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Abstract 
Considering validity as a unitary concept, this study investigated the con-
struct validity of the Iranian Ministry of Health Language Exam (MHLE). 
To meet this objective, we first conducted item analysis and reliability 
analysis, and verified KR20-if-item-deleted indices on the scores of 987 
MHLE test takers before running factor analysis. Though the test was 
found to enjoy a high level of reliability, it suffered from 28 problematic 
items flagged through item analysis and KR20-if-item-deleted indices. 
Next, we ran factor analysis on the data, screened through item analysis, 
by implementing Horn’s parallel analysis and Velicer’s minimum average 
partial (MAP) tests. Parallel analysis resulted in overfactoring. The MAP 
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test, however, produced results with two to seven factors.  Though the 4-
factor result of the MAP test seemed to be more logical at first glance, the 
overall results were rather disappointing. Nineteen items did not load 
significantly on any factor and a clear pattern of item loading was not 
found for many items. These findings can be viewed as evidence detract-
ing from the validity of MHLE. 

Keywords: language assessment, language testing, proficiency test, item 
analysis, reliability analysis, factor analysis, MHLE. 

 

Introduction 

Early validity theory emerged during the 1930s and 1940s (Fulcher & Da-
vidson, 2007) when the American Psychological Association (APA) recognized 
the necessity of preparing codes of ethics for testing. Efforts to codify validity 
standards resulted in introducing four approaches to validation, i.e., content, 
predictive, concurrent, and construct validity in 1954 (Stapleton, 1997). Later, 
in 1966, predictive and concurrent validity were reduced to a single category, 
namely criterion-related validity (Anastasi, 1986; Crocker & Algina, 1986; Sta-
pleton, 1997). Soon, psychometricians felt dissatisfied with treating different 
types of validity as distinct pieces of evidence for supporting score interpreta-
tions (Messick, 1980). It was then that validity was considered a single, unitary 
concept (Bachman, 1990). In this new orientation, validity is regarded within a 
unified framework with content and criterion-related evidence in support of 
the construct validity in testing applications (Messick, 1989). Nowadays, the 
term construct validity is employed as an umbrella term embracing various 
types of evidence in favor of validity (Anastasi, 1986; Shepard, 1993) and is 
defined as "an integrated evaluative judgment of the degree to which empirical 
evidence and theoretical rationales support the adequacy and appropriateness 
of inferences and actions based on test scores" (Messick, 1989, p. 13).  

The significance of determining validity of test interpretations, especially for 
high-stakes tests, is evident to test developers and practitioners (Brown, 2005). 
High-stakes tests are defined as tests whose scores have a significant influence 
on learners' life options and opportunities (Moses & Nanna, 2007; Spolsky, 
1995). Roever (2001) considers admission tests for professional programs, like 
universities, citizenship tests, and certification exams as high-stakes test as-
sessment situations. An example of high-stakes tests is university entrance ex-
aminations which might be administered in different countries. In cases when 
the test is administered annually on a nationwide basis, the stakes are very 
high. In Iran, the National Organization for Educational Testing (NOET) organ-
izes a few nationwide high-stakes tests for students wishing to enter bachelor's, 
master's, and doctoral university degree programs each year. In addition to 
these examinations, a small number of high-stakes language proficiency tests 
are administered by the NOET, the Ministry of Health, Treatment, and Medical 
Education, and a few state-run universities under the supervision of the Minis-
try of Science, Research, and Technology to those interested in pursuing their 
higher education at doctoral level.  
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The Evaluation Center of the Ministry of Health, Treatment, and Medical Ed-
ucation is one of the organizations which develops and administers language 
proficiency tests to master graduates of medical sciences wishing to pursue 
their studies at the doctoral (MD) level. These tests are among the prerequisites 
to taking part in MD entrance examination in fields related to medical sciences. 
The tests are considered to be of high-stakes nature due to the great impact 
they have on the future of a considerable number of master-graduate test tak-
ers from all over the country. Notwithstanding the significance of the decisions 
made on the basis of the Ministry of Health Language Exam (MHLE), no valid 
documents, to our knowledge, has been reported on the test effectiveness as 
well as the crucial characteristics of the test, namely the reliability and validity 
of the test interpretations. To address these gaps, we conducted the present 
study to assess item analysis of the test and to perform an in-depth examina-
tion of the reliability and construct validity of the test uses in light of appropri-
ate statistical computational methods.   Results of the analysis have the poten-
tial to assist the test construction team in revising poor items, if any. Further-
more, the study can give insights to ESP practitioners and students on the con-
structs which underlie the test and, accordingly, help them to prepare their 
students and themselves for the exam. 

 

Review of Literature 
This section divides the related literature into two sections with theoretical and 
practical orientations. The initial section provides information on the history of 
validity, elucidating various orientations towards the concept in addition to 
defining the concept of validity and detailing various approaches utilized for 
assessing the construct validity of a test. The second section reviews empirical 
studies investigating construct validity of various language proficiency tests. 
 

Theoretical Underpinnings 
To begin with, one needs to know the history of validity. According to Brown 
(2010), in the traditional view of validity, it is divided into three sub-types: con-
tent, criterion-related, and construct; however, more recently, it has been re-
thought as a unitary factor known as construct validity. Related literature has 
yielded a variety of interconnected definitions for the term construct. Anastasi 
(1986), for instance, defines constructs as "theoretical concepts of varying de-
grees of abstraction and generalizability which facilitate the understanding of 
empirical data" (p. 5). Bachman (1990) views constructs as "definitions of abili-
ties that permit us to state specific hypotheses about how these abilities are or 
are not related to other abilities, and about the relationship between these abil-
ities and observed behavior" (p.255). Finally, Fulcher and Davidson (2007) 
maintain that for a general term to be considered a construct, it must have two 
features: first, it should be defined in a way so that it is measureable; second, it 
should be defined in such a way that it can have relationship with other con-
structs that are different.  
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As stated above, in more recent years, researchers in the field of measure-
ment have reconceptualized validity as a unitary factor named as construct va-
lidity. As an example, Messick (1980) maintained that "construct validity is the 
unifying concept that integrates criterion and content considerations into a 
common framework for testing rational hypotheses about theoretically rele-
vant relationships" (p. 1015). Content validity as one type of evidence for test 
validity has been defined as "any attempt to show that the content of the test is 
a representative sample from the domain that is to be tested" (Fulcher & Da-
vidson, 2007, p. 6).  It involves two important concepts of content relevance 
and content coverage (Bachman, 1990). The exploration of content relevance 
requires the specification of the behavioral domain in question and specifica-
tion of the task or test domain (Bachman, 1990; Messick, 1980). Content cover-
age, however, refers to the extent to which the test tasks adequately represent 
the behavioral domain in question (Bachman, 1990).  Bachman (1990) consid-
ers examining the content as one of the first facets of a test that need to be tak-
en into consideration by prospective test users. In fact, in designing a test, 
scholars start with a definition of the content or ability domain, or at the very 
least, with a list of content perspectives, from which they generate items, or test 
tasks.  

Criterion-related evidence for validity includes concurrent and predictive 
types of validity. To measure criterion-related validity, there should be a com-
parison between the test scores with one or more external variables (called 
criteria) which offer a direct measure of the characteristic or behavior in ques-
tion (Messick, 1990). In other words, to assure of the criterion-related validity, 
the tester searches for a relationship between a particular test and a criterion 
to which he/she wishes to make prediction. Concurrent validity indicates the 
extent to which an individuals' level on the criterion is related to their perfor-
mance on a concurrent test (Fulcher & Davidson, 2007). Predictive validity, 
however, indicates "the extent to which an individual's future level on the crite-
rion is predicted from prior test performance" (Messick, 1990, p. 11). 

The above paragraphs indicate that in the past decades, content and criteri-
on validities have been regarded as evidences or stages for the construct validi-
ty as a unified construct. Within the last two decades, however, the concept of 
validity has enjoyed further explorations and scrutiny. Detailed analysis of the 
concept resulted in the introduction of other types of evidence, in addition to 
content and criterion types, which can form validity as a unitary concept. 
Messick (2005) divides the validity into six sub-components, relevant to all ed-
ucational and psychological measurements, including performance assess-
ments. In this model, the unified validity includes content validity, structural 
validity, substantive validity, generalizability validity, external validity, and 
consequential validity. According to him, "evidence of content relevance, repre-
sentativeness, and technical quality" consist the content facet of construct va-
lidity (p. 6).  The substantive aspect includes "theoretical rationales for the ob-
served consistencies in test responses, including process models of task per-
formance" (p. 6), in addition to "empirical evidence that the theoretical pro-
cesses are actually engaged by respondents in the assessment tasks" (p. 6). The 
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structural aspect examines "the extent to which the internal structure of the 
assessment reflected in the scores, including scoring rubrics as well as the un-
derlying dimensional structure of the assessment tasks, is consistent with the 
structure of the construct domain at issue" (p. 6). The generalizability aspect 
appraises "the extent to which score properties and interpretations generalize 
to and across population groups, settings, and tasks" (p. 6) and includes "validi-
ty generalization of test-criterion relationships" (p. 6). The external aspect of 
validity includes "convergent and discriminant evidence from multitrait-
multimethod comparisons" (p. 6), along with "evidence of criterion relevance 
and applied utility" (p. 6). Finally, the consequential aspect evaluates "the value 
implications of score interpretation as a basis for action as well as the actual 
and potential consequences of test use, especially in regard to sources of inva-
lidity related to issues of bias, fairness, and distributive justice" (p. 6). 

In his elaboration of the nature of test validity, Weir (2005) provides elabo-
rate discussion on theory-based validity and context validity as a priori validity 
evidence and scoring validity, criterion-related validity and consequential va-
lidity as a posterior validity evidence.  As he maintains, theory-based validity 
necessitates that we describe, fully, the construct we are attempting to measure 
at the a priori stage. The fuller the description, "the more meaningful might be 
the statistical procedures contributing to construct validation that can subse-
quently be applied to the results of the test" (p.18). Context validity appraises 
"the extent to which the choice of tasks in a test is representative of the larger 
universe of tasks of which the test is assumed to be a sample" (p.19). Weir em-
ploys scoring validity as "the superordinate for all the aspects of reliability" (p. 
22). It concerns "the extent to which test results are stable over time, consistent 
in terms of the content sampling and free from bias". Criterion-related validity 
is concerned with "the extent to which test scores correlate with a suitable ex-
ternal criterion of performance" (p. 35). Lastly, consequential validity examines 
" whether the potential and actual social consequences of test interpretation 
and use are not only supportive of the intended testing purposes, but at the 
same time are consistent with other social values" (p. 37). More recently, Shaw 
and Weir (2007) introduce a framework of validity components which adds 
cognitive validity to the other components of validity introduced earlier by 
Weir (2005). As stated by them, cognitive validity requires "collecting both a 
priori evidence on the cognitive processing activated by the test task through 
piloting and trialling before the test event... and also a posterior evidence on 
constructs measured involving statistical analysis of scores following test ad-
ministration" (p. 6).  

However named, it seems that any sort of related information of a test has a 
significant contribution to its construct validity (Colliver et al., 2012; Cox & 
Malone, 2018). Messick (1989) believes that this contribution becomes strong-
er when there is an explicit measurement of the goodness-of-fit between the 
information and the theoretical logic which underlies the score interpretation. 

In addition to the detailed analysis of the concept of construct validity and 
its various types of evidence, several approaches have been proposed for as-
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sessing the validity of test interpretations. The approaches introduced to exam-
ine the validity of criterion-referenced (CR) and norm-referenced (NR) tests 
seem to overlap. Among others, Hambelton (1982) provides a list of methods 
that can be used to ensure of the construct validity of CR tests. It includes con-
tent analysis, item-objective congruence analysis, Guttman scalogram analysis, 
exploratory and confirmatory factor analysis, experimental studies and the 
multitrait-multimethod approach, each of which is best suited for specific pur-
poses. Regarding the construct validation of NR tests, Alderson et al. (1995) 
introduce test's correspondence with the theory, internal correlation addressed 
through factor analysis, and multitrait-multimethod matrix.   

Though the literature on the validation processes of various types of tests is 
vast, the most well-known procedure for test validation is factor analysis 
(Hatch & Farhady, 1982; Kerlinger, 1979). Factor analysis, as a multivariate 
technique (Alavi & Ghaemi, 2011;  Field, 2009; In'nami & Koizumi, 2011; 
Khine, 2013; Ockey & Choi, 2015; Sawaki 2012; Schmitt, 2011), refers to "an 
analytic method for determining the number and nature of the variables that 
underlie larger numbers of variables or measures" (Kerlinger, 1979, p. 180), 
"techniques for analyzing test scores in terms of some number of underlying 
factors" (Hatch & Farhady, 1982, p. 255), and "a number of related statistical 
techniques which help us to determine the characteristics which go together" 
(Bryman & Cramer, 1990, p. 253). Reyment and Joreskog (1993) define factor 
analysis as: 

A generic term that we use to describe a number of methods designed to an-
alyze interrelationships within a set of variables or objects [resulting in] the 
construction of a few hypothetical variables (or objects), called factors that are  
supposed to contain the essential information in a larger set of observed varia-
bles or  objects…that reduces the overall complexity of the data by taking ad-
vantage of inherent interdependencies [and so] a small number of factors will 
usually account for approximately the same amount of information as do the 
much larger set of original observations (p. 71). 

There are two basic types of factor analysis: exploratory factor analysis 
(EFA) and confirmatory factor analysis (CFA) (Meyers et al., 2006). In the ex-
ploratory analysis, the researcher attempts to identify the few themes, abilities, 
dimensions, or traits that underlie a relatively larger set of variables by examin-
ing the relationships among a set of measures (Bachman, 1990; Meyers et al., 
2006). In the confirmatory mode, however, the researcher begins with "hy-
potheses about traits and how they are related to each other and attempts to 
either confirm or reject these hypotheses by examining the observed correla-
tions" (Bachman, 1990, p. 260).   

 

Empirical Investigations 
In addition to the theoretical studies which detail various approaches utilized 
for estimating the construct validity of a test, there are extensive empirical 
studies investigating the construct validity of proficiency tests.  Among other 
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proficiency tests, the Test of English as a Foreign Language (TOEFL), in its pa-
per based and Internet-based (iBT) format, has been scrutinized by many re-
searchers interested in validation studies.  Hale et al. (1988), Hale et al. (1989), 
and Kyle et al. (2016), for instance, studied the factor structure of the paper-
based TOEFL, consisting of three sections: listening comprehension, structure 
and written expression, and vocabulary and reading comprehension. All three 
studies identified a distinct listening comprehension factor and multiple other 
correlated factors. Freedle and Kostin (1999) investigated the construct validi-
ty of minitalks of TOEFL. Though they found evidence supporting that reading 
and listening items load on two separate factors, their results showed many 
underlying similarities in the skills measured by TOEFL’s listening and reading 
(minitalk) items.  

Regarding the TOEFL internet-based test, Stricker et al. (2005) employed a 
multiple-group confirmatory factor analysis to examine the factor structure of a 
prototype of the TOEFL iBT called LanguEdge for Arabic, Chinese and Spanish 
native language groups. This prototype consisted of four sections of reading, 
listening, speaking and writing. The authors identified a correlated two-factor 
model - one for speaking and the other for a combination of reading, listening 
and writing - for the three language groups. Parallel to this line of research, 
Sawaki et al. (2009) investigated the factor structure of the TOEFL iBT. They 
conducted an item-level confirmatory factor analysis for a test completed by 
participants and could identify a higher-order factor model, with a higher-order 
general factor (ESL/EFL ability) and four first-order factors for reading, listen-
ing, speaking and writing. They found that integrated speaking and writing 
tasks, requiring language processing in multiple modalities, define the target 
modalities (speaking and writing). Their results supported the practice of re-
porting a total score and four scores corresponding to the modalities for the 
test.  

In addition to the TOEFL, other proficiency tests have also been the subject 
of scrutiny in validation studies. Beglar and Hunt (1999), for instance, exam-
ined the construct validity of the revised versions of the University Word Level 
of Nation’s Vocabulary Levels Test and the 2000 Word Level by employing 
Rasch and classical item analyses. They found that the new forms had statisti-
cally significant correlations with the TOEFL. The new versions were also found 
to be reliable with only three misfitting items. Kim and Kim (2017) validated an 
English placement test (EPT) developed for a General English Language Pro-
gram (GELP), the goal of which was to improve reading, speaking and writing 
skills. The findings showed that the EPT was highly reliable. Additionally, item 
difficulty and item discrimination indices illustrated that the EPT was appro-
priately developed. In a recent article, Saito (2019) examined the factors under-
lying the nine vocabulary measures that were hypothesized to tap into appro-
priateness (global, semantic, and morphosyntactic accuracy) and sophistication 
(frequency, range, concreteness, meaningfulness, imageability, and hypernymy) 
aspects of L2 lexical proficiency. He submitted all participants' performance 
scores to a factor analysis with oblique rotation method. A three‐factor solution 
was identified, accounting for 78.5% of the total variance in the nine lexical var-
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iables. Whereas all the appropriateness measures were clearly clustered into 
the one single factor, the sophistication measures were divided into two sub‐
component factors. The results suggested that the corpus‐based frequency and 
range measures were methodologically and thematically different from all of 
the abstractness‐related measures (i.e., concreteness, meaningfulness, imagea‐
bility, and pernymy).  

The factor structure of proficiency tests has also been explored in the Irani‐
an context. Salehi (2011), for instance, employed exploratory factor analysis to 
investigate construct validity of a reading comprehension section of University 
of Tehran English Proficiency Test (UTEPT). Principal component analysis ex‐
tracted 11 factors out of the 35 items. Due to the unexpected number of factors, 
Salehi ran another method of extraction, principal axis factoring, to corroborate 
the findings. Surprisingly, the second method also yielded 11 factors. In a more 
recent study, Alavi et al. (2018) examined the construct validity of IELTS listen‐
ing comprehension test (LCT), implementing structural equation modelling 
(SEM) and assessed differential item functioning (DIF) through cognitive diag‐
nostic modelling (CDM) and Mantel Haenszel (MH). Initially, they administered 
a proficiency test designed by the university of Cambridge to 480 participants; 
next, they administered a 40‐item IELTS LCT developed by the University of 
Cambridge to 463 participants, out of 480 participants. Data was analyzed with 
use of LISREL to explore the construct validity of the test. Additionally, for de‐
tecting the potential DIF items, MH and CDM were used to make the results of 
DIF related findings more reliable. The results of the first study confirmed an 
appropriate model fit, so that all four constructs, i.e., gap filling, diagram label‐
ling, multiple choice and short answer on IELTS LCT, had a statistically signifi‐
cant contribution to IELTS LCT. The second study examined the DIF items to 
argue the validity of IELTS LCT. MH detected 15 DIF items and CDM detected at 
least 6 DIF items and at most 12 DIF items. 

Though the above section may elucidate that there is a vast literature as‐
sessing the construct validity of various types of language proficiency tests, to 
our knowledge, there are, still, tests of proficiency type, which have been unno‐
ticed in terms of their validation. An example would be the Iranian Ministry of 
Health Language Exam for which we could find no validation reports. Due to 
the significance of ensuring of validity of this high‐stakes test, we addressed 
this neglected aspect of the exam in the present research.   

 

Method 
Data 

Our data consisted of the scores of 987 MHLE test takers, including 518 female 
and 469 male master graduates, who took the test on October 8th, 2010. They 
had graduated from different universities across the country and had majored 
in different fields of study related to medical sciences, namely biostatistics, 
health economics, medical parasitology, medical ethics, medical immunology, 
epidemiology, health education, medical informatics, artificial limbs, medical 
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least 6 DIF items and at most 12 DIF items. 

Though the above section may elucidate that there is a vast literature as‐
sessing the construct validity of various types of language proficiency tests, to 
our knowledge, there are, still, tests of proficiency type, which have been unno‐
ticed in terms of their validation. An example would be the Iranian Ministry of 
Health Language Exam for which we could find no validation reports. Due to 
the significance of ensuring of validity of this high‐stakes test, we addressed 
this neglected aspect of the exam in the present research.   

 

Method 
Data 

Our data consisted of the scores of 987 MHLE test takers, including 518 female 
and 469 male master graduates, who took the test on October 8th, 2010. They 
had graduated from different universities across the country and had majored 
in different fields of study related to medical sciences, namely biostatistics, 
health economics, medical parasitology, medical ethics, medical immunology, 
epidemiology, health education, medical informatics, artificial limbs, medical 

bacteriology, reproduction biology, environmental health, clinical biochemistry, 
pregnancy health, professional health, nursing, molecular medicine, functional 
proteomics, medical entomology and vector control, clinical psychology, mili‐
tary psychology, medical biotechnology, medical genetics, health policy, health 
and social welfare, disasters and emergencies health, audiology, anatomical 
sciences, nutrition science, neuroscience, food science and technology, pharma‐
cology, physiotherapy, physiology, medical physics, sport physiology, medical 
mycology, occupational therapy, speech therapy, health sciences management, 
social work, addiction studies, biomedical engineering, tissue engineering, med‐
ical nanotechnology, medical virology, hematology, medical education, and bac‐
terial toxins.  

It has to be noted that the prime reason we researched the 2010 test data 
was that the Evaluation Center officials did not permit us to have access to the 
more recent test scores for keeping privacy and confidentiality of the fairly re‐
cent test results, as they put it. To ensure that analyzing this version of the test 
has much relevancy to the present context, we had no option but to make sure 
that the test content, format and characteristics had remained almost un‐
touched through the years. Our analysis of the MHLE test items administered 
thereafter by the Ministry along with informal talks with the Evaluation Center 
officials and managers of the language institutes which held preparation classes 
for the MHLE candidates, provided us with strong indications that the tests ad‐
ministered through the years have been almost constant in terms of their con‐
tent and characteristics. Equally importantly, we found that, roughly, the same 
examination board, following the same policies for test development, has been 
involved in the test development and administration through the years. These 
indications prompted us to feel confident in analyzing the test and be hopeful 
that the findings can offer benefits to different communities involved.   

 
Instrumentation 

The instrument was the Ministry of Health Language Exam which is an English 
proficiency test administered by the Evaluation Center of the Ministry of 
Health, Treatment and Medical Education. The test includes 100 multiple‐
choice items with equal weighting and with no negative scoring. The rationale 
for no negative marking is not announced in the exam webpage, nor is any in‐
formation provided on who the examination board for test development and 
administration are. Test takers who meet the cutoff point of 55 on the test are 
granted the language certificate which is a prerequisite for the doctoral en‐
trance examination of the Ministry of Health, Treatment and Medical Education. 
The MHLE is administered five or six times a year on a regular basis. The exact 
date of the exam is announced a month in advance. The exam centers are pri‐
marily located in Tehran, with a few centers in other large and populated cities, 
including Mashhad, Tabriz, Esfahan, and Shiraz. 

As also announced in various websites for the preparation of the exam, the 
MHLE consists of three sections. The first section is named Listening Compre‐
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hension, while the second and third sections are merely distinguished as Part 2 
and Part 3. The listening comprehension section consists of 30 items (i.e., items 
1 to 30) in three parts which measure understanding main ideas, listening for 
specific information, and inferring the speaker's meaning. Part 2 consists of 
items 31 to 70. While it is not explicitly mentioned in the test, Part 2 is devoted 
to assessing test takers' grammar and vocabulary skills. Though it is not always 
easy to distinguish between the two as some items seem to be addressing both, 
the first 16 items (i.e., items 31 to 46) are more aligned with learners' grammar 
knowledge. More specifically, these items, mainly, measure the examinees' mas‐
tery of verb tenses, modals, adverb of transition, passive voice, parts of speech, 
etc. The next 24 items of Part 2, however, (i.e., items 47 to 70) are devoted to 
vocabulary knowledge, primarily including sentence completion and synonym 
questions. The last part of the exam, named as Part three, assesses reading 
comprehension skill. This section consists of six passages with 30 items, meas‐
uring test takers' understanding of main ideas of the texts, their vocabulary 
knowledge, their making inferences, etc.  

 
Data Analysis 

In order to examine the construct validity of the MHLE, descriptive statistics, 
item analysis, reliability analysis, and KR20‐if‐item‐deleted statistics were cal‐
culated before conducting factor analysis.  To obtain these information, we, 
first, inserted our data, namely the item and total scores of 987 MHLE test tak‐
ers, into the Test Analysis Program (TAP) (version 14.7.4). According to Brooks 
and Johanson (2003), this program reports test analysis information, including 
raw scores, percentage scores, summary statistics, reliability, standard error of 
measurement, item difficulty, item discrimination, and distractor analyses. It, 
also, details several item‐total correlation indices, namely biserial, point‐
biserial, and adjusted point‐biserial correlations (Crocker & Algina, 1986). Ad‐
ditionally, as Allen and Yen (1979) maintain, TAP provides some relatively 
unique features,  such as providing confidence intervals for examinee scores; 
allowing the creation of a table of specifications and analyzing those subsets of 
items; creating individual grade reports for examinees; sorting item analysis 
and examinee results;  allowing input of a grading scale so that letter grades can 
be assigned automatically to percentage scores; allowing user choice of propor‐
tions used for calculating discrimination indices; and calculating the number of 
items needed to attain a desired level of reliability, using the Spearman‐ Brown 
prophecy formula. In our study, employing the TAP, initially, we obtained de‐
scriptive statistics of the sample test performance data including the mean, me‐
dian and standard deviation of the set of scores. Next, item analysis of the test 
and its reliability estimate were calculated. Item analysis consisted of analyzing 
item difficulty, item discrimination (ID) and item‐total correlation (ITC) (Down‐
ing & Haladyna, 2006). In classical test theory, item analysis is considered as a 
source of evidence for construct validity (Van der Walt & Steyn, 2008), and due 
to the fact that factor analysis is based upon correlation matrices, determining 
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problematic items using item analysis has been regarded as being a crucial pre‐
liminary step (O’Connor, 2000).  

Item difficulty, also called Item Facility (IF), examines the percentage of test 
takers correctly answering a given item. According to Brown (2005), item facili‐
ty ranges from .00 to 1.00 and ideal items in a norm‐referenced test (NRT) have 
an IF of 0.50. In the present study, based on Brown (2005), items with IFs be‐
tween 0.15 and 0.85 are considered acceptable. Item discrimination indicates 
"the degree to which an item separates the students who performed well from 
those who did poorly on the test as a whole" (Brown, 2005, p. 68). Theoretical‐
ly, item discrimination ranges from ‐1.00 to 1.00 and the higher the ID index, 
the better the item discriminates. According to Brown (2005), items with ID 
index higher than 0.40 are considered good items; items with ID indices be‐
tween 0.20 and 0.29 are considered acceptable items; and, items with ID indi‐
ces lower than 0.19 are poor items which need to be revised or discarded from 
the test battery. Falvey et al. (1994) consider items with the discrimination val‐
ue of below 0.20 as unacceptable items. In the present study, the cutoff point 
for item discrimination was considered to be below 0.15; otherwise, far too 
many items would have been deleted. This decision is justified based on Hughes 
(2003, p. 226) who maintained "there is no absolute value that one can give for 
a satisfactory discriminating index. The important thing is the relative size of 
the indices". In addition to identifying items with below 0.15 ID index in the 
present study, items with negative ID values were located and removed. Ac‐
cording to Downing and Haladyna (2006), the negative ID index of an item indi‐
cates that the items test something different because the students in the low 
group have outperformed the students in the high group. Also, too easy items 
may result in negative ID index (Downing & Haladyna, 2006). 

In addition to item difficulty and item discrimination, item‐total correlations 
were calculated through adjusted point‐biserial correlation; that is, the correla‐
tion of any single item with the total test. According to Falvey et al. (1994), 
items with correlations below 0.20 with the total test and items with negative 
values of ITC are considered unacceptable items. Negative values of ITC might 
indicate a different construct of the item (Alavi, 1997). Removal of items with 
low and negative ITCs increases the reliability of the test (Downing & Haladyna, 
2006). 

Following item analysis, the test reliability was examined. Reliability has 
been defined as "the extent to which the results can be considered consistent or 
stable" (Brown, 2005, p. 175). Different strategies, including test‐retest, equiva‐
lent forms, and internal consistency are employed to estimate the test reliabil‐
ity (Hughes, 2003). In the present study, the internal consistency of the test was 
examined through KR20 coefficient due to the fact that this measure calls for 
one test and a single administration of the test (Stoker & Impara, 1995). To 
make sure that all items contribute to the test reliability, KR20‐if‐item‐deleted 
statistics was also checked. According to Jackson et al., (2002), when the KR20 
value is higher than the current index with the item deleted, one should consid‐
er deleting this item to improve the overall reliability of the test. Please note 
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that in order to meet the requirements of the KR20 coefficient, the scores of the 
multiple-choice items of the test were transformed into categorical data.  

Next, the items were coded in the R software paramap package, version 1.0., 
and an exploratory factor analysis (EFA) was conducted on the test. To deter-
mine the optimal number of factors to retain in the EFA, we applied two mod-
ern validation procedures widely recommended by statisticians (e.g. O’Connor, 
2000), namely Horn’s parallel analysis and Velicer’s minimum average partial 
(MAP) test. Due to the fact that we assumed the existence of correlation be-
tween factors (Tabachnick & Fidell, 2008), we employed Principal Axis Factor-
ing (PAF) method with Oblimin rotation to extract factors. Before conducting 
factor analysis, data adequacy and sphericity were examined by KMO and Bart-
lett’s test.  

 

Results and Discussion 
Descriptive Statistics 

Table 1 summarizes the descriptive statistics of the total test and its subsec-
tions. As the table indicates, the mean of the examinees' performance on the 
total test was 41.73 which is not a high value considering the total score for the 
whole test (which was 100). The highest mean score for the items of the test 
subsections belonged to the vocabulary section (which was 13.18 out of 24.00). 
The median of the total test was 40.00. The low values of the mean and median 
indicated that the overall performance of the students was not satisfactory. 
This might be explained by the overall difficulty of the test as well as the item 
difficulty and item discrimination indices. The standard deviation of the total 
test was 11.99 and the largest standard deviations in the subsets are for listen-
ing and reading comprehension sections (4.92 and 4.02 respectively).  
 
Table 1. 
Descriptive Statistics of the Total Test and the Main Sections of the MHLE 

Sections No. of 
Items Mean Median Std. Deviation No. of 

Subjects 
Listening Compre-
hension 30 10.36 9.00 4.92 987 
Grammar 16 6.23 6.00 2.41 987 
Vocabulary 24 13.18 13.00 3.97 987 
Reading Compre-
hension 30 11.94 11.00 4.02 987 
Total 100 41.73 40.00 11.99 987 
 
Item Analysis 

Table A1 in the Appendix reveals the item difficulty, item discrimination, and 
adjusted point-biserial correlation indices. As the table shows, items 14, 84, and 
100 have IFs lower than 0.15 and are regarded as difficult items. On the other 
hand, item 49 with an IF greater than 0.85 is considered an easy item. Similar to 
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difficult questions, easy items are not considered ideal types of questions and 
need to be revised or removed accordingly.  

Also, as the table indicates, items 1, 5, 6, 9, 15, 19, 23, 24, 25, 26, 48, 51, 52, 
53, 63, 65, 68, 77, 86, and 88 have item discrimination indices higher than 0.40 
and are considered to be good items in this regard. Items 2, 3, 11, 17, 27, 29, 33, 
34, 35, 40, 41, 42, 45, 47, 54, 59, 60, 70, 73, 78, 79, 83, 93, 97, 98, and 99 have ID 
indices between 0.20 and 0.29 and are acceptable items. Items 12, 14, 18, 22, 
37, 38, 43, 44, 58, 61, 71, 74, 84, 90 and 100 have item discrimination indices of 
less than 0.15 and are regarded as poor items. There are also two items, namely 
items 20 and 67, which have negative item discrimination indices. Several rea-
sons might explain an item's negative ID index. At times, the item measures 
something irrelevant to what it was supposed to measure which makes the test 
takers too confused to respond appropriately. Additionally, low or high item 
facility or difficulty indices might result in a negative ID index. Equally im-
portant is the ambiguous and unspecific test instructions. 

The table also presents adjusted point-biserial correlations of every single 
item with the total test. According to the criterion proposed by Falvey et al. 
(1994) and as the table reveals, items 2, 7, 10, 12, 14, 18, 27, 30, 35, 37, 38, 39, 
41, 42, 43, 44, 50, 54, 55, 60, 61, 72, 73, 74, 75, 80, 81, 83, 84, 85, 89, 90, 96, 97, 
and 100 have very low correlations (lower than .2) with the total test. In addi-
tion to these items, questions 20, 58, 67 and 71 are considered poor items due 
to their negative values of ITC. As explicated by Alavi (1997), the negative value 
of an item's ITC might indicate a different construct of the item. In this study, 
the low or negative ITC of the listening comprehension questions can further be 
explained on other grounds. Due to the fact that the test' audio recordings are 
played in the test setting, and only once, most probably, the administration 
condition, including the technical faults, noise or poor quality of the tapes, plays 
a crucial role in testees’ performance which, in consequence, results in the 
items' poor ICT. 

 
Reliability Analysis 

The KR20 reliability statistics revealed that the MHLE enjoys a reliability of 
0.862, which is considered an acceptable reliability index (Hughes, 2003). Table 
A2 in the Appendix presents KR20-if-item-deleted of the total test.  As the table 
indicates, the removal of items 10, 14, 18, 20, 38, 41, 42, 43, 44, 50, 55, 58, 61, 
67, 71, 73, 74, 80, 81, 84, 90, 97, and 100 results in a reliability higher than 
0.862.  
 

Factor Analysis on the Total Test   

To determine the component abilities underlying performance on the MHLE, a 
factor analytic study was undertaken. Before conducting factor analysis, data 
adequacy and sphericity were examined through KMO and Bartlett’s test.  Table 
2 presents the related findings.  
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Table 2. 
 KMO and Bartlett’s Test on the Total Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy                           .826                                      
 
Bartlett's Test of Sphericity      Approx. Chi-Square                           13565.995                     
                                                             df                                                           4950    
                                                             Sig                                                         0 .000                                                                                                                                                                                                                                                                                                                                   

 

According to Hinton et al. (2004), when the KMO test result is 0.5 or higher, 
the data are suitable for factor analysis. According to our findings, the KMO test 
statistics for the present study was equal to 0.82 which was far higher than the 
critical value of 0.5. Hinton et al. (2004) also believe that a significance level of 
p < 0.05 for Bartlett’s test of sphericity indicates that it is safe to continue with 
factor analysis. Our Bartlett's test digit (i.e. p < 0.001) confirmed that the as-
sumptions of performing factor analysis were met. 

In order to be able to compare the results of the analysis before and after 
removing problematic items, factor analysis was first conducted on the whole 
test, including 100 items, using both parallel analysis and MAP test. The results 
of parallel analysis suggested overfactoring, i.e. 31 factors, which might be ex-
plained for two reasons: First, parallel analysis appears to be sensitive to the 
number of variables (test items) and some emerged factors may be trivial ones 
(O’Connor, 2000); second, the heterogeneous nature of the test could also lead 
to the overfactoring. The MAP test produced five factors. However, scrutinizing 
items loading on the factors extracted, we found no clear pattern. For this rea-
son, we planned to conduct factor analysis for the second time after removing 
the problematic items, already identified through item analysis and KR20-if-
item-deleted statistics. Since many of the items would have been removed 
based on item analysis and KR20-if-item-deleted indices, we decided to delete 
only those items which were problematic according to three of the four criteria. 
In consequence, items 14, 18, 20, 38, 43, 44, 58, 61, 67, 71, 74, 84, 90 and 100 
were removed from later analyses. Again, parallel analysis overestimated the 
number of factors, extracting 25 factors. Figure 1 illustrates the scree plot of the 
analysis. 
Figure 1. 
Parallel Analysis Scree Plot 
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The MAP test, however, produced results with two, three, four, five, six, and 
seven factors.  Due to logical considerations and our knowledge about the con-
tents of the exam, which was a proficiency test with an average difficulty level 
consisting of three parts but assessing four types of knowledge- namely listen-
ing comprehension, grammar, vocabulary, and reading comprehension-  we 
found the four-factor solution more logical. In the following, each factor is in-
troduced and the logic behind item loadings on each factor is discussed. Table 
A3 in the appendix details the pattern matrix of 86 items on four factors ex-
tracted based on the correlation matrix of each single item with each factor.  
Factor One. Table 3 provides information on 24 items; namely items 1, 4, 5, 6, 
9, 15, 17, 19, 22, 24, 25, 26, 28, 31, 32,33, 34, 39, 41, 45, 48, 52, 54, and 79 
which loaded on factor one. From among these items, the majority, i.e. 13 items, 
had been included in the listening comprehension section of the test and had 
higher correlations with the factor (from 0.37 to 0.66) compared with other 
items. Seven items pertained to the grammar section; three items were related 
to the vocabulary part, and one item aimed at checking the test takers' reading 
comprehension skill. The loadings of these items on factor one are not high, 
however, ranging from 0.32 to 0.45.  
 
Table 3. 
Items Loading on Factor One 

Listening                                                                   Reading         Comprehension    Grammar       Vocabulary           
Comprehension    
Items Loading     Items  Loading          Items  Loading   Items     Loading 
 
1 
4 
5 
6 
9 
15 
17 
19 
22 
24 
25 
26 
28 

.49 

.46 

.66 

.65 

.60 

.45 

.50 

.50 

.43 

.64 

.57 

.45 

.37 

31 
32 
33 
34 
39 
41 
45 

.38 

.41 

.35 

.34 

.34 

.33 

.38 

48 
52 
54 
 

.45 

.33 

.35 
 

79              .32 
                
 

 
It can perhaps be claimed that most listening comprehension items, includ-

ing items 1, 4, 6, 9, 15, 17, 19, 22, 24, 25 and 26, assess understanding local lin-
guistic meanings. Item 5 measures knowledge of the sound system, while item 
28 seems to have been designed to evaluate test takers' inference of an implied 
meaning and intention. According to Buck (2001), knowledge of the sound sys-
tem includes relevant aspects of grammatical knowledge- namely phonology, 
stress and intonation- and understanding local linguistic meanings includes the 
whole of grammatical knowledge- not only phonology, stress and intonation, 
but also vocabulary and syntax, as well as the ability to use that knowledge au-
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tomatically in real time. In addition to listening comprehension items, seven 
items assessing students' knowledge of grammar loaded on factor one (i.e. 
items 31, 32, 33, 34, 39, 41 and 45, with loadings ranging from 0.33 to 0.41, 
which is slightly lower compared with the other items related to factor one). 
Except items 34 and 45, the rest appear to be inference items in which the stu-
dents have to obtain and infer some information from the stem of the items to 
be able to answer the questions. All vocabulary items loading on this factor, i.e. 
items 48, 52, and 54 are open questions which contain an underlined term, the 
synonym of which the students should select from among the four responses. 
Due to the point that the students have to infer some information from the stem 
of the item to be able to answer the item correctly, items of this type might be 
labeled inference questions. Likewise, the reading comprehension item which 
correlated with factor one, i.e. item 79, is an inference question measuring stu-
dents’ general comprehension of the passage, not addressing specific infor-
mation in the text. 

As is evident from the table, items from all subsections of the test loaded on 
factor one. The highest to the lowest loadings belong to listening comprehen-
sion, vocabulary, grammar and reading comprehension items respectively. Due 
to the disparity of item loadings from different divisions of the test, labeling the 
extracted factor is not an easy task. However, it appears that 10 items (one 
from listening comprehension, five from grammar, three from vocabulary and 
one from reading comprehension sections), all, intend to examine the students' 
inferencing abilities. Nonetheless, the loading of items from different subsec-
tions of the MHLE on the same factor was contrary to expectations.  
Factor Two. All items loading on factor two, namely items 2, 3, 7, 8, 11, 12, 13, 
16, 21, 23, 27, 29, 30, were listening comprehension items. Table 4 shows item 
loadings on this factor.  
 

Table 4. 
Items Loading on Factor Two 

Listening Comprehension 
Items Loading 
2 
3 
7 
8 
11 
12 
13 
16 
21 
23 
27 
29 
30 

-0.56 
0.51 
0.47 
0.46 
-0.42 
0.60 
-0.46 
-0.45 
0.46 
0.43 
-0.47 
0.48 
0.51 

 

As tables 3 and 4 indicate, listening comprehension items loaded on two 
separate factors (13 items on factor one and 13 items on factor two). An expla-
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As tables 3 and 4 indicate, listening comprehension items loaded on two 
separate factors (13 items on factor one and 13 items on factor two). An expla-

nation for this result can be the underlying abilities these items measure. As 
mentioned previously, listening comprehension items loading on factor one 
mostly assess the examinees' knowledge of understanding local linguistic 
meanings. However, listening items correlating with factor two can be claimed 
to have aimed at measuring students' understanding of inferred meanings in 
the audio texts. In addition to these inferencing items correlating with factor 
two, item 28 was also reported above to have been intended for measuring 
candidates' inferencing abilities. Surprisingly, however, item 28 correlated with 
factor one. These results are unexpected in two respects. First, it was expected 
that all items examining testees' ability in inferencing be loaded on the same 
factor, whereas the findings revealed that the items which aimed at evaluating 
candidates' inferencing skills were divided between factors one and two.  Even 
if we consider the inferencing items of the listening comprehension section to 
be a separate factor, there is no logic behind the loading of item 28 on factor 
one. Second, there is no justification for why listening comprehension questions 
which addressed learners' knowledge of understanding local linguistic mean-
ings correlated on the same factor with 9 vocabularies, grammar, and reading 
comprehension items intended to examine students' inferencing skill. Another 
equally important point about factor two is that this factor appears to be highly 
related to the difficulty criterion and not just similar content, since items with 
average and high IF values (i.e. IF ≥ 0.50) correlate negatively with this factor, 
while difficult items (i.e. IF < 0.50) correlate positively with it. The only expla-
nation for this finding seems to be the tests' administration conditions, includ-
ing poor quality of audio recordings and the existence of extra noise. 
Factor Three. Eighteen items- i.e. items 42, 46, 47, 49, 51, 53, 56, 57, 62, 63, 64, 
65, 66, 68, 69, 70, 76, and 77- loaded on factor three. Fifteen of these items 
were from what may be considered the vocabulary section of the MHLE, with 
loadings higher than the items belonging to the grammar and reading compre-
hension parts of the test. Table 5 depicts items loading on this factor.  
 
Table 5. 
Items Loading on Factor Three 

Grammar      Vocabulary Reading Comprehension 

Items Loadings Items Loadings Items Loadings 
42 
46 

.40 

.43 
47 
49 
51 
53 
56 
57 
62 
63 
64 
65 
66 
68 
69 
70 

.53 

.42 

.55 

.53 

.37 

.56 

.33 

.45 

.57 

.73 

.44 

.59 

.77 

.47 

76 
77 
 

.32 

.31 
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On the other hand, items 42 and 46, which appear to be intended to tap 
learners' grammatical knowledge (item 42 assesses knowledge about verb se-
quences and item 46 measures knowledge about prepositions) also load on 
factor three, which does not appear to be very logical. Scrutinizing the two 
items from the reading comprehension section which loaded on factor three 
reveals that item 77 can be considered a vocabulary item inserted in the read-
ing comprehension section, as it requires a synonym for a word in the text. Item 
76, however, measures the ability to draw inferences from content; hence, 
there seems to be no obvious reason why it loaded on this factor. At the same 
time, there is no justification for why 15 vocabulary items loaded on factor 
three while three others loaded on factor one.  
Factor Four. Items 82, 86, 87, 88, 89, 91, 93, 94, 95, 96, 98 and 99 loaded on 
factor four. All these items had been included in the reading comprehension 
section of the MHLE. Table 6 summarizes items loading on this factor.  
 
Table 6. 
Items Loading on Factor Four 

Reading Comprehension  
Items Loading 
82 .31 
86 .56 
87 .58 
88 .65 
89 .56 
91 .50 
93 .48 
94 .54 
95 .48 
96 .48 
98 .38 
99 .30 

 
All in all, the reading comprehension questions which loaded on factor 4 

seem to have aimed at checking specific information in the text. Items 87, 93, 
95, and 96, however, appear to evaluate the test takers' general comprehension 
skills. Overall, however, it seems that factor four can be considered related to 
the reading comprehension skill. 

Altogether, a detailed account of the whole findings reveals that from among 
the 86 items included in the factor analysis, 67 had loadings higher than 0.3 
with the factors extracted. Nineteen items, including items 10, 35, 36, 37, 40, 
50, 55, 59, 60, 72, 73, 75, 78, 80, 81, 83, 85, 92, and 97, however, did not load 
significantly on any factor. It needs to be mentioned that items 37, 59, 83, and 
97 had loadings of 0.14 to 0.25 with factor one; items 35, 36, 50, 55, 60, 72, 73, 
75, 80, and 92 had loadings of 0.12 to 0.28 with factor three; and items 10, 40, 
78, 81, and 85 had loadings of 0.15 to 0.29 with factor four. Examining the item 
analysis of these questions confirms that 14 of these 19 items were found to be 
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On the other hand, items 42 and 46, which appear to be intended to tap 
learners' grammatical knowledge (item 42 assesses knowledge about verb se-
quences and item 46 measures knowledge about prepositions) also load on 
factor three, which does not appear to be very logical. Scrutinizing the two 
items from the reading comprehension section which loaded on factor three 
reveals that item 77 can be considered a vocabulary item inserted in the read-
ing comprehension section, as it requires a synonym for a word in the text. Item 
76, however, measures the ability to draw inferences from content; hence, 
there seems to be no obvious reason why it loaded on this factor. At the same 
time, there is no justification for why 15 vocabulary items loaded on factor 
three while three others loaded on factor one.  
Factor Four. Items 82, 86, 87, 88, 89, 91, 93, 94, 95, 96, 98 and 99 loaded on 
factor four. All these items had been included in the reading comprehension 
section of the MHLE. Table 6 summarizes items loading on this factor.  
 
Table 6. 
Items Loading on Factor Four 

Reading Comprehension  
Items Loading 
82 .31 
86 .56 
87 .58 
88 .65 
89 .56 
91 .50 
93 .48 
94 .54 
95 .48 
96 .48 
98 .38 
99 .30 

 
All in all, the reading comprehension questions which loaded on factor 4 

seem to have aimed at checking specific information in the text. Items 87, 93, 
95, and 96, however, appear to evaluate the test takers' general comprehension 
skills. Overall, however, it seems that factor four can be considered related to 
the reading comprehension skill. 

Altogether, a detailed account of the whole findings reveals that from among 
the 86 items included in the factor analysis, 67 had loadings higher than 0.3 
with the factors extracted. Nineteen items, including items 10, 35, 36, 37, 40, 
50, 55, 59, 60, 72, 73, 75, 78, 80, 81, 83, 85, 92, and 97, however, did not load 
significantly on any factor. It needs to be mentioned that items 37, 59, 83, and 
97 had loadings of 0.14 to 0.25 with factor one; items 35, 36, 50, 55, 60, 72, 73, 
75, 80, and 92 had loadings of 0.12 to 0.28 with factor three; and items 10, 40, 
78, 81, and 85 had loadings of 0.15 to 0.29 with factor four. Examining the item 
analysis of these questions confirms that 14 of these 19 items were found to be 

statistically problematic in terms of one or two of their item characteristics. 
Items 10, 50, 55, 73, 80, and 81 did not have suitable item-total correlations or 
KR20-if-item-deleted indices. Items 10, 35, 37, 50, 55, 60, 72, 75, 80, 85, and 97 
did not have satisfactory adjusted point-biserial correlations. Recall that prior 
to conducting the factor analysis, we made a decision to remove only items 
which were problematic in three of their four item characteristics so as to re-
tain the most possible number of items for the analysis. This decision might 
partly explain why 19 items failed to significantly correlate with any of the fac-
tors. It is more difficult, however, to explain why the other five items (i.e. items 
36, 40, 59, 78, and 92) do not load on any of the extracted factors, although we 
should perhaps point out that their loadings were somewhat higher (i.e. be-
tween 0.20 to 0.26) than the obviously faulty items. Items 40 and 59 had corre-
lations of 0.26 with factors four and one respectively. Items 36 and 78 had cor-
relations of 0.20 with factors three and four respectively. And item 92 correlat-
ed with factor three at 0.25.   

As the preceding section indicates, the item loadings, did not reveal a pre-
cise pattern. Simply put, contrary to our expectation, items on listening com-
prehension, grammar, vocabulary and reading comprehension did not load on 
separate factors; Several explanations may be tentatively offered for this find-
ing:  First of all, there were many items which were found to be poor based on 
their IF, ID, adjusted point-biserial correlation and KR20-if-item-deleted indi-
ces.  However, we only removed those items which were seen to be problematic 
in three of the four criteria; hence, other problematic items were retained 
which might have affected the results. Another point which might have affected 
the results is the heterogeneity of the items of the MHLE which appear to have 
been collected from different available proficiency tests, instead of having been 
developed for the purpose of the MHLE exam. Another possibility is the specific 
background knowledge needed on the part of the examinees to respond to 
some of the questions, particularly in the listening and reading parts. Regarding 
the listening comprehension section, as mentioned previously, the administra-
tion conditions of the test, such as listening to the audio files without head-
phones, and, in consequence, the presence of background noise, may also have 
influenced candidates' performance. Brindley (1998) enumerates a range of 
factors affecting testees' performance on listening comprehension tests, includ-
ing lack of background knowledge and the noise of the setting. Other factors he 
lists like the nature of the input (speech rate, length, background, syntax, vo-
cabulary, noise, accent, register, propositional density, amount of redundancy, 
etc.), the nature of the assessment task (amount of context provided, clarity of 
instructions, availability of question preview, whether the task calls for recogni-
tion only or synthesis, etc.), and individual listener factors (memory, interest, 
background knowledge, motivation, etc.) might have affected the MHLE test 
takers' performance on listening comprehension questions as well.  All things 
considered, we come up with the unsatisfactory conclusion that the MHLE lacks 
a clear factor structure, not distinct in terms of listening comprehension, 
grammar, vocabulary and reading comprehension.  
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Conclusion  
This study was an attempt to investigate the construct validity of the Ministry 
of Health Language Exam. To be more specific, it addressed the distinctness of 
the test in terms of listening comprehension, grammar, vocabulary and reading 
comprehension. Based on the view of validity as a unitary concept, an attempt 
was made to collect various types of evidence to check construct validity of the 
test. For this purpose, descriptive statistics, reliability analysis, item analysis, 
and factor analysis were conducted. The low values of the mean and median 
indicated that the overall performance of the students was not satisfactory. The 
results of the reliability analysis were acceptable; however, the item analyses 
detected many problematic items. Finally, exploratory factor analysis, applying 
parallel analysis and Velicer’s MAP test, was conducted on the total test. While 
results of parallel analysis suggested overfactoring, MAP test produced two to 
seven factors. Scrutinizing items loading on these factors, we could not find any 
clear pattern. Exploratory factor analysis was done for the second time with the 
poor items, i.e. 14 items problematic on three of the four item characteristics, 
removed. Again, parallel analysis resulted in overfactoring and the MAP test 
extracted two to seven factors. Having knowledge of the test content which 
composed of four sections and inspecting the item loadings, we selected the 
four-factor result as being more logical. 

Analyzing the results indicated that the majority of items loading on factor 
one, i.e. 13 items, were listening comprehension items with high loading values. 
Eleven items from the grammar, vocabulary and reading comprehension sec-
tions also loaded on this factor. A detailed analysis of the items loading on this 
factor indicated that 10 items required the examinees to infer meaning from 
the audio or the text. The most number of listening questions, however, as-
sessed understanding local linguistic meanings and one item measured 
knowledge of the sound system. Another 13 items from listening comprehen-
sion section loaded on factor two. Since no other item from other sections of the 
test loaded on this factor, this factor could be safely labeled listening compre-
hension. Surprisingly, however, like 10 questions of other sections loading on 
factor one, all listening items correlating with factor two seemed to have aimed 
at measuring the test takers' inferencing ability. The majority of items loading 
on factor three, i.e. 14 items, were related to vocabulary section, with a few 
grammar and reading comprehension questions. Since the grammar items as-
sessed knowledge about verb sequences and prepositions, there is no logic be-
hind their correlating with factor three. Regarding reading comprehension 
questions, one item was a synonym question, which could be considered as a 
vocabulary item inserted in reading comprehension section. Another reading 
question, however, measured the ability to draw inferences from content; 
hence, there is no explanation for its loading on this factor. Factor four was an 
exclusively reading comprehension factor. All the items, i.e. 12, were reading 
comprehension questions. The items, however, did not share the same underly-
ing component abilities. Four of them appeared to evaluate candidates' general 
comprehension skills. Hence, they seemed to be more apt to have been loaded 
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Conclusion  
This study was an attempt to investigate the construct validity of the Ministry 
of Health Language Exam. To be more specific, it addressed the distinctness of 
the test in terms of listening comprehension, grammar, vocabulary and reading 
comprehension. Based on the view of validity as a unitary concept, an attempt 
was made to collect various types of evidence to check construct validity of the 
test. For this purpose, descriptive statistics, reliability analysis, item analysis, 
and factor analysis were conducted. The low values of the mean and median 
indicated that the overall performance of the students was not satisfactory. The 
results of the reliability analysis were acceptable; however, the item analyses 
detected many problematic items. Finally, exploratory factor analysis, applying 
parallel analysis and Velicer’s MAP test, was conducted on the total test. While 
results of parallel analysis suggested overfactoring, MAP test produced two to 
seven factors. Scrutinizing items loading on these factors, we could not find any 
clear pattern. Exploratory factor analysis was done for the second time with the 
poor items, i.e. 14 items problematic on three of the four item characteristics, 
removed. Again, parallel analysis resulted in overfactoring and the MAP test 
extracted two to seven factors. Having knowledge of the test content which 
composed of four sections and inspecting the item loadings, we selected the 
four-factor result as being more logical. 

Analyzing the results indicated that the majority of items loading on factor 
one, i.e. 13 items, were listening comprehension items with high loading values. 
Eleven items from the grammar, vocabulary and reading comprehension sec-
tions also loaded on this factor. A detailed analysis of the items loading on this 
factor indicated that 10 items required the examinees to infer meaning from 
the audio or the text. The most number of listening questions, however, as-
sessed understanding local linguistic meanings and one item measured 
knowledge of the sound system. Another 13 items from listening comprehen-
sion section loaded on factor two. Since no other item from other sections of the 
test loaded on this factor, this factor could be safely labeled listening compre-
hension. Surprisingly, however, like 10 questions of other sections loading on 
factor one, all listening items correlating with factor two seemed to have aimed 
at measuring the test takers' inferencing ability. The majority of items loading 
on factor three, i.e. 14 items, were related to vocabulary section, with a few 
grammar and reading comprehension questions. Since the grammar items as-
sessed knowledge about verb sequences and prepositions, there is no logic be-
hind their correlating with factor three. Regarding reading comprehension 
questions, one item was a synonym question, which could be considered as a 
vocabulary item inserted in reading comprehension section. Another reading 
question, however, measured the ability to draw inferences from content; 
hence, there is no explanation for its loading on this factor. Factor four was an 
exclusively reading comprehension factor. All the items, i.e. 12, were reading 
comprehension questions. The items, however, did not share the same underly-
ing component abilities. Four of them appeared to evaluate candidates' general 
comprehension skills. Hence, they seemed to be more apt to have been loaded 

on factor one.  Eight other items seemed to have aimed at checking specific in-
formation in the text. Nineteen items did not load significantly on any factor. 

As the results revealed, findings were rather disappointing. Fourteen items 
were found problematic based on three criteria. Nineteen items did not load 
significantly on nay factor. A clear pattern of item loading was not found for 
many items. These findings can be viewed as evidences on the necessity of re-
vising the MHLE. The first point to consider is that item characteristics be close-
ly examined in initial steps of test development, since problematic items seri-
ously threaten the validity of the test. Next, questions comprising future tests of 
MHLE have to be developed particularly for the purpose of the exam, instead of 
being compiled from various other available proficiency tests.  Also, caution 
needs to be exercised in including audio and text materials which are not bi-
ased in favor of students from particular majors. In addition to the test and in-
dividual variables, test administration conditions should be improved in order 
not to contribute adversely to the candidates' performance. Altogether, it is 
highly recommended that, prior to all its administration, the MLHE be analyzed 
in depth in term of its item analysis, reliability and validity. Hopefully, these 
considerations help turn the MHLE into a highly valid high stakes test capable 
of selecting English proficient students for furthering their studies at the doc-
torate level.  

Further studies can be conducted on the this nationwide high-stakes test by 
adopting a mixed-method approach. Future research can include interviews 
with stakeholders, that is test-takers and test developers, to provide a more 
comprehensive view of the validity of the test. Other ways of measuring validity 
can also be employed by comparing the test to other tests that measure similar 
qualities to see how highly correlated the two measures are, which is an indica-
tion of the validity of the test. 
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Appendix 
Tables A1-A3 
 
 
Table A1. 
IF, ID and Point-Biserial Correlation Estimates of the MHLE      

Items Item Difficulty Discrimination index Adjusted Point Biserial 
1 0.43 0.46 0.37 
2 0.61 0.20 0.16 
3 0.20 0.23 0.30 
4 0.28 0.32 0.30 
5 0.35 0.42 0.35 
6 0.35 0.48 0.40 
7 0.30 0.16 0.18 
8 0.28 0.35 0.33 
9 0.32 0.43 0.36 
10 0.24 0.16 0.14 
11 0.45 0.23 0.20 
12 0.16 0.11 0.16 
13 0.48 0.31 0.23 
14 0.09 0.03 0.07 
15 0.54 0.57 0.43 
16 0.45 0.31 0.24 
17 0.24 0.27 0.29 
18 0.35 0.08 0.06 
19 0.34 0.45 0.37 
20 0.32 -0.01 -0.03 
21 0.32 0.38 0.36 
22 0.16 0.17 0.24 
23 0.53 0.47 0.35 
24 0.45 0.49 0.39 
25 0.25 0.52 0.49 
26 0.56 0.41 0.31 
27 0.50 0.23 0.18 
28 0.24 0.31 0.32 
29 0.30 0.25 0.22 
30 0.29 0.19 0.19 
31 0.75 0.32 0.25 
32 0.44 0.31 0.22 
33 0.74 0.29 0.25 
34 0.20 0.23 0.25 
35 0.40 0.25 0.17 
36 0.59 0.36 0.25 
37 0.26 0.12 0.16 
38 0.22 0.15 0.09 
39 0.24 0.18 0.17 
40 0.30 0.22 0.23 
41 0.36 0.20 0.13 
42 0.58 0.21 0.13 
43 0.37 0.02 0.00 
44 0.17 0.07 0.09 
45 0.20 0.21 0.24 
46 0.42 0.37 0.29 
47 0.85 0.21 0.22 
48 0.62 0.41 0.31 
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Items Item Difficulty Discrimination index Adjusted Point Biserial 
49 0.90 0.18 0.20 
50 0.37 0.17 0.10 
51 0.46 0.61 0.46 
52 0.36 0.44 0.35 
53 0.49 0.46 0.35 
54 0.71 0.25 0.19 
55 0.41 0.19 0.15 
56 0.53 0.35 0.21 
57 0.74 0.39 0.32 
58 0.47 0.00 -0.03 
59 0.50 0.29 0.22 
60 0.69 0.23 0.17 
61 0.30 0.13 0.14 
62 0.31 0.32 0.32 
63 0.47 0.54 0.40 
64 0.71 0.34 0.27 
65 0.56 0.41 0.31 
66 0.58 0.31 0.25 
67 0.16 -0.08 -0.12 
68 0.55 0.60 0.43 
69 0.74 0.32 0.27 
70 0.74 0.23 0.20 
71 0.68 0.01 -0.04 
72 0.85 0.18 0.16 
73 0.53 0.26 0.14 
74 0.22 0.09 0.06 
75 0.20 0.18 0.18 
76 0.77 0.31 0.27 
77 0.50 0.42 0.29 
78 0.59 0.29 0.22 
79 0.23 0.21 0.24 
80 0.72 0.17 0.10 
81 0.25 0.17 0.12 
82 0.42 0.37 0.28 
83 0.42 0.22 0.16 
84 0.05 0.03 0.10 
85 0.29 0.19 0.19 
86 A0.42 0.52 0.40 
87 0.42 0.33 0.27 
88 0.56 0.46 0.35 
89 0.56 0.19 0.16 
90 0.22 0.03 0.04 
91 0.34 0.30 0.27 
92 0.47 0.30 0.22 
93 0.39 0.29 0.23 
94 0.36 0.33 0.28 
95 0.16 0.18 0.21 
96 0.21 0.18 0.18 
97 0.49 0.24 0.13 
98 0.36 0.28 0.24 
99 0.22 0.23 0.20 
100 0.08 0.02 0.00 
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Table A2. 
Item Total Statistics 

Item KR20 if Item Deleted Item KR20 if Item Deleted Item KR20 if Item Deleted 
1 0.859 39 0.861 77 0.860 
2 0.861 40 0.861 78 0.861 
3 0.860 41 0.862+ 79 0.860 
4 0.860 42 0.862+ 80 0.862+ 
5 0.859 43 0.863+ 81 0.862+ 
6 0.859 44 0.862+ 82 0.860 
7 0.861 45 0.860 83 0.861 
8 0.859 46 0.860 84 0.862+ 
9 0.859 47 0.861 85 0.861 
10 0.862+ 48 0.860 86 0.858 
11 0.861 49 0.861 87 0.860 
12 0.861 50 0.862+ 88 0.859 
13 0.861 51 0.858 89 0.861 
14 0.862+ 52 0.859 90 0.863+ 
15 0.858 53 0.859 91 0.860 
16 0.860 54 0.861 92 0.861 
17 0.860 55 0.862+ 93 0.860 
18 0.863+ 56 0.861 94 0.860 
19 0.859 57 0.860 95 0.861 
20 0.864+ 58 0.864+ 96 0.861 
21 0.859 59 0.861 97 0.862+ 
22 0.860 60 0.861 98 0.860 
23 0.859 61 0.862+ 99 0.861 
24 0.859 62 0.859 100 0.862+ 
25 0.858 63 0.858   
26 0.860 64 0.860   
27 0.861 65 0.860   
28 0.860 66 0.860   
29 0.861 67 0.864+   
30 0.861 68 0.858   
31 0.860 69 0.860   
32 0.861 70 0.861   
33 0.860 71 0.864+   
34 0.860 72 0.861   
35 0.861 73 0.862+   
36 0.860 74 0.862+   
37 0.861 75 0.861   
38 0.862+ 76 0.860   
Note. + indicates that KR20 (0.862) improves if the item is removed 
 
 
 
Table A3. 
Standardized Loadings (Pattern Matrix) Based upon Correlation Matrix 

Item MR1 MR3 MR4 MR2 h2 u2 
1 .49 .09 -.06 .40 .473 .53 
2 .27 .10 .04 -.56 .376 .62 
3 .29 .03 .14 .51 .462 .54 
4 .46 -.05 .14 .09 .279 .72 
5 .66 -.05 -.01 -.03 .399 .60 
6 .65 .03 .00 .00 .439 .56 
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Table A3. 
Standardized Loadings (Pattern Matrix) Based upon Correlation Matrix 

Item MR1 MR3 MR4 MR2 h2 u2 
1 .49 .09 -.06 .40 .473 .53 
2 .27 .10 .04 -.56 .376 .62 
3 .29 .03 .14 .51 .462 .54 
4 .46 -.05 .14 .09 .279 .72 
5 .66 -.05 -.01 -.03 .399 .60 
6 .65 .03 .00 .00 .439 .56 

Item MR1 MR3 MR4 MR2 h2 u2 
7 .19 -.02 .04 .47 .295 .71 
8 .33 .07 .09 .46 .436 .56 
9 .60 .01 .01 .01 .373 .63 

10 .13 .02 .15 .11 .076 .92 
11 .28 .05 .12 -.42 .262 .74 
12 -.05 .19 .04 .60 .404 .60 
13 .34 .10 .07 -.46 .325 .67 
15 .45 .14 .09 .33 .475 .53 
16 .29 .10 .12 -.45 .307 .69 
17 .50 -.08 .12 .03 .283 .72 
19 .50 -.04 .22 .06 .379 .62 
21 .32 .15 .04 .46 .438 .56 
22 .43 -.09 .12 .10 .234 .77 
23 .39 .11 .02 .43 .439 .56 
24 .64 -.08 .11 .02 .440 .56 
25 .57 .12 .24 .03 .572 .43 
26 .45 -.02 .11 .01 .251 .75 
27 .17 .29 -.03 -.47 .318 .68 
28 .37 -.01 .26 .06 .287 .71 
29 .30 .04 -.07 .48 .355 .64 
30 .10 .13 -.01 .51 .311 .69 
31 .38 .20 -.07 -.12 .214 .79 
32 .41 .06 -.09 -.05 .159 .84 
33 .35 .33 -.20 -.13 .263 .74 
34 .34   .12   .02 -.04 .167 .83 
35 .08  .28 -.04 -.02 .092 .91 
36 .17   .20   .10   .01 .133 .87 
37 .14   .07   .08   .05 .056 .94 
39 .34   -.08 .04   .00 .110 .89 
40 .10  .12   .26 -.03 .141 .86 
41 .33  .00 -.14 -.06 .093 .91 
42 .00   .40 -.17 -.01 .147 .85 
45 .38 -.02   .10 -.05 .171 .83 
46 .14  .43 -.04 -.01 .226 .77 
47 -.11   .53   .09   .06 .291 .71 
48 .45  .15 -.06 -.01 .249 .75 
49 .13  .42 -.06 -.04 .215 .78 
50 .11  .16 -.10   .02 .042 .96 
51 .14   .55   .14   .06 .475 .52 
52 .33  .27   .04 -.07 .260 .74 
53 .13  .53 -.04   .03 .338 .66 
54 .35 .12 -.12 -.05 .139 .86 
55 .07   .12   .07   .10 .053 .95 
56 .06     .37 -.01 -.01 .151 .85 
57 .09  .56   .02 -.06 .364 .64 
59 .26    .03   .13 -.08 .117 .88 
60 .20 .28 -.12 -.19 .154 .85 
62 .23   .33   .04   .00 .233 .77 
63 .13   .45   .18   .02 .360 .64 
64 -.06   .57   .06   .03 .335 .66 
65 -.07   .73 -.07   .02 .485 .52 
66 .00   .44   .02   .00 .204 .80 
68 .02   .59   .25   .01 .507 .49 
69 -.22   .77   .03   .06 .541 .46 
70 .00 .47 -.05 -.06 .215 .79 
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Item MR1 MR3 MR4 MR2 h2 u2 
72 .20  .21 -.02 -.12 .116 .88 
73 .09   .12   .08 -.06 .047 .95 
75 .06   .20   .07   .19 .116 .88 
76 .03  .32   .24 -.08 .222 .78 
77 .12  .31   .14 -.04 .192 .81 
78 .09   .16   .20   .00 .115 .89 
79 .32   .05   .10 -.04 .153 .85 
80 -.03   .17   .11 -.13 .060 .94 
81 -.10   .12   .29   .01 .101 .90 
82 .24   -.01 .31 -.01 .204 .80 
83 .23   .01   .09 -.14 .086 .91 
85 .06   .01   .26   .25 .165 .83 
86 .10   .15   .56 -.06 .443 .56 
87 .06  -.05   .58 -.07 .345 .65 
88 .05    .02   .65 -.03 .455 .54 
89 -.11    -.09 .56   .05 .274 .73 
91 .04  .03   .50 -.01 .280 .72 
92 .18  .25   .04 -.18 .151 .85 
93 -.10   .13   .48   .06 .261 .74 
94 .00  .06   .54 -.08 .306 .69 
95 -.05   .06   .48   .04 .241 .76 
96 -.02 -.02   .48   .06 .226 .77 
97 .25  .11 -.06 -.19 .103 .90 
98 .10  .02   .38 -.02 .192 .81 
99 .07   .02   .30   .22 .183 .82 

Note. The greatest factor loading of each item is shown in boldface.  
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Abstract 
Language marginalization is one of the main concerns of many nations. 
Several driving forces may endanger indigenous languages including 
globalization, hegemonic ambitions such as colonialism, and the lack of 
proper language planning and policy at national and international levels. 
This research is an ethnographic study to explore the status of Persian 
compared to English among the members of an Indian community resid-
ing in Iran. The data of this qualitative study was collected through semi-
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School of the Embassy of India in Tehran, Iran, as well as one-year obser-
vations of this school, accompanied with detailed field notes, and general 
investigation of the Persian and English course materials taught at this 
school. Thematic analysis of the data revealed that English holds the 
highest status among the members of this Indian community. This is 
while, on the one hand, members of this community are in urgent need 
for Persian due to their communicative and educational demands during 
their residence in Iran, and on the other hand, the Iranian Act of Foreign 
Citizen’s Schools has required quality Persian instruction and supervision 
in Iranian Schools for International Citizens. This study illustrates how 
Persian is marginalized in its homeland because of the postcolonial rem-
nants and neocolonial forces of English dominance which lead to over-
appreciation of English among members of this community, along with 
the absence of Iranian language policies' implementation monitoring, and 
poor Persian instruction. 

Keywords: School of the Embassy of India, English dominance, Persian 
marginalization, ethnographic inquiry, contributing factors 

 

Introduction  
With the rapid spread of English throughout the world during and after the 
postcolonial era, marginalization and devaluation of indigenous languages have 
become important concerns of many scholars (e.g., Dillon, 2016; Mario et al., 
2014; Park, 2017; Sarkar & Lavoie, 2014). Critical sociolinguists have noticed 
that while the colonial era ended many years ago in countries such as India, the 
colonial influences are still lingering on languages and education systems of 
former colonies (Adjei, 2007; Raju, 2011; Sekhar, 2012). There are ample evi-
dences of French and British colonialism legacy in the educational systems and 
national/official language policies of African, Latin America and Asian subcon-
tinental countries including India (Bhattacharya, 2017; Cogneau, 2003; Dupraz, 
2019). Because of this colonial background, many researchers (e.g., May, 2001; 
Shohamy, 2006; Spolsky, 2009; Wright, 2007) are greatly concerned with the 
threat of English for other languages inside their borders. 

One such case is the declined place of Persian among Indian non-Persian 
speakers. Despite the good ties between Iran and India and the long history of 
their close relations, communication between two nations in their indigenous 
languages is hardly, if ever, possible. This is mainly because of the removal of 
Persian from Indian schooling during the British colonial reign, and the subse-
quent intervening role of English (Chandio , Jafri & Ansari, 2014; Stroud & Wee, 
2006). This concern sounds to be due in Iran because of the growing promi-
nence assigned to English in academic settings such as an Indian school inside 
Iran, which is the subject of the present study. Despite the urgent need for Per-
sian which is the national language in Iran, we noticed that Indian learners of 
Persian cannot meet their daily communicative needs through Persian.  

