions. Every session was 90 minutes. Totally 
six lessons were covered and each lesson was taught in two sessions. Teaching 
was conducted by one of the researchers in this study.  

 

Treatment in the PBL group 

The learners were divided into groups and went through phases: 

Problem Presentation. An authentic problem was presented to students in 
every reading text. Students needed to solve the problem, reading the textbook. 
An example was like what follows: 

“Oil, one natural resource that most countries use will finish one day. 
Are there any other natural resources? Can countries build cities that 
use other resources? ” 

Pre-reading and Reading. The problem was read and discussed by the stu-
dents in groups to understand it. To specify learning needs taking the stated 
problem into account, PDT was given to the students. They completed the first 
column based on their background knowledge writing what they knew regard-
ing the problem. They wrote what they did not know in the second column. 
Students, here, were asked to discuss their problems and state them in words. 
They wrote what they needed to know in the last column. The assigned text 
was, then, given to each group. To solve the stated problem, students were re-
quired to read the text and discuss the problems that impede comprehension. 
They were asked to complete PDT again considering their comprehension 
problems. This phase helped learners to contextualize reading problems from 
their own points of views. The teacher encouraged learners to propose an ac-
tion plan by prioritizing the problems and deciding the ways they can use to 
solve problems. The main goal at this stage is specifying learning needs. Phases 
one and two lasted about 45 to 60 minutes. 
Self-directed Studying. The teacher as facilitator guided students toward self-
directed studying at home by introducing different resources (Grammar in Use, 
vocabulary books, Internet, Oxford and Thesaurus dictionaries). To organize 
their thought, learners were required to study PDT at home. To pace their 
learning (O'Grady et al., 2012) and to facilitate their job, a worksheet was given 
to be completed at home. Worksheets smoothly moved learners to identify and 
solve their problems by asking appropriate questions and providing the neces-
sary cues. Students were required to take PDT and worksheet to the class to 
discuss the findings. 
In-class Presentation and Discussion. In this phase, learners, first, discussed 
solutions to the problems collaboratively. A summary of major findings was, 
then, provided and presented to the class. The teacher assisted learners in pre-
senting the solutions, and gave extra explanation when needed. 
The Learning Process Evaluation. Learners reviewed and evaluated their 
learning process by means of self- and peer-evaluation reports.     
 
Instruction in the Control Group 

Lecture-based method was implemented in the control group. First, the learn-
ers were asked to look at the topic of reading to guess the meaning of topic and 
predict what the text can be about. After asking and answering some textual 
and contextual questions involving the ones related to pictures, headings and 
subheadings, the learners could get general idea of what the text was about. 
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The teacher, then, started teaching the main text by reading the text line by line 
and translating it. The teacher also emphasized the right pronunciation of 
words and asked the learners to repeat the words to learn the correct pronun-
ciations. In addition, the teacher also provided all other essential explanations 
important in comprehending the text including grammatical points like the 
verb tenses. After finishing reading, the teacher required learners to ask any 
questions they have with regard to the text. Reading and understanding the text 
approximately took 70 minutes. The teacher, then, asked the learners to devote 
the rest of the class time to answer comprehension questions. After checking 
the answers, the teacher told the students to do all the other follow-up reading 
tasks including vocabulary exercises and grammatical questions at home. The 
next session, the learners were required to read and answer all the exercises in 
the class and ask their problems and questions. The teacher also provided the 
learners with the necessary explanations. 

 

Results 
Proficiency Test of KET 

To determine the homogeneity of the participants in pilot, control and PBL 
groups, first, One-Sample Kolmogorov-Smirnov was conducted to consider 
normality of scores’ distribution in KET (Table 1).  
 
Table 1. 
One-Sample Kolmogorov-Smirnov Test in KET 

 

                                N               Kolmogorov-Smirnov Z                      Sig. 
  

Pilot                         22                         .13                                             .20 
PBL                          40                         .13                                             .07 
Control                    40                         .13                                             .08 

 
As Table 1 indicates, the test revealed normal distribution of scores in three 

groups (p > .05). Then, descriptive statistics were calculated as Table 2 indi-
cates. 

 
Table 2. 
Descriptive Statistics in KET  

 

                                N               Mean                 Std. Deviation                  Std. Error 
  

Pilot                         22             29.50                       5.93                              1.26 
PBL                         40             31.5                         7.07                                1.11 
Control                    40            29.22                        6.05                                .95   
Total                        102           30.00           6.44                                 .63 

 

According to Table 2, the mean scores in the pilot, PBL and control groups 
are close to one another. To see whether the differences in mean scores are 
significant, one-way analysis of variance was conducted (Table 3). 
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important in comprehending the text including grammatical points like the 
verb tenses. After finishing reading, the teacher required learners to ask any 
questions they have with regard to the text. Reading and understanding the text 
approximately took 70 minutes. The teacher, then, asked the learners to devote 
the rest of the class time to answer comprehension questions. After checking 
the answers, the teacher told the students to do all the other follow-up reading 
tasks including vocabulary exercises and grammatical questions at home. The 
next session, the learners were required to read and answer all the exercises in 
the class and ask their problems and questions. The teacher also provided the 
learners with the necessary explanations. 

 

Results 
Proficiency Test of KET 

To determine the homogeneity of the participants in pilot, control and PBL 
groups, first, One-Sample Kolmogorov-Smirnov was conducted to consider 
normality of scores’ distribution in KET (Table 1).  
 
Table 1. 
One-Sample Kolmogorov-Smirnov Test in KET 

 

                                N               Kolmogorov-Smirnov Z                      Sig. 
  

Pilot                         22                         .13                                             .20 
PBL                          40                         .13                                             .07 
Control                    40                         .13                                             .08 

 
As Table 1 indicates, the test revealed normal distribution of scores in three 

groups (p > .05). Then, descriptive statistics were calculated as Table 2 indi-
cates. 

 
Table 2. 
Descriptive Statistics in KET  

 

                                N               Mean                 Std. Deviation                  Std. Error 
  

Pilot                         22             29.50                       5.93                              1.26 
PBL                         40             31.5                         7.07                                1.11 
Control                    40            29.22                        6.05                                .95   
Total                        102           30.00           6.44                                 .63 

 

According to Table 2, the mean scores in the pilot, PBL and control groups 
are close to one another. To see whether the differences in mean scores are 
significant, one-way analysis of variance was conducted (Table 3). 

Table 3. 
One-Way ANOVA Results in KET  

 

                            Sum of Square     df         Mean Square      F           Sig.        Effect Size a 
 

Between groups      73.62               2             36.81            .88           .41              .01 
Within groups        4120.37          99             41.62  
Total                    4194.00         101 
a Eta Squared 

 
As Table 3 displays, one-way analysis of variance indicated that the differ-

ence in language proficiency level is not meaningful, F (2, 99) = .88, P = .41 > 
0.05, indicating that the three groups were homogeneous. 

 
Research Question 1  

Regarding the first research question, first the distributions of scores in PEI 
pretest and posttest in the control and PBL groups were taken into account 
with regard to normality by means of One-Sample Kolmogorov-Smirnov (Table 
4).  
 
Table 4. 
One-Sample Kolmogorov-Smirnov Test in PEI Pretest and Posttest in the PBL and Control Groups 

 

       Variables           Group               N               Kolmogorov-Smirnov Z                      Sig. 
                               Control            40                          .75                                           .60 
 PEI    Pretest        
                                PBL                40                          .76                                           .62 

                                   Control             40                          1.00                                         .26 
      PEI Posttest 
                                    PBL                  40                         .65                                           .77 

                               Control             40                         1.29                                         .07 
Pedagogy pretest   
                                PBL                  40                        1.28                                         .07  

                                      Control              40                       1.23                                        .09 
     Pedagogy posttest 
                                       PBL                   40                      .67                                          .75 

                                   Control               40                     1.63                                         .06 
Experience of Learning Pretest 
                                      PBL                  40                    1.53                                         .06   

                                        Control             40                     .95                                            .31 
Experience of Learning Posttest 
                                           PBL                40                    .57                                            .89 
                                      Control               40                   1.16                                           .13 
Tone of Environment Pretest 
                                         PBL                  40                  1.16                                           .13  
                                          Control              40                  1.27                                         .07  
Tone of Environment Posttest 
                                           PBL                  40                   .67                                          .75 
                                        Control               40                  1.13                                        .14 
Assessment Pretest 
                                         PBL                    40                 1.05                                        .21  
                                        Control               40                    1.59                                       .05 
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Assessment Posttest 
                                         PBL                    40                    .92                                        .36 
                                        Control               40                   1.45                                      .05 
Learning Content Pretest 
                                         PBL                    40                  1.50                                      .07 

                                           

                                         Control               40                   1.60                                      .06 
Learning Content Posttest 
                                            PBL                    40                  .85                                       .45 

                                    

                                        Control                40                  1.55                                       .05 
Affective Engagement Pretest 
                                         PBL                    40                 1.41                                       .07 

                                           

                                         Control                40                  1.67                                       .05 
Affective Engagement Posttest 
                                            PBL                    40                 .94                                          .33 

 

                                       Control                 40                 1.50                                       .05 
Behavioral Engagement Pretest 
                                           PBL                     40                1.80                                       .05 
                                          Control                 40                 1.70                                        .05 
Behavioral Engagement Posttest 
                                           PBL                     40                  .94                                         .33 
                                         Control                 40                 2.14                                       .05 
Cognitive Engagement Pretest 
                                           PBL                     40                2.32                                       .05 
                                            Control                 40                 2.06                                        .05 
Cognitive Engagement posttest 
                                             PBL                     40                  .98                                        .28 

 

According to Table 4, the results showed that the score in PEI pre- and post-
test and its subscales in the control and PBL groups have normal distribution (p 
> .05). Therefore, the significance values in all score distributions indicates that 
parametric tests used for all variables are acceptable. 

At the second step, learners’ scores in eight scales and also their total scores 
in PEI were calculated in two groups. There were six questions in each scale. 
Therefore, the scores in eight scales ranged from 6 to 30. The lowest mark in 
total score was 48 and the highest mark was 240. After conducting linearity and 
normality tests and ensuring that there is no deviation, the equality of variance-
covariance matrix was taken into account. It indicated that as F = 2.15, P = .002 
> .001, covariance matrices of the dependent variable are equal across groups. 
To test the equality of error variances, Levene’s Test of Equality of Error Vari-
ances was also conducted. The results indicated that as p > .01, there is equality 
of error variances for dependent variables across groups. To investigate the 
effect of PBL on students’ engagement level, Mancova was used (Table 5).  

 

Table 5. 
Multivariate Test Box: Mean Difference between the PBL and Control Groups 

 

                                               Value                        Sig.                           F 
 

    Wilks’ Lambda                          0.02                          0.000                261.42   
 

As Table 5 indicates, F= 261.42, P = 0.000 ˂ 0.05 and Wilks’ L= 0.02 in mul-
tivariate analysis of covariance yielded a significant and meaningful difference 
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According to Table 4, the results showed that the score in PEI pre- and post-
test and its subscales in the control and PBL groups have normal distribution (p 
> .05). Therefore, the significance values in all score distributions indicates that 
parametric tests used for all variables are acceptable. 

At the second step, learners’ scores in eight scales and also their total scores 
in PEI were calculated in two groups. There were six questions in each scale. 
Therefore, the scores in eight scales ranged from 6 to 30. The lowest mark in 
total score was 48 and the highest mark was 240. After conducting linearity and 
normality tests and ensuring that there is no deviation, the equality of variance-
covariance matrix was taken into account. It indicated that as F = 2.15, P = .002 
> .001, covariance matrices of the dependent variable are equal across groups. 
To test the equality of error variances, Levene’s Test of Equality of Error Vari-
ances was also conducted. The results indicated that as p > .01, there is equality 
of error variances for dependent variables across groups. To investigate the 
effect of PBL on students’ engagement level, Mancova was used (Table 5).  

 

Table 5. 
Multivariate Test Box: Mean Difference between the PBL and Control Groups 

 

                                               Value                        Sig.                           F 
 

    Wilks’ Lambda                          0.02                          0.000                261.42   
 

As Table 5 indicates, F= 261.42, P = 0.000 ˂ 0.05 and Wilks’ L= 0.02 in mul-
tivariate analysis of covariance yielded a significant and meaningful difference 

in engagement level in both groups. To investigate the significance of difference 
in learners’ engagement level in eight sub-scales in PEI, F test was used as Table 
6 indicates. 

 
Table 6. 
F Test to Compare Engagement Level in the PBL and Lecture-Based Groups 

 

             Scales                                       F                  df                            Sig.  
 

         Pedagogy                                    1407.78            1                           0.000 
 
         Experience of learning                1561.69           1                           0.000 
 
         Tone of environment                  1621. 65          1                           0.000 
 
         Assessment                                   1297.99           1                           0.000 
 
         Learning content                          2393.64          1                            0.000 
 
         Affective engagement                  2744.09          1                            0.000 
               
         Behavioral engagement              2355.5             1                            0.000 
 
          Cognitive engagement               4634.21            1                            0.000 
 

 
As Table 6 presents, there is a meaningful and significant difference be-

tween the PBL and lecture-based groups in eight scales taking significant values 
(P < 0.05) into account. To compare the PBL and lecture-based groups’ en-
gagement level, descriptive statistics in engagement subscales have been indi-
cated in Table 7. 

 
Table 7. 
Means and Standard Deviation of Scores in the PBL and Control Groups 

 

Dependent Variable    Group       Mean      Std. Error               95% Confidence Interval 
 

                                                                                              Lower Bound      Upper Bound 
 

P Posttest                     PBL               20.28a        .43                   19.41                   21.15 
                               Lecture-based      11.54a         .43                   10.66                   12.41 
 
E posttest                     PBL               19.96a        .57                     18.82                 21.10 
                               Lecture-based      10.75a        .57                       9.61                 11.89 
 
T Posttest                      PBL       20.35a       .57                      19.21                 21.49 
                                Lecture-based    10.96a       .57                        9.83                 12.10 
 
A posttest                      PBL             18.91a       .45                       18.01                19.80 
                               Lecture-based     10.51 a       .45                        9.61                 11.41 
 
L posttest                      PBL              19.53a       .56                      18.41                 20.66 
                                Lecture-based       8.13a       .56                      7.00                     9.26 
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GA posttest                   PBL             21.66a       .45                     20.75                 22.57 
                               Lecture-based       9.45a       .45                       8.54                 10.36 
 
GB posttest                    PBL            21.84a        .66                     20.52                 23.15 
                                           Lecture-based    10.53a        .66                       9.21                 11.84 
 
GC   posttest                  PBL            23.29a       .40                      22.48                 24.10 
                                Lecture-based      7.42         .40                       6.61                    8.24 
A Covariates appearing in the model are evaluated at the following values: pedagogy-pre= 8.1250, 
experience of learning- 
Pre= 7.2500, tone of environment-pre= 8.1875, assessment-pre = 9.2750, learning content-pre= 
6.850, affective engagement-pre= 9.6250, behavioral engagement-pre= 10.6000, cognitive en-
gagement-pre=7.1125 

 
Taking the mean scores in all eight subscales into account (Table 7), it be-

came evident that the learners had high engagement level in the PBL group in 
comparison to the learners in the lecture-based group.  Therefore, the first null 
hypothesis indicating that PBL will not have statistically significant effect on 
EFL learners’ engagement level was rejected.  

 

Research Question 2 
Regarding the second research question, the distributions of scores in compre-
hension pre- and posttests in both groups were taken into account with regard 
to normality by means of One-Sample Kolmogorov-Smirnov (Table 8).  
 
Table 8. 
One-Sample Kolmogorov-Smirnov Test in Comprehension Pretest and Posttest in the PBL and Control 
Groups 

 
       Variables           Group               N               Kolmogorov-Smirnov Z                      Sig. 

                               Control            40                          .93                                          .34 
 Comprehension Pretest        
                                PBL                40                          .82                                           .50 

                                   Control             40                          .84                                          .46 
      Comprehension Posttest 
                                    PBL                  40                          .94                                          .34                                  

 
According to Table 8, the significant values (P > .05) in test results indicated 

that the scores in comprehension pretest and posttest in both groups had nor-
mal distribution. At the second step, learners’ total scores in comprehension 
pre- and posttest in both groups were calculated out of 20. After conducting 
linearity and normality tests and ensuring that there is no deviation, the equali-
ty of variance-covariance matrix was taken into account. It indicated that as F = 
1.51, P = .17 > .001, covariance matrices of the dependent variable are equal 
across groups. To test the equality of error variances, Levene’s Test of Equality 
of Error Variances was also conducted. The results indicated that as F = 1.76, p 
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GA posttest                   PBL             21.66a       .45                     20.75                 22.57 
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GB posttest                    PBL            21.84a        .66                     20.52                 23.15 
                                           Lecture-based    10.53a        .66                       9.21                 11.84 
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experience of learning- 
Pre= 7.2500, tone of environment-pre= 8.1875, assessment-pre = 9.2750, learning content-pre= 
6.850, affective engagement-pre= 9.6250, behavioral engagement-pre= 10.6000, cognitive en-
gagement-pre=7.1125 

 
Taking the mean scores in all eight subscales into account (Table 7), it be-

came evident that the learners had high engagement level in the PBL group in 
comparison to the learners in the lecture-based group.  Therefore, the first null 
hypothesis indicating that PBL will not have statistically significant effect on 
EFL learners’ engagement level was rejected.  

 

Research Question 2 
Regarding the second research question, the distributions of scores in compre-
hension pre- and posttests in both groups were taken into account with regard 
to normality by means of One-Sample Kolmogorov-Smirnov (Table 8).  
 
Table 8. 
One-Sample Kolmogorov-Smirnov Test in Comprehension Pretest and Posttest in the PBL and Control 
Groups 

 
       Variables           Group               N               Kolmogorov-Smirnov Z                      Sig. 

                               Control            40                          .93                                          .34 
 Comprehension Pretest        
                                PBL                40                          .82                                           .50 

                                   Control             40                          .84                                          .46 
      Comprehension Posttest 
                                    PBL                  40                          .94                                          .34                                  

 
According to Table 8, the significant values (P > .05) in test results indicated 

that the scores in comprehension pretest and posttest in both groups had nor-
mal distribution. At the second step, learners’ total scores in comprehension 
pre- and posttest in both groups were calculated out of 20. After conducting 
linearity and normality tests and ensuring that there is no deviation, the equali-
ty of variance-covariance matrix was taken into account. It indicated that as F = 
1.51, P = .17 > .001, covariance matrices of the dependent variable are equal 
across groups. To test the equality of error variances, Levene’s Test of Equality 
of Error Variances was also conducted. The results indicated that as F = 1.76, p 

> .05, there is equality of error variances of dependent variables across groups. 
To measure the effect PBL had on learners’ comprehension ability, Ancova was 
conducted (Table 9. 

 
Table 9. 
Analysis of Covariance between the PBL and Lecture-Based Groups 

                                             Sum of Squares    df Mean Square   F Sig     
Eta 
Pre                                       132.98     1 132.98           27.97 0.000     
.26 
Group                                       433.91     1 433.91           91.28 0.000     
.54 
Error                                       366.01    77     4.75    

 
As Table 9 indicates, statistically controlling the impact of comprehension 

pretest scores (covariates) in both groups, F = 91.28, P = .000 ˂ .05, ηp2 = .54 in 
on-way analysis of covariance indicates a significant and meaningful difference 
in learners’ comprehension ability in both groups in posttest. After statistically 
controlling the covariates, the descriptive statistics in comprehension posttest 
in both groups were calculated according to Table 10.  

 
Table 10.  
Dependent variable: Posttest  
 

Group Mean Std. Error 95% Confidence Interval 
Lower Bound         Upper Bound 

 

PBL                              16.02                    0.34         15.34                16.71 
Control               11.37                    0.34         10.68                12.05 

     

Table 10 clearly shows the mean scores in comprehension posttest in the 
PBL and control groups indicating that there is significant difference between 
both groups considering comprehension ability. The PBL group could improve 
their reading comprehension ability to a high extent. Therefore, the second null 
hypothesis indicating that PBL will not have statistically significant effect on 
EFL learners’ reading comprehension ability was rejected. 

 

Discussion 
The present study was an endeavor to investigate the impact PBL had on EFL 
learners’ engagement and reading comprehension ability. The results for the 
first research question indicated that the PBL group had high active engage-
ment during the learning process in comparison to the lecture-based group. 
This finding is in line with the results of the studies which report that PBL in-
creases engagement in learning (Abu-aisheh et al., 2016; Savin-Baden, 2016; 
Wynn Sr. et al., 2014). The results for the second research question also indi-
cated that in comparison to the control group, the PBL group enhanced their 
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comprehension ability to a high extent. This result is consistent with prior find-
ings which indicated that PBL enhances comprehension ability (Lin, 2017a, b). 
The findings in this study can be justified based on the PBL theory which states 
that engagement and learning are enhanced by encouraging learners to solve 
authentic problems through self-directed studying, acquiring and implementing 
knowledge collaboratively, and also reflecting on learning (Hung, 2013). As 
Rahmanpanah and Mohseni (2017) state, meaningful learning is best accom-
plished when students actively engage in knowledge construction.  

Active engagement and high comprehension ability in the PBL group can be 
explained by supreme position of PBL as a constructivist teaching method 
which emphasizes learning through experience; the focus is on application of 
acquired knowledge through reflective and experiential learning rather than 
transmission and memorization of knowledge (Keegan et al., 2017). The expe-
riential learning process initiated by presenting the authentic problems and 
continues by setting and perusing learning goals through collaboration and 
self-directed studying leads to progression of knowledge which in turn enhanc-
es students’ autonomy, engagement and deep learning (Abu-aisheh et al., 
2016). In this study, presentation of authentic problems supplied realistic goals 
for the PBL group to pursue. Using prior knowledge and the scaffolds, students 
were smoothly moved toward identifying their reading impediments. To gain 
the required knowledge, particular PBL tasks were assigned. Using the textual 
information, they, then, could easily solve the stated problem. In simple terms, 
efforts to gain more knowledge independently, and more self-determination 
increased students’ engagement and assisted them to improve their compre-
hension. 

Group working can be considered as the first contributing factor in PBL. Col-
laboration is a motivational tool that decreases stress especially for elementary 
learners, help them to easily construct knowledge and increases engagement 
(Michaelsen et al., 2014). In the PBL group, collaboration as a motivational fac-
tor decreased the stress associated with students’ proficiency and increased 
their engagement. This assisted them to share their learning needs, discuss so-
lutions, and try to acquire knowledge from their friends. This is congruent with 
Zhang et al. (2017) who mentioned group working as the most efficient factor 
in PBL which assists learners to increase their effort and helps them to easily 
acquire knowledge.  

Scaffolding is the second contributing factor. PBL should present learners 
with right kind of scaffolds to enhance deep and meaningful learning and also 
to increase engagement in tasks that would otherwise be beyond their current 
abilities (Belland et al., 2013). In this research, scaffolding assisted learners in 
class systematically and encouraged them to work independently during self-
directed learning. PDT helped learners to specify their learning needs, recog-
nize the importance of background knowledge, and encouraged them to devel-
op an action plan to solve reading problems. Worksheets also provided learners 
a smooth pathway to identify and solve comprehension problems. Implement-
ing scaffolding, thus, increased their active involvement and as a result, im-
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comprehension ability to a high extent. This result is consistent with prior find-
ings which indicated that PBL enhances comprehension ability (Lin, 2017a, b). 
The findings in this study can be justified based on the PBL theory which states 
that engagement and learning are enhanced by encouraging learners to solve 
authentic problems through self-directed studying, acquiring and implementing 
knowledge collaboratively, and also reflecting on learning (Hung, 2013). As 
Rahmanpanah and Mohseni (2017) state, meaningful learning is best accom-
plished when students actively engage in knowledge construction.  

Active engagement and high comprehension ability in the PBL group can be 
explained by supreme position of PBL as a constructivist teaching method 
which emphasizes learning through experience; the focus is on application of 
acquired knowledge through reflective and experiential learning rather than 
transmission and memorization of knowledge (Keegan et al., 2017). The expe-
riential learning process initiated by presenting the authentic problems and 
continues by setting and perusing learning goals through collaboration and 
self-directed studying leads to progression of knowledge which in turn enhanc-
es students’ autonomy, engagement and deep learning (Abu-aisheh et al., 
2016). In this study, presentation of authentic problems supplied realistic goals 
for the PBL group to pursue. Using prior knowledge and the scaffolds, students 
were smoothly moved toward identifying their reading impediments. To gain 
the required knowledge, particular PBL tasks were assigned. Using the textual 
information, they, then, could easily solve the stated problem. In simple terms, 
efforts to gain more knowledge independently, and more self-determination 
increased students’ engagement and assisted them to improve their compre-
hension. 

Group working can be considered as the first contributing factor in PBL. Col-
laboration is a motivational tool that decreases stress especially for elementary 
learners, help them to easily construct knowledge and increases engagement 
(Michaelsen et al., 2014). In the PBL group, collaboration as a motivational fac-
tor decreased the stress associated with students’ proficiency and increased 
their engagement. This assisted them to share their learning needs, discuss so-
lutions, and try to acquire knowledge from their friends. This is congruent with 
Zhang et al. (2017) who mentioned group working as the most efficient factor 
in PBL which assists learners to increase their effort and helps them to easily 
acquire knowledge.  

Scaffolding is the second contributing factor. PBL should present learners 
with right kind of scaffolds to enhance deep and meaningful learning and also 
to increase engagement in tasks that would otherwise be beyond their current 
abilities (Belland et al., 2013). In this research, scaffolding assisted learners in 
class systematically and encouraged them to work independently during self-
directed learning. PDT helped learners to specify their learning needs, recog-
nize the importance of background knowledge, and encouraged them to devel-
op an action plan to solve reading problems. Worksheets also provided learners 
a smooth pathway to identify and solve comprehension problems. Implement-
ing scaffolding, thus, increased their active involvement and as a result, im-

proved their comprehension. This achievement could be impossible without 
scaffolding as leaners’ prior knowledge could not suffice to help them move 
forward in comprehension. This is in line with Haruehansawasin and Kiattiko-
mol (2018) who stated that in classes with many low-achievers, scaffolds are 
considered the needed help; requiring students to be active in class without 
preparation prevents teacher’s facilitation to be effective. The results also con-
firm the findings by Hmelo-Sliver (2013) who confirmed that success of PBL 
depends on scaffolding. 

Self-directed learning as the third contributing factor assisted students to 
become independent. An autonomy-supported context assists learners to think 
and act independently and helps them to control their learning process and as a 
result enhances their engagement and meaningful learning (Fukuda et al., 
2017; Rashid & Asghar, 2016). In this research, scaffolding and introducing dif-
ferent sources by the facilitator persuaded students to control their learning 
and enhanced their involvement in tasks during self-directed studying and 
made it easy for them to acquire the required knowledge. This is in accord with 
Hamed et al. (2015) who found that self-directed studying maximizes learning 
by engaging students in deep active learning. 

Reflection as the last stage in PBL assisted students to find out their points 
of weakness and strength and helped them to assess their progress and in this 
way, increased their engagement in reading tasks to enhance their comprehen-
sion. This confirms Reid et al. (2017) who stated that reflection enhances meta-
comprehension which positively affects engagement and as a result, regulates 
and enhances learning.  

The low engagement and less enhanced comprehension ability in the con-
trol group can be attributed to lecture-based method in which there was no 
problem to be solved collaboratively and no scaffolding and self and peer-
evaluation existed. In this method, knowledge is imparted through giving lec-
ture; this makes learners passive and prevents their deep active learning (Wei-
si, 2012). In this research, the control group followed lecture-based method 
which was based on listening to the instructor’s initiated questions and her 
transfer of knowledge. Students didn’t have any role in determining learning 
needs and didn’t have any chance of constructing knowledge; this had negative 
impact on their engagement and comprehension ability. This affirms Jaleni-
auskienĿ (2016) who concluded that the students can enhance their deep-
learning that actively construct knowledge for themselves rather than receiving 
knowledge passively.  

 

Conclusion 
This study provides support for implementing PBL in EFL classes to improve 
the learners’ level of engagement and their deep meaningful learning in com-
prehension. The significance of this study lies in the fact that, due to the lack of 
enough empirical evidence, it explored PBL in a General English class to 
demonstrate its effectiveness and drew attention to the notion of disengage-



168  —  Problem-based Learning and its Impact on EFL Learn-ers’ Engagement and Reading Comprehension

ment which is considered an important problem in educational settings and 
forms the basis for academic achievement as Akbari et al. (2016) indicates.  

Teachers can make use of the findings of this study in helping EFL learners 
improve their level of engagement and comprehension abilities which are con-
sidered two important factors for success in language learning through experi-
ential learning. To meet the threshold level of proficiency in classes with many 
low-achievers, teachers should implement the right kinds of scaffolding in EFL 
settings. It is also important for teachers, teacher trainers and curriculum de-
velopers to pay attention to student-centered methods of teaching like PBL if 
they want to bring about life-long learners.  

While it is found that PBL is very useful in the EFL context of Iran, the limita-
tion of the study should not be overlooked. First, although having one teacher 
ensures the procedures which have been implemented carefully, it makes diffi-
cult to generalize the findings due to the bias the teacher, as one of the re-
searchers, might have with the efficacy of PBL. Second, the results should be 
generalized to the population with caution due to the small sample size. Third, 
the participants in this research were non-English majors; thus, the findings 
cannot be generalized to learners with an EFL major.       

This study has presented some useful recommendations to open some po-
tential new areas of research. Future research are recommended to investigate 
PBL in classes with EFL majors. Because of the efficacy of hard scaffolds in clas-
ses with large number of low-achievers (Haruehansawasin & Kiattikomol, 
2018), soft scaffolds were not taken into account in this study. To shed light on 
efficacy of different types of scaffolding in PBL, it is suggested to be a compari-
son between hard and soft scaffolds in future studies.    
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ment which is considered an important problem in educational settings and 
forms the basis for academic achievement as Akbari et al. (2016) indicates.  

Teachers can make use of the findings of this study in helping EFL learners 
improve their level of engagement and comprehension abilities which are con-
sidered two important factors for success in language learning through experi-
ential learning. To meet the threshold level of proficiency in classes with many 
low-achievers, teachers should implement the right kinds of scaffolding in EFL 
settings. It is also important for teachers, teacher trainers and curriculum de-
velopers to pay attention to student-centered methods of teaching like PBL if 
they want to bring about life-long learners.  

While it is found that PBL is very useful in the EFL context of Iran, the limita-
tion of the study should not be overlooked. First, although having one teacher 
ensures the procedures which have been implemented carefully, it makes diffi-
cult to generalize the findings due to the bias the teacher, as one of the re-
searchers, might have with the efficacy of PBL. Second, the results should be 
generalized to the population with caution due to the small sample size. Third, 
the participants in this research were non-English majors; thus, the findings 
cannot be generalized to learners with an EFL major.       

This study has presented some useful recommendations to open some po-
tential new areas of research. Future research are recommended to investigate 
PBL in classes with EFL majors. Because of the efficacy of hard scaffolds in clas-
ses with large number of low-achievers (Haruehansawasin & Kiattikomol, 
2018), soft scaffolds were not taken into account in this study. To shed light on 
efficacy of different types of scaffolding in PBL, it is suggested to be a compari-
son between hard and soft scaffolds in future studies.    
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Appendix A 
PETALS Reading Engagement Instrument 
 

  Strongly 
disagree Disagree undecided Agree Strongly 

Agree 
Q1 I learn through reading 

activities in class.      

Q2 I study alone when I want 
to learn more.      

Q3 I actively participate in the 
reading class.      

Q4 
I learn from the examples 
that my teacher presents 
based on reading texts. 

     

Q5 
What I learn in texts and 
activities can be found in 
the real world. 

     

Q6 Learning how to compre‐
hend texts easily is exciting.      

Q7 I follow classroom instruc‐
tions for comprehension.      

Q8 I am willing to do hard 
activities.      

Q9 I don’t use different materi‐
als to understand texts.      

Q10 I learn through group‐
working.      

Q11 Comprehension increases 
when I ask 'why' questions      

Q12 I feel belonged to the class.      

Q13 I know how much more I’ve 
learnt from the beginning.      

Q14 I cannot learn independent‐
ly.      

Q15 I learn to work well collab‐
oratively.      

Q16 
I enjoy doing the compre‐
hension activities that my 
teacher gives. 

     

Q17 I follow class rules.      

Q18 I come up with different 
ideas when I do my work.      

Q19 
I understand texts better 
when my teacher teaches in 
different ways. 

     

Q20 
What I’ve learnt in one text 
helps me understand other 
texts. 

     

Q21 
My classmates and I help 
one another in all compre‐
hension activities. 

     

Q22 I know how I can improve 
my comprehension.      

Q23 I learned to tell my class‐
mates about my ideas.      

Q24 I like working with reading 
texts.      

Q25 I listen carefully to my      
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  Strongly 
disagree Disagree undecided Agree Strongly 

Agree 
teacher during comprehen-
sion activities. 

Q26 Following classroom in-
structions is difficult.      

Q27 I think about what I learned 
after the lesson.      

Q28 I use different materials to 
understand texts better.      

Q29 I discuss with my class-
mates what I’ve learnt.      

Q30 
I don’t know how I can 
improve my comprehen-
sion. 

     

Q31 I do comprehension activi-
ties even if they are hard.      

Q32 
I like to participate in dif-
ferent comprehension ac-
tivities. 

     

Q33 
I know it is important to 
increase our ability in com-
prehension. 

     

Q34 I can use what I’ve learnt in 
different activities.      

Q35 I cannot use What I’ve 
learnt in other contexts.      

Q36 I help to check my friends’ 
works.      

Q37 I like to know how to in-
crease my comprehension.      

Q38 
I continue to learn inde-
pendently and increase my 
knowledge in comprehen-
sion after class. 

     

Q39 I think about how I can 
learn more about texts.      

Q40 
For me learning how to 
comprehend texts is not 
important. 

     

Q41 
The teacher uses my prior 
knowledge to help me un-
derstand texts. 

     

Q42 I offer my ideas during 
comprehension activities.      

Q43 I want to learn more about 
reading texts.      

Q44 I don’t like to do hard read-
ing activities.      

Q45 What I learn in texts makes 
sense to me.      

Q46 I pay attention to my work 
in class.      

Q47 
I am not interested to in-
crease my knowledge in 
comprehension. 

     

Q48 I check my own work in 
comprehension activities.      
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Appendix B 
Problem definition Template (PDT) 
 
What do We know? What do we not know? What do we need to know? 
To discover prior knowledge 
on 
- problem scenario 
- language  

To discover  
- Unknown aspects of prob-

lem scenario 
- Unknown language  

To enable students to pro-
pose an ‘action plan’, by ask-
ing them to list and prioritize 
reading problems.  

Adopted from O’Grady et al. (eds.), One-Day, One-Problem: An Approach to Problem-based Learn-
ing (2012) 
 
 
 
 
 
Appendix C 
A Sample Worksheet 
 
A. Look at the reading text and then complete the followings: 
- Reading Title 
- People and places  
- Key words (words that appear more than one time) 
- Does this information help you in comprehension? How? 
B. The followings are sentences from the text. Write Synonyms for underlined words and anto-

nyms for bold words.  
1. People have different ideas. 
2. People want a house with every convenience. 
3. Mukesh Ambani is the owner of the most expensive house. 
4. The house has room for everything his family wants. 
5. His house is in the woods near the lake. 
6. He became a famous basketball player. 
C. Write different forms of the following words. 
1. own    
2. beauty     
Use the above words in the following sentences. 
1. She -------- a big house. 
2. The -------- of the factory is rich. 
3. My friend’s girl is ----------. 
4. You see the ---------- in nature. 
D. Which of the following is accurate? Explain the problem with wrong sentences. 
1. The boy eats an apple. 
2. Eats the boy an apple. 
3. An apple the boy eats. 
 
E. Fill in the missing parts.  
A professional basketball -------------- built a very -------- type of home (different – player). He -------- 
to be a doctor but instead he became a ---------- basketball player (wanted – famous). 
F. Can you understand the following text without the first sentence?  
--------------------------------------------. Some people dream of a simple house in a special place. Some 
want a large house with every convenience and some prefer a wooden small house in jungle. 
1. Find the first sentence from the text and complete it. What is the role of the first and other 

sentences?   
2. The paragraph shows a particular text structure? What is it? Talk about its signal words. 
3. Search the text and find paragraphs with similar text structure.  
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Abstract 
This study was carried out to investigate the relationship between burn-
out, personality traits, and psychological distress among Iranian EFL 
teachers. Moreover, it was an attempt to examine the effectiveness of five 
personality factors in predicting burnout aspects among EFL teachers. To 
this end, a sequential mixed-methods design was utilized. Maslach Burn-
out Inventory, Personality Traits Scale, and Psychological Distress Scale 
were the instruments administered to 110 Iranian EFL teachers working 
in private English language institutes in Tehran. Additionally, a semi-
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structured interview was conducted to delve into the teachers’ opinions 
regarding the reasons and repercussions of teachers’ burnout. The results 
of the study revealed that teachers’ burnout aspects were associated with 
both psychological distress and personality traits. The results also found 
a significant negative correlation between the emotional exhaustion and 
depersonalization aspects of burnout and the four personality traits in-
volving openness to experience, extraversion, conscientiousness, and 
agreeableness. Finally, the results of the study indicated that the rise in 
neuroticism led to an increase in emotional exhaustion and depersonali-
zation aspects of burnout. The results of independent-samples t-test re-
vealed that teaching experience contributed to teachers experiencing less 
burnout. The results of the study can enlighten teachers as to what extent 
teachers’ burn out can be predicted by psychological distress, and per-
sonality traits, which, in turn can encourage teacher training programs to 
concern themselves with the mental health and preparedness of trainees 
to teach.  

Keywords: Burnout, Personality Traits, Psychological Distress, Teach-
ing Experience, EFL Teachers. 

 

Introduction 
Teaching has been ranked as an exceedingly stressful career. The related litera-
ture has consistently characterized teaching as a highly stressful career involv-
ing higher emotional tension (Borg et al., 1991; Maslach & Jackson, 1981; Trav-
ers & Cooper, 1996). Teaching is not limited to dealing with the academic states 
of students, but at the same time it involves managing the emotional states of 
students as well. Cokluk (2000) indicates that teachers generally experience 
more stress in comparison to the average stress level of those who work in oth-
er careers. This condition enhances the probability of experiencing burnout for 
teachers. Burnout is prevalent in teaching and school administration profes-
sions involving intense and emotionally-charged human relationships (Kalker, 
1984; Maslach, 1986; Maslach & Leiter, 1997). Burnout is a negative affective 
reaction provoked against the chronic occupation stress which occurs mainly in 
interpersonally oriented occupations such as the teaching profession (Maslach 
& Leiter, 1997). Identifying the roots and strategies to cope with tense situa-
tions and prevent the occurrence of burnout is thus of crucial significance (Hiv-
er, 2015). The psychosocial distress for teachers originates from the interplay 
between individual, organizational, and social factors. Among the factors exert-
ing influence on burnout, personal characteristics play a crucial role. Individu-
als' personality properties denote to characteristics that may lead or enhance 
the likelihood of burnout or may diminish burnout and its consequences. Gen-
der, education, age, years of teaching experience, marital status, personality, 
social support and expectations are some of the social and personal variables 
influencing burnout (Saglam-Ari & Cina-Bal, 2008). To compensate for this 
problem and to contribute to the existing literature, the current study aimed to 
investigate the possible correlation among personality traits, psychological dis-
tress, and burnout among Iranian EFL teachers.  
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Literature Review 
Burnout 

Burnout is considered to be a psychological construct that has received consid-
erable attention in recent literature. Freudenberger (1974) coined the term 
burnout to delineate the demotivation and emotional exhaustion he observed 
in volunteers engaged in a free health clinic. Freudenberger witnessed that by 
passage of time, demotivation and emotional exhaustion increased and were 
accompanied by diverse psychological and physical symptoms, such as head-
aches, nausea, irritability, insomnia, and exasperation (Maslach & Schaufeli, 
1993). Maslach (1976) also noticed that individuals working in human service 
professions are not only emotionally exhausted, but they also develop negative 
orientations towards their customers.  

Maslach (1982) provided a definition of burnout as “a psychological syn-
drome of emotional exhaustion, depersonalization, and reduced personal ac-
complishment that can occur among individuals who do ‘people-work’ of some 
kind (p. 2). More specifically, Maslach (1993) described burnout as a psycho-
logical syndrome of emotional exhaustion, depersonalization, and reduced per-
sonal accomplishment. Emotional exhaustion refers to depletion of emotional 
resources and the state of being emotionally burdened/overstrained. Deper-
sonalization is defined as negative, uncaring, or extremely disconnected reac-
tion to other people, who are generally the receivers of one's services or care. 
Reduced personal accomplishment denotes "a person's negative self-evaluation 
in connection to his or her job performance" (Schaufeli et al., 1993, p. 17).  

Teacher burnout is considered to be a grave problem in education environ-
ment (Shen et al., 2009). Teachers' burnout has been documented (e.g., Carson 
et al., 2011; Koustelios & Tsigilis, 2005; Maslach et al., 2001) to adversely influ-
ence teaching effectiveness and decrease their quality of life. Feelings of burn-
out also play a cardinal role in teachers' regular absence from work and job 
turnover (Whipp et al., 2007). 

A large number of research studies have explored the impact of the charac-
teristics of teachers on burnout (e.g., Byrne, 1991; Jackson et al., 1986; Schwab 
& Iwanicki, 1982), and there sometimes exists disagreement in the findings. For 
instance, some studies have indicated that teachers with less experience are 
typically vulnerable to higher degrees of burnout (Anderson & Iwanicki, 1984; 
Fisher, 2011); nevertheless, at times, there happens to be different results 
(Friedman, 1991; Schwab & Iwanicki, 1982). Conversely, teacher age has had 
an influence on burnout in a consistent manner. Previous research has revealed 
that young teachers are susceptible to experiencing higher degrees of emotion-
al exhaustion compared to their older co-workers. (Anderson & Iwanicki, 1984; 
Maslach & Jackson, 1981; Schwab et al., 1986). Moreover, a correlation exists 
between teacher burnout and the grade level that teachers teach, in a way that 
secondary school teachers tend to undergo higher degrees of depersonalization 
and decreased personal accomplishment than elementary school teachers (An-
derson & Iwanicki, 1984; Schwab & Iwanicki, 1982).  
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In the context of Iran, Vaezi and Fallah (2011) carried out a study with 
group of 104 Iranian EFL teachers to ascertain the correlation between burnout 
and their emotional intelligence. The participants were presented with EI and 
Burnout questionnaires. Pearson Product-Moment Correlation was utilized in 
order to analyze the data. The findings of the study revealed a negative correla-
tion between burnout and emotional intelligence.  

 

Personality Traits 
Personality traits are defined as individual differences, which are relatively sta-
ble patterns of behavior (Matsumoto, 2009). According to Soto et al. (2016), 
personality traits are associated with an idiosyncratic facet of an individual’s 
affect, behavior or cognition, that is inclined to be steady over time and un-
changing across related circumstances. A number of scholars (e.g., Kennedy, 
2012; Rose et al., 2014; Thornton et al., 2005) support not just the investigation 
of the correlation between the performance of teachers and their personality 
traits, but recommend that personality traits potentially should be explicitly 
reflected upon during the selection of teachers and the process of their re-
cruitment as well. 

The bulk of the recent investigations on personality traits has been basically 
associated with the Five Factor Model (Soto et al., 2016) which categorizes per-
sonality traits into five inclusive dimensions: Extraversion, Agreeableness, Con-
scientiousness, Neuroticism, and Openness to Experience (Soto et al., 2016). 
These five dimensions effectively tap into a broad spectrum of individual varia-
tions in personality, and as a result the FFM is the most broadly utilized struc-
tural model in measuring personality and enquiries.  

Extraversion is generally considered the degree to which an individual is 
garrulous and gregarious in social circumstances (Soto et al., 2016). Its essen-
tial facets involve sociability (vs. shyness), assertiveness (vs. submissiveness), 
and activity (vs. lack of energy). In terms of behavior, extroverts have the incli-
nation to be talkative, assume responsibility in group situations, and show posi-
tive emotions, while introverts have the tendency to be uneasy in social situa-
tions, and do not reveal what they think or feel.  

Agreeableness is a significant facet of social conduct. It deals with the degree 
to which someone treats pro-socially in relation to others and keeps amiable, 
congenial interpersonal relations (Soto et al., 2016). Central aspects of agreea-
bleness embrace compassion (vs. lack of concern for others), politeness (vs. 
antagonism), and trust (vs. suspicion of others). Individuals who enjoy high 
levels of Agreeableness appear to be more eager to assist and condone others, 
and behave respectively towards other people; those who possess low levels of 
Agreeableness are apt to treat others with contempt, begin controversies, and 
feel resentful. 