In spite of the sociolinguistic significance of the issue, and the problems it 
has created for this Indian community in Iran, this subject has not been investi-



Journal of Language Horizons, Alzahra University  —  39

gated so far. Accordingly, the present research means to scrutinize into differ-
ent facets of this issue through exploring, first, how this Indian community 
viewed Persian and English education, and, second, which driving forces en-
couraged/discouraged the promotion of any of these two languages in the re-
search context. For this purpose, an ethnographic research was conducted in 
this Indian school, since this type of research could assure credible reports and 
trustworthy results through extended “co-presence of observer and events” 
(Luders, 2004, p. 225). Effort was made to address the aims of an ethnographic 
research through prolonged observations along with field notes, personal in-
terviews, and course book data analysis in the course of one year. This could 
give us clues as to a series of forces which contribute to devaluation of Persian 
among the members of this community, and high appraisal of English instead, 
as they will be explained in the subsequent sections.  

 

Literature Review 
Colonialism, English and Persian in India 

European colonialism started out in the 15th century and by the late 19th cen-
tury, more than three-quarters of the earth belonged to some European coun-
tries. This was reinforced by colonizers’ plots to discourage local people from 
their linguistic and cultural heritage, hoping that they would not resist the co-
lonial powers if they willingly adopted the colonizers' way of life, language and 
culture (Rajasekhar, 2012). As far as India is concerned, soon after it was occu-
pied by Britain, the British East India Company was founded. Despite its claim 
of being a “commercial company,” it started to recruit chaplains to spread 
Christianity in India and ministers of religion and schools were assigned for all 
their factories in India (Venkatanarayanan, 2013). As the colonizers expanded 
their power, they kept introducing traditional indigenous knowledge as “back-
ward and outdated,” which resulted in “segregation of indigenous people” and 
encouraging them to assimilate British life style (Pratt et al., 2018, p. 5). This 
was the time when the English language was introduced into Indian education-
al system (Rajasekhar, 2012), annual grants were allotted to English-based 
schools while British missionaries observed the schools regularly (Venkata-
narayanan, 2013). In a course of about two decades, English was officially rec-
ognized as the medium of instruction from the 6th year of schooling, taking the 
place of Persian, Arabic, and Sanskrit (Venkatanarayanan, 2013). 

Before colonialization, the Indian education system had an "oriental pat-
tern" (Chandio et al., 2014, p. 76). There were three types of schools, namely, 
Pathshalas, Madrassas, and Maktabs. Pathshalas were conventional Indian 
schools, Madrassas were the schools for Muslims, and Maktabs were Persian 
schools where the mediums of instructions were Arabic, Persian, and Sanskrit. 
Persian had a great influence on Indian languages like Urdu, Punjabi, and Sin-
dhi, and other Indian languages like Marathi, Hindi, Rajasthani, and Gujarati 
have borrowed a large number of words and phrases from Persian (Khansir & 
Mozafari, 2014). 
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After British colonization, some primary schools in India continued to use 
mother tongues as the medium of instruction and Sanskrit was extensively 
used in schools, but higher education was strictly decided to be in English. With 
the development of British rule in India, oriental-patterned schools as well as 
the funds for printing books in Arabic, Persian, and Sanskrit were eliminated, 
and Persian in office, court, and administration was replaced by English (Chan-
dio et al., 2014). Consequently, regional languages were replaced by English 
which was recognized as the language of "upper and middle class" (Singh & 
Singh, 2014, p. 128). This was while no official effort was made to translate the 
imported western literature into local languages, nor to standardize Indian 
scripts (Kumar, 2015). 

English became the official and academic language of India by the early 
twentieth century, and it increasingly gained the status of the language of "gov-
ernment, the social elite, and the national press" (Singh & Singh, 2014, p. 128). 
From the time that English was introduced in India, it has had impacts on vari-
ous domains such as business, literature, education system as well as Indian 
culture and civilization (Sekhar, 2012). English has even been recognized as the 
"means of personal achievement and the language of necessity" and the tradi-
tional languages including Persian have been removed because of the imposed 
superiority of English (Singh & Singh, 2014, p. 128). 

"Imperialism of the English language is still evident in the modern world fol-
lowed by colonialism" (Sekhar, 2012, p. 113). The power and authority of 
(neo)colonialism, which was originated in the west, exists in the form of soft 
power today; "unlike ordinary military conquest, colonialism involved a cultur-
al conquest; through the mind" (Raju, 2011, p. 147). English, which was once 
imposed on the Indian society by colonizers, maintained and promoted its place 
in India, through globalization since, as the following discussions reveal, global-
ization is an extension of colonialism (Fukuyama, 2006).  

 
Globalization and the Marginalization of National Languages  

As “the interconnections of global economic, political, cultural and environmen-
tal processes” (Steger, 2013, p. 7), globalization shapes new ways of life, identi-
ties and institutions (Giddens, 2000), and associates, more than everything, the 
power and dominance of the English language (Chang, 2006). As such, Tsui and 
Tollefson (2007) hold, “globalization is effected by two inseparable mediation 
tools, technology and English; and to respond to the rapid changes brought 
about by globalization, all countries have been trying to ensure that they are 
adequately equipped with these two skills” (p. 1). Armed with technological, 
scientific, military, political, economic, academic, and cultural powers, English 
has become a golden key to keep pace with technological, economic and social 
advancements and has assisted in integration with the rest of the world (Jen-
kins, 2006). This is more significant in post-colonial countries, like India, where 
information about power, status, and identity are embedded in the patterns of 
English language acquisition and use (Bhatt, 2010). 
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imported western literature into local languages, nor to standardize Indian 
scripts (Kumar, 2015). 
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culture and civilization (Sekhar, 2012). English has even been recognized as the 
"means of personal achievement and the language of necessity" and the tradi-
tional languages including Persian have been removed because of the imposed 
superiority of English (Singh & Singh, 2014, p. 128). 

"Imperialism of the English language is still evident in the modern world fol-
lowed by colonialism" (Sekhar, 2012, p. 113). The power and authority of 
(neo)colonialism, which was originated in the west, exists in the form of soft 
power today; "unlike ordinary military conquest, colonialism involved a cultur-
al conquest; through the mind" (Raju, 2011, p. 147). English, which was once 
imposed on the Indian society by colonizers, maintained and promoted its place 
in India, through globalization since, as the following discussions reveal, global-
ization is an extension of colonialism (Fukuyama, 2006).  

 
Globalization and the Marginalization of National Languages  

As “the interconnections of global economic, political, cultural and environmen-
tal processes” (Steger, 2013, p. 7), globalization shapes new ways of life, identi-
ties and institutions (Giddens, 2000), and associates, more than everything, the 
power and dominance of the English language (Chang, 2006). As such, Tsui and 
Tollefson (2007) hold, “globalization is effected by two inseparable mediation 
tools, technology and English; and to respond to the rapid changes brought 
about by globalization, all countries have been trying to ensure that they are 
adequately equipped with these two skills” (p. 1). Armed with technological, 
scientific, military, political, economic, academic, and cultural powers, English 
has become a golden key to keep pace with technological, economic and social 
advancements and has assisted in integration with the rest of the world (Jen-
kins, 2006). This is more significant in post-colonial countries, like India, where 
information about power, status, and identity are embedded in the patterns of 
English language acquisition and use (Bhatt, 2010). 

In fact, the spread of English as a global language is a major consequence of 
globalization (Crystal, 2000), which acts as a “driving force to strengthen” this 
position (Chang, 2006, p. 515), and has succeeded in introducing English to the 
world as official, foreign, and second language as well as the lingua franca (Salö, 
2017). The evidence that English has achieved the unrivaled status of global 
language (Pennycook, 2007; Park & Wee, 2012) is the reality that “only one-
fourth of all English users worldwide are native speakers, and most non-native 
speakers using English do so in the absence of native speakers” (Seidlhofer, 
2011, p.1).  

Despite being a fact, the global spread of English is a controversial issue 
among various thinkers (Bhatt, 2010). Proponents of the global status of English 
believe that it is an “exceptional” (Ammon, 2001, p. 345; Baker, 2006, p. 12; 
Graddol, 1997, p. 3) language in that it is favored as the language of education, 
occupation, and communication throughout the world. In this sense, English is 
regarded as a gateway through which economic activities and information ex-
change are done globally (Graddol, 1997; Harmer, 2007). Seidlhofer (2005) 
states that English as a “global” or “International language” can reduce the mis-
understanding and misinterpretations among people (p. 339). Similarly, 
Mufwene (2002) holds that the local populations benefit from the language 
shift which occurs through colonization and globalization. He contends with 
viewing the world’s major languages as the “killer languages” declaring that 
language endangerment and extinction can simply occur under “peaceful condi-
tions” due to language shift (p. 162). Moreover, English as a single global lan-
guage is assumed to bring peace to the countries around the world, and linguis-
tic diversity can arise conflicts among ethnic groups in societies (Brewer, 
2001). 

Although considerable benefits are attached to having a global language, the 
potential threats of the phenomenon have been discussed by many commenta-
tors (Crystal, 2000 & 2003). As a result of global language, an “elite monolin-
gual linguistic class,” who is quite satisfied with its mother tongue and reluctant 
to learn other languages, will grow (Crystal, 2003, p. 14). Moreover, the recog-
nition of a global language accelerates the disappearance of languages with rel-
atively smaller number of speakers, since many people think that one language 
suffices and they do not need to learn other languages (Crystal, 2000). Another 
observation is that through the flows and interactions of globalization, national 
“self-reliance” has diminished as people interact across borders to a far greater 
degree (Wright, 2007, p.167). 

One other concern about English globalization is that even as a foreign lan-
guage, Crystal (2003) observes, English is being used in more than 100 coun-
tries and in many cases other foreign languages are being replaced by English. 
This, will change the big world into a small village (Crystal, 2003), which in 
turn, leads to English hegemony, and the dominance of English endangers the 
smaller languages around the world (Tsuda, 2008). Phillipson (2008, p. 4) 
points out that “global English” seems to be an appropriate term since English 
is widely used in the “global linguistic market” and its purpose is becoming “the 
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dominant language of international communication in an increasing number of 
countries worldwide,” which itself results in the extinction of many languages 
(Crystal, 2000). In other words, the value of national languages declines in 
transnational communications, to the extent that the global language prevails 
(Salö, 2017). In a nutshell, opponents of English globalization, hold that English 
language growth is a policy which intends to destroy the smaller languages in 
the world, to homogenize the world culture, and to inject the beliefs, disposi-
tions, values, and practices of English native speakers to the communities of 
English users (Bhatt, 2010). No matter how many proponents or opponents 
global spread of English has, it has influenced the world generally, and many 
nations like India particularly.  

 
Language Planning and Policy in the Globalized World; the Case of Iran 

As the above discussions reveal, institutionalizing national and foreign lan-
guage policies is essential for all nations to preserve and promote their indige-
nous language(s) and to access foreign/second language resources and poten-
tial revenues. Keeping in mind all the contemporary demands of English as the 
lingua franca of global communication, language policy makers in all countries 
need decide on series of issues including the national, official, second or foreign 
language; medium of instruction language(s); the place of indigenous languages 
in educational systems, the time and quality of introducing and institutionaliz-
ing English as either the subject or medium of instruction, and so on. This has 
led to a variety of language polities which can very broadly be recognized as: 1. 
monolingualism in countries like Britain, South Korea, and France where one 
language is recognized by their constitution as the single national and official 
language, mainly due to the ideology of “one nation, one state, one language” 
(Spolsky, 2004, p. 133); 2. bilingualism in countries like Canada, Finland, and 
New Zeeland where two languages are recognized as the official languages 
throughout a country; 3. multilingualism in countries such as Singapore, India, 
and South Africa where more than two languages are decreed by the constitu-
tion as the national and official languages.   
In this broad category, Iran falls in the first group. Chapter two of Iran’s consti-
tution (Article 15) proclaims Persian as the single national language which is 
bound to be used for all official and educational affairs. However, tribal and 
regional languages are free to be used in local media, and their literature can be 
taught at local schools besides Persian. Moreover, Iranian universities are al-
lowed to offer optional courses of local language and culture of the place 
wherein they are located (Supreme Council of Cultural Revolution, 2009). With 
regard to foreign language policy, Article 16 of the Iranian constitution declares 
that the Arabic language is bound to be taught during the junior and senior high 
school, since it is the language of the holy Quran and Islamic teachings, and is 
much intermingled with Persian literature. So far as English education is con-
cerned, there is no policy overtly stated in the Iranian constitution.  
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tution (Article 15) proclaims Persian as the single national language which is 
bound to be used for all official and educational affairs. However, tribal and 
regional languages are free to be used in local media, and their literature can be 
taught at local schools besides Persian. Moreover, Iranian universities are al-
lowed to offer optional courses of local language and culture of the place 
wherein they are located (Supreme Council of Cultural Revolution, 2009). With 
regard to foreign language policy, Article 16 of the Iranian constitution declares 
that the Arabic language is bound to be taught during the junior and senior high 
school, since it is the language of the holy Quran and Islamic teachings, and is 
much intermingled with Persian literature. So far as English education is con-
cerned, there is no policy overtly stated in the Iranian constitution.  

Historically speaking, English received attention in Iran due to strong ties be-
tween Iran and the US in 1925 as a result of which Iran-America Society was 
established in Iran. “The Society set up branches in major cities such as Tehran 
and Shiraz, with instructors mostly from the United States and Britain” (Hayati 
& Mashhadi, 2010, p. 30). Later in 1934, English was introduced into the formal 
educational system of Iran, and since then it kept functioning as a school sub-
ject at junior and senior high school up to now. English education continues at 
university level with general and specific English courses. In addition, private 
English institutes are allowed to teach English for a variety of purposes, from 
general English to English for specific and academic purposes.  
According to National Curriculum of Iran (2009, p. 38), the linguistic objective 
of general English at school level is declared to be development of the four lan-
guage skills for communication purpose. Beyond language objectives, National 
Curriculum (2009, p. 38) states that foreign language education should enhance 
“national culture and values,” through including local issues in foreign language 
course books. This can be addressed via introducing concepts such as health, 
environment, and everyday life of students at elementary levels, and cultural, 
scientific, economic, or political issues at more advanced levels.  
Regarding international citizens’ schools, which is a case of the present re-
search, Iranian Act of Foreign Citizen’s Schools (2007, Article 7) has proclaimed 
that such schools “are committed to devote at least 4 hours of their weekly 
schedule to teaching the Persian language and [Iranian] socio cultural studies in 
accordance with the regularities established by the Iranian Ministry of Educa-
tion.” The same act declares that “the Iranian Ministry of Education is required 
to provide appropriate curriculum and qualified teachers” for international 
schools (Article 8). According to this act, “the Iranian Ministry of Education is in 
charge of supervising the international citizens’ schools. It can even appoint, at 
its discretion, an agent at school for the exact monitoring of school affairs. The 
Ministry of Education is also required to submit biannual reports of its supervi-
sion to the High Council of Education” (Article 13). Above all, “the Ministry of 
Education reserves the right to amend or reject any programs, educational re-
sources and textbook content which are in contravention of the values and in-
terests of the Islamic Republic of Iran” (Aritcle 14).  
Taking into account the national and foreign language policies of Iran, and 
viewing India in the pretext of being a former British colony and influenced by 
the global status of English, we studied the Indian community residing in Iran 
with regard to its appreciation of either of English and Persian languages. Since 
different forces in a community including social, cultural, economic, and mili-
tary demands may end up in language appreciation, marginalization, endan-
germent or replacement (Nettle & Romaine, 2000), driving forces contributing 
to the participants’ standpoints towards these two languages were discovered 
in the course of a one-year ethnographic inquiry. The following sections are 
devoted to the detailed description of this inquiry.  
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Method 
Since we needed explore the participants’ views and practices, our extended 
and informative presence in the research context along with other data collec-
tion tools, as suggested by ethnography, could best address our research goals. 
In fact, ethnographic studies allow the researcher investigate “the perspectives 
of participants, the nature and forms of their knowledge, their interactions, 
practices and discourse” (Luder, 2004, p. 225) through participation in their 
activities for an extended time, “watching what happens, listening to what is 
said, and asking questions; in fact, collecting whatever data are available to 
throw light on the issues” (Hammerseley & Atkinson, 1983, p. 2). Such an eth-
nographic approach, as we adopted to carry out the present inquiry, will be 
elaborated in the subsequent parts.   
 
Context   

The research setting is the School of the Embassy of India neighbored by Gurd-
wara, a worship place for Indian Sikhs. The school was founded in 1952 by an 
Indian Sikh businessman, and is, at the moment, affiliated with Central Board of 
Secondary Education, New Delhi (CBSE). It has classes from Lower Kindergar-
ten (LKG) to the last grade of high school, with almost 220 students on its roll, 
with an average of 12 to 18 students in each class.  

The school is located in a downtown business area in Tehran. While you 
walk in the street where the school is located, you see Iranian businessmen 
who work there and Indian residents who live in that neighborhood. Since fifty 
years ago when the school was first established, many Indians have settled in 
that neighborhood because both the school and Gurdwara are located there. As 
you walk down the street for some blocks, you reach the ally in which the 
school is located. What you see from the outside is an almost huge four-story 
building with a wooden door. The gray building with closed windows could 
hardly make you understand what this place is unless you notice a big board 
with the Persian script on it: " مدرسه  سهرتره د هد " , i.e., “the School of the Embassy 
of India.” 

When the door is opened by the janitor, you enter the first floor. Then, you 
are invited to the guest room on your right. Other rooms on the first floor are 
the principal’s and staff’s rooms, accounting office, and kitchen. Everything in 
the hall of the first floor gives a sense of India. The smell of spicy food that 
teachers who live on the fourth-floor cook, the color of furniture, the ceiling fan 
that is seen in most Indian buildings, and the smiling people dressed in Indian 
clothes who reach you to help. While you walk there in the school, you feel that 
people have brought here a pinch of everything from India to create a sense of 
being in a little India. 

If you walk down few steps in the same hall, you will notice a large assembly 
hall where the students line up to chant the national anthem of India every 
morning before they go to classes. The light green walls of the hall and the red 
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decorative curtains of the stage are there to remind you that you are in an Indi-
an school. India is a culturally vibrant country where people of various cultures, 
religions, and traditions live together. Therefore, various colors in India and 
Indian contexts symbolize the multitudes of outlooks, lifestyles, and traditions. 
Down the assembly hall, a door opens to the yard where students can play.  

In the basement of the school, there is a large hall with five rooms. The 
rooms are devoted to French, Hindi and Punjabi classes, the janitor’s room, 
storage room, and bookshop. While there is a classroom specified to each lan-
guage, no classroom has been predicted for the Persian language. In the class-
rooms of different languages, you can see various instructional materials of that 
specific language on the walls. For instance, in French class, there are wallpa-
pers about pronouns, parts of the body, and some verbs on the walls. In the 
large hall of the basement, there are sport facilities such as tennis tables, fixed 
bikes, and treadmills.  

There are seven rooms on the second floor including the library, study hall 
and six rooms are classes from the first to the sixth grade. On the third floor, 
there are classrooms for the seventh to the twelfth grade, biology and chemis-
try laboratories, and a studio with a large screen to watch films. On the fourth 
floor of the school, there are five furnished suits that native Indian teachers can 
reside within the three years of their missions in Iran. There are 20 teachers 
teaching in the school. Seven teachers are India-based teachers who are sent 
from India to Iran for a period of three years.  Among the other teachers, 11 are 
the local teachers who are originally Indian but they permanently reside in 
Iran. They teach subjects such as English, environmental studies, French, Hindi, 
and Art. There is an Iranian female teacher who teaches Persian to the students 
of third to eighth grade.  
 
Participants 
The participants consisted of eight teachers including one Iranian teacher, four 
local and three India-based teachers, who were willing to cooperate with the 
researchers. The Iranian teacher has been living in India for 17 years before she 
comes to Iran, so she is fluent but not perfect in Persian. The four local teachers 
have learnt daily Persian conversations due to their residence in Iran, but the 
Indian teachers do not know Persian at all. The interviews with the Iranian 
teacher were conducted in both Persian and English at her convenience, but the 
Indian teachers were interviewed only in English. Brief introduction of the 
teacher participants is as follows (all names are pseudonyms): 

 Harjit Madam; 45 years old, 11 years of teaching experience 
 Gloria Madam; 40 years old, five years of experience  
 Maria Madam; 42 years old, local teacher, five years of experience, born 

in an Indian family in Tehran 
 Farhat Madam; 41 years old, local teacher, three years of experience, liv-

ing in Iran for 15 years 
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The three India-based teachers were as follow:  
 Neela Madam; 41 years old, two years of experience at this school 
 Mr. Malik; 50 years old, on a three-year mission from Bangalore  
 Mr. Rampal; 55 years old, on his mission for one year and a half 
 Razavi Madam; 55 years old, originally Iranian, Persian teacher of stu-

dents at all levels 
In addition to teachers, ten Indian-Iranian parents were interviewed. There 

are three types of families whose children are studying in the school. Some are 
Indians who have temporary jobs in Iran, and they leave the country usually 
after three to six years. The second type of Indian families are those who have 
immigrated to Iran in the past. They have married to Indians from India or In-
dians who reside in Iran and have stayed here in Iran. The last group includes 
families who live in Iran and one of the parents is Iranian and the other is Indi-
an. The ten parents who participated in this study are among the third group 
since their need for Persian seems more urgent. Except for Ms. Sadeqi who is 
Iranian and Knows only Persian, other parents know either Indian, Persian and 
English, or at least Persian and English. Accordingly, the interviews were con-
ducted in Persian and/or English at the participants’ convenience. They are 
briefly introduced as follows (all names are pseudonyms): 

 Mrs. Mataro; 34 years old from an Indian father and an Iranian mother. 
Her son is studying in Upper Kindergarten (UKG). 

 Mrs. Gorji; 30 years old. Her father is Iranian and her mother is from In-
dia. Her son is at first grade. 

 Mrs. Sadeghi; 45-year-old Iranian mother who is married to an Indian 
man. Her son has studied in this school up to grade 10 before he was 
sent to India to continue his education. Her daughter is studying in class 
seven. 

 Mr. Vahidi; 36-year-old father whose daughter is studying in UKG. He 
was born in Iran in a family with an Iranian father and an Indian mother.  

 Mr. Malhotra; 38 years old. He has studied at the same school and has got 
his B.A. in Delhi. His father is Indian and his mother is Iranian. His daugh-
ter is at first grade. 

 Mrs. Anand; 37 years old. She is Iranian and married to a man from 
Bangladesh. Her two sons are studying in UKG, at grade two and seven. 

 Mrs. Varma; 40 years old. Her father and husband are Indian but her 
mother is Iranian. Her two sons are studying in grade three and seven. 

 Mrs. Patel; 35-year-old Iranian lady who is married to an Indian man. 
Her daughter is studying at grade four. 

 Mrs. Maharati; 38-years-old mother who has studied in this school. Her 
father is Indian and her mother is Iranian. Her daughter is studying at 
grade two. 

 Mr. Sharma; 37-year-old father who has studied in this school. He is from 
an Indian father and an Iranian mother. His daughter is studying at grade 
three. 
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Procedure  

After we managed to obtain the school principal’s permission for class observa-
tions and teacher interviews, we started observing the classes from grade 
three, where the Persian language education starts, up to grade eight, where it 
ends and the students will have the choice of a second language. Observations 
of Persian classes were not conducted consecutively because they were occa-
sionally canceled for various reasons such as air pollution, other teachers tak-
ing Persian class time to make up for subjects such as math, or for practicing 
performances for school festivals and extracurricular programs. However, ef-
fort was made to observe all Persian classes which happened over the course of 
this study. Adopting an etic perspective in a whole year, we observed the school 
and language classrooms settings and activities, and took field notes in a metic-
ulous manner, as a non-participant observer. In addition to physical atmos-
phere of Persian class, several aspects of Persian teaching including methods 
and techniques; classroom activities; teacher’s expertise; student-teacher in-
teractions; students’ collaborations, interactions, and reactions to learning Per-
sian, as well as educational materials and course book were probed. The ob-
served classes were audio recorded and field notes were taken.  

Winning the trust of school manager, teachers and parents, we could carry 
out semi-structured, face to face interviews for six months. Long term presence 
of one of the researchers at school and her prior familiarity with this communi-
ty made it easier to establish rapport with teachers and parents. This familiari-
ty and new observations had created in our minds many questions regarding 
the status of different languages at this school, the participants’ viewpoints 
about current language policies and language teaching practices, their motiva-
tions for selecting this school, their language-related expectations and personal 
experiences, the advantages and challenges of the present language programs, 
the quality of language instruction, suggestions for enhancing their language 
skills and addressing their linguistic needs, and the like, all with specific con-
cern about Persian as compared to English, which generally guided our inter-
views.  

Since teachers had to be present in classes, they rarely had enough time to 
participate in interviews, yet we managed to arrange some times for this pur-
pose. Moreover, parents were not allowed to stay at school during the school 
hours, so finding parents who were available and willing to cooperate with us 
took a period of almost 6 months. Each participant was separately interviewed 
for about 30 minutes, and some participants were interviewed more than once 
for more clarification and validity in reporting the results. All interviews were 
recorded, transcribed, and made up a huge body of research data.  

 
Data Analysis 

The analytic approach was used for data analysis, through implementing differ-
ent types of coding. During “initial” or “open” coding, the data were read several 
times for tentative codes, which were later compared for more similarities in a 
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process of “focused” coding through which major codes were formed and main 
categories were developed. The resulted categories were reexamined several 
times through “axial” coding until the categories and subcategories were final-
ized (Charmaz, 2006, p. 42). After the recognition of the categories, the themes 
were initially extracted out of the specified categories. The themes were placed 
in the context of the data several times to see if they actually made sense and 
the main themes were decided upon. Then, the main themes were rechecked 
with the participants and it resulted in more accurate recognitions.  

In addition, all during the observations, field notes were taken to make sure 
that no piece of relevant information was missing. In the course of our observa-
tions, as we came across new findings and referred back to our field notes, we 
occasionally doubted if we had true understanding of the points raised in the 
interviews. Accordingly, we rethought our understanding of the interview 
themes and revised them according to new observations and consequent inter-
views. In this sense, intensive field observations informed our understanding of 
the accuracy of the themes obtained from the interviews. In addition, our con-
trol over the school setting achieved through observations, helped us revise 
and modify the initial guiding questions and formulate more accurate interview 
questions, hoping to get more trustworthy results out of the interviews. Even-
tually the whole process of thematic analysis helped us find similar themes and 
their subthemes as they are introduced in the following parts.  
 
Credibility 

According to Tracy (2010), credibility refers to the “trustworthiness, verisimili-
tude, and plausibility of the research findings” (p. 842). Credibility is achieved 
“through practices including thick description, triangulation or crystallization, 
multivocality and partiality” (Tracy, 2010, p. 843). The present study enjoys 
credibility for series of reasons. The first important feature is the researchers’ 
familiarity with the context, especially since one of the authors had lived with 
this community for almost 15 years. This means living the experience and abso-
lute control over the context, teachers, students, and course books which facili-
tated providing of a thick description. To this, we added the presence at this 
school almost four hours a day, five days a week, for an entire year for the mere 
purpose of exploring the context, observing the classes, establishing rapport 
with teachers and parents, and conducting interviews.  

To address triangulation, several interviews and extensive observations 
were made. Moreover, to achieve crystallization, data obtained from the inter-
views were recorded, observations were accompanied with field notes to make 
sure that every aspect of the research is quite transparent. Multivocality which 
refers to “including multiple and varied voices in the qualitative report and 
analysis” (Tracy, 2010, p. 844) was achieved in two ways: First, the interviews 
were carried out with both teachers and parents and their views were similarly 
investigated and reported. Second, in addition to the researchers, two individu-
als with prior experience and vast knowledge of qualitative enquiry analyzed 
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the whole data a couple of times in several phases of the research. This yielded 
high consistency among the analyses and enhanced the credibility of the results 
(Lincoln & Guba, 1985).  

 

Results   
In this section, the thematic patterns that emerged from the exploration of data 
are presented, exemplified and explained. Table 1 displays an overview of the 
obtained themes and subthemes: 

 
Table 1. 
Themes and Subthemes Obtained from Data 

Themes Subthemes 
Theme 1: Persian instruction deficiencies • Lack of Persian classroom discipline, 

organized syllabus and assessment 
• Inappropriate teaching techniques and 
procedures 
• Learning resources insufficiency 
• Untrained Persian teacher 
• Challenges of and needs for Persian 

Theme 2: High status of English Job opportunities provided by English  
• Higher education prospects through 
English 

Theme 3: High appreciation of CBSE due to 
its reliance on British education system 

__ 

 

Persian Instruction Deficiencies  

Our observations revealed that this school is very strict about classroom disci-
pline and instruction quality. This was evident in the rules present and imple-
mented in different facets of schooling and management such as on-time pres-
ence of teachers and students; requirement of teaching according to prede-
signed syllabi, and reporting the teaching progress and problems in a timely 
manner; close monitoring of students’ learning and assignments; adopting par-
ticular rubrics for qualitative and quantitative assessment of students; regular 
meetings among teachers, parents and the principal, as well as professional 
meetings among teachers of the same subject, and the like. Although the school 
tried to provide well-organized educational programs for all subjects and ex-
tracurricular activities, it did not seem to be the case with Persian classes. This 
deficit was traced in four major subthemes which are as follow: 
Lack of Persian Classroom Discipline, Organized Syllabus and Assessment. 
In Persian classes, the teacher is on time, but the classes start with few stu-
dents. Then, after about 10 minutes, the students join the class one by one. Al-
most half of the class time passes before all the students join the class. Another 
issue regarding the Persian class is related to its location. Persian classes are 
held after 11 A.M. in the LKG room. The class is for children who are three to 
four years old and, therefore, the chairs are too small and do not fit older stu-
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dents. The class is surrounded by lots of colorful paintings and photos which 
naturally distract Persian learners. If Indian teachers are interested in learning 
Persian, they join the same classes. So, in each class, one or two Indian teachers 
are present along with the students. The teachers’ presence can make the class 
seem more disorganized since these teachers talk to the Persian teacher and 
they freely express their opinions about the students and Persian teacher, as it 
is evident in the following dialogues:  

 How bad your handwriting is…. Teacher, please give him a minus. (Far-
hat Madam) 

 The best student is Farhat Madam… (Persian teacher) 
Among the factors which make the class informal and chaotic are the short 

time dedicated to the class and the absolute absence of any exams and grading 
systems for Persian. Moreover, the class is held only one session of 35 minutes 
a week for each grade, which is cancelled very often. The Persian teacher ex-
pressed her dissatisfaction with all these in the interviews:  

 The time which is dedicated to teaching Persian is not enough. All lan-
guages such as French are taught here at least three times a week. It is 
just Persian language classes which are held once a week for just 35 
minutes. That would be very good if the Education and Training Ministry 
of Iran required the school to specify more time for Persian. 

 The class is canceled for several weeks some times and the students for-
get what I have taught in class. Moreover, since there is no exam and 
grading system for Persian, students think it is not serious, therefore, 
they don’t try to learn, practice, and even be present in class.  

 According to the planning of the Ministry of Education and Training of 
Iran, we must have Persian teaching once a week for each class. No more 
details about teaching or testing the language is declared,… and the 
teaching and testing process is not observed and monitored. 

 
Inappropriate Teaching Techniques and Procedures. Students at various 
levels of Persian language proficiency sit the same class; those who were born 
in Iran are fluent in Persian although they do not know how to read and write. 
Others who have recently entered the country do not know Persian at all, ex-
cept for a few who know a little since they have been living in Iran for a while. 
Hence, the teacher interviews each child and decides on their levels, and teach-
es them individually according to their Persian level. Nothing is taught to the 
whole class and nothing is written on the board for all the students. Students 
bring their notebooks to the teacher one by one and the teacher assigns them 
their tasks. In the whole class period, all of the students do their writing as-
signment on their seats, except for moving a few steps to receive a new assign-
ment from the teacher. 

During the interviews, the Persian teacher explained about her teaching 
procedures as follows: 
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During the interviews, the Persian teacher explained about her teaching 
procedures as follows: 

 I start teaching Persian by teaching the letters of alphabet, sentence 
making, interrogatives, tenses, translation, comprehension and finally 
story reading, all at the same class. 

One major problem is that the teacher teaches students individually accord-
ing to her intuitive understanding of their levels, all at the same class. In addi-
tion, since the students are taught individually, no interactions take place 
among them in the class. We noticed in our observations that while one student 
was working on a sentence making exercise, another one was translating some 
sentences from English to Persian. 

Moreover, there is no creativity or incorporation of new teaching techniques 
in this class. Our interviews with English teachers at different levels revealed 
that they were concerned with bringing joy, creativity and variety to their clas-
ses: 

 We don’t teach them only from the books, because it becomes boring. To 
motivate them, we have to do some other things: playing games, telling 
stories, showing them outside and nature. We have a room upstairs with 
a video projector…, they watch and listen to stories there. (Farhat Mad-
am) 

 I am very good at sketches, I do that. I draw many things on the board. 
(Neela Madam) 

In English classes, as well as classes for other subjects, things are more sys-
tematic. The teachers follow the syllabi and teaching procedures of the CBSE 
system. There are meetings held every week at school where the school English 
team consisting of English teachers and the school principal explore the teach-
ing methods and procedures, and offer various teaching techniques to help stu-
dents improve. For the Persian course, on the contrary, there are no meetings, 
observations, and monitoring of teaching materials, methods and procedures. 
The only person in charge of planning and teaching Persian is the Persian 
teacher. 
Learning Resources Insufficiency. Another major issue, we came across dur-
ing our observations, was the astounding fact that students did not have any 
Persian course books; they just had their notebooks and drill copies. The teach-
er taught an old Persian book published almost thirty years ago. The book was 
always kept by the teacher; hence, students needed copy it in the classroom. To 
give them more practice, however, the teacher had prepared them hand-
written, poor-quality copies of exercises as homework. General evaluation of 
these exercise copies by the researchers uncovered problems such as several 
misspellings and unintelligible handwriting of the teacher.  

To our astonishment, we noticed that a single Persian book is taught at all 
levels from the third to the eighth grade. For upper-level classes, the teacher 
provided some supplementary materials. For example, in the eighth grade, the 
teacher worked on a poem by an Iranian poet named Parvin Etesami. It was a 
dialogue between thread and needle. Some students had managed to read the 
poem and were trying to answer the comprehension questions, while constant-
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ly nagging about its high difficulty level. Many of them were not able to answer 
the comprehension questions and they asked the teacher for more clarification. 
In all, it was evident that the difficulty level of the materials and the tasks did 
not fit their Persian level.  

An overall investigation of the book used for teaching Persian in this school 
revealed that it was the Persian course book published by the Iranian Ministry 
of Education and Training in 1989 to teach literacy to Iranian, Persian-native 
students at the first grade of elementary school. In the school, it was just the 
Persian language teacher who had the book and no Persian course books were 
available, nor had any source books been developed particularly for the stu-
dents of this school.  

   One major problem with the book is that it was published almost 30 years 
ago and during all these years many changes have been made in the books of 
the Iranian elementary schools, but the School of the Embassy of India and the 
teacher who is responsible for teaching Persian language have not kept up with 
the changes. The second weak point related to the book is its content. This book 
is written for Iranian students with Persian as their L1, so it does not address 
the needs of Persian as the second/foreign students. Evidently, when a book is 
developed to be taught to native students of a language, it is taken for granted 
that these students speak the language before they start the school. In other 
words, they know the spoken form of their mother tongue, and they are at 
school to obtain literacy in terms of the written form of their native language. 
On the contrary, the books which are designed and provided for the students 
who are non-native to a language mean to develop learners’ skills in both spo-
ken and written forms of a foreign or second language. Therefore, it is evident 
that Persian course book designed for Iranian students does not fit the needs of 
non-Iranian Persian learners. In the course of our inquiry, we learnt that in 
many families, no parent is Iranian and they have learned Persian through in-
teractions in the society. It is obvious that what they have learned themselves 
and what the children learn in those families cannot be compared to the lan-
guage competency of Persian native speakers. So, teaching them the elementary 
school Persian book which targets Iranian native students, is by no means logi-
cal.  

This was the concern of several interviewed parents who raised the point, 
as in the following excerpts: 

 Actually Persian is not taught in this school. What is taught is the books 
of the first grade of [Iranian] elementary school[s]. So, when the students 
graduate, what they know is how to write their names and address. (Mrs. 
Mataro) 

 They have Persian classes but the students don’t learn anything because 
they don’t teach grammar. (Mrs. Sadeghi) 

In upper-grade classes such as seven and eight, although the students have 
been reading Persian for three to four years, they were not able to reply in 
complete sentences. They answered all questions in the shortest forms possi-
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ble, often in one- word responses, and they were no longer able to comprehend 
and answer the questions if they were a little complicated. For instance, when 
the teacher asked the students to summarize the reading passage which was 
related to thread and needle, none of the students could reply. Then, the teach-
er asked the students “who is Parvin Etesami?” and their only reply was: “a po-
et.” This was while she had explained about this poet’s life rather extensively. In 
addition, Persian learners were expected to read Persian classic literature, 
memorize ancient words and their meanings in modern Persian while they 
were not proficient enough to do so.  

It is noteworthy that, contrary to Persian textbooks, English textbooks are 
graded according to students’ proficiency level, include CDs to enhance the four 
skills, are up to date and enjoy attractive graphic designs, and every student has 
his/her own course books and activity books. Moreover, according to English 
teachers’ statements, any comments regarding the English course books are 
reported to CBSE, and the books are revised in a regular manner. Sample pages 
of the Persian and English course materials are provided in the appendices. 
Untrained Persian Teacher. Persian teacher was recruited by the school. She 
is an Iranian who knows Persian, and has learnt English and Hindi in India 
where she has lived for 15 years. She has not passed any teacher training 
courses, and even her knowledge of Persian is under question.  She has started 
learning Persian after coming back to Iran from India, when she was 17, and 
Persian was not her first language when she started literacy in India. As we no-
ticed, the teacher did not have enough mastery over Persian herself, and felt 
more comfortable with using English in Persian classes. She even misused some 
words when speaking Persian, like, for instance, taking the word  اشهغات  داایه 
(removing job opportunities) for  اشههغات  دایه (creating job opportunities). The 
Persian teacher’s educational background and knowledge of the Persian lan-
guage proved that she was not qualified enough to manage Persian language 
instruction, nor to decide on the levels of learners, to plan programs, and to 
prepare materials and activities for the classes.  

This was pointed out by some parents like Mrs. Varma: 
 The Persian language teacher is not educated in [the] related field. She is 

teaching Persian just because [she] knows it.  
Challenges of and Needs for Persian. The poor quality of Persian instruction 
in this school as well as the tendency and need for learning Persian was evident 
in teachers’ and parents’ interviews. Almost all teachers believed that it was 
absolutely an advantage, and very often a need to know Persian: 

 After coming to a country, it is an asset for us if we learn their language. 
(Mr. Malik) 

 We should always learn the native language wherever we go because 
that is the base actually. (Neela Madam) 

Notwithstanding their tendencies and needs for Persian, they stated that 
they encountered many difficulties while living in Iran because they were not 
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proficient enough in skills such as speaking, reading and writing, and the school 
does not address their Persian language needs: 

 Although I was born here and I am [an] Iranian national [native], I can-
not write in Persian, therefore I can’t do any official jobs. (Maria Madam) 

 I have made an effort to learn Persian but I can’t write that much. So, 
bills and things are paid and done by my husband. (Gloria Madam) 

Lack of quality Persian instruction in this school had made problems for 
those interviewed parents who used to study at this very school:  

 I’ve always had problems at work. Since I cannot read or write in Per-
sian, I have faced many problems regarding reading or writing letters in 
my workplace. (Mr. Malhootra) 

 When I’m somewhere that I have to write in Persian, I start trembling 
and sweating. My greatest problem is writing. You can’t imagine how I 
feel when I have to go [to] the bank. (Mrs. Maharati) 

The last point we came across regarding Persian instruction was that stu-
dents at this school learn Persian from the third grade of primary school for five 
years. At grade nine, Persian is offered as an optional language, besides Hindi, 
Punjabi, and French, by CBSE. It was learnt that very few students in each class 
take Persian courses at this level since their prerequisite Persian obtained dur-
ing the five elementary years at this school does not meet the requirements of 
Persian course offered by CBSE. Thus, even the students’ need for the minimum 
Persian ability which enables them to select this course at grade nine of this 
very school is hardly fulfilled through this Persian instruction.  

 
High Status of English 

School observation and curriculum overview revealed that there were five lan-
guages in the school program; namely, English, Hindi, Punjabi, French, and Per-
sian. Each of these languages had their specific time in the school schedule, ex-
cept for English which was used all the time, at all sites, and for the teaching of 
all school subjects. It was not just in the staff room that English was spoken, it 
could be heard in the hustle and bustle of the students who flock for the yard to 
enjoy their break time. The prevalence assigned to English was confirmed by 
teachers in the interviews, as the following samples reveal: 

 English is the central language. English is the global language; you see 
English is the only language which keeps the students together. (Neela 
Madam) 

 …During the break time if they speak…Hindi or Persian, we don’t object 
but in the class it has to be English only. (Maria Madam) 

English privilege at this school was admired by parents too. They declared 
that it was so important to have their children study in an English-centered 
system through which English learning would be guaranteed. They were dissat-
isfied with Iranian schools, where their children could master Persian, for they 
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did not emphasize on English as this school did. Some of their narratives are as 
follow: 

 English is a gun which arms you against life. Even in Iran if you know 
English, everybody respects you more. (Mrs. Anand) 

 …They (Iranian schools) should start teaching English from very early 
ages. (Ms. Gorji) 

 When we travel, we are like deaf and dumb people. When we don’t know 
English, we are deaf and dumb. (Ms. Sadeghi) 

 
Even the Persian language teacher did not value Persian instruction when 

compared to English teaching: 
 Actually even [if] there is enough time for studying Persian, it is felt that 

it is useless to study this language since it is not an international one. 
 Only people who stay in Iran may take the course because knowing Per-

sian beside their English knowledge can boost their money-making abil-
ity. 

The English-only attitude along with downgrading other languages, be it 
Persian or Indian indigenous languages, was stressed by nearly all the teachers, 
as the following excerpt displays: 

 We give them examples of their parents [who knew just their mother 
tongue]. We tell them, “you don’t want to grow up like your father and 
mother. So, you should learn your language [English] well…. (Razavi 
Madam) 

Job Opportunities Provided by English. One of the frequent themes in our 
respondents’ talks was their common tendency to live, work and pursue studies 
in India or other countries rather than in Iran. This naturally discouraged them 
from learning Persian and encouraged learning of English instead.   

 I could find a job when I was eighteen. It was just because I knew English 
and I had studied in this school. (Mrs. Mataro) 

 There are a lot of competitions in India. Competitions by multinational 
companies, you don’t have much of them in Iran… these days, they just 
need young people and people who know English. (Mr. Malik) 

 …There are some English or German companies in India which employ 
young educated people who know English…. They select a workforce 
with high qualifications and offer high salaries. (Razavi Madam)  

Higher Education Prospects through English. Through our interviews and 
observations, we found out that the students of this school can join high schools 
in India after the tenth grade when they pass a boarding exam. They join the 
high schools, which are known as 10 +II, in India for two years. Afterward, if 
they get the distinction, i.e., more than seventy-five percent of the total score, 
they can get admissions in the top fifteen Indian universities. Then in future, 
they can continue their education in the foreign branches of those universities 
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in countries such as the UK, Canada, and Australia. This opportunity is a hope in 
horizons that attracts to this school many of the Indians who were born in Iran 
and have Iranian nationality. This will naturally discourage learning Persian as 
the following examples from interviewed parents reveal:  

 I will send my son abroad. Because he studies here, he has the oppor-
tunity to go. I know if he doesn’t go, he can’t be successful in university 
entrance exam because he doesn’t learn Persian in this school. (Mrs. Gor-
ji) 

 I would like my daughter to go to France to continue her education be-
cause she learned French here and she really likes it. (Mrs. Patel) 

 

High Appreciation of CBSE due to its Reliance on British Education System 

During our observations, it was found that all books and teaching materials 
such as workbooks, activity books, and exam questions were sent to Iran from 
CBSE in India. Every year, the school is provided with books based on the num-
ber of the students. The only book which does not belong to CBSE is Persian 
language course book from grade three to eight, which is provided by the Per-
sian language teacher. During the observations, we found out that students 
need pass the boarding exams of CBSE system, at the end of the eight and 
twelfth grades, so that they can receive admission at the top 15 Indian universi-
ties. Overall, the school is highly observant of the rules and guidelines pre-
scribed by CBSE.  

In line with our observations, one of the most frequent teacher narratives 
was the attribution of CBSE to western educational systems, rather than to In-
dian national educational values and standards. Here are some examples: 

 We strictly, completely follow the British system of pronunciation and 
everything. (Harjeet Madam) 

 It’s a famous system in India and recognized abroad in Canada, London, 
and many other places. (Gloria Madam) 

 CBSE is recognized all over the world. Anywhere in Dubai or London, 
they accept it. (Farhat Madam) 

In their interviews, the participants valued CBSE for reasons such as its ad-
herence to an international system recognized in western countries, offering a 
curriculum which is compatible with that of “developed countries,” facilitating 
migration to “first world countries,” and being directly supervised by “British” 
educational system. The only exception was Neela Madam who mentioned that: 

 It’s a governmental system and teachers who are sent to different coun-
tries are the best teachers in India. There is a huge competition and only 
a few are sent to other countries…. 
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Discussion 
As the research findings reveal, the members of this Indian community view 
English, more than other things, as the language that promises them better life 
and job opportunities. Besides the global demands for English which is part of 
the “linguistic neocolonial” project of the day (Dillon, 2016, p. 97), this extraor-
dinary overemphasis on English which leads to marginalization of their indige-
nous languages, as well as Persian, could be viewed as the lingering essence of 
what has been created in colonial era in India, the time when British colonizers 
offered better jobs to those who knew English (Rajasekhar, 2012). This adher-
ence to English supports Stroud and Wee’s (2007) findings which report the 
decline of Punjabi among Indian adolescents due to the dominance of English, 
to the extent that they prefer even not to learn and speak their ethnic mother 
tongue.  

Another major finding was that both teachers and parents admired this 
school, not because of its attachment to Indian culture, language and history, 
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cation had been to create Indian educated “elite class” who were loyal to Brit-
ain. This loyalty was achieved through an education system which “implanted 
the desired attitudes and values and also instilled an unshakeable belief in 
Western superiority.” (p. 147).  
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declared that their children should know Persian to be able to communicate 
with Iranian people, to do official jobs, and to handle their lives in Iran. When 
comparing Persian to English, however, the story changed; they attached su-
premacy to English, even over Hindi. In line with this expectation, most of the 
students’ time at school was devoted to the study and practice of English lan-
guage skills. This accentuated the point that students, teachers and parents 
were the core of British colonial mission where their new mentality was being 
formed in a course of about a century (Bhattacharya, 2017, Dupraz, 2019). 

In an effort not to be misled by colonial, postcolonial and globalized world 
ideologies, we triangulated for more factors contributing to the low apprecia-
tion of Persian. One major finding was that Persian education was offered in the 
poorest form one could ever imagine. The time devoted to Persian was very 
limited; while languages other than Persian were taught three to five sessions a 
week, Persian was taught only once a week. It was even more disappointing to 
learn that students were not provided with any sources for learning Persian, 
while they enjoyed up-to-date materials supplied directly by CBSE for other 
school subjects. More regrettably, we found that Persian language teacher was 
the only person who kept an old Persian text book, which had been published 
30 years ago for Iranian primary school first graders. In addition to being out-
dated, it is evident that this book suffered several inconveniences mainly be-
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cause it had not particularly been developed for teaching Persian to non-
Persian speakers. Moreover, compared to English courses _which are held with 
high discipline, definite syllabi, and accurate exam dates_ absolutely no sylla-
bus, no exam or evaluation of any type had been planned and executed for Per-
sian. Another factor which decreased the quality of Persian instruction was 
that, while teaching Persian to non-Persian students requires academic 
knowledge and expertise, the Persian teacher had never been trained or certi-
fied for this purpose, nor was she proficient enough in Persian. 

Another facet of this study investigated the related rules and regulations 
passed by the Iranian Act of Foreign Citizen’s Schools (2007). Article seven of 
this rule stated that these schools must devote at least four hours of their week-
ly curriculum to Persian language education as well as to cultural and social 
studies. It was also declared that the Iranian Ministry of Education and Training 
is required to provide appropriate teaching schedule as well as teacher training 
programs for this purpose. What we explored within our full-year presence at 
this school revealed that this article was not implemented; this school never 
devoted four hours per week to Persian language and culture, nor did we see 
any monitoring on the side of the Iranian Ministry of education 

In a nutshell, Persian marginalization in its homeland among the members 
of this Indian community is the outcome of several forces such as globalization 
and its new demands for English, British colonial remnants and its neocolonial 
requirements, joint with internal deficits including lack of proper instruction, 
evaluation and monitoring on the side of the Iranian Ministry of Education. Ac-
cordingly, this study highly recommends more funding and deliberate monitor-
ing of Persian education in international schools. The results of the study may 
prove useful for critical thinkers, language policy makers, international centers 
for teaching Persian to non-Persian speakers, English and Persian language 
teachers and learners.  
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Abstract 
Ethical issues are gaining more importance in the realm of Translation 
Studies. Ethics charters or codes of professional conduct for translators 
produced by professional associations seek to establish a set of ethical 
principles and to ensure that all members are adopting those principles 
in practicing their profession. The present study aims to examine the 
fundamental assumptions underlying the approved Iranian Charter of 
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the Charter. Eighteen English codes of ethics for translators or translators 
and interpreters from countries located in various parts of the world 
were downloaded and analyzed to find the overall values and underlying 
principles commonly shared by the codes. Then, the principles underlying 
the Iranian Charter of Professional Ethics for Translators were analyzed to 
reveal the main points of similarity and difference between this Charter 
and the analyzed codes from around the world. Finally, the limitations of 
the Charter were discussed. The analyzed data revealed that the ap-
proved Iranian Charter of Professional Ethics for Translators is not very 
practical and could not be successful in regulating ethical practice across 
the translation profession in the Iranian context. Hence, it requires fur-
ther modification before application. 

Keywords: charter of professional ethics, code of ethics, ethics, transla-
tion ethics, translator ethics 
 

Introduction 
Ethics 

The question of ethics has long been addressed in various professions such as 
medicine, engineering, law, business, and so forth1. This issue has also been 
raised in the context of interpreting profession, especially in community inter-
preting (Williams, 2013). Generally, ethics is “the philosophical study of morali-
ty” (Audi, 1999, p. 284). The term is also frequently used as the equivalent of 
‘morality’ as well as “the moral principles of a particular tradition, group, or 
individual” (Audi, 1999, p. 284). Although both ethics and morality refer to 
right or wrong actions in particular contexts, the distinction between them is 
that morality is a ‘characteristic of individuals’ (Koskinen, 2000, as cited in 
Baker, 2011, p. 276) and ethics is considered as ‘a collective effort of a commu-
nity’ to draft a set of rules of established moral behavior (Koskinen, 2000, as 
cited in Baker, 2011, p. 276). Therefore, ethics is more associated with institu-
tions or professional contexts that enforce codes of ethics, rather than codes of 
morality to constrain the behavior of those obliged to obey by them (Baker, 
2011). 

As Pym (2001, p. 129) mentions, “Translation Studies has returned to ques-
tions of ethics”. House (2016) also considers the question of ethics as a recent 
influential issue in Translation Studies, which is directly related to the transla-
                                                           
1. Balkas (2006) analyzed the content of creative advertisements in Turkey to understand the ethi-
cal point of view of such ads. It was revealed that in order to be more creative, the figures and mes-
sages in the analyzed ads are full of non-ethical characteristics. It was also suggested that the self-
regulation system has to be more effective in advertisers’ practice. Kovacic and Van Putten (2011) 
made an attempt to find a solution to the so-called dilemma about whether formulating a universal 
journalist’s code of ethics is necessary for a national context. It was suggested that if a code is to be 
accepted by journalists, it must respond to the needs understood in a specific environment, based 
on a specific problem recognized by all parts of the society, including journalists. Upton (2011) also 
investigated the role of philosophical, moral theory in an attempt to solve the ethical issues that 
arise in health care. It was argued that the absence of a generally accepted method of resolving 
moral issues, plus the improbability of philosophy achieving a determinate theory, should lead us to 
approach the issues in a spirit of agnosticism. 
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tor’s responsibility in their translation tasks. Chesterman (2001) describes 
‘four current models of translation ethics’ as ‘an ethics of representation’ (being 
faithful to the source text or the writer), ‘an ethics of service’ (being loyal to the 
client), ‘an ethics of communication’ (communicating with others), and ‘a norm-
based ethics’ (behaving according to neither the reader nor the client but to the 
norms). 

An ‘ethics of representation’ emphasizes the values of ‘fidelity’ and ‘truth’, 
that is, a translator is considered to act ethically if s/he represents the source 
text, the source writer’s intention, or the source culture faithfully; without any 
addition or deletion (Chesterman, 2001).  Another line of this ethics has to do 
with the German Romantic movement and those theorists who valued the rep-
resentation of the Other (Chesterman, 2001). Schleiermacher’s preferred 
method was foreignizing translation, which suggested close adherence to the 
foreign text to evoke a sense of foreignness in the translation (Venuti, 2008). 
Antoine Berman considered Schleiermacher’s discussion as an ethics of transla-
tion (Venuti, 2008). For Berman, translation ethics is being ‘in the service of 
foreigners’, that is, “to bring the foreign work in its pure foreignness to the 
shore of the translating language” (Berman, 1999, as cited in Nouss, 2001, p. 
288). In a similar vein, Venuti (1999) calls for translation projects motivated by 
an ‘ethics of difference’ which must consider the original culture of the foreign 
text and address different domestic constituencies. Such translations change 
the reproduction of dominant domestic ideologies and institutions and margin-
alize other domestic constituencies (Venuti, 1999). 

For ‘an ethics of service’, an ethical translator “complies with the instruc-
tions set by the client and fulfills the aim of the translation as set by the client 
and accepted or negotiated by the translator” (Chesterman, 2001, p. 140). The 
concept of loyalty as an ethical concept is an interpersonal relationship that 
was initially introduced into the ‘Skopos theory’ by Nord in 1989 (Nord, 2001). 
Loyalty, in this sense, goes beyond the conventional intertextual relationship of 
‘fidelity’ or ‘faithfulness’, which “refers to linguistic or stylistic similarity be-
tween the source and the target texts, regardless of the communicative inten-
tions involved” (Nord, 2001, p. 185). 

In an ethics of communication, communicating with others is emphasized, 
not the representation of the Other as in Levinas’ work (Chesterman, 2001). 
Levinas (1989, as cited in Murray, 2000, p. 136) believes that ethics originates 
in the Other. The self is not responsible to the Other by itself, but rather, it is 
called to responsibility by the other person (Murray, 2000). 

Pym has recently emphasized the ethical aspects of this kind of communica-
tion. For him, the aim of translation is to promote cooperation between groups 
that are ‘Other to each other’ (Chesterman, 2001, p. 141). If this cooperation is 
not possible, an ethical translator may decide, adds Pym (2012), not to trans-
late at all. Thus, a basic proposition for translator ethics is translators’ initial 
responsibility for their decision to translate (Pym, 2012). Pym (2012, p. 12) 
believes that “if we know why we translate, then we can deduce how we should 
translate and perhaps even what we should translate in each situation”. 
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Finally, a norm-based ethics arises from Descriptive Translation Studies 
(DTS) and ‘norm theory’ (Chesterman, 2001). This model implies that, general-
ly, trusting a translator and the profession is much simpler if the translator be-
haves in predictable, norm-conforming ways (Chesterman, 2001). 

 
Codes of Ethics 

General ideas about ethics that apply across all professions manifest in ethics 
charters or codes of professional conduct produced by professional associa-
tions. A code of ethics established by a corporation “is the documented, formal, 
and legal manifestation of that organization’s expectations of ethical behaviors 
by its employees” (Adelstein & Clegg, 2016, p. 55). What makes a corporation to 
be considered as ‘ethical’ “is the visibility that a code offers” (Adelstein & Clegg, 
2016, p. 55). Charters or codes aim to establish a set of standards of behavior or 
conduct and ethical principles for all members of a profession that guide their 
actions. Every association tries to make sure that it is committed to the highest 
standards of ethics and business conduct. In addition to stating rules that gov-
ern their actions, the charters are an expression of fundamental values. In fact, 
adopting a code of ethics by a profession serving to unite its members is one of 
the factors that differentiates a profession from an occupation (Cokely, 2000). 

Codes of ethics are different across professions; however, there are some 
commonly shared values among all the codes. These common values are ‘soli-
darity’ among the professionals; ‘neutrality’ as well as ‘commitment’ to offering 
good service; disallowing competition through ‘price-cutting’ or ‘advertising’; 
and prohibiting violation of ‘confidentiality’ (Sook, 2015). Like other profes-
sions, there are different ethics charters or codes of ethics for translators be-
coming members of professional associations too. These charters establish 
clear expectations of ethical behavior for translators and clients. They aim at 
ensuring that every member is adhering to a common set of ethical principles 
in practicing their profession. Hence, these charters, which include the neces-
sary aspects for an ethical and professional performance, try to maintain public 
trust. 

 

Literature Review 
Although the issue of translation ethics is one of the recent influential concerns 
in the field of Translation Studies (House, 2016), which is achieving a dominant 
position in the theoretical accounts and professional practice of translation, it 
seems that only a few studies have investigated ethical issues in general and 
ethics charters or codes of ethics for translators in particular. In a number of 
such studies, limitations and shortcomings of some of the codes have been dis-
cussed. In this relation, Dolmaya (2011) conducted comprehensive research on 
seventeen professional codes of ethics for translators from fifteen countries. 
Common principles of the codes were compared and their gaps were highlight-
ed. Then, the issues discussed in the Ethics and Professionalism forum of Trans-
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latorsCafe.com were used to show how the guidelines could apply to ethical 
dilemmas translators have in their profession. It was shown that all seventeen 
codes addressed only two principles of ‘confidentiality’ and ‘competence’. Other 
principles including ‘impartiality’, ‘accuracy’, ‘conflict resolution’, ‘professional 
development’, ‘advertising’, ‘translator rights’, and ‘working conditions’ were 
stipulated by only some and not all the guidelines (Dolmaya, 2011). It was also 
revealed that these common principles apply to all professions that provide 
services, not just to translation profession. When the guidelines focus on issues 
specific to translation, the codes are sometimes not very clear and might be 
conflicting (Dolmaya, 2011). 

Focusing on new and developing forms of community translation operating 
outside the professional realm, Drugan (2011) also discussed the relevance of 
professional codes in these new challenging contexts. The aim was to highlight 
the differences that exist between the two approaches and to demonstrate how 
far these codes are helpful in the new, challenging nonprofessional contexts. In 
so doing, ten of the codes considered by Dolmaya (2011) and fourteen other 
translation-specific codes, covering nineteen countries and three international 
corporations, were studied (Drugan, 2011). A comparison was made between 
the content of the professional codes and a broad range of community ap-
proaches to identify themes common across them. It was shown that communi-
ty translation initiatives had found novel solutions to some ethical challenges, 
improved interpretation of code content, and were developing their ‘own 
codes’ (Drugan, 2011, p. 112) of ethics and practice. 

Referring to the critical areas of weakness of the codes of ethics for transla-
tors, Lambert (2018) also asserts that “these codes can also function as client-
facing documents that indirectly help translation agencies and associations to 
sell translations and memberships” (p. 269). This ‘selling point’ (p. 282) is 
reached through creating a sense of trust in ‘neutral’ translators on the part of 
clients (Lambert, 2018). Similarly, he also made an attempt to suggest some 
changes in the current codes of ethics toward a code that presents “an empow-
ering image of translation as an active, multi-faceted activity” (p. 269). 

In another study, the practical application of the codes of ethics within an 
Iranian context was also referred. Applying Chesterman's (2001) five models of 
translation Ethics (ethics of representation, ethics of service, ethics of commu-
nication, norm-based ethics, and ethics of commitment), Naderi and Farahzad 
(2016) investigated ethics of translation in the context of Iran. The data in their 
research were collected from thirty randomly selected Iranian publishers' con-
tracts with translators. The genre and the type of the texts, the skopos and 
briefs, as well as the name and fame of the translators, were not taken into ac-
count in their study. However, the codes included in the contracts, their model 
and typology, and the values and norms governing each code were examined to 
extract codes of ethics in Iran. It was observed that ethics of service was the 
most frequent type of ethics in the articles and notes of the analyzed contracts. 
‘Ethics of representation’, ‘ethics of communication’, ‘norm-based ethics’, and 
‘ethics of commitment’ came in descending order. The results suggested that 
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translation in the context of Iran is not conducted based on balanced, profes-
sional, ethical principles. Rather, translation “is seen as a service to meet [the] 
demands of its initiators and earn money” (Naderi & Farahzad, 2016, p. 69). 

Although codes of ethics suffer from potential shortcomings, some of which 
where mentioned above, Sook (2015) notes that the strict adherence to a set of 
codes of ethics by members of translation associations is a critical component 
in turning the translation industry into a well-developed profession. In the 
same vein, Kafi et al. (2018) also considered the absence of a unified code of 
ethics as an ongoing challenge facing the translation industry in the context of 
Iran. Referring to the approved statute in 1393 for official Iranian translators, 
they asserted that this statute shows a 60% overlap with that of the Interna-
tional Federation of Translators and is not applicable nowadays. However, this 
estimation was without presenting a detailed comparison between the princi-
ples of the Iranian statute and the ones included in the International Federation 
of Translators’ Charter. 

If the absence of a consistent code of ethics to be followed by translation as-
sociations is one of the main issues that hinders the development of the transla-
tion profession in Iran (Kafi et al., 2018), it would be recommended that Iranian 
translation associations be reinforced to follow such regulations. Furthermore, 
if there is an overlap between the approved Iranian Charter and that of the In-
ternational Federation of Translators, it should be necessary to examine the un-
derlying principles of the latter or other charters and codes to find out whether 
these codes have been successful in regulating ethical practice across the trans-
lation profession. This analysis would reveal whether or not the approved Ira-
nian Charter could fit for the complex and changing world of the translation 
profession in which Iranian translators work. The review of the literature on 
ethical codes for translators revealed that they were investigated from different 
viewpoints, including the limitations as well as the application of the codes in 
different contexts. However, it seems that none to date has clearly delineated 
the fundamental assumptions underlying the approved Iranian Charter of Pro-
fessional Ethics for Translators and its limitations. Hence, the present study 
seeks to analyze the Iranian Charter to show the main points of similarity and 
difference between this Charter and some codes of ethics for translators from 
around the world. Such a comparison would reveal its limitations before it is 
enforced on the translation profession in Iran. 

 

Research Method 
The Corpus 

English codes of ethics for translators or translators and interpreters freely 
available on the Internet comprised the corpus of the study. Eighteen codes 
from countries located in various parts of the world, namely the US, Europe, 
Africa, Australia, and Asia, were downloaded. The content of the codes was ana-
lyzed to find the general values and underlying principles commonly shared by 
the codes. The sample includes the following codes of ethics: 
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1. ATA (American Translators Association Code of Professional Conduct and 
Business Practice) 

2. ATIA (The Association of Translators and Interpreters of Alberta) Code of 
Ethics 

3. ATIO (The Association of Translators and Interpreters of Ontario Code of 
Ethics) 

4. ATPP (The Peruvian Association of Professional Translators Code of Ethics) 
5. AUSIT (The Australian Institute of Interpreters and Translators) Code of 

Ethics for Interpreters and Translators 
6. CFA Institute Code of Ethics and Standards of Professional Conduct 
7. Code of Ethics for Interpreters and Translators Employed (enforced by the 

Special Court in Sierra Leone) 
8. FIT (International Federation of Translators Issued Translator's Charter) 
9. IAPTI (International Association of Professional Translators and Inter-

preters Code of Ethics) 
10. ITI Code of Professional Conduct (The Institute of Translation and Inter-

preting, a membership organization and the professional body for transla-
tors and interpreters in the UK) 

11. International Association of Conference Translators Professional Code 
12. Language Interpreter and Translator Code of Professional Conduct Code of 

Professional Conduct (Washington State Department of Social and Health 
Services) 

13. NAATI (National Accreditation Authority for Translators and Interpreters 
Code of Ethics) 

14. NAJIT (National Association of Judiciary Interpreters & Translators Code of 
Ethics) 

15. NZSTI (New Zealand Society of Translators and Interpreters Code of Eth-
ics) 

16. SATI (Code of Ethics for South African Translation Institute) 
17. STIBC (Society of Translators and Interpreters of British Columbia Code of 

Ethics) 
18. Translations.com Code of Ethical Business Conduct 

Regarding the ethical codes for translators working in Iran, it seems that 
there have been some efforts to draw up a set of codes of ethics and profession-
al conduct for these translators. The only approved Iranian code found on the 
Internet is titled  خی متهجمون  منشور  خلاو ح فه و  or literally, the Charter of Professional 
Ethics for translators, written in Persian. To facilitate the analysis, the Charter 
was translated by the researchers from Persian into English, and it was added 
to the corpus too. This short Charter, which was approved in 1393, includes 
nine principles. The principles will be elaborated in the following section. 

Also relevant to the analysis was the classification of the codes provided by 
Hale (2007). According to Hale (2007, p. 108), the codes could be divided into 
three general categories: 

1. translators’ responsibility to the authors of the utterances, which in-
cludes accuracy, impartiality and confidentiality; 
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2. translators’ responsibility to the profession, which includes professional 
conduct issues such as solidarity; and 

3. translators’ responsibility to self as a professional, including the need for 
professional development, role definition, adequate working conditions 
and pay rates. 

In order to reveal to which category each tenet belongs, the principles of the 
Iranian Charter were also analyzed according to the classification mentioned 
above. 

 
Procedure 

Three steps were taken to analyze the codes of ethics for translators or transla-
tors and interpreters. First, the Iranian Charter was translated by the research-
ers from Persian into English. Second, since all the codes do not share the as-
pects mentioned in the classification of the codes provided by Hale (2007), the 
English codes of ethics from countries located in various parts of the world 
were analyzed and compared to determine those shared principles. In so doing, 
the codes were compared sentence by sentence to determine those principles 
which occurred most frequently. Then, the principles underlying the Iranian 
Charter of Professional Ethics for translators were thoroughly analyzed to reveal 
the main points of similarity and difference between the Iranian Charter and 
the analyzed codes. Finally, the limitations of the Charter were discussed. 
 

Data Analysis 
In what follows, the analysis of eighteen codes from around the world is pro-
vided. Table 1 allows the comparison of these English codes. It should be men-
tioned that not all the values and principles underlying the codes were outlined 
here; rather, those general themes commonly shared by the codes were high-
lighted. The shared principles were categorized into eleven groups, including 
accuracy, faithfulness, confidentiality, impartiality, competence, professional 
development, integrity, employment, professional conduct, professional soli-
darity, and maintaining professional relationships. 

The American Translators Association requires professional translators to 
have sound knowledge of the source language and reasonable familiarity with 
the subject matter. Faithfulness, confidentiality, and professional development 
are highly emphasized by the code too. The Association of Translators and Inter-
preters of Alberta generally focuses on integrity, confidentiality, as well as faith-
fulness. 

The Association of Translators and Interpreters of Ontario focuses attention 
on professional conduct, avoidance of conflict of interest, professional compe-
tence, integrity, faithfulness and accuracy, responsibility, confidentiality, as well 
as professional relationships, including sharing knowledge with colleagues in a 
spirit of mutual assistance. 
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ATA  * *  * *      

ATIA  * *    *     

ATIO * * * * *  * * * * * 

ATPP *  *  * *    *  

AUSIT *  * * * *  * * *  

CFA *  * * *  *  * *  

Sierra Leone *  * * *  *     

FIT  *   *   *    

IAPTI   *   *  *  *  

ITI * * * * *  *   * * 
Conference Transla-
tors Code   *  *     *  
Language Interpret-
er Code *  *  *       

NAATI *  * * *       

NAJIT *  * *  *      

NZSTI   * * *    *  * 

SATI *  *   *  * *  * 

STIBC * * *  *   *   * 

Translations.com *  * *   *  *   
 
According to the Peruvian Association of Professional Translators code of eth-

ics, translators have to be competent, constantly strive for excellence, and be 
respectful to their clients and colleagues. They also intend to contribute to the 
use of accurate and uniform terminology to facilitate communication and pro-
mote recognition of the translators as high-ranking professionals. The code also 
emphasizes confidentiality. The Australian Institute of Interpreters and Transla-
tors considers impartiality, disclosing personal or financial conflicts of interest, 
accuracy, competence, employment, professional development, and profession-
al solidarity as fundamental ethical issues. 
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The CFA Institute Code of Ethics and Standards of Professional Conduct at-
taches great importance to conflicts of interest, competence, integrity, confiden-
tiality, accuracy as well as professionalism, independence, and objectivity. The 
code of ethics for interpreters and translators who work for the special court in 
Sierra Leone also includes competence, integrity, confidentiality, impartiality, 
and accuracy. The International Federation of Translators Issued Translator's 
Charter talks about the general obligations of translators and focuses on the 
responsibilities of translators. According the FIT, bilingual and thematic compe-
tences are the main competences translators need to possess. Responsibility 
and faithfulness, which is different from a literal translation, are also empha-
sized. 

Responsibility, improvement of skills and knowledge, confidentiality, and 
respecting colleagues are also focused by the International Association of Pro-
fessional Translators and Interpreters Code of Ethics. This code mainly talks 
about general duties, duties related to the performance of professional activi-
ties, duties related to the protection and promotion of the translating Profes-
sion, as well as duties related to relationships among colleagues, none of which 
includes accuracy or faithfulness. 

The principles introduced by the Institute of Translation and Interpreting 
Code of Professional Conduct are honesty and integrity, professional compe-
tence, client confidentiality and trust, respecting and having relationships with 
other members. Dominant Professional values members are required to act in 
accordance with include faithfulness, accuracy, and impartiality. 

The International Association of Conference Translators Professional Code 
mainly talks about professional secrecy, competence, friendly relations with 
colleagues, and not accuracy or faithfulness. The Language Interpreter and 
Translator Code of Professional Conduct also focuses attention on accuracy, con-
fidentiality, proficiency, impartiality, avoidance of conflicts of interest, and pro-
fessional development. 

The National Accreditation Authority for Translators and Interpreters Code of 
Ethics (NAATI) provides information on two primary codes of ethics: the AUSIT 
Code and the ASLIA Code. The AUSIT Code was initially developed by the AUSIT 
in consultation with the NAATI. It is a collection of rules and regulations that 
must be followed by interpreters and translators in Australia in their pursuit of 
professional practice. The ASLIA Code articulates ethical values, principles, and 
standards of conduct to direct Australian Sign Language practitioners while 
carrying out their duties. According to the NAATI, the general principles con-
tained in the different ethical codes includes privacy and confidentiality, con-
flicts of interest, accuracy, impartiality, maintaining professional detachment 
and refraining from inappropriate self-promotion, as well as guarding against 
misuse of inside information for personal gain. 

Accuracy, impartiality and conflicts of interest, confidentiality, as well as 
maintenance and development of skills and knowledge, are included in the Na-
tional Association of Judiciary Interpreters and Translators Code of Ethics too. 
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The New Zealand Society of Translators and Interpreters Code of Ethics requires 
translators to be competent, have mutual assistance with their fellow members, 
respect confidentiality, and not to exploit the acquired knowledge. 

The Code of Ethics for the South African Translation Institute talks about the 
general obligations of translators and focuses on the responsibilities of transla-
tors. According to this code, translators are required to transfer the information 
as accurately as possible, continually pursue self-improvement to ensure the 
quality of their translations, and observe confidentiality. They are also expected 
to uphold the highest ethical standards and share their professional knowledge 
with other members. 

The Society of Translators and Interpreters of British Columbia Code of Ethics 
includes professional competence, faithfulness and accuracy, responsibility, 
confidentiality, and professional relationships as ethical principles. Finally, the 
principles introduced by the Translations.com Code of Ethical Business Conduct 
are accuracy, integrity, confidentiality, professional conduct, and conflicts of 
interest. 

Similar to other translation associations all around the world, Iranian asso-
ciations of translators have recently recognized the need for the existence of 
professional charters or codes of ethics. The Iranian code used for the purpose 
of the study was the Charter of Professional Ethics for translators. The Charter 
was approved in 1393 and includes nine principles (see Appendix for the Eng-
lish version of the Charter). 

The analysis of the first principle of the Iranian Charter shows that, similar 
to other analyzed codes of ethics, it states the need for complete fidelity to the 
meaning and message of the text. However, the Iranian Charter immediately 
requires “reproducing the translation in accordance with the cultural and spe-
cialized context of the target language”. According to the following principle, 
translators must accept full responsibility for their translations, consider all the 
written or oral obligations binding, and meet the deadlines.  

The principle of confidentiality also expects translators to avoid disclosing 
any information about the text unless the owner of the text or a legal authority 
allows them to do so. Besides, the fourth principle, the principle of adherence to 
the agreements and contracts, prevents translators from canceling the con-
tracts without giving valid reasons or having customer satisfaction. 

Under the principle of honesty and integrity requires “providing honest ser-
vices to clients and avoiding false or misleading statements about professional 
competence and professional and specialist qualifications or advertising in a 
manner that would undermine the competence of other colleagues” is required 
of the translators. 

The analysis of the next principle of the Charter reveals that maintaining 
ethical standards, respecting the translation profession, and avoiding hurting 
the reputation of the organization or other institutions involved in the field of 
translation are emphasized by the Charter too.  Cooperation with colleagues 
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and avoiding destructive competitions are also emphasized by the seventh 
principle.  

To provide high-quality translations, translators are required by the Charter 
to maintain and develop their language skills. Finally, translators are expected 
to demonstrate ‘customer orientation’ in that they should respecting clients’ 
trust, notify clients of any changes to the text that result in any distortion of the 
text or altering its originality. Translators are also required to satisfy “custom-
ers prior to the assignment of the relevant order” and respond “appropriately 
to their needs that are related to the translation services”. 

To better analyze the principles of the Iranian Charter, they were examined 
according to Hale’s (2007) classification to show to which category each tenet 
of the Iranian Charter belongs. Regarding the tenets belonging to the first cate-
gory of responsibility to the writers of the texts offered by Hale (2007), the Ira-
nian Charter speaks of accuracy and confidentiality, but not impartiality. 

The second category of Hale’s (2007) classification talks about translators’ 
responsibility to the profession, which includes professional conduct issues 
such as solidarity. The principle of cooperation and assistance in the Charter, 
which focuses attention on maintaining cooperation and assistance, as well as 
avoiding destructive competitions among colleagues, refers to translators’ re-
sponsibility to the profession. 

And finally, regarding the translators’ responsibility to self as a professional, 
including the need for professional development, role definition, adequate 
working conditions, and pay rates (Hale, 2007), the Iranian Charter requires 
continuing knowledge and skill development as well as the adherence to the 
agreements and contracts too. 

 

Discussion 
The analysis of eighteen codes from around the world revealed the main priori-
ties of these codes. It was observed that confidentiality was almost emphasized 
by all the codes except for the FIT (International Federation of Translators Is-
sued Translator's Charter). This finding is in line with the findings of Hale 
(2007), who analyzed and compared sixteen codes of ethics for translators and 
interpreters from nine countries to explore the purpose and applicability of 
these codes for interpreters. She found out that the most prominent tenet was 
confidentiality, with 81.25 percent of the analyzed ethical codes including it, 
followed by accuracy with 75 percent and impartiality with 68.75 percent. 
Similarly, analyzing seventeen codes for translators from fifteen countries, 
Dolmaya (2011) showed that two principles of confidentiality and competence 
were stipulated by all seventeen codes. Hence, confidentiality, which requires 
that translators not disclose information received or acquired without authori-
zation during their professional practice, is of utmost importance for the trans-
lation profession. 
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Accuracy, which is generally considered equal to faithfulness, seems to be 
the next critical requirement of the codes of ethics for translators in general. 
However, some sort of terminological variation was observed. While thirteen 
codes used the term accuracy, six codes used faithfulness to refer to the transla-
tors’ requirement by the codes to reproduce the closest natural equivalent of 
the source language meaning and message in the target language. On the other 
hand, the ATIO, ITI, and STIBC used both terminologies as synonyms under the 
same principles. And three codes (IAPTI, NZSTI, and the International Associa-
tion of Conference Translators Professional Code) talked about neither accuracy 
nor faithfulness. 

The third common feature observed in the codes, competence, requires that 
translators have a thorough knowledge of both the source and the target lan-
guage. According to the next most frequent tenet, translators are supposed to 
be neutral, impartial, and objective during their practice. This is to ensure that 
their personal feelings, opinions, beliefs, or interests do not interfere with the 
primary objective of providing an accurate and faithful translation of the origi-
nal. The next most common feature among the analyzed code was professional 
solidarity, according to which translators have to respect and support their fel-
low professionals. 

Professional development, integrity, employment, and professional conduct 
all stood in ranks next to each other. Professional development requires that 
translators continue to develop their professional knowledge and skills. Ac-
cording to the principle of integrity, translators must act with honesty in all 
their professional practice. The principle of employment states that translators 
will be responsible for the quality of their translations, and they have to accept 
full responsibility for their translations. In the exercise of their profession, 
translators are also expected to act according to the high standards of conduct 
and maintain a professional attitude at all times. Finally, the least common 
principle among the analyzed code was about maintaining professional rela-
tionships. It includes mutual assistance, which requires that translators coop-
erate with and assist each other in every practical way and share knowledge 
with other members. 

Examining the common themes in the analyzed English codes comparatively 
with the Iranian Charter highlighted both some similarities and differences be-
tween the two. It was observed that the Iranian Charter talked about almost all 
the common tenets found in the analyzed English codes from around the world 
except for impartiality. Hale (2007) believes that this exclusion from some 
codes could mean that this tenet is taken for granted, or it is not considered 
necessary. Also, while the first principle of the Charter refers to the translator’s 
obligation to remain faithful to the original, it does not support a literal, word-
for-word translation. However, this non-literal translation advised under the 
first principle of the Charter does not refer to any personal judgment from 
translators. It merely reveals the priority of a norm-based ethics of translation 
in the context of Iran, which in turn reflects the importance of cultural or social 
values while translating in an Iranian context. Social or cultural context condi-
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tions the decision-making process in translation. In other words, translators are 
not mere linguistic experts; in order to make conscious decisions, they need to 
have social and cultural expertise. However, it seems that the Iranian Charter 
does not provide a detailed description of what translators should do when 
they encounter cases that are contrary to the cultural interests of Iranian socie-
ty. Instead, it provides a broad guideline that tries to help them to decide on an 
appropriate course of action when encountered with an ethical problem. 

Now the question is whether the codes have been successful in regulating 
ethical practice across the translation profession in general. And are they really 
practical nowadays? In order to answer these questions, opposing views in fa-
vor and against such codes are presented. First, they might be looked positively, 
as a means of professional performance and maintaining public trust. A code 
provides guidelines that help translators to make the right decisions in their 
work in that it protects them from making ‘arbitrary choices’, which could yield 
‘negative results’ (Solow, 1981, as cited in Hale, 2007, p. 104). Following the 
same code by all translators, as Hale (2007) notes, makes all participants in the 
process of translation have the same common expectations of the translator’s 
role, which in turn lessens the possibility of conflict. A code protects translators 
and elevates the dignity and status of the profession (Hale, 2007). It not only 
helps to win ‘public trust’ but also acts as ‘an internal control mechanism’ 
(Tseng, 1992, as cited in Hale, 2007, p. 104). 

Despite arguments in favor of the existence of a uniform code of ethics for 
translators, some of which where mentioned above, some have questioned 
whether to adhere to such a code. Wallmach (2002, as cited in Hale, 2007, p. 
104), for example, states that the mere presence of an ethical code does not 
guarantee that translators will follow it. This could be due to the following rea-
sons: non-professional translators might simply not be aware of the existence 
of the code; they might find it inapplicable to their practice, or they may not be 
competent enough to adhere to the principles of the code. Some translators 
may disagree with the prescriptions in it and may see no reason for complying 
with them (Hale, 2007). 

Lambert (2018) also believes that ‘good’ translation (p. 283) suggested by 
the codes, which means complete, impartial meaning transfer or a ‘neutral 
methodology’ (p. 284), is neither realistic nor desirable and is potentially harm-
ful in the actual translation practice.  Similarly, House (2016) also asserts that 
the very notions of fidelity and impartiality necessitated by the codes are prob-
lematic in the present climate in Translation Studies. House here refers to the 
major shift that happened in the ethics of translation in the twentieth century 
from a primary focus on the traditional terms of fidelity and invisibility toward 
more significant ethical issues such as the ‘agency’ and ‘power’ of the transla-
tors (Tymoczko, 2014) and challenged the role of the translators as prescribed 
by the codes.  

Similarly, Baker (2011) lists three reasons why it is essential for translators 
“to develop critical skills that enable them to make ethical decisions for them-
selves, rather than have to fall back uncritically on such abstract codes” (p. 
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274). First, in actual practice, it is likely that translators encounter situations in 
which it is difficult to decide to apply the related code. This is because codes 
cannot predict all concrete ethical issues that might arise in real situations 
(Baker, 2011). Second, since such codes are provided by people like us, they are 
prone to error. Finally, following unquestionable codes of ethics would weaken 
accountability for decisions made by translators as individuals in society. 

Regarding the first reason mentioned by Baker (2011), like all human activi-
ties, there are occasions throughout translators’ professional life when codes 
are not applicable in full. For example, the Iranian Charter, as well as the major-
ity of the analyzed codes by different researchers, do not stipulate how transla-
tors should make ethical choices while working with technology such as CAT 
software (Dolmaya, 2011). As another ethical dilemma, a translator might also 
encounter during translation practice, Dolmaya (2011) refers to a situation 
where a translator translates utterances that might be used to interrogate or 
intimidate detainees during wartime. She states that the seventeen codes of 
ethics she analyzed covered such a situation only to a limited extent. There are, 
of course, more examples of such dilemmas that are ever-present in the transla-
tion profession. Part of becoming a translator is accepting and, indeed, embrac-
ing uncertainties and dilemmas. Translators need to develop critical skills on 
these occasions and translate according to the specific situation. In the same 
vein, House (2016) encourages translators to cease acting in conformity to 
these standards of conduct, stop to be invisible, and play a more significant role 
in their business of translating. This means that whenever the expected neu-
trality and impartiality comes into serious conflict with an individual transla-
tor’s conscience and his personal code of ethics, the translator must “construct 
and defend his very own ‘code of ethics’, in a new conception of the translator’s 
agency and his personal integrity” (House, 2016, p. 131). Van Heerden (2016) 
takes this ‘situational ethics of translation’ even further and talks about a ‘no-
madic ethics’ which is not about according to which norms we should translate, 
“rather about a philosophy of becoming which is situational: embedded and 
embodied within a specific location” (p. 89). Hence, ethical principles should be 
seen in reference to a specific context. 

Such arguments could call into question the very presence of a uniform code 
of ethics for translators. Codes cannot provide an answer to all questions or 
new different ethical dilemmas that may arise in the professional life of transla-
tors. Hence, acting ethically does not necessarily mean that translators have to 
follow a set of agreed guidelines. If there is a question that codes do not address 
directly, translators should use their sound judgment of what is right to make 
the best decisions. As House (2016) also notes, there are no general ethical 
standards that are valid in all actual situations.  Humans are concerned in al-
most any act of translation; they are so complex and likely to change that such 
generalizations seem unreasonable (House, 2016). 

 
 



76  —  A Critical Analysis of the Iranian Charter of Professional Ethics for Translators: A Case for Revision

 
 

Conclusion 
The present study examined the fundamental assumptions underlying some 
different codes of ethics from countries located in various parts of the world 
and highlighted their similarities.  Then, it made a comparison between the 
content of these codes and that of the approved Iranian Charter of Professional 
Ethics for Translators. The comparison between the Iranian Charter of ethics 
and the analyzed codes revealed that, generally, the Iranian Charter speaks 
nothing more than the themes or principles such as confidentiality, faithfulness, 
and so on, which are common across other codes. It was also discussed how 
such a weakness lessens the impact of the codes on the translation profession. 

Despite such a great number of professional codes of ethics for translators, 
put forward by different professional associations all around the world, as well 
as such an abundance of research on translation ethics, it seems that these 
codes have not been successful in regulating ethical practice across the transla-
tion profession and, hence, are not very practical nowadays. As it was men-
tioned, codes of ethics on their own are not a sufficient resource for translators. 
Such codes are lists of values and principles that demand accuracy or faithful-
ness of translators. However, they cannot precisely explain how to behave 
when the values are conflicting. As it was revealed from the analysis of the Ira-
nian Charter of Professional Ethics for translators, it also suffers the very short-
coming. The Charter talks about almost all the common tenets observed in the 
analyzed English codes from around the world too. This paper suggested that 
the Charter should more fully recognize and acknowledge changes in the com-
plex and changing world of the translation profession. Hence, before its applica-
tion, the Charter should be modified in a way that it could see “the translator as 
an active and activist agent in the process of brokering individual and collective 
intercultural relationships in a world characterized by injustice and power im-
balances” (Kruger & Crots, 2014, P. 152). Such a context-based code of ethics 
gives more freedom to translators and allows them to decide critically. 

This study also has an implication for an ethics of translation. An ethics of 
translation requires of translators an awareness of the context in which they 
translate as well as a reflection on what they are doing. As Schwimmer (2017, p. 
60) also stresses, an ethics of translation requires “autonomous institutions 
where problematizing, questioning, deviating, doubting and hesitating would 
be valued, and not just resolving problems, achieving objectives and meeting 
standards”. Therefore, “merely rewriting or rewording the existing codes and 
assuming that their presence alone is enough to modify behavior” (Lambert, 
2018, p. 284) is not sufficient for the translation profession. 
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Appendix 
Charter of Professional Ethics for translators 
 
The principle of professional competence 

Partaking of all scientific and professional measures in faithfulness to the meaning and 
message of the text, reproducing the translation in accordance with the cultural and 
specialized context of the target language, observing all the scientific and customary 
principles as well as the principles governing translation, avoiding orders that are for 
illegal or unethical purposes, or for the purposes contrary to the interests of the society. 
 

The principle of responsibility 

Accepting full responsibility for the translation (even if the translation is subcontracted 
to another translator), considering all the written or oral obligations as binding, meeting 
the deadlines, and following the delivery methods of the order. 
 
The principle of trusteeship and confidentiality 

Keeping the loan in the text and everything entrusted to the translator, refraining from 
disclosing the information about the text, or any financial or non-financial use or misuse 
of the information by the self or a third party, and disclosing the information only by the 
permission of the owner of the text or on the order of legal authorities. 
 

The principle of transparency and adherence to the agreements 

Taking advantage of all specialized and executive capacities to determine and implement 
the timing in accordance with existing guidelines for undertaking the translation project 
and avoiding modification or unilateral termination of the contract or firm verbal 
agreement without providing valid reasons and obtaining customer satisfaction. 
 

The principle of honesty and integrity 

Providing honest services to clients and avoiding false or misleading statements about 
professional competence and professional and specialist qualifications or advertising in 
a manner that would undermine the competence of other colleagues. 
 
The principle of preserving and elevating the dignity and the status of the transla-
tion profession 

Maintaining ethical standards in dealing with the clients and customers in a manner that 
is appropriate for the profession and that increases public trust and respect for the pro-
fession of translation, and avoiding damaging the interests and reputation of the organi-
zation, its members, and relevant institutions in the field of translation in speech or act, 
deliberately or inadvertently. 
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The principle of cooperation and assistance 

Assisting and dealing honestly with colleagues, maintaining a spirit of cooperation and 
assistance in interactions and collaborations, and avoiding destructive and unhealthy 
competitions through actions such as accepting orders below common and standard 
rates. 
 

The principle of continuing knowledge and skill development 

Continuing effort to maintain and develop language skills at the general and specialized 
level as well as professional knowledge to work in line with existing needs and require-
ments and to provide high-quality translations. 
 

The principle of customer orientation 

Respecting clients’ trust, notifying them of any changes to the ordering text that result in 
distortion of the text or altering its originality, informing and satisfying customers prior 
to the assignment of the relevant order, and responding appropriately to their needs 
that are related to the translation services. 
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Abstract 
The appearance of different types of educational technology (Ed Tech) 
tools has paved the way for teachers and learners in all fields of study 
including second/foreign language learning in order to use them for mak-
ing the education and learning process more fruitful and exciting. This 
study aimed to investigate and compare the impact of the common 
WhatsApp group in which participants could have interactions versus the 
restricted WhatsApp group in which participants did not have any inter-
actions, as two quittances of social network groups on enhancing English 
Foreign Language (EFL) learners' writing ability with a focus on process 
analysis type of paragraph writing. In this regard, 64 intermediate EFL 
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learners were homogenized through the administration of the Oxford 
Placement Test (OPT) and divided into two virtual groups randomly. 
Next, a paragraph writing pretest was administered, and then both virtual 
groups received the same treatment and material based on the Model-
Practice-Effect instruction cycle. After the treatment sessions, the para-
graph writing posttest was administered. Considering the purpose of the 
study, data analysis indicated that the participants in the common 
WhatsApp group who had experienced online interaction could signifi-
cantly outperform the participants in the restricted WhatsApp group.  
The results and findings of this study can be useful for second/foreign 
language learners, teachers, researchers and experts in order to consider 
and become aware of the critical role of Ed Tech, as well as the central 
and important role of interaction in improving the quality of language 
teaching and learning process. 

Keywords: common WhatsApp group, educational technology, restrict-
ed WhatsApp group, social networks, writing skills  
 

Introduction  
The development of educational technology (Ed Tech) tools has altered instruc-
tional-learning contexts and provided rich opportunities for learners of all ma-
jors of study in general and English as foreign language (EFL) learners in par-
ticular. Ed Tech-enhanced teaching and learning has facilitated the connections 
and helped student active engagement in the learning process. Seeing as the 
lives of today's generation of students or Digital Natives, as Prensky (2001) 
calls it, is dependent on Ed Tech, new types of instructional-learning contexts 
need to be integrated into the syllabus (Sah, 2015). In effect, the technological 
developments, the Internet, and new tendencies in the use of Ed Tech have re-
sulted in changes in learning forms from conventional and traditional contexts 
to new forms of instructional-learning contexts and Ed Tech-enhanced teaching 
methods (e.g., Game-based Learning, Mobile Assisted Language Learning 
(MALL), Computer Assisted Language Learning (CALL), Mobile learning (M-
learning), etc.). 

Ed Tech-enhanced instructional-learning contexts have been identified as a 
set of teaching and learning modules that are trying to facilitate students' learn-
ing progress and performance in both academia and workplaces (Rouse, 2011). 
Ed Tech-enhanced instructional-learning context is defined as technology-
enhanced context which allows communications and information sharing with 
other stakeholders, though it can be used to hold a complete online course, a 
blended course or as a supporting feature for face-to-face courses (Fahretin & 
Feyzi, 2013; Sneha & Nagaraja, 2013). On the words of Barker and Gossman 
(2013), the major goal of Ed Tech-enhanced instructional-learning contexts is 
to ease, motivate and provide learning experiences that go beyond the conven-
tional teacher-centered classrooms. Research has showed that Ed Tech-
enhanced instructional-learning context by allowing stakeholders to select and 
employ variegated resources and applications (apps) to review the course con-
tent, plays the role of supporting instruction (e.g., Ottesen, 2018; Stiller & 
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tional teacher-centered classrooms. Research has showed that Ed Tech-
enhanced instructional-learning context by allowing stakeholders to select and 
employ variegated resources and applications (apps) to review the course con-
tent, plays the role of supporting instruction (e.g., Ottesen, 2018; Stiller & 

Schworm, 2019). Nowadays, the functionality of some Ed Tech-enhanced in-
structional and learning contexts is being developed on mobile devices, which, 
in turn, can consolidate the role of mobile devices in language education, that is 
to say, M-learning context.  

Over the last few decades among all different functions, M-learning has been 
mainly employed for amateur purposes. However, the availability of Ed Tech-
enhanced platforms on these devices can render even greater benefits for both 
stakeholders in language education (Sneha & Nagaraja, 2013). This way, the 
mobile apps have set the scene for more effective and attractive learning of 
second/foreign language. According to Barbaux (2006), in order to meet the 
expectations and needs of Digital Natives, educational authorities in all fields of 
study including second/foreign language learning should transfer the teaching 
methods and techniques of Traditional learning (T-learning) contexts to the 
new instructional-learning contexts. Among the new forms of learning contexts, 
teaching through social networks is known to be more flexible and operational 
mainly owing to overcoming restrictions of time and space. Social networks 
which are one of the categories of social media are defined as the online com-
munities in which their users can establish a profile for themselves, comment 
on each other's posts, interact and share information with others (Davis et al., 
2012). It is worthy to mention that, social networks have not been first de-
signed for educational and academic purposes. But, due to the close connection 
between education system and technology improvements, as well as alterations 
in forms of learning contexts, they have been utilized as learning devices in ed-
ucation (Gupta, 2014) which can assist stakeholders to access information and 
facilitate second/foreign language learning. As Naseri and Khodabandeh (2019) 
hold, social networks utilized with educational purposes help non English stu-
dents overcome the limitations of customary method of teaching English, boost 
their motivation, and pave the way for autonomous language learning. They 
cost efficient form of learning which make learning process more available, at-
tractive, flexible and encouraging for stakeholders (Douglas et al., 2008). Bou-
hnik and Deshen (2014) pointed out that M-learning through social networks 
can greatly promote the quality of education in general and second/foreign 
language learning in particular. In this regard, Cavus and Ibrahim (2009) illu-
minated that social networks have revolutionized education and altered "the 
conventional classroom-based learning and teaching into anytime and any-
where education" (p. 82). Ed Tech-enhanced teaching and learning through 
social networks can be considered as one of the products of integration of tech-
nology into educational dimension of life (Grgurovic, 2010). According to Rich-
ards (2008), Ed Tech-enhanced teaching and learning is a form of learning in 
which stakeholders are separated in space or time. They have the potential to 
provide educational environments that are more student-centered, participa-
tory, and meaningful (AlQahtani, 2018). 

Social networks are known as collaborative technologies which provide op-
portunities for second/foreign language learners to have interactive learning 
and access to online interactive contexts (Khoshnoud & Karbalaei, 2014). As 
Ferdig (2007) claimed, these sites are full of interactions which are of use in 
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language learning process. Based on the Interactionist framework, cooperative 
learning (CL), and learner-based meaningful interaction are emphasized in sec-
ond/foreign language instructional-learning contexts (Vygotsky, 1978). Simi-
larly, active engagement and dynamic interaction are crucial factors for lan-
guage learning (Heidari et al., 2018; Lee, 2011). Social Networking-Based Edu-
cation (SNBE) enables students to connect to other counterparts, make social 
relations and share their views with others under interdisciplinary circum-
stances (Gaudeul & Peroni, 2010). Researchers acknowledge that social net-
works have achieved a dominant role for education and entertainment as they 
facilitate discussion and interaction (Ghobadi & Taki, 2018). Given students' 
goals in Ed Tech-enhanced teaching and learning contexts are the same as stu-
dents' goals in conventional ones, special attention need to be given to interac-
tions among students with their teacher and other students in such contexts 
(Davies & Graff, 2005). In recent years, with regards to constant use of mobile 
devices among the individuals in societies in all aspect of their lives such as ed-
ucation, it is of great importance to not become inattentive to the critical role 
and importance of interaction in social networks (Beer & Burrows, 2007).  

Hobbs (2005) believed that "in the last 20 years, writing [skill] has come to 
approach the primacy that reading has held in the language arts hierarchy" (p. 
8). Therefore, regarding the difficulties and problems of second/foreign lan-
guage learners in mastering writing skill and considering the necessity of meet-
ing the Digital Natives' expectations with regard to emergence of new Ed Tech-
enhanced teaching and learning contexts. In addition, with respect to the cru-
cial role of having proper interaction with counterparts and teacher for a suc-
cessful language learning process, in this study it was intended to evaluate and 
compare the impact of two different social networks namely common 
WhatsApp group having interaction and restricted WhatsApp group lacking 
interaction in M-learning context on enhancing EFL learners' writing ability 
with a focus on process analysis type of paragraph writing. Considering the 
aforementioned purpose of the study, the following research question was pro-
posed:  

RQ: What is the difference between the impact of common WhatsApp group 
and restricted  WhatsApp group on enhancing EFL learners' writing skill? 

 

Literature Review 
The purpose of this section is to review the previous empirical studies which 
are related to the subject of the present study. Barker and Gossman (2013) 
mentioned that, mobile-mediated language education can at least allow stu-
dents to have more contact with authentic context of language use. As Stockwell 
and Hubbard (2013) stated, "M-learning is a field that is quickly maturing, and 
this way, a growing body of research has appeared that highlights the various 
ways in which mobile devices may be used in teaching and learning of lan-
guages" (p. 2). According to Farooq et al. (2002), the concept of M-learning 
combines the advantages of mobility and wireless technologies in order to be 
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used in learning and education process by both learners and teachers. Accord-
ing to Wanger and Wilsonm (2005), mobile technology is growing fast and use 
of mobile phones, applications and social networks is going to have noticeable 
impacts on language learning and teaching all around the world. The utilization 
of social networks such as Telegram, Line, and WhatsApp has been potentially 
affective in area of foreign language learning as EFL learners use them to get 
engaged and motivated in real communicative situations (Khoshnoud & Karba-
laei, 2014).  

With regards to popularity and important role of M-learning and social net-
works in education, many research studies have been conducted and developed 
in order to investigate the effect and role of M-learning context and social net-
works in instruction as well as learning process. For instance, Belal (2014) in-
vestigated the impact of social media on students’ writing skill and confirmed 
that social media helped the students to improve their writing and speaking as 
they are able to learn new words from their friends. Similarly, Robles (2016) 
investigated the effect of M-learning context on improving learner's writing 
ability and indicated that use of mobile device could increase learner’s atten-
tion and motivation toward writing skill. In a recent study, Naseri and Khoda-
bandeh (2019) compared the efficiency of input enhancement teaching tech-
niques on enhancing EFL learners' collocation learning and their accurate use 
of collocation in narrative writing in two different learning contexts namely M-
learning and T-learning contexts. Results were indicative of significant outper-
formance of learners in M-learning context in comparison to T-learning regard-
ing collocation learning. Adloo and Aghajani (2018) conducted a research study 
with the purpose of seeking the effect of Telegram cooperative learning group 
as one of the social networks on EFL learners’ writing performance and their 
attitudes toward using Telegram with educational purposes. The results mani-
fested a significant difference between learners' performance in the Telegram 
group in comparison to learners' performance in the traditional and face to face 
cooperative writing group. The Telegram group also expressed positive atti-
tudes toward using Telegram social network. In one of the other research stud-
ies with a focus on M-learning, Heidari et al., (2018) first compared two instruc-
tional methods including Face to Face Instruction (FFI) and Telegram Mobile 
Instruction (TMI), and second investigated the improvement of EFL learners in 
terms of narrative writing via TMI and traditional FFI. The researchers con-
cluded that learners' narrative writing performance had significant improve-
ment in the Telegram group because increased interaction was observed be-
tween the teacher and the learners and among learners themselves.  

Some studies have focused on using social networks to improve EFL learn-
ers’ vocabulary knowledge. For example, Jafari and Chalak (2016) examined the 
role of WhatsApp in improving the EFL students’ vocabulary learning and 
agreed on the favorable impact of WhatsApp as a social network utilized in M-
learning context. Ghaemi and Golshan (2017) also examined the effect of social 
network on learners’ vocabulary learning and concluded that EFL learners 
could improve their vocabulary learning via social networks. In line with previ-
ous studies, Khan et al. (2016) confirmed that using social network is quite 



86  —  Exploring the Impact of Common vs. Restricted Social Nt-works on English Foreign Language ...

helpful in vocabulary development of EFL learners at university level. More 
consistency, Mashhadi and Kaviani (2016) obtained the same results and 
claimed that using social networks is one of the effective ways to enhance vo-
cabulary learning of EFL learners. Similarly, Khansarian-Dehkordi and Ameri-
Golestan (2017) studied effects of one of the social networks named as the 
‘Line’ application on EFL learners’ vocabulary acquisition and concluded that 
the experimental group who applied mobile devices acquired target words and 
outperformed those of the control group who learned words through the tradi-
tional face-to-face classroom instruction. The impact of Telegram social net-
work on learning second language vocabulary by EFL beginners was also exam-
ined by Heidari Tabrizi and Onvani (2018) who confirmed that using social 
networks such as Telegram can be an effective tool to motivate students to 
learn English. Telegram also has been proved to improve students’ listening 
comprehension ability, as well as their collaborative skills (Salehpour, 2018). 
Exploring the impact of storytelling through the use of Telegram on oral lan-
guage of EFL learners revealed that learners’ speaking abilities can be im-
proved through virtual environment (Khodabandeh, 2018) because social net-
works enable learners to talk and interact with their peers in their group (Ab-
basi & Behjat, 2018).  

To check the improvement of students’ English grammar through social 
networks, Singman (2012) compared the impact of Wiki with traditional lan-
guage learning activities on the development of EFL learners’ correct usage of 
grammar and revealed that social networks can enhance learners’ collaborative 
activities and improve their language learning achievement and motivation. 
Nabati (2018) also investigated the effect of using Telegram on EFL learners' 
learning grammar and demonstrated that Telegram has a positive effect on en-
hancing EFL learners’ grammar points. Additionally, he confirmed that social 
networks make foreign language acquisition more effective and fun.  

Reading has also been one of the most commonly taught language skills 
through social networks in recent years. For instance, Shirinbakhsh and Saeidi 
(2018) compared reading performance of EFL learners through traditional in-
class presentations as opposed to those learning via Telegram and confirmed 
that the participants of the Telegram group are superior over the traditional 
group learners. Similarly, Dukper et al. (2018) explored the effects of social 
media on the reading culture of students and stated social media helps students 
improve their social relationship with their peers and share and exchange some 
form of academic information with them. Likewise, Akande and Oyedapo 
(2018) investigated the effect of social media on reading habits of high school 
students and affirmed that there is a positive significant relationship between 
social media and reading habits of the students. 

Considering the aforementioned studies, there have been many research 
studies focusing on investigating how social media, social networks and M-
learning context can effect different aspects of second/foreign language learn-
ing including grammar, vocabulary, reading and writing skill (e.g., Adloo & 
Aghajani, 2018; Belal, 2014; Heidari et al., 2018; Robles, 2016). The previous 
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research studies have obtained valuable conclusions, while it is noticed that, 
these studies have only focused on comparing the effectiveness of social media, 
social networks and M-learning in comparison to T-learning context. It can be 
claimed that the shortcomings of previous studies are first, ignorance of com-
parison between two different types of social networks or M-learning contexts 
in terms of language learning in general and writing ability in particular. Sec-
ond, ignorance of evaluating and comparing the role of interaction (online in-
teraction) in different types of social networks and M-learning contexts. There-
fore, in order to overcome the cited shortcomings and to fill the gaps, the pre-
sent study is designed to evaluate and compare the impact of two different so-
cial networks namely common WhatsApp group having interaction and re-
stricted WhatsApp group lacking interaction in M-learning context on enhanc-
ing EFL learners’ writing ability with a focus on process analysis type of para-
graph writing.  

 

Method 
The Design of the Study  

Given there was no true randomization in the present study, it was a quasi-
experimental study. Considering the research question of this study, the inde-
pendent variables in this study were common WhatsApp group having interac-
tion and restricted WhatsApp group lacking interaction, and the dependent 
variable was EFL learners' writing skill with a focus on process analysis type of 
paragraph writing.  
 
 Participants 

A total of 134 Intermediate EFL learners varying in age from 17 to 26 were se-
lected. The participants were EFL learners at Kish, Safir, and Goyesh language 
institutes in Isfahan, Iran, and were non-randomly selected from different clas-
ses of the language institutes. All of the learners were female with Farsi as their 
native language. In order to homogenize the participants, Oxford Placement 
Test (OPT) was administered. Out of the whole learners, 68 EFL learners who 
could successfully obtain the required score (from 35 to 46) were considered as 
the intermediate learners and were selected as final participants in this study. 
Then, the homogenized participants were randomly divided into two equal ex-
perimental groups each consisting of 34 participants. (i.e., group A: Experi-
mental group, receiving instructional materials in common WhatsApp group; 
group B: Experimental group, receiving instructional materials in restricted 
WhatsApp group).  

 

Instruments 

A number of instruments were used in order to run the present study, which 
are explained below:  
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The OPT. The OPT was administered in order to establish the participants' 
homogeneity. It is the test of language proficiency presented by Oxford Univer-
sity Press which provides tutors with a reliable and time saving technique for 
determining the proficiency level of learners. This test consists of 60 items in 
two parts: Part one with the first 40 multiple-choice items that assess use of 
English and part two with 20 multiple-choice items that assess listening skills. 
It is worthy to mention that both parts of the OPT were given to the partici-
pants in this study   
Writing Pretest and Posttest. In order to evaluate the participants' writing 
ability in terms of process analysis writing before and after the treatment ses-
sions, two pieces of process analysis paragraphs were taken from the partici-
pants of both groups as writing pretest and posttest. Process analysis writing is 
defined as a type of writing in which the sequential steps of a procedure are 
explained. There are two kinds of process writing including directional and in-
formational. As the names suggest in directional type of process analysis para-
graph, the author tries to explain how to do something. And in informational 
process analysis paragraph, the author tries to explain how something works or 
happens (Hemmati & Khodabandeh (2017).   

In order to guide the participants, first they were given a particular topic as 
the writing pretest. The topic of writing pretest was about “how to gain entry to 
university”, and the topic of the post-test was “How to choose a major”, there-
fore; the type of process analysis paragraph in this study was informational 
process paragraph. In both pretest and posttest, the participants were informed 
that their writing should include a topic sentence, supporting sentences and a 
concluding sentence. The topic of the writing pretest and posttest were chosen 
under the supervision of the experts in the field of writing, and the scoring pro-
cedure was done by two raters whose inter-rater reliability was also calculated, 
the results of which will be presented later. 

 
Procedure 

The procedure of the present study was initiated with the selection of 68 ho-
mogeneous Intermediate EFL learners out of 134 EFL learners. The homogenei-
ty of learners was determined by administration of OPT. As stated earlier, the 
homogenized participants were randomly divided into two experimental 
groups, which were respectively common WhatsApp group and restricted 
WhatsApp group. The second procedure was evaluating the participants' writ-
ing ability with a focus on process analysis type of paragraph writing before the 
treatment administration as the writing pretest. The following procedure was 
administration of treatment sessions and presentation of predesigned instruc-
tional materials. The whole treatment sessions in this study were 8 sessions 
and lasted for four weeks. Every week, two sessions were held and each session 
lasted for 1 hour. The first session was used to take the writing pretest. In each 
of the following 6 sessions, one of the predesigned instructional posts and 
models were presented and taught to the participants. The last session was 
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used to take the writing posttest. In order to teach process analysis writing, the 
researcher used Model-Practice-Reflect instructional cycle. Both experimental 
groups in this study received the same instructional materials and models, the 
only difference was in the type of the M-learning context of the groups. The first 
experimental group received the instruction in common WhatsApp group in 
which the participants experienced having online interaction with their peers 
and teacher, and the second experimental group received the instruction in 
restricted WhatsApp group in which the participants had no online interaction 
with their peers and teacher.  

The instructional material used in the present study was extracted from the 
third unit of the book titled as Advanced Writing, written by Hemmati and 
Khodabandeh (2017). In order to provide proper instructional materials and 
exercises for the participants in both experimental groups, the researcher took 
two steps. First, she made 6 separate written instructional posts. The instruc-
tional posts respectively contained the definition and short explanations of 
what process analysis paragraph is, detailed explanation of two kinds of pro-
cess writing with related examples for each kind, explanations of different parts 
of process analysis paragraph which are a topic sentence, supporting sentences 
and a concluding sentence, examples of suitable transition words and phrases 
for a process paragraph, use of imperative and passive verbs in process para-
graphs and finally a detailed and rich chart for a piece of process paragraph 
rubric. Second, she made some other written posts which were exercises relat-
ed to the predesigned instructional posts. The exercises were also extracted 
from the ones cited in the same book. 

The researcher made a common WhatsApp group as the first experimental 
group, and added 34 of the homogeneous participants. The participants were 
required to be online in common WhatsApp group at the predetermined time 
on Sundays and Tuesdays for receiving their instruction. Having all the partici-
pants online, the researcher who was also the teacher in both experimental 
groups shared the predesigned instructional posts and models with the partici-
pants. The participants were required to read the presented model carefully. In 
addition, participants were supposed to interact with each other and their 
teacher by sharing their ideas or information about the instructional material 
and discuss the presented model in the group. Therefore, in this group the par-
ticipants experienced having online interactions with each other and their 
teacher, and did not experience a teacher centered context. Regarding the Mod-
el-Practice-Reflect instructional cycle, after presentation of the predesigned 
model the participants were supposed to practice and follow the model, write a 
piece of paragraph writing and share it in the common WhatsApp group. They 
had also the chance to pose their questions if there was any and the teacher 
provided complete answer to their questions in the group. As the last step the 
teacher asked participants in order to give feedback on each other’s paragraph 
writings and share their ideas, the teacher also helped the participants by her 
feedback in the WhatsApp group. The participants also interacted with each 
other to share their feedback and idea bout each other’s writings.     
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With respect to the other experimental group named as restricted 
WhatsApp group, the researcher made a restricted WhatsApp group and added 
the other 34 of the homogeneous participants. The participants in this group 
were also required to get online at predetermined time on Mondays and 
Wednesdays in order to receive their instruction. The teacher took the same 
steps for sharing and presenting the instructional posts and models as the 
common WhatsApp group. The participants were supposed to read the pre-
sented model carefully by themselves. While, in contrast to the common 
WhatsApp group, the participants in this group had no chance of interacting 
with each other and their teacher by sharing their ideas, information and ques-
tions. The restricted WhatsApp group was a completely teacher-centered virtu-
al class lacking the participants’ online interaction and participation. In order to 
follow the Model-Practice-Reflect instructional cycle, after presentation of pre-
designed model the participants in this group were also required to practice 
and follow the model, write a piece of paragraph writing and give it to their 
teacher. Since this experimental group was designed as a restricted group in 
which the only active member was the teacher, participants had no chance to 
send messages in the group, ask questions and present their writings. There-
fore, the participants had to send the paper form of their writings to their 
teacher, while their chance of interacting and communicating with their teacher 
was completely restricted. They had no chance and allowance to communicate 
or interact with their teacher for asking questions or sharing ideas. After re-
ceiving the writing papers, the teacher wrote her feedback on the papers and 
gave them back to the participants, while she had no interaction with them and 
giving back their papers while no interaction and communication happened 
among neither the participants nor the teacher in a context beyond restricted 
WhatsApp group. As the last procedure of this study, the writing posttest was 
taken from all groups of the participants in order to evaluate their writing abil-
ity with a focus on process analysis type of paragraph writing after the comple-
tion of the treatment sessions.  

 

 Data Analysis 
The data collected in this study were then submitted to data analysis by the use 
of Statistical Package for Social Sciences (SPSS) 24 software. As the nature of 
the present study was quantitative, the data were analyzed via the employment 
of a series of paired and independent samples t- tests and assumptions of nor-
mality. The descriptive data consisting of the mean, the standard deviations and 
the standard error of means were used to compare the EFL learners’ writing 
ability before the treatment to the one after the treatment. Moreover, test nor-
mality of data using both graphical and numerical methods was run. At last, a 
series of paired and independent samples t-tests were used for inferential sta-
tistics. In order to realize how effective the treatment was, the mean scores of 
the posttest of the two experimental groups were compared with those of the 
pretest and also the mean scores on the posttest of the two groups were com-
pared with each other.  
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Results 
Testing Normality of Data  

The normality of data was established via employment of the Shapiro-Wilk test, 
as it is more appropriate for small sample sizes (< 50 samples).  In this test, if 
significance level (sig) is greater than the error value 0.05, the data normality is 
considered as normal. Since the significance level (sig) of the pretest and post-
test scores of the groups was greater than the error value 0.05 (p> 0.05) it was 
claimed that the assumption of normality was retained.  
 
Inter-rater Reliability; Pretest and Posttest of Writing  

The participants’ performance on the writing pretest and posttest were rated 
by two raters. Such being the case, Pearson correlations were run to probe their 
inter-rater reliability. Based on the results, it was concluded that there were 
significant agreements between the two raters on the pretest (r (118) = .871 
representing a large effect size, p < .05) and posttest (r (118) = .837 represent-
ing a large effect size, p < .05). During rating the writings, the raters focused on 
the appropriateness of process writing with the specific attention given to tran-
sition words and phrases as well as the passive verbs as two main features of 
such writings. As a result, they only rated the proper use of these components.   
 
Descriptive Statistics: The Writing Pretest  

Table 1 displays the descriptive statistics for the two groups on the writing pre-
test.  
 
Table 1. 
Descriptive Statistics for the Writing Pretest 

Groups N M SD SEM 
WhatsApp Group 34 9.09 2.06 0.66 
Restricted WhatsApp Group 34 9.50 1.98 0.43 

 
The results indicated that the common WhatsApp group (M = 9.09, SD = 

2.06) and Restricted WhatsApp group (M = 9.50, SD = 1.98) group had almost 
the same means on the writing pretest.  

The table showed that the groups were homogenous at the pretest stage. 
Therefore, before administration of the treatment sessions, the groups were 
homogenous in terms of their writing ability with a focus on process analysis 
paragraph.  

Table 2 displays the main results of Independent Sample t-test. 
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Table 2. 
Results of Independent Samples t-test for the Writing Pretest 

 

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

   
95% Confidence 
Interval of the 
Difference 

Restricted Group 
vs. Group F Sig. t df 

Sig. 
(2-
tailed) 

MD SED Lower Upper 

Equal variances 
assumed 4.908 0.029 1.008 66 0.42 0.623 0.626 -0.542 2.009 

Equal variances 
not assumed   1.008 56.3 0.426 0.623 0.626 -0.548 2.015 

 

Table 2 provides the means of the groups’ pretest analyzed through the in-
dependent samples t-test before the treatment in terms of number of partici-
pants, means, standard deviations, standard error, lower and upper bounds. As 
shown in Table 2, since observed t (1.008) with DF = 66 is less than the critical t 
(1.96), the difference between the groups was not significant at writing pretest 
stage (p < 0.05). Thus, it can be claimed that the two groups were homogenous 
in terms of their writing ability with a focus on process analysis paragraph pri-
or to the treatment sessions.  

For further clarity, a sample of the writing pretest of one of the participants 
in each group is presented below. The correct transition words and phrases, 
passive verbs have been italicized, while the wrong ones have been underlined. 

18- year old participant from common WhatsApp Group:  
 

I think for going to university, we should study very well. Also, our self-
confidence should be good. We register in Sazmane Sanjesh and choose favorite 
major. Some months after this, we go to Konkoor exam. Sanjesh will check our 
performance and decide which university for us. Then we go to that university 
and register our name. The first of Mehr the classes start and we go to partici-
pate in them.  

  
Descriptive Statistics: The Writing Posttest 

Table 3 displays the descriptive statistics for the two groups on the writing 
posttest. 
 
Table 3. 
Descriptive Statistics for the Writing Posttest 

 Groups N M SD SEM 
 WhatsApp Group 34 14.00 2.94 0.39 

Restricted WhatsApp Group 34 10.88 2.64 0.38 
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Table 2 provides the means of the groups’ pretest analyzed through the in-
dependent samples t-test before the treatment in terms of number of partici-
pants, means, standard deviations, standard error, lower and upper bounds. As 
shown in Table 2, since observed t (1.008) with DF = 66 is less than the critical t 
(1.96), the difference between the groups was not significant at writing pretest 
stage (p < 0.05). Thus, it can be claimed that the two groups were homogenous 
in terms of their writing ability with a focus on process analysis paragraph pri-
or to the treatment sessions.  

For further clarity, a sample of the writing pretest of one of the participants 
in each group is presented below. The correct transition words and phrases, 
passive verbs have been italicized, while the wrong ones have been underlined. 

18- year old participant from common WhatsApp Group:  
 

I think for going to university, we should study very well. Also, our self-
confidence should be good. We register in Sazmane Sanjesh and choose favorite 
major. Some months after this, we go to Konkoor exam. Sanjesh will check our 
performance and decide which university for us. Then we go to that university 
and register our name. The first of Mehr the classes start and we go to partici-
pate in them.  

  
Descriptive Statistics: The Writing Posttest 

Table 3 displays the descriptive statistics for the two groups on the writing 
posttest. 
 
Table 3. 
Descriptive Statistics for the Writing Posttest 

 Groups N M SD SEM 
 WhatsApp Group 34 14.00 2.94 0.39 

Restricted WhatsApp Group 34 10.88 2.64 0.38 

    The results indicated that the common WhatsApp group (M = 14.00, SD = 
2.94) had higher mean than the Restricted WhatsApp group (M = 10.88, SD = 
2.64) on the writing posttest.  

Table 4 displays the main results of Independent Sample t-test. 
 

Table 4. 
Independent Samples t-test for the Posttest 

      
In order to find out whether the difference among the performances of the 

two experimental groups in posttest was statistically significant, another inde-
pendent samples t-test was applied. Table 4 indicates that the observed t 
(5.544) with DF = 66 was greater than the Critical t (1.96). Thus, the common 
WhatsApp group (M = 14.00501) significantly outperformed the Restricted 
WhatsApp group (M = 10.88927). The mean difference between the common 
WhatsApp group and Restricted WhatsApp group was higher than the signifi-
cance level (p < .05) on the writing posttest.  

To sum up, based on the results shown in Table 1 and 3, the mean score of 
common WhatsApp group had substantial growth on the posttest in compari-
son with the pretest. Moreover, the mean score of Restricted WhatsApp group 
had an increase in the posttest in comparison with the pretest, but the growth 
was not statistically significant.  

Although the mean score of Restricted WhatsApp group was greater than 
the mean score of common WhatsApp group in the pretest stage, the mean 
score of common WhatsApp group was significantly greater than the mean 
score of Restricted WhatsApp group in the posttest stage. 

For further clarity, a sample of the writing posttest of one of the participants 
in each group is presented below. The correct transition words and phrases, 
passive verbs have been italicized, while the wrong ones have been underlined. 

18- year old participant from common WhatsApp Group: 

  
Levene's Test 
for Equality 
of Variances 

t-test for Equality of Means 

    
95% Confi-
dence Inter-
val of the 
Difference 

 
Restricted 
Group vs. 
Group 

F Sig. t df Sig. (2-
tailed) MD SED Low

er 
Up-
per 

 

Equal vari-
ances assumed 0.5 0.58 5.54 66 0.0 2.57 0.65 1.7 3.9 

Equal vari-
ances not as-
sumed 

  5.54 65.8 0.0 2.57 0.65 1.7 3.9 
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In order to go to choose the major, first of all, our knowledge should be im-
proved. In addition, all the negative senses such as fear, anxiety, and worrying 
should be removed from us. As the first step, we must register our names in Saz-
mane Sanjesh Organization. After that, we must take part in Konoor exam. What 
comes next is choosing the majors based on our interest. The favorite majors 
should be selected in the Sanjesh website. Finally, Sanjesh will choose the best 
students for each university. 

 

Discussion  
Considering the research question, the results and findings of the present study 
indicated that the participants in the common WhatsApp group had better per-
formance and higher mean on the writing posttest in comparison to the pretest. 
Therefore, common WhatsApp group by having online interaction between the 
participants and the teacher had significantly positive impact on enhancing the 
participants' writing ability in terms of process analysis paragraph. The results 
and findings of this study manifested that performance of the participants in 
the restricted WhatsApp group on the posttest was not significantly better than 
their performance on the pretest. Consequently, the restricted WhatsApp group 
by lacking online interaction between the participants and the teacher had no 
significant positive impact on enhancing the participants' writing ability in 
terms of process analysis paragraph.  

The results and findings of this study were indicative of the significant dif-
ference between performance of the two experimental groups on the posttest. 
The results showed the significant outperformance of the common WhatsApp 
group on the posttest. Therefore, there was a significant difference between the 
impacts of the common WhatsApp group having online interaction and the re-
stricted WhatsApp group lacking online interaction on enhancing the partici-
pants' writing ability in terms of process analysis paragraph.  

 It can be argued that the WhatsApp social network used in the teaching 
of process analysis paragraph in our context was significantly effective for the 
participants in the common WhatsApp group and non-significantly effective for 
the participants in the restricted WhatsApp group. In this regard, the significant 
performance of the participants in the common WhatsApp group can be ex-
plained by the online interactions and communications occurred and observed 
between the teacher and the participants and also among the participants 
themselves. The participants of the common WhatsApp group had online inter-
action with their teacher and other participants, shared their ideas, and pre-
sented lots of responses and feedback. In sum, the better performance of the 
participants in common WhatsApp group can be attributed to the close class-
room atmosphere created through their online interactions which made them 
feel more relaxed, not considering their teacher as the sole authority and being 
active during the teaching-learning process. The participants' more opportuni-
ty to participate and interact with their teacher and their peers was the main 
reason for their improvement in their writing ability in terms of process analy-
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sis paragraph. According to Lee (2011), this kind of teacher-learner interaction 
helps the process of learning and classroom discourse, because interaction be-
tween the teacher and learners facilitates learning for learners and makes the 
material easier for them to be understood. The participants' interactions in the 
common WhatsApp group and their willingness to communicate with each oth-
er and their teacher, reminds us of Warschauer's (2000) statement. He stated 
that interaction in online settings motivates students because they do not have 
concerns about their errors which occurs in the T-learning contexts. Regarding 
the present study, it can be claimed that due to the more participation, commu-
nication and interaction of the participants in the common WhatsApp group, 
they had the sufficient and proper opportunity in order to take part in their 
learning process and learn better in comparison to the participants in the re-
stricted WhatsApp group. This is proper interaction that provides the oppor-
tunity for learners to share their ideas, thoughts, comments and feelings with 
their teacher and peers during the learning time (Yanfen & Yuqin, 2010). 
Thomas (2013) believes that since effective learning is the result of proper in-
teraction between teachers and learners, it can be claimed to be the integral 
component of learning . The findings of the present study in terms of the posi-
tive impact of the participants’ interaction in the common WhatsApp group as 
one of the types of social networks in M-learning context on learners' im-
provement writing ability in terms of process analysis paragraph, correlated 
with the findings of the studies such as Beer and Burrows, (2007); Ferdig 
(2007); Gaudeul and Peroni, (2010); Ghobadi and Taki, (2018); Heidari et al., 
(2018); Khoshnoud and Karbalaei (2014); Lee (2011). 

 On the contrary, the participants' performance on the writing posttest in 
the restricted WhatsApp group was not significantly improved in comparison 
to the writing pretest, as well as the performance of the common WhatsApp 
group on the posttest. The weak performance of the participants in the restrict-
ed WhatsApp group and their lack of improvement in writing ability in terms of 
process analysis paragraph can be explained due to some factors such as lack of 
online interaction, the teacher being the sole authority and active member in 
the group and the participants’ passive role in their learning process.   

 

Conclusion  
The present study was conducted in order to investigate and compare the im-
pact of two different social networks namely common WhatsApp Group having 
interaction and restricted WhatsApp group lacking interaction in M-learning 
contexts on enhancing EFL learners' writing ability in terms of process analysis. 
The findings of this study were quite consistent with the results of the reviewed 
studies. With regard to the findings and results of the present study it was con-
cluded that the participants' writing ability in terms of process analysis para-
graph was significantly enhanced in the common WhatsApp group. Regarding 
the comparison of the two experimental groups, the present study manifested 
that for enhancing the participants' writing ability in terms of process analysis, 



96  —  Exploring the Impact of Common vs. Restricted Social Nt-works on English Foreign Language ...

the common WhatsApp group was significantly beneficial and efficient in com-
parison to the restricted WhatsApp group.   

Considering the participants' participation in the learning process and their 
final performance, it was concluded that use of common WhatsApp as one of 
the types of social networks in M-learning context and Ed Tech has been so at-
tractive and beneficial for the participants. The participants had online com-
munication and interaction in a friendly atmosphere, experienced overcoming 
the restrictions of traditional learning contexts, were motivated, attracted and 
satisfied with their learning context. Therefore, it was concluded that having 
interaction in new learning contexts such as social media, social networks, M-
learning context and etc. have significant positive impact on enhancing the sec-
ond/foreign language learning process in general and writing skill in particular. 
The findings of the present study also confirmed Adloo and Aghajani’s (2018) 
findings who confirmed that social networks such as WhatsApp are mobile ap-
plications that significantly help students in developing their writing and vo-
cabulary word choice in their writing. Social networks allow learners to inter-
act and discuss with other learners, give feedback and comment on the writing 
activities either synchronous or asynchronously. Using social networks as a 
medium for language learning actively encourages a cooperative environment, 
builds positive attitudes, increases motivation and student' participation, and 
sustains teacher-student relationships (Mazer et al., 2007).  

The participants' participation and online interactions indicated that, the 
use of instructional podcasts could also contribute to making the participants 
become the main actors of their own learning as they are encouraged to be-
come independent and motivated learners who are able to regulate their own 
learning pace and identify their weaknesses. Therefore, with regard to the par-
ticular features of M-learning context and the level of participants' participation 
in learning process it was concluded that M-learning contexts created by social 
networks such as WhatsApp can lead participants toward becoming more in-
dependent in their language learning process, and managing their own learning 
time, place and strategy.    

As the result of comparison between the two groups of the participants after 
the completion of treatment and the posttest indicated, it was concluded that, 
since more online interaction took place in the common WhatsApp group, the 
participants were more engaged and active in their own learning process. The 
findings of the groups’ comparison provided evidences in order to confirm the 
statements regarding the criticality of interaction in successful language learn-
ing. According to Curtis and Lawson (2001), interaction has a significant role in 
increasing the quality of learning, since better learning entails a collaborative 
activity between the teacher and students. "The most efficient way of learning 
is for a student to be really involved in a lesson" (Scrivener, 2014, p.59). 

However, like other empirical research studies, the findings of the present 
study are not definitive. In other words, the findings do not suggest that virtual 
learning described in this study is the only best way to improve EFL learners' 
writing ability, but rather it represents a useful construct to be employed by 



Journal of Language Horizons, Alzahra University  —  97

the common WhatsApp group was significantly beneficial and efficient in com-
parison to the restricted WhatsApp group.   

Considering the participants' participation in the learning process and their 
final performance, it was concluded that use of common WhatsApp as one of 
the types of social networks in M-learning context and Ed Tech has been so at-
tractive and beneficial for the participants. The participants had online com-
munication and interaction in a friendly atmosphere, experienced overcoming 
the restrictions of traditional learning contexts, were motivated, attracted and 
satisfied with their learning context. Therefore, it was concluded that having 
interaction in new learning contexts such as social media, social networks, M-
learning context and etc. have significant positive impact on enhancing the sec-
ond/foreign language learning process in general and writing skill in particular. 
The findings of the present study also confirmed Adloo and Aghajani’s (2018) 
findings who confirmed that social networks such as WhatsApp are mobile ap-
plications that significantly help students in developing their writing and vo-
cabulary word choice in their writing. Social networks allow learners to inter-
act and discuss with other learners, give feedback and comment on the writing 
activities either synchronous or asynchronously. Using social networks as a 
medium for language learning actively encourages a cooperative environment, 
builds positive attitudes, increases motivation and student' participation, and 
sustains teacher-student relationships (Mazer et al., 2007).  

The participants' participation and online interactions indicated that, the 
use of instructional podcasts could also contribute to making the participants 
become the main actors of their own learning as they are encouraged to be-
come independent and motivated learners who are able to regulate their own 
learning pace and identify their weaknesses. Therefore, with regard to the par-
ticular features of M-learning context and the level of participants' participation 
in learning process it was concluded that M-learning contexts created by social 
networks such as WhatsApp can lead participants toward becoming more in-
dependent in their language learning process, and managing their own learning 
time, place and strategy.    

As the result of comparison between the two groups of the participants after 
the completion of treatment and the posttest indicated, it was concluded that, 
since more online interaction took place in the common WhatsApp group, the 
participants were more engaged and active in their own learning process. The 
findings of the groups’ comparison provided evidences in order to confirm the 
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study are not definitive. In other words, the findings do not suggest that virtual 
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teachers as a basis for enhancing EFL learners' writing ability, as well as using 
the benefits of the online interaction in social networks and new learning con-
texts such as M-learning. One of the criterion based on which the results of a 
research study will be considered as valuable results, is its practicality. The re-
sults and conclusions of the present study are worthy and practical, since the 
findings can be useful for EFL teachers in terms of creating a learning context in 
which learners have interactions and communication with each other and their 
teacher. And, using different forms of social networks and M-learning learning 
contexts in developing EFL learners' writing ability in general and process 
analysis paragraph in particular. Considering the significant role of interaction 
in successful language learning process, the findings of this study can be useful 
for instructional material designers. The further instructional materials and 
exercises can be designed to require for more interactions between learners 
and teacher as well as learners themselves and also to weaken the dominate 
active role of the teacher in the class.     

Regarding the limitations of the study, it is worthy to note that this study al-
so had some limitations one of which was the participants' gender. In addition, 
due to some problems about filtering out some of the mobile applications, the 
type of mobile application used in this study was one of the other limitations. 
Also the present study had some delimitations namely the participants' lan-
guage level, the type of paragraph writing, the instructional materials.  

Due to the fact that no research study is exhaustive in itself, more research 
studies are necessary in order to verify, confirm, validate and expand the re-
sults of a research study. Consequently, as the first suggestion for further re-
search, replication of the present study is mentioned. The same basic design 
could also be employed for EFL learners of other languages. In further research 
studies the impact and role of other types of Ed Techs and social networks can 
be investigated on improving EFL learners' writing ability. In addition, further 
studies can be focused on other types of paragraph writing such as narrative, 
cause and effect and descriptive paragraph or even other levels of language 
learning such as grammar or vocabulary learning. Comparing the impact of two 
different social networks namely common WhatsApp group and restricted 
WhatsApp group on improving EFL learners' writing ability in terms of process 
analysis paragraph was the novel aspect of this study. Therefore, the significant 
positive performance of common WhatsApp group in comparison to restricted 
WhatsApp group requires more investigation in order to find out all of the pos-
sible and logical reasons and factors behind this finding. It is hoped that this 
research can promote and inspire more researches on Ed Techs, M-learning 
contexts and EFL learners' writing skill. 
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questionnaire across the nation. The results show that, although the pro-
gram implementers felt more satisfied with the new program due to the 
perceived advantages of the change over the previous one, the lack of 
crucial factors such as giving due attention to the oral skills, adjustability 
of the change to the needs of a  wide range of users, training teachers to 
improve their skills in making use of  methods and techniques compatible 
with the reality of local language classrooms replete with logistical short-
comings, permeation of change to different layers of the educational sys-
tem and mobilizing all influential subsystems for putting the change into 
practice has handicapped the effective fulfilment of the program’s objec-
tives from teachers’ eyes.  

Keywords: change attributes, communicative language teaching ap-
proach, ELT change program, secondary education, program evaluation 

 

Introduction 
The evolving needs of society in science technology, education, economy, etc., 
are considered to be the source of changes in English Language Teaching (ELT) 
programs across the world. However, while the changes in approach and meth-
ods intended by a language education reform may be enthusiastically accepted 
and implemented in one setting, it is likely that the same changes are harshly 
rejected in other contexts; therefore, it is important to identify the reasons of its 
endorsement in some settings and its rejection in others (Stoller, 1994). As 
Markee (1997) notes, although the complexity, feasibility, and originality of 
change are specified as concerns at early stages of curriculum development, it 
is not possible to appreciate their significance and observe their reflection in 
practice at the planning phase as their importance and impact may emerge only 
after the program has been put into practice. In fact, one of the important yard-
sticks to evaluate the success of innovation management is related to the at-
tributes of an innovation as perceived by its users; thus, translating the reform 
into these characteristics of change as perceived by its users after the imple-
mentation phase has been recommended in the literature (Henrichsen, 1989). 
According to Waters (2013), the fate of the change and the success of its diffu-
sion can be anticipated by considering the status of these attributes in users’ 
eyes. 

After long years of practicing grammar-translation and reading-based 
methods of language teaching (Foroozandeh & Foroozani, 2015), finally in re-
sponse to the Fundamental Reform Document of Education issued in 2012, the 
Iranian Ministry of Education provided the Document of National Curriculum to 
guide the process of renewing the curriculum in all subject fields including lan-
guage education. The Organization of Educational Research and Planning of the 
ministry responsible for conducting the required research and planning for 
actualizing this reform delegated the responsibility of reproducing the materi-
als and providing the means of language education reform to the Foreign Lan-
guage Department of Curriculum Development Center (CDC).  
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change are specified as concerns at early stages of curriculum development, it 
is not possible to appreciate their significance and observe their reflection in 
practice at the planning phase as their importance and impact may emerge only 
after the program has been put into practice. In fact, one of the important yard-
sticks to evaluate the success of innovation management is related to the at-
tributes of an innovation as perceived by its users; thus, translating the reform 
into these characteristics of change as perceived by its users after the imple-
mentation phase has been recommended in the literature (Henrichsen, 1989). 
According to Waters (2013), the fate of the change and the success of its diffu-
sion can be anticipated by considering the status of these attributes in users’ 
eyes. 

After long years of practicing grammar-translation and reading-based 
methods of language teaching (Foroozandeh & Foroozani, 2015), finally in re-
sponse to the Fundamental Reform Document of Education issued in 2012, the 
Iranian Ministry of Education provided the Document of National Curriculum to 
guide the process of renewing the curriculum in all subject fields including lan-
guage education. The Organization of Educational Research and Planning of the 
ministry responsible for conducting the required research and planning for 
actualizing this reform delegated the responsibility of reproducing the materi-
als and providing the means of language education reform to the Foreign Lan-
guage Department of Curriculum Development Center (CDC).  

Communicative Language Teaching (CLT) was formally announced to be the 
adopted approach in the new curriculum of language education (Janfeshan & 
Nosrati, 2014; Kheirabadi & Alavi Moghaddam, 2014) which was supposed to 
start from the lower secondary school at 7th grade, and continue to the last year 
of upper secondary grade, i.e., 12th grade. Diminishing the effect of long years of 
practicing the traditional methods of language teaching which had primarily 
focused on reading texts with the aim of developing the vocabulary and gram-
mar knowledge of students with minimal or no attention to improving their 
oral skills and their communicative language ability required serious undertak-
ings on the part of the change managers and implementers. The first require-
ment of this rebuilding, undoubtedly, would have been the enhancement of mo-
tivation and the provision of robust training to teachers who, as the result of 
adopting traditional ways of language teaching for years, were deemed to have 
little experience with the recent trends and methods of language education vi-
tal for implementing a communicative approach.  

While many of the local evaluations carried out so far have exclusively fo-
cused on evaluating the program’s textbooks (e.g., Ahour et al., 2014; Jamal-
vandi, 2014; Janfeshan & Nosrati, 2014; Akbari & Pourabbas, 2015; Salehi & 
Amini, 2015; Torki & Chalak, 2017; Gholami Pasand & Ghasemi, 2018), con-
striction of evaluation to only one component of the system of education in iso-
lation and without considering other coexisting elements promotes tunnel vi-
sion approach in assessing a program which cannot be adequately fruitful. On 
the other hand, studies which investigated other aspects of the program have 
identified more fundamental sources of imperfections in this reform. Based on 
these studies, factors such as inadequate instructional time (Davari & Aghag-
olzadeh, 2015); poor self-confidence of teachers implementing the newly intro-
duced ELT program primarily due to their inadequate language proficiency and 
uncertainty about the new method, practicing teacher-fronted instruction to 
increase the coverage of content and to enhance the students' success in the 
University Entrance Examination (UEE), (Barabadi & Razmjoo, 2015; Safari & 
Sahragard, 2015), inadequate physical resources and not cultivating the culture 
of skill-based language education in all of the stakeholders (Asadi et al., 2016), 
and students’ false expectations of language teaching and erroneous beliefs 
about language learning (Akbari, 2015; Safari & Rashidi, 2015b) are some po-
tential sources of the problem impeding the proper language teaching and 
learning in Iran even after the  introduction of communicative language teach-
ing.   

The present study was an effort to explore the challenges faced by the most 
direct implementers of the change in the real condition of the language classes. 
By being informed of the meaning of this reform in teachers’ view, based on a 
well-researched framework, the imperfections for subsequent revisions can be 
identified more comprehensively and tangibly to be considered in the future 
revisions of the program by governmental bodies, policy makers and CDC. Do-
ing so facilitates successful implementation of the program whose final out-
come would be significant promotion in Iranian students’ effective communica-
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tion in real-life situations and potential improvement in their life-long language 
learning.  

 

Review of literature 
The attributes for investigating the nature of change from the users' perspec-
tives were initially introduced by Rogers and Shoemaker (1971) and later mod-
ified by Rogers (1983). They are referred to as ‘relative advantage’, ‘observabil-
ity’, ‘trialability’, ‘complexity’ and ‘comparability’. While, the first three are 
thought to have positive correlation with the diffusion of change, complexity is 
associated with negative correlation. The relationship of compatibility with the 
adoption of the change is dependent on the nature of the innovation and its 
congruence with the previous perspectives, needs, beliefs and values (Waters, 
2009). According to Waters (2009), the list remained the same in more recent 
publication of Rodgers except for the addition of a less frequently mentioned 
attribute called re-invention which refers to the potential of the innovation to 
be modified by users in the process of its implementation. Contrary to the tradi-
tion, Stoller (1994) assumes a straightforward positive or negative relationship 
between the adoption of change and the six attributes of ‘compatibility’, ‘com-
plexity’, ‘explicitness’, ‘flexibility’, ‘visibility’ and ‘originality’. The 'middle range' 
of this set of attributes is thought to be in positive correlation with the adoption 
of change (Murray & Christison, 2012). 

Not specifically focused on ELT, OECD, the Organization for Economic Coop-
eration and Development, conducted a large scale comparative research on 
more than 70000 leaders and teachers of state middle schools in 23 countries 
across the world. The results of this study which targeted the insights of these 
groups of stakeholders in state schools revealed that “teachers’ perceptions of 
how teaching and learning could be improved were consistent with the six pa-
rameters outlined in Stoller’s zone of innovation (Murray & Christison, 2012, p. 
66). The most common predicament hindering teachers from developing them-
selves professionally, according to Murray and Christison (2012), was being 
overloaded with work assignment and the rigidity of the activities designed for 
professional development with almost no variation in implementation to make 
them more appropriate based on individuals' needs and schedule.  

According to Kiely (2012), the change should be analyzed with regard to its 
‘compatibility’, ‘complexity’, ‘trialability’, and its ‘relative advantage’ and the 
results should be juxtaposed and assessed against the policies in place. The re-
sult of this analysis provides a basis for forming an argument in favor of or 
against the success of the program which can guide the change managers to put 
the change on the right track. Consistent with Kelly (1980), Kennedy (1988), 
emphasizing the vitality of the users’ initial dissatisfaction with the current 
practices, explains the survival of a forthcoming change program in terms of its 
perceived ‘feasibility’, ‘relevance’ and ‘acceptability’ from the point of view of 
its potential adopters. Holding effective teacher training services and/or merg-
ing the roles of implementers and the material developers through recruiting 
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sult of this analysis provides a basis for forming an argument in favor of or 
against the success of the program which can guide the change managers to put 
the change on the right track. Consistent with Kelly (1980), Kennedy (1988), 
emphasizing the vitality of the users’ initial dissatisfaction with the current 
practices, explains the survival of a forthcoming change program in terms of its 
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its potential adopters. Holding effective teacher training services and/or merg-
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teachers as material developers have been suggested by Kennedy as the strate-
gies to diminish the potential mismatches of teachers' and change managers' 
perception of the aforementioned characteristics. Markee (1997), also, adopted 
a number of the change characteristics in analyzing the most prominent lan-
guage innovations such as 'task-based language teaching' or 'the notional-
functional syllabus'.   

Henrichsen (1989), on the other hand, proposed his own model, Hybrid 
Model, in examining the diffusion of a revolutionary ELT project in Japan called 
ELEC. In evaluating the success of ELEC while adding some features to the orig-
inal list proposed by Rodgers (1983), Henrichsen introduced his own set of at-
tributes and incorporated them into the model through a component called 
factors within the innovation itself. This component introduces one of the most 
comprehensive list of the attributes almost aggregating all of the key character-
istics and aspects proposed by other researchers. This set of change attributes, 
as exploited in this study, includes ‘originality’, ‘complexity’, ‘explicitness’, ‘rela-
tive advantage’, ‘observability’, ‘status’, ‘form’, ‘flexibility’/ ‘adaptability’, ‘pri-
macy’, and ‘practicality’. As Henrichsen (1989) notes the perceived attribute by 
its adopters is much more crucial in directing the fate of the change than the 
objective attributes evaluated by an outsider. As these features constitute the 
focus of the present study in analyzing change from the participant teachers’ 
perspective, they are briefly introduced below.  