Conscientiousness refers to the ability of an individual to arrange things, fin-
ish tasks, and put effort in accomplishing long-term purposes (Soto et al., 
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2016). Its core aspects include orderliness (vs. disorganization), self-discipline 
(vs. inefficiency), and reliability (vs. inconsistency). Those with high conscien-
tiousness opt for order and structure, are fertile workers, are inclined to abide 
by regulations and standards, and are more capable of postponing gratification, 
whereas those with low levels of Conscientiousness have problem handling 
their desires and temptations and their attentions are easily diverted from 
tasks. 

Neuroticism (sometimes called by its socially favorable pole, Emotional Sta-
bility) is concerned with the degree to which an individual is vulnerable to ex-
perience negative feelings and spirits (Soto et al., 2016). Its key aspects encom-
pass anxiety (vs. calmness), depression (vs. contentment), and emotional vola-
tility (vs. stability). Those with high levels of neuroticism more frequently un-
dergo keen negative emotions, such as fright, grief, and exasperation, and expe-
rience frequent changes of mood. Those who are less neurotic, keep relaxed 
and sanguine, yet in tough circumstances, and can more easily control their 
emotions. 

Openness to Experience is related to the all-around depth and breadth of an 
individual’s artistic, intellectual, and experiential life (Soto et al., 2016). Signifi-
cant aspects of Openness involve aesthetic sensitivity (vs. insensitivity), imagi-
nation (vs. lack of creativity), and intellect (vs. lack of intellectual curiosity). 
Individuals who are highly open, tend to possess a wide range of interests, and 
take pleasure in learning and trying novel things. On the contrary, those with 
low levels of Openness are inclined to have limited interests, and opt for rou-
tine and familiarity over diversity and innovation. 

 

Psychological Distress  
According to Guazzaroni (2018), psychological distress is a general term used 
to depict disagreeable feelings or emotions that influence your level of func-
tioning. In other words, it is a psychological uneasiness that affects your activi-
ties of daily living negatively. Psychological distress can lead to negative views 
of the environment, others, and the self. Sadness, anxiety, disturbance, and 
symptoms of mental illness are demonstrations of psychological distress. Psy-
chological distress is associated with an emotional problem by related symp-
toms of both depression and at times anxiety. The symptoms of psychological 
distress are realized in the form of physical problem (Darcy & Siddique. 1984). 
Many studies confirmed a negative significant correlation between psychologi-
cal distress and health-related quality (Paul, 2009; Prochkska & Diclemente, 
1999; Selye, 1976). 

Among teachers, very high levels of psychological distress have been ob-
served and recorded. For example, Punch and Tuettman (1990) found that sec-
ondary teachers experienced psychological distress twice more than that of the 
general population. In a similar study, Johnson et al. (2005) made a comparison 
among the psychological health of 26 different professions, and discovered that 
teaching is one of the six most stressful jobs. Comparative studies have also 
been conducted on the differences between psychological health of male and 
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female teachers. Kovess-Masfety et al. (2007), for instance, found that female 
teachers consistently scored higher on psychological distress than their male 
colleagues. Utilizing the Hopkins Symptom Checklist (HSC), they spotted the 
biggest differences in the secondary school sector, where male teachers gained 
lower scores (so they were healthier) and female teachers obtained higher 
scores (so they were less healthy) than teachers elsewhere. In another study, 
Punch and Tuettmann (1990) found that whereas work-related stress factors 
just comprised a small amount of variance in psychological distress, these fac-
tors accounted for much more variance among female teachers than among 
their male counterparts. As Punch and Tuettmann have argued, this might have 
been due to their previous investment in teaching and thus placing themselves 
in higher danger. Punch and Tuettmann recommended that environmental fac-
ets of teaching are more significant in engendering and alleviating psychologi-
cal distress among female than male teachers and urged researchers to further 
investigate these discrepancies.     

 

The Five Factor Model, Psychological Distress, and Burnout 
Personality can be explained with regard to five fundamental factors, often la-
beled as the Big Five. The current labels for the bipolar factors are a) Extraver-
sion versus Introversion, b) Agreeableness versus Hostility, c) Conscientious-
ness versus Lack of Conscientiousness, d) Neuroticism versus Emotional Stabil-
ity, and e) Openness to Experience versus Closedness to Experience. 

Extroverts’ generally cheerful temperament (Watson & Clark, 1992) might 
result in them concentrating on the pleasant and positive aspect of their expe-
riences. Furthermore, extraversion is essentially connected with the utilization 
of rational, problem-solving coping strategies and with seeking of social-
support and positive reassessment (Dorn & Matthews, 1992; Watson & Hub-
bard, 1996). Therefore, it is not startling that some research has indicated a 
negative correlation between burnout and extraversion. More precisely, Francis 
et al. (2004), Michielsen et al. (2004), and Piedmont (1993) have observed that 
extraversion has a negative correlation with emotional exhaustion. Kim et al. 
(2019) also revealed that extraversion was in negative correlation with burn-
out. The inclination of extroverts to search for interactions with other individu-
als may also neutralize depersonalization processes. In fact, Lingard (2003) 
found that social extraversion and action extraversion are negatively correlated 
with cynicism among civil engineers.  

Agreeableness is characterized by altruism, caring, and nurturance in con-
trast to hostility, self-centeredness, indifference to others, and noncompliance. 
There appears to be some evidence for a mild correlation between agreeable-
ness and social support (Hooker et al., 1994; Vickers et al., 1989; Watson & 
Hubbard, 1996). The stereotypical picture of an ideal nurse, a sort of Florence 
Nightingale, may possess a high level of agreeableness. The findings of the few 
studies that dealt with the association between burnout and agreeableness are 
in accord with this idea. For instance, Piedmont’s (1993) first study indicated 
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that agreeableness is in a negative correlation with emotional exhaustion and 
in a positive correlation with personal accomplishment. In a second study, 
Piedmont (1993) revealed that, in filling a 7-month follow-up questionnaire, 
therapists who received high scores on agreeableness were less prone to expe-
rience emotional exhaustion and negative attitudes toward their clients. In the 
same vein, Deary, et al. (1996) stated that depersonalization and agreeableness 
are negatively correlated. Nevertheless, they found no association between 
agreeableness on the one hand and personal accomplishment and emotional 
exhaustion on the other. Zellars et al. (2000) came up with analogous findings 
and discovered a weak negative correlation between depersonalization and 
agreeableness and no correlation between agreeableness and the two other 
burnout variables.  

Researchers (e.g., Watson & Hubbard, 1996) have consistently attributed 
conscientiousness to problem-solving coping strategies, presumably due to the 
tenacity attribute of individuals enjoying high levels of this construct. Addition-
ally, Costa et al. (1991) and McCrae and Costa (1986) have related conscien-
tiousness to self-discipline, competence, dutifulness, and achievement striving. 
The conscientious individual’s tenacity and self-discipline will perhaps assist 
him or her in completing tasks and accomplishing things as well. In fact, the 
studies conducted by Piedmont (1993), Deary et al. (1996), and Deary et al. 
(2003) have indicated that personal accomplishment and conscientiousness 
correlate positively. Kim et al. (2019) maintained that conscientiousness nega-
tively correlated with burn out. Deary et al.’s (2003) longitudinal analysis of 
burnout in nursing students revealed that there is a positive correlation be-
tween depersonalization and conscientiousness. 

What characterizes neuroticism includes a tendency to experience negative, 
disturbing emotions and to have related cognitive and behavioral traits. Among 
the traits that categorize this aspect are irritability, fearfulness, social anxiety, 
low self-esteem, and helplessness (Costa & McCrae, 1987). Generally, people 
who suffer from high neuroticism have a propensity for setting extremely high 
purposes for themselves and are inclined to undervalue their own performance 
(Eysenck, 1947). Bolger (1990) and Heppner et al. (1995) have made an associ-
ation between neuroticism with the use of inefficient coping strategies. It seems 
that avoiding and distracting coping strategies (e.g., denying and self-criticism) 
are more frequently used by individuals with high levels of neuroticism com-
pared to more approaching strategies like problem solving and proactive be-
havior (Bolger, 1990; Costa & McCrae, 1987). Furthermore, neuroticism ap-
pears to be connected with intense emotional reactions to anxiety-provoking 
situations, ultimately resulting in physical illness (Van Heck, 1997), with a 
higher risk of developing psychopathology (Widiger & Trull, 1992). 

A number of scholars (e.g., Deary et al., 1996; Hills & Norvell, 1991; LePine 
et al., 2004; Lingard, 2003; Zellars et al., 2000) conducted a study on the corre-
lation between burnout and neuroticism. The findings of their studies have 
generally indicated that those who suffer from high neuroticism are more 
prone to experience feelings of emotional exhaustion, and lower degrees of 
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personal achievement. Working with a sample of Spanish special education and 
elementary school teachers, Cano-Garcia et al. (2005) discovered that teachers 
high in neuroticism and introversion attained the highest scores in burnout.  

Finally, the intelligence and curiosity that are connected with the fifth factor, 
intellect/autonomy, might be related to an inclination to attempt to learn some-
thing worthwhile from demanding experiences with regards to, for instance, 
personal growth or other positive outcomes (Costa & McCrae, 1992; Goldberg, 
1993). Intellect is not related to coping but seems to manifest a more flexible, 
imaginative, and intellectually curious approach in coping with situations that 
induce stress (Watson & Hubbard, 1996).  

Kokkinos (2007) made a study with the purpose of investigating the rela-
tionship between burnout, job stressors and personality characteristics in pri-
mary school teachers from Cyprus. The results of the research demonstrated 
that both work-related stressors and personality were correlated with the 
three dimensions of burnout. Neuroticism was a common predictor of all di-
mensions of burnout. It was concluded that individual characteristics of teach-
ers along with job related stressors should be taken into consideration when 
inquiring into the burnout phenomenon.   

In a similar study, Pishghadam and Sahebjam (2012) made an attempt to 
conduct an investigation into the correlation between teachers’ personality 
types, burnout and emotional intelligence among 147 teachers in the city of 
Mashhad. Maslasch Burnout Inventory (MBI), NEO Five Factor Inventory (NEO-
FFI), AND Emotional Quotient Inventory (EQ-I) were used to analyze the data. 
The findings of the study demonstrated a significant association between per-
sonality types and emotional intelligence and the three dimensions of burnout. 
Moreover, it was revealed that extraversion and neuroticism were the best 
predictors for emotional exhaustion; intrapersonal scale of emotional intelli-
gence and agreeableness were the best predictors for depersonalization, and so 
were interpersonal scale and conscientiousness for personal accomplishment.  

Yilmaz (2014) carried out a study aiming to examine the relationship be-
tween personality characteristics and burnout levels. The results of the study 
indicated that the participants displayed maximum participation concerning 
personality characteristics respectively in conscientiousness, agreeableness, 
and openness to experience, extraversion, and emotional stability dimensions. 
The levels of emotional exhaustion of participants were at the medium level, 
whereas depersonalization and reduced personal accomplishment levels were 
low. Moreover, there was no significant correlation between teachers’ personal 
traits and burnout levels. Therefore, it was concluded that increasing the posi-
tive views of teachers about personal characteristics can lead to a decrease in 
their burnout levels.  

Bakker et al. (2006) conducted a study aimed at examining the correlation 
between the 5 basic personality traits and burnout as measured by Maslach 
Burnout Inventory among 80 volunteer counselors. The three separate step-
wise multiple regression analyses were carried out to analyze the data. The 
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were interpersonal scale and conscientiousness for personal accomplishment.  

Yilmaz (2014) carried out a study aiming to examine the relationship be-
tween personality characteristics and burnout levels. The results of the study 
indicated that the participants displayed maximum participation concerning 
personality characteristics respectively in conscientiousness, agreeableness, 
and openness to experience, extraversion, and emotional stability dimensions. 
The levels of emotional exhaustion of participants were at the medium level, 
whereas depersonalization and reduced personal accomplishment levels were 
low. Moreover, there was no significant correlation between teachers’ personal 
traits and burnout levels. Therefore, it was concluded that increasing the posi-
tive views of teachers about personal characteristics can lead to a decrease in 
their burnout levels.  

Bakker et al. (2006) conducted a study aimed at examining the correlation 
between the 5 basic personality traits and burnout as measured by Maslach 
Burnout Inventory among 80 volunteer counselors. The three separate step-
wise multiple regression analyses were carried out to analyze the data. The 

results of the study revealed that emotional exhaustion was anticipated by 
emotional stability; depersonalization was predicted by extraversion, emotion-
al stability, and intellect/autonomy; and personal accomplishment was antici-
pated by extraversion and emotional stability. Moreover, a number of the fun-
damental personality factors moderated the correlation between the relative 
number of negative experiences and burnout, implying that personality might 
contribute to protection against dangers of fostering burnout in voluntary hu-
man service work.  

 

The Present Study 
This study was an attempt to investigate the possible correlation between Ira-
nian EFL teachers' burnout, personality traits, and psychological distress. 
Moreover, it explored the predictive power of personality traits, psychological 
distress in teachers' burnout. To this end, the following research questions 
were formulated: 

1. Is there any statistically significant relationship between Iranian EFL 
teachers' personality traits, psychological distress, and burnout levels? 

2. Among personality traits and psychological distress which one is a 
stronger predictor of teachers' burnout? 

3. To what extent do the components of teacher personality traits predict 
their burnout levels? 

4. Is there any statistically significant relationship between Iranian EFL 
teachers' years of teaching experience and burnout levels? 

5. From teachers’ perspectives, what are the reasons behind teachers' 
burnout?  

6. From teachers’ perspectives, what are the consequences of teachers' 
burnout? 

 

Method 
Participants 

The participants for the present study were 110 Iranian EFL teachers teaching 
English in different private language institutes in Tehran. The sampling strate-
gy for selection was convenience sampling procedure. The participants had at 
least five years of teaching experience and were considered as expert teachers 
based on Berliner's (1994) five-stage model of teacher development (cited in 
Andrews, 2007). The age of the participants ranged from 25 to 50 years old. 
The participants had mostly majored in different branches of English: English 
literature, English teaching, and English translation.   
 

Instrumentation  

This study employed three questionnaires and a semi-structured interview to 
collect the necessary data. The participants were given Maslach Burnout Inven-
tory, Personality Traits Scale, and Psychological Distress Scale. 
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Maslach Burnout Inventory. The participants completed Maslach Burnout 
Inventory developed and validated by Maslach and Jackson (1986) in order to 
determine their burnout level. By virtue of its popularity, the MBI has been sur-
veyed by a good number of researchers concerning its validity and reliability; a 
large number of findings demonstrated its validity and reliability to enjoy a 
high value and be strong (Maslach et al., 1996; Schaufeli et al., 1993). This ques-
tionnaire consists of 22 statements where the respondents identify their feel-
ings at a seven-point Likert-scale ranging from 'never' to 'always'. The three 
components of professional burnout assessed by this tool are emotional ex-
haustion (9 items; α = 0.84), depersonalization (5 items; α = 0.67), and reduced 
personal accomplishment (3 items; α = 0.78). Scoring is carried out separately 
for each factor. Emotional Exhaustion and Depersonalization dimensions con-
sist of negative items while Reduced Personal Accomplishment dimension 
comprise positive items which were scored inversely. The reliability of the in-
strument in this study was estimated to be .77 which was quite acceptable.   

Personality Traits Scale. The second questionnaire was Five Factor Model of 
Personality (FFM) questionnaire, often referred to as the Big Five, developed by 
Soto et al. which consists of 100 statements where the respondents reacted at a 
four-point Likert- scale ranging from 'very inaccurate' to 'very accurate'. It is 
divided into five sub-scales statements: Openness to experience (20 items), 
Conscientiousness (20 items), Extraversion (20 items), Agreeableness (20 
items), and Neuroticism (20 items).  Measures of the Big Five have displayed 
remarkable reliability and inter-rater agreement, and could be utilized to pre-
dict a variety of significant social, occupational, psychological, and health out-
comes (Soto et al., 2015). In this study, the Conbach’s Alpha reliability coeffi-
cient was .92.  

Psychological Distress Scale. The third questionnaire was Kessler Psychologi-
cal Distress Scale (K10, Kessler, 1996) which consists of 10 statements where 
the respondents need to generally identify their feeling at a five-point Likert-
scale ranging from 'None of the time' to 'All of the time'. For all items, the re-
spondent chooses the answer that seems to be truest for them in the past four 
weeks. Scores are then extracted with the maximum score of 50 which shows 
severe distress, and the minimum score of 10 showing no distress. The Con-
bach’s Alpha reliability coefficient of this instrument in this study was .92.  

Semi-structured Interview. In the second phase of the study, a semi-
structured interview delving into teachers' opinions about the reasons and 
consequences of teachers' burnout was developed by the researcher (Mackey & 
Gass, 2005). As put forward by Mackey and Gass, "interviews can allow re-
searcher to investigate phenomenon that are not directly observable, such as 
learners' self-reported perception or attitudes" (p. 173). Ten participants were 
randomly employed to take part in the interview.  
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Design  
This study followed sequential mixed-methods research design (Creswell, 
2009) with the purpose of complementarity to investigate the relationship be-
tween EFL Teacher’s personality traits, psychological distress, and their level of 
burnout as well as the reasons and consequences of teachers' burnout.  The 
justification for pursuing a mixed methods approach is that both quantitative 
and qualitative research methods by themselves cannot be adequate for 
demonstrating and explaining the complexity of language studies (Creswell & 
Clark, 2011). The researcher launched the study by collecting the quantitative 
data using the related questionnaires. Having collected and analyzed the re-
quired quantitative data, a sub-sample of the participants were randomly asked 
to be interviewed to clarify the reasons and consequences of teachers' burnout.   
 

Procedure  
To collect the quantitative data, the researcher used the three questionnaires 
(Maslach Burnout Inventory, Personality Traits Scale, and Psychological Dis-
tress Scale). The questionnaires were collected online. To obtain the qualitative 
data, interviews were conducted with 10 English teachers who were recruited 
randomly. The interviews were held via Telegram application. Each interview 
lasted between 25 to 35 minutes. We used a social networking platform for 
conducting interview, since, teachers preferred to use this social networks be-
cause of the convenient access to this networking platform in which teachers 
could freely voice their opinions rather than hold in person interview. The in-
terview questions revolved around the prevalence of burnout among EFL 
teachers, the reasons resulting in burnout, and the repercussions of burnout. 
The personal and educational factors the reasons which may give rise to burn-
out among EFL teachers were delved into.      
 

Data Analysis 
The data analysis was carried out on the basis of the data obtained from both 
questionnaires and interviews. First, the Cronbach’s alpha of each question-
naire was calculated to estimate the internal consistency. To provide an appro-
priate answer to each research question of this study, other statistical methods 
were applied. For quantitative research questions, Pearson Product-Moment 
Correlation Coefficient, Multiple Regression, and Independent Samples t-test 
were run. 

To answer the qualitative research questions exploring teachers' opinions 
about the reasons behind teachers' level of burnout and the consequences of 
burnout, their responses to interview questions were transcribed verbatim. 
The researcher read interview transcripts to search the themes in their opin-
ions. Then, teachers' responses were sorted into broad categories representing 
the overarching themes common across interviews. Through thematic analysis, 
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teachers' responses to interview questions were categorized in order to extract 
major recurrent themes supplied by teachers regarding the reasons behind 
teachers' level of burnout and the consequences of burnout. Thematic analysis 
is defined as a useful method for recognizing, analyzing, and presenting pat-
terns or themes in the data, organizing and presenting a description of the data 
set in detail (Braun & Clarke, 2006). Thematic analysis is frequently applied in 
qualitative research and focuses on extracting main recurrent themes within 
data (Daly et al., 1997). Then, frequency analyses were applied to discover the 
most frequent answers provided by teacher to interview questions. 

 

Results 
Quantitative Results  

To answer the first research question exploring the relationship between EFL 
teachers' five factors of personality traits, psychological distress, and their 
three dimensions of burnout, Pearson correlation was run. The following table 
summarizes the results of descriptive statistics of five personality traits and 
three dimensions of burnout. 

 
Table 1. 
Descriptive Statistics of Teachers' Five Personality Traits and Three Dimensions of Burnout 

 Mean Std. Deviation N 
Emotional exhaustion 30.1727 5.84016 110 
Depersonalization 16.7545 3.50409 110 
Personal accomplishment 21.7818 4.44824 110 
Openness to experience 43.3909 9.28459 110 
Conscientiousness 51.5545 7.22456 110 
Extraversion 47.4364 8.06115 110 
Agreeableness 47.6000 7.36867 110 
Neuroticism 51.1364 6.52937 110 

 
 
Table 2. 
Correlation between Teachers' Five Personality Traits and Three Dimensions of Burnout 

 Openness to 
experience 

Conscien-
tiousness 

Extra-
version 

Agreea-
bleness 

Neuroti-
cism 

Emotional 
exhaustion 

Pearson 
Correlation -.44** -.43** -.63** -.48** .29** 
Sig. (2-tailed) .00 .00 .00 .00 .00 
N 110 110 110 110 110 

Deperson-
alization 

Pearson 
Correlation -.53** -.415** -.699** -.55** .19** 
Sig. (2-tailed) .00 .00 .00 .00 .00 
N 110 110 110 110 110 

Personal 
accom-
plishment 

Pearson 
Correlation .92** .59** .69** .73** -.38** 
Sig. (2-tailed) .97 .00 .00 .00 .00 
N 110 110 110 110 110 

**. Correlation is significant at the 0.01 level (2-tailed). 
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The results indicated a significant negative correlation between the four 
personality traits including openness to experience, extraversion, conscien-
tiousness, agreeableness, and emotional exhaustion. In addition, the same four 
personality traits were in significant negative relationship with depersonaliza-
tion. However, they were in significant positive correlation with personal ac-
complishment. On the other hand, neuroticism was in significant positive corre-
lation with emotional exhaustion and depersonalization, while it was in signifi-
cant negative correlation with personal achievement.   

To explore the possible correlation between psychological distress and 
burnout, again Pearson correlation was calculated.    

 
Table 3. 
Descriptive Statistics of Teachers' Psychological Distress and Three Dimensions of Burnout  

 Mean Std. Deviation N 
Emotional exhaustion 30.1727 5.84016 110 
Depersonalization 16.7545 3.50409 110 
Personal accomplishment 21.7818 4.44824 110 
Psychological distress 26.1000 5.83245 110 

 
 
Table 4. 
Correlation between Teachers' Psychological Distress and Three Dimensions of Burnout 

 Emotional 
exhaustion 

Depersonaliza-
tion 

Personal accom-
plishment 

Psychological 
distress 

Pearson Correlation .973** .810** -.535** 
Sig. (2-tailed) .000 .000 .000 
N 110 110 110 

**. Correlation is significant at the 0.01 level (2-tailed). 
 
The results revealed that there was a significantly positive correlation be-

tween psychological distress and emotional exhaustion on the one hand and 
psychological distress and depersonalization on the other, while there was a 
significantly negative correlation between psychological distress and personal 
accomplishment. 

In order to address the second research question investigating among per-
sonality traits and psychological distress which one was a stronger predictor of 
teachers' burnout, multiple regression was run.  

 
Table 5. 
Model Summary for Teachers' Personality Traits and Psychological Distress in Predicting Teachers' 
Burnout 

Model R R Square Adjusted R Square Std. Error of the 
Estimate Sig. 

1 .876a .767 .763 3.63536 .000b 
a. Predictors: (Constant), personality traits, psychological distress  
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The results revealed that total variance explained by the model was .76 im-
plying that 76% of the variance in teachers' burnout was explained by person-
ality traits and psychological distress (Adjusted R Square = .76).   

 
Table 6. 
Regression Analysis for Teachers' Burnout in terms of their Personality Traits and Psychological Dis-
tress  

Model 

Unstandardized 
Coefficients 

Standard-
ized Coef-
ficients T Sig. 

95.0% Confidence 
Interval for B 

B Std. 
Error Beta Lower 

Bound 
Upper 
Bound 

1 

(Constant) 8.925 5.248  1.701 .092 -1.479 19.329 

Psychologi-
cal distress 1.325 .073 1.035 18.14 .000 1.180 1.469 

Personality 
traits .105 .016 .369 6.461 .000 .072 .137 

a. Dependent Variable: burnout 

 
Table 6 shows that personality traits and psychological distress were signif-

icant predictors of teachers' burnout. However, psychological distress was a 
stronger predictor of teachers' burnout (Beta: 1.03) 

As an attempt to answer the third research question exploring to what ex-
tent teachers' five personality traits predicted teachers' burnout multiple -
regression was run. The first regression analysis was conducted with five per-
sonality traits as predictors and emotional exhaustion as the criterion variable.   

 
Table 7. 
Model Summary for Teachers' Five Personality Traits in Predicting Teachers' Emotional Exhaustion 

Model R R Square Adjusted R Square Std. Error of 
the Estimate Sig. 

1 .667a .445 .418 4.45 .000b 
a. Predictors: (Constant), Neuroticism, Openness to experience, agreeableness, Con-
scientiousness, extraversion  

 
As shown in Table 7, the total variance explained by the model as a whole 

was 41. In another word, 41 per cent of the variance in teachers' emotional ex-
haustion can be explained by the independent variables, including extraversion, 
conscientiousness, agreeableness, neuroticism and emotional exhaustion (Ad-
justed R Square = .41). 
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Table 8. 
Regression Analysis for Teachers' Emotional Exhaustion in terms of their Five Personality Traits 

Model 

Unstandardized 
Coefficients 

Standard-
ized Coef-
ficients T Sig. 

95.0% Confidence 
Interval for B 

B Std. 
Error Beta Lower 

Bound 
Upper 
Bound 

1 

(Constant) 42.156 5.780  7.29 .000 30.693 53.618 

Openness to 
experience -.091 .064 -.145 -1.43 .155 -.218 .035 

Conscien-
tiousness .123 .098 .152 1.25 .212 -.071 .318 

Extraversion -.580 .103 -.801 -5.61 .000 -.785 -.375 

Agreeable-
ness .162 .116 .205 1.39 .165 -.068 .393 

Neuroticism .106 .071 .118 1.49 .138 -.035 .246 

a. Dependent Variable: emotional exhaustion 

 
As indicated in the Table 8, extraversion was significant predictor of teach-

ers' emotional exhaustion (Beta: -.80). The second regression analysis was per-
formed utilizing the five personality factors as predictors and depersonaliza-
tion as the criterion variable.   

 
Table 9. 
Model Summary for Teachers' Five Personality Traits in Predicting Teachers' Depersonalization 

Model R R Square Adjusted R Square Std. Error of the Estimate Sig. 

1 .74a .56 .54 2.37 .000b 

a. Predictors: (Constant), Neuroticism, Openness to experience, agreeableness, Con-
scientiousness, extraversion  

 
The results revealed that the total variance explained by the model as a 

whole was 54, indicating that 54 per cent of the variance in teachers' deperson-
alization is accounted for by the independent variables, including extraversion, 
conscientiousness, agreeableness, neuroticism, and emotional exhaustion (Ad-
justed R Square = .54). 
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Table 10. 
Regression Analysis for Teachers' Depersonalization in terms of their Five Personality Traits 

Model 

Unstandardized 
Coefficients 

Standard-
ized Coef-
ficients T Sig. 

95.0% Confidence 
Interval for B 

B Std. 
Error Beta Lower 

Bound 
Upper 
Bound 

1 

(Constant) 29.008 3.084  9.405 .000 22.891 35.124 

Openness to 
experience -.101 .034 -.267 -2.967 .004 -.168 -.033 

Conscien-
tiousness .167 .052 .345 3.192 .002 .063 .271 

Extraversion -.384 .055 -.884 -6.972 .000 -.494 -.275 

Agreeable-
ness .045 .062 .096 .733 .465 -.078 .168 

Neuroticism -.008 .038 -.016 -.222 .825 -.083 .067 

a. Dependent Variable: Depersonalization  

 
Table 10 shows that openness to experience, conscientiousness, and extra-

version were significant predictors of teachers' depersonalization. However, 
extraversion was a stronger predictor of teachers' burnout (Beta: -.88). The 
next multiple-regression was run with the five personality factors as predictors 
and personal accomplishment as the criterion variable.   

 
Table 11. 
Model Summary for Teachers' Five Personality Traits in Predicting Teachers' Personal Accomplish-
ment 

Model R R Square Adjusted R Square Std. Error of the Estimate Sig. 

1 .947a .897 .892 1.4593 .000b 

a. Predictors: (Constant), Neuroticism, Openness to experience, agreeableness, Conscien-
tiousness, extraversion  

 
The results illustrate that the total variance explained by the model as a 

whole was 89 suggesting that 89 per cent of the variance in teachers' personal 
accomplishment can be explained by the independent variables, including ex-
traversion, conscientiousness, agreeableness, neuroticism, and emotional ex-
haustion (Adjusted R Square = .89). 
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Table 12. 
Regression Analysis for Teachers' Personal Accomplishment in terms of their Five Personality Traits 

Model 
Unstandardized 
Coefficients 

Standardized 
Coefficients T Sig. 

95.0% Confidence 
Interval for B 

B Std. 
Error Beta Lower 

Bound 
Upper 
Bound 

1 

(Constant) 3.669 1.894  1.937 .055 -.087 7.424 
Openness to 
experience .377 .021 .786 18.046 .000 .335 .418 
Conscien-
tiousness -.082 .032 -.133 -2.544 .012 -.146 -.018 
Extraversion .114 .034 .206 3.357 .001 .046 .181 
Agreeable-
ness .064 .038 .106 1.684 .095 -.011 .140 
Neuroticism -.048 .023 -.070 -2.064 .041 -.094 -.002 

a. Dependent Variable: Personal accomplishment  
 
Table 12 shows that openness to experience, conscientiousness, and extra-

version were significant predictor of teachers' personal accomplishment. How-
ever, openness to experience was a stronger predictor of teachers' personal 
accomplishment (Beta: .78).   

To investigate the fourth research question investigating the influence of 
years of teaching experience on teachers' burnout, independent samples t-test 
was run. 

 
Table 13. 
Descriptive Statistics for Less and More Experienced Teachers' Burnout Level  

 
Table 14. 
Independent Samples t-test Comparing Less and More Experienced Teachers' Level of Burnout  

 

Levene’s Test 
for Equality of 
Variances 

 
t-test for Equality of Means 

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

Mean 
Differ-
ence 

Std. Error 
Difference 

95% Confidence 
Interval of the Dif-
ference 
Lower Upper 

 
Equal variances 
assumed 5.367 .022 -5.44 108 .000 -7.409 1.359 -10.10 -4.713 
Equal variances 
not assumed   -6.92 107.9 .000 -7.40 1.070 -9.530 -5.288 

 

The result of t-test shows that there was statistically significant difference 
between less experienced (M = 71.06, SD = 7.65, two-tailed) and more experi-
enced teachers (M = 63.65, SD = 3.57; t (108) = -5.44, p =.00, p < .05) with re-
spect to their burnout level.  

 Teaching experience N Mean Std. Deviation Std. Error Mean 
Burnout Less than 15 years  75 71.06 7.65177 .88355 
 15 and above 15 years  35 63.657 3.57230 .60383 
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Qualitative Results  
To answer the fifth research question which sought teachers' opinion about the 
reasons behind their burnout, their responses to interview question were con-
tent analyzed and showed that teachers attributed burnout to a host of reasons 
related to teachers’ working conditions, and society. In the following, firstly, the 
percentages of each reason behind teachers' burnout are presented. Secondly, 
these reasons are illustrated on the graph. Finally, some samples of teachers' 
excerpts on each reason for burnout have been presented. 

 
Table 15. 
EFL Teachers' Extracted Themes Regarding the Reasons behind Burnout  

EFL teachers' most frequent answers  Percentage 
Low salary 90 
Workload 70 
Work pressure 50 
Personal characteristics  40 
Personal problems 60 
Lack of social support  40 
Low social status of teaching profession 60 
Controlling behavior of supervisors and teach-
ers' lack of autonomy  

50 

Institutes' high level of expectations of teachers   70 
Teaching is a stressful job   60 
Teachers' psychological and physical states  30 
Dealing with large number of students and their 
parents  

70 

 
 

 
Figure 1. EFL Teachers' Extracted Themes Regarding the Reasons behind Burnout 
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The most frequently mentioned reason leading to burnout was low salary of 
teaching. EFL teachers also believed that workload, high level of expectations 
set out on them, and dealing with large number of students and their parents 
were among the reasons which caused teachers' burnout. They indicated that 
teachers' personal problems, the stress and tension integrated in teaching, and 
low social status of teaching profession were also contributing to teachers' 
burnout. Work pressure and domineering behavior of supervisors which re-
strict teachers' autonomy were also two reasons which resulted in teachers' 
burnout. Other reasons teachers referred to were personal characteristics, lack 
of social support, teachers' psychological and physical states which lead to 
burnout 

The content analyses of teachers' responses to the last research question 
examining teacher' opinions with respect to the consequences of burnout are 
summarized in the following table and displayed on the following graph.   

 
Table 16. 
EFL Teachers' Extracted Themes Regarding the Consequences of Burnout  

EFL teachers' most frequent answers  Percentage 
Reduced self-efficacy 70 
Abandoning the teaching profession  80 
Absenteeism 50 
Lessened effort 60 
Feeling of inferiority  70 
Lower quality of personal life 40 

         
    

 
 

Figure 2. EFL Teachers' Extracted Themes Regarding the Consequences of Burnout 
 

 

EFL teachers indicated that burnout mainly may lead to abandoning teach-
ing profession, feeling of inferiority, and reduction of teachers' sense of self-
efficacy. Other consequences of burnout according to them were lessened ef-
fort, absenteeism, and lower quality of personal life.    
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Discussion 
This study delved into empirically investigating the link between teachers' per-
sonality traits, psychological distress, and burnout in a representative sample 
of Iranian EFL teachers. Furthermore, this study examined the relative contri-
bution of five personality factors in predicting burnout dimensions among EFL 
teachers. The findings determined that both personality trait and psychological 
distress were related to teachers' burnout dimensions. The results revealed 
that there was a significant negative correlation between the emotional exhaus-
tion and depersonalization dimensions of burnout and the four personality 
traits including openness to experience, extraversion, conscientiousness, and 
agreeableness. However, these two dimensions of burnout were in significant 
positive correlation with neuroticism, suggesting that a high level of neuroti-
cism is likely to increase both emotional exhaustion and depersonalization.   

People who suffer from high neuroticism may manifest more emotional re-
actions whenever they are faced up to tough and worrying situations (Van 
Heck, 1997). They are apt to articulate more negative emotions, emotional var-
iability and stress reaction, and hence they become more prone to burnout and 
to increased psychopathology (Watson et al., 1994). Furthermore, they appear 
to employ strategies such as self-criticism, and wishful thinking, which are in-
trinsically avoiding and distracting coping strategies, rather than strategies 
which tend to be more approaching (Bolger, 1990; Heppner et al., 1995). Futile 
and inefficacious dealing with stressful and worrying situations in the work 
environment cause people with a high level of neuroticism to be more suscepti-
ble to the symptoms generally connected with burnout. 

The psychological traits of openness to experience, extraversion, conscien-
tiousness, and agreeableness were found to be negatively correlated with emo-
tional exhaustion and depersonalization and had a positive relationship with 
the feelings of increased personal accomplishment. Specifically, teachers who 
scored higher in these four personality traits and lower in neuroticism were 
more prone to undergo feelings of increased personal accomplishment, and 
hence low burnout inasmuch as feelings of decreased personal accomplishment 
indicate burnout. Conscientiousness is a facet associated with involvement and 
persistence and therefore is a manifestation of a person’s need for achievement. 
It is also connected with traits of punctuality and organization considered to be 
important work attributes; therefore, gaining high scores on conscientiousness, 
is a predictor of success at work (Hogan et al., 1996). From another perspective, 
extraversion is associated with sociability, high interpersonal relationships, and 
the level of expectancy motivation. Teachers enjoying high conscientiousness 
and extraversion, but suffering from low neuroticism, are highly encouraged to 
accomplish and hence improve performance. All these facets are highly perti-
nent and contribute to goal achievement to a great extent and controlling 
stressors. Results of the current study revealed that low levels of openness an-
ticipated more feelings of depersonalization, while those high levels of this per-
sonality trait were found to experience more feelings of personal accomplish-
ment.  
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scored higher in these four personality traits and lower in neuroticism were 
more prone to undergo feelings of increased personal accomplishment, and 
hence low burnout inasmuch as feelings of decreased personal accomplishment 
indicate burnout. Conscientiousness is a facet associated with involvement and 
persistence and therefore is a manifestation of a person’s need for achievement. 
It is also connected with traits of punctuality and organization considered to be 
important work attributes; therefore, gaining high scores on conscientiousness, 
is a predictor of success at work (Hogan et al., 1996). From another perspective, 
extraversion is associated with sociability, high interpersonal relationships, and 
the level of expectancy motivation. Teachers enjoying high conscientiousness 
and extraversion, but suffering from low neuroticism, are highly encouraged to 
accomplish and hence improve performance. All these facets are highly perti-
nent and contribute to goal achievement to a great extent and controlling 
stressors. Results of the current study revealed that low levels of openness an-
ticipated more feelings of depersonalization, while those high levels of this per-
sonality trait were found to experience more feelings of personal accomplish-
ment.  

Conclusion 
The results of the present study suggest that specific personality features may 
increase or impede the probability of burnout among teachers. It is well-
recorded that specific personality traits would prompt people to behave in spe-
cific ways when they are faced with adversity; as a result, one could easily de-
tect probable ways in tackling burnout among teachers by examining what cop-
ing responses they utilize to deal with work-related stress. In this way, it could 
be assumed that by raising teachers’ level of consciousness on the process of 
burning out and presenting them with opportunities to reflect on personal var-
iables such as coping resources it would be possible to lower the use of mala-
daptive or dysfunctional coping. 

To sum up, the findings of the present study contribute to the wider litera-
ture on psychological distress, personality traits, and burnout among EFL 
teachers and accentuate to what degree teachers' burnout can be predicted by 
personality traits and psychological distress. The results recommend that 
teacher training programs should concern themselves with the mental health 
and preparedness of trainees to teach. According to Friedman (2000), there is 
ample evidence to show that professional development, either before entering 
the teaching profession or while teaching, appears to play a significant role in 
combating burn out. Familiarity with effective classroom management strate-
gies intended to overcome stress and burnout resulting from disorder, disor-
ganization and overload has also been proved to be a beneficial skill. 

Additional research is required to explore the association between psycho-
logical distress, personality traits, and burnout. Considering that most burnout 
research has made use of cross-sectional designs (Lee & Ashforth, 1996), future 
studies can utilize longitudinal data. These studies would not only give rise to 
more robust tests of causal relationships, not often feasible with cross-sectional 
data, but they would also permit researchers to delve into how personality an-
ticipates changes in burnout through time. More studies are also needed to ex-
plore contextual factors in that personality may be more strongly associated 
with burnout in some, but not in all, contexts.   
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Abstract 
The present qualitative study narrates the challenges and identity chang-
es experienced by an Iranian English as a Foreign Language (EFL) teacher 
taking her initial steps in developing second language reading materials 
through recreating the anecdotes of a Persian classic poet. Her descrip-
tive and analytic field notes while designing the materials, feedbacks re-
ceived from two advisors and six language teachers, and various drafts of 
the developed materials as documents formed the data for this self-study. 
Meticulous analysis of the data revealed the ways by which the practicing 
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materials developer revisited a number of normative assumptions which 
had permeated her cognition; started to see materials development as 
art; and practiced self-reliance, creativity, respect, and ownership. Given 
the paucity of narrative enquiries focusing on materials developers’ iden-
tity (re)-construction, the present study is hoped to provide a richer un-
derstanding of the processes involved in generating classroom materials. 

Keywords: English Language Teaching, Identity (Re)-construction, Ma-
terials Development, Narrative Enquiry, Self-study. 

 

Introduction 
Over the past three decades or so, narrative enquiry has gained increased visi-
bility and legitimacy in the field of applied linguistics research, standing out as 
a potential tool for disseminating the formerly-unheeded stories of those in-
volved in language teaching and learning (Barkhuizen, 2013; Barkhuizen et al., 
2014; Johnson & Golombek, 2011; Mendieta & Barkhuizen, 2019; Nunan & 
Choi, 2010; Pavlenko, 2007; Tsui, 2007; Yazan, 2019). Despite a long call and a 
fairly large bulk of studies focusing on language learners’, teachers’, teacher 
educators’, and, to a lesser degree, researchers’ narratives, there are compara-
tively fewer enquiries depicting the challenges and changes experienced by 
beginner teacher-materials developers experiencing their foray into developing 
their own classroom materials (Bouckaert, 2017& 2019; Brandão, 2018). In 
other words, the journey experienced by novice materials developers has not 
been duly explored, written about or animated and their “private realities” in-
cluding their cognition and emotions have not been “brought into the public 
sphere” (Johnson & Golombek, 2011, p. 490). The majority of the scholarly 
books and publications on materials development either focus on evaluating 
and analyzing existing materials or “are ‘how to’ books, with advice for teach-
ers” (Garton & Graves, 2014, p. 655). The studies concerned with local, “home-
made” or “in-house” teacher-generated materials also chiefly concentrate on 
the process of developing the materials and their impacts (Al-Busaidi & Tindle, 
2010; Johnson, 2003; Timmis, 2014) and hence focus less on the lived experi-
ences of the materials designers and “the interplay between...teachers’ experi-
ences of…designing and implementing their own materials and their identity 
(re)construction” (Brandão, 2018, p. 254). Similarly, Bouckaert (2017, p. 11) 
argues that “although continuing professional development has been identified 
as one of its benefits, … the concrete effects of the creation of classroom materi-
als on the teacher have remained largely under-researched”. Acknowledging 
the existing gap, Wyatt (2011, p. 4) also asserts that “there is a lack of longitu-
dinal research into the processes through which expertise in materials design 
develops.”   

The ways by which teachers design classroom materials seem significant 
not only because they unveil how teachers think, plan, and act as designers, but 
also how such undertakings raise their reflections about what and how to teach 
(Augusto-Navarro, 2015; Bouckaert, 2019, Johnson, 2003; Kerr, 1981). In other 
words, “developing materials gives teachers the possibility to reflect, innovate, 
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develops.”   

The ways by which teachers design classroom materials seem significant 
not only because they unveil how teachers think, plan, and act as designers, but 
also how such undertakings raise their reflections about what and how to teach 
(Augusto-Navarro, 2015; Bouckaert, 2019, Johnson, 2003; Kerr, 1981). In other 
words, “developing materials gives teachers the possibility to reflect, innovate, 

create better teaching and learning settings, grow as individuals and profes-
sionals” (Núñez & Téllez, 2015, p. 58); strengthen “their sense of ownership 
and agency” (Bouckaert, 2019, p. 4); and experience more career satisfaction 
(Shawer, 2010).   

In an era in which reliance on ready-made, “routine, run-of-the-mill materi-
als” (Maley & Kiss, 2018, p. 227) or following them “as scripts” (Tomlinson & 
Masuhara, 2018, p. 29 ) is highly discouraged and language teachers, now con-
sidered as reflective practitioners, are recommended to build confidence in 
generating their own socio-culturally relevant contents and learning activities 
or even fancy themselves as coursebook writers (Block, 1991; Connelly & 
Graves, 1988; Jolly & Bolitho, 2011; McGrath, 2013; Shawer, 2010; Tomlinson, 
2013), the paucity of these real-life narratives could vividly be felt.  

Building on this purpose, in this article, an Iranian Master’s degree graduate 
of Teaching English as a Foreign Language (TEFL) narrates her lived experienc-
es of designing reading materials targeted at adolescent English learners at pre-
intermediate level of proficiency, based on the anecdotes of a renowned Per-
sian classic poet, Sa’di1 (1210-1290 AD). The challenges and changes experi-
enced by the language teacher in her initial practice of becoming a materials 
designer have been explored in this enquiry. It is proposed that the challenges 
of recreating the anecdotes as reading materials, designing cognitively-
engaging activities, and self-creating visuals, as experienced by the teacher 
throughout her year-long journey of coming to be a materials developer, made 
her refine a number of normative assumptions which had intensely permeated 
her cognition. Such challenges made her practice self-reliance, creativity, re-
spect, and ownership.  

 

Conceptual Framework and Literature Review 
Over the past three decades, applied linguistics research, similar to many other 
academic disciplines, has experienced a narrative turn; an enquiry area in 
which individuals’ stories are valued as “research data” and “storytelling” is 
acknowledged “as a tool for data analysis or presentation of findings” 
(Barkhuizen, et al., 2014, p. 3). As argued, “the main strength of narrative en-
quiry lies in its focus on how people use stories to make sense of their experi-
ences in areas of enquiry where it is important to understand phenomena from 
the perspectives of those who experience them” (Barkhuizen, et al., 2014, p. 2). 
Since then, various strands of narrative research have been constituted deploy-
ing (auto)biographical reflective narratives (Nunan & Choi, 2010), visual, mul-
timodal narratives (Brandão, 2018), critical (auto)ethnographic narratives 
(Yazan, 2019), and more recently duoethnography (Rose & Montakantiwong, 
2018).  