Originality of the innovation is defined as the extent to which an innovation 
is original. It is argued that excessive originality which means lack of a current 
model to support the proposed change can negatively influence the adoption of 
the change program. In other words, high degree of originality may lead to low 
degree of correspondence between the innovation and the intended user sys-
tem and low acceptance of innovation by its potential adopters.  

Complexity is defined in terms of the number of people who are expected to 
be involved in the innovation as well as the amount of change that is assumed 
to be made to a system. Complexity can be as well considered as the amount of 
time, energy and money that developing the skills and understanding for im-
plementing the change properly imposes on its users. Complex changes in the 
classroom behavior of teachers, as confirmed by Henrichsen, are difficult to be 
achieved and thus, unlikely to happen.  

Explicitness refers not only to the clarity of innovation's description but also 
the clarity of its rationale, philosophy, goals and objectives. Lack of clarity 
brings about user confusion and frustration; enhancing the explicitness, on the 
other hand, increases the likelihood of its adoption and implementation. Rela-
tive advantage of the innovation compared to the one that it supersedes is an-
other factor discussed in this component of the model. This feature of change 
can “be measured in terms of economics, social prestige, convenience, and/or 
user satisfaction’ (Henrichsen, 1989, p.84).  

Observability deals with the extent to which the advantages of the innova-
tion are visible to the users. It seems reasonable that when the benefits of an 
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innovation are evident to its potential users, the rate and likelihood of its adop-
tion enhances. Thus, concrete innovations have the advantage of being appreci-
ated more readily compared with abstract ones. 

Status of the innovation as a powerful influencing factor affecting the 
change's adoption is actualized by the degree of attention attracted to a given 
innovation by its users due to the social level or prestige that is associated with 
it. Practicality, as a frequently overlooked factor according to Henrichsen, con-
centrates on the correspondence between the requirements of implementing 
the innovation and the capacity of the intended user system for its actualiza-
tion; it includes issues such as the rationality of the expectations for users, the 
presence of aids for planning the instruction, and the adequacy of the resource 
material. 

Flexibility/Adaptability deals with the adjustability and openness of the in-
novation to fit the particular situation of a wide range of users. Primacy puts 
emphasis on the importance of “the relative timing of an innovation” (p.85); 
being the first one is a merit that attracts the attention and resources to itself 
more than similar undertakings following it. Thus, former adopted practices 
can act as an obstacle to the promotion of an innovation particularly in societies 
that loyalty to tradition matters. Form of the innovation has been overlooked in 
many diffusion-of-innovation models. Those innovations which finally lead to 
publishable texts have a higher chance of adoption and survival than those 
which remain in the form of instructional philosophy. The reason in addition to 
the strong influence of materials on practice, according to Henrichsen, should 
be sought in the activities of the publishers to sell their products via direct vis-
its to schools, attending in book exhibits and conferences, financing workshops 
and inviting famous authorities for lecturing about the philosophies behind the 
texts. 

With this introduction, at the first year of the completion of the new ELT 
program's implementation in all grades of secondary schools of Iran, i.e., after 
six years of its implementation initiation, the researchers tried to find out the 
meaning of the new ELT education change as perceived by its most direct im-
plementers. Although this investigation is considered necessary and has been 
recommended in the literature (Henrichsen, 1989; Kelly, 1980; Kennedy, 1988; 
Kiely, 2012; Murray & Christison, 2012; Waters, 2013), to the best of the re-
searchers’ knowledge, previous studies focused on this program have not dealt 
with finding out the meaning of this change in terms of the features of well-
researched framework primarily developed to examine an educational reform 
from its adopters’ views. However, according to Kiely (2012), change context 
should be analyzed with regard to these attributes. Moreover, researchers like 
Saad Orafi (2013) specified the perceived nature of innovation by teachers as 
the determinant of acceptability of an innovation. The result of this investiga-
tion provides a basis for forming an argument in favor of or against the success 
of the program in terms of these attributes.  
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Methodology  
Participants 

The study reported here is a part of a more comprehensive one assessing the 
new language program in Iran based on the Hybrid Model developed by Hen-
richsen (1989). Since this model has different constituents in addition to the 
users’ perceived characteristics of the innovation, which make the interviews 
lengthy and time consuming, it was not easy to find and convince suitable in-
formants to take part in the study. Therefore, Convenience sampling was ex-
ploited to collect both teachers' and head teachers' perspectives of different 
aspects of the program's implementation. The participant teachers were invited 
to participate in this investigation through their colleagues or friends and in 
this way, almost all of them accepted to devote their time to this investigation.  

Out of 31 provinces in the country, these language teachers from six differ-
ent provinces took part in the qualitative phase of this investigation. Six of 
these language teachers were form Tehran (Tehran, Baharestan, Shahriyar and 
Akbar abad), five form Fars (Ardakan and Fasa), three from Arak (Kho-
meinshahr), two from Isfahan (Isfahan), two from Hormozgan (Kish), and one 
from Khoozestan (Shooshtar). Besides, the interviewed teachers were from 
various kinds of schools such as state, non-state and magnate schools as well as 
college of art, so that the voice of different range of direct implementers of the 
reform in terms of a set of innovation characteristics can be heard.   

The interviewees were 19 teachers and head teachers, 7 males and 12 fe-
males, BA and MA holders with the age range of 25-50 and professional experi-
ence of 3 to 30 years. The number of teachers who were interviewed was de-
cided based on data saturation, that is, the point at which no additional themes 
could be extracted from the data. This point was achieved by interviewing the 
first 13-14 teachers in the present study. However, the data collection was con-
tinued to include further participants to decrease the subjectivity of the per-
ceived feeling of saturation by the researcher.   

In the quantitative phase of the study, lower and upper secondary teachers 
who teach across the nation, were asked to evaluate the program based on their 
perceptions of the change in terms of the more detailed and concrete aspects of 
the reform emerged out of the initial qualitative phase of the study. The data 
was gathered from 256 of these teachers in 2019-2020. Table 1 presents part of 
biographical and professional information of this group of teachers. 

 
Table 1. 
Biographical and Professional Information of Respondents to the Survey 

Age  Gender Grade Education  Years of Experience 
24-
59 

Female Male upper 
secondary 
teachers 

lower 
secondary 
teachers 

B.A  M.A Ph. 
D 

20 
or 
more 

11-20  4- 
10 
 

1-3  
 

 
53.1% 
 

 
42.6% 

 
3.9% 

 
52.3 

 
33.6% 

 
7.8% 

 
6.3% 66%  34% 66% 34% 
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Procedures of Data Collection and Analysis 
The data used in this study were collected in two subsequent qualitative and 
quantitative phases. To avoid using general and vague terms in the survey, the 
researchers, at the first place, arranged interviews with a group of teachers. 
This policy helped the researchers to make these attributes more concrete and 
pertinent to teachers’ concerns, which is deemed to increase the accuracy of the 
assessment. Thus, a framework for the semi-structured interview was devel-
oped which included specific questions, according to Hybrid Model, to be asked 
from the participant teachers about each change attribute. (see the Appendix). 
The main function of making the interviews in addition to triangulate the data, 
was to develop a survey depicting the aspects of the change characteristics 
which are most relevant to and meaningful for Iranian language teachers in this 
program.  

The interviews were audio recorded for transcription. The transcribed data 
with teachers were analyzed by making use of the constant comparative meth-
od. In the first phase of analysis, the transcribed text was segmented into mean-
ingful chunks; the important and relevant segments were labeled using short 
phrases which showed the underlying concept of the segments (Corbin & 
Strauss, 1990). The findings of this phase were then transferred into tables 
with three columns; the first column specified for the codes given to the partic-
ipants, the second one for the meaningful segments of the transcribed data and 
the third one for the underlying concepts of those segments. In the next phase, 
by removing the codes’ overlap, the integrated codes were transformed into 
themes.   

The obtained themes were subsequently used in developing a Likert-type 
questionnaire to investigate the issue and examine the accuracy and generali-
zability of the results in a larger population of teachers. An ELT expert in test-
ing and evaluation, finally checked the items for clarity, as well as face and con-
tent validity. At this phase several items were added to the questionnaire. Be-
sides, as the results of incorporating the expert’s comments as well as the famil-
iarity of the researchers with the context, some modifications were made in 
wordings of some of the items to make them as transparent as possible for 
teachers.  

Among the introduced change attributes, investigating the primacy and form 
of the change were not included in the qualitative phase of the study; the form 
is discussed based on the knowledge of the researchers of this change. One 
item, however, was added to the quantitative questionnaire to survey teachers’ 
subjective perception of the primacy of the reform which, as was previously 
noted, is deemed to be more crucial than the objective primacy (Henrichsen, 
1989).  

 

Results 
In this section first the results of the interviews concerning different attributes 
of the present reform are presented in Table 2. The typical comments of the 
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interviewees are also provided in Table 3 to further illustrate the obtained 
themes of Table 2. To follow the principle of anonymity the ID of T1-T19 have 
been assigned to the interviewees in this table. These findings have formed the 
basis of developing the items of the Likert-type questionnaire (see Table 4). To 
show the correspondence of the items of the survey with the emerged themes, 
the number of the relevant item/items of the survey in Table 4 is provided in 
front of the individual themes derived from interviews in Table 2. 

 
Table 2. 
Summary of the Major Themes based on the Analysis of Interviews based on the Interviews  

Innovation 
Characteristics 

The Major Themes  The corre-
sponding 
items in the 
questionnaire 

Originality Considering the program as an adaptation of the communica-
tive approach 

1,2,3 

Unacceptability of the dominancy of local culture in the se-
ries 

 
4 

Limited effectiveness of the program due to not adequately 
dealing with oral skills  

3, 5 

Complexity  Demanding more capability of teachers both in terms of 
language proficiency requirements and implementation of 
unfamiliar classroom management  

 6, 7, 8 
 

The simultaneous increase and decrease in the complexity of 
the change due to the logistical imperfections  

 9 

Explicitness The lack of explicitness of specific, domestic goals  10, 11 
lack of transparency of the techniques and strategies for 
implementing the program  

12  

Relative Ad-
vantage  

Improving students’ communicative ability 13 
More effective teaching of vocabulary items 14 
Students’ weaker structural knowledge compared to past 15 
Reduced self-confidence of weaker students and t increased 
pressure and stress on students and teachers 

16, 17 

Teachers’ increased motivation to improve themselves pro-
fessionally  

18 

Developing textbooks which are relatively more consistent 
with students’ taste 

19 

Status Considering an edge for the authentic texts and foreign pub-
lishers  

20, 21, 22, 23 

Winning and losing credence because of inclusion of four 
language skills and being compared with prestigious interna-
tional textbooks simultaneously  

24 

Lower quality of series compared to domestically-developed 
supplementary sources in teachers’ eyes. 

25 

Series’ losing status in teachers’ view due to their language 
errors  

26 

Observability The slight observable growth in students' proficiency  27 
Flexibility  The lack of flexibility in the program because of its single 

version books for a wide range of contexts 
28, 29 

leniency in scoring to compensate for its lack of flexibility 30 
Practicality The unlikeliness of achieving the objectives of the course due 

to logistical shortcomings  
31, 32, 33 

Primacy   34 
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Table 3. 
A Selection of Interviewees’ Typical Comments  

Innovation Char-
acteristics A selection of interviewees’ typical comments 

Originality The interviewees frequently mentioned the term “communicative approach” in 
describing the new language program.  
I think that the weakness [of the series] is [related to the fact] that English lan-
guage involves another culture and then we want to teach the language with our 
own culture (T15). 
In each lesson we have a main theme and two conversations with two different 
topics which are mainly focused on grammar [….]. We do not see anything of 
speaking and conversation (T7). 

Complexity  How can I change myself when I cannot talk [in English]? (T10) 
Textbooks have changed to a great extent and exactly this drastic shift and wide-
spread change are the main source of confusion among teachers (T15).   
When I see that it is now that the school bell rings and I did not finish the lesson 
so I have to keep teaching fast and pass (T10).  
They have not changed a lot, but it is better; the fact that we left the black and 
white books and went for pictorial books, will attract students more (T7). 

Explicitness We were told it is communicative and then left to our own devices (T5). 
Only the objectives are stated, but no strategies and techniques are introduced to 
achieve those objectives. When the means and facilities are not available, [the 
stated objectives] would not be more than watch words (T7). 
So, the objectives are clear but since we need to put so much time to come up 
with solutions and strategies, all of colleagues decided to make use of the tradi-
tional methods (T6).  

Relative Ad-
vantage  

The program concentrates on improving communicative ability (T5). 
I think that the way it works on vocabularies is good. It first tries to activate the 
background knowledge of students, then presents images and then comes to 
sentences (T18).  
It seems that the grammatical parts are sporadic and there are fewer exercises 
and thus, it becomes less functional and not fully grasped. They have superficial 
knowledge from each grammatical structure (T18).  
The weak students cannot reach the strong students and so get disappointed and 
become isolated (T9).  
Students’ and teachers’ workload and stress have increased (T3). 
It prevented me from being fossilized (T14). 
It has opened the doors of discussion [….] It has presented more pleasant and 
tangible topics for students [T2].  

Status Teachers do not hold a positive view towards the series, anyway they have been 
written by Iranians (T15). 
The problem with our books is that [our] texts are translation to English (T12).   
The status of the course has improved considering the fact that we now require 
[facilities such as] video projector and power point (T9). 
When you look at other books like New Interchange, it is simple but attractive 
and it attracts students. But what about our books? (T16).   
In most of the cases, we make use of supplementary reading sources which have 
made up for the weaknesses of textbooks (T1). 
You come to the upper grades and see that they are full of problems (T16). 

Observability Students, not even at the elementary level because this is too much, but learn the 
language like a beginner and maybe can communicate better compared to past 
(T1). 

Flexibility  It is not really possible to give the same book to those with higher and those with 
lower language proficiency (T7). 
We have 8 grades for testing speaking and listening [skills] and [so] those who 
cannot receive a good grade from their written examination can raise their score 
here (T11). 
These speaking and listening scores can help them pass [the course] (T4). 

Practicality We can put all the objectives into practice except that students can talk. Unless, 
the facilities are not provided, unless the audio-visual files are not played in the 
classrooms, the students would not automatically talk (T5). 
Its 100% can be implemented so that students talk, write some sentences, and 
learn some expressions but these are not our aims; they may be the aim of those 
who wrote the books but not ours. The aim is UEE (T6).  
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Table 3. 
A Selection of Interviewees’ Typical Comments  

Innovation Char-
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achieve those objectives. When the means and facilities are not available, [the 
stated objectives] would not be more than watch words (T7). 
So, the objectives are clear but since we need to put so much time to come up 
with solutions and strategies, all of colleagues decided to make use of the tradi-
tional methods (T6).  

Relative Ad-
vantage  

The program concentrates on improving communicative ability (T5). 
I think that the way it works on vocabularies is good. It first tries to activate the 
background knowledge of students, then presents images and then comes to 
sentences (T18).  
It seems that the grammatical parts are sporadic and there are fewer exercises 
and thus, it becomes less functional and not fully grasped. They have superficial 
knowledge from each grammatical structure (T18).  
The weak students cannot reach the strong students and so get disappointed and 
become isolated (T9).  
Students’ and teachers’ workload and stress have increased (T3). 
It prevented me from being fossilized (T14). 
It has opened the doors of discussion [….] It has presented more pleasant and 
tangible topics for students [T2].  

Status Teachers do not hold a positive view towards the series, anyway they have been 
written by Iranians (T15). 
The problem with our books is that [our] texts are translation to English (T12).   
The status of the course has improved considering the fact that we now require 
[facilities such as] video projector and power point (T9). 
When you look at other books like New Interchange, it is simple but attractive 
and it attracts students. But what about our books? (T16).   
In most of the cases, we make use of supplementary reading sources which have 
made up for the weaknesses of textbooks (T1). 
You come to the upper grades and see that they are full of problems (T16). 

Observability Students, not even at the elementary level because this is too much, but learn the 
language like a beginner and maybe can communicate better compared to past 
(T1). 

Flexibility  It is not really possible to give the same book to those with higher and those with 
lower language proficiency (T7). 
We have 8 grades for testing speaking and listening [skills] and [so] those who 
cannot receive a good grade from their written examination can raise their score 
here (T11). 
These speaking and listening scores can help them pass [the course] (T4). 

Practicality We can put all the objectives into practice except that students can talk. Unless, 
the facilities are not provided, unless the audio-visual files are not played in the 
classrooms, the students would not automatically talk (T5). 
Its 100% can be implemented so that students talk, write some sentences, and 
learn some expressions but these are not our aims; they may be the aim of those 
who wrote the books but not ours. The aim is UEE (T6).  

In table 4, 33 items of the 5-point Likert-type questionnaire in addition to 
one open-ended question (item 3) are presented, A stands for the percentage of 
respondents who either strongly agreed or to some extent agreed and D stands 
for the percentage of respondents who strongly disagreed or to some extent 
disagreed with the statements included in the survey. To be more organized in 
presenting the results, only the interpretable data has been provided in Table 4. 
Thus, the proportion of those who did not hold definite positive or negative 
opinion regarding the statements provided in the survey and, thus, selected the 
third point (neutral option) of the Likert scale, though easily calculable, has no 
reflection in this table. The trends will be then presented and discussed. 

 
Table 4. 
The Items and Results of the Survey  

The items of the questionnaire  A D 
1. In essence, the new program follows the communicative approach. 63 24 
2. Only some of the aspects of the communicative approach have been adopted 
by this reform. 

60 10 

3. In what ways do you consider the new program consistent/inconsistent with CLT?  
4. I feel justified for the limited reflection of the cultural aspects of English 
speaking countries in the new series. 

44.6 26.6 

5. The series’ activities for dealing with speaking and listening skills are ade-
quate for improving oral skills of students. 

19.9 55.1 

6. The demands of the changes made in the new program exceed the energy and 
time of teachers. 

78.1 7.8 

7. Implementing the intended change and teaching communicatively is difficult 
for teachers. 

52 25.4 

8. I feel the need to improve my language proficiency in order to be able to teach 
the series competently.  

30 48 

9. The implementation of the intended changes does not fulfill the expectations.  63.7 12.9 
10. I am completely justified in the new program’s objectives. 49.2 24.2 
11. I am completely justified in the philosophy of CLT. 60.1 18 
12. I received trainings and practical solutions compatible with the real situation 
and limitations of the region that I was supposed to teach in. 

21 57  

13. I believe in the relative success of the students in communicating in English 
in the new program. 

56.6 18 

14. In the new program, students’ vocabulary knowledge has increased com-
pared with the past. 

53.1 25.8 

15. I think that students have a weaker grammatical knowledge compared with 
the past and this can be problematic. 

59 17.2 

16. The implementation of the new program has had a dampening effect on the 
less-prepared students’ self-confidence.  

39.9 29.7 

17. The implementation of the new program has created worries and stress 
among teachers and students.  

46.5 23.1 

18.  The demands of the newly-developed program on me have been instrumen-
tal in making me upgrade my language and pedagogical skills.  

75.8 9.4 

19. The newly-developed textbooks seem relatively attractive to the students.  65.6 12.1 
20. I think that it was better to make use of international textbooks used in lan-
guage institutes instead of domestically-produced textbooks in this program. 

70.3 12.2 

21. They should have used authentic texts in developing the program's text-
books. 

86.7 7 

22. Recruiting foreign consultants in the material development project, we 
would have had better language course books.   

80.5 6.2 

23. Teachers do not consider the series as effective as language institutes' inter- 76.2 11.3 
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The items of the questionnaire  A D 
national textbooks and this unconsciously influences teachers’ and students’ 
enthusiasm for working on the series. 
24. The new program has improved the status of the formal education’s lan-
guage courses in teachers', students' and families' eyes.  

38.7 33.2 

25. Compared to the supplementary reading sources, the new series have lower 
quality and effectiveness. 

48.8 16.1 

26. As the result of observing language errors in the series, I have lost my trust 
in their effectiveness and authors’ qualifications. 

47.3 21.1 

27. The students’ development of language skills is something that we can see 
very easily.   

48 21.9 

28. The newly-developed textbooks have the potential to be adapted to the stu-
dents' level of proficiency and needs. 

42.9 27 

29. I think there is a need for developing multiple-version textbooks to provide 
schools with the suitable textbook compatible with their students' needs and 
language proficiency level.  

64.4 13.2 

30. The assessment of oral skills by the teachers is widely used to compensate 
for the student’ deficiencies attributed to the limitations of the new program. 

46.4 26.9 

31. I feel, with all the imperfections and problems in the current situation, still it 
is likely to implement the program with the aim of improving  students' lan-
guage skills effectively. 

48 18.4 

32. I think that due to its failure in providing the logistics such as adequate in-
structional time, facilities and students' placement in language classrooms, the 
program is not effective in improving students' language skills. 

80.1 6.6 

33. The effectiveness of the program has been limited due to the inconsistency 
of its objectives with the content and structure of UEE and high-stake examina-
tions, 

81.7 6.3 

34. It was for the first time that I experienced such a transformation in the lan-
guage education system of the country. 

68.3 11.7 

 

The majority (62.5%) of respondents to the open-ended item of the survey 
(item 3), identified the insufficient inclusion of communicative activities, par-
ticularly in oral skills, and not developing the communicative ability of stu-
dents, either due to the structure of the textbooks or, more importantly, the 
lack of logistics to promote communicative activities in language classes as the 
major sources of teachers’ dissatisfaction with the localized model followed in 
developing the series of the program. 

 

Discussion 
The findings of the present study demonstrated that teachers consider the im-
plemented model as an adaptation of the original communicative approach 
which is likely to promote the adoption of the change by the implementers on 
the account that the reform is new but not too new to be rejected (Rogers, 
1983; Stoller, 1994). That is because teachers have been to some extent familiar 
with this trend of language teaching through the international textbooks and 
language institutes active nationwide.  

Notwithstanding, insufficient inclusion of communicative activities in the 
program’s series and its negative influence on improving students’ communica-
tive ability were identified as imperfections in this adaptation process which 
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Discussion 
The findings of the present study demonstrated that teachers consider the im-
plemented model as an adaptation of the original communicative approach 
which is likely to promote the adoption of the change by the implementers on 
the account that the reform is new but not too new to be rejected (Rogers, 
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with this trend of language teaching through the international textbooks and 
language institutes active nationwide.  

Notwithstanding, insufficient inclusion of communicative activities in the 
program’s series and its negative influence on improving students’ communica-
tive ability were identified as imperfections in this adaptation process which 

have been reported by other local researchers as well (e.g., Akbari, 2015; Safari 
& Rashidi, 2015b).  However, learning content and material which do not live 
up to the expectations of its adopters has been demonstrated to be one of the 
crucial factors demotivating high school students for pursuing language learn-
ing at schools (Sakai & Kikuchi, 2009, cited in Sahragard & Alimorad, 2013). 
Providing proper and adequate input for learners, especially in the oral mode 
by means of effective and adequate listening and speaking activities, has been 
strongly recommended in different studies. Shumin (2002), for instance, notes 
that due to the limited opportunities for interaction with native speakers in EFL 
contexts, 'the need for exposure to many kinds of scenes, situations, and ac-
cents as well as voices is particularly critical' (p. 209). Besides, according to 
Peterson (2001), the time devoted to listening tasks and activities should be 
increased so that these opportunities turn to be the chief channel of learning 
the target language in the classroom.  

However, in spite of the interviewees’ opinions as well as some local re-
searches like Dahmardeh (2009a) who consider the exclusion of the cultural 
aspects of English speaking countries from the language education of Iran with 
a completely different culture compared to the culture of English speaking 
countries seriously problematic, the results of this study indicates that Iranian 
language teachers feel convinced for the limited reflection of English culture in 
the language  series developed for the formal education of the country in this 
program.  

Moreover, the change is perceived as complex by the majority of respond-
ents primarily for adjusting their teaching techniques to CLT as well as spend-
ing too much time and energy on planning the course's content and activities. 
According to Henrichsen (1989) if a change is perceived as a complex one by 
the majority of users, the question to be raised should turn to what has been 
done to assist teachers to overcome this complexity? Our findings at least hint 
that there is not general satisfaction with the effectiveness of teacher trainings 
in creating the essential skills in teachers. However, the negative influence of 
not being trained adequately by effective in-service teacher trainings on the 
program's malfunctioning in the implementation phase has been confirmed by 
numerous studies in the literature (e.g., Baniasad-Azad et al., 2018;  Akbari, 
2015; Barabadi and Razmjoo, 2015; Davari and  Aghagolzadeh, 2015; Safari and 
Sahragard, 2015;  Safari and Rashidi, 2015a, 2015b). Safari and Rashidi 
(2015a), for instance, identify factors such as the dominant trend of using 
transmission model of teaching, not making use of the expert educators, passive 
role of teachers in teacher training of this program as crucial factors in the fail-
ure of language teacher education in Iran.  However, this investigation did not 
identify the language proficiency of teachers as an extra burden adding to the 
complexity felt by teachers. This finding is consistent with the findings of the 
study conducted by Farhady (2000) in that Iranian English teachers have an 
acceptable level of language proficiency and knowledge for doing their job ef-
fectively. 
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In addition to holding one-shot, lecture-based teacher trainings in this pro-
gram (Foroozandeh & Forouzani, 2015) and not empowering teachers with 
practical solutions compatible with the real situation of the classrooms, as the 
results of this study revealed, the lack of infrastructures are also likely to im-
pose considerable negative influence on the complexity of the program. As al-
most two-thirds of participants reported, in such a condition, the implementa-
tion of the intended changes did not fulfill the expectations and, thus, the com-
plexity of the change was not fully perceived by many unjustified teachers who 
due to the logistical imperfections such as insufficient time and high population 
of multi-level students are primarily more concerned with not falling behind 
the schedule than fulfilling the communicative objectives of the program.  

With regard to the explicitness of the program, the lower level of the clarity 
of the program in teachers’ eyes with regard to the detailed, specific objectives 
of the local program in comparison to the overall communicative objectives of 
the program hints to the participants’ confusion of the domestic goals as in-
tended by change agents. The program has been only described as communica-
tive in the introduction of series. According to Henrichsen (1989), though, gen-
eralities and vagueness if not improved by greater specification would raise the 
complexity and diminish the potential of the innovation to be implemented 
successfully. Besides, the lack of explicitness of the program with regard to the 
recommended methods and techniques in teacher training of this program, as 
confirmed by the majority of respondents, reveals that this is the very sphere 
where more explicitness with regard to the proper methods of teaching would 
definitely obviate teachers’ confusion to a great extent and is likely to improve 
the current practices. Without any doubt, redefining the domestic objectives 
would be the stepping stone and an indispensable part of devising local meth-
ods and techniques. 

The results of the questionnaire also attest to the relative advantage of the 
new program over its traditional predecessors in developing more attractive 
series compatible with students’ needs and taste, making improvement in stu-
dents' communicative ability and learning vocabulary items, as well as raising 
teachers’ commitment and motivation to improve themselves professionally. 
Along with these advantages, however, the series did not prove to be effective 
in teaching grammatical items functionally and effectively to students. This im-
perfection, as revealed in the interviews, was primarily the direct result of pre-
senting several grammatical structures in each lesson without helping the stu-
dents to establish them for functional use.  

Besides, the increased anxiety and stress of teachers and students as the re-
sult of implementing the new program and severe decrease in the self-
confidence of students with little experience in language learning are in stark 
contradiction with the watch words of the local program, i.e., "interactive self-
reliance communicative approach" (Kheirabadi & Alavi Moghaddam, 2014). 
These results hark back to the findings of the qualitative phase of the study. The 
interviews revealed that the lack of instructional time for covering the content 
of the series, expanding students’ ‘knowledge about language’ by working on 
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extra supplementary sources, essential for their success in UEE, as well as the 
inconveniences in using technology primarily for listening activities which 
sometimes waste the language classes’ time are the main sources of the per-
ceived pressure by teachers. On the other hand, observing irrational, drastic 
distance between their own language proficiency and relatively strong students 
has made some weak students disappointed of making progress in learning the 
language and, as a result, reduces their self-confidence in this communicative 
program.   

The results of this study neither does support nor reject the improved status 
of the reform in teachers’ eyes. The findings of the interviews and survey pro-
vide evidence to  suggest that the series’ concentration on four language skills 
just like the international textbooks taught in prestigious language institutes 
has naturally improved the status of the course, and on the other hand, as the 
textbooks became more similar to the format of such international books they 
are unconsciously compared to them which not only are free from errors, but 
also more compatible with teachers’ tendency to make use of international pub-
lications and authentic sources. Besides, the international textbooks are taught 
in the relatively more interesting contexts of language institutes. Failing to 
compete with these advantages, the status of the program is lost to some ex-
tent. Teachers’ preference for using more appealing international textbooks 
taught in language institutes has been demonstrated in other studies as well 
(e.g., Asadi et al. (2016); and Maftoon et al., 2010). 

In addition, the majority of teachers believe that the new series have lower 
quality and effectiveness compared to the locally-produced supplementary 
reading sources. Some supplementary reading materials, however, have fallen 
into the trap of showing too much authenticity by taking difficult, inappropriate 
original texts from the net instead of setting the ground for shaping authentic 
interactions. Thus, teachers who consider an edge for authentic texts over the 
simplified, instructional-oriented texts, have more trust in supplementary read-
ing sources and authentic texts, as the results of the survey indicates. In the 
absence of the possibility for making use of English speaking experts in devel-
oping the materials because of both the political and economic issues, exploit-
ing adapted texts by making reference to their sources can be a wise alterna-
tive. Besides, removing the language errors from the textbooks in new editions 
instead of sending the list of the language problems to schools can raise the 
status of the textbooks in teachers’ eyes significantly. 

Although, participants reported the suitability of the course books for their 
students’ needs and level of language proficiency, larger proportion of teachers 
acknowledged the need for developing multiple-version textbooks to provide 
schools with the suitable versions compatible with their students' needs and 
language proficiency level. Moreover, making up for the lack of adaptability of 
the textbooks by adjusting the oral score with students' language proficiency 
level and abilities further attest to the lack of adjustability of the program as 
perceived by teachers. In fact, interviewees maintained that the textbooks' con-
tent is too low to be effective to be worked on in top schools, which have the 



116  —  Language Teachers’ Perception of an ELT Program: The Case of Iranian English Reform ...

essential capacities in terms of both facilities and qualified teachers for imple-
menting a CLT-based program, and too much for students especially those who 
do not attend language classes in state schools mostly deprived of the required 
physical facilities and trained teachers for realizing the intentions and expecta-
tions of the change agents. Teachers’ belief in the lack of flexibility of the course 
books particularly for teachers and students of faraway villages has been re-
ported by Asadi et al. (2016) as well. The change, however, needs to be adjusta-
ble to special conditions of various users (Henrichsen, 1989). Fullan (2006), in 
the same line, argues in favor of persistence but flexibility of any course. Asadi 
et al. (2016) recommends developing multiple versions of language course 
books based on independent needs analysis of privileged, underprivileged and 
semi-privileged areas of the country. 

Above all, however, the reform is required to be plausible for teachers in the 
sense that teachers with their experience and knowledge of working with stu-
dents and schools should consider it as possible and relevant to the reality of 
their immediate language classes, as policy makers do. In this program, alt-
hough the respondents held positive view towards the general practicality of 
pursuing the communicative goals of the program for improving students’ lan-
guage skills with all the logistical deficiencies, their relatively more unanimous 
evaluation of the more detailed and concrete aspects of the implementation 
demonstrates clear support for the constraining effect of factors such as limited 
instructional time for practicing and testing communicative approach as well as 
incompatible UEE. The destructive influence of the insufficiency of the available 
time for delivering the course or the vitality of providing educational aids in 
classroom and facilities for implementing the program have been emphasized 
by other researchers assessing the program as well (e.g., Tabatabaei and 
Pourakbari, 2012; Davari & Aghagolzadeh, 2015).  

However, it should be noted that teachers' perception of the feasibility of 
implementing CLT in a given context is vital in anticipating the fate of the 
change's institutionalization (Li, 1998; Markee, 1997). According to Vanden-
berghe (1984), teachers make rapid judgements of the practicality of the pro-
gram relatively early at the implementation stage and based on the minimal 
experiences that they have with it. As Vandenberghe (1984) argues, the per-
ceived practicality of an educational change would influence the extent to 
which teachers make efforts to modify and improve the classroom practice by 
incorporating the intended changes to their teaching acts and behaviors. When 
teachers find the intended changes proposed by reformers in conflict with the 
reality of their classrooms, they switch back to their traditional, accustomed 
methods and approaches of teaching (Chan, 2002). Specifically, factors such as 
lack of required facilities which has been demonstrated to have a negative in-
fluence on students’ motivation for learning (Sahragard & Alimorad, 2013) are 
likely to, in turn, demotivate teachers from pursuing the communicative goals 
of the language course in underprivileged areas.  

Furthermore, this study found evidence for the positive status of the re-
form’s primacy in teachers’ view. Since this change has occurred after long time 



Journal of Language Horizons, Alzahra University  —  117

essential capacities in terms of both facilities and qualified teachers for imple-
menting a CLT-based program, and too much for students especially those who 
do not attend language classes in state schools mostly deprived of the required 
physical facilities and trained teachers for realizing the intentions and expecta-
tions of the change agents. Teachers’ belief in the lack of flexibility of the course 
books particularly for teachers and students of faraway villages has been re-
ported by Asadi et al. (2016) as well. The change, however, needs to be adjusta-
ble to special conditions of various users (Henrichsen, 1989). Fullan (2006), in 
the same line, argues in favor of persistence but flexibility of any course. Asadi 
et al. (2016) recommends developing multiple versions of language course 
books based on independent needs analysis of privileged, underprivileged and 
semi-privileged areas of the country. 

Above all, however, the reform is required to be plausible for teachers in the 
sense that teachers with their experience and knowledge of working with stu-
dents and schools should consider it as possible and relevant to the reality of 
their immediate language classes, as policy makers do. In this program, alt-
hough the respondents held positive view towards the general practicality of 
pursuing the communicative goals of the program for improving students’ lan-
guage skills with all the logistical deficiencies, their relatively more unanimous 
evaluation of the more detailed and concrete aspects of the implementation 
demonstrates clear support for the constraining effect of factors such as limited 
instructional time for practicing and testing communicative approach as well as 
incompatible UEE. The destructive influence of the insufficiency of the available 
time for delivering the course or the vitality of providing educational aids in 
classroom and facilities for implementing the program have been emphasized 
by other researchers assessing the program as well (e.g., Tabatabaei and 
Pourakbari, 2012; Davari & Aghagolzadeh, 2015).  

However, it should be noted that teachers' perception of the feasibility of 
implementing CLT in a given context is vital in anticipating the fate of the 
change's institutionalization (Li, 1998; Markee, 1997). According to Vanden-
berghe (1984), teachers make rapid judgements of the practicality of the pro-
gram relatively early at the implementation stage and based on the minimal 
experiences that they have with it. As Vandenberghe (1984) argues, the per-
ceived practicality of an educational change would influence the extent to 
which teachers make efforts to modify and improve the classroom practice by 
incorporating the intended changes to their teaching acts and behaviors. When 
teachers find the intended changes proposed by reformers in conflict with the 
reality of their classrooms, they switch back to their traditional, accustomed 
methods and approaches of teaching (Chan, 2002). Specifically, factors such as 
lack of required facilities which has been demonstrated to have a negative in-
fluence on students’ motivation for learning (Sahragard & Alimorad, 2013) are 
likely to, in turn, demotivate teachers from pursuing the communicative goals 
of the language course in underprivileged areas.  

Furthermore, this study found evidence for the positive status of the re-
form’s primacy in teachers’ view. Since this change has occurred after long time 

and has been the first in its own right in transmission from traditional to mod-
ern approaches of language teaching in the country, its primacy has been felt by 
the majority of respondents and this, according to Henrichsen (1989), raises 
the potential for its successful diffusion. Besides, the intended changes in this 
reform were offered in the form of the materials, i.e., textbooks, CDs and Teach-
ers’ Guide, which promote its spread and survival among users, as anticipated 
by Henrichsen (1989). In addition to organizing and standardizing the content, 
the strong preference for printed materials, according to Wall and Horak 
(2008), originates from the tendency of individuals for portability. This tenden-
cy for using predetermined materials, specifically textbooks, is stronger in 
countries like Iran where English is taught and learned as a foreign language 
(Akbari, 2015; Dahmardeh, 2009b).  

Thus, based on the results and what was already discussed, the positive and 
negative aspects of change attributes can be been summarized in the following 
table. 

 
Table 5. 
Attributes that Facilitated (+) or Inhibited (-) the New Language Program in Iran 

Originality  + Making use of a familiar model of language education in the coun-
try but new in the public education 

- Inadequate inclusion of activities for improving oral skills  
Status + Inclusion of four skills in the textbooks and using technology  in 

classrooms like language institutes 
- Not being able to compete with more prestigious sources such as 

international textbooks  
Complexity + Teachers’ enjoyment of acceptable level of language proficiency for 

implementing the program  
- Taking too much time and energy of teachers because of so many 

changes in the course books whose implementation needs teach-
ers to be more competent 

Explicitness + The relative explicitness of the macro objectives 
- The relative lack of explicitness of the local objectives 
- The lack of explicitness of the strategies and techniques for achiev-

ing the goals in the absence of the required logistics 
Observability + The observable improvement in students’ communicative ability  
Relative Ad-
vantage  

+ Relatively more attractive series with relatively interesting topics 
+ Relatively better establishment of vocabulary items in students’ 

mind 
+ Relative improvement in students’ communicative ability 
+ Improved motivation and commitment of teachers for their pro-

fessional development 
- Poorer grammatical knowledge  
- Relatively more stress and pressure of teachers and weaker stu-

dents 
Practicality +, - The feasibility of achieving the objectives of the program, though 

to a limited extent  due to the lack of infrastructures 
Flexibility - Lack of adjustability of the program to the language proficiency 

level of a wide range of users 
Form + Making use of textbooks as the primary source of change 
Primacy + The emergence of a drastic shift in the language education of the 

public sector for the first time  
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Conclusion 
In this paper, we described the meaning of the new reform in language educa-
tion of the country from the perspective of one important group of its adopters, 
i.e., teachers, and in terms of the change attributes recommended by Henrich-
sen (1989). To enhance findings' depth and generalizability. Critical aspects of 
the reform relevant to the characteristics of the innovation were first identified 
through conducting interviews with teachers whose accuracy were investigated 
through surveying larger number of teachers.  

Based on the results of the current study, overall, the proper level of ‘origi-
nality’ of the program in making use of an internationally well-known but local-
ly new model of language education and making some adaptations in it, im-
proved ‘status’ of the course compared with the past, ‘observability’ of the 
achievements, ‘relative advantage’ of the reform in both improving the commu-
nicative ability of teachers and students as well as developing more attractive 
and functional textbooks, relative ‘explicitness’ of the general goals, ‘form’ and 
‘primacy’ of the change are conducive to the diffusion of the change. However, 
not dealing adequately with oral skills; its relatively high level of complexity 
because of long-established, traditional language education trends and the ab-
sence of adequate training to make the required preparedness in teachers; its 
lack of flexibility; the disadvantages of the program particularly evident in the 
increased level of pressure on teachers and students; the lack of explicitness of 
the reform with regard to the domestic goals, appropriate methods and tech-
niques; and its reduced status need to receive special attention by the manag-
ers of this reform. 

To put it in a nutshell, the absence of the systematic  change evident in the 
program’s failure to  coordinate relevant organizations such as those responsi-
ble for equipping schools with the required facilities, monitoring the quality of 
the implementation of the program, administering  high-stake examinations, 
rewarding teachers to compensate for their heavier work assignment and 
above all, training teachers adequately for the proper implementation of the 
reform has limited this reform's potential achievement noticeably. Therefore, if 
there is a real determination for improving the language education of the for-
mal education system of the country, the limitations in the way of the effective 
implementation of the program, chiefly originated from the absence of its im-
plementation infrastructures need to be removed for more effective institu-
tionalization of the change.  
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Appendix: Interview Guide 
Originality 

1. In what ways do you consider the new program consistent/inconsistent with CLT? 
Complexity 

2. How do you evaluate the required change for teaching the books in the new program 
in terms of its complexity? Does it require teachers to spend a great deal of time and 
energy to put the change into practice effectively? 

Explicitness 

3. Are the objectives of the program such as the intended changes that should occur in 
teachers' performance and behavior and the strategies for achieving those objectives 
clear for you? 
4. To what extent are you familiar with the theoretical underpinnings and philosophy of 
applying CLT? 
Relative Advantage 

5. In your opinion, what are the advantages and disadvantages of the program? 
6. How do you evaluate the success of the new program in developing language profi-
ciency of students compared to the previous one? 
Observability 

7. How observable are the changes in language skills of students for you? 
Status 

8. How has the new program' status and place changed in teachers' and students' eyes? 
Practicality 

9. How rational are the program’s expectations form students and teachers? 
10. Which aspects of the program seem impractical to you? 
11. Considering the dominant instructional condition in the majority of schools such as 
what follows, how practical do you consider the program's implementation? 
-the number of the students in the class 
-the facilities 
-the instructional time 
12. How do you evaluate the success of the program? Has it reached its objectives in 
improving students' language proficiency? 
13. How did teachers welcome the program? Did teachers resist against the program's 
implementation or welcome it openly? 
Flexibility  

14. How adaptable do you consider the program to the various needs, language profi-
ciency and demands of students who live in different areas of the country with different 
cultural and economic situations? What are your reasons? 
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a website was designed as a platform for the BL group’s online activities 
and tasks, such as chat room discussions, synchronous and asynchronous 
forums for writing and speaking activities, and an online task-completion 
activity. The FTF group received equal but different treatment. Interviews 
and a writing task were administered at the beginning and the end of the 
nine-month academic year in order to elicit speaking and writing samples 
from the students. Finally, the corpora obtained from the first and final 
interviews and writing tasks were analyzed by two independent coders 
to observe possible changes in linguistic features. A one-way ANOVA test 
was used to find out any meaningful differences between the indices of 
linguistic features in the two corpora. The results show that BL instruc-
tion exerted a positive effect on lexical variety and density both in terms 
of speaking and writing. However, the syntactic complexity of speaking 
and writing were significant for the FTF group. Hence, based on the ob-
tained results, the superiority of BL instruction over FTF was revealed 
when the focus of attention was on productive skills. 

Keywords: blended learning (BL), face to face (FTF) instruction, lexical 
density (LD), lexical variety (LV), syntactic complexity (SC) 

 

Introduction 
Recently, the power of computer-assisted language learning (CALL) has been 
expanded due to the nature of the World Wide Web by providing learners with 
the ability to discover, explore, and access online databases of resources. 
Meanwhile, teachers can integrate web resources into classrooms through a 
myriad of hyper linked multimedia documents (Ngo, 2018; Son, 2008). This 
integration can be realized in the form of BL instruction. BL refers to “a formal 
educational program in which a student learns at least in part through online 
learning, with some element of student control over time, place, path, and/or 
pace; and at least in part in a supervised brick and mortar location away from 
home; and the modalities along each student’s learning path within a course or 
subject are connected to provide an integrated learning experience” (Christen-
sen et al., 2013; Watson et al., 2013, p.9). This language program combines a 
FTF classroom component with the appropriate use of technology (Graham, 
2006). Technology encompasses various terms, such as the Internet, websites, 
CD-ROMS, and interactive message boards. It also includes environments suita-
ble for language learning. For example, web-based language learning (WBLL) 
uses websites and web materials to enrich the learning environment (Son, 
2008). Many studies have investigated the effect of web-based instruction on 
language learning (Ngo, 2018; Smith, 2003; Son, 2008). However, by using 
technology in language instruction, the role of FTF instruction should not be 
ignored. Hence, this issue intensifies the significance of adopting a BL approach 
to maintain technology and FTF instruction with an optimal blend in class-
rooms. 

Several studies have investigated the effects of blended learning instruction 
on different aspects of language learning in universities and institutions within 
ESL and EFL contexts (Danielson, 2018; Gilbert, 2013; Graham, 2013; Hamilton, 
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2018; Layton, 2017; Murray, 2019; Thorne, 2003; Tosun, 2015). However, the 
main focus of the present study is to investigates the development of the speak-
ing and listening skills of first-grade high school students through the imple-
mentation of BL instruction and traces the development in terms of lexical vari-
ety and density and syntactic complexity as the main linguistic features (Hiro-
tani, 2013; Housen & Kuiken, 2009; Tavakoli & Foster; 2011). 

 

Literature Review 
Theoretical Background of BL 

The educational philosophy behind online learning was chiefly based on social 
constructivism, which stimulates cooperation among students and teachers. 
Based on the work of Lev Vygotsky, the theory of constructivism is an account 
of how learners attain knowledge through experiences (Popp, 2017). "With 
constructivist teaching methodology, students construct knowledge through 
social interactions with more capable peers or adults rather than simply receiv-
ing and memorizing information from an instructor presentation" (Deulen, 
2013, p.93). In other words, different students have different ways of making 
sense of what they experience (Popp, 2017). Hence, the realization of construc-
tivism through BL can be explained as engagement in online and FTF learning 
to build new knowledge.  

BL attempts to combine the best aspects of online and FTF learning since it 
benefits from the instructional skills of a traditional classroom teacher and the 
flexibility and resources that online learning provides (Watson et al., 2013). BL 
is defined as “learning experiences that combine FTF and online instruction” 
(Graham, 2013, p. 335). Owing to the opportunities that BL presents, it can be 
of great benefit to students with busy schedules (Brooke, 2017, p.1). Students 
can be flexible with the use of their time and will have a free hand in their 
learning options and interventions for the delineation of course material 
(Brooke, 2017). Therefore, applying BL principles to the EFL program, can be 
beneficial both for instructors and learners. This could be in line with the new 
trends of digitization of schools and academic settings.   

 

Types of BL 

Part of BL takes place online, away from the school setting, while another part 
happens FTF in a school (Staker & Horn, 2012). In a BL class, creating a tech-
nology-rich learning environment is not the final task; it is crucial to create 
harmony between the content of online and FTF classes (Brooke, 2017; Murray, 
2019). With the incorporation of online learning, students are assumed to have 
more control over the time, place, pace, and path of the content than they 
would have in a traditional classroom setting (Brooke, 2017; Staker & Horn, 
2012). The flexibility in the time of the class means that classes are based on 
the learners’ daily schedules (INACOL Staff, 2016).  
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One of the most significant modes of technology in BL instruction has been 
the application of web-based technologies in language teaching (Bambang et al., 
2016; Gorjian, 2011). Forums and chat rooms are efficient electronic tools for 
enhancing productive skills on the web. They enable students to interact 
through synchronous/asynchronous communication. Online forums have the 
potential to facilitate discussions about topics of common interest among the 
students. The focal points of such discussions are based on specific writing top-
ics (Beal, 2010). Through chat rooms, students can exchange messages in cy-
berspace. For example, students can participate in readings, discuss and share 
strategies for completing a writing task or help each other with other course 
components (Minalla, 2018). 

 
Technology-based Language Learning in Iran 

Several studies on the application of computer technology have been conducted 
in Iranian settings (Bagheri et al., 2013; Ghahari, & Ameri-Golestan, 2014; 
Khazaei & Jalilifar, 2015; Mashhadi et al., 2016; Shahrokni & Talaeizadeh, 2013; 
Zarei & Abdi, 2016). The new trend of teaching EFL in Iranian high schools has 
placed a great demand on curriculum developers to design new teaching mate-
rials customized to Iranian needs and culture. In 2010, the educational curricu-
la were reformed for all the school subjects including English (Foroozandeh & 
Forouzani, 2015) which was set to the top of the program in the Organization of 
Educational Research and Planning (OERP). In this program reform, policy 
makers officially announced Communicative Language Teaching (CLT) as the 
main principle governing the materials (Foroozandeh & Forouzani, 2015). 
However, this trend has not been accompanied by electronic or online supple-
mentary materials to fill the gap for the new needs of students based on mod-
ern technologies, such as cellphones and personal computers. 
 
The Aims of the Current Study 

This study aims to prepare and deliver material based on BL learning principles 
via a website to improve Iranian high school students’ speaking and writing 
skills. Concerning the new high school EFL methodology, instructing and evalu-
ating speaking and writing skills based on BL program can be a great challenge 
for EFL teachers in high schools, since these skills have been almost neglected 
in Iranian prescribed EFL textbooks (Jahangard, 2007).  

One way to indicate the progress of the students' language proficiency based 
on BL program is to test the speaking and writing abilities and to probe changes 
in the students' language production based on specific linguistic features (Hiro-
tani, 2013). Over the last decade, linguistic features have been strongly empha-
sized. The domains of linguistic features include vocabulary, grammar, fluency, 
content, and rhetorical organization (e.g., Bayazidi et al., 2019; Frear & Bitche-
ner, 2015; Yoon & Polio, 2017).  
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The most popular linguistic features under scrutiny by leading international 
testing systems are lexical density, variety, and syntactic complexity. These fea-
tures have been reliably cited as important attributes of L2 proficiency (Cross-
ley et al., 2011; Hirotani, 2013; Johansson, 2008; Lu, 2012; Mazgutova & Kor-
mos, 2015). Lexical density is a measure of how many lexical items such as 
nouns, verbs, adjectives, and adverbs are used in a text, while lexical variety is a 
measure of how many different words are used in a text (Johansson, 2008). As 
such, syntactic complexity can be explained in terms of various measures such 
as the length of a production unit, the amount of subordination or coordination, 
the range of syntactic structures, and the degree of syntactic sophistication (Lu, 
2011).  

As the above review reveals, most of the literature has focused on BL prac-
tices or the analysis of linguistic features discreetly; using samples collected 
from a blended environment has not been the focus of previous works. Consid-
ering this gap and the under-researched context of high school as well as the 
new policies in the Iranian high school EFL instruction. The present research 
studied the long-term effects of BL on the oral and written performances of Ira-
nian pre-intermediate high school students in terms of lexical variety and den-
sity and syntactic complexity. Hence, the following research questions are ad-
dressed:  

1. Is there any development in the spoken and written performances of the 
two groups of BL and FTF Iranian high school students in terms of lin-
guistic complexity (lexical variety, lexical density, and syntactic complex-
ity) due to the effect of intervention program? 

2. Are the differences between the BL and FTF groups’ performances signif-
icant in terms of speaking and writing progress at the end of the project? 

 

Method 
Design 

To address the research questions, we applied a quasi-experimental approach. 
The data collection procedure was conducted over a nine-month period cover-
ing one academic year. In the first phase, the oral and written production of the 
students both for BL and FTF groups were elicited via an interview and a writ-
ing exercise. In the second phase, another interview and composition were per-
formed, containing similar questions and content as in the first phase. The re-
sults were then analyzed and compared with those of the first interview and 
composition. Finally, the initial and final speaking and writing production of the 
students were probed to scrutinize the lexical variety, lexical density, and syn-
tactic complexity of each group of students.  
 
Participants 

The first sample participants of the study were 90 male high school students 
between 15 and 16 years old. From this sample, 42 students were selected as 
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the BL group by implementing the Top Notch Placement Test (Saslow & Ascher, 
2006).  Based on the classification of the Top Notch levels, 42 participants 
scored between 32 and 52 out of 140 and were considered to be at the pre-
intermediate level.  

The second sample population also consisted of 90 male high school stu-
dents from another high school in the same district. Out of this sample 42 
learners were selected as the control group; the same selection procedure, 
namely, implementing the Top Notch Placement Test (Saslow & Ascher, 2006) 
was adopted for this group too. Finally, a consent form was prepared and sent 
to the participants’ parents (the students were under the legal age required to 
sign the document) to corroborate or reject the participation of their sons in 
the study and, in case of acceptance, to supply the needed tools, such as a tablet 
and laptop. The following statistical calculations were done to ascertain the 
homogeneity of the BL and FTF groups. 

 
Table 1. 
 One-Sample Kolmogorov-Smirnov Test for BL Group 

BL group   
 N 42 
Normal Parameters Mean 42.0952 
 Std. Deviation 6.14781 
 Absolute .158 
Most  
extreme differences  

Positive .121 

 Negative -.158 
 Kolmogorov-Smirnov Z 1.023 
 Asymp. Sig. (2-tailed) .246 

   

As shown in table one above, the results of One-Sample Kolmogorov-
Smirnov Test on BL group confirm the normal distribution of the study sample 
(p = .246, p > .05). 

 

Table 2. 
One-Sample Kolmogorov-Smirnov Test for FTF Group 

FTF group   
 N 42 
Normal Parameters Mean 41.4762 
 Std. Deviation 6.15744 
 Absolute .166 
Most  
extreme differences  

Positive .166 

 Negative -.102 
 Kolmogorov-Smirnov Z 1.077 
 Asymp. Sig. (2-tailed) .197 

 

The results of the Smirnov Test in table 2 illustrate a normal distribution of 
the study sample within FTF group (P=.197, P > .05). 
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Table 3. 
Independent Samples Test 

   

Levene's 
Test for 
Equality 
of Vari-
ances 

t-test for 
Equality 
of Means 

   

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

Mean 
Difference 

B 
  

Equal 
variances 
assumed 

.043 .835 .461   82    .646     .6190 

 

Based on the t-test and Levene’s test results, the two groups were at nearly 
the same level of language proficiency; the difference between the groups was 
not significant (BL mean = 42.0952, FTF mean = 41.4762).  

 
Materials  

To collect the required data during the academic year, Vision 1 (Alavi 
Moghadam et al., 2016), which is the textbook used in Iranian high schools, was 
taught. This book is published by SAMT Publications and contains activities and 
tasks concerning the four main language skills, plus lessons on vocabulary, 
grammar, and pronunciation. This textbook is a localized source based on na-
tional values and culture.  
 

Data Collection Instrumentation  

The following instruments were utilized to collect data. 
1) The Top Notch Placement Test (Saslow & Ascher, 2006), which is based on 
the Common European Framework of Reference (CEFR) standards. Top Notch 
is the name of a book series used to teach conversation to adult learners. This 
test covers three sections and includes 10 listening tests, 10 reading tests, and 
120 general English tests.  
2) The first speaking interview in the form of open-ended questions based on 
the textbook, which covered topics such as family, sightseeing, food, and travel 
and lasted from three to eight minutes for each candidate, as well as the first 
composition of about 100 to 150 words in which students either described 
their dream house or wrote about their city. See appendix for the interview 
questions.   
3) The second interview at the end of the academic year, which covered topics 
related to Vision 1 with the same set of questions as in the first interview, as 
well as a composition about students’ city or ambitions for the future. All inter-
views were recorded and then later transcribed. 
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In this study, two coders separately analyzed the speaking and writing cor-
pus. The intercoder reliability of the analysis was calculated using Cohen’s kap-
pa formula. The kappa value was 0.91, which indicates substantial agreement 
between the two raters. 

 

Procedure 

Preparation Phase. The first stage was designing an educational interactive 
website parallel to the first-grade high school textbook, Vision 1 (Alavi 
Moghadam et al., 2016). The website was designed by a team of experts in a 
related field. The students were required to use their PCs, laptops, tablets, or 
cell phones to connect to the website and participate in the class at home or 
anywhere else. One of the researchers (the website administrator) was respon-
sible for supplying and uploading the materials to the website. All the teaching 
activities for the BL and FTF groups were conducted by one teacher in order to 
control confounding variables that could result from differences between 
teachers. 

The website is available for viewing at www.vision-blend.com. The website 
contained the following environments: chat room, forum, wiki, text message, 
exercise pages, audio and video panel, and online assessment. The online 
course components included a synchronous chat room, an asynchronous forum, 
uploaded assignments, and messages. The teacher provided feedback for all the 
students’ submissions. The second set of activities was familiarizing the stu-
dents with the website and its functions.  
Instruction Procedure. This study employed a quasi-experimental approach. 
Initially, the Top Notch Placement test was administered to choose two homo-
geneous groups. The experimental group received treatment based on BL in-
struction, and the control group was taught based on FTF instruction only. The 
teaching material for both groups was the same, and the students received 
three hours of FTF instruction as regular activities based on their curriculum. 
However, for the BL group, some 30 to 40 percent of the material was delivered 
online via the website. In order to compensate for the extra online activities 
that the BL group completed, extra FTF classes were held two times a week 
beyond the three hours of regular instruction for the FTF group. 

Due to the age group of the participants, we decided to use a limited set of 
platforms on the website to avoid ambiguity and to focus on production activi-
ties. Hence, the chat room and forum were selected as the two main platforms, 
and other facilities, such as the wiki, were not applied for the procedure of the 
study.  

At the beginning of the academic year, an interview and composition cover-
ing the topics in Vision 1 (2016) were administered to all the participants in the 
BL and FTF groups. The interview contained familiar topics, such as family, 
travel, food, and sightseeing, which lasted from three to seven minutes. All the 
interviews were recorded and were later transcribed. Moreover, possible topics 
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control confounding variables that could result from differences between 
teachers. 

The website is available for viewing at www.vision-blend.com. The website 
contained the following environments: chat room, forum, wiki, text message, 
exercise pages, audio and video panel, and online assessment. The online 
course components included a synchronous chat room, an asynchronous forum, 
uploaded assignments, and messages. The teacher provided feedback for all the 
students’ submissions. The second set of activities was familiarizing the stu-
dents with the website and its functions.  
Instruction Procedure. This study employed a quasi-experimental approach. 
Initially, the Top Notch Placement test was administered to choose two homo-
geneous groups. The experimental group received treatment based on BL in-
struction, and the control group was taught based on FTF instruction only. The 
teaching material for both groups was the same, and the students received 
three hours of FTF instruction as regular activities based on their curriculum. 
However, for the BL group, some 30 to 40 percent of the material was delivered 
online via the website. In order to compensate for the extra online activities 
that the BL group completed, extra FTF classes were held two times a week 
beyond the three hours of regular instruction for the FTF group. 

Due to the age group of the participants, we decided to use a limited set of 
platforms on the website to avoid ambiguity and to focus on production activi-
ties. Hence, the chat room and forum were selected as the two main platforms, 
and other facilities, such as the wiki, were not applied for the procedure of the 
study.  

At the beginning of the academic year, an interview and composition cover-
ing the topics in Vision 1 (2016) were administered to all the participants in the 
BL and FTF groups. The interview contained familiar topics, such as family, 
travel, food, and sightseeing, which lasted from three to seven minutes. All the 
interviews were recorded and were later transcribed. Moreover, possible topics 

for the composition (i.e., dream house, ambitions, or the cities the students live 
in) were provided by the researchers. During the academic year, the BL group 
attended three hours of FTF instruction and two online classes of 60 minutes 
per week. This group was divided into smaller groups of five to eight students 
to facilitate their participation in the online chat room and forum.  

During the synchronous learning activities, the teacher provided corrective 
feedback and employed different correction strategies to fix students’ inaccura-
cies. The chat activity was then used as a brainstorming tool for students’ writ-
ing. The students were required to write a composition of about 100 words the 
following week using the ideas mentioned in the chat. They were to post their 
writing to the group no more than three days later. 

Another activity was completed using the forum. This component was orga-
nized around weekly discussion topics posted according to the grammatical 
structure presented in the classroom. Table 4 summarizes the main activities 
performed in the BL group classes.  

 
Table 4. 
The Main Activities Conducted in the BL Class          

Platform BL (online activities) BL group (FTF activities) 
Chat room guessing game(describing stu-

dent's appearance) 
Pre conversation tasks: introducing new 
vocabularies, matching exercises, grouping 
vocabulary 

Chat room Discussion: discussing a supplied 
topic 

Matching vocabulary items with the pictures 

Chat room Interview: open-ended questions 
about the reading passage of the 
book 

Listening to the CD related to the conversa-
tion section and answering the supplied 
questions 

Chat room Brainstorming: using chat activity 
as hints for writing 

Pre reading activities: introducing new 
vocabularies related to the reading section 

forum Discussion: the topics were based 
on the grammatical structures of 
the lesson 

Asking questions to activate the background 
knowledge 

forum Chatting: synchronous chat ses-
sions to perform free discussion 
tasks 

While reading activities: silent reading, 
paraphrasing, explaining, supplying syno-
nyms and antonyms 

forum  Post reading questions and answers 
 
The FTF group received only FTF instruction by the same teacher (one of 

the researchers). One three-hour class was held each week, covering the same 
material as the BL group received in their FTF session. The FTF group received 
two extra classes of one hour each to compensate for the online activities per-
formed by the BL group. 

In later sessions, grammar points were presented, first inductively through 
a written text and then deductively through tables. The topics for discussion 
and writing were the same, and the same interview and writing activities were 
held for this group similar to the BL group but in an FTF mode. All the language 
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tasks were facilitated by the teacher in the FTF mode, including role playing, 
open-ended questions, and controlled question-and-answer exercises. 

However, due to the nature of FTF classes, we occasionally gave some ex-
plicit grammar-based feedback. Throughout the BL and FTF activities, we tried 
to balance the amount of time allocated to each group. However, due to the na-
ture of online activities, the time allocated to the groups was not identical. Fi-
nally, the students’ writing and speaking samples were collected and analyzed. 
Table 5 summarizes the main activities done in the FTF group class.  

 
Table 5. 
The Main Activities Done in the FTF Group Class  

activity FTF class activities FTF extra activities 
 Pre conversation tasks: introducing new 

vocabularies, matching exercises, grouping 
vocabulary 

contextualization of the vocabularies 
in new sentences 

 Matching vocabulary items with the pictures Reviewing the conversation section 
 Listening to the CD related to the conversa-

tion section and answering the supplied 
questions 

Asking questions about the conversa-
tion 

 Pre reading activities: introducing new vo-
cabularies related to the reading section 

Asking mechanical meaningful ques-
tions based on the patterns in conver-
sation 

 Asking questions to activate the background 
knowledge 

Discussion about the reading passage 

 While reading activities: silent reading, para-
phrasing, explaining, supplying synonyms 
and antonyms 

Brainstorming about the reading to 
prepare for the writing activity 

 Post reading questions and answers  
 

Measures of this Study 

In this study, both lexical and syntactic complexity were examined. Lexical 
complexity was probed in terms of lexical variety and density. Lexical variety 
deals with how many types of words (i.e., how many different lexical items) 
exist in all tokens of words (i.e., all words). Instead of using a type-token ratio, 
which is a commonly employed measure for lexical variety (Warschauer, 1996), 
the lexical variety was calculated by dividing the number of types by the square 
root of the doubled number of tokens. Table 6 presents the linguistic indices 
used to evaluate the participants’ oral and written performance.  
 
Table 6. 
Measures Adopted to Calculate Linguistic Features  

Category Subcategory Measure  
 Lexical Variety type / √ 2*token 

Lexical complexity lexical density type of content words /√ 2*token 
of content words 

 Syntactic complexity The number of clauses per AS-unit 
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This procedure is based on the work of Tajima (2002), who claims that lexi-
cal variety can be measured precisely with this formula. Lexical density is con-
cerned with the percentages of the types of words (i.e., nouns, verbs, adjectives, 
and adverbs) used. Accordingly, function words (i.e., particles and auxiliary 
verbs) were first discounted from all types of words, and lexical density was 
then computed by dividing the number of content word types by the square 
root of the doubled tokens of the content words. Lastly, syntactic complexity 
was computed as the number of clauses per analysis of speech unit (AS-unit) 
(Tajima, 2002). The AS-unit is defined as “a single speaker’s utterance consist-
ing of an independent clause, or sub-clausal unit, together with any subordinate 
clause(s) associated with either” (Foster et al., 2000, p. 365). Utterances with-
out predicates were permitted and counted as separate units. The following is 
an extract from the samples, which is analyzed as an example.  

A few years ago, we had a big garden (AS Unit) and we would always go there 
and sat under the trees together with our friends (AS Unit). Then we thought that 
the garden is big enough to build a villa in it (AS Unit). After some years, we made 
it very beautiful (AS Unit) and had a lot of facilities such as a swimming pool 
there (AS Unit). 

Tokens = 69, types = 41, AS Units = 5  
 

Results and Discussion 
In order to trace the development of the speaking and writing skills of high 
school students in terms of the linguistic features, the written and spoken 
products of the students obtained from written compositions and interview 
sessions were analyzed. Consequently, the linguistic features were assessed in 
terms of lexical variety, lexical density, and syntactic complexity (Hirotani, 
2013). In order to calculate these features, we adopted Hirotani’s (2013) model. 
In applied linguistics studies conducted by Hirotani (2013), Housen and Kuiken 
(2009), and Tavakoli and Foster (2011), linguistic complexity was considered 
to be a significant variable when measuring L2 performance and proficiency. 
 

The First Research Question  

The first research question was concerned with the development in the spoken 
and written performances of the two groups of BL and FTF Iranian high school 
students in terms of linguistic complexity (lexical variety, lexical density, and 
syntactic complexity) due to the effect of intervention program. In order to an-
swer this question, the written and spoken products of the students obtained 
from the written compositions and interview sessions in the first stage were 
analyzed and compared with those of the final samples for both the FTF and BL 
groups through a paired sample test using SPSS 22. Table 7 demonstrates the 
obtained results in FTF group. 
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Table 7. 
Paired Samples Test FTF Group 

 

The results of table 7 show that, the P-value (0.001) for all the indices of lin-
guistic features under study in this research is less than 0.05, which shows a 
significant difference between each pair of the lexical density, lexical variety 
and syntactic complexity of speaking and writing at the beginning and end of 
the project for FTF group. Table 8 demonstrates the results of the test in BL 
group.  

 
Table 8. 
Paired Samples Test BL 

 

 Paired Differences t df Sig. (2-
tailed) 

  Mean 
Std. 
Devia-
tion 

Std. 
Error 
Mean 

95% Confidence 
Interval of the Dif-
ference 

      

        Lower Upper       
Pair 
1 

LDW.pre  
LDW.post .1862 .06443 .00994 .1661 .2063 18.72 41 .000 

Pair 
2 

LVW.pre 
 LVW.post 42.40 18.6221 2.87346 36.6017 48.207 14.75 41 .000 

Pair 
3 

SCW.pre 
SCW.post .7804 1.95581 .30179 .1710 1.3899 2.586 41 .013 

Pair 
4 

LDS.pre 
LDS.post .2264 .07914 .01221 .2018 .2511 18.54 41 .000 

Pair 
5 

LVS.pre 
 LVS.post 84.80 36.2203 5.58892 73.5225 96.096 15.17 41 .000 

Pair 
6 

SCS.pre 
SCS.post 1.208 1.06653 .16457 .8758 1.5405 7.341 41 .000 

 Paired Differences t df Sig. (2-
tailed) 

  Mean 
Std. 
Devia-
tion 

Std. 
Error 
Mean 

95% Confidence 
Interval of the Dif-
ference 

      

        Lower Upper       
Pair 
1 

LDW.pre  
LDW.post .169 .06703 .01034 .1486 .1904 16.3 41 .000 

Pair 
2 

LVW.pre 
LVW.post 18.0 13.783 2.1267 13.728 22.31 8.47 41 .000 

Pair 
3 

SCW.pre 
SCW.post 1.07 1.2952 .19986 .6678 1.475 5.36 41 .000 

Pair 
4 

LDS.pre 
LDS.post .201 .07247 .01118 .1788 .2240 18.0 41 .000 

Pair 
5 

LVS.pre 
LVS.post 13.7 21.039 3.2464 7.2293 20.34 4.24 41 .000 

Pair 
6 

SCS.pre 
SCS.post 1.40 1.3773 .19457 .7758 1.5405 8.341 41 .000 
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Based on the results obtained in table 8, the p-value in all the indices is less 
than 0.05 which shows significant changes between the linguistic features in 
pre and post elicitation. Hence, we can conclude that based on the results of the 
Pair Sample Test in BL and FTF group, the effect of Intervention for both groups 
was significant and all the linguistic features developed in FTF and BL groups 
after nine months of academic year.  

 
The Second Research Question  

The second research question was concerned with the end products of the FTF 
and BL groups and compared the effect of BL instruction and FTF intervention 
on Lexical density, lexical variety and syntactic complexity of the groups under 
study. In this study, the following statistical calculations were conducted. Table 
9 illustrates the descriptive analysis of the different linguistic features for the 
second corpus in the FTF and BL groups. 

 
Table 9. 
 Indices of Linguistic Features in BL and FTF Groups in Post Tests 

Post- test N Group Std. Deviation Mean 
.04703 .4569 42 FTF LDW .04759 .4788 42 BL 
14.09288 61.6905 42 FTF LVW 19.10332 85.1190 42 BL 
5.30386 9.4327 42 FTF SCW 1.52832 8.4751 42 BL 
.02377 .4576 42 FTF LDS .03156 .4755 42 BL 
30.39389 99.6667 42 FTF LVS 34.09685 170.8810 42 BL 
.66664 6.8993 42 FTF SCS .97709 6.5598 42 BL 

 
Based on table 9, the mean values of LDW, LVW, LDS, and LVS are higher for 

the BL group than FTF. However, the opposite trend is observed for SCW and 
SCS. Thus, it can be inferred that, in terms of both writing and speaking, the BL 
group outperformed the FTF group. Moreover, the researchers discovered that 
the syntactic structures exhibited in written language performance is more 
complex than that exhibited in spoken language (Brown & Yule, 1983; Pietilä, 
1999). Hence, the results of the mean values are in line with those of previous 
studies (SCW mean ≥ SCS) (Table 9). From another aspect, in this study, the 
amount of language production was higher in the BL group than in the FTF 
group. The FTF corpus contained 12,654 words, while the BL corpus encom-
passed 14,573 words. This is in line with Abrams’s (2003) study concerning 
language production in a computer-mediated communication.  
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At this point, a one-way ANOVA was conducted in SPSS 22 to find whether 
there were statistically significant mean differences among the linguistic indi-
ces of the FTF and BL groups.  

 
Table 10. 
 The Results of ANOVA Test on the Second Speaking and Writing Corpus of BL and FTF Groups  

 Sig.     F Mean square Degree of 
freedom 

Sum  
of 
Square  

variables Source  

 .037 4.502 .010 1 .010 LDW 
 
Groups 
 
 

 .000 40.908 11526.857 1 11526.857 LVW 
 .264 1.264 19.259 1 19.259 SCW 
 .004 8.579 .007 1 .007 LDS 
 .000 102.091 106500.964 1 106500.964 LVS 
 .066 3.459 2.420 1 2.420 SCS 

 

As the data in Table 10 demonstrates, the P-value (0.001) for LDW, LDS, LVS 
and LVW is less than 0.05, which shows a meaningful difference between the 
lexical density and lexical variety of speaking and writing samples in the BL and 
FTF corpus. As the mean score of the BL group is larger than that of the FTF 
group, it is logical to conclude that improvements in the lexical density and lex-
ical variety of the BL group were more salient than those of the FTF group. 
However, in table 10, we observe that the p-value of SCS and SCW was not sig-
nificant for the BL group and the FTF group had a better performance. Hence, 
considering the above calculations, we can conclude that four indices of LDS, 
LDW, LVS, and LVW were higher in BL group and SCS and SCW were larger for 
the FTF group.   

 

Discussion 

Kim (2014) believes that writers with more proficiency produce a greater den-
sity of words. The LD index in this study contradicts previous studies that have 
indicated that there is no statistically significant relationship between lexical 
density and L2 proficiency level (e.g., Crossley & McNamara, 2009; Lu, 2012; 
Park, 2013). The density of a lexical network (i.e., the number of connections a 
network contains) is known to increase as more connections are built during 
L2 development (Lu, 2012). In a BL environment, because the students are ex-
posed to online multimedia materials as a part of their curriculum and benefit 
from the presence of a teacher during FTF classes, they receive more meaning-
ful input. Hence, they retain lexical items efficiently. This is in line with the the-
ory of the integrated model of SLA and multimedia proposed by Plass and Jones 
(2005). Based on this model, meaningful input is enhanced through the dual 
presentation of words (oral and/or written) and pictures (static and/or mov-
ing). 

The lexical variety (LVW and LVS) exhibited by the second corpus revealed 
significantly greater improvements in the writing and speaking abilities of the 
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At this point, a one-way ANOVA was conducted in SPSS 22 to find whether 
there were statistically significant mean differences among the linguistic indi-
ces of the FTF and BL groups.  

 
Table 10. 
 The Results of ANOVA Test on the Second Speaking and Writing Corpus of BL and FTF Groups  

 Sig.     F Mean square Degree of 
freedom 

Sum  
of 
Square  

variables Source  

 .037 4.502 .010 1 .010 LDW 
 
Groups 
 
 

 .000 40.908 11526.857 1 11526.857 LVW 
 .264 1.264 19.259 1 19.259 SCW 
 .004 8.579 .007 1 .007 LDS 
 .000 102.091 106500.964 1 106500.964 LVS 
 .066 3.459 2.420 1 2.420 SCS 

 

As the data in Table 10 demonstrates, the P-value (0.001) for LDW, LDS, LVS 
and LVW is less than 0.05, which shows a meaningful difference between the 
lexical density and lexical variety of speaking and writing samples in the BL and 
FTF corpus. As the mean score of the BL group is larger than that of the FTF 
group, it is logical to conclude that improvements in the lexical density and lex-
ical variety of the BL group were more salient than those of the FTF group. 
However, in table 10, we observe that the p-value of SCS and SCW was not sig-
nificant for the BL group and the FTF group had a better performance. Hence, 
considering the above calculations, we can conclude that four indices of LDS, 
LDW, LVS, and LVW were higher in BL group and SCS and SCW were larger for 
the FTF group.   

 

Discussion 

Kim (2014) believes that writers with more proficiency produce a greater den-
sity of words. The LD index in this study contradicts previous studies that have 
indicated that there is no statistically significant relationship between lexical 
density and L2 proficiency level (e.g., Crossley & McNamara, 2009; Lu, 2012; 
Park, 2013). The density of a lexical network (i.e., the number of connections a 
network contains) is known to increase as more connections are built during 
L2 development (Lu, 2012). In a BL environment, because the students are ex-
posed to online multimedia materials as a part of their curriculum and benefit 
from the presence of a teacher during FTF classes, they receive more meaning-
ful input. Hence, they retain lexical items efficiently. This is in line with the the-
ory of the integrated model of SLA and multimedia proposed by Plass and Jones 
(2005). Based on this model, meaningful input is enhanced through the dual 
presentation of words (oral and/or written) and pictures (static and/or mov-
ing). 

The lexical variety (LVW and LVS) exhibited by the second corpus revealed 
significantly greater improvements in the writing and speaking abilities of the 

BL group in comparison to the FTF group (Table 10). Lexical variety has been 
cited as a clear predictor of learners’ general language proficiency (e.g., Yu, 
2010) and a crucial indicator of the quality of their speaking task performance 
(e.g., Jarvis, 2002; Malvern & Richard, 2002) and writing (e.g., Laufer & Nation, 
1995). Such positive relationships are also stated explicitly in the rating scales 
of major international language tests such as IELTS and TOEFL IBT. As a result, 
the quality of production in the BL group is significantly better than that of the 
FTF group after the nine-month intervention in this study.  

Finally, the P-values for the SC of the speaking and writing samples are 
greater than 0.05 (Table 10), meaning that these results are not significant. 
Hence, the FTF corpus showed superiority over the BL group in these indices. 
Some studies have used corpus data to determine the frequencies of syntactic 
constructions and concluded that a lower frequency corresponds to greater 
complexity (e.g., Wiersma et al., 2011). Moreover, speakers who produce longer 
utterances also produce less frequent and more complex syntactic structures 
(Kim, 2014). In the present study, however, the number of clauses per AS-unit 
dropped significantly when the learners’ proficiency level increased (Lu, 2014). 
Consequently, Lu (2014) noted that as students become more proficient, phras-
al rather than clausal complexity becomes more prominent feature in the stu-
dents' writings. Thus, based on the above assumptions, it is possible that even 
though the SCW and SCS indices of BL learning were not higher than those of 
the FTF group, the BL groups’ production can be considered more complex and 
more developed. 

Previous research on BL is generally in harmony with the results of this 
study (Acelajado, 2011; Bambang et al., 2016; Means et al., 2009). Moreover, 
the active participation of students in completing the allocated tasks might be 
due to the novelty of BL (Hamilton, 2018) in EFL classes, which, in turn, en-
hance the motivation of the students to meet the goals of the curriculum. One of 
the most serious problems in formal high school English classes is the lack of 
motivation due to inappropriate teaching materials and content (Legault et al., 
2006), the fact that there is no authentic English environment outside the class-
room, overcrowded classes, and limited teaching time and resources (Locastro, 
2001; Maringe & Sing, 2014). 

Hence, by implementing BL principles, choosing the right method and the 
right materials, and attending to the needs and interests of students, this obsta-
cle can be mitigated or even removed. This is in line with other research works 
that have pointed out the positive motivation and participation in BL courses 
(De George-Walker & Keeffe, 2010; Ugur et al., 2011). 

Furthermore, some scientists such as Beauvois (1992), Chun (1994), and 
Kelm (1992) have suggested that the linguistic development of BL groups might 
be due to the transfer of online linguistic performance to FTF performance. In 
line with this, we observed that students were more prepared for FTF sessions 
if they had performed online discussion tasks or online writing tasks in the 
previous days. For example, during writing sessions, students had more ideas 
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of what to write about after the brainstorming sessions that they had complet-
ed asynchronously on the forum platform. 

Secondly, engaging in more than one sense in the teaching process and em-
ploying a variety of teaching techniques, such as multimedia, animation, and 
tests, may have promoted learning (Mayer, 1997, 2005). However, efforts to 
increase the efficiency of class time should not be ignored. Improvements in the 
language production of students might be partially attributed to the use of class 
time in a strategic form. Garrison and Kanuka (2004) argue that in BL classes, 
the traditional lecture-based way of teaching is abandoned so that some class 
time can be allocated to enriching and meaningful activities. These activities 
enable the students to accelerate their learning at an individual pace, as sup-
ported by the theory of multimedia learning (Mayer, 2009, 2014), and they can 
foster students’ different learning styles. Also, these learning activities occur in 
a non-threatening learning environment, which encourages communication 
among students and teachers, thus increasing students’ motivation and interest 
in learning.  

 

Conclusion and Implications 
In this study, the lexical variety and density in the oral and written performanc-
es of high school students in the BL group were improved due to the positive 
impact of a BL environment. The BL format was found to be superior to tradi-
tional FTF classes when the focus of attention was on speaking and writing 
skills. This deduction is based on the empirical data we obtained throughout an 
academic year. BL improves the learning environment by enabling students to 
engage in more than one type of learning and providing multimedia resources 
and promoting self-learning strategies that can lead learners to practice learn-
ing English independently. Moreover, cooperation among online groups moti-
vated shy students to present themselves more effectively both in synchronous 
and asynchronous activities.  

The transfer of online linguistic performance to FTF performance further 
justified the better performance of the BL group. This could be a reason for the 
development of the communication skills of students, which, in turn, led to the 
production of more advanced language as indicated by the writing and speak-
ing samples.  

The findings of the current study lead to important implications for L2 re-
searchers and educators. First, our results revealed significant differences in 
terms of two linguistic features (LD and LV) between the BL and FTF groups. By 
examining the effect of linguistic features on L2 writing and speaking, we ob-
tained more comprehensive results than would have been possible through 
other methods of calculating writing and speaking proficiency.  

Second, students need to practice varying their sentence structures in writ-
ing compositions and speaking performance. With this understanding, findings 
from this study point to the importance of considering the predictors of L2 
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of what to write about after the brainstorming sessions that they had complet-
ed asynchronously on the forum platform. 

Secondly, engaging in more than one sense in the teaching process and em-
ploying a variety of teaching techniques, such as multimedia, animation, and 
tests, may have promoted learning (Mayer, 1997, 2005). However, efforts to 
increase the efficiency of class time should not be ignored. Improvements in the 
language production of students might be partially attributed to the use of class 
time in a strategic form. Garrison and Kanuka (2004) argue that in BL classes, 
the traditional lecture-based way of teaching is abandoned so that some class 
time can be allocated to enriching and meaningful activities. These activities 
enable the students to accelerate their learning at an individual pace, as sup-
ported by the theory of multimedia learning (Mayer, 2009, 2014), and they can 
foster students’ different learning styles. Also, these learning activities occur in 
a non-threatening learning environment, which encourages communication 
among students and teachers, thus increasing students’ motivation and interest 
in learning.  

 

Conclusion and Implications 
In this study, the lexical variety and density in the oral and written performanc-
es of high school students in the BL group were improved due to the positive 
impact of a BL environment. The BL format was found to be superior to tradi-
tional FTF classes when the focus of attention was on speaking and writing 
skills. This deduction is based on the empirical data we obtained throughout an 
academic year. BL improves the learning environment by enabling students to 
engage in more than one type of learning and providing multimedia resources 
and promoting self-learning strategies that can lead learners to practice learn-
ing English independently. Moreover, cooperation among online groups moti-
vated shy students to present themselves more effectively both in synchronous 
and asynchronous activities.  

The transfer of online linguistic performance to FTF performance further 
justified the better performance of the BL group. This could be a reason for the 
development of the communication skills of students, which, in turn, led to the 
production of more advanced language as indicated by the writing and speak-
ing samples.  

The findings of the current study lead to important implications for L2 re-
searchers and educators. First, our results revealed significant differences in 
terms of two linguistic features (LD and LV) between the BL and FTF groups. By 
examining the effect of linguistic features on L2 writing and speaking, we ob-
tained more comprehensive results than would have been possible through 
other methods of calculating writing and speaking proficiency.  

Second, students need to practice varying their sentence structures in writ-
ing compositions and speaking performance. With this understanding, findings 
from this study point to the importance of considering the predictors of L2 

writing and speaking proficiency when we teach language learners and assess 
their language products. Many studies have measured the extent to which accu-
racy, fluency, and grammatical complexity can indicate a leaner’s overall profi-
ciency in L2 (e.g., Wolfe-Quintero et al., 1998; Zareva et al., 2005).   

The results of this study are of practical use for classroom instruction to ad-
just the curriculum at the high school level. Students must be aware that by 
using and learning certain linguistic features, more value is attached to their 
language production. This study is conducted in a high-school setting among 
students with a specific level of proficiency and cannot be extended to other 
proficiency levels and age groups. With younger students, an optimal result is 
not to be expected due to their lack of computer knowledge. Conversely, with 
more proficient students, even better results than those reported here might be 
obtained.  
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Appendix 
Interview Sheet 
 

1. Please tell me your full name and talk about yourself a bit.  
2. What's your plan for the next summer? Where will you go? Who will be with 

you? What will you do there? 
3. Suppose that a tourist is going to visit your city, describe your city for him/her? 
4. What do you do in your free time? 
5. Who is your best friend? Can you describe him/her for me? 
6. Talk about the last time you went on a picnic? Who was with you? Where did you 

go? What did you do?  
7. What did you do last weekend? 
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Abstract 
Dialogical thinking paves the way for EFL learners to express their 
thoughts in discussion, be able to convince the intended audience effec-
tively, and provide reasons for the way they think, which consequently 
leads to the manifestation of individual voice. This study examined the 
effect of teaching dialogical thinking on the development of voice in the 
writing skill of a group of intermediate female EFL learners. To this end, 
twenty-two EFL learners were selected randomly and were assigned to 
two groups, namely experimental and control groups. Oxford Placement 
Test was administered to ensure the participants’ homogeneity in terms 
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treatment on the dialogical thinking based on Alexander’s (2008) dialogi-
cal teaching model in the form of analytical discussions on eight contro-
versial topics in ten sessions. On the other hand, the control group was 
asked to take part in the routine written classroom activities. To measure 
the expression of voice, Helms-Park and Stapleton’s (2003) Voice Intensi-
ty Rating Scale (VIRS) was used. The findings revealed that dialogical 
pedagogy stimulated logical arguments, sound reasoning, and sensible 
evaluations, and consequently, led to the manifestation of the individual 
voice via linguistic and rhetorical devices.  

Keywords: dialogical thinking, EFL, instruction, voice, writing.  

 

Introduction 
To improve how to think, students must be encouraged to express their unique 
horizons, values, and world views in a dialogic environment (Lee & Gray, 2019; 
Marchenkova, 2005; Matsuda, 2015). The augmentation of voice empowers not 
only individuals’ confidence, but also reinforces the manifestation of their indi-
vidual perspectives and viewpoints (Olinger, 2011).  Ivanic and Camps (2001) 
defined self-voice as the manifestation of the writer’s personal views, authorial 
presence, and authoritativeness. In this regard, it refers to the way an author 
presents his/her views in relationship with the audience and the way s/he pos-
tulates meaning into a written text form the writer’s self-voice. In simple terms, 
an individual voice can be perceived as the process of constantly producing, 
forming, modifying, and comprehending the internal/ external identities that 
shape us as writers within the enclosure of language and discourse (Hirvela & 
Belcher, 2001). 

Paul and Elder’s (2004) dialogical thinking expanded the scope of critical 
thinking by taking the social context into account leading to the social construc-
tivism which was based on the distributed cognition. According to social con-
structivism, learning is constructed through critical dialogues among the indi-
viduals (Boulter, 2012; Paul & Elder, 2004). Challenging the established cultur-
al norms, the traditional values, the conventional customaries, and the 
acknowledged claims that lead to the outgrowth of the opposing viewpoints are 
the consequences of the dialogical thinking. As Tanaka (2014) puts it, in dialog-
ical thinking instead of deducing and inferring the accurate point of view, 
learners take part in the rigorous evaluation of numerous plausible points of 
view that are shaped according to diverse belief systems. 

Therefore, teaching will not merely involve the transmission of subject 
knowledge, as in monologic and teacher-centered classrooms, but will develop 
the individuals’ capacity “to engage in the dialogues through which knowledge 
is constantly being constructed, deconstructed, and reconstructed” (Wegerif, 
2007, p. 60). Alexander and Wolfe (2008) suggested that dialogical pedagogies 
initiated inroads into the established ways of classroom communication 
through which the learners were considered as mere supporters of the teach-
ers’ ideas and their own voices were hardly heard. Therefore, rather than au-
thoritative monologic answers, we should see a consent mutual understanding 



Journal of Language Horizons, Alzahra University  —  147

treatment on the dialogical thinking based on Alexander’s (2008) dialogi-
cal teaching model in the form of analytical discussions on eight contro-
versial topics in ten sessions. On the other hand, the control group was 
asked to take part in the routine written classroom activities. To measure 
the expression of voice, Helms-Park and Stapleton’s (2003) Voice Intensi-
ty Rating Scale (VIRS) was used. The findings revealed that dialogical 
pedagogy stimulated logical arguments, sound reasoning, and sensible 
evaluations, and consequently, led to the manifestation of the individual 
voice via linguistic and rhetorical devices.  

Keywords: dialogical thinking, EFL, instruction, voice, writing.  

 

Introduction 
To improve how to think, students must be encouraged to express their unique 
horizons, values, and world views in a dialogic environment (Lee & Gray, 2019; 
Marchenkova, 2005; Matsuda, 2015). The augmentation of voice empowers not 
only individuals’ confidence, but also reinforces the manifestation of their indi-
vidual perspectives and viewpoints (Olinger, 2011).  Ivanic and Camps (2001) 
defined self-voice as the manifestation of the writer’s personal views, authorial 
presence, and authoritativeness. In this regard, it refers to the way an author 
presents his/her views in relationship with the audience and the way s/he pos-
tulates meaning into a written text form the writer’s self-voice. In simple terms, 
an individual voice can be perceived as the process of constantly producing, 
forming, modifying, and comprehending the internal/ external identities that 
shape us as writers within the enclosure of language and discourse (Hirvela & 
Belcher, 2001). 

Paul and Elder’s (2004) dialogical thinking expanded the scope of critical 
thinking by taking the social context into account leading to the social construc-
tivism which was based on the distributed cognition. According to social con-
structivism, learning is constructed through critical dialogues among the indi-
viduals (Boulter, 2012; Paul & Elder, 2004). Challenging the established cultur-
al norms, the traditional values, the conventional customaries, and the 
acknowledged claims that lead to the outgrowth of the opposing viewpoints are 
the consequences of the dialogical thinking. As Tanaka (2014) puts it, in dialog-
ical thinking instead of deducing and inferring the accurate point of view, 
learners take part in the rigorous evaluation of numerous plausible points of 
view that are shaped according to diverse belief systems. 

Therefore, teaching will not merely involve the transmission of subject 
knowledge, as in monologic and teacher-centered classrooms, but will develop 
the individuals’ capacity “to engage in the dialogues through which knowledge 
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of the issues raised and discussed by the individuals. This paper addresses the 
instruction of dialogic thinking as well as voice and the importance of their de-
velopment in writing skill.  

 

Literature Review 
Dialogic thinking, by and large, plays a significant role in the personal and pro-
fessional lives of individuals (Gemmell, 2008; Helms-Park & Stapleton, 2003). 
Apart from the central role of the knowledge of linguistic codes and the necessi-
ty of a rich schematic knowledge of the topic, learners have to attend to a pleth-
ora of relevant elements such as dialogic thinking, critical thinking, contextual 
factors, the audience, the purpose, self-identification, and the self-voice. Pres-
ently, most academic writing curriculums draw others’ attention to the signifi-
cance of dialogic thinking and self-voice which are essential for academic ac-
complishment and lifelong learning achievement (Alagozlu, 2007; Alkhoudary, 
2015). It means that instead of accepting others’ ideas blindly, individuals are 
encouraged to critically examine the validity of the ideas presented in the texts 
and evaluate the ideas of other people. In that case, they can develop their au-
thorial presence and the autonomy of their thoughts.  

 Numerous researches have been conducted into the quality of dialogic 
thinking and dialogic discourse (Alexander, 2017; Hall, 2018; Hemati & Valadi, 
2017). Alagozlu (2007) explored the ways of developing writing skills by pro-
moting critical thinking skills, and making reasoned judgments.  She suggested 
that it is necessary to support EFL learners in terms of critical thinking skills 
and authorial voice to tackle the writing barriers and to deal with the demands 
of the multicultural world. Ramanathan and Atkinson (1999) stated that in or-
der to think critically, one must have an individual voice to articulate his/her 
viewpoints on such issues, sharpen his/her own stance against that of others 
who disagree, and empower his/her personal views with whatever resources of 
evidence and support are feasible. This implied that individuals are supposed 
to examine the condition critically, persuasively back their decisions, estimate 
and appraise the counter-arguments, and reasonably weigh different pieces of 
evidence that may support their positions. As Ramanathan and Atkinson (1999) 
pointed out, such attitudes, however, have normally been found to be problem-
atic for second language writers. 

Voice refers to authorial identity and presence (Hirvela & Belcher, 2001; Hy-
land 2002; Lee & Gray, 2019) that enables the individuals to laudably articulate 
their ideas that may be against the socioculturally acknowledged norms and 
violates the relative avoidance of personal disagreement and social discord 
(Ramanathan & Atkinson, 1999). In writing, it records the sounds of the people 
on the page (Elbow, 1981) to express the intended meaning with regard to the 
topic, the audience and the purpose of communication. It is a personal and sin-
gular characteristic of a particular writer which represents his/her different 
perspectives (Dean, 2006).  Sedova (2017) proposed that dialogic teaching en-
compassed stages of regression brought about by a disagreement among the 
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fundamentals of the dialogic arguments and stages of development which, on 
the other hand, became effective when the dismantled issues were brought into 
a coordinated harmony.  

According to Stapleton (2002), voice can be perceived as recognized discur-
sive features related to individualism originated in written texts in some cul-
tures. He further added that “learners for learning to write in English should 
develop an individualized identity, or to impart their writing with voice, where-
as suggesting that doing so is an alien concept in some L2 cultures” (p. 40). In 
fact, in the light of the socio-constructivist perspective, self-representation and 
authorial presence are crucial in perceiving written text as social communica-
tion between L2 readers and writers, through which meaning is assigned 
(Guinda & Hyland, 2012; Hyland, 2010). Matsuda (2001) emphasized the social 
aspect of voice and defined it as the collective impact of the proper employment 
of discursive and non-discursive elements by the individuals either deliberately 
or unintentionally from the yet existing social repertoires. Accordingly, Tardy 
(2012) considered the authorial voice as a multifaceted issue that includes in-
dividual dimensions such as uniqueness and authoritativeness, social features 
such as the resources of one’s representation and authorial attendance, and 
dialogic aspects like the interoperation between the people and the social as-
pects, including writer-reader mutual communication. Research employing so-
cial-constructivist definition of ‘voice’ (Hirvela & Belcher, 2001; Matsuda, 2001; 
Matsuda & Tardy, 2007; Prior, 2001; Tardy & Matsuda, 2009) argued that 
‘voice’ is not utterly confined to individualism and highlighted that the individ-
ual and the social voice are reciprocally constitutive and unavoidable with an 
imperative function in advanced academic literacy. 

The identification of the authorial voice in the written discourse is not an 
easy task as it is not just a simple and mere citation of the ideas of other indi-
viduals, but a relatively complicated set of linguistic strategies (Alagozlu, 2007). 
In an attempt to capture the features associated with voice, Helms-Park and 
Stapleton (2003) developed Voice Intensity Rating Scale that encompasses the 
textual features that are influential in the elaboration of voice in one’s writing. 
Based on this scale, the notion of voice consists of four components: assertive-
ness, self-identification, repetition of central point, and authorial presence 
(Helms-Park & Stapleton, 2003). The first two components of the scale are 
based on sentence-level linguistic features while the last two components eval-
uate the strength of individualized voice at the level of paragraph and beyond. 
Assertiveness is established through the manipulation of linguistic devices such 
as intensifiers and hedges and self-identification is demonstrated via the em-
ployment of the first-person pronouns (Helms-Park & Stapleton, 2003; Ivanic & 
Camps, 2001; Ramanathan & Atkinson, 1999). Hedges are used to reduce or 
soften the illocutionary force of the utterances and to moderate the claims. In-
tensifiers, on the other hand, are classes of words, mostly adverbs, used to ad-
just gradable adjectives, adverbs, verbs, or past participles. Self-identification 
refers to the application of the first and second person, vocative case, active 
voice, and explicit voice markers (Scollon et al., 1998) to signify personal opin-
ion. Advocating the use of self-identification features, Harwood (2005) indicat-
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Based on this scale, the notion of voice consists of four components: assertive-
ness, self-identification, repetition of central point, and authorial presence 
(Helms-Park & Stapleton, 2003). The first two components of the scale are 
based on sentence-level linguistic features while the last two components eval-
uate the strength of individualized voice at the level of paragraph and beyond. 
Assertiveness is established through the manipulation of linguistic devices such 
as intensifiers and hedges and self-identification is demonstrated via the em-
ployment of the first-person pronouns (Helms-Park & Stapleton, 2003; Ivanic & 
Camps, 2001; Ramanathan & Atkinson, 1999). Hedges are used to reduce or 
soften the illocutionary force of the utterances and to moderate the claims. In-
tensifiers, on the other hand, are classes of words, mostly adverbs, used to ad-
just gradable adjectives, adverbs, verbs, or past participles. Self-identification 
refers to the application of the first and second person, vocative case, active 
voice, and explicit voice markers (Scollon et al., 1998) to signify personal opin-
ion. Advocating the use of self-identification features, Harwood (2005) indicat-

ed some advantages of using personal pronouns in academic writing in order to 
facilitate the development of personal views pronouns in the arguments. Reit-
eration of the central point deals with how frequently and explicitly the major 
argument is repeated and rearticulated and the authorial presence assesses the 
overall manifestation of the author’s voice that accounts for one’s distinct inner 
self (Ramanathan & Atkinson, 1999). The manifestation of voice signifies the 
writers’ willingness, confidence, and “self-trust to make claims, conviction, and 
gumption to support those claims” (Elbow, 1994, p. 10).   

An empirical study was undertaken by Helms-Park and Stapleton (2003) 
with the aim of finding the relationship between the elements involved in L1 
voice and the quality of academic writing in L2. The participants were required 
to give reasons in favor of or against Canada’s immigration policy. Voice Inten-
sity Rating Scale was used to measure the voice and Jacobs et al.’s (1981) ESL 
Composition Profile was employed by the overall writing quality. The results 
revealed no significant relationship between the quality in general and overall 
voice intensity or between overall quality and any of the four constituents of 
voice.  

The intensity of authorial voice with regard to the overall quality of the ar-
gumentative writing was investigated by Zare-ee et al. (2014). As one of the 
components of the authorial voice, assertiveness was found to have a positive 
relationship with the overall quality of the academic writing quality.  Having 
analyzed the strategies for expressing the voice, they came up with nine strate-
gies for voice expression. At the sentence-level, the high-voice participants em-
ployed intensifiers most frequently to express assertiveness, while the low-
voice participants tried to arrange other lexico-grammatical tools. At the text-
level, however, both the high-voice and low-voice participants were more con-
cerned with the effect of the topic on their voice expression.  

In addition to the various writing difficulties, most EFL learners are grap-
pling with expressing their own voice and identity in their writings. Matsuda 
(2001), in the context of L2 writing, observed that a problem that Japanese stu-
dents faced in expressing voice in English written discourse was due to their 
lack of familiarity with voice-expression strategies employed in English. As 
Doukmak (2014) documented, most learners lack the ability to demonstrate 
their personal voices in writing due to the supremacy of the teacher’s voice in 
classroom. Teacher should play the role of a facilitator in the students’ quest to 
improve their participations, to develop their knowledge, to display their voice 
and identity, and finally to transfer the power from herself/himself to the stu-
dents (Molinari & Mameli, 2013).  

Although dialogic thinking and voice have been widely discussed in second 
language writing, on the pedagogical level, little attention has been given to the 
development of voice through dialogic thinking in writing instruction.  To fill 
such a gap, this paper attempted to explore the effect of teaching dialogical 
thinking on the development of voice in intermediate EFL learners’ writing. 
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Method 
Participants 

This study was carried out at Kish Language Institute, Tehran. Twenty-two in-
termediate female EFL learners with the age range of 15 to 22 years were ran-
domly selected and then were assigned as the members of the experimental 
and control groups. To ensure the students’ homogeneity with respect to their 
proficiency, Oxford Placement Test was used. All of the participants were Per-
sian native speakers.  
 
Instruments and Materials 

The following tests and tasks were used to select the participants and to collect 
the data: 
Oxford Placement Test (OPT). Oxford Placement Test version 1.1 (2001) pub-
lished by Oxford University Press and University of Cambridge Local Examina-
tions Syndicate includes 60 items measuring the participants’ general 
knowledge of grammar, vocabulary, reading, and writing. This test was used to 
homogenize the participants in terms of their proficiency level. The Cronhach’s 
Alpha reliability coefficient was computed to be .91 indicating an excellent reli-
ability estimate.  
Writing Pre-Test. An IELTS writing test was employed as the pretest in the 
present study. In the writing task, the students wrote an argumentative discur-
sive essay on a controversial topic provided to them to present general infor-
mation, offer a solution, and justify the evidence. The topic was “why nowadays 
the families are not so close as they used to be in the past and how they could 
be brought closer together”. They were given 30 minutes to write at least 250 
words on the given topic and support their arguments with further explanation. 
The participants’ writings were assessed based on IELTS detailed performance 
descriptors criteria including task response, lexical resources, coherence and 
cohesion, grammatical range and accuracy. The validity of scoring was ensured 
through inter-rater reliability. The discursive writing conventions such as the 
order of presenting the information, the style used, and the way the paragraphs 
started and finished were also taken into consideration. Irrelevant sentences, 
off-topic responses, and disconnected text were also penalized in scoring.  
Writing Tasks. Considering the participants’ level of proficiency, eight contro-
versial topics and consequently passages were selected. Asking the participants 
about which topics were among their interests and priorities, the researchers 
collected a pool of controversial topics from which some were randomly select-
ed. The topics, as well as the passages, were selected with the consultation of 
two experienced EFL university instructors who had the experience of teaching 
materials preparation and curriculum development courses. The passages were 
selected in line with Flesch readability standard based on which the difficulty 
level of the texts was checked to match the students’ proficiency level.  The top-
ics were also selected meticulously to be controversial enough to raise different 
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versial topics and consequently passages were selected. Asking the participants 
about which topics were among their interests and priorities, the researchers 
collected a pool of controversial topics from which some were randomly select-
ed. The topics, as well as the passages, were selected with the consultation of 
two experienced EFL university instructors who had the experience of teaching 
materials preparation and curriculum development courses. The passages were 
selected in line with Flesch readability standard based on which the difficulty 
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opinions and viewpoints. The controversial prompt would kindle and stimulate 
the individuals to voice their own views on the suggested topic. The following 
items were the selected topics: 

1. The actual school system is not good.  
2. The positive and negative influences of TV programs (Some argue that 

the negative effects of TV programs on youths are more than the positive 
ones). 

3. The educational values of computers (Some people say computers facili-
tate education but do not necessarily enrich it). 

4. Success in life means money. 
5. Husbands and wives should have the same educational level. 
6. Friendship is the most important relationship in life. 
7. Doing a job that you like is more important than earning more money. 
8. Team-work or individual work? Being a team worker is more important 

than being a brilliantly creative person.  
 

Voice Intensity Rating Scale. To measure the expression of voice in the writing 
samples, Helm-Park and Stapleton’s (2003) Voice Intensity Rating Scale (VIRS), 
the analytic rating scale for voice expression in writing, was used as an instru-
ment. The scale is based on a careful analysis of voice features from the litera-
ture. To ensure the reliability of this instrument in Iranian EFL context, it was 
also piloted on 14 participants (𝑛𝑛𝐶𝐶𝐶𝐶𝐶𝐶𝐶𝐶. = 7; 𝑛𝑛𝐸𝐸𝐸𝐸𝐸𝐸. = 7) having characteristics simi-
lar to those of the main participants. Cronbach Alpha was run to ensure the in-
ternal consistency of this scale and it was found to be .83. Based on this scale, 
the voice elements are classified in two levels and four scales. Table 1 shows 
the Voice Intensity Rating Scale components at both sentence and text levels. 

 
Table 1. 
Voice Intensity Rating Scale Components 

  Criteria 
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1. Assertiveness  a. hedges  
b. intensifiers 
c. boosters 

2. Self-identification  a. use of first person pronoun 
b. active voice 

   

Te
xt
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l  
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3. Reiteration of central 
point  

a. restating the central point frequently and directly  
b. the explicit rearticulation of the main argument  

4. Authorial presence and 
autonomy of thought  

a. the overall manifestation of the author’s voice  
b. the intangible quality of identity in writing 
c. author’s explicit views 
d. disclosure of personal attitudes 
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These two first clusters segregate linguistic features of voice mainly at the 
sentence level. The last two groups measure the strength of personalized voice 
beyond sentence. The scale includes four voice components of assertiveness 
that is quantified as the frequency of hedges and intensifiers in a passage, self-
identification that is shown through the use of first-person pronouns and 
grammatical voice, reiteration of central point which is measured by the 
rearticulation of the central idea and authorial presence and autonomy of 
thought which is measured by the degree to which the author clearly expresses 
his or her own views. 

 
Data Collection and Analysis  

 The study was conducted in ten sessions in which sample essays supplemented 
by writing activities were employed to make the participants familiar with the 
basic structure of essay writing through dialogical thinking (See Appendix A for 
the detailed lesson plan). A writing pre-test was given to both groups prior to 
the study to examine their use of voice in writing. As the treatment, in experi-
mental group, dialogical thinking based on Alexander’s (2008) dialogic teaching 
was offered and students participated in consensus tasks that generally en-
gaged them in coming to an agreement on a certain issue. Students were ex-
pected to read an article about the issue that was supposed to be discussed dur-
ing that session. The issue featured opposed viewpoints in the community, in 
the education, and in the society. Each week students completed in-class writ-
ing tasks to show their learning of the course materials. For these tasks, they 
were asked to clearly state their positions on a controversial issue and to follow 
paragraph and essay organization principles taught in the course. Assignments 
for other weeks were completed through multiple in-class drafting, out of class 
writing, or cooperative writing. With respect to dialogical thinking instruction, 
students read various articles selected by the researchers on different issues 
including the actual school system, the positive and negative influences of TV 
programs, the educational values of computers, ‘success in life means money’, 
educational level of husbands and wives, friendship, doing a job to earn more 
money, and ‘team-work or individual work’. 

Students were required to participate in the discussions and complete as-
signments such as analyzing each topic and listing 10 reasons to reject or ac-
cept it. They were required to discuss the opinions raised on the selected top-
ics. The topics featured clear and powerful controversial viewpoints, which the 
participants examined and assessed through whole-class and group discus-
sions. The process of perceiving and apprehending controversial standpoints 
started by uncovering the conventional belief system that shapes assumptions, 
which in turn shape opinions. In addition, the researchers delivered lectures on 
the instruction and facilitated the practice in preparing criteria lists and recog-
nizing dissimilarities in paradigms. After the discussions, the participants wrote 
essays on comparing and contrasting the divergent viewpoints from the read-
ings, and prioritizing fairness and academic responsibility in their own writing. 
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cept it. They were required to discuss the opinions raised on the selected top-
ics. The topics featured clear and powerful controversial viewpoints, which the 
participants examined and assessed through whole-class and group discus-
sions. The process of perceiving and apprehending controversial standpoints 
started by uncovering the conventional belief system that shapes assumptions, 
which in turn shape opinions. In addition, the researchers delivered lectures on 
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nizing dissimilarities in paradigms. After the discussions, the participants wrote 
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Each session, students were asked to enlist and write their viewpoints around 
the agreements.  

As part of this study, the participants were exposed to examples of boosters, 
hedges, intensifiers, lexical bundles, and reiteration of the central points, and 
were supposed to identify the instances in the passages covered in the class. 
For every passage up to the final one, the feedback on the target devices on 
voice was given to the participants. As a part of practice, the participants were 
given a handout with neutral statements and they were supposed to rewrite 
them using boosters, intensifiers, and hedges to allow them to see how to in-
tensify or tone down one’s ideas.  

Altogether, the learners completed the three writing tasks within the exper-
imental period as part of their class requirements. After the ninth sessions, for 
the final essay, they wrote about two topics. One of them was selected from 
among the topics discussed during the treatment and another one was selected 
by the course instructor. 

To measure the expression of voice, Helm-Park and Stapleton’s (2003) Voice 
Intensity Rating Scale (VIRS) was adopted. The lesson plan was prepared for 
the experimental group based on Alexander’s (2008) dialogic teaching that in-
cluded five principles. The principles are presented below: 

 Collective: Learners and teachers together address learning tasks in a 
group or as a class;  

 Reciprocal: Listening to each other, learners and teachers share ideas 
and consider other possible different views; 

 Supportive: Learners freely express their thoughts, without fear of being 
embarrassed due to possible wrong responses, and they assist each oth-
er to arrive at common understandings;  

 Cumulative: Learners and teachers expand their own and each other’s 
knowledge and understandings;  

 Purposeful: Teachers design and boost dialogic teaching with specific 
educational objectives in view (Alexander, 2006). 

 
Upon the completion of the course, the final argumentative essays were ana-

lyzed through quantifying the number of instances of lexical bundles, hedges, 
boosters, rhetorical devices and other voice strategies that shed light on the use 
of each of the devices in their essays. In the following sample excerpt, merely 
the use of voice strategies was underlined and the other writing components 
such as the accuracy of punctuation and the grammatical and lexical deviations 
were not pointed out. 
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Figure 1. 
A Sample of the Participants’ Argumentative Writing 

 

 
It is important to point out that by the time this argumentative essay was 

written, the participants were already familiarized with the voice strategies and 
had employed boosters, hedges, intensifiers, and the other voice strategies in 
their previous written assignments.  In addition to the elements of cohesion, 
coherence, unity and other lexical and syntactic considerations, the writing es-
says were analyzed in terms of the use of voice strategies.  

As highlighted in the excerpt, as far as assertiveness was concerned, five 
hedges and thirteen boosters were employed. Regarding self-identification, five 
first-person pronouns and twelve cases of active voice were utilized. Concern-
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had employed boosters, hedges, intensifiers, and the other voice strategies in 
their previous written assignments.  In addition to the elements of cohesion, 
coherence, unity and other lexical and syntactic considerations, the writing es-
says were analyzed in terms of the use of voice strategies.  

As highlighted in the excerpt, as far as assertiveness was concerned, five 
hedges and thirteen boosters were employed. Regarding self-identification, five 
first-person pronouns and twelve cases of active voice were utilized. Concern-

ing reiteration of central point, at least eight cases were detected. With respect 
to the authorial presence and autonomy of thought, ten cases were spotted in 
the form of overall presence, intangible quality of identity, and the author’s ex-
plicit views.  

To ensure the reliability of scoring, following an analytical scoring, inter-
rater reliability was computed based on the IELTS performance descriptors 
criteria. To this end, the raters who were professional IELTS instructors were 
prepared for the rating task through two 30-minute training sessions in which 
Helm-Park and Stapleton’s (2003) Voice Intensity Rating Scale (VIRS) and the 
IELTS detailed performance descriptors criteria were explained to them. The 
raters were then provided with the copies of the VIRS and IELTS band de-
scriptors and the randomly selected writing papers of the participants. Finally, 
they were asked to rate the selected writings. As explained in more detail in the 
following section, the inter-rater reliability was ensured.   

To analyze the data, both descriptive and inferential statistics were run. To 
this end, means and standard deviations were computed first. In addition, 
Cronbach Alpha was run to ensure the OPT reliability. Furthermore, to confirm 
the normality of the distribution of the obtained data, One-Sample Kolmogorov-
Smirnov Test was run. Moreover, to explore whether teaching dialogical think-
ing has any significant effects on the development of voice in intermediate EFL 
learners’ writing, independent samples t-test and paired t-tests were run.  

 

Results 
Inter-rater Reliability Analysis for the Two Raters 

Inter-rater reliability was used to assess the consistency between the ratings 
provided by the two raters and the degree of the agreement between them. It 
was computed based on the data obtained from the pilot study participants (n = 
14). It is to be noted that in the pilot phase, there were seven participants in 
each group, namely control and experimental groups. The consistency of the 
two raters’ judgments was also tested using intra-class correlation coefficient 
(ICC) analysis that yielded a comparatively high level of inter-rater reliability 
for the writing test scores in the two administrations in pre and post-tests. The 
item statistics for the scores given by the two raters are presented in table 2.  
 
Table 2. 
Item Statistics for the Scores Given by the Two Rraters 

Groups Mean Std. Deviation N 
Control Pretest scores rater A 58.0000 6.48074 7 

Pretest scores rater B 59.1429 6.66905 7 
Posttest scores rater A 62.5714 5.19157 7 
Posttest scores rater B 62.4286 4.11733 7 

Experimental Pretest scores rater A 63.5514 7.41299 7 
Pretest scores rater B 63.5714 7.45782 7 
Posttest scores rater A 86.5714 5.44234 7 
Posttest scores rater B 86.8571 5.78586 7 
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Table 2 displayed the item statistics for the scores assigned by the two 
raters, showing the mean (M) and standard deviation (SD) of the data from 
each rater for pre and post-tests. Overall, it appeared that rater (B) measured 
slightly higher writing scores than rater (A) both in pre and post-tests.   

After the means and standard deviation for the scores were given by the two 
raters for both pre and post-tests, ‘average measures’ were computed individu-
ally for the writing pre and post-tests. Table 3 shows the intra-class correlation 
coefficients (ICC) for the scores. 

 
Table 3. 
The Intra-class Correlation Coefficients for the Scores by Two Raters for Pre- and Post-test Scores 

 
 

The estimated inter-rater reliability estimates between the two ratings for 
the pre-test scores of the control group (r = .951), with 95% CI (.712, .992), and 
for the experimental group (r = .975), with 95% CI (.856, .996) were computed 
and both of them were quite strong. Furthermore, the estimated reliability be-
tween the two raters for the post-test scores of the control group (r = .963), 
with 95% CI (.784, .994), and for the experimental group (r = .974), with 95% 
CI (.847, .995) were also calculated which were both quite wide. Therefore, in-
ter-rater reliability of the writing measurement for the writing pre and post-
test between the two raters was ensured. 

 
Results of the Pre-test Scores of the Voice Rate in Writing  

After assigning the participants into control and experimental groups, they 
were given a writing test to unveil the possible pre-existing differences be-
tween the two groups with respect to the voice rate in writing before offering 
the treatment to the experimental group. Tables 4 displays the results of an 
independent samples t-test which was run to analyze the participants’ pretest 
writing scores.  
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were given a writing test to unveil the possible pre-existing differences be-
tween the two groups with respect to the voice rate in writing before offering 
the treatment to the experimental group. Tables 4 displays the results of an 
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Table 4. 
Group Statistics for the Pre-test scores of the Voice Rate in Writing  

 Groups N Mean Std. Deviation Std. Error Mean 
Pretest scores Control 10 58.5714 6.41891 2.42612 

Experimental 12 63.5714 7.34523 2.77624 
 
For the participants’ writing pre-test in terms of the measured voice rate, 

the mean scores for both groups were computed (M control = 58.87; M experimental = 
63.57). Furthermore, the standard deviation for the control group was slightly 
smaller than that of the experimental group (SD   control group = 6.41; SD experimental 
group =7.34). Table 5 shows the independent samples t- test for the pre-test writ-
ing scores. 

 
Table 5. 
Independent Samples T-test for the Pre-test Scores of the Writing  

 

Levene's 
Test for 

Equality of 
Variances 

t-test for Equality of Means 

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

Mean 
Difference 

95% Confidence In-
terval of the Differ-

ence 
Lower Upper 

Pretest 
scores 

Equal 
variances 
assumed 

.39 .54 -1.35 12 .200 -5.00 -13.03 3.03 

Equal 
variances 
not as-
sumed 

  -1.35 11.78 .200 -5.00 -13.04 3.04 

 
The independent samples t-test showed the results of the Levene’s test for 

the equality of the variances for the distributions. As the Sig. value for the 
Levene’s test was found to be higher than the alpha level, i.e., .05, the first row, 
i.e., ‘equal variances assumed’ was considered to explain the results of the voice 
rate in learners’ writing. This indicated that the assumption of equal variances 
was not violated for the two tests and both groups were approximately equal in 
terms of variance as far as voice was considered in their writing.   

 
Results of the Post-test Scores of the Voice Rate in Writing  

The independent-samples t-test was run to compare the two groups’ voice rate 
in writing pretest. Normality, as the main assumption of t-test, was checked 
before we ran the main statistical analyses. To this end, the Skewness and Kur-
tosis values were computed and the trimmed means were obtained. The Skew-
ness and Kurtosis values were all within the range of +2, indicating the normali-
ty of the distributions. After establishing the normality assumption, the t-test 
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was run to answer if there were statistically significant differences between the 
two groups in terms of the mean scores of the voice rate. The independent-
samples t-test was run to see whether there was a statistically significant dif-
ference in the mean scores of the groups under study. Table 6 shows the group 
statistics for the two groups on posttest of writing. 
 
Table 6. 
Group Statistics for the Two Groups on Post-test of Writing (voice rate) 

 Groups N Mean Std. Deviation Std. Error Mean 
Posttest scores Control 10 62.5000 4.60072 1.73891 

Experimental 12 86.7143 5.54419 2.09551 
 
In the group statistics, as table 6 shows, the means and the standard devia-

tions for each of the groups are given. For the posttest of writing that was ad-
ministered after the treatment to measure the development of voice, the mean 
scores of the voice rate for the control and experimental groups were (M control = 
62.50) and (M experimental = 86.71), respectively. Furthermore, the extent of the 
deviation of the scores for the control group was smaller than that of the exper-
imental group (SD   control group = 4.60; SD Experimental group =5.54). Table 7 shows the 
group statistics for the two groups on writing posttest. 

 
Table 7. 
Independent Samples Test for the Two Groups on Post-test of the Writing (voice rate) 

 
 

The independent samples t-test presented the results of the Levene’s test 
for equality of variances. This tested whether the variation of scores for the 
groups under the study was the same. The output of this test determined the 
correct t-value that SPSS provided for use. Since the Sig. value for the Levene’s 
test was larger than the alpha level (.05), the first row of the table, referred to 
“Equal variances assumed,” was used. In Table 9, the significance level for 
Levene’s test was (.44). This was larger than the cut-off point (.05). This meant 
that the assumption of equal variances was not violated for the posttest scores, 
too. 

As the value in the Sig. (2-tailed) column was lower than .05, there was a 
statistically significant difference in the posttest mean scores of voice rate for 
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groups under the study was the same. The output of this test determined the 
correct t-value that SPSS provided for use. Since the Sig. value for the Levene’s 
test was larger than the alpha level (.05), the first row of the table, referred to 
“Equal variances assumed,” was used. In Table 9, the significance level for 
Levene’s test was (.44). This was larger than the cut-off point (.05). This meant 
that the assumption of equal variances was not violated for the posttest scores, 
too. 

As the value in the Sig. (2-tailed) column was lower than .05, there was a 
statistically significant difference in the posttest mean scores of voice rate for 

each of the two groups. In this study, the Sig. (2-tailed) value was (.00). Since 
this value was lower than the required cut-off point (.05), a significant differ-
ence in the posttest means of the voice rate in writing for the control and exper-
imental groups was found. The mean difference between the two groups is also 
shown in this table (mean difference = 24.21), along with the 95% Confidence 
Interval (CI) of the difference showing both the lower and upper values (see 
Table 7). 

 

Calculating the Effect Size for the Independent-Samples T-Test (Posttest 
Scores) 

Effect size statistics shows the magnitude of the existing differences between 
groups. Eta squared was used to compute the effect size. Eta squared shows the 
proportion of the variance in the dependent variable under study explained by 
the independent (type of instruction) variable. Eta squared value for t-test was 
computed using the information given in the output.  

 Replacing with the appropriate values from table 7: Eta squared  = 79.03 / 
79.03 + (7+7-2) = (.8681). The guidelines (proposed by Cohen 1988) for inter-
preting this value are .1 = small effect, .3 = medium effect, .5   = large effect. It 
was found that the effect size of .8681 shows a large effect. Expressed in per-
centage (eta square value was multiplied by 100), 86.81% of the variance in 
writing posttest scores was explained by group factor which was related to the 
type of instruction for the two groups.  

To sum up, there was a significant difference in the mean scores for the con-
trol (M control = 62.50, SD control = 4.60) and experimental group (M experi-
mental= 86.71, SD experimental= 5.54; t (14) = 8.89, p = .00). The magnitude of 
the differences in the means (mean difference = 24.21, 95% CI: -30.14 to -
18.28) was medium (Eta squared = .8681). Thus, dialogical thinking has a sta-
tistically significant effect on intermediate EFL learners’ development of voice 
in writing.  

 

The Results of Paired Samples T-Test   

To investigate the extent of the participants’ development of voice in writing 
within the groups, paired samples t-tests were also run. These tests showed the 
participants’ progress in writing pre-test and post-test of the voice as shown in 
Table 8. 
 

Table 8. 
Paired Samples Statistics for the Pre- and Post-test of the Voice Rate in Writing for the Two Groups 

Groups Mean N Std. De-
viation 

Std. Error 
Mean 

Control Pair 1 Pretest scores 58.5714 10 6.41891 2.42612 
Posttest scores 62.5000 10 4.60072 1.73891 

Experimental Pair 2 Pretest scores 63.5714 12 7.34523 2.77624 
Posttest scores 86.7143 12 5.54419 2.09551 
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The mean score of the control group for the voice rate in writing improved 
from pre-test (M = 58.57) to post-test (M = 62.50). For the experimental group, 
the mean score noticeably improved from pre-test (M = 63.57) to post-test (M = 
86.71).  

 In order to see if these differences between pre and posttest scores of the 
voice rate in writing were statistically significant, paired samples t-tests were 
run on the pre and posttest writing scores for the two groups. The results are 
presented in table 9. 

 
Table 9. 
Paired Samples Test for the Pre- and Post-test of the Voice Rate in Writing for the Two Groups 

Groups 

Paired Differences 

T Df 
Sig. 
(2-

tailed) Mean Std. De-
viation  

95% Confidence 
Interval of the 

Difference 
Lower Upper 

Control  
Pretest 
scores - 
Posttest 
scores 

-3.92 7.33  -10.71 2.85 -1.41 6 .206 

Experimental  
Pretest 
scores - 
Posttest 
scores 

-23.14 10.67  -33.01 -13.26 -5.73 6 .001 

 
As it was shown in Tables 8 and 9, both groups showed development of 

voice in their writing. This improvement could be argued to be statistically sig-
nificant for the experimental group only (p ≤ .05). The mean difference between 
pre and posttests for the control group was 3.92 for the development of voice in 
learners’ writing. However, the mean difference between pre and posttests for 
the experimental group amounted to 23.14. This suggested that the experi-
mental group outperformed the control group in writing posttest. As a result, it 
could be concluded that dialogical thinking had a statistically significant effect 
on intermediate EFL learners’ development of voice in writing. The results of 
paired samples t-tests revealed that both groups progressed in the writing 
post-test. However, this progress was statistically significant simply for the ex-
perimental group (p ≤ .05).  

 

Discussion 
The results revealed that the manipulation of voice strategies assisted the par-
ticipants to accomplish various objectives in their writing and to portray them-
selves in their essays. Voice strategies such as the reiteration and the restate-
ment of the central point improved the quality of coherence and unity in their 
writings (see Figure 1). With regard to the boosters and hedges, they enabled 
the participants not only to state their opinions but also to adjust the level of 
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directness and emphasis. The results also revealed that these strategies im-
proved the participants’ overall writing skill and helped them unveil their emo-
tions and attitudes more clearly. Through the disclosure of personal attitude, 
their autonomy of thought as an individual and their personal voice were im-
printed. Based on the findings, the learners started making rhetorical moves 
that qualified them to be more cautious when suggesting or challenging the 
values and beliefs, and to treat the topics with more relative authority and con-
fidence. Hyland (2002) also accentuated that writing calls not only for the ex-
ploration of the norms not only at the sentence levels but also at the discoursal 
and authorial levels. The EFL learners’ awareness of voice may establish rich 
ground for them to better understand their teachers’ feedback and to handle 
unity, coherence, cohesion, sentence, and structural skills, coupled with boost-
ers, intensifiers, hedges, and other voice components to cultivate a stronger 
sense of authoritativeness and authorial presence in their writing.  

In light of the findings of the present study, it was found that voice expres-
sion strategies, as elements of good writing (Matsuda, 2001), needed to be de-
tected, discussed, evaluated, modeled, and taught to the EFL learners to help 
them have their own authorial voice and claim the ownership of their scripts. 
Lack of due attention to the development of voice, the components of assertive-
ness, boosters, hedges, self-identification, authorial presence, and stance-taking 
strategies in composition classes may leave the learners on their own to guess 
what is taken to be good writing. The findings are supported by Escobar and 
Fernandez (2017) who confirmed that EFL composition courses should offer an 
opportunity to the learners to learn not only the basic norms but also to build a 
discoursal and authorial voice as EFL writers.  

The findings of this study are indicative of the credibility of the manipula-
tion of dialogic teaching and its effect on the writing pedagogy and the devel-
opment of voice in EFL learners’ writing. The findings are consistent with those 
of Fahim and Mirzaii (2014) who acknowledged the acceptability of the em-
ployment of dialogic critical thinking tasks and their weighty influence on writ-
ing pedagogy. They continued that dialogic critical thinking tasks, inherently, 
engage individuals in dialog; consequently, they would have the potentiality for 
developing voice in them considerably.   

Along with the findings of the present study, Tanaka (2014) stated that dia-
logical thinking guides students to consider and understand the controversies 
through the analysis and appraisal of opposing belief systems behind contro-
versial perspectives. The attainment of voice through dialogical thinking helps 
the learners to posit their ideas, views, and attitudes based on logical argumen-
tations (Alagozlu, 2007; Hyland, 2010; Ibrahim & Nambiar, 2012). This stance 
suggests that critical thinking and self-voice mutually improve the quality of the 
L2 writing. As Barnawi (2011) confirmed, dialogic thinking and voice are “in-
dispensable ingredients in EFL college writing/composition instruction, which 
will allow students to express themselves clearly, and put their own viewpoints 
into their writing” (p.191). 
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The findings suggested that dialogical thinking enables the learners to en-
gage in argumentative discussions to meet the mutual understanding and 
thereby shape and strengthen their voice. As Matusov (2007) argued, dialogism 
can lead to the creation of voices by providing opportunities for the learners to 
engage collaboratively with each other and provide reasons for the way they 
think. The results dovetail with Chappell (2014, p. 98) who pointed out that 
engaging students in dialogues and writing activities help them manage rea-
sonably what they think. Yaqubi and Rashidi (2019) also acknowledged that 
dialogic classes provide opportunities for all students to have voice and contri-
bution and propose their own comments, viewpoints, and perspectives.   

Merely getting a voice into one’s writing is not enough (Arend & Sunnen, 
2016; Escobar & Fernández, 2017) and it should be accompanied by sound and 
sense reasoning and thinking. Dialogical thinking is needed to encourage and 
stimulate reasonable arguments, sound judgments, and sensible evaluations. 
Regarding dialogic thinking, the results were in line with those of Frijters et al. 
(2008) who contended that dialogic teaching results in an extra positive influ-
ence on the critical thinking skills of the students regarding “generative fluency 
of reasoning and quality of value orientation" (p. 66).  Dialogic pedagogy expe-
dites learners' exploration of meaning, evidence, and application of reasoned 
arguments (Jamali, 2015) that consequently initiates the development of higher 
level of cognitive complexity (Reznitskaya, 2012).  

Traditionally, the writing courses yielded to the compliance of the EFL 
learners with a set of lexical, syntactic, and linguistic resources and the role of 
the EFL teachers was to teach the writing rules (Johns, 1997). However, the EFL 
learners’ mastery of the basic norms of academic writing does not suffice to 
develop a strong discoursal and authorial voice. Writing is not the demonstra-
tion of ideas in a detached, neutral, and impersonal manner, but rather the 
manifestation of voice. EFL teachers, therefore, should tailor the writing cours-
es that conventionally focus on unity, cohesion, and coherence so as to address 
voice sufficiently and enhance the learners’ writing ability by engaging them in 
scaffolded dialogues.  

 

Conclusion 
In conclusion, this study attempted to develop voice into college EFL writing 
classrooms through dialogical thinking. The finding revealed that utilizing the 
dialogical thinking during class instruction affect the development of voice in 
the intermediate EFL learners’ writing. In fact, teaching writing just through the 
basics and rules fails to prepare learners for the scholarly work that they need 
(Dizon, 2016).  

In the light of the findings of the present study, a number of pedagogical im-
plications for teachers, instructors, material developers, and policy makers are 
put forward.  First of all, through dialogic pedagogy, teachers can empower L2 
learners to have a voice in the classroom and consequently in the society 
(Rahimi et al., 2012). Under this approach, the scholarly texts are not consid-
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The findings suggested that dialogical thinking enables the learners to en-
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(2008) who contended that dialogic teaching results in an extra positive influ-
ence on the critical thinking skills of the students regarding “generative fluency 
of reasoning and quality of value orientation" (p. 66).  Dialogic pedagogy expe-
dites learners' exploration of meaning, evidence, and application of reasoned 
arguments (Jamali, 2015) that consequently initiates the development of higher 
level of cognitive complexity (Reznitskaya, 2012).  

Traditionally, the writing courses yielded to the compliance of the EFL 
learners with a set of lexical, syntactic, and linguistic resources and the role of 
the EFL teachers was to teach the writing rules (Johns, 1997). However, the EFL 
learners’ mastery of the basic norms of academic writing does not suffice to 
develop a strong discoursal and authorial voice. Writing is not the demonstra-
tion of ideas in a detached, neutral, and impersonal manner, but rather the 
manifestation of voice. EFL teachers, therefore, should tailor the writing cours-
es that conventionally focus on unity, cohesion, and coherence so as to address 
voice sufficiently and enhance the learners’ writing ability by engaging them in 
scaffolded dialogues.  

 

Conclusion 
In conclusion, this study attempted to develop voice into college EFL writing 
classrooms through dialogical thinking. The finding revealed that utilizing the 
dialogical thinking during class instruction affect the development of voice in 
the intermediate EFL learners’ writing. In fact, teaching writing just through the 
basics and rules fails to prepare learners for the scholarly work that they need 
(Dizon, 2016).  

In the light of the findings of the present study, a number of pedagogical im-
plications for teachers, instructors, material developers, and policy makers are 
put forward.  First of all, through dialogic pedagogy, teachers can empower L2 
learners to have a voice in the classroom and consequently in the society 
(Rahimi et al., 2012). Under this approach, the scholarly texts are not consid-

ered as “perfect, formally organized language patterns and discourses” (Johns, 
1997, p.7), rather they are viewed as medium for self-disclosure and discovery 
and the expansion of an exclusive individual voice. Accordingly, EFL curriculum 
developers and textbook writers are highly recommended to include these 
types of tasks as one of the components of instructional materials to enable the 
EFL learners to voice their opinions and engage them in dialogical thinking 
tasks. There seems to be an opportunity to improve students’ writing on chal-
lenging topics by instructing and practicing the principles of dialogical thinking. 
The results imply that EFL practitioners not only need to modify their views 
about writing, texts and voice, but also have to modify their approach to writing 
and the methodologies they use. Last but not least, it should be mentioned that 
teaching dialogical thinking and promoting self-voice in writing requires not 
only the knowledge of how to apply them practically in the class, but also pa-
tience, persistence, and meticulous supervision on behalf of the teachers to 
support the students and get them to engage in the whole process.  
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Appendix 
The Lesson Plan Based on Alexander’s (2008) Dialogic Teaching 
 

Objectives:  
At the end of the term, the students would have been able to:  

 Identify the structure of the genre of the argumentative essay.  
 Identify the features of the generic structure and the stages of the essay.  
 Identify the linguistic features (i.e. hedges, intensifiers, bundles, boosters, and  stance tak-

ing strategies, point-making) in the moves of the essay.  
 Recognize the use of types of active and passive versions. 
 Find the various use of stating, developing, and supporting the argument 
 
Session 1: 
 An OPT was administered to select the participants who were at intermediate  level.  
 Students were familiarized with the course requirements and the nature of the  writing ac-

tivities.  
 The learners were informed that they had to complete some writing tasks as part of their 

class requirements and hand the final draft to the teacher for feedback and scoring. How-
ever, they were already informed that they were supposed to hand in their best draft be-
cause it contributed to their final score in the course.  

 The preliminary topics of writing were taught (topic sentence, support sentences, etc.) 
 
Sessions 2 to 9: 
 From week 2 to week 9 of the course meetings, the learners spent 35 minutes of the total 

class time (90 minutes) each week to complete the assignments through multiple in-class 
drafting, out of class writing, or cooperative writing. 

 The teacher delivered the first passage to the students. Teachers and students addressed 
learning tasks, i.e., topic sentence, hedges, and intensifiers together as group discussions. 
(Collective principle) 

 The participants were asked to summarize the passage in one page and in two pages they 
were to argue and list in favor of or against any issues raised in the selected passage indi-
vidually.  

 Teachers and students listened to each other, shared ideas, and considered alternative 
viewpoints. They were asked to discuss the issue in small groups and present their reasons. 
They were asked to clearly state their positions, justify their viewpoints, challenge others’ 
views and finally arrive at a consensus. (Reciprocal principle) 

 Students articulated their ideas freely without fear of embarrassment over wrong answers. 
They helped each other to reach common understandings. They were asked to participate 
in discussion and completed assignments such as analyzing the topic and listing10 reasons 
for rejecting or accepting the issue and its effect on society. (Supportive principle) 

 Students were supposed to discuss and evaluate opposing viewpoints of the controversial 
issue in a kind of a consensus task leading to an agreement on the certain issue. In fact, the 
teacher and students built on their own and each other’s ideas and chain them into coher-
ent lines of thinking and enquiry. (Cumulative principle)  

 The teacher delivered the necessary instructions on the topic sentence, hedges, and intensi-
fiers. They practiced cooperatively building the criteria lists and identifying differences in 
the paradigms. (Purposeful principle) 

 The students were asked to enlist and write their viewpoints around the agreements. 
 The students were asked to explore hedges and boosters across the genre-moves of the es-

say.  
 Next session, they had to handle a written paper based on their new understandings and 

viewpoints.  
 They were asked to follow essay organization principles taught in the course. 
 The topic for the next session was introduced. 
 
Session 10: 
 The final writing tasks was administered in which the participants were asked to write 

about two topics. One of them was chosen from among the topics they discussed during the 
treatment and another one was selected by the teacher. 
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were critically analyzed for the observed frequencies of the mentioned 
classifications and Chi-square tests were used to statistically investigate 
the associations between authorization’s patterns and research para-
digms. The results revealed statistically significant associations between 
quantitative and qualitative research methods on one hand and between 
qualitative and mixed-methods on the other hand. Accordingly, the re-
sults of this study may shed some lights on the domination of positivist’s 
ideology in academic writing of the applied linguists in Iran. In this re-
spect, the policy makers in the Ministry of Science, Research, and Tech-
nology, along with editorial boards of Iranian journals in the field of ap-
plied linguistics, may change the globalized and westernized view of edu-
cation into more locally oriented approaches. Furthermore, professors 
and students may adopt more democratic views in their research and 
reporting studies. 

Keywords: positivism, academic writing, critical corpus-based ap-
proach, hegemonic discourse, domination 

 

Introduction 
One of the most challenging skills with regard to gatekeeping characteristics in 
second language learning is writing. Language learners deal with writing in 
everyday life and learn and improve this skill from the beginning of their stud-
ies. There are numerous definitions for writing available in the literature. Ac-
cording to Cumming (1998), “writing is text, is composing, and is social con-
struction” (p. 61). Despite the shortness of this definition, the vastness of this 
skill is identifiable respectively.  This definition draws the attention from mere 
understanding of writing skill as development of texts to more contextual, dy-
namic, and social approaches.  Among different models of this skill, academic 
writing is of paramount importance and can be considered as one of the most 
crucial tools in education. According to Hyland (2016), academic writing be-
came an enterprise in which “six million scholars in 17,000 universities pro-
duce over 1.5 million peer reviewed articles” (p. 58). This amount of publica-
tion and academic findings, by nature, leads to visible or hidden influences in 
the education. In other words, education cannot be considered as a neutral and 
apolitical setting which only scientific findings are focalized. Through manipu-
lative issues for research in the applied linguistics, Mirhosseini (2018) identi-
fied several sources for scrutiny of which publishing has an important contribu-
tion to this study. Publishing in many circumstances has a hegemonic role for 
the researchers.  Accordingly, Canagarajah (1996) underlined three obstacles 
to publishing, in which; “non- discursive requirements exclude Third World 
scholars from scholarly publications; that the material constraints on academic 
writing bear on knowledge production; and that such academic /publishing 
practices are embedded in international power relations” (p.438).  

The ideological problems in academic writing can be investigated from two 
major manipulative sources of power namely the dominant research paradigm 
and the journals’ policies.  The mirror image of the sources of power reflects the 
ideological stand of the dominated group.   Moreover, researchers may adopt 
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The ideological problems in academic writing can be investigated from two 
major manipulative sources of power namely the dominant research paradigm 
and the journals’ policies.  The mirror image of the sources of power reflects the 
ideological stand of the dominated group.   Moreover, researchers may adopt 

the tenets of the dominant ideology in their study to become accepted as the 
member of the particular academic discourse community. This is one of the 
manipulative issues in academic writing which the dominant research para-
digm may directly manipulate the language of the researchers. Hall (2007) 
mentioned that “good journals may reject good work for reasons of ideology” 
(p.13). Ideological manipulation of scholarly papers can be considered as one of 
the several sources of hegemony in academic settings which may tackle the 
identity of the authors. According to Burgess and Ivanic (2010) identity in writ-
ing is not a fixed entity and includes “the self that a person brings to the act of 
writing, the self she constructs through the act of writing, and the way in which 
the writer is perceived by the reader(s) of the writing” (p.232). However, the 
self-construction has relations with political, economic and cultural agendas in 
higher education.  

Publication, in essence, makes great opportunities for universities’ income, 
judgment of scholars and practitioners. Moreover, researchers are engrossed in 
opportunities for their future careers (Hyland, 2016).  In other words, publica-
tion validates researchers in their field of inquiry (Canagarajah, 1996). This 
validation in Iranian context has roots in policies of the Ministry of Science, Re-
search and Technology (henceforth MSRT). Tavakoli and Tavakol (2018) found 
education in Iran as a problematic jurisdiction in that neither relevant need 
analysis nor appropriate right analysis existed in higher education and deci-
sions were based on intentions of authorities.  In this respect, the second con-
cern is the hegemonic control of Iranian local journals with regard to the global 
effects on the language of the accepted articles. As the crux of the matter, if 
journals seek for scientific scholarly papers which “I” as an identity indicator 
must be excluded, scholars and practitioners will unquestionably remove their 
identity in what they have found to gain the mentioned validity and visibility.  

This study aims to unveil the hegemonic discourse of Iranian published arti-
cles in the field of applied linguistics vis-à-vis their research paradigms. Sho-
hamy (2008) divided language policy into overt and covert. In Iran, overt poli-
cies are those influenced by authorities in Iranian academic context whereas 
covert policies deal with actual practices which may or may not be influenced 
by bureaucratic power (Mirhosseini & Khodakarami, 2016). Covert policies 
may embrace the hidden intentions of sources of power in academic settings 
which make researchers servant of the system through eliminating their identi-
ty and promotion of positivism. This study targeted the discourse manipulation 
of researchers through the methodological forces in their academic articles. 
One of the reasons for this manipulation is that global forces and colonial inten-
tions tend to disparage the local knowledge (Kumaravadivelu, 2006). Geerlings 
and Lundberg (2018) argued for the need to uncover the hegemonic discursive 
in academic writing which had roots in globalization and universalizing 
knowledge in Asia. Uncurtaining the hegemonic discursive of western 
knowledge may shed lights on the reality of higher education in Iranian context. 
Furthermore, identification of global forces which influence academic writing in 
Iran may be fruitful for researchers’ identities.  
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The critical appraisal of academic writings in this study owes much to Fou-
cault’s (1980) identification of “subjugated knowledges” versus “low–ranking 
knowledges” (pp. 81-82). ‘Subjugated knowledges can be generalized to the 
dominant school of thought approved by the majorities whereas ‘low–ranking 
knowledges stay in minorities. Accordingly, the unification in scientific dis-
course which has been derived from the subjugated knowledge develops a 
threshold for scientific researchers and embroils other varieties and methodol-
ogies for research. The discourse of the researchers, in this case, becomes ma-
nipulated through assigned characteristics of the scientific discourse. Moreover, 
Shor and Freire (1987) highlighted the division of “producing knowledge” and 
“existing knowledge” as the pivotal point for domination of western ideology 
and dominant group of society in education.  Dominant group maintains and 
replicates hegemony through manipulation which results in power abuse (van 
Dijk, 2006). The findings of this study may suggest academicians, journals re-
viewers, editors and decision makers more liberal and locally oriented ap-
proaches toward writing style of scholarly papers.  

 

Background of the Study  
The role of philosophy is irresistible in language studies. The skeleton of educa-
tion is mounted on different theories and philosophies which are covertly fil-
tered by power. According to Comte (2009), philosophy was derived from hu-
man life and it was intended to compensate for the shortcomings in three major 
layers of life namely “thoughts, feelings and actions” (p.8). Yet, we can simply 
realize that problems such as inequality and injustice are growing all around 
the world regardless of availability of different theories and philosophies. On 
one hand, philosophies and theories cannot create change unless the level of 
praxis is achieved; on the other hand, social transformation and educational 
change are two inseparable entities. These two notions underline the practice 
of critical pedagogy as a fortifying tool against dictatorship in education and 
societies.   

Different intentions exist in education and universities canvass for them. 
Various types of ideology in higher education may unravel the unity of re-
searchers in solving the real problems. These ideologies manipulate research-
ers in terms of the method and the form of the language they use. In essence, 
three major research paradigms are quantitative with positivist ideology, quali-
tative with reformist ideology and mixed-method which is based on pragma-
tism (Dornyei, 2007). These ideologies and methodologies segregate research-
ers and practitioners in education and may take their attention from problem-
posing and problem-solving nature of research to visibility and benefits of pub-
lication.  

McLean (2006) succinctly identified three key objectives which higher edu-
cation should take into consideration namely democracy, identification of 
sources of inequalities and addressing global problems. Democracy in educa-
tion and applied linguistics can help transgression of dictated methods and 
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conventional approaches in research and writing scholarly papers. On the other 
hand, undemocratic approach to applied linguistics may result in unjust, unfair, 
and unequal academic setting. Dewey (1916) did not divide education from the 
society and believed that democratic education leads to democratic society. 
Higher education in Iran, specifically in the field of applied linguistics, may 
masquerade its unequal appeal to positivist school of thought which promotes 
language of statistics, callousness and prescribed procedures.  In what follows, 
the nexus between theoretical and empirical studies with regard to hegemony, 
critical language studies and identity are brought into consideration.   