                                                           
1 Shaikh Muslihu-D-Di Sa’di Shirazi is one of the celebrated Iranian poets of the medieval period 
(thirteenth-century AD) whose two classic literary works, Rose Garden and Orchard, enjoy world-
wide fame and recognition and have left tremendous impact on Persian and non-Persian writers.   
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Besides language learning narratives, investigating ELT teachers’ personal 
and professional lives through narrative enquiry has been the focus of numer-
ous studies (Canagarajah, 2012; Leigh, 2019; Mendieta & Barkhuizen, 2019; 
Nunan & Choi, 2010 Parsaiyan et al., 2016; Pavlenko, 2007; Rose & Mon-
takantiwong, 2018; Tsui, 2007; Yazan, 2019).  Tsui’s (2007) exploration of 
identity formation of a Chinese language teacher through collecting his narra-
tives; Canagarajah’s (2012) auto-ethnography of his “journey of professionali-
zation” containing the struggles he had as a Sri Lankan periphery language 
teacher in developing multiple professional identities; Parsayian et al’s (2016) 
study of epiphanies experienced by an Iranian English teacher and materials 
developer; Shelley et al.’s (2013) and Mendieta and Barkhuizen’s  (2019) inves-
tigation of the cognitive and emotional challenges narrated by language teach-
ers in their changeover from conventional face-to-face teaching to distance and 
blended teaching contexts are empirical examples of this strand of enquiry.  

Another strand of such narratives is drawn from second language teacher 
educators sharing the narratives of (re)-constructing new identities along with 
prospective, pre-service or in-service student teachers or mentees. More specif-
ically, they narrate how through self and other examination and critical reflec-
tion, they moved themselves and their student-teachers towards more theoret-
ically and pedagogically sound instructional practices and greater levels of pro-
fessional expertise (Atai et al., 2017; Johnson & Golombek, 2013 & 2016; Park, 
2014).  

Besides teachers’ and teacher educators’ narratives, the identity construc-
tion of applied linguistics’ researchers has been the focus of several studies 
(Norton & Early, 2011; Rahimi et al., 2019; Xu, 2014; Yuan, 2017); examples of 
which are Norton and Early’s  (2011) self-study of their researcher identity 
construction while making trips to some African regions for teaching digital 
literacy, and  Rahimi et al.’s (2019) exploration of the driving forces which 
shaped the professional identity of a newly-recruited Iranian university in-
structor and two higher education students of applied linguistics. 

Whereas many previous studies have focused on narratives of language 
teachers, teacher educators and, to a lesser degree, researchers, there are com-
paratively fewer studies focusing on language teachers’ narratives of being and 
becoming materials developers.  

Generally speaking, the literature on materials development chiefly focuses 
on a number of topics including the principles of materials development; 
frameworks for evaluating and analyzing materials, reports on textbooks’ anal-
yses and evaluations, particularly critical appraisals of globally-distributed 
commercial coursebooks; and practical tips for adapting, adopting or designing 
materials for different skills, levels, users, and purposes (Mishan & Timmis 
2015; Tomlinson, 2011, 2013; Tomlinson & Masuhara, 2018). With the height-
ened attention to the development of local materials and the role of ESL/EFL 
teachers as curriculum makers and materials developers, reports have also 
been published with respect to the impacts of “home-made” or teacher-
generated materials (Al-Busaidi & Tindle, 2010; Troncoso, 2010). For instance, 
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Al-Busaidi and Tindle (2010) focused on evaluating the impact of in-house ma-
terials produced for improving writing skills of Arab university students at Sul-
tan Qaboos University. They outlined their writing and evaluation process 
which staged from setting principled criteria for the development of the mate-
rials by the writing team, piloting the materials, and evaluating them retrospec-
tively through soliciting teachers’ and students’ opinions and doing textual 
analysis on the students’ writing scripts.  

A much smaller share of publications belongs to reflective reports by mate-
rials writers themselves or from their perspectives on the process of writing 
materials and publishing them (Augusto-Navarro, 2015; Bouckaert, 2017; Had-
field, 2014; Jolly & Bolitho, 2011; Núñez & Téllez, 2015; Prowse, 2011, Timmis, 
2014; Wyatt, 2011). In an oft-cited study, Prowse (2011) sought the perspec-
tives of the writers of well-famed ELT coursebooks in 1994 and 15 years later. 
The writers shared their views with regard to the advantages and drawbacks of 
team-writing and pair-writing as well as their writing procedure which com-
monly included steps like setting course objectives, searching input materials 
from different sources, deciding about the nature and sequence of activities, 
revising the drafts based on the feedbacks received from publishers and mak-
ing coordination with designers and editors; though in an unorderly fashion. 
Timmis (2014), drawing upon one of his own collaborative materials writing 
experiences, also displayed how contradictions between the writing team and 
publishers, also called “intermediators”, intervened the writing process and 
hence impacted the final product. In another self-report, Hadfield (2014) exam-
ined her own process of writing an academic resource book through document-
ing the “stages” and “sub-and-micro-processes” of generating ideas for activi-
ties, justifying their rationales, and writing instructions for each. Besides sug-
gesting teachers’ “tacit” knowledge in designing materials, she concludes that 
“textbook writing is a highly recursive and circuitous activity which cannot be 
reduced to a linear progression through checklists of concerns, but which de-
mands flexibility and responsiveness to particular activities and contexts” (p. 
320).  

  Close to the present enquiry, there are also process-oriented studies which 
focus on identity development or professional growth of ELT teachers while 
developing their own materials. For instance, Brandão (2018), using visual nar-
rative enquiry, investigated the way a Brazilian pre-service EFL teacher collab-
orating on a project of designing classroom materials (re)-constructed her 
teaching identity. While in her initial visual drawings she depicted herself as an 
ineffective, “invisible” or “chaperone” teacher who relied heavily on ready-
made pedagogical sources, she gradually gained more visibility through design-
ing self-made classroom materials. However, given her lack of confidence and 
expertise, her early designed materials were not engagingly productive as she 
focused “too much on grammar rules and selected mechanical exercises from 
the Internet” (p. 263). Over time, as she practiced designing activities that de-
manded more cooperation of the students, she started to feel “like a present 
teacher” (p. 264).  In another longitudinal qualitative research, Wyatt (2011) 
traced the development of an Omani English teacher’s “practical knowledge in 
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materials design” over a three-year TESOL program. Through observing his 
classes and conducting interviews with him, Wyatt demonstrated that the 
teacher’s strong motivation, his prior and present experience in teaching young 
language learners, and the theoretical and practical trainings he had received 
during the program increased his confidence and autonomy in analyzing the 
coursebooks and their deficiencies, making justified and creative adaptations to 
the assigned materials, designing his own lessons, and helping his colleagues; 
though there were contextual and technical challenges that made him “de-
spondent” at times.   

In line with the preceding empirical research on teachers’ growth through 
materials development, the present study attempts to depict the interplay be-
tween teachers’ professional growth and developing materials through narrat-
ing the challenges and changes experienced by an Iranian language teacher in 
her initial practice of designing teaching materials; using “I” pronoun hence-
forth.    

 

Methodology 
Data Collection and Analysis 

The present qualitative study, lasting over a year (from March 2018 to Febru-
ary 2019), could be considered a self-study narrative enquiry; a research meth-
odology in which the researcher positioned as the inquirer “has a private vest-
ed interest in coming to understand the practice” (Pinnegar & Hamilton, 2009, 
p. 12) and hence attempts to deepen his/her understanding of the relationships 
and interactions with others “in the immediate present or in the reconstructed 
memory of interactions” (p.13). Pinnegar and Hamilton (p.105) mention “prov-
ocation, exploration, refinement, [and] identify focus” as components of self-
study.  

Taking a turn inward in this self-study, I, an Iranian female teacher in mid-
twenties with over five years of teaching English at language institutes, got en-
gaged in the practice of developing ELT materials for the first time in my life. To 
examine the procedure in depth, I used three sources of data collection, namely, 
field notes, dialogues with critical friends, and various drafts of the developing 
materials.  

In my field notes, I chronicled in minute details descriptions of the occurring 
events, decisions made, and steps taken in each phase. Besides detailed descrip-
tions, I kept records of my personal feelings and perspectives plus preliminary 
interpretation and analyses of the events. Such field notes exceeding over 50 
pages enabled me to capture my own voice and my new understandings.  

Furthermore, on frequent occasions I discussed my plans with my two ELT 
advisors and sent them various drafts of the materials. They wrote their com-
ments in the margin of the files, made suggestions for improvement of the 
work, asked me to omit some parts, or rewrite it altogether. This happened for 
all the prepared materials (five anecdotes as a whole) and their activities and 
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Methodology 
Data Collection and Analysis 
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interpretation and analyses of the events. Such field notes exceeding over 50 
pages enabled me to capture my own voice and my new understandings.  

Furthermore, on frequent occasions I discussed my plans with my two ELT 
advisors and sent them various drafts of the materials. They wrote their com-
ments in the margin of the files, made suggestions for improvement of the 
work, asked me to omit some parts, or rewrite it altogether. This happened for 
all the prepared materials (five anecdotes as a whole) and their activities and 

visuals. Besides, upon the completion of the work, six conveniently selected 
language teachers (ranging from 25 to 30 in age, MA graduates or PhD candi-
dates of TEFL, with four to eight years of teaching experience at English lan-
guage institutes) were invited to appraise the designed materials and share 
their comments with regard to the contents, activities, and the visuals in an oral 
semi-structured interview. Six language learners (roughly at pre-intermediate 
level of English language proficiency), who were my former students, were also 
requested to self-study the materials and complete the activities.  

In addition, since the practice demanded constant writing, revising, and ed-
iting, I kept copies of various drafts of the five recreated anecdotes and activi-
ties as documents of trajectory of change to my performance. Such drafts, to-
gether with my reflexive field notes, advisors’ comments, teachers’ interviews, 
and learners’ responses, formed the data for the study.  

Data analysis for this self-study was conducted recursively from the outset 
of the study with a desire to make sense of the unfolding events. Following 
Maxwell’s (2013) guidelines for analyzing qualitative data, I started with im-
mersing myself in the collected data by reading and re-reading my reflexive 
field notes, the oral and written comments I had received from my advisors, the 
teachers’ interview transcriptions, students’ responses, as well as my various 
drafts of designed materials. Coding and re-coding the data excerpts and con-
stantly checking them with my advisors gradually led to emergence of a num-
ber of sub-themes with respect to changes experienced by me throughout this 
year-long journey. At the next stage, existing literature was re-consulted to in-
terpret the findings and to compare them with those of other relevant studies. 
In the final stage, I was advised to use a chronicled narrative, preluded with a 
backstory, to aid readers audit the trail of decisions, rationales, and actions, on 
the one hand, and to demonstrate how the findings were reached, on the other 
hand. Besides thick description of the events, attempts were also made to en-
hance the trustworthiness of the findings through being involved in the practice 
for an extended period of time, triangulating different sources of data (reflexive 
field notes, dialogues with advisors, interviews, artefacts), taking a self-critical 
stance, and requesting the advisors to re-analyze the data and check the validi-
ty of the findings (Maxwell, 2013).  

 

Procedure  
Backstory  

As a young English teacher, who ventured into the complicated field of ELT ma-
terials development, every single step that I took to design reading materials 
based on Persian classic literature was like walking in a long journey; a journey 
replete with rays of fright and courage; trepidation and relief; disappointment 
and hope. Experiencing all these ups and downs was such a turning point in my 
teaching life that had a great impact on my views, feelings, ideas, and 
knowledge. As a journeyer, I took record of the unfolding events, from the be-
ginning to the end, as thoroughly as possible.  
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Prior to my acceptance to TEFL MA program in a state-run university, I had the 
experience of teaching English for four years at different private institutes. Dur-
ing these years, wherever I worked, I had to teach according to the institute’s 
pre-determined curriculum and teach the materials designated by them. Some-
times, I felt like a robot in my classes whose duty was to follow the textbooks’ 
contents, which I largely considered trivial and infantilizing.  Moreover, as an 
Iranian Muslim teacher, the world depicted in the textbooks always made me 
feel alienated from our lived experiences, Iranian-Islamic lifestyle, beliefs, iden-
tity, and cultural heritage. Dissatisfied with the existing shortcomings in the 
mainstream materials, I felt intrigued to prepare and take home-grown materi-
als instead of foreign products to my classes. However, obstacles like lack of 
pedagogically-appropriate materials and the fear of being rejected by the insti-
tutes’ authorities disheartened me from taking the issue seriously. Above all, 
the idea of being a materials developer was almost beyond my wildest dreams 
at that time.  

It was not until the third semester of MA program, as I was taking a Materi-
als Development course that the idea reinvigorated once more. In that course, 
we read scholarly publications on materials developments, reviewed the views 
of critical analysts who criticize the commercially imported materials for their 
“inflexibility, shallowness, and lack of local relevance” (Tomlinson & Masuhara, 
2018, p.3) as well as their carrying hidden curricula which promote and legiti-
mize Western, capitalist, neoliberalist, materialistic, and individualistic values. 
We also vehemently discussed how creating locally-appropriate materials root-
ed in our Islamic-Iranian heritage could be significantly worthwhile in the Ira-
nian context of English teaching.  

Though options abounded, my prior familiarity as well as avid enthusiasm 
for Persian Literature, particularly classic one, and seeing its deep connections 
with Islamic-Iranian identity and culture inspired me to explore how classic 
Persian literary anecdotes could be recreated as reading materials for EFL clas-
ses; an issue which has comparatively received undue attention within the Ira-
nian foreign language teaching context due to various reasons like the hegemo-
ny, supposed legitimacy, and salience of Native American and British literary 
products (Azizi, 2014; Kachru & Smith, 2008; Talib, 1992), and occasional scar-
city of decent English translations of Persian literary works. To use Pinnegar 
and Hamilton’s (2009) words, this was a “provocation” phase of this self-study 
in which “we recognize not only that we have interest but also that others have 
questions, taken opposing views, or have thought very little, if at all, about the 
idea that provokes us” (p.105).  

The “provocation” was followed by an “exploration” phase (Pinnegar & 
Hamilton, 2009) during which I took time consulting existing literature on ma-
terials development (Mishan & Timmis 2015; Tomlinson 2011, 2013), design-
ing home-made materials (Jolly & Bolitho, 2011); applications of literature in 
language teaching (Amer, 2003; Domínguez Romero et al., 2019; Hullah, 2018; 
Van, 2009), non-native literature (Kachru, 1999), as well as argumentative and 
research-based studies on using translated local and national literature in EFL 
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classes as language teaching materials (Boroomand et al., 2014; Florentino, 
2014; Mohideen & Mohideen, 2009; Parsaiyan, et al., 2015; Raquitico, 2014; 
Safari, 2019; Vethamani, 1996).  

It was when I felt a “refinement” and “identity focus” occurring in which I 
started to “bring together background and experience to decide what is worthy 
of study” and “consider how this study might contribute to our own work, to 
the work of others, and to the larger research literature” (Pinnegar & Hamilton, 
2009, p.105). Under the tutelage of such backdrop and inspired by a couple of 
studies on using Persian literature as materials for language classes, I took on a 
journey for recreating Persian classic literature as reading materials, targeted 
at Iranian adolescent EFL learners at pre-intermediate level of English language 
proficiency. My objective was to aid language learners experience reading Per-
sian stories in English in an amusing way and make connections between them 
and their own current lives. This was preceded by consulting experts for choos-
ing the classic poet whose works could be taken to language classes, selecting a 
number of anecdotes based on a number of criteria, and juxtaposing different 
English translations of the selected anecdotes for further acquaintance with 
how the texts had been rendered into English. The most challenging stage was 
recreating the selected anecdotes as synoptic stories, designing meaningful ac-
tivities for each, and designing illustrations and layouts. Not unlike any other 
immature performer, there were worries in the outset of the journey which 
made me hesitate. As an ordinary teacher, socialized into mainstream system of 
language education, and as the one with almost zero experience in developing 
classroom materials, it was so challenging to me to manage the process; part of 
such challenges will be narrated in the next part via employing sculpting meta-
phors. As suggested by Bouckaert (2019, p. 10), “teachers-as-materials-
developers could resort to the use of imagery, like similes and metaphors” as 
they “can offer insights into teachers’ perceptions of their profession, their ma-
terials, and the principles underpinning their teaching practice”.  

 
Selecting the Sculpting Clay 

Creation has always been a charming word to me. Ever since I was a child, the 
idea of creating things with my own hands has been with me. I was about seven 
when I started to learn sculpting. To make a clay sculpture, I commonly went 
through a number of stages including choosing the original object to sculpt or 
making sketches of it; preparing tools including the most suitable clay and 
modeling tools; kneading, rolling, modeling, and trimming the material to cre-
ate the desired shape; baking the sculpture or allowing it to dry; and eventually 
painting and decorating the sculpture. Throughout this journey, as I was en-
gaged in designing classroom materials out of Persian classic literature, I could 
draw analogies between the art of materials development and the art of sculpt-
ing as I went through fairly similar stages.  

Quite like choosing the original object, I started with choosing a proper Per-
sian classic literary work. I made a list of some popular works, including Book of 
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the Marzban by Sa'ad ad-Din Varavini, Mirror of Princes by Keikavus and The 
Rose Garden by Sa’di Shirazi, and ran through them. Upon consulting a Persian 
Literature specialist, I eventually selected The Rose Garden; a renowned collec-
tion of short yet thought-provoking metrically and non-metrically-structured 
anecdotes written in 1258 CE. The collection has long been cherished in all 
parts of the Muslim and non-Muslim world for its literary elegance, satirical 
language, delicate and entertaining spiritual maxims, ethical teachings, and 
practical wisdom (Alavi, 2010; Zolfaghari & Panbezari, 2012).  

I commenced a new process of going through the whole book; page by page, 
anecdote by anecdote. While reading each anecdote, I took time musing over its 
potentials to be recreated as EFL materials. To select appropriate anecdotes, I 
took into consideration a number of criteria including attraction of the anec-
dotes or their appeal to adolescent learners; richness of the content of the an-
ecdotes including their underlying themes; relevance to contemporary life is-
sues; linguistic features of the anecdotes like deployments of certain lexical 
items and grammatical structures; the inherent potentials of the anecdotes to 
be expanded and rewritten through adding new settings, imaginary characters, 
linguistic elements, inter alia (Carter & Long, 1991). 

As there are about 287 anecdotes in The Rose Garden of Sa’di, I had to act se-
lectively choosing a few of them to be recreated. This was a challenging stage; 
as Gray (2005) states, if first language literature “is not prudently chosen, and 
the students are not familiar with it or the translation is not appropriate, using 
it could mean lost pedagogical opportunities” (p. 4). Bearing this in mind, I tried 
to prepare a list of anecdotes I had found worthy of consideration. Through 
various consultations with a Persian Literature expert and my ELT advisors, I 
eventually selected five anecdotes to be recreated. In the next stage, I compared 
the original text of the selected stories with their different English translations 
so as to have a general understanding of how different translators had gone 
through rendering the anecdotes. It was the time when I felt the sculpture base 
had been prepared waiting for me to practice my artistry.  

 
Kneading, Modeling and Trimming the Material to Create the Desired Shape 

While prior to the outset of the research, I assumed the work to be an easy one, 
I soon realized the challenges involved in recreating the anecdotes. Not being 
able to go much beyond the stories and their frameworks, my first drafts were 
more like "translated" or "simplified" versions of the original anecdotes; lacking 
senses of "creativity" or "artistry". This was particularly evident in my first at-
tempts to recreate “Liberal Cypress” anecdote (The Rose Garden, Maxim 81). In 
this anecdote, someone asks a wise person about the reasons why among all 
other trees cypress is called liberal (azadeh). The wise man replies that "Every 
tree has its appropriate season of fruit, so that it is sometimes flourishing 
therewith, and looks sometimes withered by its absence; with the cypress, 
however, neither is the case, it being fresh at all times". He then adds that "and 
this is the quality of those who are free" (Rehatsek, 2010, p.226). I rationalized 
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that the meaningful content of the story (being liberal like the cypress) could 
provide language learners with the chance to ponder over the concept of free-
dom and being liberal, share their different interpretations, and possibly come 
to a new understanding of the term. I also thought that the context of the story 
could be a site for introducing certain linguistic elements like names of various 
trees, fruits, and colors.   

With these in mind, I commenced my very first experience of recreating the 
story. I thought that I just had to read the story, imagine the scenes and the dia-
logues between the two main characters, and try to rewrite them in my own 
words. Below is an excerpt from the first draft of the story sent to my advisors.  

- What is the reason for planting these cypress trees there, man? They 
have no outcome. 

- Among all the trees that God has created, the only tree that is called lib-
eral is the "cypress tree". 

- It’s strange. What is the reason? 
- Other trees have fruit and shade in summer, and their leaves fall off in 

fall. They blossom in spring and dry in winter; but the Cypress tree is 
green throughout the year. Not being changed thorough the time is an at-
tribute of liberals.  

The comments I received from one of my advisors baffled me. She told me 
that the prepared draft was more like "a translated piece of work" than a "rec-
reated story", was not “appealing enough to adolescent readers”, and seemed 
“too didactic in tone and too direct in conveying its message”. She told me that I 
had to “be more careful in selecting the lexical and grammatical structures as 
well as deployment of a lively language".  

The consternation I felt led me to contemplate what could be done other-
wise. Bearing the shortcomings in mind, in my second attempt, I endeavored to 
act more creatively by delineating the setting of the story (a large farm visited 
by a stranger); the scenes, smells and senses involved (aroma of peach blos-
soms filling the air, fresh apricots which could be seen on the walls); and more 
detailed conversations between the characters. Below is an excerpt.  

- Once upon a time there was a stranger passing through a village. The 
people of the village were calm and kind. They owned large farms. … 
Aroma of peach blossoms were smelled from the alleys and fresh apri-
cots could be seen over the walls. The man’s patience was exhausted. He 
picked some ripe apricots and ate them. Few steps ahead, he saw the 
owner of the garden and he whispered that it would be better to apolo-
gize because of eating those apricots without his permission… .  

- Dear uncle, please accept my apologies. The fruits of your garden are as 
sweat as honey … . I picked a few of them without your permission.  

- Bon appetite. The fruits which come out of the garden are the share of 
the passerby.  

- You have a very fertile farm. Why didn’t you plant other fruit trees in-
stead of these cypresses which don’t have any fruits? 
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However, while “seeing some improvements”, my advisors told me that the 
language was not “appropriate for the target audience”. They recommended 
that I read more on "story writing techniques" and act more "creatively" 
through inclusion of "expositions, epilogues, or introductory parts to the main 
story"; "imaginary characters"; "stretches of dialogues among characters"; "so-
liloquies or internal dialogues"; and "dramatic tensions or deliberate suspen-
sion of events"; among others. 

Taking these comments into consideration and reading more on story writ-
ing techniques, I kept rewriting the story over and over; like a clay sculptor 
who is kneading and pressing the sculpting clay with her palms repeatedly to 
make it more pliable, and then pinching different parts of it with her fingers to 
create a desirable shape. With my fingers moving rapidly across the keyboard, 
and my words filling the screen, I changed the scenarios, settings, the charac-
ters and the dialogues exchanged among them numerous times and added fresh 
descriptions. I kept asking myself an array of questions: How does a certain 
character make the story interesting? Is he/she going to be liked by the adoles-
cent readers? What should he/she look like? What could his/her personality be 
like? How believable is he/she? How could he/she be representative of Iranian 
and Islamic culture and lifestyle? Does the plot dull rather than pique the read-
ers’ interest? Just to mention some.  

Concerning the Liberal Cypress story, I thought that since the subject of the 
conversation revolved around a tree, the location of the story could be some-
where full of different trees. I imagined the story could be located in a garden in 
one of the villages near Zagros Mountains, a long mountain range in Iran. Then, 
I tried to describe the setting in details to make readers imagine where it is lo-
cated. Concurrently, based on the theme and location of the story, I added the 
names of different trees, fruits, and colors to the story. Regarding the effects of 
colors on grabbing attention and retrieving words, I made some changes to the 
color of words (like using the color of fruits) and highlighted some certain 
structures (like “want to”) in bold type. Such manipulations of the typograph-
ical features of the text, technically called “input flooding” and “textual en-
hancement” (Sharwood Smith, 1993), were chiefly done for the sake of increas-
ing “noticeability” and “salience” of certain linguistic features or items. As sug-
gested by Schmidt (1995, as cited in Bao, 2018, p. 160), “target language forms 
will not be acquired unless they are noticed and one important way…is by in-
creasing the salience of target language forms in input so that they are more 
likely to be noticed by learners”.  

Besides, to be more descriptive; make the language sound more natural; and 
to provide language learners with an opportunity to examine noun-adjective 
collocations, I used various combinations of words like "tall thick trees", "fertile 
fields", "green grapes", "white mulberry", "purple figs", “yellow apricots”, and 
“crimson cherries” throughout the text. In addition, while in the original version 
of the story there were only two characters, an anonymous question asker and 
a wise man, I thought that the conversation could take place between two 
members of a family who typically have a warm relationship like a wise grand-
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father and his curious grandson; displaying the importance of “family” in the 
Iranian culture. I continued the story describing the way the young boy speaks 
to his grandfather, the kind of questions he asks about the trees in the garden, 
the fruits they bear and their benefits and how he eventually poses questions 
about the cypress tree. Here, to provide learners with opportunities for multi-
ple exposures and hence retention of certain lexical items, I deliberately re-
peated certain vocabularies like the names of the trees throughout the story. 
Below is an excerpt: 

- Dear grandpa, what is the name of this very tall tree with small 
white fruits?  

- This is mulberry tree. We can eat fresh mulberries in the summer 
and dried ones in the winter. When you are angry or nervous, eating 
these sweet mulberries makes you feel relaxed.  

- I think these are peach trees. I like unripe peaches more than ripe 
ones.  

- Eating unripe fruits makes you have a stomachache . But ripe peach 
keeps the skin healthy. It is also good for eyesight.  

- What about those tall green trees grandpa?  
- They are cypress trees. They have no fruits but they are called 

“free” (Azadeh).  
- How odd! They have no fruits but they are called “free”. Why?  
- The grandfather thinks and then says: “Let me ask some questions”.  

 

I then thought that the grandfather instead of revealing the answer quickly 
could ask several questions from his grandson. This “suspense” besides expos-
ing learners to certain structures, like “Does the…tree have green leaves in the 
winter?”, could probably make them more eager to follow the story or even ex-
amine their own hunches. 

- Does the apple tree have green leaves in the winter? 
- No it doesn’t. 
- Tell me about the peach tree. Does the peach tree have green leaves in 

the winter? 
- Surely not. 
- Think about mulberry tree. Does the mulberry tree have green leaves in 

the winter? 
- As much as I know, it doesn’t. 
- You see. Other trees have fruit and shade in summer, and their leaves fall 

off in fall. They blossom in spring and dry in winter; but look at the cy-
press tree. It is always green at all seasons and all days.  

 

Bringing all these structures together was a strenuous task. I also realized 
that rewriting a story is more difficult than writing a new one since in addition 
to all the issues that had to be considered, such as attraction of the plot, age and 
interests of the target learners, pedagogic objectives, appropriate selection of 
vocabularies and grammatical structures, to mention some, I had to remain 
faithful to the original text too. Every word that I wrote, I asked myself if it was 
really what this story was meant to mean! 
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Baking the Sculpture  

Another highly challenging phase was designing meaningful activities for the 
story. This may liken that of baking a wet clay sculpture in a kiln or household 
oven. Cautions should be taken as the clay could be prone to cracking. As a 
teacher who was used to dealing with mechanical, repetitive exercises such as 
true or false, fill in the blanks, and comprehension-check questions, my first 
drafts of activities resembled the kinds of activities I had seen in conventional 
textbooks. For example, considering the recreated text for the Liberal Cypress 
anecdote, “Wh” question forms with knee-jerk responses—which required 
learners to scan the text to find the “correct” answer—pervaded my initial 
drafts. Below are examples of the exercises I initially prepared for Cypress Tree 
story: 

 What kinds of tree are there in the grandfather’s garden? 
 What fruits are there in the grandfather’s garden? What colors are they?  
 Please rewrite the story in your own words and change it in the way that 

you like. 
 Complete the following sentences:  

a) I like to/don’t like to live in village with lots of trees because… 
b) The most important thing I learned from my grandfa-

ther/grandmother is… 
 

The first time I sent my activity part to my advisors, they crossed out all; 
writing a big “So what?” next to each. They both were emphatic that I had to 
take time preparing creative and mentally-challenging activities (Mishan & 
Timmis 2015; Tomlinson, 2011, 2013; Tomlinson & Masuhara, 2018) which 
provided learners with the opportunities to think, search, and express their 
ideas. My next drafts of activities for the Liberal Cypress anecdote, revised sev-
eral times, contained more thought-provoking questions like the followings: 

 Let’s think about the last line of the story: “One of the signs of being free 
(Azadeh) is being evergreen at all seasons and all days”. Does it make 
sense to you?  

 How do you think people are like cypress trees? 
 

Furthermore, searching more about the cypress tree, I found out that cy-
press is the oldest alive creature in Iran. Reading about the popularity of this 
tree among Iranian people from the past up to the now, I could see the foot-
prints of this tree in the works of different Iranian authors, poets and artists; in 
their books, poems, paintings, carpets, handicrafts, religious symbols, historical 
monuments, and the like. Enthused by the ideas, I tried to add more enquiry-
based questions; below are two: 
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Figure 1. The Photo of an “Alam” Taken by me 
 

 We can see the symbol of cypress tree on this “Alam” that Shias use in the 
Mourning of Muharram and the day of Ashura. Do you know the reasons? 

 

 
Figure 2. The Cypress Trees Carved into a Stone Wall at Persepolis 
 

 Look at the following image. Why do we see cypress trees on the walls of 
Persepolis?  

 
Later on, as I gave the prepared drafts to a number of my former students to 

self-study, I was surprised at the thoughtful answers provided by them. In their 
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symbolic interpretations, the students had commented that the fact that cy-
press has “good drought tolerance” and “is resistant to hurricanes… is a good 
example for Iranians who surrendered against the onslaught of an aggressive 
tribe but have not abandoned their essence”. They had written that cypress tree 
is “symbol of perseverance”; “strong people who try not to change in different 
situations”; and those “people of society who don’t change in the passing of 
time and adhere to their principles and their values and also they are legal [sic] 
to their homeland”. Referring to “Iranian soldiers who fighted [sic] bravely in 
war in order to prevent other countries to enter our country”, one of the stu-
dent had written that “Iranian soldiers in the holy defense are holy in Iranian 
culture…They are azadeh”.  

As a language teacher, such a symbolic thinking and patriotic language pro-
duced by the students were at odds with the mundane language channeled by 
the conventional marketed coursebooks! As suggested by Safari (2019, p. 297), 
this kind of language learning and knowledge construction may be hoped to 
pave “a route through which each student can travel to reach a full understand-
ing of their culture, self, and identities which opposes to trivial issues encoun-
tered in American/British English textbooks”. 

 
Painting and Decorating the Sculpture 

After rewriting the stories and designing the activities, or molding and baking 
the clay structures, it was time to prepare illustrations to make the stories and 
the activities more meaningful and interesting. To act more tactfully, I consult-
ed the literature on materials’ visuals, layout and design (Tomlinson & Masuha-
ra, 2018) and analyzed the visual elements of a number of English and Persian 
storybooks for teenagers; particularly the simplified versions of classic literary 
short stories rewritten by contemporary Iranian writers. Accordingly, I pre-
pared a list of criteria that I could take into consideration while preparing or 
selecting the illustrations including their congruity with our Islamic-Iranian 
cultural values and Persian traditional artwork; their appeal to the target audi-
ence (adolescent learners); their meaningfulness and interpretability; inter alia. 

Since each story demanded different illustrations, based on its contents and 
underlying themes, I had to decide about what to illustrate and how to illus-
trate; both of which required lots of thinking. For one story, I decided to have 
the pictures of its characters, for another one to illustrate the names of different 
groups of words mentioned in the story or the locations where the story was 
taking place. To depict what I had in mind, I had to imagine the characters’ 
physical features, costumes, facial expressions, actions, the settings, as well as 
the colors which could be used. Besides hand-drawn images, upon my advisors’ 
recommendations for using more realistic, meaningful, and purposeful illustra-
tions, I decided to use real photos. I went to different places such as bazaar and 
tried to take photos by my personal camera. I felt like a sculptor who was 
choosing and mixing the paints in her palette and then brushing them onto the 
sculpture with various strokes. 
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underlying themes, I had to decide about what to illustrate and how to illus-
trate; both of which required lots of thinking. For one story, I decided to have 
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taking place. To depict what I had in mind, I had to imagine the characters’ 
physical features, costumes, facial expressions, actions, the settings, as well as 
the colors which could be used. Besides hand-drawn images, upon my advisors’ 
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tions, I decided to use real photos. I went to different places such as bazaar and 
tried to take photos by my personal camera. I felt like a sculptor who was 
choosing and mixing the paints in her palette and then brushing them onto the 
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However, as an immature graphic designer, it was arduous to me to work 
with graphic software like Paint and Photoshop. Initially, it took me plenty of 
time to do very little things like cutting and cropping pictures, putting them 
together, placing the illustrations inside the text, arranging the visual elements, 
positioning them aligned with the text or in the background to prepare the final 
illustrated draft of the stories. In addition to illustrations, I also had to decide 
about the page layouts which preferably had roots in Iranian art, as well as col-
ors for the backgrounds. Nonetheless, it was not the end of the story. I remem-
ber that I once handed in the illustrated stories to one of my advisors and she 
made me aware of some points I had not noticed. For example, I had forgotten 
to resize all the pages so some of the pages had low resolutions and the hard-
copies looked faded and poor in quality. This made me edit all the pages indi-
vidually; which took me plenty of time. Figure 3 shows a sample of illustrated 
texts. 
 

 

 
Figure 3. Samples of Illustrated Texts 
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Such challenges of designing materials by thinking outside the box, exerting 
imaginations, making informed decisions, and seeking ways to implement them 
made me constantly filled with senses of exhaustion and disappointments, on 
the one hand, and joy, pride, hope, and encouragement, on the other hand. 
Through such efforts in developing my own materials, there was nothing more 
challenging than convincing myself. As a product of mainstream, test-driven, 
transmission-based system of language education, appraising and discarding 
the traditional teaching and learning beliefs— which were strongly rooted in 
my cognition—and replacing them with some alternative views, like providing 
learners with spaces to critique issues and express their true selves, were ex-
tremely difficult. To me, it was like deconstructing a building and reconstruct-
ing a new one; I began breaking myself and the barriers inside and building a 
new version of me. Accordingly, I could see a number of changes occurring to 
me and my viewpoints as a result of being involved in this journey; some of 
which are discussed below. 

 

Findings and Discussion 
Practicing Artistry  

Struggling with normative assumptions I had been socialized with was a big 
challenge I had to deal with.  Throughout my years of learning English and 
teaching it, language was nothing beyond a means of communication enclosed 
in acquiring a number of vocabularies and grammatical structures and their 
functions. As frequently cited from Borg (2003, p. 88), “teachers’ prior language 
learning experiences establish cognitions about learning and language learning 
which form the basis of their initial conceptualization of L2 teaching during 
teacher education, and which may continue to be influential throughout their 
professional lives”. Arguing that the footsteps of teachers’ tacit knowledge 
could be detected in the materials created by them, Bouckaert (2017, p. 18) 
states that “classroom materials as objects crafted by a teacher… may reveal the 
teacher’s underlying ideas about what the role and function of materials are or 
should be”. However, through rewriting the stories, obsessively selecting 
words, thinking about the meanings and power behind them, their sounds and 
resonances, and seeing how words could be put together creatively, I started 
seeing language as “art” (Núñez & Téllez, 2015; Prowse, 2011, Timmis, 2014; 
Wyatt, 2011). In tandem with that, as I endeavored to go beyond my limits by 
creating imaginary characters and settings, inventing dialogues and activities, 
thinking about costumes, drawing illustrations and putting all these together, I 
practiced actualizing the creativity and artistry inside. Actually, creativity is not 
all what we are born with; it is rather reinforced by practice. Likewise, while at 
the beginning of the process, my ideas were limited, the more I stretched my 
imaginations, consulted various sources, and drew inspiration from the events, 
the more resourceful I became, and fresher ideas found ways to my work.  

Such instances of growth in self-artistry bear resemblance to Núñez and Tél-
lez’s (2015) study in which the teachers attending a materials development 
seminar in Bogotá (Colombia) reported on their personal and professional 
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growth including fostering their “creativity”, “self-confidence”, and “self-
esteem” as well as enhancing their expertise and knowledge in materials devel-
opment. Self-citing themselves, Núñez and Téllez (2009) state that “materials 
development contributes directly to teachers’ professional growth insofar as it 
betters their knowledge, skills and creativity, raises their consciousness as re-
gards teaching and learning procedures, and allows them to act as agents of 
permanent change” (p. 184). In addition, such a perspective-change bears re-
semblance to what a novice teacher-materials developer in Brandão’s (2018) 
study experienced. Likewise, materials design provided me “with opportunities 
of learning more about English” and “imprinting identity on language activities” 
(p. 263). This also concurs with Shawer’s (2010) study in which those EFL 
teachers engaged in developing and making classroom-level curriculum ex-
pressed more “job satisfaction, a sense of development, self-respect and crea-
tivity” in comparison to “curriculum-transmitters” who lamented “job dissatis-
faction, routine work, dependency and lack of confidence” (p. 614).  

 

Practicing Respect 
This journey took me somewhere that made me aware of the significance of 
some issues I was unaware of before. Mentioning one of them, I can point to the 
importance of “respect”. Respect is not only a feeling of admiring someone or 
what they do, but also appreciating what they think and have in their minds. I 
could see that through preparing mechanical and infantilizing activities like 
simple information-checking questions and tasks with predetermined answers 
which required minimal students’ cognitive and affective engagement or gener-
ated little or no worthwhile responses from them, I was depriving them of 
higher-order thinking disrespectfully. My advisors' comments on the designed 
activities made me aware of the importance of respecting and appreciating the 
variety of thoughts and views held by learners. With such constant reminders, I 
gradually shifted from preparing controlled tasks to posing more genuine, 
thought-provoking, and open-ended queries which fostered greater student 
involvement and hopefully increased opportunities for not only language learn-
ing but also pondering over issues related to past and immediate life.  
 

Practicing Self-reliance   
Self-reliance was another lesson I learnt and practiced throughout the work. To 
me an outstanding incident of self-reliance occurred when the two illustrators 
who had initially agreed to help me in illustrating the stories informed that they 
could not cooperate. For someone inexperienced in the field of graphic design 
and the related software such as Paint and Photoshop, it was such a fiasco. As 
sympathized by Thurairaj and Roy (2012), “many of the teachers are not gifted 
graphic designers nor do they have the flexibility to spend more time creating a 
visually appealing layout for their materials [and] even if they have the design 
skill various constraints influenced their decision” (p. 232). Nonetheless, de-
spite my lack of experience, I made up my mind not to surrender. My advisors 
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had a key role in aiding me to control my feelings and not lose heart. At that 
time, I realized that I was the only person who could help me. I started drawing 
sketches, taking photos by my camera, learning how to work with graphic soft-
ware, editing images, inserting them in the texts all by myself. All these made 
me feel confident and exercise my own powers.  

Nonetheless, it is worth confessing that such self-reliance was frequently ac-
companied by senses of self-doubt, uncertainty, confusion, and even at times 
frustrations. Besides moments of confusion and wrestling I experienced while 
rewriting the anecdotes, designing the activities, and self-creating the visuals, I 
kept wondering whether the students, parents, teachers and administers would 
react positively to such teacher-generated materials, or they would assume 
them as “ragged”, “tatty”, or “unprofessional” and still prefer “slickly produced 
commercial course books to materials made by teachers themselves” (Block, 
1991, p. 212). However, as put by Kerr (1981, p. 370) a couple of decades ago, 
“[T]he senses of uncertainty and frustration…may actually be necessary pre-
requisites in the process of design. They may indicate that the designer is wres-
tling internally with various ideas of how to proceed, attempting to express 
thoughts still only partially formed”. 

 

Practicing Ownership 
Prior to this experience, I saw myself as a consumer using the products pre-
pared by others; mainly foreign publishers. The journey provided me with the 
opportunity to truly experience the pleasant feeling of making something by my 
hands and the unique sense of “ownership”. As was also stated by Parsayian et 
al., this “decision to become a composer, rather than a mere spectator, pushed 
me out of my comfort zone and made me face the challenges of becoming 
someone I had never been before” (2016, p. 202). I truly felt “the teacher’s great 
feeling of satisfaction to present something created by himself/herself” (Salas, 
2004, p. 6) when I asked a group of six language teachers to evaluate the de-
signed stories and the activities. They were surprised at the way the stories had 
been recreated. The sequence of events, dialogues, illustrations, and activities 
all were the points that attracted the attention of the teachers. Appreciating the 
endeavor, the teachers commented that “it is not easy at all…for sure you have 
lots of thoughts behind all these” and “word by word of these stories demand 
hours of thinking”. One of the teachers thought that one of the advantages of 
such materials is that “concept especially the cultural concepts in this story are 
usually familiar for the students and this helps them to understand the linguis-
tic part too”. Agreeing with her, another teacher stated that “when we read the 
stories, they brush up what we have already heard and make us think deeply”. 
With a focus on the activity part, one of the teachers mentioned that “the ques-
tions that make students think and make their thoughts tangible by using lan-
guage is very important without them something is missing”. The teachers also 
spoke about their own possible development through teaching by stating that 
“while students are growing and learning some important things about their 
own life and lifestyle, their teacher is also experiencing something and learning 
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something about his/her life, too”. These nice comments, along with their con-
structive criticisms, made me sense a feeling of ownership and self-trust which 
was in contrast with the consumption sense perpetuated by top-down curricula 
(Parsaiyan, et al., 2016; Safari, 2019).  
 

Practicing Roots-returning 
When I decided to recreate the Persian stories, one of my aims was to preserve 
Iranian-Islamic cultural identity. While initially I assumed that simply by recre-
ating Persian classic literary works, inserting Persian words (like characters’ 
proper names, Iranian foods and untranslatable concepts) I was taking a coun-
ter-hegemonic stance towards Western products and I was doing a large part of 
my duty towards resisting against “the traces of knowledge colonization, ideo-
logical domination, and mind suppression smothering the local knowledge, in-
terests, values” (Safari, 2019, p. 296), later, I realized that Iranian-Islamic herit-
age cannot be epitomized in just some words, but in the mindset which is 
brought to the fore. My viewpoint was broadened throughout the time in a way 
that whatever I thought about such as words, characters, costumes, dialogues, 
illustrations, and layouts, I inquired into the ways they could be representative 
of our Iranian-Islamic roots. This made me search more about the concepts and 
topics of the stories and try to make students think about and challenge them; 
examples of which were asking learners to search about cypress tree in Iranian 
culture or introducing some Iranian good eating habits that are being forgotten. 
This practice of returning to roots was a turning point in my professional life.  

In consort to the above themes, what stands out in my personal and profes-
sional change is the crucial role of “expert mediation” provided by my ELT ad-
visors (Golombek & Johnson, 2017; Johnson & Golombek, 2016). Our oral dia-
logic interactions, the comments in the margins of the various drafts of the sto-
ries, and the “so what” questions posed by them provided me with space to 
ponder over and “externalize” my rationales concerning the contents’ and activ-
ities’ pedagogical values and relevance. As stated by Golombek and Johnson 
(2017), “expert mediation can be identified as harnessing the transformative 
power of both written and oral narrative activity in ways that promote the de-
velopment of teacher/teaching expertise” (p. 26).  

 

Concluding Remarks 
Given the paucity of narrative enquiries focusing on materials developers’ iden-
tity (re)-construction, the present study was an attempt to story the challenges 
and identity changes experienced by a language teacher venturing into devel-
oping English language learning materials. For her, the provocation phase oc-
curred when she attended a materials development course whose instructor 
encouraged her to prepare her own class materials based on Iranian literary 
heritage. Vexed by lack of concerted efforts with this regard, she started con-
sulting and exploring the pertinent literature until she eventually refined and 
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focused her attention on recreating fives anecdotes from Sa’di’s The Rose Gar-
den. Like a sculptor making clay structures, she went through the challenging 
stages of recreating the stories in an entertaining yet pedagogically-informed 
ways (kneading and modeling the material to create the desired shape); design-
ing cognitively-demanding activities (hardening the sculpture by allowing it to 
dry); and creating visuals (painting and decorating the sculpture). All these 
challenges made her revisit a number of normative assumptions (like relying 
heavily on mechanical, infantilizing exercises and considering more intellectu-
ally-demanding ones) and practice self-artistry, self-reliance, respect, owner-
ship, and roots-returning in developing materials.  