 

Critical Language Studies and the Identity Formation   
In line with justice, equality and democracy in applied linguistics, Pennycook 
(2010) identified a number of critical domains and mentioned that critical ap-
proach towards language study “involves a constant skepticism, a constant 
questioning of the normative assumptions of applied linguistics” (p.3). Norms 
and conventions play a determinant role in promotion of the particular belief in 
higher education. To elaborate, Lazaraton (1997) specified several possible 
reasons such as department preference for instruction of quantitative research 
methodology as a conventional approach.  Considering the research paradigm 
in postmethod, Kumaravadivelu (2006) believed that “contrary to common 
misconception, doing teacher research does not necessarily involve highly so-
phisticated, statistically laden, variable-controlled experimental studies” (p. 
181). This belief paves the path for practitioners and scholars to adopt different 
research methodologies for their studies. Furthermore, the scientific approach 
cannot be conceived as the only research paradigm and researchers’ open-
mindedness may resolve the distance between authors and readers in scientific 
studies. The quantitative research methodology with traditional, isolated and 
fragmented structures in the articles has been dominantly practiced in TESOL 
(Canagarajah, 2016). To this end, questioning the norms of scientific writing 
through the lens of critical discourse analysis (CDA) can be considered as an 
initial step in resistance to manipulative global forces in the local research arti-
cles.  

Language and ideology are intertwined facts which cannot be separated and 
have mutual effects on each other (Fairclough, 1995).  The impacts of ideology 
on discourse and resistance upon “what is acceptable and what is tabooed” can 
be directly sought through critical language related studies (Kumaravadivelu, 
2006, p.13). Critical pedagogy, among various types of critical language studies, 
should be reputed as the artery of consciousness and criticality in education. 
According to Kubota and Miller (2017), the concept of criticality in language 
related studies could be enunciated in key issues such as “problematizing natu-
ralized and normalized assumptions and practices; questioning power and ine-
qualities; focusing on broader social, ideological, and colonial milieus; problem-
atizing gender, race, class, and sexuality; transcending fixed knowledge and 
seeking visions for change; and practicing self-reflexivity and praxis” (p. 132). 
Understanding, scrutinizing and reflecting on these issues can be sought in op-
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erationalizing Freire’s (1970) notion of ‘problem- posing’ model of education. 
With regard to critical pedagogy, Kumaravadivelu (2006) pointed out the im-
portance of teachers and leaners’ identity for interrogation of hegemony.  The 
identity construction of educators can give them voice to resist inequities and 
injustice. Furthermore, they become able to change the undemocratic status 
quo in their education and society. This change or transformation is at the heart 
of the critical approaches toward education (Dewey, 1916; Freire, 1970; Joseph, 
2002; Kumaravadivelu, 2006; Shor & Freire, 1987). 

By considering the sociological standpoint of identity formation, Kumara-
vadivelu (2012) pinned three philosophical points namely modernism, post-
modernism and globalism. Identity of individuals in modernism is tied directly 
to the societal conventions, yet in postmodernism it is constructed based on 
individual self-determination (Kumaravadivelu, 2012). However, the identity in 
globalism is what this paper seeks and the construction of this type of identity 
may not be achieved unless individuals develop “critical knowledge that can 
help them tell the difference between formation and disinformation, between 
ideas and ideologies, between trivial and the consequential” (Kumaravadivelu, 
2012, p. 12). Globalism has reduced the boundaries and unfamiliarity of the 
nations with different cultures. Thereby, the powerful culture both in everyday 
life or academic setting maybe adopted by nations. In other words, the western 
theories and theorists, as the sources of power, may be role modeled by local 
educators, practitioners and scholars which in fact tackles their identity. In ac-
ademic writing, Hyland (2002) specified several argumentations for the exclu-
sion of students’ identity two of which namely “culturally shaped epistemolo-
gies” and “culture specific views of authority” are related to global forces and 
the intentions of authorities (p. 1107).  In this respect, reviewing some re-
searches in line with the theory of identity in Iran may possibly shed some 
lights on the perceptions of the Iranian educated elite.   

 

Researchers’ Self-determination and the Control of Authors 
in Iranian Context  
Culture and identity are inseparable facts which can be investigated in social 
settings. Karimifard (2012) spotted three areas such as nationality, religion and 
modernism which Iranian identities are constructed upon. To study culture and 
identity empirically, Saboori et al. (2015) investigated the relationship between 
cultural dimensions and identity components. In their initial step, their findings 
revealed that those with adopted western identity have more democratic per-
spectives in their identity formation. To remark some of these democratic fea-
tures, the participants were intolerant of inequality and had lower emotional 
gender distinction (see Saboori et al. 2015). Although investigation of identity 
at social level is significantly important due to inseparability of society and ed-
ucation, more pertinent studies in line with this study is worthy of attention.   

Concerning the academic setting, Rashidi and Mansurian (2015) studied the 
possible relationship between personal, relational, social and collective identi-
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tures, the participants were intolerant of inequality and had lower emotional 
gender distinction (see Saboori et al. 2015). Although investigation of identity 
at social level is significantly important due to inseparability of society and ed-
ucation, more pertinent studies in line with this study is worthy of attention.   

Concerning the academic setting, Rashidi and Mansurian (2015) studied the 
possible relationship between personal, relational, social and collective identi-

ties and the English achievements of Iranian learners.  However, their result did 
not indicate significant correlation between variables. In contrast, Alimorad 
(2015) found identity as a crucial factor for academic performance, but instruc-
tors and practitioners paid little attention to this notion. To democratize the 
university setting, Alimorad (2015) suggested that “listening to the voices of 
language learners” was an important step for the future of education (p. 50). 
Listening to the voice of voiceless is one of the fundamental concerns in critical 
language studies which can be generalized to the identity construction of the 
researchers. Rahimpour et al. (2018) investigated researchers’ identity in their 
own academic articles in relation to the qualitative research methodology.  In 
Rahimpour et al. (2018) study, researchers used personal pronouns and pos-
sessive to indicate their voice in their research articles. In different disciplines, 
the self-mention was used more frequently in social sciences such as philoso-
phy, applied linguistics and sociology comparing to the other fields (Hyland, 
2001).  

However, the voice of the authors can be controlled by professors and edi-
tors. Hegemony is a control over a group via consent and agreement (Gramsci, 
1971) and can be considered as a hurdle for the reformation. In this regard, 
Rezaei and Seyri (2019) found that Iranian PhD students “were concerned 
about the hegemony of English as the language of science and instead preferred 
publishing their works in Persian and in the local journals” (p. 949).  Further-
more, they found that the evaluation system in Iran is based on the publication.  
One of the participants stated that: 

One reason for submitting papers to international journals is that promotion 
of faculty members is tied to the number of articles they publish. If they publish 
a great number of articles, they can easily be promoted to associate professor-
ship (Rezaei& Seyri, 2019, p.947).  

These findings possibly indicate the control of professors over PhD stu-
dents’ academic writing for publishing purposes. Accordingly, professors are 
more familiar with the expectations of academic discourse community in com-
parison to the students. These expectations are accepted by majority and create 
a uniform frame for academic communications. For instance, quantitative arti-
cles follow sets of predetermined steps and deviation from these steps can be 
considered problematic by professors and editors. However, the uniform 
means of communication may be fruitful for some scholars and practitioners. In 
this regard, Mansouri Nejad et al. (2019) found the interests of Iranian PhD 
candidates for quantitative research methods based on facts such as easiness, 
speed, time saving features of data analysis and cost effectiveness. However, 
from a critical lens the uniform means of communication may be considered 
problematic. These steps are not locally identified and have deep roots in the 
western traditions of scientific writing.  Disrespect of the identified standards 
which are accepted globally and by western theorists is equal to rejection. For 
instance, Stapleton (2019) states his strong opposition to the deviation from 
standards in the discourse of scientific articles that have been accepted by the 
majority (natives).  
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Also, the pressure of editors and reviewers is highly influential in maintain-
ing the status quo in academic writing. Accordingly, O’Neil (2019) underlined 
that the editors in well-accredited international journals can control and define 
the construction of knowledge for the entire discipline. Local journals, in Iran, 
may also follow the standards of western dominant scientific discourse in Ira-
nian academic setting.  

 

Research Question and Hypothesis  
Through critical approach toward globalized and ideological manipulation of 
discourse, this study seeks domination of scientific writing in relation to the 
research methodologies in the well-accredited local Iranian journals in the field 
of applied linguistics.  According to our initial investigation there was a signifi-
cant relationship between quantitative and Mixed-methods in terms of Author-
ization’s patterns (see table 3). Therefore, we investigated those patterns be-
tween quantitative and qualitative along with qualitative and mixed-methods 
designs: 

 Are there statistically significant associations between adoptions of au-
thorization’s patterns in different research paradigms in Iranian local 
journals?  

 H0: There are no statistically significant associations between adoptions 
of authorization’s patterns in different research paradigms in Iranian lo-
cal journals. 

 

Materials and Methods 
This study is based on quantitative text analysis method. The texts of academic 
articles published in local Iranian journals are critically analyzed to quantita-
tively investigate the patterns of discourse in relation to their research meth-
odologies.    
 
Corpus 

The corpus of this study is consisted of scholarly papers published in open ac-
cess ‘Academic-Scholarly’ journals granted and approved by the MSRT of Iran. 
These journals are well-accredited and follow peer-reviewed process in their 
decisions. The titles of Iranian targeted journals along with the date of availabil-
ity are brought in Table 1. Some of the journals have been excluded since they 
publish articles in Persian language. 
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Table 1. 
Title and Date of Availability of Iranian Academic-Scholarly Journals 

                       Title  Date of Availability 
Teaching English Language (TEL)  2007 
Iranian Journal of Applied Linguistics (IJAL)  2008 
Iranian Journal of Applied Language Studies (IJALS) 2009 
Journal of Teaching Language Skills (JTLS)  2009 
Journal of Research in Applied Linguistic (JRAL)  2010 
Applied Research on English Language (AREL)  2012 
Issues in Language Teaching (ILT)  2012 
Iranian Journal of Language Teaching Research (IJLTR)  2013 
Iranian Journal of English for Academic Purposes (IJEAP)  2015 

 
The listed journals are related to the field of applied linguistics and mainly 

directed by Iranian state universities. Iranian scholars mostly present their re-
search and their line of thoughts in such journals.  Additionally, the future of 
many educators in Iran, specifically PhD candidates, depends on the publication 
in one of these journals under some circumstances. This highlights the im-
portance of this study and other critical studies with regard to the same subject.  

      As it was discussed in preceding sections, Dornyei (2007) identified 
three main ideologies of research methods in applied linguistics (see Table 2). 
This classification has systematized the selection of the articles in this study. 
Accordingly, 36 papers for each research methodology were randomly selected 
from the mentioned journals (t = 108). 

 
Table 2. 
Three Main Ideological Research Methods in Applied Linguistics 

              Quantitative                    Qualitative                  Mixed methods  
               Positivism            Reformist movement                      Pragmatism  

   
One of the main issues for appropriateness of a quantitative study is the 

sample size; however, in text and discourse analysis this point is secondary. In 
text analysis, researchers might adopt flexible range of subjects. For example, 
Hyland (2013) mentioned that “sometimes researchers work with a single text” 
(p. 149).  

 
The Analytic Framework  

The discourse in academic writing embraces large area for research. It can be 
critically analyzed from the positivistic traditions in textual format of articles 
such as “Introduction, Method, Result, and Discussion” (Canagarajah, 2016) to 
more meaning oriented approaches such as Hyland’s (2005) stance and en-
gagement markers. But, the concept of legitimation can be considered at the 
heart of power manipulation in academic settings and mainly positivist school 
of thought. With regard to CDA, van Leeuwen (2008) classified four areas for 
the discursive manipulation of legitimation in which we selected authorization. 
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This category is comprised of Personal Authority (PA), Expert Authority (EA), 
role model authority (RA), impersonal authority (IA), the authority of tradition 
(AT) and the authority of conformity (AC). Among these six categories, role 
model authority is excluded due to limited application in academic writing.  

To illustrate each sector briskly, in personal authority researchers’ “obliga-
tion modality” can be investigated (van Leeuwen, 2008, p. 106). In fact, identi-
ties which authors construct in the report of their study (such as I or we) are 
under scrutiny. The second classification, expert authority, has much in com-
mon with Clark’s (1992) notion of “appeal to authority” which pinpoints the 
conventional use of pioneers in academic discourses (p. 135). Researchers refer 
to a number of studies which have similar result to support their point of view. 
For instance, as Karimi and Nafissi (2017) have also mentioned, the importance 
and integration of culture learning into second or foreign language learning 
curriculum has been highlighted by many (Brown, 2007; Choudhury, 2014; 
Christiansen & Silva, 2016; Kramsch, 1998; Schulz, 2007; Tomalin, 2008; Wang, 
2008, all cited in Karimi & Nafissi, 2017). According to van Leeuwen (2008) this 
classification typically occurs in academic discourse in which researchers in-
stead of “providing arguments and evidence, quote intellectual megastars, or 
just add their names in parentheses” (p. 107). Numerous references in support 
of a point may also squander the intellectual priorities of readers such as criti-
cal reading and thinking. 

Additionally, standardized rules in research methodologies can be investi-
gated through impersonal authority (e.g., r = .071, p < .01).  These rules are 
mainly indicated by the methodologies that researchers adopt in accomplishing 
their studies. The authority of tradition also tackles the conventions in academ-
ic discourse such as presenting estimate of reliability of instruments in the re-
search articles (e.g., Cronbach’s alpha was found to be 0.77 or reporting Kappa 
value for Qual studies). The report of reliability estimates instead of validity 
investigation which plays much greater role in studies became a common sense 
in Iranian academic discourse community. Finally, the authority of conformity 
targets the reductionist and to the point presentation of gap or statement of the 
problem.  In other words, the traditions of scientific writing conform authors to 
study single problem while possibility of other forces such as political, econom-
ic and cultural constraints are not included in the studies. The reductionist ap-
proach to stating the problem is under magnifier in this part e.g. Askari Matin et 
al. (2018) specifically mentioned several gaps in changing teacher education in 
Iran.  

 
Procedure  

In order to critically analyze the corpus, AntConc software is used for the dis-
course in the texts. AntConc toolkit is a useful program for the frequency meas-
urement of words and phrases in corpus analysis.  Anthony (2013) depicted the 
usefulness of AntCon freeware in providing researchers with constructive ele-
ments of the texts. This program has a converting option for PDF files which 
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urement of words and phrases in corpus analysis.  Anthony (2013) depicted the 
usefulness of AntCon freeware in providing researchers with constructive ele-
ments of the texts. This program has a converting option for PDF files which 

gives the opportunity for critical analysis of the published texts. After the text 
converting step, the identified discourse based on van Leeuwen’s (2008) cate-
gory of ‘authorization’ is investigated through words and clues of those pat-
terns. In this step, texts were scrutinized through Cluster and N/Grams which 
calculates frequencies (Cluster size = Min.1 and Max.1). In case of occurrence, 
the observed frequencies of each category were jotted down. AntConc only 
provides the list of words and sentences without identification of sections 
(whether the clue is in reference, transcription of interviews, or author’s writ-
ing) which may lead to inconsistent results. To this end, we double checked the 
occurrence of the authorizations clues visually by three reviewers in the texts 
for assurance of existence and observed frequencies.  

In order to test the hypothesis, Chi-square test is used via SPSS (version 17).  
This study investigates the associations between frequencies of authorization’s 
patterns (categorical variable) and research methodologies (categorical varia-
ble). Our variables are both categorical and the most appropriate statistical test 
is Pearson’s Chi-Square (Field, 2009).   

 

Results 
In order to probe the research question, two pairs (Quan-Qual and Qual-Mixed) 
exist for running Chi-square test. These two pairs are under scrutiny based on 
the frequency of authorization’s patterns in texts. The findings based on 
AntConc program such as the observed frequencies of authorization’s patterns 
in quantitative, qualitative and mixed are listed in Table 3. 
 
Table 3. 
Observed Frequencies 

                  Methods 
 
Authorizations  

 
Quan 

 
Qual 

 
Mixed 

PA 161 162 153 
EA 135 120 113 
IA 200 25 210 
AT 67 10 49 
AC 31 18 16 
Total 594 335 541 

 
Accordingly, quantitative research methodology has the highest total value 

of using authorization’s patterns. This research methodology has the most 
adoptability of the scientific writing conventions and discourse (Total f = 594). 
The second place belongs to mixed-methods (Total f = 541), yet the frequency 
of occurrence of   IA were even higher than quantitative method due to reliance 
of some researchers on percentage in qualitative data analysis sections. On the 
contrary, the researchers in qualitative study used the lowest authorization’s 
patterns in their writing (Total f = 335). However, the highest frequency of PA 
is recognizable in qualitative research methodology which is a good sign of sur-
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passing the discourse of scientific writing. These observed frequencies were 
used in running the Chi-square test. 

 
 Table 4  
Quan and Qual Methods Authorizations Crosstabulation  
 Authorizations Total PA EA IA AT AC 

Methods 

Quan 
Count 161 135 200 67 31 594 
Expected Count 206.5 163.0 143.9 49.2 31.3 594.0 
Std. Residual -3.2 -2.2 4.7 2.5 -.1  

Qual 
Count 162 120 25 10 18 335 
Expected Count 116.5 92.0 81.1 27.8 17.7 335.0 
Std. Residual 4.2 2.9 -6.2 -3.4 .1  

Total Count 323 255 225 77 49 929 
Expected Count 323.0 255.0 225.0 77.0 49.0 929.0 

 
In order to meet the assumption, the expected count should be higher than 5 

in each cell (Field, 2009).  All the expected frequencies in Table 4 are above the 
threshold which indicates the appropriateness of the proportion of cases in 
each category.  

 
Table 5. 
 Qual and Mixed Methods  Authorizations Crosstabulation  

 Authorizations Total PA EA IA AT AC 

Methods 

Qual 
Count 162 120 25 10 18 335 
Expected Count 120.5 89.1 89.9 22.6 13.0 335.0 
Std. Residual 3.8 3.3 -6.8 -2.6 1.4  

Mixed 
Count 153 113 210 49 16 541 
Expected Count 194.5 143.9 145.1 36.4 21.0 541.0 
Std. Residual -3.0 -2.6 5.4 2.1 -1.1  

Total Count 315 233 235 59 34 876 
Expected Count 315.0 233.0 235.0 59.0 34.0 876.0 

 
Furthermore, the assumption was checked for the second pairs namely 

qualitative and mixed-methods designs. Similar to the previous pairs, all the 
values were higher than five which indicates that the assumption is met. 
 
Table 6. 
 Chi-Square Tests  

 Value Df Asymp. Sig. (2-sided) 
Pearson Chi-Square 119.740a 4 .000 
Likelihood Ratio 133.424 4 .000 
Linear-by-Linear Association 64.162 1 .000 
N of Valid Cases 929   
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 
17.67. 
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The result of Chi-square revealed a statistically significant association in 
adoption of authorization’s patterns between quantitative and qualitative re-
search methodologies (𝜒𝜒2(4) = 119.74, p < .001). This indicates that qualitative 
and quantitative methods were not significantly different in terms of the fre-
quency of occurrence of PA, EA, IA, AT and AC. Also, the result of the Chi-square 
was statistically significant for the qualitative and mixed-methods design 
(𝜒𝜒2(4) = 130.79, p < .001).  

 
Table 7. 
 Chi-Square Tests  

 Value     Df Asymp. Sig. (2-sided) 
Pearson Chi-Square 130.793a 4 .000 
Likelihood Ratio 146.281 4 .000 
Linear-by-Linear Association 53.701 1 .000 
N of Valid Cases 876   
 

Note. a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 
13.00. 

 
Based on these results we can reject our null hypothesis ‘There are no sta-

tistically significant associations between adoptions of authorization’s patterns 
in different research paradigms in Iranian local journals.’ In contrast, there was 
a significant association between methodologies and domination of authoriza-
tion’s patterns which can be considered as the domination of scientific dis-
course in academic writings.  

 
Table 8. 
 Symmetric Measures 

  Value Approx. Sig. 
Nominal by Nominal 
(for Quan and Qual) Phi .359 .000 
 Cramer's V .359 .000 
N of Valid Cases 
  929  
Nominal by Nominal 
(for Qual and Mixed) 
 

Phi 
 .386 .000 

 Cramer's V 
 .386 .000 

N of Valid Cases 
  876  

 
The Cramer’s statistics turned out to be statistically significant (V = .359, P < 

.001), similarly; the result for the second pair was statistically significant (V = 

.386, P < .001) which indicates the proper effect size and reduces the involve-
ment of chance in the result of Chi-square (See Table, 8). 
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Discussion 
In this study, we investigated the associations of authorization’s patterns vis-à-
vis three major research methodologies in applied linguistics. The results re-
vealed statistically significant associations between these two variables. This 
indicates that the scientific writing with authorization’s patterns as a positiv-
istic move is dominant in reporting research in the field of applied linguistics in 
Iran. Accordingly, the results of this study supports the findings of Tavakoli and 
Tavkol (2018) with regard to educational system as one of the several roots of 
domination of traditional (positivist) approaches to English for academic pur-
poses. By considering publications and their scopes and objectives as a part of 
educational system, this study revealed that the articles with different method-
ologies more or less followed the same old conventions of positivism and scien-
tific writing. This can indicate the domination of ideology of positivism in re-
search and reporting research. The qualitative method is widely used in Iranian 
academic context but conventions of scientific (quantitative) writing such as 
reliance on percentages in support of findings is also used in such methodology. 
Reformist movements of qualitative research need critical approach toward all 
aspects of writing not just replacing questionnaires with interviews.  

Moreover, the qualitative and mixed-methods papers could not completely 
achieve the epistemic break in presenting their reports. Kumaravadivelu 
(2012) mentioned that “practitioners of academic disciplines work within the 
epistemic discourse to understand, express, and predict patterns of meaning 
within their disciplines” (p.14). The statistical association of the epistemic dis-
course and research methodologies indicates that ‘understanding, expressing, 
and predictions of meaning’ in Iranian context is tied to scientific/positivistic 
characteristics of knowledge production. Considering globalism as another fac-
tor for the hegemony of “western publishing industries” (Kumaravadivelu, 
2012, P. 21), academic authors can be rejected according to the political rea-
sons. In this regard, Rezaei and Seyri (2019) found that some of the participants 
of their study received unequal and unjust rejections of their studies due to 
political reasons. This finding, in fact, pinpoints the political influence of power 
in education which Freire (1970) pinpointed. Moreover, Mansouri Nejad et al. 
(2019) underlined the force of faculty members for publishing in international 
well-accredited journals. This attitude can influence local journals and local 
academic scholars and practitioners through unequal and limited access to the 
constructed knowledge of their own setting (Raitskaya & Tikhonova, 2020). 
Also, the importance of international well-accredited journals in Iran can influ-
ence the local journals to follow the dominant school of thought and to set simi-
lar structures, norms and standards for local settings.  Our findings indicated 
that most of the studies followed similar legitimate patterns of discourse in 
their reports. This finding indicated the domination of quantitative discourser 
based on the positivist ideology in the academic writing of Iranian scholars and 
practitioners.  Furthermore, practicing the legitimate discourse based on the 
dominant ideology in higher education can restricts critical inquiry and intel-
lectualism (Shear, 2008). For instance, we recognized that some studies intel-
lectually sought the language related matters while they followed the tradition 
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of positivism and scientific writing. In this regard, the identity of authors and 
researchers are under the influence of external forces such as expectations of 
discourse community and greater forces such as the policies of the MSRT.  

The external forces which we underlined are transparent in some findings 
of   Rezaei and Seyri (2019) in that the evaluation system in Iran is based on the 
quantity of publications. Accordingly, authors may adopt the predetermined 
and standardized styles of writing which are widely practiced by international 
scholars in order to achieve their benefits (graduation, promotions, recognition, 
etc.). The findings of this study showed that Iranian researchers adopted glob-
ally approved authorization’s patterns which are widely practiced and accepted 
by the majority of academicians as the scientific language. However, following 
the rules and standards may faint innovation and reform in academic writing. 
For instance, some authors who qualitatively investigated problems used simi-
lar patterns of scientific and quantitative research methodology.  The force of 
academic discourse community for following standards in reporting research 
problematizes the claim of democratic education in Iran. One of the possible 
circumstances for achieving democracy in higher education is to allow “low-
ranking knowledges” enter in educational system. In contrast, the higher educa-
tion in the field of applied linguistics mostly follows the “subjugated knowledg-
es” in Iran. In like manner, every scientific move from research methodologies 
to writing the report of a study should follow prescribed and legitimized stand-
ards in order to become available in public. This notion supports Freire’s bank-
ing model of education. In other words, attentions of intellectuals, scholars and 
practitioners are directed toward materialistic notion of education rather than 
problem-posing and problem-solving characteristics. To enlighten this, Atai et 
al. (2018) stated that “the ultimate goal of doctoral education is to prepare doc-
toral students to write publishable research papers” (p. 31). This claim indi-
cates the materialistic features of higher education in Iran; in which, the inten-
tions of authors are more integrated with academic visibility and benefits ra-
ther than solving socially-related issues which are sought in problem-posing 
model of education.    

On the other hand, personal authority is majorly used in academic articles. 
The result indicated statistical associations of self-mention among all three 
methodologies. This is in contrast to findings of Alimorad (2015) with regard to 
little attention of practitioners toward identity. Moreover, the result (PA with 
frequency of 161, 162 and 153 for Quan, Qual and Mixed respectively) supports 
Hyland (2001) findings on the frequency of self-mention in applied linguistics. 
Iranian practitioners and scholars used personal authority to establish the as-
pects of identity mentioned by Burgess and Ivanic (2010). However, this does 
not entirely pave the road for democratic view in research and academic writ-
ing. In some single authored articles ‘we’ was used instead of ‘I’. Rezvani and 
Mansouri (2013) found similarity between the identity construction of Iranian 
authors and other authors. However, the identity construction is not limited to 
the use of ‘we or I’ in the articles. The nature of research plays a determining 
role and it is in line with what Gee (2000) categorized as ‘institution-identity’. 
In this category the identity is defined and described through institutions and 
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sources of power’s intentions. In academic context, the requirements and objec-
tives which create institutional-identity for faculty members, professors, stu-
dents, and as such are predetermined by authorities. Academicians should fol-
low the expected and predefined characteristics to become member of that 
community.  

This can be considered as hegemony (control through the agreement of ma-
jority). According to Gee (2000) institutional-identity is constructed based on 
the discourse. Montessori (2011) highlighted the role that language plays in 
hegemony and mentioned that this hegemony can be unveiled through CDA. 
The results of this study revealed the domination of positivistic institutional-
identity for academicians in Iranian context. To analyze this finding, personal 
authority was one of the absent features of the texts in scientific writing which 
after several articles and seminal works of critical scholars such as Ivanic 
(1998) became more visible in the academic discourse. But this is only one of 
the several possibilities for overcoming scientific/positivistic rules which are 
identified by authorities in academic discourse and controlled through the con-
sent in the community of applied linguists. For instance, expert authority is 
highly expected in most of Iranian local journals in the field of applied linguis-
tics. But, the role that mega masterminds play in readers and reviewers expec-
tations and approval of the statements and frameworks advocates inequality 
between scholars and practitioners. This is what Kumaravadivelu (2006) as-
tutely tried to minimize via postmethod pedagogy which had deep roots in crit-
ical pedagogy. As it was mentioned, the authorities use predetermined criteria 
for controlling the discourse in report of a research. This is one of the reasons 
that van Leeuwen (2008) identified several authorizations’ patterns which 
should be applied in order to gain acceptance by authorities (ministry of educa-
tion, journals policy makers, reviewers, readers, etc.).  

Another aspect which possibly creates this hegemony is publishing. Accord-
ingly, Chu Kwan (2010) underlined the pressure on doctoral students for pub-
lishing internationally in Asian context. In the field of applied linguistics in Ira-
nian context, this pressure (pressure of publishing as key for students’ prosper-
ity) is not limited to publishing in international journals and locally approved 
journals adds to it. In fact, doctorial and graduate students’ future is defined in 
either publishing in well-accredited international journals or locally approved 
journals. The result of this pressure is competition and it will be the benefit for 
the sources of power. In this regard, Atai et al. (2018) found that Iranian doc-
toral students   compete for gaining the profit of publishing. This profit is what 
sources of power identified for students, professors, and researchers which 
creates individual competition.  In other words, MRST’s policies created an at-
mosphere which graduation became one of the main motives of PhD candidates 
(Rezaei and Seyri, 2019) and accordingly they might follow the expectations of 
the discourse community unquestionably. This competition is not appreciated 
in liberal education. However, to achieve this benefit (such as permission for 
defense session, upgrading assistant position into associate and as such) we 
have to follow those authorizations’ patterns. For instance, we used similar au-
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thorizations’ patterns in this study that we critically investigated in the articles 
of other authors.    

 

Conclusion 
Change in educational system happens gradually. In hey days of behaviorism, 
behaviorists merely thought about other possibilities in applied linguistics. This 
change can be achieved through praxis of intellectual priorities in higher educa-
tion which invites academicians to democratic approaches. To investigate the 
possibility for democracy in academic writing, we sought authorizations’ pat-
terns among three major research methodologies in local Iranian journals. In 
fact, we expected that the ideology behind the research methods influence the 
writing patterns of authors in their article. However, the result indicated that 
there is statistically significant association between research methods in terms 
of adoption of authorizations’ patterns. In other words, the same conventions in 
writing quantitative studies were used in qualitative and mixed-methods de-
signs. This indicates the domination of scientific style of writing in Iranian con-
texts in the field of applied linguistics. However, qualitative inquiry could be 
more indicative of its inherited resistance against positivism based on the ob-
served frequency but this was not statistically significant. One of the intentions 
in qualitative research method is democratic society (Denzin & Lincoln, 2005); 
as a result, researchers could imply more democratic style of writing for paving 
the road for the future of applied linguistic in Iran. For instance, they can bring 
their identity in all parts of their article. Moreover, Canagarajah (2016) under-
lined the traditional sections of articles (i.e. Introduction, Method, Conclusion) 
as the conventions in empirical and positivists ideology. Researchers, specifical-
ly those who adopt qualitative research methods, can use different alternative 
sections for the report of their studies. Furthermore, Dornyei (2007) specifical-
ly mentioned that there is no guarantee for the truthfulness of the language of 
statistics in quantitative method; therefore, it is suggested that qualitative re-
searchers replace numerical oriented (such as percentages and values) expla-
nations in their findings by in-depth explorations.   

The result of this study may shed some lights on the domination of positiv-
ist’s ideology in the field of applied linguistics in Iran. In this respect, the policy 
makers in the MSRT along with editorial boards of Iranian journals in the field 
of applied linguistics may change the globalized and westernized view of educa-
tion into more locally oriented approaches. According to Mansouri Nejad et al. 
(2019) findings, one unethical action practiced by the PhD candidates in Iran 
was ‘simultaneous multiple submissions’.  Possible reformation in MSRT poli-
cies may create an atmosphere for PhD candidates to follow ethical actions. 
MSRT’s policy makers can adopt problem-posing model of education (in which 
socially related issues in language related studies are of concern) instead of the 
banking model of education (which the number of publications based on west-
ern academic convention is of importance). University professors can also pro-
vide students with an open-minded view towards education and research field. 
They can help students to democratically adopt their research methodologies 
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which they want to use in their studies beside the freedom of reporting. Stu-
dents of the field of applied linguistics, on the other hand, can use reformist 
approach in their academic communications in the case of interests for the de-
viation from positivistic norms.    

 For further scrutiny, we suggest an in-depth study on moves and au-
thorization’s patterns in qualitative research articles in applied linguistics. Ac-
cordingly, some possibilities for alternatives of the authorization’s patterns in 
academic discourse may become apparent. Moreover, investigation of authori-
zation’s patterns among well-accredited international journals may specify the 
dominant scientific discourse that has been practiced internationally. We also 
suggest a comparison of dominant discourse between Iranian and international 
journals to identify the status of Iranian and global authors. Identification, re-
sistance and reflection on the positivism and positivists’ traditions have roots 
in emancipatory knowledge (see Habermas, 1971), which strive for democracy.  
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Abstract 
Identity processing styles are those psychological, sociocultural, and so-
cio-cognitive mechanisms that shape, reshape, and establish different 
individuals’ identities both in their mother tongues and in the second or 
foreign language they are striving to acquire. The relationship between 
these identity processing styles and L2 learners’ pragmatic competence is 
a crucial issue that has not been explored thus far in an EFL context. 
Therefore, the present study sought to investigate the relationship be-
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tween the information-oriented, diffuse-avoidant, and normative identity 
processing styles as measured by Berzonsky’s (2011) Identity Processing 
Style Inventory (ISI-4) and L2 speech-act knowledge and production 
among 122 (82 F and 40 M) Iranian upper-intermediate to advanced pro-
ficiency level learners. A validated 35-item multiple-choice discourse 
completion test (MDCT) including five frequent English speech acts (re-
quests, apologies, refusals, complaints, and compliments/compliment 
responses) and a related role-play interactive test were then employed. 
The application of multiple regression revealed that diffuse-avoidant and 
normative identity processing styles were significant but moderate con-
tributors to both pragmatic knowledge and production; however, infor-
mation-oriented identity processing style was a weak significant predic-
tor. These findings imply that teachers can manage and tailor the instruc-
tional pragmatic practices in accordance with the learners’ identity pro-
cessing styles.  

Keywords: identity processing style, information-oriented, dif-
fuse-avoidant, normative, L2 pragmatic knowledge, pragmatic 
performance 
 

Introduction 
Individual differences (IDs) occupy a prominent position in learning a foreign 
or second language based on the existing SLA literature. Individual differences 
have been defined as “dimensions of enduring personal characteristics that are 
assumed to apply to everybody and on which people differ by degree” (Dörnyei, 
2005, p. 4). Brown (2014) has mentioned that age, gender, personality, motiva-
tion, willingness to communicate, language proficiency, intelligence and apti-
tude, identity, and self-esteem are the most investigated individual variables in 
SLA research over the past century. As asserted by Ellis (2005, 2008), individu-
al differences are significantly related to foreign or second language learning in 
general and some language skills and sub-skills in particular. Ellis (2008) has 
reported some of the most significant studies on the relationship between the 
aforementioned variables and L2 listening, reading, speaking, writing, gram-
mar, and vocabulary from across various EFL and ESL contexts.  

Pragmatics research also parallels the mainstream theories and research 
agenda in SLA, and accordingly, it has also witnessed some studies, drawing on 
multiple interweaving factors—linguistic, psychological, cognitive, sociological, 
affective, and social— which need to be scrutinized concomitantly to perceive 
the acquisition and learning of L2 pragmatics. A considerable amount of re-
search has been done on the contribution of L2 proficiency (e.g., Al-Gahtani & 
Roever, 2018; Bella, 2012, 2014; Derakhshan, 2019; Félix-Brasdefer, 2004, 
2007; Galaczi, 2014; Roever, 2005; Rose, 2000, 2009; Taguchi, 2005, 2007; 
Takimoto, 2009), motivation (e.g., Arabmofrad et al., 2019; Tajeddin & Zand-
Moghadam, 2012; Takahashi, 2005; Ushioda, 2009), emotional intelligence 
(Ahmadi Safa, 2013; Derakhshan et al., in press), multiple intelligences (Sarani 
& Malmir, 2020), age and gender (Diskin, 2017; Malmir & Derakhshan, 2020; 
Tajeddin & Malmir, 2014) both as physiological and socio-psychological varia-
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agenda in SLA, and accordingly, it has also witnessed some studies, drawing on 
multiple interweaving factors—linguistic, psychological, cognitive, sociological, 
affective, and social— which need to be scrutinized concomitantly to perceive 
the acquisition and learning of L2 pragmatics. A considerable amount of re-
search has been done on the contribution of L2 proficiency (e.g., Al-Gahtani & 
Roever, 2018; Bella, 2012, 2014; Derakhshan, 2019; Félix-Brasdefer, 2004, 
2007; Galaczi, 2014; Roever, 2005; Rose, 2000, 2009; Taguchi, 2005, 2007; 
Takimoto, 2009), motivation (e.g., Arabmofrad et al., 2019; Tajeddin & Zand-
Moghadam, 2012; Takahashi, 2005; Ushioda, 2009), emotional intelligence 
(Ahmadi Safa, 2013; Derakhshan et al., in press), multiple intelligences (Sarani 
& Malmir, 2020), age and gender (Diskin, 2017; Malmir & Derakhshan, 2020; 
Tajeddin & Malmir, 2014) both as physiological and socio-psychological varia-

bles, personality types (e.g., Kuriscak, 2006; Taguchi, 2014, 2019; Verhoeven & 
Vermeer, 2002), and willingness to communicate (Reinders & Wattana, 2012) 
to L2 learners’ speech acts, replicators, and conversational routines.  

Social identity and language identity have also received some attention from 
pragmatics researchers (e.g., Bagheri Nevisi & Afsooshin, 2020; Hassall, 2015; 
Malmir, 2020; Nestor et al., 2012; Norton, 1997, 2000, 2010; Ohta, 2005; Peirce, 
1995). Kasper and Roever (2005) have argued, both social and language identi-
ties, directly and indirectly, exert a tremendous influence on L2 pragmatic de-
velopment and performance. In fact, most socio-pragmatic norms of the L2 are 
exquisitely interwoven into the social and cultural identity of the target com-
munity which inevitably affects the learners’ pragmatic knowledge and perfor-
mance (Kasper & Rose, 2002). Nonetheless, these mostly recognized types of 
identities may be the manifestation of a deeper cognitive and psychological 
identity formation mechanism. The development of any kind of identity, includ-
ing social, cultural, and L1 and L2 identities, is the offspring of the psychological 
construct of identity processing style (Berzonsky & Ferrari, 1996). Berzonsky 
(2010) defined the identity processing styles as “those processing social, psy-
chological and cultural mechanisms which shape, reshape, and determine the 
identity of an L2 learner in the target language s/he is acquiring” (p. 32). These 
identity processing styles set the stage for the formation of the individual’s self-
image and self-conceptualization during his/her cognitive, emotional, and so-
cial maturation in the community.  

Identity processing styles as a very important class of individual differences 
have been comparatively less studied in SLA in general, and to date, no study 
has been conducted to examine their contributions to L2 pragmatic knowledge 
and performance. Therefore, the present study attempted to examine the extent 
of the contribution of information-oriented, diffuse-avoidant, and normative 
styles as the three essential types of identity processing styles to L2 learners’ 
knowledge and actual performance speech acts. Moreover, this study has tried 
to scrutinize the relationship between these identity processing styles and a 
larger number of speech acts in comparison with the majority of the earlier 
speech-act studies that only focused on one or two speech acts.  

 

Literature Review 
Pragmatic Competence  

Pragmatic competence is the ability that lets second or foreign language learn-
ers know how to use the linguistic forms to express their needed meanings and 
to achieve their communicative purposes/functions based on the variables pre-
sent in the social context. Taguchi (2017, 2019) has pointed out that pragmatic 
competence entails a comprehensive knowledge of L2 linguistic forms and their 
use in the contexts to complete social actions. Bardovi-Harlig (2005) defined 
pragmatic competence as the second or foreign language learners’ knowledge 
and use of the target language in sociocultural exchanges. Bardovi-Harlig 
(2010) maintained that pragmatic competence is that kind of knowledge that 
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bridges the gap “between the system side of language and the use aside” (p. 1). 
Barron (2003) depicted pragmatic competence as the knowledge of pragmalin-
guistic forms and sociopragmatic norms and how to appropriately use them to 
achieve communicative functions based on the dynamic and complex sociocul-
tural requirements that are inherent in human interactions.  

Nearly all these definitions provided for pragmatic competence emphasize 
three important types of abilities or capabilities. First, L2 learners need to de-
velop an effective repertoire of declarative knowledge regarding linguistic as-
pects of the language, including lexical and grammar information. Second, L2 
learners should achieve a level of procedural knowledge use that abstract theo-
retical competence in actual everyday encounters, i.e., how to act and use the 
language to express the meanings and intentions. And finally, L2 learners 
should have the skill to use pragmatic knowledge and abilities based on the 
demands of the situation and dynamism of the sociocultural context, which is 
under the influence of some micro-level and macro-level sociocultural factors. 
Therefore, in line with the dichotomy made by Kasper and Rose (2002), we can 
dissect pragmatic competence into knowledge and performance modules. This 
dichotomous division has been echoed in the current pragmatic literature by 
many of the renowned scholars (e.g., Bardovi-Harlig & Bastos, 2011; Roever, 
2013; Taguchi, 2007, 2008, 2009).  

As far as the content of the pragmatic competence is concerned, the majority 
of the researchers and scholars agree that speech acts are the building blocks of 
pragmatic competence. The speech acts accompanied by implicatures and con-
versational routines are the core of pragmatic knowledge with the lion share 
for speech acts (Taguchi & Roever, 2017). In effect, whenever we engage in in-
teractions, we are using a chain of various speech acts, or we are answering a 
range of speech acts produced by others. As a result, successful language learn-
ers should continually assess how to produce speech acts and how to compre-
hend them based on the events in the scene of the conversation. According to 
Schauer (2009), speech acts are the functions of language and the communica-
tive acts that convey the intended meanings and intentions of the interlocutors 
in any language encounter.  

Speech acts have been classified from different perspectives and by different 
scholars over the past century (See Flowerdew, 2013 for a complete list); how-
ever, the most preferred classification is based on what speech acts actually do 
in the real world. Therefore, classifications of the speech acts from the 1990s 
thus far include categories such as requests, apologies, refusals, thank-yous, 
greetings, complaints, compliments and compliment responses, condolences, 
accepting, and rejecting these types of functions, and so forth. Speech acts have 
been studied from a purely linguistic perspective and learning or teaching per-
spective based on the educational needs of language practitioners in L2 prag-
matics research. One of the areas of researching speech acts has been their rela-
tionship with L2 learners’ differences since learners have different cognitive, 
affective, and social predispositions and tendencies that directly and indirectly 
influence their acquisition and use of L2 speech acts an issue that it is briefly 
dealt with in the next section.  
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retical competence in actual everyday encounters, i.e., how to act and use the 
language to express the meanings and intentions. And finally, L2 learners 
should have the skill to use pragmatic knowledge and abilities based on the 
demands of the situation and dynamism of the sociocultural context, which is 
under the influence of some micro-level and macro-level sociocultural factors. 
Therefore, in line with the dichotomy made by Kasper and Rose (2002), we can 
dissect pragmatic competence into knowledge and performance modules. This 
dichotomous division has been echoed in the current pragmatic literature by 
many of the renowned scholars (e.g., Bardovi-Harlig & Bastos, 2011; Roever, 
2013; Taguchi, 2007, 2008, 2009).  

As far as the content of the pragmatic competence is concerned, the majority 
of the researchers and scholars agree that speech acts are the building blocks of 
pragmatic competence. The speech acts accompanied by implicatures and con-
versational routines are the core of pragmatic knowledge with the lion share 
for speech acts (Taguchi & Roever, 2017). In effect, whenever we engage in in-
teractions, we are using a chain of various speech acts, or we are answering a 
range of speech acts produced by others. As a result, successful language learn-
ers should continually assess how to produce speech acts and how to compre-
hend them based on the events in the scene of the conversation. According to 
Schauer (2009), speech acts are the functions of language and the communica-
tive acts that convey the intended meanings and intentions of the interlocutors 
in any language encounter.  

Speech acts have been classified from different perspectives and by different 
scholars over the past century (See Flowerdew, 2013 for a complete list); how-
ever, the most preferred classification is based on what speech acts actually do 
in the real world. Therefore, classifications of the speech acts from the 1990s 
thus far include categories such as requests, apologies, refusals, thank-yous, 
greetings, complaints, compliments and compliment responses, condolences, 
accepting, and rejecting these types of functions, and so forth. Speech acts have 
been studied from a purely linguistic perspective and learning or teaching per-
spective based on the educational needs of language practitioners in L2 prag-
matics research. One of the areas of researching speech acts has been their rela-
tionship with L2 learners’ differences since learners have different cognitive, 
affective, and social predispositions and tendencies that directly and indirectly 
influence their acquisition and use of L2 speech acts an issue that it is briefly 
dealt with in the next section.  

Individual Differences and Pragmatics 

The relationship between individual/learner variables and acquisition and use 
of various L2 speech acts have been the focus of theoretical and empirical in-
vestigation over the half past century. Taguchi and Roever (2017) have divided 
these individual differences into two groups of cognitive versus social catego-
ries. Cognitive individual differences include variables such as language profi-
ciency, intelligence, and aptitude; whereas, social individual differences include 
variables such as willingness to communicate (WTC), L2 language identity, and 
personality factors. Some other scholars (e.g., Roever et al., 2014) have divided 
the individual differences into three groups by adding affective variables and 
including personality types and motivation within that group.  

 Another theoretical debate about the role of individual differences in L2 
pragmatic development and performance is how researchers and scholars 
should treat these individualistic peculiarities in their studies and how they can 
operationalize the related constructs. Initially, these individualistic characteris-
tics were considered as fixed, unidimensional, and stable over time that lend 
themselves to psychometric evaluation and hence to instructional intervention. 
However, in the turn-of-the-century, as our knowledge in psycholinguistics and 
sociolinguistics augmented, L2 researchers and experts advanced this argu-
ment that these individual differences should be considered as dynamic, ever-
changing, and unstable traits that are highly under the influence of the dyna-
mism of the sociocultural context and easily cannot be measured by the tradi-
tional psychometric tests and that we need more sophisticated operational def-
initions for them in applied linguistics research (Roever, 2006).  

According to Taguchi and Roever (2017), language proficiency has been the 
most studied individual variable in L2 pragmatics, and how it is related to 
pragmatic production and performance concerning the most frequent speech 
acts. Bella (2012) examined the relationship between the knowledge of L2 
Greek and proficiency level and revealed that advanced learners had a better 
knowledge of Greek refusals compared with intermediate and lower proficien-
cy learners. Interestingly, she also found that even advanced learners could not 
be compared with the native speakers of Greek, clearly highlighting the role of 
proficiency in the target language. Taguchi’s (2011) study also showed that L2 
proficiency was positively correlated with the knowledge of L2 speech acts and 
various conventional and nonconventional implicatures. Having reviewed some 
of the important studies, Taguchi and Roever have concluded that higher lan-
guage proficiency levels better correlate with both speech act knowledge and 
performance. The second most investigated individual characteristic was lan-
guage motivation or pragmatic motivation. Generally, the existing literature on 
the relationship between motivation and acquisition and use of various speech 
acts revealed that motivation in general and pragmatic motivation in particular 
positively correlates with higher knowledge of speech acts (Kasper & Rose, 
2002). It should be noted that the correlation between motivation and prag-
matic production/performance is less than pragmatic knowledge. In a seminal 
study, Takahashi (2005) found that proficiency was a significant contributor to 
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EFL learners’ awareness and noticing of various English pragmalinguistic forms 
in return conversations. Various types of personality factors have also been the 
focus of the scrutiny in L2 pragmatics research. The five big personality charac-
teristics, as labeled in the literature, for example, have been studied by many 
scholars (e.g., Kuriscak, 2006; Taguchi, 2014; Verhoeven & Vermeer, 2002). In 
their research, Verhoeven and Vermeer (2002) investigated the relationship 
between L2 Dutch pragmatic knowledge and personality type as measured by 
the Big Five model. The results of this study showed a moderate positive corre-
lation between openness to experience and L2 Dutch pragmatic knowledge. 
Taguchi and Roever (2017) have summarized these studies reporting that in-
troversion /extroversion is the most examined personality factor in the existing 
literature.  

Compared with the above-mentioned individual variables, language identi-
ty, or social identity roles in the development of the speech act knowledge and 
performance have been comparatively less investigated. These studies have 
tried to examine the extent of the relationship between language identity or L2 
social identity as measured by a questionnaire or survey and L2 speech act 
knowledge (e.g., Block, 2006; Duff, 2002; McNamara, 1997; Norton, 2000; 
Siegal, 1996). These studies have reported a positive correlation between the 
two. Nonetheless, identity is a very complex individual characteristic that acts 
based on psychological, cognitive, and social dimensions. So, we need to answer 
how the identity formation processes at the cognitive and psychological level 
are related to L2 learners’ speech act knowledge and performance. Thus, before 
studying the relationship between L2 identity and pragmatic competence, we 
need to check the relationship between general identity processing styles and 
pragmatic knowledge and performance, a research gap that has not been seri-
ously dealt with in the existing literature.  

 
Identity Processing Styles 

Identity is the learners’ definition of his or her relationships with the external 
sociocultural world and internal emotional and socio-cognitive predispositions 
that determine the individual’s notion of self, family, society, and the whole of 
humanity. Identity has been the target of extensive studies in psychology, soci-
ology, sociolinguistics, and anthropology because of its inherent importance 
that is very crucial in many sub-branches of social sciences and humanities. 
Norton (2013) pointed out that the identity of the individuals is the focal site of 
all knowledge and science, applied linguistics being no exception. Berzonsky 
(1990) described the concept of identity as “a self-constructed cognitive repre-
sentation of oneself that is used to interpret self-relevant information and to 
cope with personal problems and life events” (p. 156). Cote and Levine (2002) 
stated that identity formation is a dynamic and lifelong process that is shaped 
by the individuals’ interactions with other people within the society based on 
their own idiosyncratic tendencies and capabilities. As a consequence, when 
talking about identity, we should consider its multilayered and complex com-
posite. Block (2007) mentioned that whenever a person acts in society, (s)he 
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their own idiosyncratic tendencies and capabilities. As a consequence, when 
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displays a dimension of his/her constructed identity which is materialized as a 
person’s intellectual identity, family identity, social identity, political identity, 
L1, and L2 identities, and so forth. Berzonsky (2004) maintained that these 
three identity processing styles are, in essence, problem-solving abilities and 
failure-coping mechanisms that can conspicuously show themselves in the lan-
guage used by different people.  

As far as identity processing styles are concerned, most identity theories 
adhere to three main categories: information-oriented, normative, and diffuse-
avoidant (e.g., Berzonsky & Adams, 1999; Berzonsky & Neimeyer, 1994; 
Schwartz et al., 2006). According to Duff (2002), individuals with dominant in-
formational identity aside are very capable at encountering and solving differ-
ent problems tactfully and effectively, they are congenial and highly willing to 
integrate and intermingle with people around them, they are not impulsive and 
do not judge the events quickly, and they set clear short-term objectives and 
long-term aims for their own progress and self-fulfilment. Additionally, they try 
to educate themselves for achieving their own goals and expectations, show 
resilience in the face of adversity, and the difficulties that challenge them in 
their individual life, social encounters, and occupational experiences (Berzon-
sky & Kuk, 2005). Taylor (1989), one of the pioneers of identity research, main-
tained that information-oriented individuals have sharp minds and do not 
quickly believe what they have been told, are good evaluators, and try to self-
explore their own and others characteristics.  

Berzonsky and Kinney (1994) mentioned that individuals with the predom-
inant normative identity aside learn and internalize other people’s values, re-
spect their standards and accepted ethics, and they moderately get involved in 
relations with other people. However, these individuals are more malleable by 
the forces of the sociocultural context and they need to be externally organized 
by others (Norton, 2010). Furthermore, people with normative identity pro-
cessing style seek to obtain information that is more consistent with their own 
values and the values of the important people around them, they are more 
closed-minded compared with the informational people and are more easily 
influenced by other people’s advice especially by those who have some kind of 
social or intellectual power, they like to decide after receiving analysis and con-
sultations from others, and they tried to self-assess themselves in different are-
as of their lives (Berry, 2005).  

People who possess diffuse-avoidant identity processing styles utilize more 
emotional strategies in their social interactions, are not good decision-makers 
especially in challenging circumstances, are very conservative and hesitant in 
their decisions and try to pay meticulous attention to all possible repercussions 
of their decisions in advance (Schwartz, 2011), are somehow unpredictable in 
their demeanor and speech (Dollinger, 1995). Meeus and Dekovic (1995) as-
serted people with diffuse-avoidant identity processing styles employ fewer 
metacognitive and cognitive strategies in their learning and assessment of their 
own progress and changes in the surrounding environment. 
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A great deal of research has been conducted on the relationship between 
these three different types of identity processing styles and educational 
achievement (e.g., Berzonsky & Kuk, 2005; Crocetti et al., 2008; Dollinger,1995; 
Eryigit & Kerpelman, 2009; Schwartz, 2011); however, there is comparatively 
little research about their investigation in second or foreign language learning 
and teaching in EFL/ESL contexts and very few studies can be mentioned in 
this regard (e.g. Razmjoo, 2010; Razmjoo & Izadpanah, 2010; Razmjoo & Neissi, 
2010).  

As depicted in the previous literature, the importance and centrality of iden-
tity processing styles as psychological, sociocultural, and socio-cognitive varia-
bles in learning and L2 are undeniable, and they have shown the contribution 
to the development of reading and writing skills as reported by Razmjoo and 
Izadpanah (2010); however, their relationship with L2 pragmatic knowledge 
and performance, to date, has not been investigated through empirical studies. 
Accordingly, due to their probable significant contribution to language devel-
opment and the paucity of research in this regard, the current research at-
tempted to examine the relationship between identity processing styles and L2 
learners’ knowledge and performance for common English speech acts as the 
core of the pragmatic competence. Specifically, the current study was guided by 
the following two questions:  

1) How well do identity processing styles contribute to Iranian EFL learn-
ers’ L2 speech-act knowledge? Which identity processing style is a 
stronger predictor of L2 speech-act knowledge?  

2) How well do identity processing styles contribute to Iranian EFL learn-
ers’ L2 speech-act production? Which identity processing style is a 
stronger predictor of L2 speech-act production? 

 

Method 
The present research tried to investigate the relationship between identity pro-
cessing styles and L2 pragmatic knowledge and performance regarding the 
common speech acts through the correlational ex post facto design.  
 
Participants 

A sample of 122 Iranian EFL learners took part in this study. These learners 
were selected among the 203 BA students at Imam Khomeini International 
University (IKIU), Qazvin who were studying either English language transla-
tion studies or teaching English as a foreign language (TEFL) English language 
teaching.  The study sample was selected based on the results of the Michigan 
Test of English Language Proficiency. Those learners whose scores fell at or 
beyond the mean score were chosen. The selected participants were seniors (n 
= 36), juniors (n = 35), sophomores (n = 29), and freshman (n = 22) regarding 
the language learning experience at the university level; however, they had 
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been engaging with English from 2 to 7 years before entering the university (M 
= 6.2 years, SD = 3.4). The participants’ age range was between 18 and 25 (M = 
21.3, SD = 2.4), and 82 of them were females (67.2 %), and the rest 40 were 
males (32.8 %). The dominant mother tongue of the learners was Persian or its 
dialects (n = 87); however, some learners had Turkish (n = 12), Kurdish (n = 8), 
Tati (n = 6), Arabic (n = 4), Chinese (n = 3 female students from China), Thai (n = 
1), Japanese (n = 1). The majority of the learners were Iranians; but as afore-
mentioned, there were some students from China, Japan, Syria, and Lebanon.  
 

Instruments 

The current study utilized a language proficiency test and two pragmatic as-
sessment tools as follows: The Michigan Test of English Language Proficiency 
(MTELP) as a homogeneity test, a multiple-choice discourse completion test 
(MDCT), and interactive pragmatic role-plays. The features of the used instru-
ments, their content, reliability, and implementation steps will be briefly 
touched upon in the next sections.  
The Michigan Test of English Language Proficiency. In order to target a ho-
mogenous group having a similar level of language proficiency, the Michigan 
Test of English Language Proficiency (MTELP) was utilized. This test includes 
100 multiple-choice items within three sections of reading comprehension (20 
items based on four reading passages), vocabulary (40 items), and grammar 
(40 items). It has also been found to be of high reliability as reported in previ-
ous studies (e.g., Brown & Abeywickrama, 2010; Shohamy et al., 2017). The 
reliability of the test estimated in the present study was .82.  
The Identity Processing Style Inventory (IPSI-4). The Identity Processing 
Style Inventory (IPSI-4) was developed and validated by Berzonsky (2011). It is 
a five-point Likert-scale including 40 items that determines four major types of 
identity processing styles: a) the informational-style scale (7 items); b) norma-
tive-style scale (8 items; c) diffuse-avoidant-style scale (9 items); and d) the 
commitment-style scale (9 items). The commitment subscale with 9 items usu-
ally applied in psychology research that was excluded from this study based on 
the guidelines given by the inventory developer; therefore, the final scale is 
made up of 31 items. Berzonsky has validated and modified the inventory in a 
series of studies (1990, 1992, 1994, 2011), reporting reliability indices beyond 
.75. The three components of the inventory have been extracted through com-
ponential factor analysis with high alpha values for the whole inventory and the 
subsections. This inventory has also proved its high reliability in the Iranian 
EFL context (e.g., Razmjoo & Izadpanha, 2010; Razmjoo & Neissi, 2010). The 
test rubrics provide information about the items that estimate each type of 
identity processing style. It will take 10 to 15 minutes to fill out the inventory.  
Multiple-Choice Discourse Completion Test (MDCTs). Tajeddin and Malmir 
(2015) designed and validated the multiple-choice discourse completion test 
(MDCT) to assess speech act knowledge of EFL learners. It comprised 50 items, 
each of which involved a pragmatic context, a three to eight-line conversation, 
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and three options, one of which was the most suitable choice concerning prag-
matic criteria and a specific situation. Well-known American English conversa-
tion books and their specific speech acts of compliment/compliment responses, 
requests, refusals, complaints, and apologies informed the production of the 
content of the pragmatic test. The criterion for choosing these five speech acts 
was their frequent use in the language. All aspects of the content including the 
conversation, contexts, and options were produced by American English native 
speakers in real-world situations as mentioned by the American English con-
versation books used for developing the test. It should be also noted that only 
minor revisions were made to the content for the purpose of the test. Originally, 
to pilot the test, it was given to a group of 60 American English native speakers. 
Item discrimination and item facility results revealed 10 items needing to be 
excluded from the test. Besides, the test was reduced for its length by putting 
the conversations into the contexts. The Cronbach alpha reliability coefficient 
found in this regard was .89. But the test went through a second pilot study 
with a group of 80 EFL learners for ensuring its reliability in the EFL context. 
The Cronbach alpha result reported was .75. Besides, some modifications were 
made to the test such as the elimination of five more items. For instance, item 
number 5, in the final version, is presented below:  
Item 5 

Pragmatic Scenario: Eric works as a waiter. He is supposed to work this after-
noon but he hasn't been feeling well lately and wants to go and see his doctor. 
He decides to ask his colleague Nikita to take his shift. What would he say? 

a. Nikita, be a real friend! Take my shift this afternoon. I know you are free. I 
am going to the doctor. 

b. Nikita, I know you’re free today. As I am going to the doctor, you will take 
my shift this afternoon.  

c. Nikita, would you mind taking my shift this afternoon? I'd really appreciate 
it. I am going to the doctor.  

 

After the validation process, the final version of the test included 35 items. 
The parts of the last version of the MDCT are presented in Table 1.  

 
Table 1. 
The Speech Act Components of the MDCT (Adapted from Tajeddin & Malmir, 2015) 

Speech Act Number of Items 
Request 7 
Apology 9 
Refusal 8 
Compliment/ Compliment Response 7 
Complaint 4 
Total                                                                  35 
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Interactive Pragmatic Role-plays. Role-plays are a type of interactive produc-
tion data collection tool in L2 pragmatics research and a logical balance and a 
beneficial compromise between the highly controlled and structured data col-
lection procedures and naturally occurring data. According to Roever (2005), to 
estimate L2 learners’ pragmatic performance, the researchers should use inter-
active instruments rather than traditional metapragmatic judgment tasks 
which only gauge pragmatic knowledge, what we did in the second phase of the 
current study. According to Taguchi and Roever (2017), role plays are either 
closed or open. In the current study, open role plays were used to elicit an in-
teraction around the given pragmatic scenarios between two participants. The 
researchers could themselves be the interlocutors; however, they avoided it, 
because in that case, learners might have felt more psychological and cognitive 
pressure and considered the whole role-play sessions as artificial. Accordingly, 
the role plays where acted out by pairs of peers in a non-threatening and joyful 
environment, and the researchers were observers, recorders, and cognizant 
analysts in this scene of the events. Besides the pragmatic scenario, the inter-
locutors were given some role-play cards determining the relationship between 
the two parties and who was the initiator of the conversation. No time limit was 
imposed on the flow of the conversation and when the learners felt they cannot 
continue any more they closed the conversation.  

As mentioned by Schauer (2009), the application of role plays in pragmatics 
research may be open to validity and authenticity threats; accordingly, the re-
searchers tried their best to provide a non-threatening environment for the 
study participants, and they were informed that there was no assessment 
judgment and their performances were kept confidential, and after some time 
the recorded conversations were deleted. Moreover, the researchers did not 
interrupt the moment by moment co-construction of the interaction and tried 
to let students act as if they are in real-world situations interacting with native 
speakers of English. Additionally, the participants were not forced to close the 
conversations, and they were given this permission to continue the conversa-
tion until the topic was well exchanged between the two parties and reached a 
saturation point. The researchers did not intervene at all during the recordings. 

For analyzing the data and before quantitatively deciding on the pragmatic 
performance abilities of the learners regarding the five common speech acts, all 
the recorded role plays were first transcribed based on their Jefferson’s (2004) 
transcription system for conversation analysis (CA). This transcription system 
is the most comprehensive conversation analysis package that represents sen-
tences and words by the formal and sometimes informal orthographic repre-
sentations, pauses, overlaps, latches, and other emotional behaviors. Jefferson’s 
(2004) transcription system can be used hierarchically from the formal spoken 
and written sentences to minute feelings and emotions, pauses, laughter, re-
duced forms, dialectical contractions, and many other suprasegmental features; 
however, since this study purported to only estimate the learners’ ability to 
produce corrected speech acts considering appropriate socio-pragmatic forms 
and pragmalinguistic norms, it did not follow the detailed modules of the sys-
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tem, and it opted the general paradigms inasmuch as it could disclose learners’ 
speech act performance abilities.  

The two researchers whose area of interest in applied linguistics research is 
pragmatics and discourse analysis were the raters. As mentioned by discourse 
analysts and pragmaticians, there is no established and unanimously agreed 
upon rubric or checklist for scoring the role-plays (see Taguchi & Roever, 
2017); however, the researchers should consider issues such as politeness, 
power, imposition, and distance based on the dynamism of the sociocultural 
context to quantify the qualitative role-plays, a process which is not exempt 
from human error and misjudgments. In tandem with the existing literature 
and some earlier empirical studies, this research assigned the successful use of 
the speech acts with appropriate locuctionary, illocutionary, and perlocution-
ary acts based on a scale from zero to four. Therefore, the total score given for 
the successful contextualized use of the speech acts for each party in the con-
versations could be 20. The raters gave their scores based on a checklist pro-
vided and agreed upon prior to the data analysis.  

It should be humbly noted that despite all the efforts made to provide pre-
cise quantification of purely qualified and sociocultural phenomena like inter-
actions as elicited through role-plays, there are some issues of validity and au-
thenticity. As argued by Taguchi and Roever (2017), we need to compromise 
between researching pragmatics by tolerating the challenges and intervening 
factors instead of abandoning the inquiry discourse analysis and pragmatics. 
MAXQDA Intercoder Agreement Function was employed to estimate the inter-
coder reliability that is a prerequisite in qualitative analysis. The estimated av-
erage percentage agreement was 87.53%, representative of a strong agreement 
between the scores given by two raters as mentioned in the literature (e.g., As-
pers & Corte, 2019; MacPhail et al., 2015). 

 
Data Collection Procedure 

To determine the extent of the contributions of identity processing styles to L2 
speech act knowledge and performance, first, an initial sample of 203 BA stu-
dents at Imam Khomeini International University, Qazvin were selected and 
were given the Michigan Test of English Language Proficiency (MTELP). A sam-
ple of 122 students who scored at or beyond the mean (M = 55.41, SD = 12.31) 
was accepted into this three-phased study.  

In the first phase, Berzonsky’s (2011) Identity Processing Style Inventory 
(IPSI-4) was filled out by the students. Next, they answered Tajeddin and Mal-
mir’s (2015) multiple-choice discourse completion test of common English 
speech acts. Finally, the participants were required to role-play in a conversa-
tion based on the same pragmatic scenarios observed in the MDCT given in the 
previous stage. It should be noted that to reduce the test and retest effect, the 
role-plays were recorded three weeks after the administration of the MDCT. 
The students’ role-plays were mostly audio- and sometimes video-recorded for 
further analysis by the raters. This phase was the most difficult and laborious 
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speech acts. Finally, the participants were required to role-play in a conversa-
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previous stage. It should be noted that to reduce the test and retest effect, the 
role-plays were recorded three weeks after the administration of the MDCT. 
The students’ role-plays were mostly audio- and sometimes video-recorded for 
further analysis by the raters. This phase was the most difficult and laborious 

part of the study since it entailed the participants in pairs to engage in joint 
role-plays for one pragmatic scenario from each of the five speech act groups. 
The process was time-consuming and sometimes exhausting for students and 
the stage witnessed a sharp decrease in the number of students who cooperat-
ed. It took about one hour to record the five role-plays. 

 
Data Analysis 

The present study made use of both descriptive and inferential statistics em-
ploying the SPSS program (version 23). Descriptive statistics, including reliabil-
ity tests, normality tests, and other needed preliminary tests for checking the 
required assumptions for inferential statistics, were obtained. The standard 
multiple regression was employed twice to answer the two research questions 
since, in the current study, there was an independent variable with three levels 
and one dependent variable in each of the research questions.  
 

Results  
The results of the learners’ performances on the three different sections of the 
identity processing styles inventory (IPSI-4) and the multiple-choice discourse 
completion test (MDCT) are presented in Table 2. 
 
Table 2. 
Descriptive Statistics of the Scores on the IPSI-4 and the MDCT 

 N Minimum Maximum Mean Std. Deviation 
Total IPSI Score 122 64 112 87.52 9.432 
        Information-Oriented Style 122 22 42 31.51 3.917 
        Normative-Style 122 19 38 29.50 3.885 
        Diffuse-Avoidant Style 122 15 38 26.51 4.818 
Pragmatic Knowledge 122 20 33 25.88 3.416 
Pragmatic Performance 122 7 24 13.58 3.300 
 

The mean score for the students’ scores on the identity processing styles 
was 87.52 with a standard deviation of 9.43. Generally, students did better on 
the information-oriented style subscale (M = 31.51, SD = 3.91), followed by the 
normative (M = 29.50, SD = 3.88) and diffuse-avoidant style (M = 26.51, SD = 
4.81) subscales. However, these differences and descriptive statistics do not 
imply any statistical difference because the number of items for each of the 
subscales is not the same, and also because this study is a correlational one. 
Participants' mean score and standard deviation were 25.88 and 3.41, respec-
tively.  

The same statistics for learners the speech act performance on the MDCT of 
common speech acts were 13.58 and 3.30. Again, the apparent differences are 
due to the different number of items in this test. Preliminary data analysis 
demonstrated that the distribution for the scores obtained on the three study 
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measures and the subscales of the IPSI-4 was normal and the skewness ratios 
were within the range of -1.96 and +1.96. The normal probability plots, i.e., 
Normal Q-Q Plots, and Kolmogorov-Smirnov tests confirmed the normality of 
each measure’s scores. No outliers were located as well.  

 
Research Question One 

The first research question sought to determine the contribution of the infor-
mational, normative, and diffuse-avoidant identity processing styles to the 
pragmatic knowledge of the five common speech acts. Before the application of 
regression analysis, its special requirements such as multicollinearity, linearity, 
homoscedasticity, the independence of residuals, the linear relation between 
each pair of variables, and homoscedasticity were checked (based on Tabach-
nick & Fidell, 2007), and no serious violations were observed.   

Learners’ scores on the three sections of the identity processing styles in-
ventory were the independent or predictor variables and their speech-act 
knowledge of scores comprised the dependent or predicted variable. Based on 
the constructed model, R was 0.786 and hence R2 equaled 0.617, clearly indicat-
ing that the constructed model could account for 61.7 percent of the total varia-
tion speech-act knowledge scores. Results of the ANOVA in Table 3 [F (3, 121) = 
63.429, p = 0.000] revealed that the constructed model can significantly predict 
L2 learners’ knowledge of pragmatic regarding common English speech acts.  
 
Table 3. 
ANOVA Test for the Contributions of Identity Processing Styles to L2 Speech-act Knowledge 

 SS Df MS F p 
 Regression 871.332 3 290.444 63.429 .000 

Residual 540.324 118 4.579   
Total 1411.656 121    
 
Table 3 displays the standardized beta coefficients that determine the ex-

tent of contribution each type of the identity processing style makes to L2 
learners’ speech-act knowledge.  

 
Table 4. 
Coefficients for the Contribution of Informational, Normative, and Diffuse-avoidant Identity Processing 
Styles to L2 Speech-act Knowledge 

Predictor Variable β t p 
  Information-oriented Style  .473 8.228 .000 
  Normative Style  .264 4.591 .000 
  Diffuse-avoidant Style .093 2.172 .032 

 
  Information-oriented style has the largest β coefficient (β = .473, t = 8.228, 

p < .05), revealing that informational identity processing style was a significant 
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 Regression 871.332 3 290.444 63.429 .000 

Residual 540.324 118 4.579   
Total 1411.656 121    
 
Table 3 displays the standardized beta coefficients that determine the ex-

tent of contribution each type of the identity processing style makes to L2 
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Table 4. 
Coefficients for the Contribution of Informational, Normative, and Diffuse-avoidant Identity Processing 
Styles to L2 Speech-act Knowledge 

Predictor Variable β t p 
  Information-oriented Style  .473 8.228 .000 
  Normative Style  .264 4.591 .000 
  Diffuse-avoidant Style .093 2.172 .032 

 
  Information-oriented style has the largest β coefficient (β = .473, t = 8.228, 

p < .05), revealing that informational identity processing style was a significant 

moderate contributor to pragmatic knowledge of the speech acts; however, 
normative style was weak predictor (β = .264, t = 4.591, p < .05). Moreover, dif-
fuse-avoidant style was a significant albeit a very poor predictor of L2 speech 
act knowledge (β = .093, t = 2.172, p = .032< .05).  

 

Research Question Two 

The second research question aimed at examining the contributions of the 
three types of identity processing styles to the pragmatic production or per-
formance of the EFL learners regarding the most common English speech acts. 
Therefore, another multiple regression was employed after checking that the 
prerequisite assumptions as aforementioned for question one were without 
any critical violations. The informational, normative, and diffuse-avoidant iden-
tity processing styles as the predictor variables an Iranian EFL the speech-act 
performance scores obtained through conducting role-plays as the predicted 
variable were fed into a standard regression analysis utilizing the Enter meth-
od.  