The findings of this narrative enquiry could be enlightening for English 
teachers, teacher educators, curriculum developers, materials writers, and poli-
cy-makers who are interested in creating locally-appropriate materials and 
learning about the challenges experienced by materials writers.  This may also 
encourage administrators and teacher educators to open spaces for language 
teacher to practice developing their own class materials and explore their tra-
jectory of change. Further narrative enquiries could also aid to see if the find-
ings of this study are supported in other contexts and how teachers’ varied 
lived experiences and social and contextual factors may impact the results.  
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Abstract 
Following an ethnographic approach, this study was intended to investi-
gate how children transfer meaning in their drawings, as a manifestation 
of their visual literacy competence. To this end, 32 six- and seven-year-
old Iranian male children were observed for six class sessions as they 
engaged in learning activities that involved drawing. Building upon Kress 
and Van Leeuwen’s (1996) theoretical framework of Visual Grammar, 
children’s drawings were analyzed. Field notes were also used to describe 
experiences and observations the researcher made while participating in 
the class. Furthermore, children’s descriptions of their own drawings 
were used as complementary evidence to the analysis. The results of the 
analyses revealed that drawing upon a variety of visual resources, such as 
talks, written texts, gestures, and objects, children made ideational, inter-
personal and textual meanings in their drawings. Furthermore, although 
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each drawing was uniquely created by different types of interests and 
provided the specific context for the visual structures and forms, some 
features such as use of space and line framings, diagonal lines, 
curved/bent figures, profile form, and tilted body position were shared 
by most children in their meaning-making act. The findings can help edu-
cators and practitioners promote children’s visual literacy, and propose 
pedagogical and practical implications. 

Keywords: Visual Literacy, Drawing, Meaning-making, Visual Grammar, 
Textual Meaning 

 

Introduction 
The growing influences of multimedia technologies have produced a shift in 
what counts as texts and what it means to be literate (Jewitt, 2005; Kress & van 
Leeuwen, 2001). Visual literacy is gaining prominence as a result of the ubiqui-
tous presence of images and visual media which have totally changed our world 
in the twenty first century (Baker & Watt, 2008). Visual literacy is defined as a 
set of skills which enable an individual to understand and use visuals for inten-
tionally communicating with others (Ausburn & Ausburn, 1978; Jamshidzadeh 
& Jam, 2017). Based on this definition, there are two principles basic to the idea 
of visual literacy. The first one is that visuals are a language; that is, “like verbal 
language, they have vocabulary, grammar, and syntax. For example, in a picture, 
elements such as color, light and shade, line and placement of individual items 
serve as the vocabulary which combine to form the entire visual message” 
(Ausburn & Ausburn, 1978, p. 1). Second, a visually literate person should be 
able to read and write visual language; that is, according to Ausburn and Aus-
burn, “if one thinks of reading and writing in the broad sense as decoding and 
encoding messages, then the visual analogues of verbal literacy and language 
usage are quite easily grasped.” (p. 1). In this sense, reading visual language is a 
matter of being able to interpret the visual messages, such as gestures or pic-
tures, produced by others, and writing it entails being able to compose mean-
ingful visual messages oneself (Ausburn & Ausburn, 1978). It is even possible to 
speak visual language through the expressive use of the face and body.  

Older definitions of visual literacy, like that of Ausburn and Ausburn (1978), 
seem to have used the terms skill and competence (competency) interchangea-
bly (Avgerinou, 2001). However, more recent visual literacy definitions evolve 
around the term ‘ability’. Avgerinou (2003) and Avgerinou and Pettersson 
(2011) define the visual literacy ability as one’s competence to read, decode, 
interpret visual statements, on the one hand, and to write, encode, and create 
visual statements on the other. They also introduce a third visual literacy abil-
ity, i.e. to think visually. 

According to development theory and research, children must master visual 
skills before they can even begin to develop verbal skills (Arizpe & Styles, 
2003). Some theorists even claim that visual skills are a necessary foundation 
for later speech and reading skills (Anning & Ring, 2004; Jodairi Pineh, 2017; 
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Kist, 2000; Kress, 2003; Luke & Elkins, 1998). In fact, teaching visual literacy 
helps children interpret art and visual media that they encounter every day. 
Furthermore, visual literacy allows a deeper interaction with texts of all kinds, 
and introduces the process of analytical and critical thinking about representa-
tions and meanings (Avgerinou & Pettersson, 2011). As a result, children can be 
more skeptical and informed viewers of all visual media, including advertising.   

Drawing, as a symbol system for meaning making and representing at chil-
dren’s disposal, is a crucial element of visual literacy (Dyson, 1993). As Dyson 
(1989) argues, drawing can create a bridge between the linguistic and semiotic 
mode of the image. Recently, children’s drawings, as an alternative means of 
communicating and representing knowledge and understandings, have become 
the focus of researchers’ interest. To take an example, Pahl (1999; 2002) has 
illustrated the features of children’s multimodal drawings. In fact, it was ob-
served that besides drawing, children created multi-layered narratives through 
representing and re-representing versions of stories in their socio-dramatic 
play. Also a fluid quality was observed in the way children used objects. In an-
other study, Anning and Ring (2004) revealed that multi-modality is core to 
children’s preferred ways of representing and communicating their growing 
understanding of the world and their roles as active members of communities. 
Pantaleo (2005) and Rabey (2003) demonstrated children’s meaning-making 
skills both of and with visual resources, as their drawing responses to picture 
books were analyzed. Coates and Coates (2006) studied the relationship be-
tween children’s narrative and their drawing process. They found that what 
children want to do is to talk to themselves in pictures, thereby weaving stories 
around the marks being made as a parallel to active fantasy play. 

Within teacher-initiated drawing sessions, Hopperstad (2008) observed 
five- and six-year-old children as they engaged in drawing-related play. From a 
semiotic point of view, the author investigated the quality of the children's play 
and demonstrated how it can be considered as a possible learning context for 
drawing. She argued that drawing and play can be used to promote children's 
competence to convey meaning and interpret the visual mode. In fact, she con-
siders drawing and play in the same prominent position as images in contem-
porary texts.  

In their interesting study, Reiss et al. (2007) revealed a tension between pu-
pils' diverse conceptions and monolithic science lessons through pupil’s visual 
representations. The drawings revealed multiple ways of portraying the natural 
environment, concluding that there is scientific worth in this diversity. In addi-
tion, the authors argued that due to pupils’ lack of interested in a single, solid 
depiction of the world in their science lessons, schools need to take account of 
this diversity. 

Drawing has also been considered as an alternative way of understanding 
young children’s constructions of literacy. Using young children’s drawings 
about reading and writing, Kendrick and Mckay (2004) proposed an innovative 
way of examining children’s understandings and perceptions of literacy in vari-
ous contexts of their lives. The study criticizes common classroom practices 
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that give priority to language-dependent modes of representation compared to 
other modes. In primary-level classrooms, Ranker’s (2012) study also revealed 
that students’ drawings served as visual resources for their literacy processes. 
Drawing upon a social semiotic framework, Ranker explored the ways in which 
pupils can use visual semiotic resources while composing texts in literacy class-
room contexts. The study defined and developed the concept of a visual com-
posing resource, and qualified the range, scope, and type of visual resources 
that were available to the students while they engaged in literacy processes in 
various classroom settings. The author also illustrated how the students 
brought these sets of visual composing resources into a complex interaction 
with the semiotic assemblages that they were producing in each context, re-
vealing important aspects of early literacy processes that incorporate visuality.  

Most of the studies reveal that children can use drawings to convey meaning 
and express ideas and understandings in ways which is not possible through 
verbal language. Building upon Kress and van Leeuwen’s (1996) framework, 
the present study aimed to analyze meaning in the drawings of six- to seven-
year-old children and to demonstrate the pedagogical potential of drawing to 
support and promote children’s visual literacy skills. 

More specifically, this study was intended to encourage teachers to consider 
children’s ways of constructing meaning through drawings, and to pay atten-
tion to the value of drawing for visual literacy education. In particular, this 
study tried to answer the following questions: 

1. How do children convey ideational meaning in their drawings using vis-
ual literacy competence? 

2. How do children convey interpersonal meaning in their drawings using 
visual literacy competence? 

3. How do children convey textual meaning in their drawings using visual 
literacy competence? 

4. What are the similarities in children’s interests and types of meaning-
making? 

5. What are the variations in children’s interests and types of meaning-
making? 

 

Method 
Participants 

This study included 32 six- and seven-year-old Iranian male children in the first 
grade of an elementary school in Shiraz. There were five first-grade classes in 
this elementary school, one of which was selected randomly for this study. Fur-
thermore, there was a teacher particularly assigned for the drawing class, while 
for other subjects, the class had another teacher. The drawing class was held 
three sessions a week.   
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Data Collection Procedure 

Utilizing an ethnographic research method, the study investigated children’s 
learning activities that included drawing over time. The researchers used an 
ethnographic approach in order to be a participant observer to experience the 
context surrounding the drawings and the accompanied talk and actions during 
the drawing processes.  

The class was observed for a period of six sessions, i.e. two weeks. During 
the first sessions, one of the researchers spent enough time to get to know the 
children and make them feel secure about her presence.  

The children were organized in groups of four when working in class. Field 
notes were used to describe experiences and observations the researcher made 
while participating in the class. The focus was on activities which involved 
drawing and which were initiated by the teacher. The drawing sessions were 
categorized according to two major sources of inspiration, topics and experi-
ences outside school. In the first category, drawings inspired by topics, the chil-
dren made drawings relating to the topics, such as ‘seasons of the year’, ‘a hob-
by’, ‘a behavior’, which were introduced by the teacher herself. In the second 
category, drawing inspired by experiences outside school, the teacher asked the 
children to talk and draw about their holiday experiences or about occasional 
sightseeing they had gone together with their classmates.   

The drawing tasks were widely formulated. The teacher walked among the 
children and took seat frequently to talk about their drawings in progress. The 
researcher also tried to walk among the groups and take notes of what they 
were doing and saying, in addition to their behaviors during the drawing pro-
cess. The researcher tried not to interrupt the children while they were draw-
ing. However, she provided them with support and feedback whenever they 
asked a question during the process.  
 
Data Analysis 

A total of 92 drawings were collected at the end of the fifth session. Using pur-
posive sampling, from each child’s set of drawings, the researcher selected the 
most representative ones for analysis. As a result, 32 drawings were analyzed 
from among the whole 92 drawings. In the last session, each child was sup-
posed to come to the front of the class and describe his selected drawing. In 
fact, the children’s descriptions in the last session and the observation field 
notes, which had been collected during the drawing process, were used as 
complementary evidence to the researcher’s analysis of the drawings based on 
Kress and van Leeuwen’s (1996) analytical framework. 

In 1996, Kress and van Leeuwen built upon Halliday’s (1994) theory to de-
veloped their theory of visual ‘grammar’ to analyze images representing three 
basic types of meaning; i.e. ideational, interpersonal, and textual. Ideational 
meaning refers to what an image ‘says’ or represents about a particular phe-
nomenon. Here, Kress and van Leeuwen (1996) differentiate between classifi-
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cational, analytical, and narrative visual structures. The second type of mean-
ing, that is interpersonal meaning, considers the way an image addresses its 
audience and potential viewers. This, in turn, results in two groups of images; 
that is, those in which characters are looking directly at us and those which do 
not have this direct gaze. The first category ‘demands’ interaction, while the 
second is an interpersonal ‘offer’ (Kress & van Leeuwen, 1996, p. 119). The 
third type of meaning is concerned with the ways images work as compositions 
or make textual meaning. Kress and van Leeuwen identify these visual features 
as framing and classify them into relative size, elements, and uses of color.  

Furthermore, Kress (1997) argues that, like any other meaning-making ac-
tivity, drawing is a motivated process used by children to situate them in the 
world. This means that children’s meaning making is stimulated by an underly-
ing interest. As a result, any drawing can be considered as a creative response 
to the experiences of its maker.  

Finally, Kress (2003) states that the visual mode is mostly used to depict 
what the world consists of rather than to tell about actions and movements. He 
believes that children can make use of multimodal meaning-making to over-
come the limitation. Building on Kress and van Leeuwen’s (1996) analytical 
framework, this study analyzed children’s drawings, how they are read as com-
plicated statements, and the ways they interact with us as viewers. 
 

Results and Discussion 
Ideational, Interpersonal, and Textual Meaning 

To answer the first three questions of the study and to see how children convey 
ideational, interpersonal, and textual meaning in their drawings, the re-
searcher studied the drawings and field notes related to the drawing process 
and children’s descriptions on their own drawings. As a type of triangulation, 
children’s descriptions, in the form of field notes, helped the researcher to get a 
more comprehensive understanding of different types of meaning in the draw-
ings. In the following sections, meaning types and their observed realizations 
are presented.  
 
Ideational Meaning in the Drawings 

In the analysis of drawings which conveyed ideational meaning, three major 
groups of drawings emerged. Two of them were related to the functions, ac-
cording to which the drawings were distinguished as analytical and narrative 
(Kress & van Leeuwen, 1996), and the third group was drawings with multi-
modal representations, in which children had combined semiotic resources. 
Analytical Drawings. Analytical drawings or representations emphasize 
the constant structure of an object or system, for example the con-
stituent parts of a whole, by focusing on the relationships between the depicted 
elements in terms of part-whole structure (Kress & van Leeuwen, 1996). The 
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meaning of an analytical image corresponds to linguistic expressions such as 
“this is” or “this consists of”. 

The first drawing is a typical example of an analytical drawing. Ashkan’s 
drawing (Figure 1) was inspired by an experience outside school, a visit to 
Hafez tomb which is the tomb of the great Iranian poet in Shiraz. In this analyti-
cal drawing, Ashkan has depicted different parts of the tomb area. In the draw-
ing one can see the tomb itself in the center. To the left of the tomb is a tree 
with a lawn and a small pool of water at its foot. And to the right of the tomb, 
there is a larger lawn, a bigger pool of water and two red shapes which Ashkan 
described as two flowers. On top of the page is a piece of cloud which is raining 
and a sun shining to the right of the cloud. It seems that Ashkan has drawn the 
essential objects the tomb area consists of (Kress & van Leeuwen, 1996). More 
interesting is Ashkan’s detailed representation or analysis of the structure of 
the tomb itself. One can see that he has paid attention to the essential charac-
teristics of the tomb: Ashkan has drawn the pillars which hold the dome above 
the grave stone; pillars, according to Ashkan’s explanations, are so strong that 
he has continued drawing them under the ground. While observing the way he 
explained his drawing, it became clear to the researcher that Ashkan was enjoy-
ing as he was making his detailed analysis. While talking about the pillars, Ash-
kan used his body language and gestures to show the strength of the pillars. 
 

 
Figure 1. Hafez Tomb 

 
Another example of an analytical drawing is Nima’s drawing related to the 

topic ‘four seasons of a year’ (Figure 2). As Nima himself described, the drawing 
shows one year in the shape of a circle with twelve lines each of which repre-
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sents one month of a year. Around the circle and in each corner of the paper 
one season is depicted in a square-shaped frame. Above the circle are the pic-
tures of fall and winter, and below the circle, spring and summer are drawn. 
Based on Kress & van Leeuwen’s (1996) definition of analytical drawings, Nima 
has illustrated the four basic constituents of a year, i.e. the four seasons. Fur-
thermore, in each season its features and properties are also shown quite deli-
cately and accurately. Spring is depicted with two trees with pink blossoms on 
their braches, and the sun which is shining, along with a piece of cloud next to 
the sun. Summer is represented with a big tree full of fruits, and a big sun which 
is larger in size compared to the suns in other seasons. Nima himself empha-
sized that the big sun shows the hot weather in the summer. The picture of fall 
shows a tree with yellow leaves some of which are falling on to the ground. As 
Nima explained, hail is also visible in the sky of this season. Finally, winter is 
represented with a dry tree, snow which is everywhere, and also a snowman 
next to the tree.     
 

 
Figure 2. Seasons of A Year 

  
Narrative Drawings. According to Kress and van Leeuwen (1996), narrative 
representations depict events, or processes of change evolving in time and/or 
space. They involve one or more vectors, i.e. distinct lines indicating the direc-
tion of evolution (Kress & van Leeuwen, 1996). In the present study, the re-
searcher found that the children made use of vectors as diagonal lines to signify 
movement and direction.  
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Figure 3. Dinosaur Being Trapped 
 

For example, Hamid made a drawing inspired by a movie in which a helicop-
ter is throwing a large net on a dinosaur to entrap the animal (Figure 3). The 
out stretched, bent lines by which the net is depicted shows the falling move-
ment of the net on the head of the big dinosaur. Furthermore, the tilted body 
position of the dinosaur and its open mouth, which according to Hamid shows 
the fact that the dinosaur is trying to bite and tear the net, can add to the narra-
tive function of the drawing. In fact, Hamid has demonstrated his narrative 
meaning as an interaction between the helicopter and the dinosaur (Kress & 
Van Leeuwen, 1996). Hamid also used gestures to show the way the animal was 
trying to tear the net and avoid being trapped. 
 

 
Figure 4. Man Catching Fish on A Sailing Boat 



236  —  The Meaning-Making of the Children’s Drawings as a Manifestation of their Visual Literacy Competence

 
 

Next is Hossein’s summer break-inspired drawing (Figure 4). He drew a 
man in a sailing boat in the sea as he is catching a large fish. There is some bait 
at the end of the hook toward which the big fish has bent its body to catch it. 
The curved body of the fish trying to eat the bait and the tilted body position of 
the man who is, according to Hossein’s explanations which were accompanied 
with gestures, making an attempt to pull the fish out of water signify the narra-
tive nature of the drawing. 
Multimodal Representations. According to (Gee, 2003, 2004), multimodal 
discourses integrate different representational resources such as colors, visual 
images, sounds, movements, gestures, and language for communication. 

Different studies of children’s meaning-making (Anning & Ring, 2004; 
Coates & Coates, 2006; Dyson, 1989; Hopperstad, 2008; Kendrick & McKay, 
2004; Pahl, 1999) have observed multimodal representations. Armin’s written 
caption in figure 5 is one example. The drawing shows a man who has pushed 
another man from above a stair-case and the second man is fallen onto the 
ground with his head bleeding. The written caption (He was a bad man)    آن مرد"
 was used by Armin to make the situation clearer. In this case, according to بد برد "
Pantaleo (2005), the drawing provides more information than the written 
words by extending the texts. In the same line, Barthes (1977) argues that most 
pictures are capable of several interpretations until anchored to one by a cap-
tion. 
 

 
Figure 5. Bad Man 

 
The balloon form, which is taken from comic strips, was used by a few chil-

dren in their drawings to represent the thoughts or speech of persons. This can 
be seen in Ryan’s drawing (Figure 6) in which a boy, Ryan, as he himself ex-
plained, is holding his friend in his arms while saying "وست من " (My friend). 
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Figure 6. My Friend 

 
Furthermore, some children combined drawing, talking and gesturing to 

depict movements. This was visible in Ashkan’s (Figure 1), Hamid’s (Figure 3), 
and Hossein’s (Figure 4) drawings explained above.  While talking about the 
pillars, Ashkan used his body language and gestures to show the strength of the 
pillars. Hamid also used gestures along with speech to show the way the dino-
saur was trying to tear the net and avoid being trapped. Finally, Hossein’s ex-
planations were accompanied with gestures when he was talking about the 
man making an attempt to pull the fish out of water. As Kress (1997) argued, 
this multimodal strategy makes the representation of movements more ‘real’ as 
it allows children to ‘enter’ the drawings. Similarly, in this study, the combina-
tions of gestures, drawing, and talk promoted the children’s engagement with 
the dynamicity of the topics, texts and experiences of which they made their 
drawings.  

 
Interpersonal Meaning in the Drawings 

Building upon Kress and Van Leeuwen’s (1996) visual grammar, it was ob-
served that some drawings are ‘offering’ interaction while others are ‘demand-
ing’ interaction. In fact, such drawings appear to address the audience and in-
fluence their involvement with the content of the drawings.  
Drawings ‘Demanding’ Interaction. Most of the drawings depicted the per-
sons, animals or other animate figures in frontal view in such a way that the 
drawn characters looked directly at us. They also smiled in most cases. This 
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observation can be related to Kress and van Leeuwen’s (1996) description of 
images that demand engagement and interaction from the viewers. In fact, the 
direct gaze invites the audience to engage with the content. This can be ob-
served in Ryan’s drawing (Figure 6) in which a boy, i.e. Ryan himself, is holding 
his friend in his hands while saying "وسرت مرن " (My friend). The direct gaze of 
Ryan in the drawing, along with his wide smile, demand that we pay attention 
to and recognize his friend. 
Drawings ‘Offering’ Interaction. In some of the narrative drawings, the char-
acters are depicted from behind or in profile. As Kress and Van Leeuwen (1996) 
describe interaction as an offer, such drawings communicate with us more 
openly, offering us the opportunity to think about the phenomenon which is 
illustrated. 

For example, Amir’s drawing (Figure 7), which was inspired by his summer-
break experience, shows a man from behind who is playing the piano on the 
beach for those who are swimming in the sea. According to Amir’s explanations, 
those in the sea are enjoying from the music that is playing. Perhaps the act of 
playing the piano and making the people happy in the sea is more important to 
Amir than the man’s facial details. In fact, Amir’s explanation about the happi-
ness of the people supports this interpretation.   
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in the material will be described: (1) framing of drawn elements, (2) signals of 
salience and (3) reading paths.  
Framing of Drawn Elements. The best example of framing of drawn elements 
is Nima’s drawing (Figure 2) related to the topic ‘four seasons of a year’. In this 
drawing, as it was explained above, the months of a year are depicted as twelve 
lines framed in a circle. Furthermore, every season is framed within square-like 
shapes. In fact, the frames were used to disconnect each season from the others 
and also from the year. In fact, the drawing demands us to scrutinize each ele-
ment carefully. The use of framing for drawn elements was visible in several of 
the analytical drawings. 
Signals of Salience. As Kress & van Leeuwen (1996) argue, the use of colors in 
some drawings can be considered as a tool which signals the importance of a 
specific element. For example, in Figure 1, Ashkan explained that he used dark 
blue to color the water in the small pools on either side of Hafez tomb in order 
to emphasize the cleanliness and clearness of the water inside.  

Furthermore, in some of the drawings, children placed some elements on 
top of the page which, according to Kress (1997), can imply background infor-
mation, compared to those elements which are drawn towards the bottom of 
the page, indicating foreground information. This can be observed in Amir’s 
drawing (Figure 7) where the man playing the piano is drawn at the bottom of 
the page and the sea and the people in it are higher toward the top of the page. 
In fact, the man’s position attracts our attention and makes him and his action 
the salient elements, standing out from the rest of the drawing.  

In addition, in some other drawings size has been used to indicate the rela-
tive significance of the element. For example, in Figure 1, the tomb itself is the 
larger element. In Ryan’s drawing (Figure 6), the big heart can be considered as 
a sign of significance which invites us to pay more attention to. As Ryan himself 
explained, the heart is the signal of love between the two friends. Furthermore, 
the red color of the heart adds to this salience. 
Reading Paths. Pictures and visuals are cultural products shared by individu-
als (Moriarty & Rohe, 1992); as such, they are understood within individual 
people’s frames of reference (Singer, 2010). Language and cultural differences 
may impact the effectiveness of visuals (Kovalik, 2004). As a result, the ele-
ments in drawings might be arranged according to patterns of written texts 
(e.g., left-right, right-left) revealing some cultural norms. In some other draw-
ings, elements are organized in a more non-linear fashion. Kress and Van 
Leeuwen (1996) argue that when an element is placed in the center of an im-
age, it can signify its importance, compared to when it is placed in the margin. 

For example, Mehdi’s drawing (Figure 8), inspired by topics, depicts a big 
map of Iran in the center which has occupied most of the page. This is sur-
rounded by the flags of other neighbor countries in the margin. As Mehdi him-
self explained, He put Iran in the center to show that it is the most important 
country among all the other ones in the area. 



240  —  The Meaning-Making of the Children’s Drawings as a Manifestation of their Visual Literacy Competence

 
 

 
Figure 8. Map of Iran 

 
Similarities, Variations, and Interests  

Regarding the last two research questions, a comparison of the drawings re-
vealed a set of similarities and variations in the types of meaning that were 
made and their realizations. With respect to the similarities, in some of the ana-
lytical drawings (e.g. Figure 2), space and line framings were used to make dis-
tinctions between drawn elements. This shows that children consider the draw-
ings as compositions. Diagonal lines, curved/bent figures, profile form, and tilt-
ed body position were features constituting visual vectors in drawings which 
represented narrative meanings (Figures 3 & 4). Furthermore, the multimodal 
quality of some of the children’s drawing practices (Figures 1, 3 &4) can be 
considered as a type of similarity in the children’s act of meaning-making. They 
used talking, writing, and gesturing, and sometimes objects for meaning making 
and representing their thoughts. This is in line with different studies (Anning & 
Ring, 2004; Coates & Coates, 2006;  Dyson, 1989, 1993; Hopperstad, 2008; Pan-
taleo, 2005; Pahl, 1999, 2002; Rabey, 2003) which revealed children’s skills to 
make meaning, using a variety of visual resources. These similarities reveal that 
the children have common access to the necessary skills used for meaning-
making forms and structures that were shared by them. They also show the 
visual literacy children bring with them to school. Another justification for the 
similarities could be the fact that the children, when sitting together to draw, 
may have copied from each other. In fact, children can easily look at each oth-
er’s drawings and pick up visual structures in such an intimate situation at the 
table. In the same line, Pahl (1999) stated that there is a rich possibility for 
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children to copy each other as they are engaged in group activities. This is also 
true for ideas which can spread among children as they are working together. 
However, Kress (1997) challenges this argument that children only copy. In 
fact, he believes that copying is itself one type of ‘new making’ (p. 37) because 
meaning-making is always a transformative process.  

Coming to the variations among the drawings, it is noticed that although the 
children in the present study may have copied other children’s visual forms and 
structures, each drawing was uniquely created by different types of interests 
and provided the specific context for the visual structures and forms. Kress 
(1997, 2003) argues that children’s interests are reflected in their drawings. As 
a result, one needs to look for those interests in order to understand how chil-
dren make unique meanings in their drawings. In the present study, traces of 
aesthetic interest, interest in facts, and interest in events were visible. 

According to Rabey (2003) and regarding an interest in facts, the children 
tended to represent figures and objects that originated from the topics or their 
experiences out of school. That is, since the children’s drawings were built upon 
their interests in facts, they hadn’t provided much setting details, and conse-
quently, the represented elements could easily be scrutinized (e.g. Figures 3, 5, 
6 and 8). Furthermore, some of the drawings reflected an interest in in the dy-
namic aspect of the world; that is, events. The dinosaur drawing (Figure 3) and 
the man catching the big fish (Figure 4) are examples. In other drawings, the 
children represented emotional dimensions (Figures 6 & 7). Finally, an aesthet-
ic interest was particularly illustrated by using colors. The dark blue color of 
the small pools on either side of Hafez tomb (Figure 1), which emphasized the 
clean and clear water inside, and the red color the heart in Figure 6 are exam-
ples. It is also worth mentioning that the interest in aesthetics can affect inter-
est in events and facts, which depicts the artistic pleasure children may take 
from visual meaning-making. 

However, the interests which were described above are not exhaustive at 
all; that is, according to Kress (1997, 2003), there are many other factors that 
can influence children’s interests and not all sources of interests can be tracked. 
For example, as Hopperstad (2008) states, different factors in the setting, peer 
conversations, interactions, and also out-of-school drawing experiences, can 
determine children’s decision what and how to draw. Furthermore, according 
to Hopperstad, the interests are dynamic phenomena which cannot be separat-
ed from the drawing process itself. That is, as the child is drawing, new and dif-
ferent interests may emerge. Similarly, Pahl (1999) argues that only through 
close observation one can detect the complex meanings and shifting interests 
represented in children’s drawings. This change of interest was observed in the 
drawing process of some children in the present study when they crumpled 
their incomplete drawing and tried to make a new one.   

Another important issue regarding interest is children’s growing control 
over visual resources. Thibault (1997) asserts that children’s interests may be 
so complex that children are not able to depict them visually.  For example, lack 
of a visual vector in a drawing does not necessarily mean child’s lack of interest 
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in the dynamic aspect of the texts.  One justification is the fact that the child 
does not have control over signifying the action which has affected their deci-
sions of what to draw. Another explanation is the presence of peers in the 
drawing process. In the present study children could simply pick up from each 
other, ask questions and comment as they were in small groups. A negative re-
mark from a peer can make a child to quit their drawing and start a new one. 
This can result in an unsecure feeling because as Pahl (1999) argues, full en-
gage in drawing requires a safe feeling. Finally, the sources of inspiration and 
the way the drawing tasks were presented to the children in class may also 
have influenced the children’s interest in drawing. The sources of inspiration 
were defined by the teacher. While it is encouraging and helpful for some chil-
dren to follow their own interests, some others may feel anxious and insecure 
as they need to fulfill the teacher’s expectation (Anning & Ring, 2004). Fur-
thermore, different sources of inspiration may not cause the same degree of 
encouragement for different children. In the drawing sessions, when the 
sources of inspiration were defined by the teacher, some children became 
cheerful while some others felt stressful and unsafe. In fact, due to sufficient 
data in the present study, one cannot say anything specific about this and fur-
ther research is recommended in this respect.  

 

Conclusions 
Based on the results of the study, it can be concluded that most of the children’s 
drawing practices have a multimodal quality; that is, they draw upon a variety 
of visual resources, such as talks, written texts, gestures, and objects in their 
drawing processes to convey ideational, interpersonal and textual meanings. In 
fact, the results of the present study promoted teachers’ awareness regarding 
children’s visual literacy they bring to school. According to Anning and Ring 
(2004), unfortunately, school children usually think of drawing as a temporary 
mode. However, students need to learn that visual mode, like any other semiot-
ic modes, has a grammar with its own rules and principles. That is, teachers 
should pay attention to different sources that encourage visual meaning-
making in children, and instruct them to make meaning through drawing. Fur-
thermore, as Coates (2002) argues, drawing should be introduced as a free-
choice activity because other parts of the children’s visual literacy may be acti-
vated this way. Some of the children in the present study created multimodal 
texts, including drawing, talking, writing, and gesturing. As a result, teachers 
can make children aware of the potentials of multiple modes and encourage 
their combination. Teachers can also explain to children about the purposes 
and ways in which different modes are useful for them.  

In addition, teachers can foster children’s visual literacy by reading and talk-
ing about the meaning of drawings. In fact, Kress and Van Leeuwen’s (1996) 
analytical framework could be utilized as a means of understanding and talking 
about meaning in drawings. According to Hopperstad (2008), this approach can 
help peer-learning processes and promote children’s confidence in their own 
drawing style.  
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Also, a comparison of the drawings revealed a set of similarities and varia-
tions in the types of meaning that were made and their realizations. The simi-
larities reveal that the children have similar access to the necessary skills used 
for meaning-making forms and structures that were shared by them. Further-
more, when sitting together to draw, the children may have learned ideas from 
each other. 

With respect to the variations among the drawings, it was noticed that alt-
hough the children in the present study may have copied other children’s visual 
forms and structures, each drawing is a different context for the visual forms 
and structures that are copied. This variation can be derived from the children’s 
differing interests reflected in their drawings (Kress, 1997, 2003). In the pre-
sent study, the children seemed to have been driven by an aesthetic interest, an 
interest in facts, and an interest in events.  

In fact, as Pahl (1999) argues, the things children find interesting will often 
differ from our adult perspective. Consequently, the teachers should to be pay 
special attention to each child’s meaning-making issues and consider the chil-
dren’s various meaning-making interests as valuable. 

Finally, children’s safe feeling during drawing and the way sources of inspi-
ration and drawing tasks are presented to them should be taken into account in 
the interpretation of children’s meaning-making processes. 

One significant question to be answered is how teachers can create a safe 
and secure condition for children to follow their drawing preferences and 
meaning-making interests. This is an important issue because it can provide the 
researchers with more valid interpretations and inferences when analyzing 
children’s drawings. An unsafe situation can deteriorate a child’s drawing abil-
ity and interest. In addition, regarding the fact that different sources of inspira-
tion have different stimulating power for different children, studies can be car-
ried out to see how the introduction of sources of inspiration and drawing tasks 
can affect children’s meaning-making activities in school. Finally, longitudinal 
studies can be carried out to see how children’s drawings in class can promote 
their visual literacy in out-of-class situations in the future.  
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experienced and 67 more experienced) teaching writing to EFL learners 
at different universities in Iran. A written feedback questionnaire was 
employed in this descriptive survey in which both quantitative (closed-
ended questions and paper investigation) and qualitative (open-ended 
questions) ways of data collection were used. Descriptive statistics in-
cluding frequency and percentage were estimated in the quantitative data 
analysis. The results revealed that in error marking and in finding the 
most useful kind of error correction, less and more experienced teachers 
had different preferences; and for pointing out the errors, they also had 
different ideas. The reviewing of the open-ended questions for the quali-
tative data showed no belief discrepancies in teachers’ responses to the 
closed-ended items and open-ended questions of the questionnaire. 
However, the investigation of teachers’ error correction on learners’ ac-
tual papers indicated that both groups’ beliefs were different from their 
actual paper correction. The implications of the study are for teachers, 
policymakers, and decision-makers in educational settings. 

Keywords: Belief, Written Corrective Feedback, Experience, Practice, 
Teachers 

 

Introduction 
In all educational systems, some factors such as educational content, teachers 
and students are very important. Before 1980s, the focus of education was on 
reforming educational content and the content was evaluated by investigating 
the amount students learned. The role of teachers in learning opportunities was 
totally ignored (Bauersfeld, 1979). Teachers’ beliefs influence their conscious-
ness, teaching attitude, teaching methods and teaching policy. Teachers’ beliefs 
also strongly influence their teaching behavior and, learner development, i.e. 
their beliefs guide their decision-making, behavior, and interactions with stu-
dents and, in turn, create an objective reality in the classroom, the things that 
students experience as real and true. (Heather & Andrzejewski, 2009). It was 
argued that teachers' beliefs have an essential role in their own teaching and 
their beliefs influence their teaching (Grossman et al., 1989). Later, it is also 
mentioned that teachers are active decision-makers and that by integrating 
thought, knowledge and beliefs, which are context-based, practice-oriented and 
personalized, can make educational decisions (Borg, 2003). Erkmen (2014) 
states that it is difficult for teachers to change their personal beliefs since they 
are implicit, However, it has been suggested that beliefs can be transformed 
through pedagogical practice and subsequent reflection about one’s own pro-
fessional experience (Blázquez & Tagle, 2010).  

In this case, Skott (2009) declared that teachers’ beliefs are considered as an 
explicatory principle for practice. Based on this view, in teaching writing, which 
is the concern of this study, teachers’ beliefs regarding how to improve learn-
ers’ writing performance through different ways of giving feedback requires 
investigation and that whether their beliefs are reflected in their actual practic-
es when correcting their students’ writings.  
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students experience as real and true. (Heather & Andrzejewski, 2009). It was 
argued that teachers' beliefs have an essential role in their own teaching and 
their beliefs influence their teaching (Grossman et al., 1989). Later, it is also 
mentioned that teachers are active decision-makers and that by integrating 
thought, knowledge and beliefs, which are context-based, practice-oriented and 
personalized, can make educational decisions (Borg, 2003). Erkmen (2014) 
states that it is difficult for teachers to change their personal beliefs since they 
are implicit, However, it has been suggested that beliefs can be transformed 
through pedagogical practice and subsequent reflection about one’s own pro-
fessional experience (Blázquez & Tagle, 2010).  

In this case, Skott (2009) declared that teachers’ beliefs are considered as an 
explicatory principle for practice. Based on this view, in teaching writing, which 
is the concern of this study, teachers’ beliefs regarding how to improve learn-
ers’ writing performance through different ways of giving feedback requires 
investigation and that whether their beliefs are reflected in their actual practic-
es when correcting their students’ writings.  

During the period of teaching English as a second language, different views 
have been presented about teaching various skills and the ways of treating the 
errors and error correction. For instance, in Audio-lingual Method from 1970s 
to 1980s, learners were asked to produce language accurately and errors had to 
be avoided totally. In the 1970s, process-oriented writing model was common 
and one important way to improve learners' writing was teachers' comments 
on students’ writings, that is, the corrective feedback that teachers provided for 
learners.  Still, many teachers and students believe that feedback is very helpful 
in improving learners' writing. Studies conducted by Banan's (2003), Mike 
(2008), and Shelley and Jill (2010) indicated that giving corrective feedback can 
improve learners' writing accuracy.  

Moreover, some studies done in Iran approve the influence of corrective 
feedback on writing such as Rahimi (2009), Azizian and Rouhi (2015) and 
Talatifard (2016). In contrast, Fazio (2001), Truscott (2004), and some other 
studies done in Iran such as Pakbaz (2014) found that after giving feedback 
there was no significant improvement in students' writings. This shows that 
there is no agreement on the effective role of written corrective feedback. This 
may refer to different views or beliefs among teachers regarding the kind of 
corrective feedback and also the kind of feedback they actually give to the 
learners' writings. In addition, some studies investigated the relationship be-
tween teachers’ beliefs and their actual practice in giving feedback to learners’ 
errors. In Some studies, such as Lee’s (2003, 2004, 2009) and Rafiei and 
Salehi’s (2016), mismatches were found between teachers’ beliefs and actual 
practice in giving feedback and some studies such as Akbari et al.’s (2008) 
found adjustment between teachers’ beliefs and actual practice. It is also be-
lieved that experience of teachers can affect their beliefs and preferences in 
choosing the type of feedback they provide to the learners’ errors (Brown, 
2012, 2014; Hattie & Timperley, 2007; Norouzian, 2015; Yero, 2002). 

To the knowledge of the researchers, and based on their experiences and 
consultation with writing teachers in the EFL context of Iran, many teachers 
suppose that giving feedback and paper correction take their time and if they 
give feedback, it is not clear whether it will be effective in improving leaners' 
writing or not, or whether learners will read their comments or not. Some 
teachers express that when they correct learners' writings, they correct struc-
tural and mechanical errors and ignore other kinds of errors while some teach-
ers claim that they pay more attention to the major errors or the ones that 
threaten communication and not just the grammatical ones. However, many 
teachers just correct structural errors and do not consider those that may hin-
der the communication of meaning. The consequence is that our students can-
not convey their messages through writing. Their focus is on meeting the 
teachers’ expectations and producing a correct paper regarding the structure 
(Birjandi & Malmir, 2009). To overcome these kinds of problems, there is a 
strong need to know the beliefs of writing teachers about useful ways of im-
proving the students’ writing performances and to find the ways to adjust their 
beliefs with their actions and practices in real classrooms. Therefore, this study 
aimed to find out the Iranian less and more experienced EFL university teach-
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ers' beliefs in marking students' errors in writing, their preferred types of writ-
ten corrective feedback, the most useful kind of written error correction feed-
back, and the differences between what they believe and what they actually do 
in giving feedback to their students’ writings. This kind of study has not been, 
yet, conducted in the university setting of Iran. In this regard, knowing the 
kinds of teachers' feedback and their beliefs in marking students' errors would 
help the other teachers to decide on the type of feedback and error correction 
that best suits their own students.  

 

Literature Review 
Teachers’ Beliefs 

Belief construct has different definitions in different educational contexts. Yero 
(2002) called belief as generalizations about things, it means the ideas and 
evaluations that we make about ourselves, world around us and others and it is 
external reality of internal representation. Richardson (2003) defined belief as 
“psychologically held understandings, premises or propositions about the 
world that are felt to be true” (p. 2). Borg (2001) presented the definition of the 
teachers' belief as “a term usually used to refer to teacher’s pedagogical beliefs, 
or those beliefs of relevance to an individual teaching” (p. 187). Beliefs are 
judgments and evaluations that we make about ourselves, others, and the 
world around us. They are personal ideas based on observation or rational 
thinking (Khader, 2012). Some researchers (Bruning et al., 1999; Yero, 2002) 
proposed that beliefs are unconscious and they are some implicit ideas about 
the world, therefore, people’s behaviors are conducted by their beliefs automat-
ically. Even beliefs can influence an individual’s perception and focus. Accord-
ing to Pourhosein Gilakjani (2012), a belief is any premise that starts with the 
term “I believe that.” Beliefs that are related to other beliefs are regarded as 
“core” or “central beliefs.” If a belief is associated with other beliefs, it will have 
more outcomes to them.  According to Poulson et al. (2001), the selection of 
teaching methods is under the influence of teachers' belief system. Whereas 
teachers' beliefs cannot be observed, it should be inferred from their action, 
intention and speech. Even in the form of educational decision, some evidence 
of belief can be found. However, Fang (1996) discovered that in some studies 
the relationship between teachers' beliefs and their actions is negative and it 
can be attributed to the social issues and classroom life. 
 
Written Corrective Feedback   

Feedback was defined differently by different scholars. Hattie and Timperley 
(2007) stated that “feedback is conceptualized as information provided by an 
agent (e.g., teacher, peer, book, parent, self, experience) regarding aspects of 
one's performance or understanding” (p. 85).  Ellis (2009) stated that the theo-
retical support for corrective feedback is taken from the claim that second lan-
guage learning needs both positive and negative evidence. It means that we 
must tell learners what is not correct and tell them what is correct. According 
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“core” or “central beliefs.” If a belief is associated with other beliefs, it will have 
more outcomes to them.  According to Poulson et al. (2001), the selection of 
teaching methods is under the influence of teachers' belief system. Whereas 
teachers' beliefs cannot be observed, it should be inferred from their action, 
intention and speech. Even in the form of educational decision, some evidence 
of belief can be found. However, Fang (1996) discovered that in some studies 
the relationship between teachers' beliefs and their actions is negative and it 
can be attributed to the social issues and classroom life. 
 
Written Corrective Feedback   

Feedback was defined differently by different scholars. Hattie and Timperley 
(2007) stated that “feedback is conceptualized as information provided by an 
agent (e.g., teacher, peer, book, parent, self, experience) regarding aspects of 
one's performance or understanding” (p. 85).  Ellis (2009) stated that the theo-
retical support for corrective feedback is taken from the claim that second lan-
guage learning needs both positive and negative evidence. It means that we 
must tell learners what is not correct and tell them what is correct. According 

to Ellis (2009), there are six kinds of corrective feedback including direct cor-
rective feedback, indirect corrective feedback, and metalinguistic corrective 
feedback, focused versus unfocused corrective feedback, electronic feedback, 
and reformulation.  

In this regard, written corrective feedback refers to teachers’ reflection on 
learners’ papers. Brown (2003) stated that from the 1970s to 1980s the promi-
nent theory was the behaviorists' one. Based on this theory, if the error was not 
corrected immediately, it would lead to fossilization. In contrast, within the 
next decades, process-writing gained great deal of attention, and focus was 
placed on the writing process rather than the final product of learners. This is 
why; giving feedback of various kinds to improve learners’ writing performance 
gained much importance in the writing classes.  In terms of learnability discus-
sion, the comprehensible input (Krashen, 1985) is not enough for language ac-
quisition. For this reason, some scholars such as White (1989) believe that if 
second language learners want to gain native-like proficiency, negative evi-
dence or what is ungrammatical is required for effectiveness of corrective feed-
back in language learning.  

According to Long (1996), when learners make hypothesis based on their 
native language structures, positive evidence is not sufficient, negative evi-
dence is also necessary. Since negative evidence is provided for learners’ erro-
neous production, it can be in the form of corrective feedback that occurs in the 
classroom interactions. Error correction in writing has encountered great 
changes over the recent years. Based on the findings of Ellis (2009) and Bitche-
ner (2008), explicit corrective feedback provides learners with direct infor-
mation as to what has gone wrong, especially if learners are not proficient 
enough to find the solution for their errors. Explicit CF has also proved to en-
hance acquisition of certain grammatical structures (Sheen, 2007). Sheen et al. 
(2009) support direct and indirect CF and their contributions to writing devel-
opment by stating that “…corrective feedback may enhance learning by helping 
learners to (1) notice their errors in their written work, (2) engage in hypothe-
ses testing in a systematic way and (3) monitor the accuracy of their writing by 
tapping into their existing explicit grammatical knowledge” (p. 567).    
 

Empirical Studies 

One of the most common forms of teachers’ responses to students’ composition 
is error correction. Lee (2004) found that learners consider error correction 
essential and urgent for quality of their writing. Ferris (2002) believed that 
since learners are in the process of learning and acquiring the syntactic and 
morphological system and lexicons, giving feedback helps them to overcome 
their deficits and learn some strategies for correcting and avoiding errors. 
However, Ferris (2002) intensifies that the focus of error correction should be 
“on patterns of error, Ferris’s suggestion about selecting error correction based 
on patterns has been considered by many researchers as an appropriate way to 
decrease the negative results of error correction (Ellis et al., 2008; Ferris, 2002; 
Sheen et al., 2008).  
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However, some studies are against error correction, for example, Truscott 
(1996) proposed that teachers should not correct learners’ grammatical mis-
takes in second language writing classes. Because he believed that paying atten-
tion to grammar not only is not helpful but it also wastes the time and energy of 
learners and diverts their attention from the useful aspects of writing instruc-
tion. Truscott (2004) also stated that error correction encourages students to 
write shorter essays because they do not like to commit too many mistakes that 
lead to avoidance behavior in learners. Ferris (1995) suggested that by focusing 
on content and the way of writing, accurate use of language gradually emerges 
like what happens in first language acquisition.       

There are also some studies on the effect of written corrective feedback. For 
example, Ferris (2003) indicated that indirect error correction such as high-
lighting can improve learners' writing better than direct one, however, in some 
cases direct correction is more beneficial than indirect one, for instance, when 
teaching beginning-level learners, when errors are permanent and when draw-
ing learners' attention to some errors is necessary. Gobert (2010) in an action 
research discovered that in correcting grammatical errors, learners like their 
errors to be corrected regarding content and organization. Moreover, he found 
that self-correcting and peer-review can be helpful for learners’ writing devel-
opment. 

 In a study conducted by Rahimi (2009) about the effects of feedback on ac-
curate writing of Iranian English major students, by selecting two groups, the 
results indicated that both groups' writing accuracy got better but feedback 
group’s progress was more than that of other one. Azizian and Rouhi (2015) 
examined the effect of peer corrective feedback on feedback givers and receiv-
ers in L2 writing with 45 learners of English in three writing classes which 
served as the feedback givers, receivers, and the control group. The results im-
ply that learners’ involvement in peer writing correction can result in signifi-
cant L2 writing accuracy.  

The effects of direct and indirect corrective feedback on intermediate EFL 
learners' narrative writing were investigated by Talatifard (2016) in Iran. The 
result of the study indicated that participants in indirect corrective feedback 
significantly outperformed those in control and direct groups in narrative writ-
ing. However, some studies such as Pakbaz (2014) who investigated the effect 
of giving explicit or implicit written corrective feedback on L2 learners’ ability 
to write in English in the EFL context of Iran found no significant differences 
between giving feedback and writing. The results of the study revealed no sta-
tistically significant differences between the implicit and explicit group on their 
correct use of the specified structures.  

In this regard, Khanlarzadeh and Nemati (2016) aimed to find out the effect 
of direct unfocused written corrective feedback (WCF) on the grammatical ac-
curacy of elementary students in the EFL context of Iran. To this end, the re-
searchers selected two intact classes and assigned them to a direct feedback 
group and a control group. Within the three months of the study, the students 
produced eight pieces of writing through a pretest, three writing tasks along 
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result of the study indicated that participants in indirect corrective feedback 
significantly outperformed those in control and direct groups in narrative writ-
ing. However, some studies such as Pakbaz (2014) who investigated the effect 
of giving explicit or implicit written corrective feedback on L2 learners’ ability 
to write in English in the EFL context of Iran found no significant differences 
between giving feedback and writing. The results of the study revealed no sta-
tistically significant differences between the implicit and explicit group on their 
correct use of the specified structures.  

In this regard, Khanlarzadeh and Nemati (2016) aimed to find out the effect 
of direct unfocused written corrective feedback (WCF) on the grammatical ac-
curacy of elementary students in the EFL context of Iran. To this end, the re-
searchers selected two intact classes and assigned them to a direct feedback 
group and a control group. Within the three months of the study, the students 
produced eight pieces of writing through a pretest, three writing tasks along 

with their revisions, and a posttest. Then, the grammatical accuracy of their 
writings was checked. The results revealed the outperformance of the experi-
mental group in the revision of the three writing tasks. However, there was no 
significant difference in their posttest after a one month of interval when they 
produced a new piece of writing. The researchers conclude that although unfo-
cused WCF improved their writing accuracy during the revision process, the 
improvement was not noticed in their posttest, implying that the effect was not 
extended to the EFL learners’ future writing when there was no feedback. Un-
like Khanlarzadeh and Nemati (2016), Taheri and Mashhadi Heidar (2019) ex-
plored the effect of focused written corrective feedback on the paragraph writ-
ing ability of 60 undergraduate university students who were high/low self-
regulated learners. The students were assigned into the experimental group 
(which were then assigned into the high and low self-regulated groups through 
a self-regulated learning scale) and control group. In the control group, the 
learners received conventional types of feedback, while, those in the experi-
mental group received focused WCF in some areas of grammar. The results re-
vealed a significant improvement in the writing ability of the experimental 
group that received WCF. It was also found that WCF was more beneficial for 
the high self-regulated learners. 

Some scholars have conducted studies on teachers’ beliefs and their real 
practice in giving feedback. In his study on corrective feedback, Ellis (2009) 
demonstrated some conflicts between teachers’ beliefs and their real practice 
in terms of feedback provision. Moreover, studies done on secondary school 
teachers in Hong Kong by Lee (2003, 2004, 2009) revealed that there are some 
mismatches between beliefs and practices in terms of paying attention to lin-
guistic forms, utilizing complete or selective error correction and providing of 
error codes on learners’ text. Lee’s findings show that teachers’ beliefs and 
practice are not consistent due to lots of influential factors.  

Rafiei and Salehi (2016) also studied the written feedback practices as well 
as the TOEFL/IELTS Iranian writing teachers’ perceptions and attitudes to-
wards written feedback and the actual feedback in their writing classes. The 
analyses revealed that although most of them believe that teachers must give 
feedback to the language, organization and content of students’ essays, but 
most of the written feedback was given to the language.  

In a study, Khanlarzadeh and Taheri (2017) surveyed L2 writing teachers’ 
perception about different aspects of written corrective feedback (WCF) and 
their problems while they put their perceptions into practice. They randomly 
selected 47 TEFL-degree holders and 39 non-TEFL-degree holders from Tehran 
ELT institutes and asked them to fill out a questionnaire to elicit their percep-
tions of different aspects of written error correction. In addition, as a follow up, 
they interviewed 10 of the teachers in each group. The results revealed that 
degree-holder teachers preferred more selective and indirect kinds of WCF and 
inclined to use different types of error correction techniques. Both groups com-
plained about the time constrains that affected the type and amount of their 
given feedback. It was also found that a majority of teachers when giving WCF 
did not use a marking code because it is baffling to the language learners.   



254  —  Iranian EFL Teachers’ Beliefs and Practices Regarding Written Corrective Feedback with a Focus on ...

As the literature shows there have been some inconsistencies between 
teachers’ actual practices and their beliefs. Although in the previous studies 
differences between teachers' beliefs and their actual practices were found, 
Katia (2011) conducted a cross-sectional study by using mixed methods in Bra-
zil which showed that Brazilian teachers believe in form-focused correction as 
an instructional approach and in their classes they did this model of the correc-
tion.  Moreover, Akbari et al. (2008) studied Iranian English teachers’ beliefs 
about teaching writing. The beliefs of teachers and the reflection of these beliefs 
on writing were examined. The results of the study revealed no discrepancy 
between teachers’ beliefs and their actual practice in giving written corrective 
feedback.  

Some studies show the effects of teachers’ experiences on the error correc-
tion and corrective feedback and teachers’ beliefs (Brown, 2012, 2014; Ferris et 
al., 2011; Lee, 2011). These studies found that teaching experience can influ-
ence the way of error correction, such as amount and manner of feedback pro-
visions by teachers. Norouzian (2015) analyzed the data gathered from 15 Ira-
nian teachers teaching writing course to find the impact of teaching experience 
on the teachers’ perception towards type (indirect and direct) and amount (se-
lective and comprehensive) of their written corrective feedback. The findings 
showed that teaching experience has a significant effect on direct manner of 
feedback provision by highly experienced teachers. Moreover, the qualitative 
findings revealed that highly experienced teachers provide more precise cor-
rection in comparison to less experienced ones.    

As the literature showed, there were controversies in the results of studies 
related to the teachers’ beliefs and their actual practices. There are few studies 
conducted in this area in the EFL context of Iran and almost no study on correc-
tive feedback was carried out among the university teachers. For this reason, in 
order to fill the gap and contribute more to the field of writing, this study aimed 
to find out the more and less experienced EFL university teachers' beliefs in 
marking students’ writing errors, type of corrective feedback and its matches 
and mismatches with their actual practice. In this regard, the following specific 
questions were posed: 

1. What are the less and more experienced teachers’ beliefs in marking 
(e.g., mark all errors, mark major errors, etc.) students’ errors in writing?  

2. What is the most useful type of error correction feedback (e.g., clues or 
direction on how to fix, error identification, correction with comments, 
error correction by the teacher, commentary, no feedback on an error, 
personal comments on the content) based on the less and more experi-
enced teachers’ beliefs? 

3. What kind of error (organization, content or ideas, punctuation, spelling, 
and vocabulary) is more useful to point out in students’ writings based 
on the less and more experienced teachers’ beliefs?  

4. What kind of corrective feedback do teachers actually give to their stu-
dents’ writings? 
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Katia (2011) conducted a cross-sectional study by using mixed methods in Bra-
zil which showed that Brazilian teachers believe in form-focused correction as 
an instructional approach and in their classes they did this model of the correc-
tion.  Moreover, Akbari et al. (2008) studied Iranian English teachers’ beliefs 
about teaching writing. The beliefs of teachers and the reflection of these beliefs 
on writing were examined. The results of the study revealed no discrepancy 
between teachers’ beliefs and their actual practice in giving written corrective 
feedback.  

Some studies show the effects of teachers’ experiences on the error correc-
tion and corrective feedback and teachers’ beliefs (Brown, 2012, 2014; Ferris et 
al., 2011; Lee, 2011). These studies found that teaching experience can influ-
ence the way of error correction, such as amount and manner of feedback pro-
visions by teachers. Norouzian (2015) analyzed the data gathered from 15 Ira-
nian teachers teaching writing course to find the impact of teaching experience 
on the teachers’ perception towards type (indirect and direct) and amount (se-
lective and comprehensive) of their written corrective feedback. The findings 
showed that teaching experience has a significant effect on direct manner of 
feedback provision by highly experienced teachers. Moreover, the qualitative 
findings revealed that highly experienced teachers provide more precise cor-
rection in comparison to less experienced ones.    

As the literature showed, there were controversies in the results of studies 
related to the teachers’ beliefs and their actual practices. There are few studies 
conducted in this area in the EFL context of Iran and almost no study on correc-
tive feedback was carried out among the university teachers. For this reason, in 
order to fill the gap and contribute more to the field of writing, this study aimed 
to find out the more and less experienced EFL university teachers' beliefs in 
marking students’ writing errors, type of corrective feedback and its matches 
and mismatches with their actual practice. In this regard, the following specific 
questions were posed: 

1. What are the less and more experienced teachers’ beliefs in marking 
(e.g., mark all errors, mark major errors, etc.) students’ errors in writing?  

2. What is the most useful type of error correction feedback (e.g., clues or 
direction on how to fix, error identification, correction with comments, 
error correction by the teacher, commentary, no feedback on an error, 
personal comments on the content) based on the less and more experi-
enced teachers’ beliefs? 

3. What kind of error (organization, content or ideas, punctuation, spelling, 
and vocabulary) is more useful to point out in students’ writings based 
on the less and more experienced teachers’ beliefs?  

4. What kind of corrective feedback do teachers actually give to their stu-
dents’ writings? 

  

Methodology 
Participants 

The study was done by the cooperation of accessible teachers teaching writing 
to EFL learners at different universities in Iran such as Tabriz, Gilan, Shiraz, 
Ahvaz, Isfahan and Tehran universities and some Islamic Azad university 
branches including Rasht, Tabriz, Lahijan and Zanjan. Teachers were selected 
based on convenience sampling (Best & Kahn, 2006). They were male and fe-
male teachers with different academic degrees (MA and PhD) and various years 
of teaching experiences. In this study, teachers with less than five years, as indi-
cated by Rivkin et al. (2005), Rice (2010), and Fernandez-Garcia et al. (2019), 
were considered as less experienced ones and those with five and above were 
considered as experienced ones. In this regard, 120 available university teach-
ers (53 less experienced and 67 more experienced) participated in the study. 
 

Instruments and Materials 
Instruments  

By means of a written feedback questionnaire (Amrhein & Nassaji, 2010), 
teachers’ opinions about correcting different kinds of errors were found. Am-
rhein and Nassaji validated the items of the questionnaire in a pilot study (in 
Canada) with six English teachers and made the necessary modification to sat-
isfy its content validity. In addition, they indicated that the items of the ques-
tionnaire had been taken from the previous studies for the similar research 
questions (e.g., Ferris, 1995; Leki, 1991; Saito, 1994), which adds to its validity. 
We also searched for more validation indicators in more recent studies and 
found the implementation of similar questionnaire items in the study of Chen et 
al. (2016) in China and Moslemi and Dastgoshadeh (2017) in Iran. In spite of 
this, we also submitted the questionnaire to four experienced English teachers 
in different universities to check for the clarity of the items and they considered 
them as clear and comprehensible. In this regard, we used the questionnaire as 
a validated one in this study.  

Regarding its reliability, Amrhein and Nassaji (2010) did not estimated its 
reliability for the reason that “the items were a combination of closed- and 
open-ended items that did not comprise a scale” and also “there is no standard 
way for calculating the reliability of such questionnaire items” (p. 118). They 
considered this point as a limitation of their study. However, in our study, we 
estimated the reliability of 18 close-ended items (part one = 6 items; part two = 
7 items; and part three = 5 items) of the questionnaire through Cronbach’s Al-
pha and the reliability of about .84 was obtained for the average reliability val-
ues of part one (α = .83), part two (α = .81), and part three (α = .87) of the ques-
tionnaire, which shows a high internal consistency. 

As it was mentioned, the written feedback questionnaire consists of three 
parts (see Appendix). In part one, participant teachers were asked if they en-
counter many errors in their students’ writings, how they would correct them. 
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They were asked to select their preferences out of the six suggested ways in-
cluding (1) Mark all errors; (2) Mark major errors but not minor ones; (3) Mark 
most of the major errors but not necessarily all of them; (4) Mark only a few of 
the major errors; (5) Mark only the errors that interfere with communicating 
your ideas; and (6) Mark no error and responds only to the ideas and content, 
and indicate which one(s) they consider to be the most useful way for correct-
ing EFL students’ writings. They were also asked to give their reasons for their 
selection(s) in the form of open-ended questions. In part two, one sentence 
with an error was provided. For this sentence, seven ways of giving feedback 
(i.e., Clues or direction on how to fix an error; Error identification; Correction 
with the comments; Error correction; Commentary; No feedback on an error; 
Personal comments on the contents) by a teacher were presented. Below the 
sentence and the given feedback, the explanation of the feedback was also pro-
vided. The participant teachers were asked to read the sentence and the given 
feedbacks then select the number that best describes the usefulness of each 
feedback for the EFL students (i.e., 1 = not useful at all, 2 = not useful, 3 = does 
not matter, 4 = quite useful, and 5 = very useful). They were also asked to give 
their reasons for each selection. In part three, there were five items asking the 
teachers’ opinions about the usefulness of five types of errors (i.e., organization 
errors; content or idea errors; punctuation error; spelling errors; and vocabu-
lary errors). They were asked to indicate how useful it is to point out each type 
of error in EFL students’ written work and express their opinion by selecting 
the number 1-5 (i.e., 1 = not useful at all, 2 = not useful, 3 = does not matter, 4 = 
quite useful, and 5 = very useful). They were also required to give the reasons 
for their choices. 

 
Materials 

Students’ writings were used as the materials to investigate the type of error 
correction and feedback the less and more experienced teachers actually give 
on their errors. In this respect, out of the participant teachers, 15 more experi-
enced and 15 less experienced ones showed their willingness to give their stu-
dents’ actual writings to the researchers in order to analyze them for the type 
of feedback and correction the teachers gave on them. 
 

Procedure 
The Amrhein and Nassaji’s (2010) questionnaire was sent to 250 teachers by 
email, and out of these teachers, 80 ones responded and returned. To make it 
more convenient for respondents, the questionnaire was changed into the digi-
tal type in the net. Then it was sent to 150 other teachers and among them 70 
teachers filled it out and returned. After checking, those that were not done 
completely were removed and finally120 questionnaires were selected for the 
analysis. To provide accurate data and compare teachers’ beliefs on the items of 
the questionnaires and their actual error correction practice on learners’ pa-
pers, the researchers asked the volunteer teachers to give their students’ cor-
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the number 1-5 (i.e., 1 = not useful at all, 2 = not useful, 3 = does not matter, 4 = 
quite useful, and 5 = very useful). They were also required to give the reasons 
for their choices. 

 
Materials 

Students’ writings were used as the materials to investigate the type of error 
correction and feedback the less and more experienced teachers actually give 
on their errors. In this respect, out of the participant teachers, 15 more experi-
enced and 15 less experienced ones showed their willingness to give their stu-
dents’ actual writings to the researchers in order to analyze them for the type 
of feedback and correction the teachers gave on them. 
 

Procedure 
The Amrhein and Nassaji’s (2010) questionnaire was sent to 250 teachers by 
email, and out of these teachers, 80 ones responded and returned. To make it 
more convenient for respondents, the questionnaire was changed into the digi-
tal type in the net. Then it was sent to 150 other teachers and among them 70 
teachers filled it out and returned. After checking, those that were not done 
completely were removed and finally120 questionnaires were selected for the 
analysis. To provide accurate data and compare teachers’ beliefs on the items of 
the questionnaires and their actual error correction practice on learners’ pa-
pers, the researchers asked the volunteer teachers to give their students’ cor-

rected papers for the analysis. In this regard, only 30 teachers among them (15 
less experienced and 15 more experienced), who were also accessible to the 
researchers, accepted to give their students’ writing samples to the researchers. 
The papers were investigated by the researchers to find the kinds of errors cor-
rected and the ways comments were given. Then this investigation was put into 
analysis to determine the pattern of feedback among the less and more experi-
enced teachers.    
 

Design and Data Analysis 
A descriptive survey was used in this study with the variables of teachers’ be-
liefs, teachers’ actual practices, written corrective feedback, and experience. In 
this regard, quantitative and qualitative ways of data collection and analysis 
was used. In other words, triangulation method consisting of a questionnaire, 
paper investigation (quantitative methods), and open-ended questions (quali-
tative method) were utilized. The quantitative data were entered into the SPSS 
20 and analyzed using descriptive statistics including frequency and percent-
age. The qualitative data were explained qualitatively using the responses of 
the teachers to the open-ended questions to verify or reject the quantitative 
results.  
 

Results 
First Research Question 

In order to answer the first research question and find the less and more expe-
rienced teachers’ beliefs in marking the students’ errors in writing, the fre-
quency and percentage of the selected items were obtained. These teachers 
were requested to select those type(s) of marking that they thought is/are 
more/the most useful to do. In this case, because the teachers were allowed to 
select more than one choice, the sum of the frequencies is not equal to the total 
number of the less and more experienced teachers as shown in Table 1. 
 
Table 1. 
Less and More Experienced Teachers’ Beliefs in Marking Students’ Errors in Writing 
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As Table 1 indicates, a high percentage (37%) of the less experienced teach-
ers believe that when students make many errors, it is better to “mark only the 
errors that interfere with communicating the ideas=item 5”. It is while, a high 
percentage (40%) of the more experienced teachers believe that it is better to 
“mark major errors not the minor ones = item 2”. For the less experienced 
teachers, item 2 (34%) and item 1(32%) and for the more experienced teach-
ers, item 5 (23%) and item 1 (17%) are also considered useful ways of marking 
errors. The item 6 has not attracted the teachers’ attention since it has the low-
est frequency between both less experienced and more experienced teachers. 
In general, among six items, the second item, that is, marking just major errors 
not minor ones, has been selected by many teachers both less and more experi-
enced ones. It shows that teachers prefer to correct major errors and ignore 
minor ones. 

The reasons that the teachers gave for their choices verified their beliefs in 
marking the writing errors. For example, some of the more experienced teach-
ers’ said as follows:  

T1: “I don’t want to discourage my students. I highlight the major prob-
lems, especially during the first sessions”.  
 T2: I think major errors are debilitating communication. So, they 
should be corrected but the minor errors or any pitfalls which are not 
that much problematic and manipulating then would hinder communi-
cation and learner's involvement should be avoided. 

T3: I think number 2 is a more useful way, because for intermediate or 
advanced students it is not acceptable to make major mistakes and they 
must be made aware of their mistakes to do their best to eliminate 
them in their future writing assignments.  

In this regard, less experienced teachers indicated that errors that cause in-
terference in communication should be corrected. Below are some of their re-
sponses: 

T1: I think number 5 is more useful way because marking major errors 
calls students attention to the most problematic parts of their writing 
which may cause misunderstanding or misinterpretation of what is 
written.  

T2: I think number5 is more useful way, because correcting errors that 
interfere in communication make learners motivated and encouraged. 

T3: In my opinion, correcting all errors will make learners discouraged 
and demotivated. 

However, through observing their actual practices, it was revealed that in 
actual paper correction, a majority of less and more experienced teachers 
marked all errors, which was in contrast to what they believe according to the 
results of the questionnaire.   
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T1: “I don’t want to discourage my students. I highlight the major prob-
lems, especially during the first sessions”.  
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T3: I think number 2 is a more useful way, because for intermediate or 
advanced students it is not acceptable to make major mistakes and they 
must be made aware of their mistakes to do their best to eliminate 
them in their future writing assignments.  

In this regard, less experienced teachers indicated that errors that cause in-
terference in communication should be corrected. Below are some of their re-
sponses: 

T1: I think number 5 is more useful way because marking major errors 
calls students attention to the most problematic parts of their writing 
which may cause misunderstanding or misinterpretation of what is 
written.  

T2: I think number5 is more useful way, because correcting errors that 
interfere in communication make learners motivated and encouraged. 

T3: In my opinion, correcting all errors will make learners discouraged 
and demotivated. 

However, through observing their actual practices, it was revealed that in 
actual paper correction, a majority of less and more experienced teachers 
marked all errors, which was in contrast to what they believe according to the 
results of the questionnaire.   
 

Second Research Question 

In order to answer the second research question and know less or more experi-
enced teachers’ opinion on the most useful type of error correction feedback, 
the frequency and percentage of their responses were calculated. These teach-
ers were requested to select those type(s) of error correction that they thought 
is/are more/the most useful to do. In this case, because the teachers were al-
lowed to select more than one choice, the sum of the frequencies is not equal to 
the total number of the less and more experienced teachers as shown in Table 
2. 
 
Table 2. 
Less and More Experienced Teachers’ Beliefs Regarding the Type of Error Correction in Students’ Writ-
ing 
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As Table 2 indicates, a high percentage (64.2%) of the less experienced 
teachers believe that when teachers are correcting learners’ errors, the most 
useful type of error correction feedback is to “identify errors = item 2”. It is 
while, a high percentage (56.7%) of the more experienced teachers believe that 
the most useful one is “commentary = item 5”. For the less experienced teach-
ers, item 1 (32% quite useful and 28.2% very useful) and item 5 (49%) and for 
the more experienced teachers, item1 (28% quite useful and 35.8% very use-
ful), item 2 (47.2%), item 4 (29%) and item 7 (32%) are also considered useful 
ways of correcting errors. However, for the less experienced teachers, item 3 
(43%), item 4 (35%), item 6 (34%) and item 7(39%) and for the more experi-
enced teachers item 6 (41%) were considered as not useful.  

Through investigating the open-ended questions, it was revealed that more 
experienced teachers’ views on questionnaire corresponded to their answers to 
the open-ended questions. Teachers believed that it will help students to reread 
the sentences and correct the errors themselves, and then this noticing will 
help reoccurrence of the same error in the future to be prevented. For example, 
three more experienced teachers indicated that: 

 T1: “It helps the student to think and discover the mistakes”.  
T2: “This can be an awareness-raising activity”.  
T3: “Since the type of error is indicated and there are only two choices, 
the teacher may hope that the student easily can identify and correct it. 
It provides the opportunity for students to check the grammatical rule 
and learn it appropriately”. 

After investigating the students’ actual papers, it was revealed that more 
experienced teachers corrected learners’ errors.  

The less experienced teachers found error identification as the most useful 
item with the highest selection. In their open-ended questions, they mentioned 
that it is better the position of the errors to be determined at the beginning ses-
sions so that the students would be more cautious about their upcoming writ-
ings. They indicated that the identification of the errors can raise the students’ 
awareness and self-consciousness and make them autonomous learners. For 
instance, they mentioned that: 

T1: “This helps the learner reread the sentence, and find the best way to 
correct the sentence”. 

T2: “Quite useful since it focuses on the specific error”. 

T3: “This comment is useful since the exact mistake is pointed out and 
the student can now work on what type of error has been made and 
how it can be corrected”.  

After paper investigation, it was revealed that less experienced teachers, 
similar to the more experienced teachers, corrected learners’ errors.  
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teachers believe that when teachers are correcting learners’ errors, the most 
useful type of error correction feedback is to “identify errors = item 2”. It is 
while, a high percentage (56.7%) of the more experienced teachers believe that 
the most useful one is “commentary = item 5”. For the less experienced teach-
ers, item 1 (32% quite useful and 28.2% very useful) and item 5 (49%) and for 
the more experienced teachers, item1 (28% quite useful and 35.8% very use-
ful), item 2 (47.2%), item 4 (29%) and item 7 (32%) are also considered useful 
ways of correcting errors. However, for the less experienced teachers, item 3 
(43%), item 4 (35%), item 6 (34%) and item 7(39%) and for the more experi-
enced teachers item 6 (41%) were considered as not useful.  

Through investigating the open-ended questions, it was revealed that more 
experienced teachers’ views on questionnaire corresponded to their answers to 
the open-ended questions. Teachers believed that it will help students to reread 
the sentences and correct the errors themselves, and then this noticing will 
help reoccurrence of the same error in the future to be prevented. For example, 
three more experienced teachers indicated that: 

 T1: “It helps the student to think and discover the mistakes”.  
T2: “This can be an awareness-raising activity”.  
T3: “Since the type of error is indicated and there are only two choices, 
the teacher may hope that the student easily can identify and correct it. 
It provides the opportunity for students to check the grammatical rule 
and learn it appropriately”. 

After investigating the students’ actual papers, it was revealed that more 
experienced teachers corrected learners’ errors.  

The less experienced teachers found error identification as the most useful 
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instance, they mentioned that: 
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Third Research Question 

In order to answer the third research question and discover which kind of error 
is considered more useful to be pointed out in students’ writings by more and 
less experienced teachers, the frequency and percentage of the selected items 
were obtained. These teachers were requested to select those type(s) of error 
correction that they thought is/are more/the most useful to be pointed out. In 
this case, because the teachers were allowed to select more than one choice, the 
sum of the frequencies is not equal to the total number of the less and more 
experienced teachers as shown in Table 3. 
 
Table 3. 
Less and More Experienced Teachers’ Beliefs Regarding the Type of Errors to be Pointed out in Stu-
dents’ Writing 
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enced 

NOT useful at all 0 0 1(1.5) 2(3) 0(0) 
not useful 7(10.4) 3(4.5) 4(6) 6(9) 2(3) 
does not matter 6(9) 12(17.9) 10(14.9) 14(20) 10(14.9) 

 quite useful 35(52) 34(50.7) 30(44.8) 34(50.7) 41(61.2) 
 very useful 19(28) 18(26.9) 22(32.8) 11.(16.4) 14(20.9) 
 Total 67 67 67 67 67 

 
As Table 3 indicates, a high percentage (64 %) of the less experienced 

teachers believe that learners’ “organizational errors = item 1” is the most use-
ful type of error to be pointed out. For these teachers, items 2 (50%), 3 
(43.4%), 4(32.1%), and 5(56.6%) are also considered useful to be pointed out. 
Based on their responses to the open-ended questions, less experienced teach-
ers’ ideas are close to what they have said on the questionnaire. For example: 

 T1: “the learners should be ready to look at the writing task as a task 
communicating ideas and also to be conscious of the errors interfering 
with accomplishing that task”. 

T2: “the decisions originate from the nature of each notion and the ex-
tent to which each affects the real communication”.  

It is while, a high percentage (61.2%) of the more experienced teachers be-
lieve that “vocabulary errors=item 5” is the most useful type to be pointed out. 
They also consider items1 (52%), 2 (50.7%), 3 (44.8%), and 4 (50.7%) as use-
ful ways of correcting errors. Based on the responses to the open-ended ques-
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tions, more experienced teachers’ ideas are close to what they have said on the 
questionnaire. For instance: 

T1: “you should observe all errors in both macro and micro structural 
levels”. 

T2: “teaching all the features of writing correctly can be beneficial for 
the students”.  

In actual paper correction, teachers corrected not only organization errors 
but also learners ‘punctuation and spelling errors. Therefore, teachers believe 
that conveying meaning and communicating the intended meaning is very im-
portant. And those errors that interfere with communication are very im-
portant to be pointed out. However, in giving feedback to the students’ actual 
writing, both groups had also corrected other errors, even they corrected the 
punctuation errors. 
 

Fourth Research Question 

In order to answer the fourth research question and find less or more experi-
enced teachers' actual practices regarding written corrective feedback, the fre-
quency and percentage of the selected items were obtained. These teachers’ 
corrected papers were investigated to find type(s) of errors corrected by them. 
Both teachers’ beliefs and their actual practice are illustrated in Table 4.  
  
Table 4. 
Less and More Experienced Teachers’ Actual Practice and Belief Regarding the Type of the Corrected 
Errors in Students’ Writings 
 

N 5.v
oc

ab
ul

ar
y 

an
d g

ra
m

-
m

ar
  e

rr
or

s  

4.s
pe

lli
ng

 
er

ro
rs

 

3.p
un

ctu
at

io
n e

rr
or

s 

2.c
on

te
nt

 or
 

id
ea

 er
ro

rs
  

1.o
rg

an
iza

tio
n e

rr
or

s 

 Ex
pe

rie
nc

e  
    

pr
ac

tic
e 

be
lie

f 

pr
ac

tic
e 

be
lie

f 

pr
ac

tic
e 

be
lie

f 

pr
ac

tic
e 

Be
lie

f 

pr
ac

tic
e 

be
lie

f 

  

15 11 8 14 5 12 6 12 7 13 10 frequency Less expe-
rienced      73 53 93 33 80 40 80 46 86 66 Percent 

15 14 11 13 8 10 5 13 8 11 8 frequency More ex-
perienced  93 73 86 53 66 33 86 53 73 53 Percent 

 
As Table 4 indicates, a high percentage (66 %) of the less experienced 

teachers believe that when they are correcting errors, the “organization errors= 
item 1” is the most useful type of error to be corrected, however, in actual pa-
per correction the high percentage (93%) dedicated to the spelling errors. It is 
while, a high percentage (73%) of the more experienced teachers believe that 
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tions, more experienced teachers’ ideas are close to what they have said on the 
questionnaire. For instance: 

T1: “you should observe all errors in both macro and micro structural 
levels”. 

T2: “teaching all the features of writing correctly can be beneficial for 
the students”.  

In actual paper correction, teachers corrected not only organization errors 
but also learners ‘punctuation and spelling errors. Therefore, teachers believe 
that conveying meaning and communicating the intended meaning is very im-
portant. And those errors that interfere with communication are very im-
portant to be pointed out. However, in giving feedback to the students’ actual 
writing, both groups had also corrected other errors, even they corrected the 
punctuation errors. 
 

Fourth Research Question 

In order to answer the fourth research question and find less or more experi-
enced teachers' actual practices regarding written corrective feedback, the fre-
quency and percentage of the selected items were obtained. These teachers’ 
corrected papers were investigated to find type(s) of errors corrected by them. 
Both teachers’ beliefs and their actual practice are illustrated in Table 4.  
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As Table 4 indicates, a high percentage (66 %) of the less experienced 

teachers believe that when they are correcting errors, the “organization errors= 
item 1” is the most useful type of error to be corrected, however, in actual pa-
per correction the high percentage (93%) dedicated to the spelling errors. It is 
while, a high percentage (73%) of the more experienced teachers believe that 

“vocabulary errors=item 5” is the most useful to be corrected, which reflects 
the high percentage (93%) of their actual paper correction. As the table shows, 
compared to their beliefs, out of 15 selected teachers, 11-14 of the less experi-
enced teachers and 10-14 of the more experienced teachers have almost used 
all types of correction in their actual practice. It shows that teachers’ beliefs do 
not adjust to their actual performances on papers. 

 

Discussion 
The purpose of this study was to find the less and more experienced teachers’ 
beliefs in marking students’ errors in writing; the most useful type of error cor-
rection feedback, the kind of error that is more useful to point out in students’ 
writings, and their actual practices regarding written corrective feedback. To 
answer the question about the less and more experienced teachers’ beliefs in 
marking students’ errors in writing, “mark major errors but not minor ones” 
had the highest frequency among the high experienced teachers in comparison 
with less experienced teachers which “mark only the errors that interfere with 
communicating the ideas” had the highest frequency. It can be explained that 
because the major errors may cause misunderstanding of the intended message 
and prevent the meaning and purpose of the writer to be conveyed, it is essen-
tial to be corrected. Moreover, correcting all the errors especially minor ones 
may discourage learners. However, since the expression of meaning is im-
portant and minor or major errors may cause interference in communication, 
they should be corrected as the less experienced teachers emphasized. These 
findings are consistent with the findings of other researchers (e.g., Brown, 
2012, 2014; Ferris et al., 2011; Lee, 2011; Norouzian, 2015), which emphasized 
the role of teaching experience in the manner and amount of errors. Moreover, 
the results revealed a correspondence between the teachers’ responses to the 
questionnaire items and the open-ended questions, which indicated their pref-
erences for marking major errors or those that interfere with the communica-
tion of the message, while in actual paper correction a majority of less and 
more experienced teachers marked all errors. This non-adjustment in beliefs 
and actual error correction by teachers is in line with the finding of Lee (2003, 
2009). It can be explained by sociocultural and environmental factors that if 
they do not correct all the errors, they may be criticized by parents, learners 
and their masters. 

The purpose of the second question was to find the most useful type of error 
correction feedback based on less and more experienced teachers’ beliefs. It 
was found that more and less experienced teachers had different beliefs in this 
regard. More experienced teachers preferred “commentary”, whereas, less ex-
perienced teachers opted for “error identification”. It can be explained that the 
less experienced teachers’ focus is on identification of the error to let the learn-
ers themselves correct their own errors, which would help them to think about 
the errors they have made and try not to repeat them in their next writings. On 
the other hand, more experienced teachers indicated that giving comments on 
the errors will suffice, and learners can correct their errors just through receiv-
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ing comments. In this regard, a majority of the earlier studies of error correc-
tion recommend pushing learners in their output rather than simply providing 
them with the correct form (Allwright, 1975, as cited in Tatawy, 2006; Hen-
drickson, 1978). The difference in the views of more and less experienced 
teachers is in giving comments by more experienced teachers. In this respect, 
the study is in line with the findings of Norouzian (2015). By reviewing teach-
ers’ views on open ended questions, there were no discrepancies between 
teachers’ views on the questionnaire items and the open-ended questions. But 
in the learners’ papers less experienced teachers did not provide any clue to 
help learners to correct themselves or did not determine the place of error oc-
currences, they only corrected learners’ errors. Commentary was the popular 
item in more experienced teachers’ beliefs (according to questionnaire), be-
cause they stated that giving comments suffices and correcting errors is not 
needed (according to their answers to open-ended questions); while, in reality 
(paper investigation), most of the more experienced teachers had given com-
ments on learners’ papers and also corrected their errors.  

To determine what kind of error is considered the most useful one by the 
teachers to point out in students’ writings is related to the third question. The 
results showed that less experienced teachers considered the vocabulary errors 
as the most useful errors to be pointed out in the learners’ papers, while, more 
experienced teachers considered organization errors as the most useful errors 
to be pointed out. It can be explained if organization errors are pointed out, 
learners will be able to correct other errors themselves. Their answers to the 
open-ended questions corresponded to their beliefs on questionnaire items but 
in actual paper correction they corrected all errors, which put their beliefs un-
der the question. In actual paper correction both groups corrected other kinds 
of errors, even punctuation and spelling errors which may not interfere with 
the expression of meaning so much. This finding is in line with the finding of 
Banan's (2003) study that indicated the reason for correcting all kinds of errors 
may be explained by theory of fossilization, that is, if they do not correct all the 
errors, they may be repeated in their forthcoming writings and would be inter-
nalized gradually. This view is evident in some of the answers to the open-
ended questions.    

The purpose of the forth research question was to know the less or more 
experienced teachers' actual practices regarding written corrective feedback. 
As it was pointed out above, less and more experienced teachers believe differ-
ently in marking learners errors but in actual paper correction the majority of 
less and more experienced teachers marked not only the errors that they had 
mentioned as important errors to be corrected but also corrected other errors 
that is in contrast with what they believed according to the questionnaire and 
open-ended questions. Moreover, some differences were observed in the most 
useful type of error correction between the more and less experienced teachers 
but in actual paper investigation no differences among them were noticed, in 
other words, both groups corrected almost all errors. This reflects inconsisten-
cies between what they said or believed and what they actually did. This finding 
is in line with the findings of studies conducted by Lee (2003, 2009) in Hong 
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ing comments. In this regard, a majority of the earlier studies of error correc-
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teachers is in giving comments by more experienced teachers. In this respect, 
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teachers’ views on the questionnaire items and the open-ended questions. But 
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currences, they only corrected learners’ errors. Commentary was the popular 
item in more experienced teachers’ beliefs (according to questionnaire), be-
cause they stated that giving comments suffices and correcting errors is not 
needed (according to their answers to open-ended questions); while, in reality 
(paper investigation), most of the more experienced teachers had given com-
ments on learners’ papers and also corrected their errors.  

To determine what kind of error is considered the most useful one by the 
teachers to point out in students’ writings is related to the third question. The 
results showed that less experienced teachers considered the vocabulary errors 
as the most useful errors to be pointed out in the learners’ papers, while, more 
experienced teachers considered organization errors as the most useful errors 
to be pointed out. It can be explained if organization errors are pointed out, 
learners will be able to correct other errors themselves. Their answers to the 
open-ended questions corresponded to their beliefs on questionnaire items but 
in actual paper correction they corrected all errors, which put their beliefs un-
der the question. In actual paper correction both groups corrected other kinds 
of errors, even punctuation and spelling errors which may not interfere with 
the expression of meaning so much. This finding is in line with the finding of 
Banan's (2003) study that indicated the reason for correcting all kinds of errors 
may be explained by theory of fossilization, that is, if they do not correct all the 
errors, they may be repeated in their forthcoming writings and would be inter-
nalized gradually. This view is evident in some of the answers to the open-
ended questions.    

The purpose of the forth research question was to know the less or more 
experienced teachers' actual practices regarding written corrective feedback. 
As it was pointed out above, less and more experienced teachers believe differ-
ently in marking learners errors but in actual paper correction the majority of 
less and more experienced teachers marked not only the errors that they had 
mentioned as important errors to be corrected but also corrected other errors 
that is in contrast with what they believed according to the questionnaire and 
open-ended questions. Moreover, some differences were observed in the most 
useful type of error correction between the more and less experienced teachers 
but in actual paper investigation no differences among them were noticed, in 
other words, both groups corrected almost all errors. This reflects inconsisten-
cies between what they said or believed and what they actually did. This finding 
is in line with the findings of studies conducted by Lee (2003, 2009) in Hong 

Kong which found that teachers’ beliefs and their actual practices did not 
match, In the same vein, Icy (2003) reached the same results and found dis-
crepancies between teachers’ beliefs and their actual given feedback on learn-
ers’ writings. Moreover, Rafiei and Salehi’s (2016) study on the written feed-
back practices as well as the Iranian writing teachers’ perceptions and attitudes 
towards written feedback in their writing classes revealed that although the 
most of them believe that teachers must give feedback to the language, organi-
zation and content of students’ essays, most of the written feedback was given 
to the language. Therefore, a discrepancy was discovered between their percep-
tions and practices. However, the studies of Katia (2011) in Brazil and Akbari et 
al. (2008) in Iran showed no discrepancy between teachers’ beliefs and their 
actual written corrective feedback. As the results showed, there were differ-
ences between Iranian teachers’ beliefs and their actual paper correction. Such 
mismatches between belief and practice might be under the influence of some 
contextual and sociocultural factors. In the educational settings in Iran, stu-
dents want their errors to be corrected and if teachers do not correct learners’ 
errors, they may be blamed by parents.  

 

Conclusion 
In this study, the less and more experienced teachers’ beliefs in marking stu-
dents’ errors in writing; the most useful type of error correction feedback, the 
kind of error that is more useful to point out in students’ writings, and their 
actual practices regarding written corrective feedback were investigated. This 
study was conducted due to the importance of teachers’ beliefs on written cor-
rective feedback, the influence of the beliefs on language acquisition (Pajares, 
1992), and lack of studies related to teachers’ beliefs and writing activities at 
university level. Based on the results, some differences in all four variables be-
tween less and more experienced and also some discrepancies in teachers’ be-
liefs and their actual performance in correcting writing errors were observed. 
The results verified the findings of some studies on teachers’ beliefs and writ-
ten corrective feedback (Akbari et al, 2008; Icy, 2003; Katia, 2011; Rafiei & 
Salehi, 2016). 

It can be said that because of discrepancy between what teachers believe 
and what they do, and lack of awareness about new writing activities among 
university teachers, in spite of all of the developments in the teaching of writing 
in different EFL contexts, the traditional approach, that is, product approach, is 
still used in teaching writing to learners in Iranian universities and colleges 
(Birjandi & Malmir, 2009). In addition, teachers’ beliefs on written corrective 
feedback are important and its main function is to inform learners about their 
mistakes and help learners improve their writing by receiving advice and reac-
tion (Hyland & Hyland, 2006). Thus, it is essential for teachers to be aware of 
beliefs on corrective feedback and what they actually do in their classes.  

The study has some implications for those who are involved in education in-
cluding university policy makers and decision makers to provide conditions for 
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teachers to put their beliefs into practice. Teachers must also pay more atten-
tion to their own beliefs regarding written corrective feedback and explain 
their purpose of giving such feedbacks to the learners and their parents (if 
needed). Moreover, providing some gatherings and workshops for sharing 
teachers’ opinions about correction and applying the best methods of written 
corrective feedback would be very helpful to teachers.  

This study examined the beliefs of university ELT teachers regarding writ-
ten corrective feedback based on their experience, further research can be con-
ducted to compare male and female teachers’ opinions in this regard. The par-
ticipants of this study were university English teachers, future research can 
employ both teacher and student participants to find the matches and mis-
matches between their opinions concerning written corrective feedback. It 
would also be interesting to investigate the opinion of teachers for oral correc-
tive feedback considering their teaching experience and gender.  
 

References 
Akbari, R., Kiani, G. R., Imani Naeeni, M., & Karimi Allvar, N. (2008). Teachers’ teaching 

styles, sense of efficacy and reflectivity as correlates of students’ achievement 
outcomes. IJAL, 11(1), 1-27. 

Amrhein, H. R., & Nassaji, H. (2010). Written corrective feedback: What do students and 
teachers prefer and why? Canadian Journal of Applied Linguistics, 13, 95-127. 

Azizian, E., & Rouhi, A. (2015). The effect of corrective feedback on the writing accuracy 
of feedback givers and receivers. The Journal of Applied Linguistics, 8(17), 21-41. 

Banan, Q. (2003). Teacher written feedback and students' writing: Focus and nature. 
ProQuest Dissertations and Theses. http://research.ncl.ac.uk/ 

Bauersfeld, H. (1979). Research related to the learning process. New Trends in Mathe-
matics Teaching, 4, 199-213. 

Best, J. W., & Kahn, J. V. (2006). Research in education. Pearson Education Inc. 
Birjandi, P., & Malmir, A. (2009). The effect of task-based approach on the Iranian ad-

vanced EFL learners’ narrative vs. expository writing. Applied Linguistics Studies, 
1(2), 1-26. 

Bitchener, J. (2008). Evidence in support of written corrective feedback. Journal of Sec-
ond Language Writing, 17(2), 102-118. 

Blázquez, F., & Tagle, T. (2010). Formación docente: Un estudio de las creencias de 
alumnos y profesoressobre el proceso de enseñanza y aprendizaje del inglés. Re-
vista Iberoamericana de Educación, 54 (4), 1-12.  

Borg, S. (2001). Self-perception and practice in teaching grammar. ELT Journal, 55(1), 
21-29. 

Borg, S. (2003). Teacher cognition in language teaching: A review of research on what 
language teachers think, know, believe and do. Language Teaching, 39, 81-109. 

Brown, D. (2003). Teaching by principles: An interactive approach to language pedagogy. 
Pearson Education. 

Brown, D. (2012). The written corrective feedback debate: Next steps for classroom 
teachers and practitioners. TESOL Quarterly, 46, 861-867. 

Brown, D. (2014). The type and linguistic foci of oral corrective feedback in the L2 class-
room: A meta-analysis. Language Teaching Research, 20, 1-23. 

Bruning, R. H., Schraw, G. J., & Ronning R. R. (1999). Cognitive psychology and instruction 
(3rd ed.). Prentice Hall, Inc. 



Journal of Language Horizons, Alzahra University  —  267

teachers to put their beliefs into practice. Teachers must also pay more atten-
tion to their own beliefs regarding written corrective feedback and explain 
their purpose of giving such feedbacks to the learners and their parents (if 
needed). Moreover, providing some gatherings and workshops for sharing 
teachers’ opinions about correction and applying the best methods of written 
corrective feedback would be very helpful to teachers.  