The constructed model showed an R value of 0.625 and an R2 of equaled 
0.391, evidently signifying that the constructed model could explain about 39.1 
percent of the total variance in L2 learners’ productive knowledge of common 
English speech acts. As presented in Table 5 below, the application of the ANO-
VA test [F (3, 121) = 25.234, p = 0.000] demonstrated that the produced regres-
sion model could significantly determine L2 learners’ productive knowledge of 
common English requests, apologies, refusals, compliment/compliment re-
sponses, and complaints. 

 

Table 5. 
ANOVA Test for the Contributions of Identity Processing Styles to L2 Speech-act Performance 

 SS df MS F p 
 Regression 515.096 3 171.699 25.234 .000 
Residual 802.914 118 6.804   
Total 1318.010 121    

 
To find a more accurate estimate of the contributions of the three types of 

identity processing styles to learners’ pragmatic production of frequent English 
speech acts the standardized beta coefficients in the next table should be re-
ferred to.  

 

Table 6. 
Coefficients for the Contribution of Informational, Normative, and Diffuse-avoidant Identity Processing 
Styles to L2 Speech-act Performance 

Predictor Variable β        t P 
  Information-oriented Style  .322 4.594 .000 
  Normative Style  .211 3.012 .003 
  Diffuse-avoidant Style .121 2.321 .022 
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Like the previous research question, information-oriented style showed the 
highest β coefficient (β = .322, t = 4.594, p < .05), representative of a significant 
moderate predictor of productive capability of learners with regard to the tar-
get the speech acts. Both normative (β = .211, t = 3.012, p= .003 < .05) and dif-
fuse-avoidant (β = .121, t = 2.321, p = .022 < .05) styles were significant, not-
withstanding, poor contributors to the productive knowledge of L2 speech acts.  

 

Discussion 
This study attempted to investigate the relationship between identity pro-
cessing styles and Iranian EFL learners’ knowledge and production of common 
English speech acts through the correlational ex post facto design. Results of 
data analysis using multiple regression revealed some significant findings. First, 
information-oriented processing style turned out to be a moderately significant 
predictor of both knowledge and production of common English speech acts 
including requests, refusals, apologies, complaints, and compliments and com-
pliment responses, the obtained β coefficient value was slightly higher for pre-
dicting the speech act knowledge (β = .473) than the production ability for the 
aforementioned speech acts (β = .322.). Second, the normative style was weak 
but a significant predictor of the knowledge and production of L2 speech acts 
with a higher coefficient value for the knowledge dimension of the speech acts 
like the previous finding (β knowledge = .264 > β production = .211).  Finally, the diffuse 
avoidant identity processing style was a very weak, albeit a significant contrib-
utor to L2 speech act competence dimensions investigated in the current study 
(β knowledge = .093 > β production = .022).  

The more significant contribution of informational identity processing style 
to both L2 pragmatic knowledge and production regarding common English 
speech acts can be accounted for by the characteristics of learners who possess 
this identity style. As mentioned by Berzonsky (2011), information-oriented 
individuals are more effective communicators and social collaborators, and 
they are more willing to engage in interaction with people around them. Will-
ingness to communicate in the target language and more tendency to engage in 
conversations with others encourages individuals to receive more input and 
output in the L2. As cited in the pragmatic literature (e.g., Taguchi, 2011, 2015; 
Taguchi & Yamaguchi, 2019) and the earlier empirical studies (Garcia, 2004) in 
this regard, higher degrees of willingness to communicate and more interaction 
will set the stage for the development of more effective pragmatic knowledge, 
in this study speech act knowledge, and hence actual pragmatic performance. 
Moreover, according to Schwartz (2011), individuals with dominant informa-
tional identity style are more language-sensitive and pay attention to different 
layers of the expressed ideas and sentences which pragmatically imply that 
these learners pay more attention to the appropriate socio-pragmatic norms 
and the pragmalinguistic forms. They will try to assess how to put their own 
meanings into the lexicogrammar, and as we know from the pragmatics litera-
ture, all of these peculiar features can give a boost to pragmatic competence 
development.  
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moderate predictor of productive capability of learners with regard to the tar-
get the speech acts. Both normative (β = .211, t = 3.012, p= .003 < .05) and dif-
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data analysis using multiple regression revealed some significant findings. First, 
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pliment responses, the obtained β coefficient value was slightly higher for pre-
dicting the speech act knowledge (β = .473) than the production ability for the 
aforementioned speech acts (β = .322.). Second, the normative style was weak 
but a significant predictor of the knowledge and production of L2 speech acts 
with a higher coefficient value for the knowledge dimension of the speech acts 
like the previous finding (β knowledge = .264 > β production = .211).  Finally, the diffuse 
avoidant identity processing style was a very weak, albeit a significant contrib-
utor to L2 speech act competence dimensions investigated in the current study 
(β knowledge = .093 > β production = .022).  

The more significant contribution of informational identity processing style 
to both L2 pragmatic knowledge and production regarding common English 
speech acts can be accounted for by the characteristics of learners who possess 
this identity style. As mentioned by Berzonsky (2011), information-oriented 
individuals are more effective communicators and social collaborators, and 
they are more willing to engage in interaction with people around them. Will-
ingness to communicate in the target language and more tendency to engage in 
conversations with others encourages individuals to receive more input and 
output in the L2. As cited in the pragmatic literature (e.g., Taguchi, 2011, 2015; 
Taguchi & Yamaguchi, 2019) and the earlier empirical studies (Garcia, 2004) in 
this regard, higher degrees of willingness to communicate and more interaction 
will set the stage for the development of more effective pragmatic knowledge, 
in this study speech act knowledge, and hence actual pragmatic performance. 
Moreover, according to Schwartz (2011), individuals with dominant informa-
tional identity style are more language-sensitive and pay attention to different 
layers of the expressed ideas and sentences which pragmatically imply that 
these learners pay more attention to the appropriate socio-pragmatic norms 
and the pragmalinguistic forms. They will try to assess how to put their own 
meanings into the lexicogrammar, and as we know from the pragmatics litera-
ture, all of these peculiar features can give a boost to pragmatic competence 
development.  

The less significant contribution of normative identity processing style to L2 
pragmatic knowledge and performance compared with the informational style 
can be justified by learners’ less willingness to communicate in comparison 
with the first group of learners. According to Berzonsky and Kinney (1994), 
learners with dominant normative identity processing styles tend to engage in 
conversations with other people after evaluating social values and standards. 
These peculiar features of the normative style have a negative side because 
they are unwilling to easily engage in conversations with others, and they have 
a positive side in that normative learners are sensitive about how people ex-
press their own ideas in accordance with their standards and values. This sec-
ond feature is an indirect facilitator of pragmatic and semantic meanings since 
the learner tries to uncover other persons’ ideological and intellectual predis-
positions as manifested in their language. Inevitably, these learners should as-
sess semantic, pragmatic, and sociocultural dimensions of what they hear and 
what they want to say, all of which, according to pragmatic literature, can pave 
the way for the better attainment of pragmatic knowledge.  

Additionally, these people are less open-minded than the informational style 
individuals, and they do not engage in conversations until other people initiate 
the conversations. People with a normative identity processing style also tend 
to interact with those people whose values and the standards have a kind of 
resemblance with their ideas and values. These internal tendencies hinder the 
learner from extensive engagement with the people around them specifically in 
a socially and culturally heterogeneous environment like an L2 classroom. As a 
consequence, these people receive less linguistic and pragmatic input, less 
pragmatic intake, and output. The less presence of the aforementioned input-
intake-output impedes pragmatic competence and production development, 
according to Rose (2009) and Taguchi and Roever (2017).  

Based on the study findings, the diffuse-avoidant identity processing style 
was a very weak contributor to L2 speech-act ability and performance. This 
finding can be explained by the fact that individuals with diffuse avoidant-
identity processing styles are more emotional in their decisions, attitudes, and 
behaviors in the outer social context, and they are less language-sensitive as 
cited by Cote and Levine (2002). These individuals are less interested in what is 
happening around them, and they are more introverted and more involved with 
their feelings and emotions. They try to avoid encounters with people that and 
they require constant assessment and evaluation of the linguistic and nonlin-
guistic dimensions of what they hear. These features including less language 
sensitivity, reluctance to engage with the surrounding environment, less use of 
cognitive and metacognitive strategies and more reliance on emotional aspects 
of the events insinuate that these learners are not good language learners in 
general and good pragmatic knowledge intakers in particular based on the 
pragmatic development theories (Kasper & Rose, 2002).  

Finally, the stronger predictability power of informational and normative 
processing styles and even the diffuse-avoidant style for speech acts knowledge 
in comparison with speech-act production/performance is more related to the 
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demanding nature of pragmatic production rather than pragmatic knowledge 
as claimed by many pragmatic experts (e.g. Barron, 2003; Taguchi, 2017). 
Taguchi (2017), for example, argued that pragmatic knowledge is a kind de-
clarative knowledge, and its development is easier than pragmatic production 
which puts the learner in the situation to deal with sociocultural and contextual 
appropriacy that is perplexingly challenging for the L2 learners. Generally, 
learners cannot efficiently put into practice what they have acquired during 
their own learning experiences and how to map out form-meaning-context re-
alizations of the language (Bella, 2014).  

 

Conclusion and Implications 
The present investigation came to some important conclusions as follows. First 
identity processing styles were generally found to be significant contributors to 
both L2 speech-act knowledge and performance. Second, the information-
oriented style could moderately predict L2 learners’ knowledge and perfor-
mance regarding common English speech acts. Thirdly, the normative style was 
a weak predictor; however, the diffuse-avoidant style was a very poor predictor 
of the speech-act related pragmatic competence and performance. Fourth, the 
aforementioned identity processing styles were slightly stronger contributors 
to speech-act knowledge than speech act production.  

The findings of the present research can have some pedagogical implica-
tions for L2 teachers and learners. Teachers, for instance, are recommended to 
determine their learners’ dominant identity processing styles and try to tailor 
the classroom practices based on these learner differences that exert an unde-
niable influence on L2 learners’ pragmatic development and performance. Par-
ticularly, those learners with diffuse-avoidant style need to be handled more 
seriously because they cannot expand the pragmatic knowledge and perfor-
mance capabilities like learners with informational and normative identity pro-
cessing styles. The insights gained from the present study can also inform EFL 
materials developers’ practice as they are advised to take account of learners’ 
individual differences in general and identity processing styles in particular 
when producing textbooks and other content materials. In essence, unless 
learners’ individual differences are taken into account in every aspect of educa-
tion including instruction, materials development, testing, and evaluation, not 
an effective learning truly engaged with learners’ desires, needs, and goals can 
be achieved.     

Like all other studies in applied linguistics, this study had its own limitations 
and was bound to some delimitations. The researchers did not control the age 
and gender of the participants. Moreover, due to the difficulty of conducting 
role-plays, recording, and then transcribing them for measuring the productive 
speech-act knowledge of the learners, they were only required to engage in in-
teractions only based on one of the scenarios for each of the five types of com-
mon English speech act. Further research can be done on the relationship be-
tween identity processing styles and other types of pragmatic knowledge such 
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niable influence on L2 learners’ pragmatic development and performance. Par-
ticularly, those learners with diffuse-avoidant style need to be handled more 
seriously because they cannot expand the pragmatic knowledge and perfor-
mance capabilities like learners with informational and normative identity pro-
cessing styles. The insights gained from the present study can also inform EFL 
materials developers’ practice as they are advised to take account of learners’ 
individual differences in general and identity processing styles in particular 
when producing textbooks and other content materials. In essence, unless 
learners’ individual differences are taken into account in every aspect of educa-
tion including instruction, materials development, testing, and evaluation, not 
an effective learning truly engaged with learners’ desires, needs, and goals can 
be achieved.     

Like all other studies in applied linguistics, this study had its own limitations 
and was bound to some delimitations. The researchers did not control the age 
and gender of the participants. Moreover, due to the difficulty of conducting 
role-plays, recording, and then transcribing them for measuring the productive 
speech-act knowledge of the learners, they were only required to engage in in-
teractions only based on one of the scenarios for each of the five types of com-
mon English speech act. Further research can be done on the relationship be-
tween identity processing styles and other types of pragmatic knowledge such 

as implicatures and conversational routines with larger samples and other 
pragmatic assessment instruments. Moreover, the interaction between these 
identity styles and various forms of personality types and their relationship 
with various aspects of L2 pragmatic competence can provide a promising 
range of new topics for upcoming studies using methodologically sound proce-
dures and better data collection tools.  

 

References 
Ahmadi Safa, M. (2013). Emotional intelligence and SLA: The case of interlanguage 

pragmatic competence. Iranian Journal of Applied Linguistics, 16(1), 1-24. 
Al-Gahtani, S., & Roever, C. (2018). Proficiency and preference organization in second 

language refusals. Journal of Pragmatics, 129, 140-153. 
Arabmofrad, A., Derakhshan, A., & Atefinejad, M. (2019). An interplay between Iranian 

EFL learners’ specific and general interlanguage pragmatic motivation and their 
meta-pragmatic awareness. Iranian Journal of English for Academic Purposes, 
8(3), 77-94.   

Aspers, P., Corte, U. (2019). What is qualitative in qualitative research. Qualitative Soci-
ology, 42(1), 139-160. 

Bagheri Nevisi, R., & Afsooshin, M. (2020). Ideal L2 self, ought-to L2 self, and EFL learn-
ers’ L2 functional use. Journal of Language Horizons, 3(2), 147-164. 

Bardovi-Harlig, K. (2005). Contextualizing interlanguage pragmatics. In A. Tyler (Ed.). 
Language in use: Cognitive and discourse perspectives on language and language 
learning (pp. 65-84). Georgetown University Press. 

Bardovi-Harlig, K. (2010). Exploring the pragmatics of interlanguage pragmat-
ics:Definition by design. In A. Trosborg (Ed.), Pragmatics across languages and 
cultures (pp. 219-260). De Gruyter Mouton. 

Bardovi-Harlig, K., & Bastos, M. T. (2011). Proficiency, length of stay, and intensity of 
interaction and the acquisition of conventional expressions in L2 pragmatics. In-
tercultural Pragmatics, 8(4), 347-384. 

Barron, A. (2003). Acquisition in interlanguage pragmatics: Learning how to do things 
with words in a study-abroad context. John Benjamin. 

Bella, S. (2012). Pragmatic development in a foreign language: A study of Greek FL re-
quests. Journal of Pragmatics, 44(13), 1917-1947. 

Bella, S. (2014). Developing the ability to refuse: A cross-sectional study of Greek FL 
refusals. Journal of Pragmatics, 61(1), 35-62. 

 
Berry, J. W. (2005). Acculturation: Living successfully in two cultures. International 

Journal of Intercultural Relations, 29(5), 697-712. 
Berzonsky, M. D. (1990). Self-construction over the life span: A process perspective on 

identity formation. In G. J. Neimeyer & R.  A. Neimeyer, (Eds.), Advances in per-
sonal construct psychology (Vol. 1, pp. 156-186). JAI Press.  

Berzonsky, M. D. (1992). Identity style and coping strategies. Journal of Personality, 60, 
76-80. 

Berzonsky, M. D. (1994). Individual differences in self-construction: The role of con-
structivist epistemological assumptions. Journal of Constructivist Psychology, 7, 
263-281. 

Berzonsky, M. D. (2011). A social-cognitive perspective on identity construction. In S. J. 
Schwartz, K. Luyckx, & V. L. Vignoles, (Eds.), Handbook of identity theory and re-
search (pp. 55-76). Springer. 



206  —  Identity Processing Styles as Predictors of L2 Pragmatic Knowledge and Performance: ...

Berzonsky, M. D., & Adams, G. R. (1999). Re-evaluating the identity status paradigm: Still 
useful after 35 years. Developmental Review, 19(4), 557-590. 

Berzonsky, M. D., & Kinney, A. (1994). Identity processing orientation, need for structure, 
depressive reactions, and attributional style. Unpublished data, State University of 
New York, Department of Psychology. 

Berzonsky, M. D., & Ferrari, J. R. (1996). Identity orientation and decisional strategies. 
Personality and Individual Differences, 20(4), 597-606. 

Berzonsky, M. D., & Kuk, L.S. (2005). Identity style, psychosocial maturity, and academic 
performance. Personality and Individual Differences, 39(2), 235-247. 

Berzonsky, M. D., & Neimeyer, G. J. (1994). Ego identity status and identity processing 
orientation: The moderating role of commitment. Journal of Research in Personal-
ity, 28(3), 425-435. 

Block, D. (2006). Multilingual identities in a global city. Palgrave Macmillan. 
Block, D. (2007). The rise of identity in SLA research, post Firth and Wagner. The Modern 

Language Journal, 91(5), 863-876 
Brown, H. D. (2014). Principles of language learning and teaching (6th ed.). Pearson Edu-

cation ESL.  
Brown, H. D., & Abeywickrama, P. (2010). Language assessment: Principles and classroom 

practices. Pearson Longman Education. 
Cote, J., & Levine, C. (2002). Identity formation, agency, and culture. Erlbaum. 
Crocetti, E., Rubini, M., Luyckx, K., & Meeus, W. (2008). Identity formation in early and 

middle adolescents from various ethnic groups: From three dimensions to five 
statuses. Journal of Youth and Adolescence, 37(7), 983-996. 

Derakhshan, A. (2019). The relationship between Iranian EFL learners’ proficiency level 
and their knowledge of idiosyncratic and formulaic implicatures. Language Re-
lated Research, 10(5), 1-27.  

Derakhshan, A., Eslami, Z. R., & Ghandhari, N. (in press ). Investigating the interplay be-
tween emotional intelligence and interlanguage pragmatics competence: A case 
of Iranian lower-intermediate EFL learners. Issues in Language Teaching.  

Diskin, C. (2017). The use of the discourse-pragmatic marker ‘like’ by native and non-
native speakers of English in Ireland. Journal of Pragmatics, 120, 144-157. 

Dollinger, S. M. (1995). Identity styles and the five-factor model of personality. Journal of 
Research in Personality, 29(4), 475-479. 

Dörnyei, Z. (2005). The psychology of the language learner. Lawrence Erlbaum. 
Duff, P. (2002). The discursive co-construction of knowledge, identity, and difference: An 

ethnography of communication in the high school mainstream. Applied Linguis-
tics, 23(3), 289-322. 

Ellis, R. (2005). Individual differences in second language learning. In A. Davies & C. El-
der (Eds.), The handbook of applied linguistics (pp. 525-551). Blackwell. 

Ellis, R. (2008).  The study of second language acquisition (2nd ed.).  Oxford University 
Press. 

Eryigit, S., & Kerpelman, J. (2009). Using the identity processing style q-sort to examine 
identity styles of Turkish young adults. Journal of Adolescence, 20(1), 1-22. 

Félix-Brasdefer, J. C. (2004). Interlanguage refusals: Linguistic politeness and length of 
residence in the target community. Language Learning, 54(4), 587-653. 

Félix-Brasdefer, J. C. (2007). Pragmatic development in the Spanish as a FL classroom: A 
cross-sectional study of learner requests. Intercultural Pragmatics, 4(2), 253-286. 

Flowerdew, J. (2013). Discourse in English language education. Routledge. 
Galaczi, E. D. (2014). Interactional competence across proficiency levels: How do learn-

ers manage interaction in paired speaking tests? Applied Linguistics, 35, 553-574. 
Garcia, P. (2004). Developmental differences in speech act recognition: A pragmatic 

awareness study. Language Awareness, 13(1), 96-115. 



Journal of Language Horizons, Alzahra University  —  207

Berzonsky, M. D., & Adams, G. R. (1999). Re-evaluating the identity status paradigm: Still 
useful after 35 years. Developmental Review, 19(4), 557-590. 

Berzonsky, M. D., & Kinney, A. (1994). Identity processing orientation, need for structure, 
depressive reactions, and attributional style. Unpublished data, State University of 
New York, Department of Psychology. 

Berzonsky, M. D., & Ferrari, J. R. (1996). Identity orientation and decisional strategies. 
Personality and Individual Differences, 20(4), 597-606. 

Berzonsky, M. D., & Kuk, L.S. (2005). Identity style, psychosocial maturity, and academic 
performance. Personality and Individual Differences, 39(2), 235-247. 

Berzonsky, M. D., & Neimeyer, G. J. (1994). Ego identity status and identity processing 
orientation: The moderating role of commitment. Journal of Research in Personal-
ity, 28(3), 425-435. 

Block, D. (2006). Multilingual identities in a global city. Palgrave Macmillan. 
Block, D. (2007). The rise of identity in SLA research, post Firth and Wagner. The Modern 

Language Journal, 91(5), 863-876 
Brown, H. D. (2014). Principles of language learning and teaching (6th ed.). Pearson Edu-

cation ESL.  
Brown, H. D., & Abeywickrama, P. (2010). Language assessment: Principles and classroom 

practices. Pearson Longman Education. 
Cote, J., & Levine, C. (2002). Identity formation, agency, and culture. Erlbaum. 
Crocetti, E., Rubini, M., Luyckx, K., & Meeus, W. (2008). Identity formation in early and 

middle adolescents from various ethnic groups: From three dimensions to five 
statuses. Journal of Youth and Adolescence, 37(7), 983-996. 

Derakhshan, A. (2019). The relationship between Iranian EFL learners’ proficiency level 
and their knowledge of idiosyncratic and formulaic implicatures. Language Re-
lated Research, 10(5), 1-27.  

Derakhshan, A., Eslami, Z. R., & Ghandhari, N. (in press ). Investigating the interplay be-
tween emotional intelligence and interlanguage pragmatics competence: A case 
of Iranian lower-intermediate EFL learners. Issues in Language Teaching.  

Diskin, C. (2017). The use of the discourse-pragmatic marker ‘like’ by native and non-
native speakers of English in Ireland. Journal of Pragmatics, 120, 144-157. 

Dollinger, S. M. (1995). Identity styles and the five-factor model of personality. Journal of 
Research in Personality, 29(4), 475-479. 

Dörnyei, Z. (2005). The psychology of the language learner. Lawrence Erlbaum. 
Duff, P. (2002). The discursive co-construction of knowledge, identity, and difference: An 

ethnography of communication in the high school mainstream. Applied Linguis-
tics, 23(3), 289-322. 

Ellis, R. (2005). Individual differences in second language learning. In A. Davies & C. El-
der (Eds.), The handbook of applied linguistics (pp. 525-551). Blackwell. 

Ellis, R. (2008).  The study of second language acquisition (2nd ed.).  Oxford University 
Press. 

Eryigit, S., & Kerpelman, J. (2009). Using the identity processing style q-sort to examine 
identity styles of Turkish young adults. Journal of Adolescence, 20(1), 1-22. 

Félix-Brasdefer, J. C. (2004). Interlanguage refusals: Linguistic politeness and length of 
residence in the target community. Language Learning, 54(4), 587-653. 

Félix-Brasdefer, J. C. (2007). Pragmatic development in the Spanish as a FL classroom: A 
cross-sectional study of learner requests. Intercultural Pragmatics, 4(2), 253-286. 

Flowerdew, J. (2013). Discourse in English language education. Routledge. 
Galaczi, E. D. (2014). Interactional competence across proficiency levels: How do learn-

ers manage interaction in paired speaking tests? Applied Linguistics, 35, 553-574. 
Garcia, P. (2004). Developmental differences in speech act recognition: A pragmatic 

awareness study. Language Awareness, 13(1), 96-115. 

Hassall, T. (2015). Individual variation in L2 study-abroad outcomes: A case study from 
Indonesian pragmatics. Multilingua: Journal of Cross-Cultural and Interlanguage 
Communication, 34, 33-59. 

Jefferson, G. (2004). Glossary of transcript symbols with an introduction. In G. H. Lerner 
(Ed.), Conversation analysis: Studies from the first generation (pp. 13-31). John 
Benjamims. 

Kasper, G., & Roever, C. (2005). Pragmatics in second language learning. In E. Hinkel 
(Ed.), Handbook of research in second language teaching and learning (pp. 317-
334). Lawrence Erlbaum Publishing. 

Kasper, G., & Rose, K. (2002). Pragmatic development in a second language. Blackwell.  
Kuriscak, L. M. (2006). Pragmatic variation in L2 Spanish: Learner and situational effects 

[Unpublished doctoral dissertation]. Indiana University, Bloomington, IN. 
MacPhail, C., Khoza, N., Abler, L., & Ranganathan, M. (2015). Process guidelines for estab-

lishing intercoder reliability in qualitative studies. Qualitative Research, 16(2), 
198-212. 

Malmir, A. (2020). Interlanguage pragmatic learning strategies (IPLS) as predictors of L2 
social identity: A case of Iranian upper-intermediate and advanced EFL Learners. 
Iranian Journal of Applied Language Studies, 12(1), 101-126. 

Malmir, A., & Derakhshan, A. (2020). The socio-pragmatic, lexico-grammatical, and cog-
nitive strategies in L2 pragmatic comprehension: The case of Iranian male vs. 
female EFL learners. Iranian Journal of Language Teaching Research, 8(1), 1-23. 

McNamara, T. (1997). Theorizing social identity: What do we mean by social identity? 
Competing frameworks, competing discourses. TESOL Quarterly, 31(3), 561-567. 

Meeus, W., & Dekovic, M. (1995). Identity development, parental and peer support in 
adolescence: Results of a national, Dutch survey. Adolescence, 30(7), 93 -944.  

Nestor, N., Ní Chasaide, C., & Regan, V. (2012). Discourse ‘like’ and social identity - A case 
study of Poles in Ireland. In B. Migge & M. Ní Chiosáin (Eds.), New perspectives on 
Irish English (pp. 327–353). John Benjamins. 

Norton, B. (1997). Language, identity, and the ownership of English. TESOL Quarterly, 
31(3), 409-429. 

Norton, B. (2000). Identity and language learning: Gender, ethnicity, and educational 
change. Longman.  

Norton, B. (2010). Language and identity. In N. Hornberger & S. McKay (Eds). Sociolin-
guistics and language education (pp. 349-69). Multilingual Matters. 

Norton, B. (2013). Identity and language learning: Extending the conversation (2nd ed.). 
Bristol: Multilingual Matters. 

Ohta, A. S. (2005). Interlanguage pragmatics in the zone of proximal development. Sys-
tem, 33(3), 503-517. 

Peirce, B. N. (1995). Social identity, investment, and language learning. TESOL Quarterly, 
29(1), 9-31. 

Razmjoo, S. A. (2010). Identity processing styles and language proficiency among Per-
sian learners of English as a foreign language. Psychological Reports, 107(3), 822-
832. 

Razmjoo, S. A., & Izadpanah, A. (2010). On the relationship between L2 literacy (reading 
and writing) and identity processing styles of Iranian advanced EFL learners. 
 Journal of Research in Applied Linguistics, 3(2), 2-22. 

Razmjoo, S. A., & Neissi, S. (2010). Identity processing styles and language proficiency 
among Persian learners of English as a foreign language. Psychological Re-
ports, 107(3), 822-832. 

Reinders, H., & Wattana, S. (2012). Talk to me! Games and students’ willingness to com-
municate. In H. Reinders (Ed.), Digital games in language learning and teaching 
(pp. 156-187). Palgrave Macmillan. 



208  —  Identity Processing Styles as Predictors of L2 Pragmatic Knowledge and Performance: ...

Roever, C. (2005). Testing ESL pragmatics. Peter Lang. 
Roever, C. (2006). Validation of a web-based test of ESL pragmalinguistics. Language 

Testing 23(2), 229-256. 
Roever, C. (2013). Testing implicature under operational conditions. In G. Kasper & S. 

Rose (Eds.), Assessing second language pragmatics (pp. 43-64). Palgrave-
McMillan. 

Roever, C., Wang, S., & Brophy, S. (2014). Learner background factors and learning of 
second language pragmatics. International Review of Applied Linguistics, 5(4), 
377-401. 

Rose, K. (2000). An exploratory cross-sectional study of interlanguage pragmatic devel-
opment. Studies in Second Language Acquisition, 22(1), 27-67. 

Rose, K. R. (2009). Interlanguage pragmatic development in Hong Kong, phase 2. Journal 
of Pragmatics, 41(11), 2345-2364. 

Sarani, A., & Malmir, A. (2020). Multiple intelligences as predictors of foreign language 
pragmatic knowledge: The case of five frequent English speech acts. Teaching 
English Language, 14(1), 183-211. 

Schauer, G. A. (2009). Interlanguage pragmatic development: The study abroad context. 
Continuum. 

Schwartz, S. H. (2011). Studying values: Personal adventure, future directions. Journal of 
Cross-Cultural Psychology, 42(2), 307-319.  

Schwartz, S. J., Montgomery, M. J., & Briones, E. (2006). The role of identity in accultura-
tion among immigrant people: Theoretical propositions, empirical questions, and 
applied recommendations. Human Development, 49(1), 1-30. 

Shohamy, E., Iair, G., & May, S. (2017). Language testing and assessment (3rd ed.). Spring-
er.  

Siegal, M. (1996). The role of learner subjectivity in second language sociolinguistic 
competency: Western women learning Japanese. Applied Linguistics, 17(3), 356-
382. 

Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.). HarperCol-
lins. 

Taguchi, N. (2005). Comprehending implied meaning in English as a foreign language. 
Modern Language Journal, 89(4), 543-562. 

Taguchi, N. (2007). Development of speed and accuracy in pragmatic comprehension in 
English as a foreign language. TESOL Quarterly, 41(2), 313-338. 

Taguchi, N. (2008). The role of learning environment in the development of pragmatic 
comprehension: A comparison of gains between EFL and ESL learners. Studies in 
Second Language Acquisition, 30(4), 423-452 

Taguchi, N. (2009). Comprehension of indirect opinions and refusals in L2 Japanese. In 
N. Taguchi (Ed.), Pragmatic competence (pp. 249-274). Mouton de Gruyter. 

Taguchi, N. (2011). Teaching pragmatics: Trends and issues. Annual Review of Applied 
Linguistics, 31(1), 289-310. 

Taguchi, N. (2014). Personality and development of second language pragmatic compe-
tence. Asian EFL Journal, 16(3), 203-221. 

Taguchi, N. (2015). Contextually speaking: A survey of pragmatics learning abroad, in 
class and online. System, 48(1), 2-30. 

Taguchi, N. (2017). Interlanguage pragmatics. In A. Barron, P. Grundy, & G. Yueguo 
(Eds.), The Routledge handbook of pragmatics (pp. 153-167). Routledge.  

Taguchi, N. (2019). Second language acqusition and pragmatics. In N. Taguchi (Ed.), The 
Routledge handbook of second language acquisition and pragmatics (pp. 1-14). 
Routledge. 

Taguchi, N., & Roever, C. (2017). Second language pragmatics. Oxford University Press. 



Journal of Language Horizons, Alzahra University  —  209

Roever, C. (2005). Testing ESL pragmatics. Peter Lang. 
Roever, C. (2006). Validation of a web-based test of ESL pragmalinguistics. Language 

Testing 23(2), 229-256. 
Roever, C. (2013). Testing implicature under operational conditions. In G. Kasper & S. 

Rose (Eds.), Assessing second language pragmatics (pp. 43-64). Palgrave-
McMillan. 

Roever, C., Wang, S., & Brophy, S. (2014). Learner background factors and learning of 
second language pragmatics. International Review of Applied Linguistics, 5(4), 
377-401. 

Rose, K. (2000). An exploratory cross-sectional study of interlanguage pragmatic devel-
opment. Studies in Second Language Acquisition, 22(1), 27-67. 

Rose, K. R. (2009). Interlanguage pragmatic development in Hong Kong, phase 2. Journal 
of Pragmatics, 41(11), 2345-2364. 

Sarani, A., & Malmir, A. (2020). Multiple intelligences as predictors of foreign language 
pragmatic knowledge: The case of five frequent English speech acts. Teaching 
English Language, 14(1), 183-211. 

Schauer, G. A. (2009). Interlanguage pragmatic development: The study abroad context. 
Continuum. 

Schwartz, S. H. (2011). Studying values: Personal adventure, future directions. Journal of 
Cross-Cultural Psychology, 42(2), 307-319.  

Schwartz, S. J., Montgomery, M. J., & Briones, E. (2006). The role of identity in accultura-
tion among immigrant people: Theoretical propositions, empirical questions, and 
applied recommendations. Human Development, 49(1), 1-30. 

Shohamy, E., Iair, G., & May, S. (2017). Language testing and assessment (3rd ed.). Spring-
er.  

Siegal, M. (1996). The role of learner subjectivity in second language sociolinguistic 
competency: Western women learning Japanese. Applied Linguistics, 17(3), 356-
382. 

Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.). HarperCol-
lins. 

Taguchi, N. (2005). Comprehending implied meaning in English as a foreign language. 
Modern Language Journal, 89(4), 543-562. 

Taguchi, N. (2007). Development of speed and accuracy in pragmatic comprehension in 
English as a foreign language. TESOL Quarterly, 41(2), 313-338. 

Taguchi, N. (2008). The role of learning environment in the development of pragmatic 
comprehension: A comparison of gains between EFL and ESL learners. Studies in 
Second Language Acquisition, 30(4), 423-452 

Taguchi, N. (2009). Comprehension of indirect opinions and refusals in L2 Japanese. In 
N. Taguchi (Ed.), Pragmatic competence (pp. 249-274). Mouton de Gruyter. 

Taguchi, N. (2011). Teaching pragmatics: Trends and issues. Annual Review of Applied 
Linguistics, 31(1), 289-310. 

Taguchi, N. (2014). Personality and development of second language pragmatic compe-
tence. Asian EFL Journal, 16(3), 203-221. 

Taguchi, N. (2015). Contextually speaking: A survey of pragmatics learning abroad, in 
class and online. System, 48(1), 2-30. 

Taguchi, N. (2017). Interlanguage pragmatics. In A. Barron, P. Grundy, & G. Yueguo 
(Eds.), The Routledge handbook of pragmatics (pp. 153-167). Routledge.  

Taguchi, N. (2019). Second language acqusition and pragmatics. In N. Taguchi (Ed.), The 
Routledge handbook of second language acquisition and pragmatics (pp. 1-14). 
Routledge. 

Taguchi, N., & Roever, C. (2017). Second language pragmatics. Oxford University Press. 

Taguchi, N., & Yamaguchi, S. (2019). Implicature comprehension in L2 pragmatics re-
search. In Taguchi, N. (Ed.), The Routledge handbook of second language acquisi-
tion and pragmatics (pp. 31-46). Routledge. 

Tajeddin, Z., & Malmir, A. (2014).  Knowledge of L2 speech acts: Impact of gender 
and language learning experience. Journal of Modern Research in English Lan-
guage Studies, 1(2), 1-21. 

Tajeddin, Z., & Malmir, A. (2015). The construct of interlanguage pragmatic learning 
strategies: Investigating preferences of high vs. low pragmatic performers. The 
Journal of Teaching Language Skills (JTLS), 6(4), 153-180. 

Tajeddin, A., & Zand-Moghadam, A. Z. (2012). Interlanguage pragmatic motivation: Its 
construct and impact on speech act production. RELC Journal, 43(4), 353-372. 

Takahashi, S. (2005). Pragmalinguistic awareness: Is it related to motivation and profi-
ciency? Applied Linguistics, 26(1), 90-120. 

Takimoto, M. (2009). Exploring the effects of input-based treatment and test on the de-
velopment of learners’ pragmatic proficiency. Journal of Pragmatics, 41, 1029-
1046. 

Taylor, C. (1989). Sources of the self: The making of the modern identity. Harvard Univer-
sity Press. 

Ushioda, E. (2009). A person-in-context relational view of emergent motivation, self and 
identity. In Z. Dörnyei & E. Ushioda (Eds.), Motivation, language identity and the 
L2 self (pp. 215-228). Multilingual Matters. 

Verhoeven, L., & Vermeer, A. (2002). Communicative competence and personality di-
mensions in first and second language learners.  Applied Psycholinguistics, 23(4), 
361-374. 

 
 
 





Journal of Language Horizons, Alzahra University  —  211
Volume 4, Issue 2, Autumn – Winter 2020 (Biannual – Serial No. 8)  —  211

 
 
 
 
 
Immunity among Iranian EFL 
Teachers: Sources, Impacts, 
and the Developmental Path 
Research Article 
 

Mehdi Haseli Songhori1 
Behzad Ghonsooly*2 
Shahram Afraz3 
 
Received: 2020-04-11  |   Revised (2): 2020-07-31  |   Accepted: 2020-08-01 
 
 

Abstract 
As a novel concept in teacher psychology, language teacher immunity is a 
strong indicator of how teachers thrive or survive in the face of adversity. 
Research on language teacher immunity is still in its nascent stage, and 
the present qualitative study tries to fill the gap in the existing literature. 
This study aimed to investigate the possible sources of immunity among 
Iranian EFL teachers, the impact immunity may have on teachers’ class-
room practices, and intervention strategies EFL teachers suggested to 
influence the development of immunity. Based on interviews with 13 
seasoned high school EFL teachers, we found that four main stressors, 
namely, personal-level, school-level, organization-based, and sociocultur-
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al stressors, were the sources of maladaptive immunity development. The 
only cause for the development of positive immunity in EFL teachers was 
altruistic motivation. It was further found that those EFL teachers with 
positive immunity kept functioning effectively in their classrooms, 
whereas teachers with maladaptive immunity set into a state of indiffer-
ence towards their students and complacency without exercising agency. 
These teachers had surrendered in the face of a multitude of adversities 
they faced during their professional life. The findings also indicated that 
in order to influence the development of immunity formation process to 
gear it towards an adaptive one, teachers’ economic situation should be 
improved by increasing their salaries, praising and appreciating their 
efforts, organizing practical in-service teacher training courses, and sup-
porting them at schools by principals and other educational authorities. 

Keywords: language teacher immunity, teacher motivation, Iranian 
English teachers, teacher stress, immunity type 
 

Introduction 
Over the past half a century abundant research on ‘learner-centered’ approach-
es have focused on language learners’ psychology and well-being (Mercer et al., 
2016; Sampson, 2016) but language teachers’ psychology has been given short 
shrift in the field of English as a second/foreign language (ESL/EFL) learning 
and teaching. Therefore, investigating language teacher psychology is essential 
not only in relation to learner achievement, but because teachers themselves 
deserve their professional dignity regarded, their viewpoints validated, their 
agency respected, and their voices and concerns heeded (Moskowitz, 2018). 
Research in language teacher psychology is still in its early stages, and there 
exist underdeveloped areas and clear gaps in language teachers’ psychology 
(Collie et al., 2018; Mercer et al., 2016). Those areas and gaps include: the con-
nection between teachers’ identity and other factors of their psychology, the 
interconnection of teachers’ emotions and beliefs, the link between teachers’ 
motivation and their psychology and social setting, teachers’ autonomy, and 
teachers’ emotions. In line with the above gaps, more scholars have addressed 
other gaps that exist in the area of teachers’ psychology such as the impact of 
perfectionism on the psychological states of EFL teachers (Mahmoodi-
Shahrebabaki, 2016), the effect of culture on EFL teachers’ burnout (Saboori & 
Pishghadam, 2016), the impact of EFL teachers’ job (dis)satisfaction on their 
job performance (Soodmand Afshar & Doosti, 2015, 2016) examining L2 teach-
ers’ hopefulness on their teaching commitment and motivation (Hiver, 2016a), 
and investigating EFL teachers’ demotivation in culturally specific contexts 
(Yaghoubinejad et al., 2016) . 

Since researching language teachers’ psychology is in its infancy (Hiver, 
2018), it has given rise to the emergence of new concepts and constructs. One 
of these novel constructs is language teacher immunity (Hiver, 2015; Hiver, 
2017; Hiver & Dörnyei, 2017). Language teacher immunity has been defined as 
“a robust armoring system that emerges in response to high-intensity threats 
and allows teachers to maintain professional equilibrium and instructional ef-
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they faced during their professional life. The findings also indicated that 
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nection between teachers’ identity and other factors of their psychology, the 
interconnection of teachers’ emotions and beliefs, the link between teachers’ 
motivation and their psychology and social setting, teachers’ autonomy, and 
teachers’ emotions. In line with the above gaps, more scholars have addressed 
other gaps that exist in the area of teachers’ psychology such as the impact of 
perfectionism on the psychological states of EFL teachers (Mahmoodi-
Shahrebabaki, 2016), the effect of culture on EFL teachers’ burnout (Saboori & 
Pishghadam, 2016), the impact of EFL teachers’ job (dis)satisfaction on their 
job performance (Soodmand Afshar & Doosti, 2015, 2016) examining L2 teach-
ers’ hopefulness on their teaching commitment and motivation (Hiver, 2016a), 
and investigating EFL teachers’ demotivation in culturally specific contexts 
(Yaghoubinejad et al., 2016) . 

Since researching language teachers’ psychology is in its infancy (Hiver, 
2018), it has given rise to the emergence of new concepts and constructs. One 
of these novel constructs is language teacher immunity (Hiver, 2015; Hiver, 
2017; Hiver & Dörnyei, 2017). Language teacher immunity has been defined as 
“a robust armoring system that emerges in response to high-intensity threats 
and allows teachers to maintain professional equilibrium and instructional ef-

fectiveness” (Hiver, 2017, p. 269). In stressful and adverse conditions, this im-
munity can take on two global types: productive (positive) and maladaptive 
(negative). Research on language teacher immunity is in its nascent stage and 
needs to be fine-tuned by further investigation (Hiver, 2016b). Furthermore, as 
examining novel constructs is essential to illuminate understanding of teachers’ 
psychology (Collie et al., 2018), the present study, then, endeavors to find out 
what factors caused the development of a given immunity type, the impact that 
immunity might have on EFL teachers’ classroom practices, and interventions 
that can put EFL teachers on the productive immunity development path. This 
study is the follow-up to our previous study (Haseli Songhori et al., 2018) in 
which we investigated the language teacher immunity among Iranian English as 
a foreign language (EFL) teachers through self-organization perspective. The 
findings of the previous study revealed that maladaptive immunity was a dom-
inant type of immunity among Iranian English language teachers. It was also 
found that both productively and maladaptively immunized teachers went 
through the four stages of self-organization process in forming their immunity 
type. Hopefully, the findings of the present study can help fill the gap in the ex-
isting literature on language teacher psychology, in general, and language 
teacher immunity, in particular. 

This qualitative study, therefore, aimed to find the answers to the following 
research questions: 
1) What are the possible sources of immunity among Iranian EFL teachers? 
2) What impact does language teacher immunity have on Iranian English lan-
guage teachers’ classroom practice? 
3) What are the most effective intervention strategies which positively influ-
ence the development of the Iranian English language teachers’ immunity ac-
cording to the Iranian EFL teachers? 
 

Review of the Related Literature 
Language Teacher Immunity 

The concept of language teacher immunity was put forward by Hiver (2015) 
and Hiver & Dörnyei (2017) so as to fill the lacuna in language teacher motiva-
tion and professional identity. Language teacher immunity is a robust armoring 
system that emerges in response to adverse conditions (Hiver, 2018) and en-
sures the survival of a system (Hiver, 2015), here a language teacher. The con-
cept of teacher immunity puts forward a framework that elucidates the pro-
cesses through which teachers in general, and language teachers in particular, 
attempt to come up with a defense mechanism to buffer or assuage the effects 
of unpleasant disturbances that might threaten their motivation to teach and 
their professional identity (Hiver, 2016b; Hiver & Dörnyei, 2017). The meta-
phor of teacher immunity is derived from biological immunity and has two 
global manifestations: productive (positive) and maladaptive (negative) (Hiver, 
2015). Language teacher immunity in its productive representation protects 
teachers from the effects of certain adversities because of their personality, 
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while others with maladaptive immunity experience increased risk regarding 
the negative consequences from stressors (MacIntyre et al., 2019). 

 
Differentiating Language Teacher Immunity from Cognate Constructs 

In order to gain a better understanding of language teacher immunity, it should 
be differentiated from other cognate concepts that have been put forward since 
the 1970s when individual well-being was a central concern in psychology 
(Hiver & Dörnyei, 2017). These concepts include resilience, adaptability, buoy-
ancy, coping, burnout, and engagement. In the field of educational psychology, 
these concepts are well-attested, but in applied linguistics, and specifically in 
language teacher psychology research, they are under-researched. 

There is a multidisciplinary interest in the concept of resilience, and this in-
terest has culminated in various definitions. In their study on teachers and re-
silience, Pearce and Morrison (2011) defined it as “the process of, capacity for, 
or outcome of successful adaptation despite challenging or threatening circum-
stances” (p. 48). According to this definition, resilience is not an innate quality; 
rather, it is a relative, developmental, and dynamic concept that leads to adap-
tation in the face of challenges (Gu & Day, 2007). Considering the nature of re-
silience, it seems to be similar to the concept of language immunity. However, 
Hiver (2018) differentiates language teacher immunity from resilience based 
on three aspects. Firstly, language teacher immunity is an emergent outcome of 
self-organization which is an adaptive reaction to domain-specific crises, while 
resilience is the commonplace outcome of ordinary systems for adaptation. 
Secondly, language teacher immunity is dual-natured: safeguarding the teacher 
against adversities or threatening their effectiveness and functioning, whereas 
resilience promotes individuals’ positive functioning. Thirdly, through analyti-
cal narratives, language teacher immunity becomes part of teachers’ profes-
sional identity. Nevertheless, resilience has not been explicitly involved in the 
formation of professional identity.  

Adaptability is an essential personal capacity that enables one to successful-
ly adjust to changing circumstances inherent in life (Collie & Martin, 2016). Col-
lie and Martin (2017) define adaptability as an “individual’s capacity to use 
strategies to regulate their thoughts, actions, and emotions in order to effective-
ly respond to new, changing, or uncertain situations” (p. 30). Three key terms in 
this definition are change, novelty, and uncertainty. In order to deliver effective 
instruction (Margolis, 2018), teachers should be able to constructively respond 
and react to changing, novel, and uncertain situations which are inherent in 
their profession (Collie & Martin, 2016). In language learning and teaching con-
texts, examples of these situations are limited and shrinking budgets, teaching 
new courses, working with students from unfamiliar cultures, and being agile 
enough to handle multilevel classrooms (Margolis, 2018).  

Like resilience, adaptability aims at enhancing one’s positive functioning. 
Therefore, it is considered as a strategy or skill which individuals must adopt to 
deal with the demands of the situations which are novel, changing, and uncer-
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while others with maladaptive immunity experience increased risk regarding 
the negative consequences from stressors (MacIntyre et al., 2019). 
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(Hiver & Dörnyei, 2017). These concepts include resilience, adaptability, buoy-
ancy, coping, burnout, and engagement. In the field of educational psychology, 
these concepts are well-attested, but in applied linguistics, and specifically in 
language teacher psychology research, they are under-researched. 

There is a multidisciplinary interest in the concept of resilience, and this in-
terest has culminated in various definitions. In their study on teachers and re-
silience, Pearce and Morrison (2011) defined it as “the process of, capacity for, 
or outcome of successful adaptation despite challenging or threatening circum-
stances” (p. 48). According to this definition, resilience is not an innate quality; 
rather, it is a relative, developmental, and dynamic concept that leads to adap-
tation in the face of challenges (Gu & Day, 2007). Considering the nature of re-
silience, it seems to be similar to the concept of language immunity. However, 
Hiver (2018) differentiates language teacher immunity from resilience based 
on three aspects. Firstly, language teacher immunity is an emergent outcome of 
self-organization which is an adaptive reaction to domain-specific crises, while 
resilience is the commonplace outcome of ordinary systems for adaptation. 
Secondly, language teacher immunity is dual-natured: safeguarding the teacher 
against adversities or threatening their effectiveness and functioning, whereas 
resilience promotes individuals’ positive functioning. Thirdly, through analyti-
cal narratives, language teacher immunity becomes part of teachers’ profes-
sional identity. Nevertheless, resilience has not been explicitly involved in the 
formation of professional identity.  

Adaptability is an essential personal capacity that enables one to successful-
ly adjust to changing circumstances inherent in life (Collie & Martin, 2016). Col-
lie and Martin (2017) define adaptability as an “individual’s capacity to use 
strategies to regulate their thoughts, actions, and emotions in order to effective-
ly respond to new, changing, or uncertain situations” (p. 30). Three key terms in 
this definition are change, novelty, and uncertainty. In order to deliver effective 
instruction (Margolis, 2018), teachers should be able to constructively respond 
and react to changing, novel, and uncertain situations which are inherent in 
their profession (Collie & Martin, 2016). In language learning and teaching con-
texts, examples of these situations are limited and shrinking budgets, teaching 
new courses, working with students from unfamiliar cultures, and being agile 
enough to handle multilevel classrooms (Margolis, 2018).  

Like resilience, adaptability aims at enhancing one’s positive functioning. 
Therefore, it is considered as a strategy or skill which individuals must adopt to 
deal with the demands of the situations which are novel, changing, and uncer-

tain. In some studies, (e.g., Le Cornu, 2009; Mansfield et al., 2012), teachers’ 
adaptability has been viewed as one of the core components of resilience. Con-
sequently, the differentiation between resilience and language teacher immuni-
ty applies to adaptability too. 

To the best of our knowledge, to date, no study has investigated the concept 
of buoyancy in language teacher research. Thus, it makes a new line of investi-
gation in the field of language teacher psychology. Parker & Martin (2009) de-
fined buoyancy as the individuals’ self-perceptions to their ability to successful-
ly handle the hassles of daily life such as a bad mark on a test, competing dead-
lines, pressure, and challenging tasks. On the surface, resilience and buoyancy 
appear to be conceptually similar, but they are different in that research on re-
silience investigates chronic and extreme life adversities which are threats that 
could undermine development (Collie & Martin, 2016), whereas buoyancy re-
search zeroes in on the everyday setbacks and struggles which characterize the 
course of everyday life and work (Parker & Martin, 2009). These setbacks and 
struggles cannot necessarily be taken as adversities, hence not threatening de-
velopmental processes. Therefore, buoyancy has been equated to “everyday 
resilience” (e.g., Martin & Marsh, 2008; Martin et al., 2013).  

Coping strategies are vital as an individual grapples with adversities. Com-
pas et al. (2001) defined coping as ”conscious volitional efforts to regulate emo-
tion, cognition, behavior, physiology, and the environment in response to 
stressful events or circumstances” (p. 89). This definition implies that coping 
refers to the strategies used following the appraisal of a stressful event (Fletch-
er & Sarkar, 2013). Put it another way, coping can be taken as “processes that 
are enacted in response to stress” (Compas et al., 2014, p.72). Adopting certain 
coping strategies in response to stressful situations can be adaptive such as 
problem-solving, seeking support, reappraisal, information-seeking, emotion 
expression and regulation, or maladaptive like avoidance, escape, rumination, 
denial, helplessness, passivity, confusion, concealment, isolation, self-pity, de-
pendency (Skinner & Zimmer-Gembeck, 2015). Coping and language teacher 
immunity share adaptive and maladaptive dimensions. Coping is just regulating 
teachers’ actions in stressful events. It is an element that contributes to the 
formation of immunity. Also, since coping strategies are responses a teacher 
adopts to deal with a challenging situation, they do not include explicit devel-
opmental elements in professional identity formation.  

Other concepts that are similar to language teacher immunity are burnout 
and engagement. Burnout as a multidimensional syndrome and a psychological 
erosion process is associated with organizational and work stress (Maslach & 
Leiter, 2008) and is the result of the prolonged involvement in stressful envi-
ronments (Richards et al., 2016). Burnout has three interrelated components 
emotional exhaustion which is assumed to develop first (Maslach & Leiter, 
2016) refers to “feeling emotionally and physically drained by one’s work” 
(Richards et al., 2018, p. 3). Emotional exhaustion, then, leads to depersonaliza-
tion (also called cynicism) which relates to the negative, unsympathetic attitude 
toward others in the workplace (Richards et al., 2016). As depersonalization 
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continues, the individuals starts to develop critical attitudes toward their work 
(Richards et al., 2018). This last component is reduced personal accomplishment 
which refers to feelings of inefficacy and a lack of achievement and productivity 
in work (Maslach & Leiter, 2008). The converse of burnout is engagement 
which is a positive construct. Engagement is a productive and fulfilling state 
that teachers have in their work. Engagement can be regarded as the positive 
extremes of the three dimensions of burnout (Maslach, 2011). Comparing en-
gagement and burnout, it can be said that teachers who enjoy engagement have 
a state of high energy in their job rather than emotional exhaustion, they are 
strongly involved in teaching rather than being depersonalized, and they have a 
strong feeling of efficacy rather than inefficacy. As mentioned above, it is the 
dual nature of language teacher immunity that distinguishes it from other simi-
lar concepts. 

Comparing language teacher immunity to its cognate constructs shows that 
language teacher immunity is a stronger predictor of how language teachers 
survive or thrive in their profession. Considering the tremendous impact lan-
guage teacher immunity has on teachers’ daily classroom teaching, their moti-
vation, and professional identity, language teacher immunity is considered as a 
useful construct in offering more insight into teacher’s cognition, experiences, 
and identities (Hiver & Dörnyei, 2017). 

 
Language Teacher Immunity, Teacher Effectiveness, and (De)motivation 

To date, research on language teacher immunity (e.g., Haseli Songhori et al., 
2018; Hiver, 2016b, 2017) has shown that classroom practice and effectiveness 
of teachers hinges significantly upon the immunity type that they have devel-
oped and acquired over their career. There is a remarkable difference between 
teachers with productive immunity and those with maladaptive one vis-à-vis 
their instructional abilities. While productive immunity provides teachers with 
a robust armoring mechanism which helps them bounce back and overcome 
challenges, upheaval, and adversities in their classrooms and teaching profes-
sion (Hiver, 2018), maladaptive immunity debilitates teachers through adopt-
ing skewed coping strategies which culminate in aversion to change, apathy, 
cynicism, indifference, and fossilization and plateauing (Haseli Songhori et al., 
2018; Hiver, 2017).  

Productive teacher immunity equips teachers with the following character-
istics: specificity (that helps teachers respond appropriately to specific pertur-
bations they encounter); memory (prior encounter and handling of upheaval 
helps teachers to intelligently respond to future disturbances); adaptability (an 
aspect of resilience that evolves in response to changes to help teachers bounce 
back from adversity and function effectively); and durability (teacher immunity 
sustains its protective capacity in the face of stress, upheaval, and failure) (Hiv-
er & Dornyei, 2017). Teaching is a stressful profession (MacIntyre et al., 2019; 
Talbot & Mercer, 2019), and only those teachers that possess the above-
mentioned characteristics will survive and thrive. If they do not, they will ulti-
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strongly involved in teaching rather than being depersonalized, and they have a 
strong feeling of efficacy rather than inefficacy. As mentioned above, it is the 
dual nature of language teacher immunity that distinguishes it from other simi-
lar concepts. 

Comparing language teacher immunity to its cognate constructs shows that 
language teacher immunity is a stronger predictor of how language teachers 
survive or thrive in their profession. Considering the tremendous impact lan-
guage teacher immunity has on teachers’ daily classroom teaching, their moti-
vation, and professional identity, language teacher immunity is considered as a 
useful construct in offering more insight into teacher’s cognition, experiences, 
and identities (Hiver & Dörnyei, 2017). 
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To date, research on language teacher immunity (e.g., Haseli Songhori et al., 
2018; Hiver, 2016b, 2017) has shown that classroom practice and effectiveness 
of teachers hinges significantly upon the immunity type that they have devel-
oped and acquired over their career. There is a remarkable difference between 
teachers with productive immunity and those with maladaptive one vis-à-vis 
their instructional abilities. While productive immunity provides teachers with 
a robust armoring mechanism which helps them bounce back and overcome 
challenges, upheaval, and adversities in their classrooms and teaching profes-
sion (Hiver, 2018), maladaptive immunity debilitates teachers through adopt-
ing skewed coping strategies which culminate in aversion to change, apathy, 
cynicism, indifference, and fossilization and plateauing (Haseli Songhori et al., 
2018; Hiver, 2017).  

Productive teacher immunity equips teachers with the following character-
istics: specificity (that helps teachers respond appropriately to specific pertur-
bations they encounter); memory (prior encounter and handling of upheaval 
helps teachers to intelligently respond to future disturbances); adaptability (an 
aspect of resilience that evolves in response to changes to help teachers bounce 
back from adversity and function effectively); and durability (teacher immunity 
sustains its protective capacity in the face of stress, upheaval, and failure) (Hiv-
er & Dornyei, 2017). Teaching is a stressful profession (MacIntyre et al., 2019; 
Talbot & Mercer, 2019), and only those teachers that possess the above-
mentioned characteristics will survive and thrive. If they do not, they will ulti-

mately plateau and fossilize. Plateauing prevents teachers from growth, and to 
top it off, it can be contagious (Milstein, 1990). That is, novice teachers’ identity 
is, to some extent, influenced by their experienced colleagues who suffer from 
inertia and fossilization. 

Language teacher immunity originates from the factors that motivate or 
demotivate teachers in their profession, and, as a result, solidifies into their 
professional identity (Hiver, 2017). Teacher motivation is “one of the crucial 
factors which might have to do with the success or failure of educational sys-
tems” (Soodmand Afshar & Doosti, 2015, p. 2). Motivation is squarely linked 
with job satisfaction which may have serious positive or negative consequences 
for not only teachers’ well-being and health, but also for the quality of educa-
tion (Skaalvik & Skaalvik, 2017).  

Motivation has been defined in different ways by different scholars and 
many “theoretical strands have been put forward to explain the relationship 
between individual motivation, job satisfaction, and performance at work” 
(Müller et al., 2009, p. 579). Ryan and Deci (2000) offer a process-oriented def-
inition which covers both motivation and demotivation definition. Their defini-
tion is “to be motivated means to be moved to do something. A person who 
feels no impetus or inspiration to act is thus characterized as unmotivated, 
whereas someone who is energized or activated toward an end is considered 
motivated” (p. 54). Therefore, motivation can be considered as a drive or mo-
tive that pushes an individual towards achieving a goal. Research findings on 
motivation have generally identified three sources or types of motivation: Ex-
trinsic motivation which is concerned with aspects of the job not inherent in 
the work itself, such as salary and employment and promotion opportunities 
(Moses et al., 2017); intrinsic motivation which has to do with “satisfaction of 
needs and interests, emotional payoffs, and the internal desire for personal 
growth, intellectual fulfillment and meaningfulness often found in educational 
settings” (Hiver et al., 2018, p. 24); and altruistic motivation which is the per-
sonal desire to help students to succeed and considering teaching as a socially 
valuable job (Müller et al., 2009). Why teachers choose teaching as their profes-
sion and remain in it hinges, to a large extent, upon their specific motivation. 
When teachers start their careers, their motivations are shaped and reshaped 
by ongoing experiences, emotions, and stressors they encounter (Hiver et al., 
2018). Research in educational mainstream has identified various sources of 
stress that can negatively impact teachers’ motivation. These include: discipline 
problems, time pressure, workload, poor working conditions, students’ diversi-
ty, lack of teacher agency, lack of recognition and value, low remuneration, lack 
of facilities, lack of resources and administrative support (De Costa et al., 2019; 
Rahmati et al., 2019; Skaalvic & Skaalvic, 2017; Wieczorek, 2016). These stress-
ors are experienced by all teachers the world over and have the potential to 
undermine teachers’ motivation. Iranian language teachers are no exception. As 
research in the field of teacher motivation is still in its nascent stage (Urdan, 
2014), investigating factors that motivate and demotivate teachers in the Irani-
an EFL context is also under-researched.  
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Iran is a culturally specific context (Yaghoubinejad et al., 2016) with its own 
unique system in teacher recruitment, material development, and curriculum 
implementation in the centralized, state-run education system (Sadeghi & Gha-
deri, 2018) with little room for teachers’ autonomy and agency which can con-
tribute to teachers’ demotivation. The findings of several studies (e.g., Akbari & 
Eghtesadi Roudi, 2017; Roohani & Dayeri, 2019; Sadeghi & Sa’adatpourvahid, 
2016; Soodmand Afshar & Doosti, 2015, 2016; Soodmand Afshar & Hamzavi, 
2017; Yaghoubinejad et al., 2016) investigating motivating and demotivating 
factors among Iranian EFL teachers working in state-run schools have yielded 
relatively similar results. As a couple of studies indicate, the only type of moti-
vation that aids teachers to function effectively in the face of a slew of demoti-
vating factors is the altruistic motivation (Haseli Songhori et al., 2018; Rahmati 
et al., 2019; Yaghoubinejad et al., 2016). On the contrary, a large number of 
teachers working in junior and senior high schools suffer from high levels of 
job-related stress (Sadeghi & Sa’adatpourvahid, 2016) and grapple with daily 
hassles in workplace, which, more often than not, culminates in their demotiva-
tion and burnout. The demotivating factors reported in several studies con-
ducted in Iran are more or less similar to other foreign contexts barring some 
context-specific ones. Iranian state-sector EFL teachers consider the following 
as big threats to their motivation: lack of administrative support, students’ dis-
ruptive classroom behavior (Roohani & Dayeri, 2019), lack of autonomy and 
agency, parents’ high expectations, limited or lack of facilities in schools and 
classrooms (Rahmati et al.,2019), unsatisfactory supervision and monitoring of 
teachers, and students’ demotivation (Soodmand Afshar & Hamzavi, 2017). In 
their study, Yaghoubinejad et al. (2016) reported the following as the culture-
specific demotivating factors among Iranian junior high school teachers: lack of 
social recognition and social respect and value, inadequate remuneration, and 
lack of support and understanding regarding English education in schools. 

 

Method 
Because of the interpretive aspects (Merriam, 2009) of this study, a qualitative 
research design was employed for the collection and analysis of the empirical 
data. A qualitative research design, according to Creswell (2012), enables re-
searchers to “develop an in-depth exploration of a central phenomenon” (p. 
206). In the current study, the central phenomenon is the quest for the roots of 
immunity and its impacts on the classroom practices of EFL teachers in Iran as 
well as changing or tweaking the immunity development process.  
 
Context  

The government of Iran is the provider of education for almost everyone. The 
education system is centralized (Sadeghi & Ghaderi, 2018) and is aimed at the 
matriculation exam (Konkur Exam) that takes place at the end of high school 
and is a mandatory exam for students if they want to gain entrance into univer-
sities and other higher education institutions. Any decision having to do with 
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unique system in teacher recruitment, material development, and curriculum 
implementation in the centralized, state-run education system (Sadeghi & Gha-
deri, 2018) with little room for teachers’ autonomy and agency which can con-
tribute to teachers’ demotivation. The findings of several studies (e.g., Akbari & 
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context-specific ones. Iranian state-sector EFL teachers consider the following 
as big threats to their motivation: lack of administrative support, students’ dis-
ruptive classroom behavior (Roohani & Dayeri, 2019), lack of autonomy and 
agency, parents’ high expectations, limited or lack of facilities in schools and 
classrooms (Rahmati et al.,2019), unsatisfactory supervision and monitoring of 
teachers, and students’ demotivation (Soodmand Afshar & Hamzavi, 2017). In 
their study, Yaghoubinejad et al. (2016) reported the following as the culture-
specific demotivating factors among Iranian junior high school teachers: lack of 
social recognition and social respect and value, inadequate remuneration, and 
lack of support and understanding regarding English education in schools. 

 

Method 
Because of the interpretive aspects (Merriam, 2009) of this study, a qualitative 
research design was employed for the collection and analysis of the empirical 
data. A qualitative research design, according to Creswell (2012), enables re-
searchers to “develop an in-depth exploration of a central phenomenon” (p. 
206). In the current study, the central phenomenon is the quest for the roots of 
immunity and its impacts on the classroom practices of EFL teachers in Iran as 
well as changing or tweaking the immunity development process.  
 
Context  

The government of Iran is the provider of education for almost everyone. The 
education system is centralized (Sadeghi & Ghaderi, 2018) and is aimed at the 
matriculation exam (Konkur Exam) that takes place at the end of high school 
and is a mandatory exam for students if they want to gain entrance into univer-
sities and other higher education institutions. Any decision having to do with 

the education, such as designing the curriculum, writing and selecting text-
books, and recruiting and training teachers, including English language teach-
ers, is made under the direct supervision of the Ministry of Education and the 
Ministry of Science, Research, and Technology.  

Before 2012, there were some teacher education centers responsible for 
training would-be teachers, but in 2012, a state-run teacher education universi-
ty, called Farhangian University, was founded, and this university is the sole 
provider of teacher training programs across Iran (Kuusisto et al., 2016). Typi-
cally, teacher training programs are completed within four years after which 
the graduates receive their Bachelor’s degree. Upon graduation, they start their 
teaching career at different schools. Iranian school teachers have to teach 24 
hours per week, and this workload is mandatory. Their monthly salary ranges 
from 3500000 to 4500000 Tomans (Soodmand Afshar & Doosti, 2015). Due to 
high rates of inflation, this salary is low and insufficient, and most teachers 
have to have a second job in order to meet just the basic needs of their life. This 
has resulted in a decline in teachers’ social status and motivation to teach. On 
the other hand, some teachers have kept functioning effectively for intrinsic 
reasons, such as having a positive internal derive toward helping students 
learn, and feeling internally satisfied with serving the society (Soodmand Af-
shar & Doosti, 2016).  

 

Participants 

Convenience and snowball sampling techniques were used to recruit 13 EFL 
teachers working in state-run high schools. They ranged in age from 31 to 53 
(average 40.85). Eight of the participants were male and five were female. All 
the participants were seasoned English language teachers (6 years to 30 years 
of experience) who were quite familiar with the high school settings and the 
motivating, demotivating, and stress-causing factors and the coping strategies 
that teachers use to deal with these factors. The participants’ complete back-
ground information is presented in Table 1.  
 

Table 1. 
Demographic information of the participants 

Participants Age Degree Teaching experi-
ence (years) Gender Education 

Interviewee 1 39 MA 16 Male Teaching 
Interviewee 2 36 BA 6 Female Teaching 
Interviewee 3 37 MA 16 Female Teaching 
Interviewee 4 53 MA 30 Male Teaching 
Interviewee 5 39 MA 23 Male Teaching 
Interviewee 6 34 MA 8 Male Teaching 
Interviewee 7 31 BA 6 Male Translation 
Interviewee 8 48 BA 25 Male Teaching 
Interviewee 9 48 MA 26 Male Teaching 
Interviewee 10 32 BA 8 Female Teaching 
Interviewee 11 35 MA 10 Female Linguistics 
Interviewee 12 48 MA 27 Female Teaching 
Interviewee 13 51 MA 29 Male Linguistics 
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Instruments 

In this study, face-to-face, semi-structured interviews were the main data col-
lection instrument. Before conducting the interviews, an interview protocol 
was designed to be used as a guide during the interviews. Besides, the partici-
pants’ answers made the interviewer ask some probing questions (Hatch, 
2002) to increase the depth of the interviews. The interview protocol began 
with a description of the purposes of the study to the participants. Then, ques-
tions were asked to gather the participants’ demographic information along 
with the main questions regarding the views and opinions of the participants 
vis-à-vis the possible sources of immunity among Iranian EFL teachers, the ef-
fect of a certain type of immunity on EFL teachers’ classroom performance, and 
the most effective intervention strategies which could positively influence the 
development of the Iranian EFL teachers’ immunity.    
 
Procedure 

The first researcher conducted all the interviews in quiet locations either at the 
university where he teaches or at the schools where the participants taught. 
Before each interview, the interviewer explained the purpose of the study to 
the interviewees, and they signed the ethics sheet that indicated their voluntary 
participation and confidentiality of their interview data. The interviews were 
conducted in Persian to ensure that the participants felt comfortable in discuss-
ing their experiences and expressing their feelings in their mother tongue. Each 
interview lasted between 25 to 40 min. The interviews were audio-recorded 
with a smartphone using Easy Voice Recorder (version 1.8.1). The interviews, 
then, were transcribed verbatim and used for data analysis.  

In order to analyze the data, conventional content analysis (Hsieh & Shan-
non, 2005) was used to identify themes and categories with the assistance of 
MAXQDA Analytics Pro software. In order to analyze the data, the following 
steps were taken based on Graneheim and Lundman’s (2004) work. As a first 
step, the interview transcripts were read several times to gain a sense of the 
whole. Then, the transcripts were divided into meaningful units and these units 
were also condensed. These condensed units were subsequently abstracted and 
labeled with subthemes. Based on comparing their similarities and differences, 
the ensuing subthemes were then sorted into themes. Finally, themes were 
formulated which were the expressions of latent content of the transcripts. Ta-
ble 2 presents an example of how themes were formulated.  

To increase trustworthiness and reliability in this study, the analysis was 
strengthened by ‘member checking’ and ‘peer debriefing’ (Ary et al., 2018). In 
order to carry out member checking, also called ‘respondent validation’ (Merri-
am, 2009), during the analysis of the data, examples of the data, along with the 
interpretations, were sent to some of the participants to solicit their comments 
and feedback about the findings which were later included into the research 
process through confirming, changing, or fine-tuning the interpretations. Then, 
a friend of the first author, who was a disinterested peer and an expert in quali-
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Table 2. 
Theme formulation process 

 
 

Findings 
In the analysis of the interview transcripts, some themes were identified vis-à-
vis sources of immunity and intervention strategies to gear the immunity de-
velopment toward a positive, adaptive one.  
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 Sources of English Teachers’ Immunity 

As mentioned above, the sources of immunity in language teachers have to do 
with the factors that motivate or demotivate them in their careers.  The demo-
tivating factors are at the core of maladaptive immunity development. These 
demotivating factors are the stressors that EFL teachers face and the skewed 
and wrong strategies they adopt in tackling these stressors. Consequently, the 
final outcome of this process over the years is maladaptive immunity which has 
symptoms like frustration, cynicism, aversion to change, callousness, apathy, 
emotional exhaustion, resignedness, inefficacy, jaded indifference (Hiver & 
Dornyei, 2017). One the other hand, teachers with adaptive immunity enjoy the 
following characteristics: specificity, memory, adaptability, and durability (Hiv-
er, 2017). They have developed a robust armoring system in dealing with 
stressors and adversities in their profession.  The interview data of the study 
revealed four major types of stressors which were considered by the inter-
viewees as the sources of maladaptive immunity. These were: personal-level, 
school-level, organization-based, and sociocultural stressors. The first two types 
are considered as micro-level and the other two as macro-level stressors. The 
interviewees mentioned only one source for the positive immunity among EFL 
teachers: intrinsic and altruistic motivation.  
 