This study examined the beliefs of university ELT teachers regarding writ-
ten corrective feedback based on their experience, further research can be con-
ducted to compare male and female teachers’ opinions in this regard. The par-
ticipants of this study were university English teachers, future research can 
employ both teacher and student participants to find the matches and mis-
matches between their opinions concerning written corrective feedback. It 
would also be interesting to investigate the opinion of teachers for oral correc-
tive feedback considering their teaching experience and gender.  
 

References 
Akbari, R., Kiani, G. R., Imani Naeeni, M., & Karimi Allvar, N. (2008). Teachers’ teaching 

styles, sense of efficacy and reflectivity as correlates of students’ achievement 
outcomes. IJAL, 11(1), 1-27. 

Amrhein, H. R., & Nassaji, H. (2010). Written corrective feedback: What do students and 
teachers prefer and why? Canadian Journal of Applied Linguistics, 13, 95-127. 

Azizian, E., & Rouhi, A. (2015). The effect of corrective feedback on the writing accuracy 
of feedback givers and receivers. The Journal of Applied Linguistics, 8(17), 21-41. 

Banan, Q. (2003). Teacher written feedback and students' writing: Focus and nature. 
ProQuest Dissertations and Theses. http://research.ncl.ac.uk/ 

Bauersfeld, H. (1979). Research related to the learning process. New Trends in Mathe-
matics Teaching, 4, 199-213. 

Best, J. W., & Kahn, J. V. (2006). Research in education. Pearson Education Inc. 
Birjandi, P., & Malmir, A. (2009). The effect of task-based approach on the Iranian ad-

vanced EFL learners’ narrative vs. expository writing. Applied Linguistics Studies, 
1(2), 1-26. 

Bitchener, J. (2008). Evidence in support of written corrective feedback. Journal of Sec-
ond Language Writing, 17(2), 102-118. 

Blázquez, F., & Tagle, T. (2010). Formación docente: Un estudio de las creencias de 
alumnos y profesoressobre el proceso de enseñanza y aprendizaje del inglés. Re-
vista Iberoamericana de Educación, 54 (4), 1-12.  

Borg, S. (2001). Self-perception and practice in teaching grammar. ELT Journal, 55(1), 
21-29. 

Borg, S. (2003). Teacher cognition in language teaching: A review of research on what 
language teachers think, know, believe and do. Language Teaching, 39, 81-109. 

Brown, D. (2003). Teaching by principles: An interactive approach to language pedagogy. 
Pearson Education. 

Brown, D. (2012). The written corrective feedback debate: Next steps for classroom 
teachers and practitioners. TESOL Quarterly, 46, 861-867. 

Brown, D. (2014). The type and linguistic foci of oral corrective feedback in the L2 class-
room: A meta-analysis. Language Teaching Research, 20, 1-23. 

Bruning, R. H., Schraw, G. J., & Ronning R. R. (1999). Cognitive psychology and instruction 
(3rd ed.). Prentice Hall, Inc. 

Chen, S., Nassaji, H., & Liu, Q. (2016). EFL learners’ perceptions and preferences of writ-
ten corrective feedback: A case study of university students from Mainland Chi-
na. Asian-Pacific Journal of Second and Foreign Language Education, 1(5), 1-17. 

Ellis, R. (2009). Corrective feedback and teacher development. L2 Journal, 1, 3-18. 
Ellis, R., Sheen, Y., Murakami, M., & Takashima, H. (2008). The effects of focused and un-

focused written corrective feedback in an English as a foreign language context. 
System, 36, 353-371. 

Erkmen, B. (2014). Novice EFL teachers’ beliefs about teaching and learning, and their 
classroom practices. Journal of Education, 29(1), 99-113. 

Fang, Z. (1996). A review of research on teacher beliefs and practices.  Educational Re-
search, 38, 47-65.  

Fazio, L. (2001). The effect of corrections and commentaries on journal writing accuracy 
of minority-and majority-language students. Journal of Second Language Writing, 
10(4), 235-249. 

Fernandez-Garcia, C-M., Maulana, R., Inda-Caro, M., Helms- Lorenz, M., & Garcia-Perez, O. 
(2019). Student perception of secondary education teaching effectiveness: Gen-
eral profile, the role of personal factors, and educational level. Front. Psychol., 10, 
1-11. https://doi.org/10.3389/fpsyg.2019.00533 

Ferris, D. R. (1995) Student reactions to teacher response in multiple-draft composition 
classrooms. TESOL Quarterly, 29(1), 33-53. http://doi.org/10.2307/3587804. 

Ferris, D. R. (2002). Treatment of error in second language student writing. University of 
Michigan Press. 

Ferris, D. R. (2003). Response to student writing: Implications for second language stu-
dents. Lawrence Erlbaum Associates. 

Ferris, D. R., Brown, J., Liu, H., & Arnaudo Stine, M. E.  (2011). Responding to L2 students 
in college writing classes: Teacher perspectives. TESOL Quarterly, 45(2), 207-
234. 

Gobert, M. (2010). Grammar correction in ESL writing classrooms. In D. Anderson & C. 
Coombe (Eds.), Cultivating real writers: Emerging theory and practice for adult 
Arab learners (pp-121-133). HCT Press. 

Grossman, P. L., Wilson, S. M., & Shulman, L. S. (1989). Teachers of substance: Subject 
matter knowledge for teaching. In M. C. Reynolds (Ed.), Knowledge base for the 
beginning teacher (pp. 23-46). Pergamon.  

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Re-
search, 77(1), 81-112. 

Heather, D., & Andrzejewski, A. (2009). Teacher beliefs. The Gale group. 
http://www.education.com/reference/article/teacher-beliefs/#D, (01-23-2012) 

Hendrickson, J. (1978). Error correction in foreign language teaching: Recent theory, 
research, and practice. Modern Language Journal, 62, 387-398. 

Hyland, K., & Hyland, F. (2006). Feedback in second language writing: contexts and issues. 
Cambridge University Press.  

Icy, L. (2003). L2 writing teachers' perspectives, practices and problems regarding error 
feedback. Assessing Writing, 8, 216-237. 

Katia, S. (2011). Brazilian English as foreign language teachers' believes about grammar-
based feedback on L2 writing. ProQuest Dissertations and Theses. 

Khader, F. R. (2012). Teachers’ pedagogical beliefs and actual classroom practices in 
social studies instruction. American International Journal of Contemporary Re-
search, 2(1), 73-92. 

Khanlarzadeh, M., & Nemati, M. (2016). The effect of written corrective feedback on 
grammatical accuracy of EFL students: An improvement over previous unfo-
cused designs. Iranian Journal of Language Teaching Research, 4(2), 55-68. 



268  —  Iranian EFL Teachers’ Beliefs and Practices Regarding Written Corrective Feedback with a Focus on ...

Khanlarzadeh, M., & Taheri, P. (2017). L2 writing teachers’ perceptions and problems 
regarding written corrective feedback: Does holding a TEFL degree matter? Eu-
ropean Online Journal of Natural and Social Sciences, 6(1), 130-145. 

Krashen, S. (1985). The input hypothesis: Issues and implication. Longman. 
Lee, I. (2003). L2 writing teachers’ perspectives, practices and problems regarding error 

feedback. Assessing Writing, 8(3), 216-237. 
Lee, I. (2004). Error correction in L2 secondary writing classrooms: The case of Hong 

Kong. Journal of Second Language Writing, 13, 285-312. 
Lee, I. (2009). Ten mismatches between teachers’ beliefs and written feedback practice. 

ELT Journal, 63, 13-22 
Lee, I. (2011). Feedback revolution: What gets in the way? ELT Journal, 65, 1-12. 

Leki, I. (1991). The preferences of ESL students for error correction in college-level writ-
ing classes. Foreign Language Annals, 24(3), 203-
218. http://doi.org/10.1111/j.1944-9720.1991.tb00464.x. 

Long, M. H. (1996). The role of the linguistic environment in second language acquisi-
tion. In W. C. Ritchie & T. K. Bhatia (Eds.), Handbook of language acquisition. Sec-
ond language acquisition (Vol.2, pp. 413-468). Academic Press. 

Mike, G. (2008). The effect of error codes on second language writing. Pro-Quest Disserta-
tions and Theses. 

Moslemi, N., & Dastgoshadeh, A. (2017). The relationship between cognitive styles and 
young adult learners’ preferences for written corrective feedback. HOW Journal, 
24(2), 11-34. http://dx.doi.org/10.19183/how.24.2.338. 

Norouzian, R. (2015). Does teaching experience affect type, amount, and precision of the 
written corrective feedback? Journal of Advances in English Language Teaching, 
3(5), 93-105. 

Pajares, M. (1992). Teachers’ beliefs and educational research: Cleaning up a messy con-
struct. Review of Educational Research, 62(3), 307-332. 

Pakbaz, R. (2014). The effect of written corrective feedback on EFL learners' writing 
performance: Explicit vs. implicit. International Journal of Language and Linguis-
tics, 2(5), 12-17. 

Pourhosein Gilakjani, A. (2012). EFL Teachers’ beliefs toward using computer technolo-
gy in English language teaching. Journal of Studies in Education, 2(2), 62-80. 
https://doi.org/10.5296/jse.v2i2.1174 

Poulson, L., Avramidis, E., Fox, R., Medwell, J., P., & Wray, D. (2001). The theoretical be-
liefs of effective teachers of literacy in primary schools: An exploratory study of 
orientations to reading and writing. Research Papers in Education, 16, 271-292. 

Rafiei, M., & Salehi, N. (2016). Iranian English teachers’ perception over applying differ-
ent feedbacks in writing. Theory and Practice in Language Studies, 6(2), 283-290. 

Rahimi, M. (2009). The role of teacher’s corrective feedback in improving Iranian EFL 
learner’s writing accuracy over time: Is learner’s mother tongue relevant? Read-
ing and Writing, 22(2), 219-243. 

Rice, J. (2010). The Impact of teacher experience: Examining evidence and policy impli-
cations. National Center for Analysis of Longitudinal Data in Education research, 
Brief 11.  https://www.urban.org 

Richardson, V. (2003). Pre-service teachers’ beliefs. In J. Raths & A. McAninch (Eds.), 
Teacher beliefs and teacher education: Advances in teacher education (pp. 1-22). 
Information Age Publishers. 

Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005). Teachers, schools, and academic 
achievement. Econometrica, 73(2), 417–58. 

Saito, H. (1994). Teachers’ practices and students’ preferences for feedback on second 
language writing: A case study of adult ESL learners. TESL Canada Journal, 11(2), 
46-70. http://doi.org/10.18806/tesl.v11i2.633. 



Journal of Language Horizons, Alzahra University  —  269

Khanlarzadeh, M., & Taheri, P. (2017). L2 writing teachers’ perceptions and problems 
regarding written corrective feedback: Does holding a TEFL degree matter? Eu-
ropean Online Journal of Natural and Social Sciences, 6(1), 130-145. 

Krashen, S. (1985). The input hypothesis: Issues and implication. Longman. 
Lee, I. (2003). L2 writing teachers’ perspectives, practices and problems regarding error 

feedback. Assessing Writing, 8(3), 216-237. 
Lee, I. (2004). Error correction in L2 secondary writing classrooms: The case of Hong 

Kong. Journal of Second Language Writing, 13, 285-312. 
Lee, I. (2009). Ten mismatches between teachers’ beliefs and written feedback practice. 

ELT Journal, 63, 13-22 
Lee, I. (2011). Feedback revolution: What gets in the way? ELT Journal, 65, 1-12. 

Leki, I. (1991). The preferences of ESL students for error correction in college-level writ-
ing classes. Foreign Language Annals, 24(3), 203-
218. http://doi.org/10.1111/j.1944-9720.1991.tb00464.x. 

Long, M. H. (1996). The role of the linguistic environment in second language acquisi-
tion. In W. C. Ritchie & T. K. Bhatia (Eds.), Handbook of language acquisition. Sec-
ond language acquisition (Vol.2, pp. 413-468). Academic Press. 

Mike, G. (2008). The effect of error codes on second language writing. Pro-Quest Disserta-
tions and Theses. 

Moslemi, N., & Dastgoshadeh, A. (2017). The relationship between cognitive styles and 
young adult learners’ preferences for written corrective feedback. HOW Journal, 
24(2), 11-34. http://dx.doi.org/10.19183/how.24.2.338. 

Norouzian, R. (2015). Does teaching experience affect type, amount, and precision of the 
written corrective feedback? Journal of Advances in English Language Teaching, 
3(5), 93-105. 

Pajares, M. (1992). Teachers’ beliefs and educational research: Cleaning up a messy con-
struct. Review of Educational Research, 62(3), 307-332. 

Pakbaz, R. (2014). The effect of written corrective feedback on EFL learners' writing 
performance: Explicit vs. implicit. International Journal of Language and Linguis-
tics, 2(5), 12-17. 

Pourhosein Gilakjani, A. (2012). EFL Teachers’ beliefs toward using computer technolo-
gy in English language teaching. Journal of Studies in Education, 2(2), 62-80. 
https://doi.org/10.5296/jse.v2i2.1174 

Poulson, L., Avramidis, E., Fox, R., Medwell, J., P., & Wray, D. (2001). The theoretical be-
liefs of effective teachers of literacy in primary schools: An exploratory study of 
orientations to reading and writing. Research Papers in Education, 16, 271-292. 

Rafiei, M., & Salehi, N. (2016). Iranian English teachers’ perception over applying differ-
ent feedbacks in writing. Theory and Practice in Language Studies, 6(2), 283-290. 

Rahimi, M. (2009). The role of teacher’s corrective feedback in improving Iranian EFL 
learner’s writing accuracy over time: Is learner’s mother tongue relevant? Read-
ing and Writing, 22(2), 219-243. 

Rice, J. (2010). The Impact of teacher experience: Examining evidence and policy impli-
cations. National Center for Analysis of Longitudinal Data in Education research, 
Brief 11.  https://www.urban.org 

Richardson, V. (2003). Pre-service teachers’ beliefs. In J. Raths & A. McAninch (Eds.), 
Teacher beliefs and teacher education: Advances in teacher education (pp. 1-22). 
Information Age Publishers. 

Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005). Teachers, schools, and academic 
achievement. Econometrica, 73(2), 417–58. 

Saito, H. (1994). Teachers’ practices and students’ preferences for feedback on second 
language writing: A case study of adult ESL learners. TESL Canada Journal, 11(2), 
46-70. http://doi.org/10.18806/tesl.v11i2.633. 

Sheen, Y. (2007). The effect of focused written corrective feedback and language apti-
tude on ESL learners’ acquisition of articles. TESOL Quarterly, 41(2), 255-283. 

Sheen, Y., Wright, D., & Moldawa, A. (2009). Differential effects of focused and unfocused 
written correction on the accurate use of grammatical forms by adult ESL learn-
ers. System, 37(4), 556-569.   

Shelley, S., & Jill, M. (2010). Assessing and providing feedback for student writing in Ca-
nadian classrooms. Assessing Writing, 15, 86-99. 

Skott, J. (2009). Contextualizing the notion of belief enactment. Journal of Mathematics 
Teacher Education, 12(1), 27-46. 

Taheri, M., Mashhadi Heidar, D. (2019). The effect of focused written corrective feedback 
on high/low self-regulated EFL learners’ English writing ability. Journal of Lan-
guage and Translation, 9(4), 93-103.  

Talatifard, S. (2016). The effect of reactive focused corrective feedback on Iranian EFL 
learners’ writing performance. Journal of Advances in English Language Teaching, 
4(3), 40-48. 

Tatawy, M. (2006). Corrective feedback in second language acquisition. Working Papers 
in TESOL & Applied Linguistics, 2(2), 1-19. 
http://tesolal.columbia.edu/article/corrective-feedback-in-sla/. 

Truscott, J. (1996). The case against grammar correction in L2 writing classes. Language 
Learning, 46(2), 327-369. 

Truscott, J. (2004). Dialogue: Evidence and conjecture on the effects of correction: A 
response to Chandler. Journal of Second Language Writing, 13(4), 337-343. 

White, L. (1989). Universal grammar and second language acquisition. Benjamins. 
Yero, J. L. (2002). Teaching in mind: How teacher thinking shapes education. Mind-Flight 

Publishing. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  



270  —  Iranian EFL Teachers’ Beliefs and Practices Regarding Written Corrective Feedback with a Focus on ...

Appendix  
Teacher’s Belief on Error Correction Feedback Questionnaire 
 
Dear respondent, 
The following questionnaire aims at exploring the university instructors’ beliefs and practices in 
writing. Your responses will be of great value to the results of this survey and they will be treated 
as confidential. Your participation is highly appreciated. 
Gender: Male ________       Female _________ 
Years of teaching experience: _______________ 
 
  
Part one 
If there are many errors in an intermediate to advanced EFL students’ writing, out of the followings 
which do you think is most useful to do. Please check all that apply. 
 
1. Mark all errors 
2. Mark major errors but not minor ones 
3. Mark most of the major errors but not necessarily all of them. 
4. Mark only a few of the major errors 
5. Mark only the errors that interfere with communicating your ideas  
6. Mark no error and responds only to the ideas and content 
 
Please explain the reasons for your choice(s), too. 
I think number(s) is/are more useful way(s) because  
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
Part two 
The following sentences all have the same error and a teacher has given a different type of feedback 
for each. For each sentence, circle the number that best describes the usefulness of the feedback for 
EFL students. For example, if you think feedback is a very good way to point out an error then circle 
number 5, if you think the feedback is a very bad way to point out an error then circle number 1. 
 
1. Not useful at all      2. Not useful     3. Does not matter    4. Quite useful    5. Very useful 
 
A. Since I arrived in Victoria, I am very lonely (look at the sentence it is grammatically weak)                                                                                                                                                
1, 2, 3, 4, 5 
- Clues or direction on how to fix an error (the teacher leaves choices or clue conducive on how a 
student can correct his or her work) 
Please explain your reasons for your choice. 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
B. Since I arrived in Victoria, I am very lonely                                                 1, 2, 3, 4, 5 
- Error identification (The teacher points out where the errors occurred but they are not correct-
ed) 
Please explain your reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
C. Since I arrived in Victoria, I am very lonely (have been /wrong tense)       1, 2, 3, 4, 5 
- Correction with the comments (the teacher corrects the error and make comments)  
Please explain the reasons for your choice  
……………………………………………………………………………………………………… 
………………………………………………………………………………………………………                
 
D. Since I arrived in Victoria, I am very lonely (have been)                               1, 2, 3, 4, 5 
- Error correction (the teacher corrects error) 
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- Clues or direction on how to fix an error (the teacher leaves choices or clue conducive on how a 
student can correct his or her work) 
Please explain your reasons for your choice. 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
B. Since I arrived in Victoria, I am very lonely                                                 1, 2, 3, 4, 5 
- Error identification (The teacher points out where the errors occurred but they are not correct-
ed) 
Please explain your reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
C. Since I arrived in Victoria, I am very lonely (have been /wrong tense)       1, 2, 3, 4, 5 
- Correction with the comments (the teacher corrects the error and make comments)  
Please explain the reasons for your choice  
……………………………………………………………………………………………………… 
………………………………………………………………………………………………………                
 
D. Since I arrived in Victoria, I am very lonely (have been)                               1, 2, 3, 4, 5 
- Error correction (the teacher corrects error) 

Please explain the reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
E. Since I arrived in Victoria, I am very lonely   (wrong tense)                         1, 2, 3, 4, 5 
- Commentary (the teacher gives feedback by making comments about error but not errors 
are corrected)  
Please explain the reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
F. Since I arrived in Victoria, I am very lonely                                                   1, 2, 3, 4, 5 
- No feedback on an error 
Please explain the reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
G. I am very lonely since I arrived in Victoria. (I’m sorry to hear that)         1, 2, 3, 4, 5 
- Personal comments on the contents (the teacher gives feedback by making comments on all the 
ideas or content but they are not corrected) 
 Please explain the reasons for your choice 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
Part three 
For each of the following questions, circle the number that best describes its usefulness for EFL 
students. 
  
1. Not useful at all (useless)    2. Not useful    3. Does not matter     4. Quite useful       5. Very 
useful   
 
1. How useful is to point out the organization errors in an intermediate to advanced EFL learners 
written work?           1              2                 3                    4                    5 
2. How useful is to point out the content or idea errors in an intermediate to advanced EFL learn-
ers written work?           1              2                 3                    4                    5 
3. How useful is to point out the punctuation errors in an intermediate to advanced EFL learners 
written work?           1              2                 3                    4                    5 
4. How useful is to point out the spelling errors in an intermediate to advanced EFL learners writ-
ten work?                        1              2                 3                    4                    5 
5. How useful is to point out the vocabulary errors in an intermediate to advanced EFL learners 
written work?           1              2                 3                    4                    5 
 
Please explain the reasons for your choices 
……………………………………………………………………………………………………… 
……………………………………………………………………………………………………… 
 
Thanks for your participation 
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Abstract 
The way people perform a speech act differs across cultures. People from 
different cultures may have different perceptions of similar social factors 
and interpret them differentially. These differences can lead to cross-
cultural miscommunications when language users perform a given 
speech act such as request. Based on the request analysis categories in-
troduced by Blum-Kulka et al. (1989b) and Schauer (2009), the present 
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study examined Iranian EFL learners' deviations in utilizing internal and 
external modifications from native speakers' norms and explored how 
Bloom-based instruction can contribute to the acquisition of internal and 
external modifications. 

To this end, a researcher-developed Written Discourse Completion 
Task (WDCT) was utilized to collect data from 61 participants: a. treat-
ment group (20), b. control group (23), and c. native speakers (18). The 
data were categorized based on a framework adapted from Blum-Kulka 
et al. (1989b) and Schauer's (2009) coding schemes for internal and ex-
ternal modifications. The results suggested that, in the pretest, Iranian 
EFL learners’ use of request modification strategies differed significantly 
from native speakers’ norms. It was found that that after the Bloom-based 
ILP instruction, the treatment group progressed towards native speakers' 
norms in the application of several modification strategies. These findings 
imply that the employment of Bloom’s Taxonomy, with specific focus on 
high order thinking skills in the development of pragmatics tasks and 
activities can help EFL learners approach native speakers’ norms. 

Keywords: Bloom’s Taxonomy, External Modification Strategies, Inter-
language Pragmatics, Internal Modification Strategies, Speech Act of Re-
quest.  

 

Introduction 
Since the introduction of the communicative approaches in the 1990s, gram-
mar-based methods in language teaching have been gradually replaced with the 
communicative ones. With the employment of the communicative approaches 
in language teaching, more focus has been placed on the mastery of functional 
language abilities. Consequently, various models have been proposed in an at-
tempt to account for different dimensions of communicative competence which 
is at the heart of communicative approaches to language teaching (e.g., Bach-
man, 1990; Bachman & Palmer, 1982; Canale & Swain, 1980; Celce-Murcia et al., 
1995; Martínez-Flor & Usó-Juan, 2006). 

Canale (1983) asserts that pragmatics is a significant aspect of communica-
tive competence which should be noticed by language learners and teachers. 
However, in EFL contexts the crucial role of pragmatic ability has been ignored 
(Barron, 2016; Birjandi & Derakhshan, 2014; Hassan, 2018; Rose, 1999), result-
ing in the development of poor communicative competence among EFL learn-
ers. In such contexts, even the performance of advanced language learners lags 
far behind that of native speakers (Bardovi-Harlig, 2001). Research shows that 
even learners with advanced grammar and vocabulary knowledge may face 
conversation breakdowns if they are not equipped with pragmatic knowledge 
(Wolfson, 1989).  

Over the years, the development of interlanguage pragmatic (ILP) has at-
tracted the attention of EFL/ESL researchers (e.g., Ajabshir, 2019; Derakhshan 
& Eslami, 2019; Kondo, 2008; Nguyen et al., 2017; Olshtain & Cohen, 1990; 
Rose, 1994, 2005; Taguchi, 2018; Taguchi, 2019). Different studies (e.g., Ajab-
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Introduction 
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in language teaching, more focus has been placed on the mastery of functional 
language abilities. Consequently, various models have been proposed in an at-
tempt to account for different dimensions of communicative competence which 
is at the heart of communicative approaches to language teaching (e.g., Bach-
man, 1990; Bachman & Palmer, 1982; Canale & Swain, 1980; Celce-Murcia et al., 
1995; Martínez-Flor & Usó-Juan, 2006). 

Canale (1983) asserts that pragmatics is a significant aspect of communica-
tive competence which should be noticed by language learners and teachers. 
However, in EFL contexts the crucial role of pragmatic ability has been ignored 
(Barron, 2016; Birjandi & Derakhshan, 2014; Hassan, 2018; Rose, 1999), result-
ing in the development of poor communicative competence among EFL learn-
ers. In such contexts, even the performance of advanced language learners lags 
far behind that of native speakers (Bardovi-Harlig, 2001). Research shows that 
even learners with advanced grammar and vocabulary knowledge may face 
conversation breakdowns if they are not equipped with pragmatic knowledge 
(Wolfson, 1989).  

Over the years, the development of interlanguage pragmatic (ILP) has at-
tracted the attention of EFL/ESL researchers (e.g., Ajabshir, 2019; Derakhshan 
& Eslami, 2019; Kondo, 2008; Nguyen et al., 2017; Olshtain & Cohen, 1990; 
Rose, 1994, 2005; Taguchi, 2018; Taguchi, 2019). Different studies (e.g., Ajab-

shir, 2019; Eslami-Rasekh et al., 2004; Moradian et al., 2019; Olshtain & Cohen, 
1990; Rafieyan, 2016; Rose, 2005) have demonstrated that the inclusion of 
pragmatic-based classroom activities in the curriculum can positively impact 
language learners' pragmatic competence. The two main models frequently 
employed in ILP studies are Schmidt's (1990, 1993) noticing hypothesis and 
Bialystok's (1991) cognitive two-dimensional information processing model. 

According to noticing hypothesis, input needs to be noticed in order to be-
come intake (Schmidt, 2012). Schmidt (1990, 1993) contends that pragmatic 
information, like other aspects of language, needs to be noticed before further 
processing. Bialystok's (1991) cognitive two-dimensional information pro-
cessing model rejects the existence of universal pragmatic knowledge and 
states L2 learners must create new pragmatic representations and acquire con-
trol over them if they aim at automatic use of the language. Bialystok (1991) 
states that L2 learners' failure in pragmatic performance stems from their ina-
bility to access their pragmatic knowledge and their lack of control over their 
newly developed pragmatic representations.  

The emphasis of the two models on noticing and gaining high levels of con-
trol over the acquired materials, can be achieved through Bloom's Taxonomy 
(Bloom et al., 1956), a cognitive model frequently employed in different educa-
tional domains. Bloom's Taxonomy advocates utilization of various awareness 
raising tasks and activities which can help learners gain control over their new-
ly developed knowledge (Díaz, 2013). Bloom's Taxonomy which was intro-
duced in 1956 has undergone some minute changes through time (Darwazeh & 
Branch, 2015). In the new version, Anderson et al. (2001) renamed some of the 
levels and used verbs rather than nouns (as cited in Krathwohl, 2002). In the 
new version, the synthesis level is replaced by the evaluating level and the cre-
ating level which tops all the levels is added to the taxonomy. Table 1 displays 
the original and the revised versions of Bloom's Taxonomy.  

 
Table 1. 
Original and New Version of Bloom's Taxonomy 

Original Revised 
Evaluation Creating 
Synthesis Evaluating 
Analysis Analyzing 
Application Applying 
Comprehension Understanding 
Knowledge Remembering 

 
The higher order skills such as evaluating and creating require raising 

learners' consciousness and increasing their control over newly learnt material 
(Diaz, 2013). As mentioned before, these functions are also emphasized in 
Schmidt's (1990, 1993) noticing hypothesis and Bialystok's (1991) cognitive 
two-dimensional information processing model. Given the characteristics of 
each level of Bloom’s Taxonomy, it can be stated that employing teaching mate-
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rials developed based on this taxonomy will not only raise learners' conscious-
ness but also increase their control over what they have been taught. 

The speech act of request is frequently utilized by EFL learners (Alemi & 
Khanlarzadeh, 2017; Trosborg, 2011). A request utterance consists of three 
elements: (a) address term(s); (b) head act; (c) modification devices (Blum-
Kulka & Olshtain, 1986). Despite address terms and modification devices (ad-
juncts), head acts are the obligatory parts of a request and can accomplish the 
function of the speech act by themselves. Modification devices which are op-
tional can follow or precede the head act and are divided into internal and ex-
ternal modifications. Figure 1 represents the different components of a request 
utterance. 

 
 
 
 
 
 
 
 
 
 
 
Figure 1. Components of a Request Utterance. 

 
Performing a request is a function of various contextual factors intertwined 

within the linguistic elements we use (Blum-Kulka et al., 1989b). Since in per-
forming a request, the requester infringes on the requestee's freedom from im-
position, requests are considered face-threatening acts influenced by various 
socio cultural factors (Brown & Levinson, 1987). Brown and Levinson (p. 61) 
define face as the “public self-image that every member wants to claim for him-
self”. These authors distinguish between positive and negative face and assert 
that a person's face may be threatened or enhanced during a conversation. 
Negative face refers to a person's freedom of action and freedom from imposi-
tion while positive face refers to one's desire that his/her goals and achieve-
ments be appreciated and approved by at least some other people (Brown & 
Levinson, 1987). Speakers use politeness strategies to protect hearers' self-
image or face. Face-threatening acts (FTA) which can damage a person's self-
esteem must be avoided or performed with caution since they are offensive. As 
a case in point, the direct request of "could you pass me the spoon" sounds a 
normal request in negative-oriented western cultures. While the same request 
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The speech act of request is frequently utilized by EFL learners (Alemi & 
Khanlarzadeh, 2017; Trosborg, 2011). A request utterance consists of three 
elements: (a) address term(s); (b) head act; (c) modification devices (Blum-
Kulka & Olshtain, 1986). Despite address terms and modification devices (ad-
juncts), head acts are the obligatory parts of a request and can accomplish the 
function of the speech act by themselves. Modification devices which are op-
tional can follow or precede the head act and are divided into internal and ex-
ternal modifications. Figure 1 represents the different components of a request 
utterance. 

 
 
 
 
 
 
 
 
 
 
 
Figure 1. Components of a Request Utterance. 

 
Performing a request is a function of various contextual factors intertwined 

within the linguistic elements we use (Blum-Kulka et al., 1989b). Since in per-
forming a request, the requester infringes on the requestee's freedom from im-
position, requests are considered face-threatening acts influenced by various 
socio cultural factors (Brown & Levinson, 1987). Brown and Levinson (p. 61) 
define face as the “public self-image that every member wants to claim for him-
self”. These authors distinguish between positive and negative face and assert 
that a person's face may be threatened or enhanced during a conversation. 
Negative face refers to a person's freedom of action and freedom from imposi-
tion while positive face refers to one's desire that his/her goals and achieve-
ments be appreciated and approved by at least some other people (Brown & 
Levinson, 1987). Speakers use politeness strategies to protect hearers' self-
image or face. Face-threatening acts (FTA) which can damage a person's self-
esteem must be avoided or performed with caution since they are offensive. As 
a case in point, the direct request of "could you pass me the spoon" sounds a 
normal request in negative-oriented western cultures. While the same request 
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can show low solidarity and intimacy in positive-oriented cultures like Iran. 
Apart from different levels of directness which can affect the degree of polite-
ness of a request, external and internal modifications can also be used to ma-
nipulate a request's degree of politeness. These modifications cannot affect the 
propositional content of the request, but are mainly utilized to redress the illo-
cutionary force of an utterance. Internal modifications are used along with the 
head act in a single sentence while external modifications, also called support-
ive moves, are used before or after the sentence which carries the head act 
(Blum-Kulka et al., 1989b). Internal modifications are further subdivided into 
downgraders (lexical and syntactic), used to decrease a request's degree of im-
position, and upgraders, used to intensify the illocutionary force of a request 
(Table 1).  
 
Table 2. 
Classification of Internal and External Modifications (adapted from Blum-Kulka et al., 1989b; 
Schauer, 2009) 

 
 

The way EFL learners acquire and use requests and other speech acts have 
been widely explored (e.g., Bardovi-Harlig, 2017; Bardovi-Harlig & Hartford, 
1993; Blum-Kulka et al., 1989b; Derakhshan & Arabmofrad, 2018; Garcia, 1989; 

Internal modifications  External modifications 
Strategy Example  Strategy Example 
  

Play-down 
Could you pass me the 
salt shaker?  Alerter Excuse me; hello; John 

Interrogative 
form Will you help me  Preparator Hey, you had this manage-

ment class, right? 
 Past tense I was hoping you 

could….  Grounder I wasn’t in class the other 
day because I was sick 

 Conditional “. . . if you have time.”  Promise of 
Reward I’ll buy you dinner  

 Politeness 
marker 

Can I please have an 
extension on this pa-
per? 

 
 

Imposition 
Minimizer 

I will return them in an 
orderly fashion 

 
Embedding 

It’d be great if you 
could put this on the 
door 

 
 Sweetener Today’s class was great. 

 Understater Can you speak up a 
little, please? 
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 Downtoner 
Is there any way I 
could possibly get an 
extension? 
 

 Apprecia-
tion I would appreciate it 
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Hassall, 2003; Li & Jiang, 2019; Panahzadeh & Asadi, 2018). EFL learners' use of 
these mitigation devices to modulate their request strategies and how these 
mitigation devices deviate from native speakers' norms have also been of great 
interest to EFL researchers (e.g., Borovina, 2017; Cunningham, 2016; Hassall, 
2001; Kanchina & Deepadung, 2019). As for the importance of mitigation de-
vices such as internal and external modifications, Blum-Kulka (as cited in 
Economidou-Kogetsidis, 2008) states that mitigation can be interpreted as an 
index of politeness regardless of directness level. Blum-Kulka (1991) also ar-
gues that the way people make a request is regarded as an index of their cul-
ture. Since native speakers take pragmatic deviations more seriously than syn-
tactic errors, EFL learners deviations from native speakers' norms and appro-
priate interventions to address these deviations warrants close explorations 
(Thomas, 1983; Wolfson, 1989).  

Although research has shown that pragmatics instruction influences EFL 
learners' pragmatic competence (e.g., Derakhshan & Arabmofrad, 2018; Rajabi 
& Farahian, 2013; Sa'd & Gholami, 2017; Shirazi et al., 2016), ILP instruction 
has almost no place in the Iranian EFL textbooks developed by the ministry of 
education. Although several studies (e.g., Malaz et al., 2011; Tajeddin & 
Tayebipour, 2012; Yeganeh, 2016) have explored how instruction can influence 
Iranian EFL learners' use of request utterances, to the best of the researchers' 
knowledge, only one study (Tajeddin & Hosseinpur, 2014) has examined how 
ILP instruction might affect Iranian EFL learners' use of internal and external 
modifications. The findings of Tajeddin and Hosseinpur's study showed that the 
consciousness-raising (CR) tasks used in their study did not contribute equally 
to all aspects of request modifications, especially syntactic internal modifiers. 
Given the importance of internal and external modifications in the appropriate 
performance of speech acts, it is crucial to investigate new pedagogical inter-
ventions which can enhance EFL learners’ ability in employing these modifiers. 
Given the characteristics of Bloom's Taxonomy, Ishihara (2010) contends that 
this taxonomy can be effective in ILP instruction. Therefore, in the present 
study an attempt is made to examine how Bloom-based intervention can affect 
Iranian EFL learners' use of internal and external modifications. To this end, the 
present study attempts to answer the following research questions: 

1. Can Bloom-based instruction enhance Iranian EFL learners' use of inter-
nal and external modifications in the speech act of request? 

2. Is there any difference between Iranian EFL learners and native speak-
ers' use of internal and external modifications in the speech act of re-
quest? 

 

Methodology 
Participants 

The sample of this study comprised of three groups: the experimental group 
(20), the control group (23), and the comparison group (18). The participants 
in the experimental and treatment groups were selected from four pre-
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Methodology 
Participants 

The sample of this study comprised of three groups: the experimental group 
(20), the control group (23), and the comparison group (18). The participants 
in the experimental and treatment groups were selected from four pre-

university classes. Initially these classes consisted of 74 students. Running Ox-
ford Quick Placement Test (OQPT), the researchers selected 43 participants 
whose scores ranged one standard deviation around the mean. Since it was not 
possible to randomly assign the participants to different groups, the qualified 
students in two of the classless served as the control group and those in the 
other two classes formed the experimental grup. The treatment and control 
group participants’ age ranged from 16 to 18. The comparison group consisted 
of 18 native English speakers, mostly from Britain. Some of these participants 
were studying Farsi in Dehkhoda language institute and some were tourists 
traveling to Iran.  

Prior to the treatment, the experimental and control groups sat for a lan-
guage proficiency test to ensure that they are comparable in terms of language 
proficiency. The descriptive statistics for the performance of the two groups on 
OQPT are displayed in Table 2.  
 
Table 2. 
Descriptive Statistics of Participants' Performance on OQPT 

Group N Minimum Maximum Mean Std. Deviation 
Treatment 20 37 51 43.65 3.64 
Control 23 38 51 44.08 3.90 

 

An independent samples t-test checked whether there was any statistically 
significant difference between the OQPT scores of the participants. The results 
showed that there was no significant difference between the mean scores of the 
participants regarding general language proficiency, t(41) = -.37, p = .70. 
Levene's test of equality of variances also revealed that the assumption of 
equality of variances was satisfied,  p= .72.  
 

Instruments 
Oxford Quick Placement Test  

One of the instruments used in this study was the Oxford Quick Placement Test. 
OQPT which is a universally validated test and has met the requirements of 
Cambridge ESOL quality check (Geranpayeh, 2006) consists of 60 multiple 
choice questions and takes about 75 minutes to complete. This test was piloted 
on 18 students whose language proficiency was similar to that of the partici-
pants of this study in order to check the reliability of the test for the purpose of 
this study (ά = 0.78). This placement test was employed in the selection of the 
participants to make sure the treatment and control group were homogeneous 
in terms of language proficiency.  
 

Written Discourse Completion Task (WDCT) 

As a widely used instrument in ILP studies, WDCT elicits examinees' responses 
by describing a given situation (Mackey & Gass, 2015). The WDCT developed 
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and used in this study consisted of twelve items in which the contextual varia-
bles of social distance (the relationship between the speaker and the hearer), 
power relation (the burden that the speaker put on the hearer), and degree of 
imposition (the burden put on the hearer), were taken into consideration. The 
items used in the WDCT passed through exemplar generation, likelihood inves-
tigation and metapragmatic assessment to ensure their authenticity and validi-
ty. 

Exemplar generation: Here, the purpose is to generate as many situations as 
needed. To this end, the researchers asked 15 pre-university EFL learners to 
describe 10 situations which are highly likely to require the use of request 
speech act. This exemplar generation resulted in 150 situations most of which 
overlapped each other in terms of power, social distance and degree of imposi-
tion. Based on the situations described by the learners, the researchers selected 
24 request situations from previous studies (e.g., Blum-Kulka, 1989; Hudson et 
al., 1995; Rose, 1994; Takahashi, 2001; Woodfield, 2008) which were similar to 
the 24 situations described by the learners. 

Likelihood investigation: In this stage, 20 EFL learners, similar to the partic-
ipants of the main study in terms of language proficiency, rated the likelihood 
of the occurrence of these 24 situations in real life on a 5-point Likert scale in 
order to confirm the naturalness of the situations. 

Metapragmatic assessment: Finally, the items which passed through the two 
previous stages were subjected to metapragmatic assessment to ensure various 
combinations of the three sociolinguistic variables are represented in the final 
WDCT. This stage involved examining the remaining items in terms of power, 
social distance, and degree of imposition. Care was taken to select those items 
which represented different combinations of the sociolinguistic variables of 
power, distance, and degree of imposition. That is, attempt was made to include 
items in the WDCT from the hierarchical politeness system (formal), the defer-
ential politeness system (semiformal), and the solidarity politeness system (in-
formal). As a result, 12 situations which were balanced according to the three 
sociolinguistic variables were selected for the purpose of this study. Table 3 
displays the distribution of the three sociolinguistic variables. In this table, the 
symbol “+” suggests the superiority of the speaker in terms of the examined 
social variable, while the symbol “–” indicates the opposite. And the symbol “=” 
suggests the equality of the speaker and the listener in terms of the variables. 

 
Table 3. 
Distribution of the Sociolinguistic Variables in the 12 Items of the WDCT 

Situations 
 
Contextual variables 

 
1 

 
2 

 
3 

 
4 

 
5 

 
6 

 
7 

 
8 

 
9 

 
10 

 
11 

 
12 

Power + + + + = = = = - - - - 
Distance + - + - + - + - + - + - 
Imposition + - - + + - - + + - - + 
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Prior to administration, the WDCT was piloted on 15 participants who were 
similar to the participants of the main study in terms of language proficiency, 
and some modifications in terms of linguistic level and content were made to 
situations on the basis of participants' feedback. Cronbach alpha analysis re-
vealed that the developed instrument enjoyed a rather high reliability (a = 
0.81). All the situations utilized in the WDCT were extracted from previously 
validated studies (e.g., Blum-Kulka, 1989; Hudson et al., 1995; Rose, 1994; 
Takahashi, 2001; Woodfield, 2008) and passed through exemplar generation, 
likelihood investigation and metapragmatic assessment. To further ensure the 
validity of the task, three EFL experts confirmed that the task enjoys an ac-
ceptable level of content and face validity and fits the purpose of study. 
 

Procedures 
First, the OQPT was administered in order to select a homogenous sample of 
participants for the experimental and control groups. Following that, in the pre-
test phase of the study, these two groups sat for the WDCT. One week after the 
pretest, the experimental group received Bloom-based ILP instructions for six 
thirty-minute sessions. They were instructed on the basis of a lesson plan in-
corporating a series of tasks designed on the basis of the requirements of each 
layer of Bloom's Taxonomy. Table 4 displays the type of activities utilized in 
each level of Bloom's Taxonomy. 
 
Table 4. 
Bloom-based Tasks Employed in this Study  

Levels Type of activities Examples 

Remembering Recalling, listing, organizing, 
and the like. recalling the speech act used 

Understanding 

Describing in one's own words, 
re-telling or summarizing 
something, summarize, and the 
like. 

Matching a speech act with a 
specific situation 

Applying 
Predicting, employing some 
given information innovative-
ly, and the like. 

Predicting the outcome of a 
scenario 

Analyzing Inferencing, unscrambling, and 
the like. 

Unscrambling the scrambles 
sentences  

Evaluating 
Making value judgments, ex-
ploring the appropriateness of 
something, and the like. 

examining the appropriateness 
of an speech act used in a situ-
ation 

Creating Creating something new. 
 

Creating a dialogue or scenario 
with the speech act taught 

 
Before the treatment, a video-clip related to the focus of each session was 

displayed and Bloom-based activities for that session were developed based on 
the video-clip. The treatment in each session began with remembering activi-
ties, the lowest level thinking skill, and eventuated in creation activities, the 
highest level in Bloom's Taxonomy. Most of the activities were CR activities ad-
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vocated by Schmidt (1993). The use of these activities for developing EFL 
learners' pragmatic competence is supported by EFL researchers. By enabling 
learners to “make connections between linguistic forms, pragmatic functions, 
their occurrence in different social contexts, and their cultural meanings” such 
CR activities are believed to enhance EFL learners' pragmalinguistic and soci-
opragmatic knowledge (Bouton, 1996). Endorsing this view on the effect of CR 
activities, Diaz (2013) argues that learners' consciousness level can be raised 
and their learning enhanced through the higher order thinking activities of-
fered on the basis of Bloom's Taxonomy. 

The participants in the control group only watched the video-clips related to 
the speech act of request. The activities following the video-clips were neither 
designed on the basis of Bloom's Taxonomy nor focused on pragmatics points. 
The participants were provided with some vocabulary exercises and compre-
hension questions. As for the posttest, the same WDCT administered in the pre-
test was utilized. The participants in the comparison group also received the 
WDCT to provide a criterion to be compared with the performance of the ex-
perimental and control groups. 

 

Results and Discussion 
The main purpose of this study was to contribute to SLA research by exploring 
whether Bloom-based instruction can develop Iranian EFL learners' use of in-
ternal and external modifications. The data were tabulated based on a coding 
scheme adapted from Blum-Kulka et al. (1989b) and Schauer (2009). Modifica-
tion strategies such as tag questions which were not observed in our data were 
excluded from the coding scheme used in this study. Table 5 displays the fre-
quency of the external modifications used by the English NSs and Iranian EFL 
learners before and after the treatment.  
 
Table 5. 
Frequency and Percentage of the External Modifications 

 Frequency of external Modification strategies 
                               
Strategy types 

Experimental group 
(N=20) Control group (N=23) Native speakers 

(N=18) 
Pretest posttest Pretest posttest  

Alerter 68 49 79 75 38 
Preparator  46 42 58 56 43 
Getting a pre-commitment 6 16 7 10 20 
Grounder (reason) 132 101 147 141 89 
Sweetener 23 12 28 26 10 
Disarmer 20 39 26 31 48 
imposition minimizer 23 41 31 35 43 
Appreciation 61 41 66 71 23 
Apology 49 35 58 57 16 
Reward 0 1 0 0 6 
Total 461 399 542 537 344 
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External modifications, also referred to as supportive moves can either pre-
cede or follow the head act (Blum-Kulka, et al. 1989a). External modifications 
redress requests' illocutionary force to make them seem more polite or mini-
mize their degree of imposition. As Table 6 displays, compared to English NSs, 
both groups of Iranian EFL learners used more external modifications before 
the treatment and were not different in terms of the use of external modifica-
tions before the treatment (X2 = 0.148, P = 0.701, P > 0.05). The Chi-square re-
sults also showed that performance of both the treatment group (X2 = 8.265, P 
= 0.004, P < 0.05) and the control group (X2 = 11.085, P = 0.001, P < 0.05) dif-
fered significantly from that of NSs in the pretest. Iranian EFL learners' over-
used external modifications mainly due to EFL learners' tendency to use long 
utterances to show their language proficiency (Hassall, 2001). Similar findings 
are reported in studies on request strategy (Blum-Kulka & Olshtain, 1986; Rose, 
2000; Trosborg, 2011). 

Table 6 shows that Iranian EFL learners underused getting a pre-
commitment, reward, imposition minimizer, and disarmer strategies compared 
to NSs. They also used more alerter, grounder, appreciation, apology, and 
sweetener strategies. Overall, the pretest data revealed that Iranian EFL learn-
ers utilized more external modifications than NSs did. 

Among most frequently used strategies by participants were alerters (e.g., 
“excuse me” or “hello”) and grounders (e.g., “Judith, I missed class yester-day, 
could I borrow your notes?”). The Chi-square revealed that in the pretest both 
control (X2 = 8.13, P = 0.004, P < 0.05) and treatment groups (X2 = 6.28,  P = 
012, P < 0.05) utilized alerters significantly more often than NSs did. The anal-
yses also demonstrated that the control (X2 = 7.058, P = 008, P < 0.05) and 
treatment groups (X2 = 8.66, P = 0.003, P < 0.05) utilized grounders significant-
ly more frequently than NSs did. Previous studies (House & Kasper, 1987; 
Schauer, 2009; Warga, 2004) have pointed to the frequent use of alerters and 
grounders by EFL learners before the treatment. Warga (2004) found that even 
at early stages of language learning, language learners frequently make use of 
alerters when making a request. The high frequency of the use of grounders is 
also reported in several other studies (e.g., Faerch & Kasper, 1989; House & 
Kasper, 1987). Hassall (2001) argued that in all languages grounders are 
among the main external modifications used; similarly, Faerch and Kasper 
(1989) reported that grounders are the most frequently used external modifier 
by EFL learners. It can be reasoned that since alerters and grounders constitute 
the core parts of a request utterance, they are used more frequently. Alerters 
are utilized to attract the hearers' attention and grounders are employed to 
provide a reason or an explanation for the request (Schauer, 2009). According 
to Brown and Levinson (1987), giving a reason for the request makes the re-
quest more polite by conveying either positive or negative politeness. The anal-
ysis of the posttest data showed that after instruction, the treatment group ap-
proached NSs' norms in using alerters (X2 = 0.587, P  = 0.443, P > 0.05) and 
grounders (X2 = 0.036, P = 0.849, P > 0.05); however, the difference between 
the performance of the control group and that of NSs regarding the use of 
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alerters (X2 = 7.35, P = 0.007, P < 0.05) and grounders (X2 = 4.75, P = 0.029, P < 
0.05) was still significant. 

Both NSs and EFL learners used preparators (e. g., “I’d like to ask you some-
thing …”) frequently. Although compared to NSs, the control (X2 = 0.091, P = 
0.763, P > 0.05) and treatment groups (X2 = 0.040, P = 0.842, P > 0.05) over-
used this strategy, the difference between their performances was not signifi-
cant. This overuse, as Tajeddin and Hosseinpur (2014) contend, could be the 
result of transfer from L1 which causes Iranians to employ lengthy explana-
tions for their requests on many occasions. Posttest performances of both the 
treatment (X2 = 0.434, P = 0.510, P > 0.05) and the control group (X2 = 0.011, P 
= 0.916, P > 0.05) was close to NSs' norms.  

NSs employed imposition minimizers (e.g., “Would you give me a lift, but only 
if you’re going my way”) and disarmers (e. g., “I know you don’t like lending out 
your notes, but could …”) more frequently than control group and treatment 
groups did before the treatment. Chi-square analysis revealed that the differ-
ences between the performance of both treatment and control groups and that 
of native speakers was statistically significant for minimizers and disarmers (p 
< 0.05). Given their negative-politeness oriented culture, English native speak-
ers frequently utilize imposition minimizers and disarmers to reduce the impo-
sition and threat to a persons' negative face. In such cultures, members of the 
community attempt to decrease the imposition of an utterance so as not to in-
fringe on the interlocutors' freedom by using strategies such as imposition min-
imizers and disarmers. Conversely, Iranians’ orientation towards positive-
politeness which values solidarity and intimacy, justifies their infrequent use of 
disarmers and imposition minimizers. As Reiter (2000) states, disarmers are 
utilized when the requester wants to give reasons to disarm or prevent the re-
questee from the possibility of refusing his/her request. Therefore, it can be 
reasoned that the infrequent use of disarmers and imposition minimizers in the 
request utterances of Iranians stems from their culture. Chi-square results 
comparing the posttest performance of the control and treatment groups with 
that of NSs showed that the use of imposition minimizers (X2 = 0.603, P = 
0.437, P > 0.05) and disarmers (X2 = 2.626, P = 0.105, P > 0.05) by the partici-
pants in the treatment group approached NSs' norms after the treatment. The 
deviations from NSs' norms for both imposition minimizers (X2 =  4.743, P =  
0.029, P < 0.05) and disarmers (X2 = 10.859, P = 0.001, P < 0.05) were still sig-
nificant in the posttest of the control group.  

Similar to imposition minimizers and disarmers, getting a pre-commitment 
(e. g., “Could you do me a favor? …” ) is used to reduce the threat to a persons' 
negative face. As expected, compared to NSs both treatment (X2 = 9.660, P = 
0.002, P < 0.05) and control groups (X2 = 10.559, P = 0.001, P < 0.05) signifi-
cantly underused this strategy in the pretest. The analysis of posttest data indi-
cated that after the instruction, no significant difference was observed between 
NSs' use of getting a pre-commitment and that of treatment group participants 
(X2 = 1.051, P = 0.305, P > 0.05). The analyses of the posttest data also suggest-
ed that the participants in the control group still lagged significantly behind NSs 
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0.437, P > 0.05) and disarmers (X2 = 2.626, P = 0.105, P > 0.05) by the partici-
pants in the treatment group approached NSs' norms after the treatment. The 
deviations from NSs' norms for both imposition minimizers (X2 =  4.743, P =  
0.029, P < 0.05) and disarmers (X2 = 10.859, P = 0.001, P < 0.05) were still sig-
nificant in the posttest of the control group.  

Similar to imposition minimizers and disarmers, getting a pre-commitment 
(e. g., “Could you do me a favor? …” ) is used to reduce the threat to a persons' 
negative face. As expected, compared to NSs both treatment (X2 = 9.660, P = 
0.002, P < 0.05) and control groups (X2 = 10.559, P = 0.001, P < 0.05) signifi-
cantly underused this strategy in the pretest. The analysis of posttest data indi-
cated that after the instruction, no significant difference was observed between 
NSs' use of getting a pre-commitment and that of treatment group participants 
(X2 = 1.051, P = 0.305, P > 0.05). The analyses of the posttest data also suggest-
ed that the participants in the control group still lagged significantly behind NSs 

with regard to the use of getting a pre-commitment (X2 = 6.722, P = 0.010, P < 
0.05).  

Sweeteners (e.g., “Today’s class was great.”) and promises of reward (e. g., 
“Could you give me a lift home? We’ll use my car tomorrow.”) were the least pre-
ferred modifiers by NSs. Sweeteners contribute to the enhancement of sense of 
solidarity between interlocutors. These strategies are defined as gentle strokes 
on the positive face of the interlocutor (Brown & Levinson, 1987). Compared to 
NSs, the control (X2 = 5.172, P = 0.023, P < 0.05) and treatment groups (X2 = 
4.156, P = 0.041, P < 0.05) significantly overused sweeteners before the treat-
ment. After the treatment no significant difference was observed in the use of 
sweeteners (X2 = 0.034, P = 0.854, P > 0.05) between the participants in the 
treatment group and NSs. Moreover, no significant improvement was observed 
in the control group's use of sweeteners, since the difference between their 
posttest performance and that of NSs was still significant (X2  = 4.013, P = 
0.045, P < 0.05). It can be argued that since Iranians live in a positive-politeness 
oriented society, they employ sweeteners more often than English NSs whose 
orientation is towards negative politeness. In positive-politeness oriented cul-
tures, these strokes are often used to enhance social ties and sense of solidarity. 
As Eslami-Rasekh (1993) contends “The use of positive politeness strategies in 
Persian stems from the value of group orientedness in Iranian culture” (p. 97). 
Brown and Levinson (1987) classify these strategies as positive politeness 
strategies since they suggest cooperation between the requester and the re-
questee. The analyses showed that promise of reward was the least frequently 
used modification by the three groups. It was found that before the treatment 
the external modification "promise of reward" was only utilized by the NSs and 
did not occur in the EFL learners' data. Given the fact that Iranian EFL learners 
have grown up in a positive-politeness oriented culture, it was expected that 
they utilize more promises of reward which are positive-politeness strategies. 
A similar finding is reported by Najafabadi and Paramasivam (2012) who found 
that low and intermediate Iranian EFL learners did not use promises of reward 
in their requests. The low frequency of promises of reward in NSs' data is justi-
fiable in light of the fact that positive politeness strategies are not favored by 
negative-politeness oriented communities. The analysis of the participants' 
posttest performance did not detect any instance of the promise of reward 
modifier in the control group's data. As for the treatment group, only one in-
stance of the promise of reward modifier was observed. Chi-square analysis 
revealed that even after the treatment, the treatment group's performance sig-
nificantly deviated from that of NSs (X2 = 4.193, P = 0.041, P < 0.05). It can be 
argued that since this modifier is so infrequent in NSs' data, EFL learners are 
rarely exposed to these modifiers; hence lack of exposure to promise of reward 
can be the reason behind EFL learners' low use of promises of rewards. 

Compared to NSs, EFL learners in both control (X2 = 14.389, P = 0.000, P < 
0.05) and treatment groups (X2 = 16.500, P = 0.000, P < 0.05) significantly 
overused appreciation strategy (e.g., “I would appreciate it.”) in the pretest. The 
overuse of this strategy, a positive politeness strategy, by Iranian EFL learners 
can be due to the influence of L1 transfer, which favors positive politeness 



286  —  The Effect of Bloom-based ILP Instruction on Iranian EFL learners’ Use of External and ...

strategies. The participants in the treatment group used appreciation strategy 
less frequently on the posttest; however, the difference between NSs' and 
treatment group's use of appreciation strategy was still significant (X2 = 3.902, 
P = 0.048, P < 0.05). There was also a significant difference between, the per-
formance of the control group and NS norms in the post test regarding the use 
of appreciation modifiers(X2  = 17.820, P = 0.00, P < 0.05).  

Given that apology (e.g., “I’m sorry. I can’t give you the lesson on Monday.”) 
is mainly a negative-politeness strategy (Brown & Levinson, 1987), it was ex-
pected that NSs who belonged to negative-politeness oriented cultures overuse 
this strategy. However, compared to NSs both treatment (X2 =15.741, P = 0.000, 
P < 0.05) and control (X2 = 17.557, P = 0.000, P < 0.05) groups significantly 
overused this modification strategy before the treatment. While proposing the 
universality of the notion of face, Brown and Levinson (1987) noted that “in 
any particular society we would expect [face] to be the subject of much cultural 
elaboration” (p. 13). In the same line, Holmes (1995) stated that apology is a 
bifunctional speech act which can serve as both positive and negative-
politeness strategy. The statements made by Brown and Levinson (1987) and 
Holmes (1995) can explain why contrary to our expectation apology is fre-
quently used by Iranian EFL learners. The analyses of apology strategies re-
vealed that the performance of both control (X2 = 16.822, P = 0.000, P < 0.05) 
and treatment groups (X2 = 19.25.893, P = 0.015, P < 0.05) deviated significant-
ly from NSs' norms in the posttest. Although apologies are expected to occur 
more frequently in negative-politeness oriented cultures, Brown and Levin-
son's (1987) idea of the uniqueness of each society and also Holmes’ (1995) 
statement on the functionality of apologies can justify the overuse of this strat-
egy by Iranian EFL learners. 

The analyses of the posttest data demonstrated that the treatment group's 
overall use of external modification strategies approached NSs’ performance 
(X2 = 0.400, P = 0.527, P > 0.05). The participants in the treatment group devel-
oped remarkably towards NSs' norms with regards to several external modifi-
cations. However, the frequency of appreciation, promise of reward and apolo-
gy modifiers employed by the treatment group on the posttest significantly dif-
fered from that of NSs. Although the control group used more external modifi-
cations in the posttest, the Chi-square test showed that the difference between 
the use of external modifiers by the control group and NSs was still statistically 
significant (X2 = 10.075, P = 0.002, P < 0.05).  

The frequency of internal modification strategies were also analyzed to ex-
amine whether EFL learners have improved in their use of these strategies. Ta-
ble7 illustrates the frequency and percentage of different types of internal mod-
ification strategies used in this study.  
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Table 7. 
Frequency and Percentage of the Internal Modifications 

 Frequency of Internal Modification strategies 
                              Group 
 
Modification strategies 

Experimental group 
(20) Control group (23) Native 

speakers(18) 
pretest Posttest Pretest Posttest  

Syntactic 
Downgraders 

Interrogative 26 16 28 31 11 
Negation 0 2 0 0 3 
Past Tense 29 26 27 23 25 
Conditional 
clause 22 14 23 25 8 
Play-down 7 41 8 14 53 
Embedded “if” 
clause 13 7 16 15 4 
Total 97 106 102 108 104 

Lexical Down-
graders 

Consultative 
devices 21 42 18 24 49 
Understater 27 19 28 23 21 
Downtoner 16 32 14 16 40 
Politeness 
device 51 44 50 49 46 
Total 115 137 110 112 156 

Upgrader 
Adverbial 
intensifier 0 5 0 2 9 
Total 230 279 220 226 321 

Overall 327 385 322 334 425 
 

The Chi-square test pointed to a difference in the frequency of the use of in-
ternal modifications by NSs and the control (X2 =  58.611, P = 0.000, P < 0.05) 
and treatment groups (X2 = 29.261, P =  0.000, P < 0.05) in the pretest. Similar 
to Najafabadi and Paramasivam's (2012), this study revealed that Iranian EFL 
learners used less internal modifications than English NSs did. The microgenet-
ic analysis of the moves revealed that EFL learners utilized some internal modi-
fications more frequently than NSs did. Compared to NSs, the two EFL groups 
underused negation, play-down, downtoner, consultative device and adverbial 
intensifier modifications in the pretest. Interrogatives, understaters, condition-
al clause, and embedding were overused by EFL learners.  

The findings regarding the frequency of some of the modifiers are in line 
with the literature (e.g., Hill, 1997, Schauer, 2009; Schmidt, 1983; Tajeddin & 
Hosseinpur, 2014; Trosborg, 2011). The Chi-square test showed that compared 
to NSs, both control (X2 = 22.421, P = 0.000, P < 0.05) and the treatment group 
(X2 = 14.824, P = 0.000, P < 0.05) employed downtoners (e.g., “Is there any way I 
could get an extension?”) significantly less frequently in the pretest. As for 
downtoners, the findings are similar to Faerch and Kasper (1989), Trosborg 
(2011) and Hill (1997) who showed that EFL learners utilized downtoners less 
frequently than NSs did. This deviation from NSs' norms suggests that Iranian 
EFL learners differ from English NSs with regard to the impositive force they 
impose on their interlocutors. Living in a positive politeness oriented culture, 
Iranian EFL learners were expected to utilize more downtoners to tone down 
the requestive force of the utterance. The comparison of posttest performance 
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of NSs with the treatment group revealed that the treatment group utilized 
downtoners with a frequency close to that of NSs (X2 =2.299, P = 0.129, P > 
0.05). The analysis also showed that the control group's posttest performance 
still departed significantly from NSs' norms (X2= 19.441, P= 0.001, P < 0.05). 

As Table 7 shows, EFL learners in both treatment and control groups em-
ployed politeness markers (e.g., “Can I please have an extension on this paper?”) 
and past tense (e.g., “I was hoping you could….”) more frequently than other 
modification strategies in both pretest and posttest. Chi-square test revealed no 
significant difference between pretest and posttest performance of the control 
and treatment group and that of NSs regarding the frequency with which they 
utilized these two strategies (p > 0.05). Such a finding echoes the findings of 
several other studies (e.g., Schauer, 2009; Schmidt, 1983; Tajeddin & 
Hosseinpur, 2014) which have demonstrated that politeness markers and past 
tense are easily acquired and frequently employed from the beginning stages of 
pragmatics development. The frequent use of politeness markers which are 
used to soften a request's degree of imposition may be an attempt by L2 learn-
ers to appear more polite in L2 contexts. Faerch and Kasper (1989) contend 
that the overuse of the marker "please" can be due to its bifunctionality as both 
illocutionary force indicator and transparent mitigator. Adhering to Grice's 
maxim of clarity, EFL learners use the marker "please" to be explicit and trans-
parent (Faerch & Kasper, 1989). It can also be reasoned that learners' frequent 
use of the politeness marker "please" is because this marker is acquired in the 
early stages of language learning and is easily incorporated in a sentence 
(Schauer, 2009). The overuse of politeness markers by language users has also 
been reported by other researchers (e.g. Faerch & Kasper, 1989; House & 
Kasper, 1987).  

The analyses of conditional constructions (e.g., “. . . if you have time.”) 
demonstrated that participants in the treatment (X2 = 5.520, P = 0.019, P < 0.05) 
and control groups (X2 = 4.399, P = 0.036, P < 0.05) used significantly more con-
ditional constructions than NSs did before the treatment. As conditional con-
structions make the request more polite by decreasing the expectations to the 
fulfillment of the request (Trosborg, 2011), it is likely that Iranian EFL learners 
use these constructions to appear politer in L2 contexts. Najafabadi and 
Paramasivam (2012) also showed that Intermediate Iranian EFL learners used 
more conditionals than NSs did. Conditional forms are frequently used in Per-
sian and Iranian EFL learners' overuse of these forms can be the result of trans-
fer from L1. The analysis of conditional forms revealed that after the instruc-
tion, the participants in the treatment group employed less conditional forms 
(X2 = 1.123, P = 0.289, P > 0.05). However, the control group significantly over-
used these forms on the posttest (X2 = 5.551, P = 0.018, P < 0.05). 

As for the embedded structures (e.g., “It’d be great if you could put this on 
the door.”), compared to NSs, Iranian EFL learners in both control (X2 = 4.836, P 
= 0.028, P < 0.05) and treatment groups (X2 = 4.025, P = 0.045, P < 0.05) signifi-
cantly overused these structures in the pretest. This overuse could be due to 
the fact that in grammar-based EFL settings embedding structures such as "I 
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As Table 7 shows, EFL learners in both treatment and control groups em-
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parent (Faerch & Kasper, 1989). It can also be reasoned that learners' frequent 
use of the politeness marker "please" is because this marker is acquired in the 
early stages of language learning and is easily incorporated in a sentence 
(Schauer, 2009). The overuse of politeness markers by language users has also 
been reported by other researchers (e.g. Faerch & Kasper, 1989; House & 
Kasper, 1987).  

The analyses of conditional constructions (e.g., “. . . if you have time.”) 
demonstrated that participants in the treatment (X2 = 5.520, P = 0.019, P < 0.05) 
and control groups (X2 = 4.399, P = 0.036, P < 0.05) used significantly more con-
ditional constructions than NSs did before the treatment. As conditional con-
structions make the request more polite by decreasing the expectations to the 
fulfillment of the request (Trosborg, 2011), it is likely that Iranian EFL learners 
use these constructions to appear politer in L2 contexts. Najafabadi and 
Paramasivam (2012) also showed that Intermediate Iranian EFL learners used 
more conditionals than NSs did. Conditional forms are frequently used in Per-
sian and Iranian EFL learners' overuse of these forms can be the result of trans-
fer from L1. The analysis of conditional forms revealed that after the instruc-
tion, the participants in the treatment group employed less conditional forms 
(X2 = 1.123, P = 0.289, P > 0.05). However, the control group significantly over-
used these forms on the posttest (X2 = 5.551, P = 0.018, P < 0.05). 

As for the embedded structures (e.g., “It’d be great if you could put this on 
the door.”), compared to NSs, Iranian EFL learners in both control (X2 = 4.836, P 
= 0.028, P < 0.05) and treatment groups (X2 = 4.025, P = 0.045, P < 0.05) signifi-
cantly overused these structures in the pretest. This overuse could be due to 
the fact that in grammar-based EFL settings embedding structures such as "I 

wonder if you …" are acquired in a mechanical and formulaic from and are fre-
quently used by EFL learners. Unlike the participants in the treatment group 
who used less embedded structures in the posttest (X2= 0.548, P= 0.459, P 
>0.05) and approached NSs' norms, the participants in the control group did 
not show any significant improvement towards NSs' norms (X2 = 4.190, P = 
0.041,  P < 0.05). 

Regarding negation (e.g., “You can’t speak a bit louder?”), no instance of its 
occurrence was observed in EFL learners pretest data. In line with Trosborg's 
(2011) study, the results of this study revealed that negation was employed 
infrequently by English NSs. Although the occurrence of negation in NSs' data 
could be expected based on Brown and Levinson's (1987) notion of negative 
politeness, it can be reasoned that since negation in requests is optional (Koike, 
1994) it is not used as frequently as other negative politeness strategies by NSs. 
Moreover, this study documented that negation was not employed by Iranian 
EFL learners at all. This finding is supported by other studies (e.g., Göy et al., 
2012; Tajeddin & Hosseinpur, 2014) which found no instance of negation in the 
output of EFL learners. As Barron (2003) and Schauer (2009) argue, the low 
occurrence of negation in EFL learners' data can be due to its complex nature 
which makes it difficult and time-taking to acquire. contrary to Tajeddin and 
Hosseinpur's (2014) who reported that after instruction Iranian EFL learners 
made no progress with regard to the acquisition of negation , the progress of 
treatment group towards NSs' norms (X2 = 0.324, P = 0.569, P > 0.05) revealed 
that Bloom-based instruction can contribute to the acquisition of this strategy. 
Similar to their performance in the pretest, the control group did not utilized 
any negation modification strategy on the posttest. 

Although the basic use of questions or interrogative structures is to ask for 
information, these structures are employed to get people do things through 
requests. English NSs frequently use interrogatives to mitigate the threat of 
requests to the requestees' face (Ogiermann, 2009). The analyses showed that 
interrogatives (e.g., “Will you help me?”) were among the most common strate-
gies employed by EFL learners and NSs. It was also found that prior to the 
treatment the use of interrogatives by the control (X2 = 4.238, P = 0.040, P < 
0.05) and treatment groups (X2 = 5.025, P = 0.025, P < 0.05) was significantly 
more than that of NSs. Indirect request strategies, such as interrogatives, are 
not quite welcome in Iranian culture (Eslami-Rasekh, 1993). Thus, the infre-
quent use of interrogatives by EFL learners could be attributed to culture trans-
fer (Rass, 2011). The analyses of the posttest data showed that the participants 
in the treatment group performed almost similar to NSs (X2 = 0.506, P = 0.477, P 
> 0.05). However, for the control group participants, the deviation from NS 
norms was still significant (X2 = 5.849, P = 0.016, P < 0.05). 

As negative politeness strategies (Brown & Levinson, 1987), consultative 
devices reduce the illocutionary force of an utterance by asking the hearers' 
opinion. Consultative devices (e.g., “Would you mind lending me a hand?”) were 
the most frequently used phrasal downgrader employed by NSs representing a 
negative-politeness culture. Iranian EFL learners in both treatment (X2 = 
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16.989, P = 0.000, P <0.05) and control groups (X2 = 26.911, P = 0.000, P < 0.05) 
employed this strategy significantly less frequently than NSs prior to the treat-
ment. Despite individualist cultures in which consultative devices are conven-
tionalized, Iranian culture is a collectivist one which places more emphasis on 
social relations and cordiality (Ghorbani et al., 2003) than consultative devices 
(Faerch & Kasper, 1989; House & Kasper, 1987). Woodfield (2008) and 
Economidou-Kogetsidis (2008) argue that the sparing or frequent use of con-
sultative devices is related to positive and negative politeness, respectively. 
After Bloom-based instruction the use of consultative devices in the treatment 
group's approached NSs' norms (X2 = 1.913, P = 0.167, P < 0.05). The compari-
son of the posttest responses of the control group with NSs' responses revealed 
a significant difference with regard to consultative devices (X 2= 18.767, P = 
0.000, P  <0.05). 

In contrast to downgraders, which are used to reduce the force of request 
utterances, upgraders strengthen the force of such utterances. The only up-
grader which appeared in the data was adverbial intensifier (e.g., “I would be 
most grateful if ….”). As for the upgraders, the results showed that these strate-
gies are used infrequently by NSs. It was also observed that EFL learners did 
not use this modifier in pretest. Such a finding with regard to upgraders has 
been observed in other ILP studies (e.g., Blum-Kulka et al., 1989b; Trosborg, 
2011). The analysis of posttest data showed that after the intervention, the 
treatment group used upgraders similar to native speakers (X2  = 1.658, P = 
0.198, P > 0.05). It was found that although the use of intensifiers in the posttest 
by the control group also progressed towards NS norms, the deviation from NS 
norms was still significant (X2 = 6.568, P = 0.010, P < 0.05). 

Contrary to upgraders, understaters (e.g., “Can you speak up a little?”) were 
overused, by both control (X2 = 0.024, P = 0.877, P > 0.05) and treatment groups 
(X2 = 0.287, P = 0.592, P > 0.05) in the pretest. This lower force which EFL learn-
ers prefer to impose on their requests can be due to cultural unfamiliarity and 
the fact that some EFL learners consider themselves outsiders when speaking 
in target language situations. The analysis of the posttests suggested that after 
Bloom-based instruction both control (X2 = 0.148, P = 0.700, P > 0.05) and 
treatment groups (X2 = 0.463, P = 0.496, P > 0.05) moved towards NSs' norms.  

Both groups utilized more lexical than syntactic downgraders. Given the in-
herent complexity of syntactic downgraders, EFL learners are also likely to 
avoid these structures in performing requests. This might indicate that lexical 
downgraders are easier to acquire than syntactic ones (Schauer, 2009). Similar-
ly, it might imply that nonnative speakers prefer lexical modifiers over syntac-
tic ones in modifying their requests (Biesenbach-Lucas (2007). 

Comparisons also suggested that Iranian EFL learners employed less inter-
nal modifications than external modifications. This supports the existence of 
waffle phenomenon which refers to EFL learners' higher use of external modifi-
cations compared to internal modifications (Edmondson & House, 1991).  
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treatment groups (X2 = 0.463, P = 0.496, P > 0.05) moved towards NSs' norms.  

Both groups utilized more lexical than syntactic downgraders. Given the in-
herent complexity of syntactic downgraders, EFL learners are also likely to 
avoid these structures in performing requests. This might indicate that lexical 
downgraders are easier to acquire than syntactic ones (Schauer, 2009). Similar-
ly, it might imply that nonnative speakers prefer lexical modifiers over syntac-
tic ones in modifying their requests (Biesenbach-Lucas (2007). 

Comparisons also suggested that Iranian EFL learners employed less inter-
nal modifications than external modifications. This supports the existence of 
waffle phenomenon which refers to EFL learners' higher use of external modifi-
cations compared to internal modifications (Edmondson & House, 1991).  

In summary, the findings suggest that Iranian EFL learners’ use of modifica-
tion strategies deviated from native speakers’ norms. The deviations observed 
in the performance of EFL learners can be attributed to EFL learners' lack of 
familiarity with the target culture, insufficient real-life language use experienc-
es, and issues such as pragmalinguistic and sociopragmatic transfer (Aliakbari 
& Gheitasi, 2014). The differences found between Iranian EFL learners and NSs' 
use of modification strategies could be well predicted since Iranians belong to a 
collectivist culture in which positive politeness, interpersonal relations and 
solidarity are more welcome than western cultures which, as Oyserman (2006) 
states, are individualistic and concentrate on negative politeness. The findings 
suggested that the Bloom-based treatment contributes to the development of 
EFL learners' ability in using internal and external modifications and approach-
ing native speakers' norms. The findings regarding the effect of ILP instruction 
are supported by Ellis (1992), Doughty (2008), Jernigan (2012), Kasper and 
Roever (2005), Norris and Ortega (2000), and Zangoei and Derakhshan (2014) 
who assert that attending to EFL learners' pragmatics needs will help them ac-
quire NSs' norms. In line with the findings of several studies (e.g., Athanassiou 
et al., 2003; Crowe et al., 2007; Thompson, 2008), the findings of the present 
study demonstrated that Bloom-based ILP instruction can improve EFL learn-
ers’ ILP ability. Such an improvement can be the effect of Blooms’ high order 
thinking tasks which can enhance the learning process by raising learners’ con-
sciousness (Diaz, 2013). As Smidth's (1993) noticing hypothesis and Smith's 
(1980) conscious-raising hypothesis state, the employment of consciousness 
raising activities, which are also emphasized in Bloom’s Taxonomy, can con-
tribute to learning. 

 

Conclusion 
To acquire a language, one needs to acquire the social and cultural norms of the 
target language. An indispensable aspect of language acquisition which is highly 
intertwined with cultural and social norms of a speech community, but widely 
ignored in language teaching is ILP instruction. Since 1990, there has been a 
surge in the number of studies which have examined different interventions for 
ILP instruction, such as the video-based approaches (e.g., Martínez Flor & 
Alcón, 2007), corpus-based methods (e.g., Schauer & Adolphs, 2006), tellecol-
laboration programs (e.g., Vyatkina & Belz, 2006) and consciousness raising 
techniques (e.g., Bardovi-Harlig & Griffin, 2005). 

This study examined Iranian EFL learners' use of supportive moves in mak-
ing requests and compared it with that of native speakers. The present study 
added to the literature by showing how Bloom-based ILP instruction can con-
tribute to the promotion of EFL learners’ ILP competence. The findings of this 
study offer pedagogical implications for curriculum designers and textbook 
writers in EFL contexts. Although some modifications seem to be cross-
culturally shared, EFL learners' awareness of how their requests differ from 
those of NSs can improve their cross-cultural interactions and help them 
achieve their communicative goals by minimizing the potentials for misunder-
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standing. Since research has demonstrated that in naturalistic settings the de-
velopment of pragmatic acquisition occurs slowly (Bardovi-Harlig & Hartford, 
1993), teachers, curriculum developers, and education authorities should not 
cease the search to find and implement an approach or method which provides 
EFL learners with effective ILP techniques, such as the ones employed in this 
study. The findings of this study regarding the frequency of the occurrence of 
modification strategies may imply the acquisition sequence or difficulty of 
pragmatic features. Language teachers and curriculum designers can make use 
of such findings in ILP instruction and development of EFL materials.  

Given the small number of the participants of this study, this study is limited 
to be generalized to other contexts. It is suggested that future studies focus on 
larger number of participants, including both genders, to provide evidence 
from other contexts. The researchers of the present study have some other rec-
ommendations for future Bloom-based ILP studies which are as follows: exam-
ining the prosodic features of the requests used by NSs and EFL learners, em-
ploying other data collection instruments such as role plays and observations 
which may provide the researcher with more naturalistic data, and examining 
the role of gender in performing a request. This study only focused on the 
speech act of request, future studies can examine whether Bloom-based in-
struction can help EFL learners with the acquisition of other speech acts. 
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 چکیده
که آیا راهبردهای شناختی و فراشناختی  هدف این پژوهش پاسخ به این سوال است 

نااا را در زبااا بخشی می خودنظم آموزاا انگلیسای  تواند توانایی بازیاایی نوشاتاری واا
کنااد یااا خیاار  شاارکت عنواا زباااا خاااریی پ ش بااه  93کنندناا در ایاان پااژوهش  ی ناای 

ودناد و ایان محاه اه یرمبناای مادل یاادنیری آموز ایرانی با ساح  زباانی متوسا  ی زباا
شاااامو عواماااو  بخشااای خودنظمپ نتااارین ان ااااد شاااد  در ایااان مااادل  یافتاا   خودنظم

ها از طریق شناختی  فراشناختی  انگیزشی  عاطفی  محیحی و ایتماعی است  داده
ناااا  نوشاااتاری -تماارینت تریماا  توهیاادی بخشااای  نام  خودنظم ( و پرسااشWPTTواا

 MSLQ) کاریردت راهبارد  حال  صرفاً داده شد  با این  یآور یمع های حاصو از مقیاست 
نرفااات  تحلیاااو رنرسااایوا   یاااادنیری  شاااناختی و فراشاااناختی( آا ماااورد تحلیاااو قااارار 

که هر دو راهبرد شناختی و فراشناختیت  چندنانه نشاا  توانناد می بخشی خودنظمداد 
نااااا انگلیسااای کنندناا را در بازیاااا طور م نااااداری تواناااایی شااارکت باااه یی نوشاااتاری واا

ها  هاااای فراشاااناختی ی شاااتر یاااود  ایااان یافتاااه کنناااد  هرچناااد نقاااش راهبرد ی نی پ ش
کند از طریاق آماوز   عنواا زباا خارییتواند به مدرساا زباا انگلیسی به می کمک 

آموزاا خود  یادنیری  حفظ  ویژه فراشناختی به زباا صری  راهبردهای شناختی و به
ناا را در آنهاو بازیایی و کنند  اا  تقویت 

نااا یافته   خودنظم  مدل یادنیری بخشی خودنظم: ها کلیدواژه بازیایی نوشتاری واا
  عنواا زباا خاریی  راهبردهای شناختی  راهبردهای فراشناختیزباا انگلیسی به

                                                           
نروه متریمی زباا انگلیسی  موسس  آموز  عاهی طلوع مهر  قم  ایراا  نویسنده مسئول(؛  1 استادیار 

m.morshedian@tolouemehr.ac.ir 
نروه زباا انگلیسی  دانشگاه تری ت دی ر شهید ریایی؛ 2  meshkat@sru.ac.ir دانشیار 
 

 DOI:) 10.22051/lghor.2020.28092.1181شناسه دی یتال  
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 چکیده
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نااا یافته   خودنظم  مدل یادنیری بخشی خودنظم: ها کلیدواژه بازیایی نوشتاری واا
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 چکیده
ک س نیااراا از  کماای در مااورد ت ربااه و درز فرا کااه اط عاااد  هااای مااوزرت زباااا  از آن ااا 

ناااهی از ت رباا   انگلیساای بااه عنواا زباااا خاااریی ویااود دارد  ایاان محاه ااه بااا هاادف آ
ک س زباا موزر در سح  دانشاگاهی ان ااد شاد  پاژوهش حا ار  زباا آموزاا ایرانی از 

نردیاد و در آا ت ربا  شااناختی طراحا  باه شا و یاک محاه ا  پدیدار نیااراا زیساتی    فرا
نرفت  داده ک س زباا موزر مورد یررسی قرار  هاای اوهیاه از  زباا انگلیسی در ارتباط با 

کااه بااا نمونااه طریااق مصاااحب  عمیااق بااا هفاات شاارکت نیری  کننده  دو زا و پاانم ماارد( 
آوری شد  هر هفت نفر دانشا وی مقحاع دکیاری  یمع ه یودند هدفمند انتخاب شد

هااا بااا اسااتفاده از راهباارد  بااا ت رباا  چناادین ساااه  یااادنیری زباااا انگلیساای یودنااد  داده
کدناذاری کدنذاریت هفت مرحله کولایتسای  نرفات  ساه  نردیاد و ماورد تحلیاو ایت  قارار 

ت اماو در  هاای مادرس  ب( دست آمده عبارد یودند از: اهف( ویژنی مو وع اصلی به
ک س  ع وه یر این  یافته کلیدی این تحقیق نشاا داد  ک س  و ج( عمل رد در  های 

نیاااراا  دو عنصااار  کاااه از دیااادناه زبااااا آموزاا ایرانااای  ت رباااه و باورهاااای شخصااای فرا
ک س زباا موزر است  در پایاا  یراساس یافته تش یو های ایان پاژوهش  دهندۀ یک 

 ارائه شده است  پ شنهادهایی یرای پژوهشگراا
نیراا باورها  ها  ک س زباا  دیدناه ها: کلیدواژه  ت ربه  فرا

                                                           
نروه آموز  زباا انگلیسی  دانشگاه آزاد اس می  واحد اهر  اهر  ایراا؛ 1   دانش وی دکیری آموز  زباا انگلیسی  

p.dorud@gmail.com 
نروه آموز  زباا انگلیسی  دانشگاه آزاد اس می  واحد اهر  اهر  ایراا نویسنده مسئول(؛ 2  استادیار 

m-zoghi@iau-ahar.ac.ir 
نروه آموز  زباا انگلیسی  دانشگاه آزاد اس می  واحد اهر  اهر  ایراا؛ 3  hdavatgar@hmail.com استادیار 
 

 DOI:) 10.22051/lghor.2020.28143.1183شناسه دی یتال  
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نییییییثیرویییییزد ررآمو گیییییوبیییییرو  آیایییییی  پیشیییییرن 
معلمییز یربییردییییشمیاییاییاآمو گییوننز رییییپدرنییه

 عنای نیز وزرجویهنیز ییگلیسو
 

  1نغمه نظری
  2زهره نفیسی*

 3معصومه استاجی
 

 14/12/98تاریخ تصویب:    |  12/11/98تاریخ ویرایش:    |   28/10/98تاریخ دریافت: 

 
 

 چکیده
ای اسات در بااب داناش مدرسااا  نظریاه (TPACK) ی آموزشی فناورانهیدانش محتوا

کاه فرصات ای  هایی یارای پااژوهش در زمینا  توسا   حرفااه یارای تادریم ما زر و خاا ف 
نیری  این پژوهش با روی رد ترکیبی توصیفیت متواهی و یهره .مدرساا پدید آورده است

ای یارخ   آن یان( باا  از نظری  مورد اشاره  با هدف یررسی تأزیر یک دورۀ توس   حرفه
محوریت دانش محتوایی آموزشی فناوران  مدرساا زباا انگلیسی ان اد شاد و در آا 

در نرفااات  رد یررساای قرارکنندناا درمااورد ت رباا  شااارکت در ایاان دوره مااو نظاار شاارکت
کمِاایت پااژوهش   نفاار بات ربااه( از  1۵کااار و  نفاار تازه 1۵ماادرس زباااا انگلیساای   30مرحلاا  

کردند  شرکت طریق نمونه کنندناا پا ش از  نیری داوطلبی انتخاب و در دوره شرکت 
دانااش محتااوایی آموزشاای فناوراناا  زباااا نام   شااروع دوره و پاام از پایاااا آا پرسااش

آزماوا پاساخ دادناد  در  آزماوا و پم عنواا پ ش را باه نواا زباا خارییع انگلیسی به
کیفاااای پااااژوهش   طور داوطلبانااااه در مصاااااحب   کنندناا بااااه نفاااار از شاااارکت 12مرحلاااا  

کردند  نیمه کسوا ساختاریافته شرکت  و تی زویی نشااا داد دورۀ  نتایم آزموا ویل ا
( هر PKکار و دانش محتوایی   نروه تازه( PCK یز دانش محتواییت آموزشی   یرخ   به

                                                           
 نروه زباا و ادی اد انگلیسی؛ دانش دۀ ادی اد  دانشگاه اهزهرا  س(  تهراا  ایراا؛دانش وی دکیری آموز  زباا انگلیسی   1

n.nazari@alzahra.ac.ir  
نروه زباا و ادی اد انگلیسی؛ دانش دۀ ادی اد  دانشگاه اهزهرا  س(  تهراا  ایراا   نویسنده مسئول(؛  2 استادیار 

z.nafisi@alzahra.ac.ir 
نروه زباا و ادی اد انگلیسی   دانش دۀ ادی اد فارسی و زباا3 های خاریی  دانشگاه ع مه طباطبائی  تهراا  ایراا؛   دانشیار 

estaji@atu.ac.ir 
 

 DOI:) 10.22051/lghor.2020.29892.1248شناسه دی یتال  
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نییییییثیرویییییزد ررآمو گیییییوبیییییرو  آیایییییی  پیشیییییرن 
معلمییز یربییردییییشمیاییاییاآمو گییوننز رییییپدرنییه

 عنای نیز وزرجویهنیز ییگلیسو
 

  1نغمه نظری
  2زهره نفیسی*

 3معصومه استاجی
 

 14/12/98تاریخ تصویب:    |  12/11/98تاریخ ویرایش:    |   28/10/98تاریخ دریافت: 

 
 

 چکیده
ای اسات در بااب داناش مدرسااا  نظریاه (TPACK) ی آموزشی فناورانهیدانش محتوا

کاه فرصات ای  هایی یارای پااژوهش در زمینا  توسا   حرفااه یارای تادریم ما زر و خاا ف 
نیری  این پژوهش با روی رد ترکیبی توصیفیت متواهی و یهره .مدرساا پدید آورده است

ای یارخ   آن یان( باا  از نظری  مورد اشاره  با هدف یررسی تأزیر یک دورۀ توس   حرفه
محوریت دانش محتوایی آموزشی فناوران  مدرساا زباا انگلیسی ان اد شاد و در آا 

در نرفااات  رد یررساای قرارکنندناا درمااورد ت رباا  شااارکت در ایاان دوره مااو نظاار شاارکت
کمِاایت پااژوهش   نفاار بات ربااه( از  1۵کااار و  نفاار تازه 1۵ماادرس زباااا انگلیساای   30مرحلاا  

کردند  شرکت طریق نمونه کنندناا پا ش از  نیری داوطلبی انتخاب و در دوره شرکت 
دانااش محتااوایی آموزشاای فناوراناا  زباااا نام   شااروع دوره و پاام از پایاااا آا پرسااش

آزماوا پاساخ دادناد  در  آزماوا و پم عنواا پ ش را باه نواا زباا خارییع انگلیسی به
کیفاااای پااااژوهش   طور داوطلبانااااه در مصاااااحب   کنندناا بااااه نفاااار از شاااارکت 12مرحلاااا  

کردند  نیمه کسوا ساختاریافته شرکت  و تی زویی نشااا داد دورۀ  نتایم آزموا ویل ا
( هر PKکار و دانش محتوایی   نروه تازه( PCK یز دانش محتواییت آموزشی   یرخ   به

                                                           
 نروه زباا و ادی اد انگلیسی؛ دانش دۀ ادی اد  دانشگاه اهزهرا  س(  تهراا  ایراا؛دانش وی دکیری آموز  زباا انگلیسی   1

n.nazari@alzahra.ac.ir  
نروه زباا و ادی اد انگلیسی؛ دانش دۀ ادی اد  دانشگاه اهزهرا  س(  تهراا  ایراا   نویسنده مسئول(؛  2 استادیار 

z.nafisi@alzahra.ac.ir 
نروه زباا و ادی اد انگلیسی   دانش دۀ ادی اد فارسی و زباا3 های خاریی  دانشگاه ع مه طباطبائی  تهراا  ایراا؛   دانشیار 

estaji@atu.ac.ir 
 

 DOI:) 10.22051/lghor.2020.29892.1248شناسه دی یتال  

نااروه تازه کااار و بات ربااه  تااأزیر قایااو تااویهی یاار دانااش محتااواییت آموزشاایت فناوراناا   دو 
و داناااش  انگلیسااای دارد  از نظااار داناااش محتاااوایی آموزشااای فناوراناااهمدرسااااا زبااااا 

محتااوایی آموزشاای  مدرساااا بات ربااه توانسااتند یاا ش از سااایر مدرساااا از ایاان دوره 
کلیا  مصاحبهمند  یهره کیفای مشاخش شاد  شاوندناا نسابت  شوند  باتویه به نتایم 

های خااود بااه مااواردی  همچنااین ایاان افااراد در پاسااخ .بااه دوره نگاار  مدباات داشااتند
کااه بااا آا روبااه هااای متمایزکنناادۀ ایاان دوره  چاهش ازیملااه  ویژنی رو یودنااد و  هااایی 

کااه طاای  هایی از دانااش محتااوایی آموزشاای فناورانه ینبااه ایاان دوره ارتقااا یافاات شاااا 
کردنااد هااای تری اات ماادرس  طراحاااا  نتااایم ایاان محاه ااه یاارای مری اااا دوره .اشاااره 

عنواا زباااااا خاااااریی  ماااادیراا   هااااای آموزشاااای  مدرساااااا زباااااا انگلیساااای بااااه دوره
 .نذاراا و ذینف اا پ امدهای ارزشمند آموزشی دریردارد سرپرستاا  سیاست

فناورانااه  توساا ه حرفااه ای یاارخ  ماادرس  دانااش محتااوایی آموزشاای  کلیدددواژه هددا:
 .ادغاد فناوری  فناوری آموزشی  مهندسی آموز 
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ب رسیییونییییثیروادبزرآمیییدرقسیییبزویییزد ی ربیییریمیییری 
نییییز ییگلیسیییوپیشیییرن نییییییلونییییز  آمو ی ییریییییو 

عنای نیز وزرجویه
 

 1شکوه رشوند سمیاری*
  2ساره جهانی

 
 20/12/98تاریخ تصویب:    |  13/10/98تاریخ ویرایش:    |   31/04/98تاریخ دریافت: 

 
 

 چکیده
شاناختی ی سااانی در فرایناد یااادنیری  هاای زیسااتی و رواا ها ویژنی نرچاه تمااد انساااا

کسب اط عاد باه دارند  اهویت ای  م حظاه طور قایو های آنها در م نادادا به اشیا و 
تااوانیم فراینااد  بشناساایم  یهتاار میهااا را  متفاااود اساات  هرچقاادر ی شااتر ایاان تفاود

کنااایم  باااه  کاااه باااه یاااادنیری را تحلیاااو  کاااه آیاااا افااارادی  هحاظ  منظاااور ت یااا ن ایااان امااار 
ای یهااره یاارده و یااا خودکارآماادی  تر هسااتند  از ساابک یااادنیری ویااژه دانشااگاهی موفااق

هااااای فااااردی  ساااابک یااااادنیری و  اند یااااا خیاااار  از یاااا ن تماااااد ویژنی بااااالایی داشااااته
نذاشااته شااد  ت اااداد  خودکارآماادی در آموزت ساااح   زباااا 110ایاان پاااژوهش بااه یررسااای 

که زباا انگلیسی را به عنواا زباا خاریی در یک موسس  زبااا انگلیسای در  پ شرفته 
کردند  شرکت شهر تهراا فرامی کنندناا یراساس نتایم  نرفتند در این تحقیق شرکت 

کسفورد انتخاب شدند  ساسم از آنهاا خو نام   اساته شاد پرساشآزموا ت ی ن سح  آ
لااب   ک) ( را ت میااو و 199۵( و خودکارآماادی شااوارزر و یروساالم  1984ساابک یااادنیریت 

کنند  نتایم تحقیق نشااا داد همبساتگی  سسم در آزموا پ شرفت تحصیلی شرکت 
نیااراا ویااود دارد  بااا ایاان  م ناااداری یاا ن خودکارآماادی و نماارۀ آزمااوا پ شاارفت فرا

نااا و خودکارآمادی زباااویود  هین ارتباط م نااداری یا  دسات  آموزاا به ن نمارۀ واا
درصااد خحااا در نمااراد خواناادا و درز 1۵نیامااد  نتااایم تحلیااو رنرساایوا نشاااا داد 

                                                           
نروه آموز  زباا انگلیسی  واحد تهراا شرف  1 دانشگاه آزاد اس می  تهراا  ایراا   نویسنده مسئول(؛   استادیار 

Sh.Rashvand@iauet.ac.ir 
کارشناسی ارشد نروه آموز  زباا انگلیسی  واحد تهراا غرب  دانش 2 اس می  تهراا  ایراا؛  دانشگاه آزاد  آموخت  

sarehjahani@gmail.com 
 

 DOI:) 10.22051/lghor.2020.27444.1166شناسه دی یتال  
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ب رسیییونییییثیروادبزرآمیییدرقسیییبزویییزد ی ربیییریمیییری 
نییییز ییگلیسیییوپیشیییرن نییییییلونییییز  آمو ی ییریییییو 

عنای نیز وزرجویه
 

 1شکوه رشوند سمیاری*
  2ساره جهانی

 
 20/12/98تاریخ تصویب:    |  13/10/98تاریخ ویرایش:    |   31/04/98تاریخ دریافت: 

 
 

 چکیده
شاناختی ی سااانی در فرایناد یااادنیری  هاای زیسااتی و رواا ها ویژنی نرچاه تمااد انساااا

کسب اط عاد باه دارند  اهویت ای  م حظاه طور قایو های آنها در م نادادا به اشیا و 
تااوانیم فراینااد  بشناساایم  یهتاار میهااا را  متفاااود اساات  هرچقاادر ی شااتر ایاان تفاود

کنااایم  باااه  کاااه باااه یاااادنیری را تحلیاااو  کاااه آیاااا افااارادی  هحاظ  منظاااور ت یااا ن ایااان امااار 
ای یهااره یاارده و یااا خودکارآماادی  تر هسااتند  از ساابک یااادنیری ویااژه دانشااگاهی موفااق

هااااای فااااردی  ساااابک یااااادنیری و  اند یااااا خیاااار  از یاااا ن تماااااد ویژنی بااااالایی داشااااته
نذاشااته شااد  ت اااداد  خودکارآماادی در آموزت ساااح   زباااا 110ایاان پاااژوهش بااه یررسااای 

که زباا انگلیسی را به عنواا زباا خاریی در یک موسس  زبااا انگلیسای در  پ شرفته 
کردند  شرکت شهر تهراا فرامی کنندناا یراساس نتایم  نرفتند در این تحقیق شرکت 

کسفورد انتخاب شدند  ساسم از آنهاا خو نام   اساته شاد پرساشآزموا ت ی ن سح  آ
لااب   ک) ( را ت میااو و 199۵( و خودکارآماادی شااوارزر و یروساالم  1984ساابک یااادنیریت 

کنند  نتایم تحقیق نشااا داد همبساتگی  سسم در آزموا پ شرفت تحصیلی شرکت 
نیااراا ویااود دارد  بااا ایاان  م ناااداری یاا ن خودکارآماادی و نماارۀ آزمااوا پ شاارفت فرا

نااا و خودکارآمادی زباااویود  هین ارتباط م نااداری یا  دسات  آموزاا به ن نمارۀ واا
درصااد خحااا در نمااراد خواناادا و درز 1۵نیامااد  نتااایم تحلیااو رنرساایوا نشاااا داد 

                                                           
نروه آموز  زباا انگلیسی  واحد تهراا شرف  1 دانشگاه آزاد اس می  تهراا  ایراا   نویسنده مسئول(؛   استادیار 

Sh.Rashvand@iauet.ac.ir 
کارشناسی ارشد نروه آموز  زباا انگلیسی  واحد تهراا غرب  دانش 2 اس می  تهراا  ایراا؛  دانشگاه آزاد  آموخت  

sarehjahani@gmail.com 
 

 DOI:) 10.22051/lghor.2020.27444.1166شناسه دی یتال  

نرامااار توسااا  خودکارآمااادی زبااااا آماااوزاا قایاااو  2۷محلاااب و  درصاااد خحاااا در نماااراد 
( نشاا داد هین ارتباطی ی ن سبک ANOVAواریانم   ی نی یود  نتایم تحلیو پ ش

کاریرد این پژوهش  یادنیری و نمرۀ آزموا پ شرفت زباا آموزاا ویود ندارد  در پایاا  
نردیده است    و پ شنهادهایی یرای محاه اد آینده نیز ارائه 

نیاااراا زبااااا ها کلیددددواژه : سااابک یاااادنیری  خودکارآمااادی  پ شااارفت تحصااایلی  فرا
 اریی  تفاود های فردی عنواا زباا خ انگلیسی به

 
  



306  —  Abstracts of Papers in Persian

هزردردروایسیییییییییی بزطبردگیییییییییینزواونیییییییییییز ننییییییییییو 
یسیازدی  یگیزهوییه یلکت قییکیونری ییری نییز دقهییه

درجپنیمیل
 

 1محمود هاشمیان*
 2جو مریم فرهنگ

 
 14/01/99تاریخ تصویب:    |  0۵/01/99تاریخ ویرایش:    |   28/11/98تاریخ دریافت: 

 
 

 چکیده
های اه یرونی اای ارساااهی ازسااوی دانشاا ویاا باااه  بساازایی در درخواسااتادب نقااش 

کااه یاار ادب تأزیرنااذار اساات   هااای درخواساات کنااد  ی اای از ویژنی دانشااگاه ایفااا می ها 
نرچااه  نفتاااری اساات  ا کاانش  کااه از متهیرهااای مهاام در توهیااد  دریاا  تحمیااو اساات 

کمای در رابحاه طورکلی  محاه ااد  های مریوط به درخواست فراواا است  به پژوهش
کااام و زیااااد و باااه باااا درخواسااات های  ویژه  درماااورد درخواسااات های باااا دریااا  تحمیاااو 

نیراا ایرانیت زباا دود با دری  تحمیو متفاود ان اد شده اسات  در ایان محاه اه  فرا
کاریرد های زباااا باا تحلیااو درخواساات شااناختیت  آموزاا تاا   شااده تااا توزیااع ایزارهااای 

کام و زیااد ماورد  در نوشتار درخواستزباا  های اه یرونی ی انگلیسی با دری  تحمیاو 
نیرد  بدین منظور   کیفای  208یررسی قرار  درخواست اه یرونی ی یرای تحلیاو دقیاق 

کاار  آوری شد  این درخواست یمع ها باه چهاار دسات  اطا أ  تأی اد  باازخورد و ان ااد 
کدنذاری و تحلیو شدند  به طبقه نر نظر می  بندی و سسم  ها از  چه درخواسترسد ا

کانش    راهبردبخاش اولبسیاری یهاد مشابه یودناد  توزیاع ناوع درخواسات   هاای 
رابح  نسابتاً مساتقیمی باا دریا  تحمیاو های داخلی و خاریی  کننده ت دیواصلی و 

توانااد منبااع ارزشاامندی یاارای محاه اااد  ی ایاان محاه ااه میها داشااته باشااند  یافتااه
نیراا انگلیسای باه زبانی آینده کاریردشناختیت ی ن که عمل رد و توانش فرا عنواا  باشد 

 زباا دود را مدنظر دارند 
های داخلای و  کننده ت دیوهای اه یرونی ی   درخواست دری  تحمیو  ها: کلیدواژه
کنشخاریی کاریردشناسی زباا   نفتاری       های 

                                                           
 hashemian-m@sku.ac.irدانشیار دانش دۀ ادی اد و علود انسانی  دانشگاه شهرکرد   نویسنده مسئول(؛   1
 farhang.mariam@gmail.comکارشناس ارشد آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه شهرکرد؛   2

 

  DOI:) 10.22051/lghor.2020.30297.1256شناسه دی یتال  
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هزردردروایسیییییییییی بزطبردگیییییییییینزواونیییییییییییز ننییییییییییو 
یسیازدی  یگیزهوییه یلکت قییکیونری ییری نییز دقهییه

درجپنیمیل
 

 1محمود هاشمیان*
 2جو مریم فرهنگ

 
 14/01/99تاریخ تصویب:    |  0۵/01/99تاریخ ویرایش:    |   28/11/98تاریخ دریافت: 

 
 

 چکیده
های اه یرونی اای ارساااهی ازسااوی دانشاا ویاا باااه  بساازایی در درخواسااتادب نقااش 

کااه یاار ادب تأزیرنااذار اساات   هااای درخواساات کنااد  ی اای از ویژنی دانشااگاه ایفااا می ها 
نرچااه  نفتاااری اساات  ا کاانش  کااه از متهیرهااای مهاام در توهیااد  دریاا  تحمیااو اساات 

کمای در رابحاه طورکلی  محاه ااد  های مریوط به درخواست فراواا است  به پژوهش
کااام و زیااااد و باااه باااا درخواسااات های  ویژه  درماااورد درخواسااات های باااا دریااا  تحمیاااو 

نیراا ایرانیت زباا دود با دری  تحمیو متفاود ان اد شده اسات  در ایان محاه اه  فرا
کاریرد های زباااا باا تحلیااو درخواساات شااناختیت  آموزاا تاا   شااده تااا توزیااع ایزارهااای 

کام و زیااد ماورد  در نوشتار درخواستزباا  های اه یرونی ی انگلیسی با دری  تحمیاو 
نیرد  بدین منظور   کیفای  208یررسی قرار  درخواست اه یرونی ی یرای تحلیاو دقیاق 

کاار  آوری شد  این درخواست یمع ها باه چهاار دسات  اطا أ  تأی اد  باازخورد و ان ااد 
کدنذاری و تحلیو شدند  به طبقه نر نظر می  بندی و سسم  ها از  چه درخواسترسد ا

کانش    راهبردبخاش اولبسیاری یهاد مشابه یودناد  توزیاع ناوع درخواسات   هاای 
رابح  نسابتاً مساتقیمی باا دریا  تحمیاو های داخلی و خاریی  کننده ت دیواصلی و 

توانااد منبااع ارزشاامندی یاارای محاه اااد  ی ایاان محاه ااه میها داشااته باشااند  یافتااه
نیراا انگلیسای باه زبانی آینده کاریردشناختیت ی ن که عمل رد و توانش فرا عنواا  باشد 

 زباا دود را مدنظر دارند 
های داخلای و  کننده ت دیوهای اه یرونی ی   درخواست دری  تحمیو  ها: کلیدواژه
کنشخاریی کاریردشناسی زباا   نفتاری       های 

                                                           
 hashemian-m@sku.ac.irدانشیار دانش دۀ ادی اد و علود انسانی  دانشگاه شهرکرد   نویسنده مسئول(؛   1
 farhang.mariam@gmail.comکارشناس ارشد آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه شهرکرد؛   2

 

  DOI:) 10.22051/lghor.2020.30297.1256شناسه دی یتال  

نییییثیرمیورهیییزرینمیییوقعمیییادربیییرویییزد ی رقی  یییز در
یییییزدری ییییر ییییرنا سییییطو دییییو رآمو ی ییرییییییونیییییز 

گنزواو
 

 1مریم قندی
 2مجتبی مقصودی*

 
 16/01/99تاریخ تصویب:    |  11/12/98تاریخ ویرایش:    |   1۷/10/98تاریخ دریافت: 

 
 

 چکیده
ناا همواره ی ی از مهم های آموز  و یادنیری زبااا خااریی  ترین دغدغه یادنیری واا

ناا  رواب  م نایی نقش های مختلف  یوده است  در ی ن ینبه یادنیری و آموز  واا
کااه محااور افقاای  تااواا در دو ب ااد یافاات  چناا کننااد  ایاان رواباا  را می مهماای ایفااا می

کلماااد هماینااد  عبارد نمایااانگر رواباا  هم هااا و اصااح حاد و  نشااینی اساات  ماننااد 
م نااایی  تداااد و شاامول  محااور عمااودی نشااانگر رواباا  یانشااینی اساات  ماننااد هم

کاردا تاأزیر محورهاای م نا که یارای مشاخش  یی  پژوهش حا ر نتی   ت شی است 
آموزاا ایرانای زبااا انگلیسای باا در نظار  افقای و عماودی یار یاادنیری وااه در میااا زبااا

نرفات  باه ایان منظاور   آموز ساال دود  زبااا 84نرفتن ساحو  حاوزۀ شاناختی صاورد 
نااا  اب شادند و باا پ ش( انتخPETدی رستاا از طریق آزموا توانش زبانی   آزماوا واا

نااروه همگاان بااه ناد هااای محااور افقاای  کااه توساا  پژوهشااگر تاادوین شااده یااود  بااه سااه 
 HAG  )   عمودیVAGکنترل تقسیم شدند  سسم  مراحو آموز  و پم آزماوا  ( و 

ی ی پم از دیگری به ایرا درآمد  نتی   تحلیو آماری  تحلیو واریانم چناد طرفاه و 
نروه افقی باه آزموا تی مستقو( که  آزماوا  طور چشامگیری  در مرحلا  پم نشاا داد 

نرفتند  همچنین مشاخش  کنترل پ شی  نروه  نروه از  نروه عمودی و هر دو  ناا از  واا
کااریرد  تحلیاو و ارزیاایی باه طور  شد سحو  مختلاف شاناختی ازقبیاو  ساحو  درز  

محور همنشینی یا افقی  پذیرند  بنایراین  قایو تویهی از شیوۀ آموز  افقی تأزیر می

                                                           
 s.m.ghandi2013@gmail.comدی ر آموز  و پرور   استاا مرکزی؛  1
نروه زباا انگلیسی  دانشگاه فرهنگیاا  تهراا  ایراا   نویسنده مسئول(؛  2  maghsudi@cfu.ac.irاستادیار 
 

   DOI:)10.22051/lghor.2020.29756.1238شناسه دی یتال  
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نانی زباا را می کمک به یهبود دانش واا های این  آموزاا موفق دانست  یافته تواا در 
عنواا زباااا  توانااد همچااوا چراغاای فااراروی مدرساااا زباااا انگلیساای بااه پااژوهش می

کارآمد یرای آموز   های آموزشی به منظور تدوین روال خاریی و طراحاا یرنامه های 
ناا قرارنی  رد واا

آموزاا  محاااور افقااای  محاااور عماااودی  یاااادنیری  حاااوزۀ شاااناختی  زبااااا ها: کلیددددواژه
ناا   واا
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نانی زباا را می کمک به یهبود دانش واا های این  آموزاا موفق دانست  یافته تواا در 
عنواا زباااا  توانااد همچااوا چراغاای فااراروی مدرساااا زباااا انگلیساای بااه پااژوهش می

کارآمد یرای آموز   های آموزشی به منظور تدوین روال خاریی و طراحاا یرنامه های 
ناا قرارنی  رد واا

آموزاا  محاااور افقااای  محاااور عماااودی  یاااادنیری  حاااوزۀ شاااناختی  زبااااا ها: کلیددددواژه
ناا   واا

  

وزد ی ریهطقشدیلمسییلهقنییثیرآ بیرمییری در یی ر
نییییییییلوقواییییییید قدرنمطلییییی نییییییز ییگلیسیییییو

 عنای نیز وزرجویه
 

 1سپیده برنجی
 2مهناز سعیدی*

 3ناصر غفوری
 

 0۷/02/99تاریخ تصویب:    |  12/12/98تاریخ ویرایش:    |   01/09/98تاریخ دریافت: 

 
 

 چکیده
نیاراا در فرایناد  دهیاواخیاراً باه یادنیری مبتنی یر حو مساأهه کاردا فرا تواناایی درنیار 

یااادنیری و ترغیااب بااه یااادنیری عمیااق و م نااادار اهمیاات فراواناای یافتااه اساات  ایاان 
ک س آموز  زباا کارنیری  آزمایشی  با هدف به تحقیقت شبه رو  حو مسأهه در یک 

انگلیسی عمومی ان اد شد تا تاأزیر ایان رو  را یار میازاا درنیاری تحصایلی و تواناایی 
کنتاارل   ناروه  ناروه آزماایش و یااک  کناد  یااک  نیااراا یررسای  خوانادا و درز محلاب فرا

ات که دانش زبانی آنها باا تویاه باه آزماوا نفر 40هرکداد متش و از   ( در ساح KET  کت
ناروه آزماایش  رو  حاو  کردناد  در  ابتدایی ت یا ن شاده یاود در ایان تحقیاق شارکت 

کنترل  رو  سخنرانی به نروه  نرفته شد  یرای پا ش و پم  مسأهه و در  آزماوا  از  کار 
ناروه  آزماوا درنیاری پتااهز   ( و خوانادا و درز محلاب باه عماو آماد  PETALSهر دو 

کاه میازاا کوواریاانم  یاک طرفا تحلیو چند متهیره و نیاز نتایم  و درنیاری نشااا داد 
کنترل یود  نروه  نروه آزمایش بالاتر از  یارای داشاتن  توانایی خواندا و درز محلب در 

نیرانی ف ال ک س فرا ف االاا حاوزۀ آماوز   هاای خوانادا و درز محلاب   و موفق در 

                                                           
 های خاریی  واحد تبریز  دانشگاه آزاد اس می  تبریز  ایراا؛ زباا دانش وی دکیری آموز  زباا انگلیسی  دانش دۀ ادی اد و 1

stu.berenji@iaut.ac.ir 
های خاریی  واحد تبریز  دانشگاه آزاد اس می  تبریز  ایراا   نویسنده مسئول(؛  دانشیار دانش دۀ ادی اد و زباا 2

m_saeidi@iaut.ac.ir 
 Ghafoori@iaut.ac.irهای خاریی  واحد تبریز  دانشگاه آزاد اس می  تبریز  ایراا؛  استادیار دانش دۀ ادی اد و زباا 3
 

 DOI:) 10.22051/lghor.2020.29172.1218شناسه دی یتال  
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تویااه محااور  ماننااد رو  حااو مسااأهه -آمااوز های تاادریم دانش شاایوهزباااا بایااد بااه 
 داشته باشند  خاصی 

  خواندا و درز محلبرو  حو مسأهه  : درنیری تحصیلی  یادنیری به ها کلیدواژه
 محور  هم اری -یادنیری خود

 
 

  

هییییزرب رسییییورییطییییپمیییییز نرسییییاد وگیییی لو  ی  و
مدرسییز  گیینزواودرمیییز گخییییاوقپ وشییزیوطقی 

 نیز ییگلیسو پژقهشونربیبوییرییو
 

 1زاده* بالغیساسان 
 2لیلی امیری شایسته

 
 0۷/02/99تاریخ تصویب:    |  06/01/99تاریخ ویرایش:    |   13/11/98تاریخ دریافت: 

 
 

 چکیده
هاای شخصایتی و  پژوهش حا ر با هدف یررسی رابح  میاا فرسودنی شهلی  ویژنی

خااریی  عنواا زبااا شناختی در میاا مدرساا ایرانی زباا انگلیسی باه پریشانی رواا
نرفت  ع وه یر آا  س ی یر این یود تا ازرناذاریت پانم عاماو شخصایتی م لام در  ان اد 

ناردد  یارای رسایدا  پ ش ی نی اب اد فرسودنی شهلیت مدرساا زباا انگلیسی یررسای 
به این منظور  از رو  پژوهش ترکیبیت متواهی استفاده شد  ایزار مورد استفاده در این 

ز  مقیاااس ویژنی هنام پااژوهش  شااامو پرسااش هااای  های فرسااودنی شااهلی ماساا 
کااااه در اختیااااار  شخصاااایتی و مقیاااااس پریشااااانی رواا ماااادرس در  110شااااناختی یااااود 

نرفااات  عااا وه یااار آا   آموزشاااگاه های خصوصااای زبااااا انگلیسااای در شاااهر تهاااراا قااارار 
ای نیز با ت دادی از مدرساا ان اد شد تا نظر آناا در مورد  ساختاریافته مصاحب  نیمه

های پااژوهش نشاااا داد  دلایااو و پ اماادهای فرسااودنی م لاام مشااخش شااود  یافتااه
های شخصیتی م لام  شناختی و ویژنی اب اد مختلف فرسودنی م لم با پریشانی رواا

کاه میااا خساتگی عااطفی و مساخ  کی از آا یاود  همبسته اسات  نتاایم همچناین حاا
نااای شخصااایتی شاااامو پاااذیر  ت ری ااااد  شخصاایت از عواماااو فرساااودنی و چهاااار ویژ

پاااااذیری رابحااااا  همبساااااتگی منفااااای و  شناسااااای و توافق نرایااااای  و یفه یدیاااااد  یروا
رن وری مویب افزایش دو  م ناداری ویود دارد  همچنین مشخش شد افزایش رواا

                                                           
 یهشتی  تهراا  ایراا؛  شهید دانشگاه انسانی  علود و ادی اد دانش دۀنروه زباا و ادی اد انگلیسی  دانشیار   1

 s_baleghizadeh@sbu.ac.ir؛ )مسئول  نویسنده
نروه زباا و ادی اد انگلیسی   دانش دۀ ادی اد و علود انسانی   2  دانش وی دورۀ دکیری آموز  زباا انگلیسی  

 l_amirishayesteh@sbu.ac.irدانشگاه شهید یهشتی  تهراا  ایراا؛ 
 

   DOI:) 10.22051/lghor.2020.30139.1252شناسه دی یتال  
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تویااه محااور  ماننااد رو  حااو مسااأهه -آمااوز های تاادریم دانش شاایوهزباااا بایااد بااه 
 داشته باشند  خاصی 

  خواندا و درز محلبرو  حو مسأهه  : درنیری تحصیلی  یادنیری به ها کلیدواژه
 محور  هم اری -یادنیری خود

 
 

  

هییییزرب رسییییورییطییییپمیییییز نرسییییاد وگیییی لو  ی  و
مدرسییز  گیینزواودرمیییز گخییییاوقپ وشییزیوطقی 

 نیز ییگلیسو پژقهشونربیبوییرییو
 

 1زاده* بالغیساسان 
 2لیلی امیری شایسته

 
 0۷/02/99تاریخ تصویب:    |  06/01/99تاریخ ویرایش:    |   13/11/98تاریخ دریافت: 

 
 

 چکیده
هاای شخصایتی و  پژوهش حا ر با هدف یررسی رابح  میاا فرسودنی شهلی  ویژنی

خااریی  عنواا زبااا شناختی در میاا مدرساا ایرانی زباا انگلیسی باه پریشانی رواا
نرفت  ع وه یر آا  س ی یر این یود تا ازرناذاریت پانم عاماو شخصایتی م لام در  ان اد 

ناردد  یارای رسایدا  پ ش ی نی اب اد فرسودنی شهلیت مدرساا زباا انگلیسی یررسای 
به این منظور  از رو  پژوهش ترکیبیت متواهی استفاده شد  ایزار مورد استفاده در این 

ز  مقیاااس ویژنی هنام پااژوهش  شااامو پرسااش هااای  های فرسااودنی شااهلی ماساا 
کااااه در اختیااااار  شخصاااایتی و مقیاااااس پریشااااانی رواا ماااادرس در  110شااااناختی یااااود 

نرفااات  عااا وه یااار آا   آموزشاااگاه های خصوصااای زبااااا انگلیسااای در شاااهر تهاااراا قااارار 
ای نیز با ت دادی از مدرساا ان اد شد تا نظر آناا در مورد  ساختاریافته مصاحب  نیمه

های پااژوهش نشاااا داد  دلایااو و پ اماادهای فرسااودنی م لاام مشااخش شااود  یافتااه
های شخصیتی م لام  شناختی و ویژنی اب اد مختلف فرسودنی م لم با پریشانی رواا

کاه میااا خساتگی عااطفی و مساخ  کی از آا یاود  همبسته اسات  نتاایم همچناین حاا
نااای شخصااایتی شاااامو پاااذیر  ت ری ااااد  شخصاایت از عواماااو فرساااودنی و چهاااار ویژ

پاااااذیری رابحااااا  همبساااااتگی منفااااای و  شناسااااای و توافق نرایااااای  و یفه یدیاااااد  یروا
رن وری مویب افزایش دو  م ناداری ویود دارد  همچنین مشخش شد افزایش رواا

                                                           
 یهشتی  تهراا  ایراا؛  شهید دانشگاه انسانی  علود و ادی اد دانش دۀنروه زباا و ادی اد انگلیسی  دانشیار   1

 s_baleghizadeh@sbu.ac.ir؛ )مسئول  نویسنده
نروه زباا و ادی اد انگلیسی   دانش دۀ ادی اد و علود انسانی   2  دانش وی دورۀ دکیری آموز  زباا انگلیسی  

 l_amirishayesteh@sbu.ac.irدانشگاه شهید یهشتی  تهراا  ایراا؛ 
 

   DOI:) 10.22051/lghor.2020.30139.1252شناسه دی یتال  
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نردد  نتاایم آزماوا تای  ب د از فرسودنی  ی نی خستگی عاطفی و مسخ شخصیت می
کاه میازاا ت ربا   نمونه کااهش فرساودنی های مستقو نیز نشاا داد  تادریم مویاب 

ناااهی شااود  نتاایم ایاان پاژوهش می م لام می بخش  توانااد از ایان نظاار یارای مدرساااا آ
که پریشانی رواا تواناد  های شخصیتی م لام تاا چاه انادازه می شناختی و ویژنی باشد 

کناد و از ایان رهگاذار می میزاا فرساودنی م لام را پ ش های تری ات  تاواا یرناماه ی نای 
کارورزاا تدریم سوف داد  م لم را به  سوی تویه ی شتر به س مت ذهن و آمادنی 

شناختی  ت ربا   های شخصیتی  پریشانی رواا فرسودنی شهلی  ویژنی ها: کلیدواژه
 عنواا زباا خاریی  تدریم  مدرساا زباا انگلیسی به
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نردد  نتاایم آزماوا تای  ب د از فرسودنی  ی نی خستگی عاطفی و مسخ شخصیت می
کاه میازاا ت ربا   نمونه کااهش فرساودنی های مستقو نیز نشاا داد  تادریم مویاب 

ناااهی شااود  نتاایم ایاان پاژوهش می م لام می بخش  توانااد از ایان نظاار یارای مدرساااا آ
که پریشانی رواا تواناد  های شخصیتی م لام تاا چاه انادازه می شناختی و ویژنی باشد 

کناد و از ایان رهگاذار می میزاا فرساودنی م لام را پ ش های تری ات  تاواا یرناماه ی نای 
کارورزاا تدریم سوف داد  م لم را به  سوی تویه ی شتر به س مت ذهن و آمادنی 

شناختی  ت ربا   های شخصیتی  پریشانی رواا فرسودنی شهلی  ویژنی ها: کلیدواژه
 عنواا زباا خاریی  تدریم  مدرساا زباا انگلیسی به

 
  

نندوسییگ رمییایدآمو گییونیییز ییگلیسییو وییادپژقهو
طقییاوز ریحمایدآمو گو

 
  1یده فهیمه پارسائیان*س

 2سوسن قهرمانی قاجار 
 3مهسا سهرابی

 
 08/02/99تاریخ تصویب:    |  24/01/99تاریخ ویرایش:    |   19/10/98تاریخ دریافت: 

 
 

 چکیده
کیفای پا ش رو باه نقاو چاهش هاا و تهی اراد هاویتی یاک مادرس ایرانای زبااا  پژوهش 

ناد انگلیساای بااه کااه نخسااتین  هااای خااود را در تهیااه و  عنواا زباااا خاااریی پرداختااه 
ک سایک  تدوین متوا خوانادات زبااا دود ازطریاق باازآفرینی داساتاا های یاک شااعر 

لاای در مراحااو طراحاای متااوا های توصاایفی و تحلی فارساای یرداشااته اساات   یادداشاات
درساااااای  بازخوردهااااااای دریااااااافتی از دو مشاااااااور و شااااااش م لاااااام زباااااااا انگلیساااااای و 

کااه داده نویم پ ش هااای  هااای مت اادد مااواد آموزشاای دردساات تهیااه  اساانادی یودنااد 
کااه ماادرس  ایاان خااودپژوهی را تشاا یو دادنااد  یررساای موشاا افان  داده هااا نشاااا داد 

کسب نگاهی نو به تهیه و ت دوین محاهب درسی همچاوا یاک هنار و تمارین همگاد با 
خودکفاااایی  خ قیااات  احتاااراد و ماه یااات  باااه باااازنگری یرخااای از مفرو ااااد ذهنااای 

کمبااود پژوهش نهادینه هااای روایاای بااا محااور ساااخت و  شاادۀ خااود پرداخاات  نظاار بااه 
کناونی باه درز  کنندناا محاهاب درسای  امیاد مای بازساخت هویت تهیه رود پاژوهش 

 خلق مواد آموزشی یاری رساند  تر فرایند  عمیق
آمااوز  زباااا انگلیساای   باااز( ساااخت هویاات  تاادوین محاهااب درساای   ها: کلیدددواژه

 پژوهش روایی  خودپژوهی 
  

                                                           
نروه زباا انگلیسی  دانش دۀ ادی اد  دانشگاه اهزهراء  1   تهراا  ایراا   نویسندۀ مسئول(؛  س(استادیار 

f.parsa@alzahra.ac.ir 
نروه زباا انگلیسی  دانش دۀ ادی اد  دانشگاه اهزهراء 2  s.ghahremani@alzahra.ac.ir  تهراا  ایراا؛  س( دانشیار 
دانشگاه اهزهرا  س(   تهراا  ایراا؛  دانش دۀ ادی اد کارشناس ارشد آموز  زباا انگلیسی   3

mahsasohrabi0076@gmail.com 
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بادبیییییز ییییییه یری عنای جلیییییاهمعنزسیییییزنردریمزگیییییو
ناییشسایددودیطریوشز 

 
 1فر* مرضیه سوزنده

  2فر سید محمد علی سوزنده
 

 14/02/99تاریخ تصویب:    |  1۷/01/99تاریخ ویرایش:    |   18/04/98تاریخ دریافت: 

 
 

 چکیده
کودکاااا ازطریااق تااوانش بااا هاادف ایاان پااژوهش  یررساای چگااونگی انتقااال م نااا توساا  

و  6کودز پسر ایرانایت  32نگاری ان اد شد  به این منظور  سواد دیداری با روی رد قود
ک سی و حین ف اهیت 7 که شامو نقاشای  های یادنیری ساهه  طی شش یلس   شاا 

کودکاا یراسااس چاارچوب نظاری دساتور  یود  مورد مشاهده قرارنرفتند  نقاشی های 
س و وا هیووا   کرت ( مورد یررسی قرارنرفت  به منظور توصایف ت ری ااد 1996دیداری 

ک س های میاادانی او مااورد  هااا  یادداشاات و مشاااهدادت پژوهشااگر هنگاااد شاارکت در 
کودکااا از نقاشایاز نرفت  ع وه یر آا  استفاده قرار عنواا  های خودشااا باه توصایف 

کودکااااا باااا  مااادارز ت میلااای در تحلیاااو اساااتفاده شاااد  نتی ااا  یررسااای ها نشااااا داد 
نفتگو  متوا نوشتاری  است به خلق ها و اشیا   استفاده از انواأ منایع دیداری مانند 

عا وه یار ایان  هرچناد هار نقاشای باه م نی اندیشگانی  ی نافردی و متنای پرداختناد  
نوا خلااق شااده یااود و بافاات خاصاای را  نونااه نونااا ای منحصاار بااه فاارد و یراساااس ع یااق 

هاا ازیملاه اساتفاده  های دیداری فراهم آورده یود  یرخای ویژنی یرای ساختارها و فرد
های منحنی  فرد نمایاه و و ا یت  های مورب  ش و بندی خحی  خ  از فدا و قاب

کودکاااا قایاو مشاااهده یااود  یافتااهمایاو بااد ک اار  های ایاان پااژوهش  ا  در م ناسااازی ا
کاااریرد آموزشاای و عملاای دارد  می کااارورزاا را در یهاات   اامن آن ااه  توانااد م لماااا و 

کند  کودکاا یاری   ارتقای سواد دیداری 
 سواد دیداری  نقاشی  م ناسازی  دستور دیداری  م نای بافتی ها: کلیدواژه

                                                           
استادیار آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه یهرد  یهرد  ایراا   نویسنده مسئول(؛   1

souzandeh@ jahromu.ac.ir  mzsouzandeh@gmail.com  
استادیار آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه هرمزناا  بندرعباس  ایراا؛   2

soozandehfar@yahoo.com 
 

 DOI:) 10.22051/lghor.2020.27164.1158شناسه دی یتال  
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بادبیییییز ییییییه یری عنای جلیییییاهمعنزسیییییزنردریمزگیییییو
ناییشسایددودیطریوشز 

 
 1فر* مرضیه سوزنده

  2فر سید محمد علی سوزنده
 

 14/02/99تاریخ تصویب:    |  1۷/01/99تاریخ ویرایش:    |   18/04/98تاریخ دریافت: 

 
 

 چکیده
کودکاااا ازطریااق تااوانش بااا هاادف ایاان پااژوهش  یررساای چگااونگی انتقااال م نااا توساا  

و  6کودز پسر ایرانایت  32نگاری ان اد شد  به این منظور  سواد دیداری با روی رد قود
ک سی و حین ف اهیت 7 که شامو نقاشای  های یادنیری ساهه  طی شش یلس   شاا 

کودکاا یراسااس چاارچوب نظاری دساتور  یود  مورد مشاهده قرارنرفتند  نقاشی های 
س و وا هیووا   کرت ( مورد یررسی قرارنرفت  به منظور توصایف ت ری ااد 1996دیداری 

ک س های میاادانی او مااورد  هااا  یادداشاات و مشاااهدادت پژوهشااگر هنگاااد شاارکت در 
کودکااا از نقاشایاز نرفت  ع وه یر آا  استفاده قرار عنواا  های خودشااا باه توصایف 

کودکااااا باااا  مااادارز ت میلااای در تحلیاااو اساااتفاده شاااد  نتی ااا  یررسااای ها نشااااا داد 
نفتگو  متوا نوشتاری  است به خلق ها و اشیا   استفاده از انواأ منایع دیداری مانند 

عا وه یار ایان  هرچناد هار نقاشای باه م نی اندیشگانی  ی نافردی و متنای پرداختناد  
نوا خلااق شااده یااود و بافاات خاصاای را  نونااه نونااا ای منحصاار بااه فاارد و یراساااس ع یااق 

هاا ازیملاه اساتفاده  های دیداری فراهم آورده یود  یرخای ویژنی یرای ساختارها و فرد
های منحنی  فرد نمایاه و و ا یت  های مورب  ش و بندی خحی  خ  از فدا و قاب

کودکاااا قایاو مشاااهده یااود  یافتااهمایاو بااد ک اار  های ایاان پااژوهش  ا  در م ناسااازی ا
کاااریرد آموزشاای و عملاای دارد  می کااارورزاا را در یهاات   اامن آن ااه  توانااد م لماااا و 

کند  کودکاا یاری   ارتقای سواد دیداری 
 سواد دیداری  نقاشی  م ناسازی  دستور دیداری  م نای بافتی ها: کلیدواژه

                                                           
استادیار آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه یهرد  یهرد  ایراا   نویسنده مسئول(؛   1

souzandeh@ jahromu.ac.ir  mzsouzandeh@gmail.com  
استادیار آموز  زباا انگلیسی  دانش دۀ ادی اد و علود انسانی  دانشگاه هرمزناا  بندرعباس  ایراا؛   2

soozandehfar@yahoo.com 
 

 DOI:) 10.22051/lghor.2020.27164.1158شناسه دی یتال  

مدرسییییز ییرییییییونیییییز ییگلیسییییوهزرگیییییاهقیز رهییییز
عنای نیییییز وییییزرجودرمییییوردیییییز ووردی ییییادویییییه

 یاگازطریزنمربربرنج یپآمو گو
 

گلپور  1فرهاد 
  2توران آهور*

 3سعیده آهنگری
 

 22/02/99تاریخ تصویب:    |  21/10/98تاریخ ویرایش:    |   21/06/98تاریخ دریافت: 

 
 

 چکیده 
کام و  پای یاردا باهاین پژوهش با هدف  بااور مدرسااا ایرانایت زبااا انگلیسای باا ت ربا  

انااواأ بااازخورد اصاا حی نوشااتاری آموزاا   زیاااد در تصااحی  خحاهااای نوشااتاری زباااا
مفیدترین نوع بازخورد اص حیت خحاهاای نوشاتاری و نیاز تفااود یا ن شاا    ترییحی

کاه عماً  ان ااد می که بداا باور دارند و آنچه  باه ایارا درآماد  صدوی سات ناد هد آنچه 
کمتر و  نفر با 53مدرس زباا انگلیسی در دسترس  متش و از  نفر باا ت ربا   67ت رب  

کااه در دانشااگاه کردنااد  در ایاان  های مختلااف ایااراا درس نگااار  تاادریم می ی شااتر 
آوری اط عاااد  هااای یمااع پااژوهش شاارکت نمودنااد  در ایاان محاه اا  توصاایفی از رو 

کمِاااای   به های باااااز( در  و یررساااای نوشااااتار( وکیفاااای  سااااوالای بسااااته ه سااااوالصااااورد 
کمِاای  از آمااار  پرسااش نردیااد  یاارای تحلیااو اط عاااد  نام  بااازخورد نوشااتاری اسااتفاده 

کاه مدرسااا بات رباه توصیفی  شامو  فراوانی و درصد استفاده شد  نتایم نشااا داد 
نااین یاارای ت ربااه در اصاا ا خحاهااا و یااافتن مفیاادترین نااوع اصاا ا خحااا و همچ وکم

کیفاای  در  هاا و نظااراد متفاااوتی دارناد  درمااورد داده اشااره بااه اشااتباهاد  اهویت هااای 
های بااز و  نویی باه ساوال در پاساخ های باز هاین تفااوتی در بااور م لمااا یررسی سوال

نامه مشااااهده نشاااد  باااا ویاااود ایااان  یررسااای تصاااحی  نوشاااتار واق ااای  بسااات  پرساااش
                                                           

 golpourf@gmail.comدانش وی دکیری آموز  زباا انگلیسی  واحد تبریز  دانشگاه آزاد اس می  تبریز  ایراا؛  1
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کمآموزاا توس  مدرساا نشاا د زباا نروه بات ربه و  که باور هر دو  ت رباه باا شایوۀ  اد 
که در تصحی  به کاریردهای آموزشای  کار می واق ی  نیرند متفاود است  این پژوهش 
 نیرندناا آموزشی دارد  نذاراا و تصمیم یرای م لماا  سیاست

  باورها  بازخورد اص حی نوشتاری  ت ربه  شیوه  مدرسااها:  کلیدواژه
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 بنش  ازطردروایس درهزردطقیوقبی قیونعدیل
 

کیوان  1پناه* شیوا 
 2سید محمد علوی

  3زاده لنگری مصطفی تقی
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 چکیده
کنش نفتاری در فرهنگ نحوۀ ی اا  در هر فرهنگ  های مختلف متفاود است   های 

های ایتماااعی ی ساااا داشااته  مم اان اساات درز و یرداشاات متفاااوتی از م هفااه افااراد
کنش هااااایی می باشااااند  چنااااین تفاود نفتاااااری ماننااااد  توانااااد هنگاااااد ی اااااا  هااااای 

پاژوهش حا ار باا اساتفاده از  فرهنگی شاود  های ی ن درخواست  باعث سوء یرداشت
(  بااه 2009اور  ب( و شاا1989کاه ااا و هم اااراا  -تحلیااو درخواسااتت بلااود  بناادی طبقه

زباناا  آموزاا ایرانایت زبااا انگلیسای از هن ارهاای انگلیسای یررسی میزاا انحراف زباا
نفتااریت درخواسات و تاأزیر آماوز   در استفاده از ت دیو کانش  های  درونی و ی رونی( 

نیااری ایاان ت اادیو مبتناای یاار طبقه های دروناای و ی روناای پرداختااه  بناادی بلااود یاار فرا
نفتماااا  آوری داده تا  یاارای یمااعاساات  در ایاان راساا هااا از آزمااوا نوشااتاری ت میااو 

 WDCT کاااارده یودنااااد  اسااااتفاده شااااد  شصاااات و یااااک کااااه پژوهشااااگراا طراحاااای   )
کنتارل   شرکت ناروه  کردند:  ناروه آزمایشای   23کننده در این پژوهش شرکت   20نفار(  

نااروه انگلیساای باساای از هااا یراساااس چهااارچوب اقت نفاار(  تمااامی داده 18زباا   نفاار( و 
کدناذاریت ت ادیو1989کاه ا و هم اراا  -بلود های درونای و ی رونایت شااور  ب( و شیوۀ 

آموزاا از  آزماوا نشااا داد یا ن اساتفادۀ زبااا بندی شادند  نتاایم پ ش ( طبقه2009 
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 smalavi@ut.ac.irها و ادی اد خاریی  دانشگاه تهراا  تهراا  ایراا؛  استاد دانش دۀ زباا 2
 ها و ادی اد خاریی  دانشگاه تهراا  تهراا  ایراا؛ آموز  زباا انگلیسی  دانش دۀ زباا دانش وی دکیری 3

m.taghizadeh@ut.ac.ir 
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نفتاااریت درخواسات بااا هن ارهااای انگلیساای  راهبردهاای ت اادیو زباناا  تفاااود  کاانش 
بنادی  ن مشخش شاد پام از آماوز  مبتنای یار طبقهداری ویود دارد  همچنی م نی

نروه آزمایشای در باه کارنیری بسایاری از راهبردهاای ت ادیو درونای و ی رونای باه  بلود  
کااارد  یافتاااه سااامت هن ارهاااای انگلیسااای های ایااان پاااژوهش نشااااا  زباناا پ شااارفت 

در  هاای ف اری ساح  باالا بندی بلود با تمرکز ویژه یار مهارد دهد استفاده از طبقه می
کاریردشاناختی می طراحی ف اهیت نیاری هن ارهاای  تواناد باه زبااا های  آموزاا در فرا

کند  انگلیسی کمک   زباناا 
کاریردشناساااای ی ن بناااادی بلااااود  ت اااادیو طبقه  ها: کلیدددددواژه زبااااانی   های ی روناااای  

نفتاری درخواست  ت دیو کنش   های درونی  
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