Sources Related to the Maladaptive Immunity 

Although every teacher possesses a unique profile of what types of stressors 
might afflict them, the analysis of the interview data indicated that school-level 
stressors were the most reported stressors among the four stressor types. 
Among these, unsupportive principals were mentioned with the highest fre-
quency by the interviewees as the trigger of stress in English teachers. This 
seems to be due to lack of autonomy and agency on the part of teachers and the 
views the principals have towards students’ grades because higher grades indi-
cate better achievement. Therefore, the school principals are very strict with 
teachers and force them to follow the exact syllabus and school regulations. As 
a result, “teachers become mere implementers of prescribed initiatives and 
schemes without recourse to their own professional knowledge and experi-
ence” (Ghorbani, 2009, p. 132). The following extracts were taken from the EFL 
teachers’ interview data as evidence in this regard. 

Extract 1: Once I taught in a school whose principal had im-
posed some strict regulations. She didn't consid-
er whether I was a good teacher or not. All she 
thought about was obeying those strict school 
regulations. This really annoyed me and made 
me apathetic towards my students! (Interview-
ee 12) 

Extract 2: I am a teacher and love to be independent and 
autonomous in my teaching. But our principal 
continually checks on me and limits me and it 
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Extract 1: Once I taught in a school whose principal had im-
posed some strict regulations. She didn't consid-
er whether I was a good teacher or not. All she 
thought about was obeying those strict school 
regulations. This really annoyed me and made 
me apathetic towards my students! (Interview-
ee 12) 

Extract 2: I am a teacher and love to be independent and 
autonomous in my teaching. But our principal 
continually checks on me and limits me and it 

seems that she puts shackles on me. The present 
situation makes me emotionally drained and I 
feel I have no enthusiasm in my job anymore. 
(Interviewee 3) 

The next stressor experienced by EFL teachers which was also reported 
with rather high frequency was students’ demotivation. One main reason which 
causes students to become demotivated in learning English is that they see no 
practical use for learning a language in their real life. This can have a strongly 
negative influence on English teachers’ motivation to teach. The following ex-
tracts express this concern as a stressor: 

Extract 3: One of the factors that causes teachers’ stress in 
classroom contexts is the lack of motivation in 
students. The main reason for this demotivation 
is rooted in our society where students see no 
point in learning English. As an EFL teacher, I 
get frustrated because of this situation. (Inter-
viewee 13) 

Extract 4: A stress-causing factor that happens inside my 
classroom is that my students show no interest 
in learning English! And this disinterest demoti-
vates me because I do not get positive feedback 
from the students. (Interviewee 4) 

Inappropriate classroom setting was another factor that caused stress in EFL 
teachers. Learning English requires a separate classroom with audio-visual fa-
cilities. However, in almost all schools in Iran the same classroom which is allo-
cated for learning and teaching chemistry, physics, geography, etc., it is also 
used for teaching English. Therefore, EFL teachers have to resort to the tradi-
tional method of language teaching and only use the textbook and whiteboard 
for teaching English. As interviewee 2 stated, “lack of facilities makes EFL teach-
ers like me feel stressed and frustrated, and just use their traditional method of 
teaching”. Other stressors identified as school-level ones were students’ misbe-
havior and oversized and heterogeneous classes. Like the aforementioned 
stressors, these two also put much stress on teachers and could cause teachers’ 
demotivation because EFL teachers stated that they could not control the stu-
dents in their classrooms and gradually became indifferent towards students 
and their profession.  

The interviewees of the current research also identified a number of organi-
zation-based triggers of maladaptive language teacher immunity. Organization-
based factors are at macro level and pertain to the provincial education offices 
and the Ministry of Education. For this type of stressor, the data revealed that 
the interviewees talked about four different factors that caused stress in teach-
ers. The first factor is no/inappropriate supervision on teachers’ work. This 
stressor is quite demotivating for EFL teachers because, as a couple of the in-
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terviewees mentioned, the teachers think that they are doing something worth-
less in class. 

Extract 5: Nobody cares about what is happening in my 
class and what I am teaching to my students. 
(Interviewee 5) 

Extract 6: Well, when a teacher puts much energy in class 
and they notice that nobody cares, then that 
teacher experiences stress and little by little be-
comes demotivated. (Interviewee 7) 

The second organization-based stressor expressed by the interviewees was 
teachers’ financial dissatisfaction. The economic status of teachers in Iran is one 
of the main stressors they experience in their careers. Their low remuneration 
and bad economic situation constantly pester them to the extent that they be-
come dissatisfied with their job (Soodman Afshar & Doosti, 2015). The follow-
ing extract indicated how this financial dissatisfaction triggered stress in the 
teacher. 

Extract 7: Financial dissatisfaction has a tremendous nega-
tive impact on my mind and soul. This stressor 
causes me not to put my optimal effort in teach-
ing. I just try to quickly finish class and go on my 
second job to be able to support my family. (In-
terviewee 5) 

Insufficient class time and introduction of new books are other stressors that 
are directly related to the organization-based factors. Class time and new books 
are imposed on teachers from education offices and the Ministry of Education. 
Teachers have no agency to use their initiation in designing materials for their 
class. This really weakens teachers’ autonomous motivation (Hiver et al., 2018). 
These stressors were mentioned by the interviewees as the following: 

Extract 8: One thing that makes me stressed is the new 
books introduced by the Ministry of Education. 
They introduce new books but it is not clear for 
the teachers what they have had in mind in in-
troducing the new book. The books are sup-
posed to improve students’ listening and speak-
ing skills, but the only thing that is not taken in-
to account in the actual classrooms is the devel-
opment of these skills. (Interviewee 10) 

Extract 9: What students are going to learn in one hour and 
a half per week? What the teachers are going to 
teach to their students during this very limited 
class hour? These put a lot of stress on English 
teachers. (Interviewee 1) 
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a half per week? What the teachers are going to 
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class hour? These put a lot of stress on English 
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Regarding personal-level stressor, teachers’ lack of English knowledge was a 
major trigger of stress among the study participants. This lack of knowledge 
can pertain to teachers’ lack of technical or content knowledge. Quite surpris-
ingly, only two interviewees mentioned personal-level stressors and this type 
of stressor as the only one. The remaining 11 interviewees did not talk about 
their personal-level stressors. The following extracts taken from those two EFL 
teachers’ interviews substantiated this concern. 

Extract 10: The problem that I have seen in English teachers 
is their weakness in skills related to English 
language and its teaching. Most of the 
teachers, consciously or unconsciously, are 
not familiar with the new teaching methods. 
If they are, they think that these new meth-
ods are not applicable in our context. For 
this reason, they are scared to use new 
methods or avoid them altogether. (Inter-
viewee 4)  

Extract 11: Teachers’ lack of English language knowledge 
and their weakness in speaking and listening 
skills put them in a lot of stressful situations 
in class. And due to this they have come to 
this conclusion that they are just repeating 
very limited grammar and vocabulary every 
year. (Interviewee 6) 

The last category of stressors is sociocultural ones. Lack of teacher social 
status and little value for English language were two stressors reported by in-
terviewees. As teachers are like the slaves and implementers of the prescribed 
curriculum, they gradually lose their respect in the eye of the people. This has a 
detrimental impact on teachers’ morale and motivation. The following extract 
indicates the EFL teachers’ resentment with their lack of social status.  

Extract 12: Our society does not understand the importance 
of teachers and the job they do. Unfortunately, 
this lack of understanding puts a lot of mental 
pressure on teachers. (Interviewee 5) 

When people and society do not respect and appreciate teachers and their 
job, one consequence would be little value for English language itself. As a trig-
ger of stress in EFL teachers, this interviewee expressed his opinion in this re-
gard in the following extract: 

Extract 13: The reason for the little value that English re-
ceives is related to the society. When students 
have no motivation and purpose in learning 
English, so, they say to themselves ‘why try to 
learn it’. English language and its learning 
seem useless to them. (Interviewee 13) 



226  —  Immunity among Iranian EFL Teachers: Sources, Impacts, and the Developmental Path

Sources Related to the Positive Immunity 

Despite the various sources of stressors like low remuneration, lack of supervi-
sion on teachers’ work, unsupportive principals, demotivated students which 
had afflicted almost all English teachers, English teachers who were adapting 
towards productive immunity expressed their positive attitudes towards their 
career and students, “Every year I am learning positive things to help me contin-
ue my career for thirty years. This is because I love teaching and my students” 
(Interviewee 6), or “I didn’t surrender when faced with lack of appreciation from 
Education office. I just stuck to my goals and purposes in teaching English for the 
sake of my students” (Interviewee 4).  

The analysis of the data revealed, as is understood from the above quotes, 
that EFL teachers kept functioning effectively due to their intrinsic and altruis-
tic motives. Although some teachers used their creativity and imagination in 
their teaching, but the only source of the positive immunity was expressed by 
the teachers as ‘loving the job’, ‘loving students’, and ‘helping the society’. Sev-
eral participants stated that despite the many stressors and demotivating fac-
tors, they tried to remain motivated and efficacious because they loved their 
students. The following extracts show EFL teachers’ love for their students. 

Extract 14: Under no circumstances I ignore my students. 
It’s true that I face several adversities in my 
work environment, but when I enter the class 
and look at my students, all my worries, anger, 
and other negative feeling disappear. My stu-
dents are innocent!  (Interviewee 3) 

Extract 15: I don’t allow my principal’s disrespect and bad 
behavior directly or indirectly influence my 
job. I manage my classroom in a way that the 
students don’t feel that they have a bad prin-
cipal. I won’t let negative things impact my re-
lationship with my students.  (Interviewee 4) 

 

Effect of Teacher Immunity Type on Classroom Practice 

As mentioned earlier, language teacher immunity affects whatever teachers do 
in their professional life. The qualitative data regarding the effect of adaptive 
and maladaptive teacher immunity on classroom practice clearly show the di-
vide between those teachers who have adaptive immunity and the maladap-
tively immunized teachers.  

The teachers who reported to have developed adaptive immunity seemed to 
have the capacity to adopt effective strategies to deal with the stressful events 
that they confronted in their classrooms. For instance, in order to deal with im-
polite students, interviewee 8 resorted to a strategy which he had developed 
during his professional life.  
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have the capacity to adopt effective strategies to deal with the stressful events 
that they confronted in their classrooms. For instance, in order to deal with im-
polite students, interviewee 8 resorted to a strategy which he had developed 
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Extract 16: Those students should have a clear picture of my 
reaction in their mind. They should know that 
I may inform their parents about their bad 
behavior in class.  (Interviewee 8) 

Also, interviewee 11 had developed a strategy of talking to and convincing 
impolite students.  

Extract 17: I do my best to talk to them. My personal experi-
ence tells me that talking to them and con-
vincing them that their behavior is not appro-
priate works to a great extent. (Interviewee 
11) 

The experiences and strategies that teachers have learned from stressful 
situations in class have made teachers to be quick and powerful in responding 
to the same stressful events as they happen in the classroom setting. As a cou-
ple of interviewees mentioned, in the face of lack of facilities they had encoun-
tered during their years of teaching, they quickly use other things available in 
class to teach English to their students.  

Extract 18: I know that my classroom has no facilities to 
make learning English easier. So I just use the 
whiteboard and my marker in a way to make 
learning English fun for my students. (Inter-
viewee 2) 

Extract 19: When I’m going to work on student’s listening 
and speaking skills which are emphasized in 
the newly introduced books, the first thing 
that I do is to use my mobile to play them a 
clip to improve their listening and ask them 
questions in English to help them speak as 
well. (Interviewee 10) 

On the other end of the immunity spectrum, that is, maladaptive immunity, 
teachers are afflicted with indifference and self-complacency in class. They 
have become so over the years in their career by adopting strategies that ap-
pear to be the easiest solutions for them when facing stressful events in their 
classrooms and even at school level. The teachers with maladaptive immunity 
have developed an everlasting resistance to taking risks, using modern tech-
nology in class, sticking to their old control routines. In general, we can say that 
they are suffering from fossilization and inertia. What was explained above is 
evident in what the interviewees said about the maladaptively immunized 
teachers.  

Extract 20: These teachers have no interest in their job. 
They are never willing to update their 
knowledge. They are just trying to satisfy their 
financial needs.  (Interviewee 11) 
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Extract 21: Unfortunately, teachers with maladaptive im-
munity are like fossils. They do not believe in 
novelty, creativity, using technology, etc. they 
just stick to their old beliefs in teaching Eng-
lish and continue that forever. (Interviewee 
1) 

All in all, teachers’ performance in class is directly influenced by their im-
munity type, either adaptive or maladaptive. Faced with adversities, language 
teachers constantly try to come up with a strategy to deal with stressors and 
over the years the coping strategies that they have used solidify in them and 
turn them into an adaptively or maladaptively immunized teacher. Now, the 
question is “What can be done to manipulate the immunity formation stages in 
teachers so that inclination towards maladaptive immunity is controlled and 
adaptive immunity is reinforced and encouraged?” 

 
Interventions to Influence Immunity Formation 

As Hiver (2015) explains, most of the times we see that the process of immunity 
development results in maladaptive immunity formation and this underscores 
the need to come up with ways to influence this process and introduce ele-
ments that help the system to move to the other direction. Since the process of 
immunity formation is dynamic and cannot be blocked, some effective interven-
tions must be introduced during the developmental process of maladaptive 
immunity.  

The qualitative data analysis revealed that the participants had very similar 
ideas regarding the interventions that can be made to help teachers, specially 
novice teachers, to move on the path towards adaptive immunity development. 
These similar ideas originate from the fact that the state-run education system 
is the same across the country. In total, six intervention strategies were pro-
posed by the participants. These are presented here according to their frequen-
cy. The first intervention strategy that the study interviewees unanimously 
mentioned was improving teachers’ financial condition. Due to low remunera-
tion that language teachers receive, their main concern and stressor that is al-
ways on their mind is supporting their family financially. The following ex-
cerpts reflect what the interviewees thought about teachers’ economic status.  

Extract 22: Teachers have a lot of financial problems. I 
know a teacher who has been teaching for26 
years but he cannot support his son to get 
married. This person is so busy making money 
that has no time to spend time and energy on 
his classroom. (Interviewee 2) 

Extract 23: My disappointing economic status has a great 
impact on my teaching in the classroom, my 
relationship with my students and profession-
al behavior. (Interviewee 5) 
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Extract 21: Unfortunately, teachers with maladaptive im-
munity are like fossils. They do not believe in 
novelty, creativity, using technology, etc. they 
just stick to their old beliefs in teaching Eng-
lish and continue that forever. (Interviewee 
1) 

All in all, teachers’ performance in class is directly influenced by their im-
munity type, either adaptive or maladaptive. Faced with adversities, language 
teachers constantly try to come up with a strategy to deal with stressors and 
over the years the coping strategies that they have used solidify in them and 
turn them into an adaptively or maladaptively immunized teacher. Now, the 
question is “What can be done to manipulate the immunity formation stages in 
teachers so that inclination towards maladaptive immunity is controlled and 
adaptive immunity is reinforced and encouraged?” 

 
Interventions to Influence Immunity Formation 

As Hiver (2015) explains, most of the times we see that the process of immunity 
development results in maladaptive immunity formation and this underscores 
the need to come up with ways to influence this process and introduce ele-
ments that help the system to move to the other direction. Since the process of 
immunity formation is dynamic and cannot be blocked, some effective interven-
tions must be introduced during the developmental process of maladaptive 
immunity.  

The qualitative data analysis revealed that the participants had very similar 
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posed by the participants. These are presented here according to their frequen-
cy. The first intervention strategy that the study interviewees unanimously 
mentioned was improving teachers’ financial condition. Due to low remunera-
tion that language teachers receive, their main concern and stressor that is al-
ways on their mind is supporting their family financially. The following ex-
cerpts reflect what the interviewees thought about teachers’ economic status.  

Extract 22: Teachers have a lot of financial problems. I 
know a teacher who has been teaching for26 
years but he cannot support his son to get 
married. This person is so busy making money 
that has no time to spend time and energy on 
his classroom. (Interviewee 2) 

Extract 23: My disappointing economic status has a great 
impact on my teaching in the classroom, my 
relationship with my students and profession-
al behavior. (Interviewee 5) 

Another intervention strategy that the participants believed can be done to 
encourage teachers and motivate them was praising and appreciating teachers’ 
efforts. Almost all the participants stated that teachers’, especially successful 
teachers’, efforts and success in teaching are not valued and appreciated, and 
this was considered as a huge demotivating factor that led the teachers towards 
being indifferent to their job and students.  

Extract 24: I think teachers should be appreciated by their 
school authorities or the education offices. But 
they are totally ignored. (Interviewee 7) 

Extract 25: One factor that can motivate teachers is appre-
ciation. Others should praise them and value 
their efforts. These can be done by authorities 
and the educational system. But, unfortunate-
ly, teachers are not appreciated at all. (Inter-
viewee 13) 

No proper supervision on teachers’ teaching in the classroom was the con-
cern that most of the interviewees expressed. They believed that teachers re-
ceive almost no feedback from supervisors or the schools’ or education offices’ 
authorities. Interviewee 8 went on to the point that he called the teachers and 
their classroom “deserted islands”.  

Extract 26: Teachers think that they and their classrooms 
are like a deserted island where nobody sets 
foot. So anything that they do in the classroom 
is just for themselves and nobody supervises 
them.  (Interviewee 8) 

Other participants expressed their concern in the following extracts. 
Extract 27: There is no one to supervise teachers in their 

classrooms and tell them what their English 
language problems are and if their teaching 
method is suitable or not. (Interviewee 4) 

Extract 28: In practice, I think there is no difference be-
tween successful and unsuccessful teachers 
because there is no supervision on what 
teachers do in class and how they teach. (In-
terviewee 5) 

The next intervention strategy that most of the interviewees highlighted 
was organizing appropriate in-service teacher training courses. They com-
plained about the ineffectiveness of these sessions in training teachers to help 
them use new methods of teaching or utilize technology in classroom. The fol-
lowing reports by the interviewees are evidence of the inappropriateness of in-
service teacher training courses. 
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Extract 29: The in-service teacher training sessions are like 
ordinary meetings where teachers meet their 
friends and nothing special happens. Teachers 
just get the points or marks that they need to 
be recorded in their records. (Interviewee 9) 

Extract 30: We have courses called ‘in-service teacher train-
ing sessions’, but they are just a waste of time. 
The education office organizes a session, some 
teacher explains something, and it’s over. 
Nothing is added to the teachers’ knowledge. 
(Interviewee 12) 

The last intervention strategies that the participants mentioned pertained to 
the system of recruiting teachers and updating teachers’ technological 
knowledge either by themselves or the authorities. 

 Extract 31: I think in future the system of employing should 
be stricter. The authorities should not allow 
unqualified graduates to become teachers. 
(Interviewee 9) 

Extract 32: Most of the teachers, consciously or uncon-
sciously, are not aware of the importance of 
using novel methods and technology in class 
and think that these are not applicable in our 
classrooms. For this reason, they approach 
them with panic or avoid them altogether. (In-
terviewee 4) 

On the whole, the findings regarding the immunization process indicate that 
it does not happen overnight. It is a process that may take months or even years 
to complete. The development of teacher immunity is squarely linked with the 
issue of how to motivate teachers in order to assist them to not only stay in the 
profession, but to thrive in it. Thus, the appropriate intervention strategies em-
ployed by the Ministry of Education, education offices, school authorities are of 
paramount importance in inspiring and energizing teachers.  

It should be noted that, as mentioned above, only two interviewees men-
tioned personal-level stressors which were related to the EFL teachers them-
selves. The data show that what they proposed as intervention strategies re-
garding those teachers who faced personal-level stressors was that these types 
of teachers should keep themselves up to date by reading about and enhancing 
their knowledge of new teaching methods as well as using state-of-the-art 
technology and mobile applications in their teaching. Also, by improving their 
vocabulary, grammar, and pronunciation and by preparing appropriate lesson 
plans before starting their classes, they can overcome their personal-level 
stress and try to gear their immunity formation path towards the positive one.  
It should also be noted that since EFL teachers are mostly exposed to contextu-
al stressors, rarely did they mention personal intervention strategies.   
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Discussion 
The purpose of this qualitative study was to address the paucity of the litera-
ture regarding the EFL teachers’ immunity (either positive or maladaptive), its 
effect on teachers’ classroom practices, and the interventions strategies to gear 
the immunity process towards a productive one. From the analysis of the 
teachers’ accounts, a number of insights can be provided. First, it was noticed, 
as predicted, that each participant was reluctant to talk about the idea that they 
might be suffering from maladaptive immunity. This was evident in what Hiver 
(2016b) stated: “… teachers were not only familiar with the idea of teacher im-
munity, but they were surprisingly quick and happy to nominate people to 
whom this applied—very rarely to themselves” (p. 260).  This can be explained 
by the cultural values that restrict people to talk about their shortcomings and 
problems, and feel that they might be judged by others.  

Second, the sources of immunity, especially maladaptive immunity, were 
manifold. Generally speaking, language teachers in Iran are in constant encoun-
ter with demotivating factors both at macro and micro levels. Several studies 
that have been conducted in Iranian context in recent years (e.g., Akbari & 
Eghtesadi Roudi, 2017; Haseli Songhori et al., 2018; Rahmati et al., 2019; 
Sadeghi & Khezrlou, 2016; Sadeghi & Sa’adatpourvahid, 2016; Soodmand Af-
shar & Doosti, 2015, 2016; Yaghoubinejad et al., 2016) indicate that EFL teach-
ers are working in undesirable and deteriorating conditions. More often than 
not, these unfavorable conditions are conducive to English teachers’ low self-
efficacy, resilience, classroom affectivity, openness to changes, attitudes to 
teaching, coping strategies, and high levels of burnout. Maladaptive immunity is 
very much similar to burnout and the reasons of these psychological erosions 
are similar too. Teachers dissatisfaction with their work conditions because of 
the presence of several types of stressors and adversities reverberated 
throughout the teachers’ accounts, as they described the situation in state-run 
schools. This is in line with findings of Akbari & Eghtesadi Roudi (2020) and 
Rahmati et al.’s (2019) recent studies. In these studies, the scholars found out 
several potential stressors of which inadequate salary, English language and its 
teachers’ low social status, teaching demotivated students, attitudes of princi-
pals, limited teaching time, parental expectations, and ineffective teacher train-
ing courses had the greatest impact on English teachers' motivation and their 
commitment to their job. Also, low social status of English teachers and English 
language itself make teachers and learners demotivated. In our interview data 
some participants were critical of their job value and English language status as 
perceived by the society at large. According to Hiver et al. (2018), when a lan-
guage is not favored in the society and learning it has no immediate reward, 
learners lose their motivation in learning the language and teachers may, in 
turn, get frustrated and demotivated. This finding is also in line with Harrison’s 
(1983) social competence model of burnout. According to this model, individu-
als who enter human service occupations such as language teaching are highly 
motivated and have a sense of perfectionism so as to be beneficial for others. 
But when the sense of having any value and effect for others and the society is 
lost, burnout is a likely consequence. Therefore, EFL teachers who are teaching 
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poorly motivated and proficient students, more often than not feel that their 
efforts cannot bear fruit and may be of little help to students. The result of this 
feeling of lost effectiveness and value is, thus, burnout and maladaptive immun-
ity.  

On the other hand, regarding the positive immunity, the findings of the 
study delineated that EFL teachers with positive immunity considered teaching 
as a vocation because they held a strong and inherent interest in teaching and 
they believed that their work contributes to making a difference in students’ 
lives (Hong, 2012) and helps the society at large. Some of the interviewees 
clearly stated that the authorities lack of attention and appreciation leave 
“scars” on teachers’ mind. But despite these scars, they kept functioning effec-
tively based on their intrinsic/altruistic motivation. This type of motivation can 
lead to the adoption of positive, constructive coping strategies whereby EFL 
teachers consider stressful events in their profession as an opportunity rather 
than a threat and do their level best to adjust themselves to the stressful events 
and take advantage of them. This finding that intrinsic and altruistic motivation 
keeps English teachers functioning effectively in their profession is also echoed 
by Soodmand Afshar and Doosti (2015, 2016). In their studies they concluded 
that despite many demotivating factors that Iranian English teachers were af-
flicted with, they were satisfied with intrinsic/altruistic aspects of their profes-
sion such as considering teaching as an interesting job, having positive feelings 
towards helping students learn, and feeling intrinsically satisfied with serving 
their society. 

Third, the findings of the study show that teachers’ classroom practices are 
directly and significantly affected by the positive and maladaptive immunity 
types. Teachers with positive immunity and those with maladaptive immunity 
seem to be on the opposite ends of a spectrum in terms of their classroom prac-
tices. While the positively-immunized teachers used their own creativity and 
initiation to teach English to students despite the many stressors they faced, the 
teachers with maladaptive immunity just remained indifferent and apathetic 
towards students and kept plateauing. One thing that was evident in interview-
ees report, as mentioned above, was that teachers with positive immunity tried 
to strive and thrive in their profession just because of intrinsic and altruistic 
motivations. This is in line with the findings of Khani and Mirzaee (2014). In 
this study EFL teachers experienced and dealt with similar stressors and adver-
sities in their work environment and used coping strategies to mitigate the ef-
fects of disturbances on their profession. Facing micro-level stressors, EFL 
teachers can resort to various constructive coping strategies (Akbari & 
Eghtesadi Roudi, 2017) and work engagement (Amini Faskhodi & Siyyari, 
2018) that they have acquired, adapted, and adopted over their careers, they 
can help the teachers to remain efficacious. In most cases, especially in terms of 
macro-level stressors where teachers can do nothing but grin and bear it, there-
fore, what keeps them functioning effectively is their internal desire to help the 
students and the society. Ryan and Deci’s (2000, p. 56) definition of intrinsic 
motivation as “the doing of an activity for its inherent satisfactions rather than 
for some separable consequence” clearly indicates that positively-immunized 
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teachers do not have instrumental reasons behind their classroom practices. 
The only drives that motivate them are the positive experience of teaching it-
self, the love of students, and improving their own abilities. 

Fourth, pertaining to the intervention strategies to influence the develop-
ment of language teacher immunity, the participants of the study offered some 
practical solutions and strategies that help teachers get motivated. According to 
Hiver (2015), the most effective intervention strategies are likely to take place 
during the formation of maladaptive immunity. And these interventions are 
nothing but factors that motivate teachers because immunity is directly linked 
with motivation.  

The interventions that the interviewees talked about could be mostly im-
plemented by the Ministry of Education and the education offices. Offering mo-
tivators like higher salaries, praising and appreciating teachers, supervising 
teachers’ practices in the classroom, organizing suitable in-service teacher 
training courses, and systematic teacher recruitment requires the attention of 
education authorities. Teachers’ autonomy and agency are not effective in these 
cases because they are macro-level responsibilities not under teachers’ juris-
diction. Teachers’ agency can only be effective in keeping themselves up-to-
date, motivating their students, managing parental expectations, and compen-
sating for the lack of facilities in the classrooms. As a result, EFL teachers are 
emotionally inflicted and suffer because they feel that no matter how hard they 
struggle and regardless of their agentive actions, their effort to teach English is 
doomed to fail due to unsupportive macro-level policies. Thus, under these cir-
cumstances, EFL teachers can be just passive actors (Khani & Mirzaee, 2014) 
and slaves of the system (Namaghi, 2006) who have no choice but to acquiesce 
to unwelcome adversities and stressors.  

The findings related to the intervention strategies are not in line with what 
Hiver (2015, 2017) offered as solutions to influence the immunity development 
in teachers. In his studies, Hiver has proposed three necessary components to 
influence the immunity formation process. These are: 1) triggering dissonance 
in the process through awareness-raising to help teachers realize that the exist-
ing form of immunity is maladaptive; 2) providing teachers with transforming 
coping strategies that may enable teachers to find new answers to old ques-
tions; and 3) helping teachers to create narratives of resolution so that they can 
personalize in order to stabilize the new identity. Hiver’s strategies are at the 
level of theory because he has not investigated the practical solutions and in-
tervention strategies offered by EFL teachers. The findings of the present study, 
we believe, propose practical solutions in order to influence the immunization 
process.  

 

Conclusion 
From the findings of the study we conclude that influencing language teacher 
immunity formation is a matter of motivating teachers through the interven-
tions suggested by the interviews. Immunity formation is not a simple, linear 
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process. Rather, it is a complex one that evolves in the course of teachers’ ca-
reer. As a result, just saying something motivating and inspiring to the teachers 
with the hope of making them aware of the immunity development is not effec-
tive. Education authorities must take into consideration the interventions that 
are influential in motivating and energizing teachers and these interventions 
cannot be implemented overnight. Instead, these interventions should be 
steady so as to target the maladaptive immunity process to alter its path to-
wards adaptive immunity formation.  

There are some limitations to this study. First, the number of participants 
was limited. A larger sample can produce more generalizable findings in Iran 
and other similar contexts Second, although the concept of teacher immunity 
was originally put forward for language teachers, it can also be attributed to all 
teachers working in any educational system because those teachers could be 
unaware of their immunity type and its impact on their professional careers. 
Third, the study only sampled participants from senior high schools. Recruiting 
teachers from junior high schools to participate in a study like this would lead 
to better findings in terms of generalizability and application in future studies.  
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Abstract 
Given the importance of collocations, different attempts have been made 
to facilitate their learning. One such attempt has been the the application 
of dynamic assessment models. This study compared the effectiveness of 
three DA models including Budoff's Learning Potential measurement, 
Group Dynamic Assessment, and Intensive Mediated Learning Experience 
with conventional instruction on the learning of English lexical colloca-
tions. One hundred-twenty male students studying English at Allame Helli 
5 High School were selected through convenience sampling. A researcher-
made collocation comprehension test, containing 100 items, was used as 
the pre-test. The students were divided into four intact groups. Each 
group received a different treatment for 16 sessions. A multiple-choice 
test and a fill-in-the-blanks test, each consisting of 30 items, were used as 
the post-tests. Analysis of data using one way ANOVA showed that the 
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Intensive-MLE model was more effective than the other models on both 
comprehension and production of English lexical collocations. The find-
ings may have useful implications for teachers, students, instructional 
materials designers, and language assessors. 

Keywords: Budoff's learning potential measurement, dynamic assess-
ment (DA), group dynamic assessment (G-DA), intensive mediated learn-
ing experience (Intensive-MLE), lexical collocations. 

 

Introduction 
The importance of the role that collocations can play in the use of language has 
been shown over the years. Shin and Nation (2007) point out that the proper 
use of collocations helps learners to develop language fluency and nativelike 
language use. Fan (2009) argues that because collocations are an essential ele-
ment of language, they should be included in second language instruction pro-
grammes.  

For collocations to be learnt effectively, we may need careful methods of 
teaching and assessing. In this regard, Poehner (2008) believes that in Dynamic 
Assessment (DA), teaching and assessing are an integrated activity. DA has its 
several models which may be helpful for effective instruction of language com-
ponents. Among the prevailing models are Buddoff’s Learning Potential Meas-
urement Approach (LPMA), Group Dynamic Assessment (G-DA), and Intensive 
Mediated Language Experience (Intensive-MLE), the potential effect of which 
we examined on learning collocations. 

DA is grounded on the concept of Zone of Proximal Development (ZPD). In 
this regard, Lantolf (2006) argues that the distance between learners’ unassist-
ed level and assisted levels is known as the ZPD. DA promotes performance 
through mediation (Alavi & Taghizadeh, 2014).  

The first model to be discussed is the Learning Potential Measurement of 
Budoff, in which it is believed that if a child is provided with information about 
a test, the impact of background on their test performance might be reduced 
(Sternberg & Grigorenko, 2002). Sternberg and Grigorenko (2002) proposed 
two formats of DA procedures - sandwich and cake formats. In the former, a 
‘sandwiched’ phase of mediation is placed after a pretest and before a posttest.  

The next model is Group Dynamic Assessment (GDA). Grounded in the soci-
ocultural theory (SCT) of Vygotsky, GDA is claimed to have the capacity to cap-
ture learners’ ZPD  in groups (Poehner & Lantolf, 2011). According to Poehner 
(2009), GDA consists of two different approaches: concurrent and cumulative. 
Based on the concurrent approach, though mediation is provided for an indi-
vidual learner, the exchange that is initiated by the first interactant in the form 
of a question or comment can create an occasion for another's contribution. In 
cumulative GDA, students are primary interactants, interacting with their 
teacher. Although both concurrent and cumulative approaches are of the same 
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two formats of DA procedures - sandwich and cake formats. In the former, a 
‘sandwiched’ phase of mediation is placed after a pretest and before a posttest.  

The next model is Group Dynamic Assessment (GDA). Grounded in the soci-
ocultural theory (SCT) of Vygotsky, GDA is claimed to have the capacity to cap-
ture learners’ ZPD  in groups (Poehner & Lantolf, 2011). According to Poehner 
(2009), GDA consists of two different approaches: concurrent and cumulative. 
Based on the concurrent approach, though mediation is provided for an indi-
vidual learner, the exchange that is initiated by the first interactant in the form 
of a question or comment can create an occasion for another's contribution. In 
cumulative GDA, students are primary interactants, interacting with their 
teacher. Although both concurrent and cumulative approaches are of the same 

level of importance, for the purpose of this research, we just focused on the cu-
mulative approach. 

Mediated Learning Experience (MLE) is the last model to be discussed. It is 
based on one of the broad schools of thought in DA known as Interactionism. 
Feuerstein et al. (1988) enumerate eleven attributes which differentiate be-
tween MLE and other models of interaction. In Intensive MLE, the assessor pro-
vides learners with as much mediation as they can, and an adult mediator per-
forms the task along with the learner, all the time noting the way the learner 
responds to mediation and makingchanges when needed (Poehner, 2008).  

Previous studies have already dealt with DA. However, to the best 
knowledge of the present researchers, little, if any, research has considered the 
comprehension and production of lexical collocations based on the application 
of the above-mentioned DA models. Accordingly, this study focused specifically 
on the effect of the mentioned models on the comprehension and production of 
lexical collocations. It is aimed at answering these research questions:  

1) Are Budoff's Learning Potential measurement, G-DA, Intensive MLE, and 
conventional instruction differentially effective on the comprehension of Eng-
lish lexical collocations? 

2) Are Budoff's Learning Potential measurement, G-DA, Intensive MLE, and 
conventional instruction differentially effective on the production of English 
lexical collocations? 

 

Literature Review 
Collocation 

The inevitable contribution of collocations to vocabulary development is of lit-
tle doubt (Nation, 2001). According to Lewis (2000), collocations are phenom-
enal, because they involve the natural go-togetherness of words in context. The 
co-occurrence is based on a regular basis, rather than being based on a random 
basis. Based on linguistic and lexicographic literature, collocations are consid-
ered as language entities which are different from free word combinations and 
idioms.  

According to Siepmann (2005), we can approach collocations from three 
main perspectives including the frequency-based, the semantically-based ap-
proach, and the pragmatic approaches. He claims that statistically significant 
co-occurrences of words are of interest in the frequency-based approach, 
whereas the semantically-based approach sheds light on the lexical relationship 
between the elements of collocations. Meanwhile, based on the pragmatic ap-
proach, the syntactic anomalies of collocations are due to the pragmatic regu-
larities. 

According to Nesselhauf (2003), for language learners, collocations may 
stand for great sources of difficulty. Hence, finding better ways of effective 
teaching of collocations is of great concern. This problem has been addressed 
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by several researchers. In one such attempt, Bahns and Eldaw (1993) investi-
gated the way German learners of English used collocations and concluded that 
EFL learners lack an adequate knowledge of English collocations.  

In a Croatian EFL context, Takač and Lukač (2013) investigated the role of 
Adjective-Noun (AN) collocations in language learning. The results showed that 
certain adjectives (big, strict, good, bad, different, negative, important) were 
overused, whereas specific adjectives were not used (e.g., a responsible person). 
They just used highly frequent collocations which were general-use adjectives.  

Considering the Iranian EFL context, Zarei and Koosha (2002) investigated 
the problems that Iranian advanced learners had in producing English lexical 
collocations. Their examined the collocational errors of high proficiency level 
Iranians. They came up with five problematic patterns of collocations. They also 
observed that the production of English collocations was demanding for Iranian 
advanced learners of English.  

Such results imply that we are in need of effective ways of teaching and as-
sessing collocations. The reserachers of this study were interested in finding 
out whether, and to what extent, applying models of Dynamic Assessment (DA) 
can influence the learning of lexical collocations. For manageability reasons, we 
have focused on three prevailing models of DA, namely, Budoff's LPM, G-DA and 
Intensive MLE. 

 
Assessment 

A distinction is normally made between two broad terms, namely, assessment 
and testing. Assessment means informal data collection about students’ 
knowledge. Assessment involves collecting information through several infor-
mal information gathering methods. Moreover, assessment is not time and con-
text constrained. Testing, however, is a formal and standardized context 
through which students’ performance on a specific task is scored based on 
some predetermined set of rules (Law & Eckes, 1995).  

In addition, a distinction is also made between traditional testing and alter-
native assessment. In traditional testing, tests play the role of a means of esti-
mating learners’ competence, and interpretation of learners’ performance is 
solely based on scores (Rezaee et al., 2013). On the other hand, alternative as-
sessment is a reaction to traditional testing and is more focused on student-
centered forms of assessment, and the main focus is on the process of learning 
(Hamp-Lyons, 1997).  

According to Matsuno (2009), in contrast with traditional testing, alterna-
tive assessment concentrates on the process of learning, and assessment is at 
the service of promoting student learning. The purpose of teaching and the de-
sired outcomes are of great importance in choosing from among different alter-
native assessment techniques. 
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can influence the learning of lexical collocations. For manageability reasons, we 
have focused on three prevailing models of DA, namely, Budoff's LPM, G-DA and 
Intensive MLE. 

 
Assessment 

A distinction is normally made between two broad terms, namely, assessment 
and testing. Assessment means informal data collection about students’ 
knowledge. Assessment involves collecting information through several infor-
mal information gathering methods. Moreover, assessment is not time and con-
text constrained. Testing, however, is a formal and standardized context 
through which students’ performance on a specific task is scored based on 
some predetermined set of rules (Law & Eckes, 1995).  

In addition, a distinction is also made between traditional testing and alter-
native assessment. In traditional testing, tests play the role of a means of esti-
mating learners’ competence, and interpretation of learners’ performance is 
solely based on scores (Rezaee et al., 2013). On the other hand, alternative as-
sessment is a reaction to traditional testing and is more focused on student-
centered forms of assessment, and the main focus is on the process of learning 
(Hamp-Lyons, 1997).  

According to Matsuno (2009), in contrast with traditional testing, alterna-
tive assessment concentrates on the process of learning, and assessment is at 
the service of promoting student learning. The purpose of teaching and the de-
sired outcomes are of great importance in choosing from among different alter-
native assessment techniques. 

According to Law and Eckes (1995), alternative assessment provides teach-
ers with an opportunity to understand their students' weaknesses and 
strengths in different contexts. Alternative assessment has been claimed to 
have many advantages. It carefully evaluates and analyzes instruction (Gha-
navati Nasab, 2015). 

Amongst the models of alternative assessment, it seems that DA plays a key 
role in fulfilling the aim of assessment alternatives. Therefore, in line with the 
objectives of this study, we focused on DA and applied three of its models to the 
teaching of lexical collocations. 

 
Dynamic Assessment 

According to Lunt (1993), traditional testing aims at measuring actual devel-
opment, which is often misinterpreted as being a measure of potential. The goal 
of DA is to see how a learner’s learning strategies can be improved and how this 
improvement can be guaranteed.  

Poehner and Lantolf (2003) believe that higher forms of thinking emerge 
from our social and cultural interactions with others and with physical things. 
Roosevelt (2008) states that based on Vygotskian perspective, trying to help 
learners to keep their own ZPDs is at the heart of education. Lantolf and Thorne 
(2006) believe that integration of mediation into the assessment process de-
termines whether or not a procedure is dynamic.  

In DA, we deal with those kinds of interactions which are beneficial for 
learners’ development. In this regard, Lidz and Gindis (2003) believe that not 
all interactions are the same, and we have to distinguish between those interac-
tions that improve learners’ development and those that do not. According to 
Poehner (2008), DA can be looked at from two perspectives. The first one is 
interventionist and the second one is interactionist.  

Poehner (2008) states that in interventionist DA, standardized mechanisms 
of assistance are used to produce quantifiable results, based on which we can 
make comparisons between and within groups. He believes that interactionist 
type of DA is concerned with the development of learners without much atten-
tion to the effort required. In the interactionist approach, what provides assis-
tance is actually the interaction that happens between the mediator and the 
learner.  It is for this reason that the learner’s ZPD is of great importance (Lan-
tolf & Poehner, 2005). 

Amid the prevailing models of interventionist DA are Guthke’s Lerntest Ap-
proach, Budoff’s LPM, Brown’s Graduated Prompt Approach, and Testing-the-
Limits Approach of Carlson and Wiedl (2000). The concern of Budoff’s work 
was the extent to which  standardized measures of intelligence produce valid 
results (Poehner, 2008). Poehner argues that the mediation phase in this ap-
proach is standardized, and it includes instruction in problem solving strate-
gies. Poehner (2005) states that according to Budoff, the sign of learning poten-
tial is the degree of positive change that learners experience as a result of in-
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struction. Differences in individuals’ results, which may be due to different 
ways of training, are not taken into account. He also argues that in Budoff’s ap-
proach to DA, optimizing standardization of procedures is significant, and thus 
mediators cannot depart from the standardized procedures to help a particular 
learner. 

According to Elkonin (1998), interaction is a source of development, and 
Budoff's claim about how much environment  can influence test performance 
and how much of the performance is because of the learner is against Elkonin’s 
claim of ZPD. Therefore, we may say that the views of Budoff are, in fact, com-
pletely rooted in rather traditional viewpoints to psychological measurement. 

Guthke (1993) argues aginst the idea of a single ZPD that pertains to one’s 
general intellectual potential or learning capability; instead, he claims that 
there are several ZPDs pertaining to different domains. Guthke and his col-
leagues’ work was built upon Budoff’s work, and they developed their own 
model of DA, which they called Lerntest and later as Leipzeig Learning Test 
(LLT). 

In contrast to Budoff’s static administration of tests, in Guthke’s approach, 
we are allowed to assist learners during the test itself. According to Guthke and 
Beckmann (2000), the aim of Guthke was to include content areas like language 
aptitude in DA procedures, and separate DA procedures from intelligence test-
ing. They also believe that in early versions, a single type of assistance was pro-
vided for a learner who had given an incorrect answer. If the learner still pro-
duced the incorrect response, the teacher would reveal the solution and move 
on to the next item.  

Poehner (2008) believes that the Testing-the-Limits Approach is closely re-
lated to information-processing theory, which is in sharp contrast with other 
DA models that are based on SCT. He states that their work is similar to 
Budoff’s. Carlson and Wiedl (2000) believe that the reason why some learners 
are disadvantaged is not their cognitive impairment, but their different back-
grounds, and that it is through changing testing conditions that we can make 
the learners’ backgrounds the same. Carlson and Wiedl aimed at choosing 
among those procedures that lead to improved performance, and specifying the 
level of usefulness of each procedure for each kind of learner (Sternberg & 
Grigorenko, 2002). 

According to Poehner (2005), Carlson and Wiedl (2000) offered two tech-
niques of intervention: providing feedback and verbalizing cognitive processes. 
In contrast to other DA approaches, this approach is in favour of interrupting 
the administration of the test in order to provide learners with feedback and to 
get learners to verbalize rather than just presenting an intervention phase 
(Poehner, 2005).  

Brown’s Graduated Prompt Approach has much in common with Guthke’s 
LLT. In this approach, a list of standardized hints and prompts is available 
which can be applied from most to least implicit (Poehner, 2008). Transfer 
tasks make this model a unique one. In other words, in this procedure, we first 
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among those procedures that lead to improved performance, and specifying the 
level of usefulness of each procedure for each kind of learner (Sternberg & 
Grigorenko, 2002). 

According to Poehner (2005), Carlson and Wiedl (2000) offered two tech-
niques of intervention: providing feedback and verbalizing cognitive processes. 
In contrast to other DA approaches, this approach is in favour of interrupting 
the administration of the test in order to provide learners with feedback and to 
get learners to verbalize rather than just presenting an intervention phase 
(Poehner, 2005).  

Brown’s Graduated Prompt Approach has much in common with Guthke’s 
LLT. In this approach, a list of standardized hints and prompts is available 
which can be applied from most to least implicit (Poehner, 2008). Transfer 
tasks make this model a unique one. In other words, in this procedure, we first 

teach examinees problem solving techniques based on which they find and ap-
ply a set of principles. When students are able to solve problems independently 
and become proficient in doing so, the next step is to figure out the capability of 
individuals in transferring their new ability to novel problems (Poehner, 2005). 

Interactionist DA may be regarded as a process of improving the works 
done in interventionist DA. By interactionist DA, we mostly mean Feuerstein’s 
MLE. In this approach, we interpose ourselves between the task and the child. 
By doing so, we can both assist the child and assess his/her reaction to assis-
tance (Poehner, 2008). 

According to Feuerstein, in Intensive MLE, we provide learners with as 
much mediation as possible in a task and are cautious about how the learners 
respond to mediation. The goal is to understand if learners have the potential to 
change cognitively during the assessment process (Poehner, 2005). 

The next model is Group Dynamic Assessment (G-DA). According to Petrov-
sky (1985), a group is an association of people who have been brought together 
by chance and have no particular bond that connects them together other than 
time or, perhaps, space. According to Vygotsky (1998), it is possible to con-
struct a group ZPD when we allow each individual to negotiate for mediation 
with other individuals. 

Poehner (2009) points out that in education, the fact that social activities 
and development of the mind are not separable is of much importance. Simply 
put, there is no need for teaching to wait until learners are ready. Still, it may 
have a role in assisting learners to come up with new developmental views. In 
addition, he believes that one-to-one  and group-based DA procedures are 
based on the general principles of mediation, but they are different in that G-DA 
has to pay attention to group’s ZPD.  

There are two approaches to Group DA; one of them is concurrent  and the 
other one is cumulative Group DA. In the former approach to Group DA, the 
teacher normally interacts with learners as a whole group. However, in cumula-
tive Group DA, there are a number of one-on-one interactions. In other words, 
each individual is a primary interactant and interacts directly with the teacher. 
(Poehner, 2009). 

 
Previous Studies on DA  

Several studies have been conducted on various aspects of DA. A case-study 
was conducted by Nassaji and Cumming (2000) in which 95 interactive dia-
logue exchanges between a 6-year-old Persian-speaking English learner and his 
Canadian teacher were analyzed. The results showed how scaffolding helped 
the teacher and the student to construct a long-term written conversation. In 
this study, the importance of language as a unified, interactive phenomenon 
was highlighted.  

In a different study, Poehner (2008) observed that mediation lead to an im-
proved understanding of various language aspects. Likewise, Ableeva (2008) 
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concluded that employing DA enables both teachers and learners to discover 
and solve potential sources of difficulty that learners are likely to experience in  
their listening and reading comprehension classes. 

Davoudi and Ataei Tabar (2015) investigated the effect of using a computer-
ized dynamic test of writing (CDTW) on L2 writing performance of Iranian EFL 
students. They found that the students’ performance in four major sub-skills of 
writing improved. Moreover, Lantolf and Poehner (2011) reported the devel-
opment of students’ grammar ability after the application of DA. In still another 
study, Sadeghi and Khanahmadi (2011) investigated the contribution of dynam-
ic assessment to EFL learners’ grammar development. The finding of their 
study was indicative of the potenatial value of instruction based on DA, particu-
larly when it came to the teaching and learning of L2 grammar. A case study 
done by Xiaoxiao and Yan (2010) showed that dynamic assessment has the po-
tential to improve learners’ performance in a writing course. In a similar study 
by Ebadi and Saeedian (2016), the effectiveness of computerized dynamic as-
sessment (CDA) on reading comprehension was reported. Similar results had 
been reported earlier by Naeini (2014), as well as Pishghadam et al. (2011). 
These findings were later confirmed by Ebadi and Saeedian (2016). 

Mardani and Tavakoli's (2011) findings confirmed the effectiveness of the 
interactionist model on EFL students’ reading comprehension.  In another 
study, Ajideh and Nourdad (2012) attempted to find out if the application of DA 
has any meaningful effect on the reading comprehension of learners in an EFL 
context. They, too, concluded that teaching through DA was beneficial for im-
proving students’ reading comprehension. Birjandi et al. (2013) also confirmed 
the practicability of implementing DA procedures in metacognitive awareness 
of reading strategies.  

Tavakoli and Nezakat-Alhossaini (2014) carried out another study, the pur-
pose of which was to examine the effect of applying corrective feedback by us-
ing DA techniques on learners’ understanding of reported speech. The findings 
revealed that applying DA procedures in combination with error correction 
was more effective in improving the way learners understood and produced the 
structures of reported speech than error correction alone. In another study on 
the effectiveness of DA on improving learners’ grammatical knowledge, Mal-
meer and Zoghi (2014) reported that, compared to children, DA was more ef-
fective on adult learners' grammar development. 

Hessamy and Ghaderi (2014) investigated the effectiveness of DA proce-
dures on improving the vocabulary knowledge. They concluded that DA can 
have the role of a constructive supplement to the conventional testing proce-
dures. In one of the few studies on collocatins, Hashemi and Eskandari (2017) 
investigated the effect of DA on EFLlearners’ learning of both congruent and 
incongruent collocations. The results suggested that the students in the exper-
imental group, who had received instruction through dynamic assessment 
strategies, experienced a considerable improvement in their collocational 
knowledge. 
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Over the years, many studies have shown the importance of innovative 
models of assessment. Amongst those models, DA plays a pivotal role, and it has 
a variety of models. Nevertheless, the literature suffers from a paucity of re-
search with regard to the application of DA models to each language compo-
nent. The objective of this study was to help brifge a part of the existing gap and 
to compare the effectiveness of DA models, specifically Buddoff’s LPM, G-DA 
and Intensive-MLE on the productive as well as receptive knowledge of lexical 
collocations. 

 

Method 
Participants 

The final number of the participants of this study included 120 (in four groups 
of 30 students) male Iranian EFL learners, studying English in Allame Helli 5 
high school. They were selected through convenience sampling based on avail-
ability. Indeed, the participants were selected in the form of four intact high 
school classes. The mean age of the participants was 17.  
 

Instruments 

The following instruments were employed for the purpose of data collection in 
this study: 
Preliminary English Test (PET). In order to make sure that all the students 
were almost at the same level of general language proficiency, a version of PET 
(2010) was administered. This test includes 70 items in four sections. The time 
allotted for reading and writing sections was 90 minutes;in addition,  35 
minutes were allocated for the listening section, and 10-12 minutes for the 
speaking section. Although PET is a standardized test the reliability and validity 
of which are already established, because it was being used in the new context 
of this study, its reliability was re-estimated using the KR-21 formula, and the 
reliability index turned out to be .81. 
 

The Pre-Test of Collocations Comprehension. The researchers developed 
and administered a pre-test to check the comprehension of collocations. It was 
in multiple choice format and contained 100 items. Each of the items included a 
stem in which an element of a collocation was missing, and the words which 
completed those elements properly were available in the choices. The students 
were to choose the correct choice. An hour was allocated to the administration 
of this test. The KR-21 reliability of this test was estimated to be .79. Also, its 
validity was confirmed through expert judgment. It was shown to three profes-
sors in the field, and they agreed that the test was suitable for checking stu-
dents’ comprehension of collocations. It should be noted that the content of this 
test was based on Mccarthy and O'Del (2005). 
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Collocation Comprehension Post-test. A researcher-made collocations’ com-
prehension test was administered as the post-test. It contained 30 items in mul-
tiple choice format. Those collocations which were correctly answered by more 
than 10% of the students were excluded from the post-test. In each item, an 
element of a collocation was missing and the words which completed those 
elements properly were given in the alternatives.  
 

Example 

A group of wolves together is called a … of wolves. 
a. flock  b. herd  c. pack  d. bunch 

The students were required to choose the correct alternative. It took almost 
15 minutes to administer this test. The KR-21 reliability of this test was esti-
mated to be .80. Also, its validity was confirmed through expert judgment. 
Collocation Production Post-test. A researcher-made collocations production 
test was administered as the post-test to gauge the participants’ productive 
knowledge of English lexical collocations,. This test consisted of 30 items in fill-
in-the-blanks format. Each item included a stem that contained one of the tar-
get collocations. An element of each collocation was missing in each item. The 
students were to fill the blanks with their own words. In this test, the Persian 
equivalents of the target collocations were provided. 
Example: 
The country has a/an  … economy that is badly in need of repair (اقتصاد بیمار ). 

The students were given 20 minutes to respond to the items of this test. The 
index of the internal consistency of this test was estimated to be .70, and three 
experts of EFL confirmed its validity.  

 

Procedures 

Initially, 160 students with the above-mentioned characteristics were selected 
through convenience sampling. To homogenize the students, the researchers 
administered the version of the PET described before. Those students whose 
score was extreme (over a standard deviation below or above the mean score) 
were not included in any statistical analysis. After homogenizing the students, 
120 students remained out of 160. Then, each intact class was randomly as-
signed to a different treatment condition. Group 1 received instruction through 
Budoff's Learning Potential measurement, group 2 through Group Dynamic 
Assessment (G-DA), and group 3 through Intensive Mediated Learning Experi-
ence (Intensive MLE). The fourth group served as a control group, receiving 
conventional treatment. 

Before starting the treatment, the pretest of collocations comprehension 
was given to the students in all the groups to ensure that the participants did 
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not know the target collocations beforehand. For treatment, all the four groups 
participated in 16 class sessions of the English course. As a part of the class ses-
sions, English lexical collocations were taught to all the four groups. However, 
while each of the three experimental groups was taught through one of the DA 
models, the control group was exposed to conventional instruction.  

In the first group, students were taught using Budoff's LPM. In this model, 
the mediation phase of teaching was important. Here, mediation was similar to 
treatment. What was different was that the teacher intervened whenever need-
ed, and by doing so, made the collocations easier to understand.  In each ses-
sion, 30 minutes of the class time was allotted to work on 6 target collocations. 
In each session, we gave a collocation test. While students were taking their 
tests, the teacher started to sandwich a mediation phase to help them answer 
more easily. During the mediation phase, the teacher used some prefabricated 
procedures like explanations, suggestions and prompts to help students 
achieve the correct answer for each question on their own. The goal was to help 
the students to notice the correct use of collocations. For example, one of the 
students had problem with the collocation ‘burst into laughter’. As mediation, 
the teacher said what is the meaning of laughter, Ali?, and the student answered 
 ,in Persian. The teacher continued the mediation by saying that 'in Persian ’خنده ‘
for ‘ خنده’ we say ‘ زد زید  خنده’, Am I right? He continued the mediation by asking 
Now, open your dictionary to see what we can use for laughter. The teacher left 
the student without giving the answer. The teacher did so about all other collo-
cations. 

In the second group, the students were taught using Group Dynamic As-
sessment (G-DA).  G-DA has two versions/approaches: concurrent and cumula-
tive. In this study, we focused on the cumulative approach. In this approach, the 
teacher provided students, one by one, with mediation prompts until each stu-
dent achieved the correct answer. For this, a list of standardized prompts was 
needed. These prompts ranged from implicit to explicit. For implicit hints, we 
alerted the students that there were mistakes; we also gave them indirect hints 
about the mistakes. For explicit prompts, we provided the solution. In each ses-
sion, the teacher gave a collocation test. Because of time constraint, six colloca-
tions were included in each test. If a student had a problem, the teacher cor-
rected them with standardized prompts, both implicit and explicit. The prompts 
in our study were based on what Pohner (2009) provided in his work, and we 
slightly changed them to make them suitable for our study. The prompts were 
as follows: 

1. Pause  
2. Repeat the collocation with a questioning tone  
3. Repeat only the part of the collocation that included error  
4. Point out a mistake with the collocation, “What is wrong with that collo-

cation?”  
5. Refer to the mistake  
6. Ask questions that require a choice between two things   
7. Identify the correct response  
8. Explain why 
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In the third group, the participants were taught through Intensive MLE. Ac-
cording to Feuerstein et al. (1988), enhancing students’ improvement in a flexi-
ble way is one of the key features of MLE. In this approach, a list of attributes 
was used. Being intensive depends on the application of those attributes. In 
other words, the more the teacher applied the attributes, the more intensive 
the mediation was. In this study, the mediator used three of these attributes 
including reciprocity and intentionality, transcendence and meaning mediation. 

Through intentionality and reciprocity, the teacher mediated an object or an 
activity for the students. Mediation was done through transforming the stimu-
lus, making it more salient to the learner, and changing its frequency.  

Transcendence was against the idea of teaching to the test. The teacher 
taught students to do tasks independently. In mediation of meaning, the teacher 
made students understand meaning through explaining the meaning of each 
collocation. Not doing so, students would have been left with only a partial un-
derstanding of the world around them. 

The teacher designed a mediational instrument to show the mediator-
learner interactions. The mediational instrument was not prescriptive. In the 
first session, the teacher distributed the exam papers amongst the students. 
Then, to fulfill intentionality, the teacher asked each student to think aloud to 
show his self-strategy. Next, if the student’s self-strategy resulted in the correct 
answer, to fulfill the mediation of meaning attribute, the teacher showed them 
the importance of their self-strategy by saying motivational sentences like ‘you 
are taking the right path’. Next, to fulfill transcendence, the teacher asked them 
to apply that self-strategy for answering other questions.  

However, if their self-strategy did not lead to the correct answer, to fulfill 
reciprocity, the teacher showed the student that he did not know the correct 
answer, either. In MLE, the student is a co-constructor of knowledge. Therefore, 
the teacher, with the help of the student, came up with the solution. By helping 
them to change their way of approaching collocation related questions, the 
teacher tried to change the way students approached the collocations.  

In the fourth group (control group), the students were taught the colloca-
tions through conventional instruction. They experienced no mediation. The 
teacher taught the collocations in his own method. For teaching each colloca-
tion, he provided the students immediately with the meaning of the colloca-
tions. He did not have a mediational phase in his teaching. That is, the teacher 
explicitly taught the lexical collocations to the students. 

One week after the treatment period, the collocations production and com-
prehension tests were administered in two separate sessions as the post-tests. 
It is worth mentioning that the same teacher taught in all the four classes and 
the researcher administered the tests. 
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In the third group, the participants were taught through Intensive MLE. Ac-
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tions through conventional instruction. They experienced no mediation. The 
teacher taught the collocations in his own method. For teaching each colloca-
tion, he provided the students immediately with the meaning of the colloca-
tions. He did not have a mediational phase in his teaching. That is, the teacher 
explicitly taught the lexical collocations to the students. 

One week after the treatment period, the collocations production and com-
prehension tests were administered in two separate sessions as the post-tests. 
It is worth mentioning that the same teacher taught in all the four classes and 
the researcher administered the tests. 

 

Data Analysis 

Different types of statistics were used to analyze the collected data. Descriptive 
statistics was employed to summarize the participants’ performance on the 
post-tests. The One-way Analysis of Variance (ANOVA) was used to see  if the 
differences among the scores of the four groups on the post-tests were signifi-
cant.  
 

Results and Discussion 
Results  

Research Question One. Research question one was about the effects of three 
DA models and conventional instruction on the comprehension of English lexi-
cal collocations. To address this question, first, descriptive statistics was sum-
marized for the collocations comprehension post-test. The results are provided 
in Table 1. 
 
Table 1. 
Descriptive Statistics for the Collocations Comprehension Post-test 

 N Mean Std. Deviation Std. Error Minimum Maximum 
LPM 30 25.07 2.12 0.39 20.00 29.00 
G-DA 30 25.23 2.69 0.49 20.00 29.00 
MLE 30 28.27 1.84 0.34 24.00 30.00 
Control 30 22.03 2.66 0.49 16.00 28.00 
Total 120 25.15 3.21 0.29 16.00 30.00 

 

Before using the One-way ANOVA to compare the participants’ scores on the 
post-test, the assumptions of ANOVA were checked. Table 2 shows the results 
of checking the assumption of normality of data for the collocations compre-
hension post-test. 

 
Table 2.  
Results of Normality Test for the Collocations Comprehension Post-test 

Group Kolmogorov-Smirnova Shapiro-Wilk 
Statistic N Sig. Statistic N Sig. 

LPM 0.126 30 0.200 0.967 30 0.460 
G-DA 0.146 30 0.104 0.939 30 0.084 
MLE 0.261 30 0.052 0.843 30 0.054 
Control 0.109 30 0.200 0.980 30 0.822 

 

As indicated in Table 2, the distribution of data is normal at %95 confidence 
level. Furthermore, it was necessary to check the assumption of homogeneity of 
variances. Table 3 contains the summary of the results: 
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Table 3. 
 Equality of Variances Test Results for the Post-test of Collocations Comprehension  

Levene Statistic df1 df2 Sig. Levene Statistic 
Post test 1.622 3 116 0.188 

 
As it is shown in the above table, the assumption of equality of variances is 

met. Accordingly, the ANOVA pprocedure was used to see if the mean differ-
ences among the groups on the collocations comprehension post-test are mean-
ingful. The results of One-way ANOVA are presented in Table 4: 

 
Table 4. 
One-way ANOVA Test Results for the Collocations Comprehension Post-test 

 Sum of Squares df Mean square  F Sig. 
Between Groups 583.233 3 194.411 35.124 0.000 
Within Groups 642.067 116 5.535   Total 1225.300 119  𝜔𝜔2  = .78  

 
Table 4 shows significant mean score differences among the groups (F(3,116) 

= 35.12, P < .005). Meanwhile, the index of the strength of association shows 
that 78 percent of the observed variability is accounted for by the intervention. 
To locate the significant mean differences, the pairwise Tukey test was used. 
The results of the comparisons are shown in Table 5. The Tukey test showed 
that all the three groups have performed significantly better than the control 
group. This shows the effectiveness of each of the approaches to DA compared 
to the conventional treatment on the receptive test of collocations. Moreover, 
the scores of the MLE group on the comprehension of lexical collocations test 
are significantly higher than each of the other two approaches. However, LPM 
and G-DA are approximately at the same level of effectiveness on the 
comprehension of collocations. 

 
Table 5. 
Results of Tukey Post hoc Test for Collocations Comprehension 

Dependent Variable Mean Difference 
(I-J) 

Std. 
Error Sig. 

LPM 
G-DA -0.167 0.607 0.993 
MLE -3.200 0.607 0.000 
Control  3.033 0.607 0.000 

G-DA MLE -3.033 0.607 0.000 
Control  3.200 0.607 0.000 

MLE Control  6.233 0.607 0.000 
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Research Question Two. The second research question investigated the 
differences among the effects of Budoff's Learning Potential measurement, G-
DA, Intensive MLE and conventional instruction on the production of English 
lexical collocations. To this end, descriptive statistics was summarized for the 
collocations production post-test. Table 6 shows the results: 
 

Table 6. 
Descriptive Statistics for the Collocations Production Post-test 

 N Mean Std. Deviation Minimum Maximum 
LPM 30 24.63 2.57 19.00 30.00 
G-DA 30 24.80 3.09 17.00 30.00 
MLE 30 28.13 2.05 23.00 30.00 
Control 30 21.43 2.67 16.00 27.00 
Total 120 24.75 3.52 16.00 30.00 

 

Table 6 shows that the groups have performed differently on the 
collocations production post-test. Before comparing the group means, the as-
sumption of normality of data for the collocations production post-test was 
checked. The results are presented in Table 7. The table suggests that the dis-
tribution of data is normal. 

 
Table 7. 
Results of Normality Test for the Collocations Production Post-test 

Group 
Kolmogorov-Smirnova Shapiro-Wilk 
Statistic N Sig. Statistic N Sig. 

LPM 0.164 30 0.038 0.943 30 0.111 
G-DA 0.126 30 0.200 0.972 30 0.598 
MLE 0.219 30 0.077 0.837 30 0.053 
Control 0.149 30 0.086 0.956 30 0.251 

 
Then, homogeniety of variances was checked. In Table 8, the significance 

level suggests that there is no violation of this assumption. 
 

Table 8. 
Equality of Variances Test Results for the Collocations Production Post-test 

 Levene Statistic df1 df2 Sig. 
Post test  1.537 3 116 0.209 

 
Next, the mean scores were compared using One-way ANOVA. The results of 

the test are given in Table 9. 
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Table 9. 
One-way ANOVA Results for the Collocations Production Post-test 

 Sum of Squares Df Mean square  F Sig. 
Between Groups 673.900 3 224.633 32.711 0.000 
Within Groups 796.600 116 6.867   Total 1470.500 119  𝜔𝜔2 = .715   

Table 9 shows a significant difference among the groups (F(3,116) = 32.71, p < 
.005). Meanwhile, the index of the strength of association shows that more than 
71 percent of the observed variability is accounted for by the intervention. To 
find where the significant differences lie, the post hoc Tukey test was used. The 
results of the pairwise comparisons are shown in Table 10. The Tukey test 
indicated that all the three groups have significantly outperformed the control 
group, suggesting the effectiveness of each of the approaches to DA compared 
to conventional treatment on the production of English lexical collocations. 
Moreover, MLE is significantly more effective than the other two approaches. 
However, no significant difference was found between the effectiveness of 
Budoff's LPM and G-DA on the production of English lexical collocations. 

 
Table 10. 
Results of Tukey Post hoc Test for Collocations Production 

Dependent Variable Mean Difference (I-J) Std. 
Error Sig. 

LPM 
G-DA -0.167 0.677 0.995 
MLE -3.500 0.677 0.000 
Control  3.200 0.677 0.000 

G-DA MLE -3.333 0.677 0.000 
Control  3.360 0.677 0.000 

MLE Control  6.700 0.677 0.000 
 

Discussion 

The analysis of the collected data showed that each of the approaches to DA is 
more effective than conventional treatment on both receptive and productive 
knowledge of lexical collocations. This finding implicitly supports Poehner's 
(2008) finding that DA results in improved understanding of different language 
aspects. Also, this finding is also compatible with those of Ableeva (2008), who 
showed that DA enhances the development of comprehension skills among EFL 
learners. In addition, this finding indirectly corroborates the findings of the 
studies by Ashraf et al. (2016), Mardani and Tavakoli (2011), Ajideh and Nour-
dad (2012), and  Ebadi and Saeedian (2016), who showed the significant effect 
of DA on EFL learners’ listening and reading comprehension ability. In addition, 
Malmeer and Zoghi (2014), as well as Tavakoli and Nezakat-Alhossaini (2014) 
showed the effectiveness of DA on improving learners’ grammatical knowledge. 
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G-DA MLE -3.333 0.677 0.000 
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Discussion 

The analysis of the collected data showed that each of the approaches to DA is 
more effective than conventional treatment on both receptive and productive 
knowledge of lexical collocations. This finding implicitly supports Poehner's 
(2008) finding that DA results in improved understanding of different language 
aspects. Also, this finding is also compatible with those of Ableeva (2008), who 
showed that DA enhances the development of comprehension skills among EFL 
learners. In addition, this finding indirectly corroborates the findings of the 
studies by Ashraf et al. (2016), Mardani and Tavakoli (2011), Ajideh and Nour-
dad (2012), and  Ebadi and Saeedian (2016), who showed the significant effect 
of DA on EFL learners’ listening and reading comprehension ability. In addition, 
Malmeer and Zoghi (2014), as well as Tavakoli and Nezakat-Alhossaini (2014) 
showed the effectiveness of DA on improving learners’ grammatical knowledge. 

This finding can be justified on grounds that DA leads to students’ internali-
zation and understanding of learning materials (Poehner, 2008). That is, as a 
result of learners’ exposure to DA, the learned materials become internalized 
and better understood, and learners can improve their comprehension ability 
in comparison with those provided with conventional instruction. Another 
justification for this finding can be Ableeva's (2008) argument that, as a result 
of exposure to DA, learners will be able to find out the probable sources of 
problems that may hinder their comprehension.  

The finding that each of the approaches to DA is more effective compared to 
the conventional treatment on the production of English lexical collocations is 
congruent with the findings of Hashemi and Eskandari (2017), who reported 
that dynamic assessment can contribute substantially to collocations learning. 
Given that collocation learning is considered as a kind of vocabulary learning, 
this finding also implicitly supports Hessamy and Ghaderi’s (2014) findings 
that DA significantly affects the vocabulary learning of EFL learners.  

In justifying this finding, it might be said that DA makes vocabulary learning 
(in fact, collocation learning is considered within the scope of vocabulary learn-
ing) easier for EFL learners by engaging both teachers and students in a more 
dynamic process in which the potentials and differences of the learners can be 
used as an asset for their development in an interactive system (Hashemi & 
Eskandari, 2017). 

Moreover, MLE was conducive to the comprehension of English lexical col-
locations significantly more than each of the other two approaches. This finding 
is consistent with Naeini’s (2014) study which showed that MLE has a positive 
effect on the reading comprehension of EFL students. Another study the results 
of which are indirectly in line with those of the present study is the one by Hes-
samy and Ghaderi (2014), in which it was found that MLE significantly affects 
learners' vocabulary learning.  

This finding can be justified on the ground that MLE can help learners solve 
their problems through mediation. Moreover, it can help them gain more con-
trol over the use of language. In addition, it leads to the co-construction of ZPD 
(Ash & Levitt, 2003) and, consequently, to fundamental changes in the learners’ 
conceptions of selecting one option from existing options. Similarly, as Walqui 
(2006) confirms, MLE can facilitate the understanding of ideas and self-
correction through reciprocal activities. Furthermore, as Isman and Tzuriel 
(2008) state, MLE interactions have the potential to facilitate the use of learn-
ing strategies and the development of cognitive functions. Through MLE, learn-
ers internalize the mentioned processes and mechanisms of change. When 
learners receive MLE, they develop the ability to learn from exposure to learn-
ing contexts, both formally and informally (Isman & Tzuriel, 2008). This finding 
can be justified by the argument made by Hessamy and Ghaderi (2014) that 
MLE improves the involvement of learners in the learning process by increas-
ing their motivation and reducing their anxiety. 
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Furthermore, MLE was significantly more effective on the production of lex-
ical collocations than each of the other two approaches. Although no study was 
found on the effect of MLE on the production of English lexical collocations, this 
finding can be implicitly congruent with the finding of the study done by Amiri 
and Saberi (2016), who showed significant improvements in the writing skill of 
learners in an EFL context after the application of MLE. An argument which can 
be put forth in justifying this finding is that MLE can help learners better learn 
communication and take a strategic orientation to learning (Behroozizad et  al., 
2014). That is, learning communication associated with MLE can play a mediat-
ing role in the effect of MLE on the production of English lexical collocations. 

 

Conclusion and Implications 
Conclusion 

The observation that all of the three groups using DA  scored significantly bet-
ter than the control group leads one to the conclusion that DA, regardless of its 
type, is more promising than conventional instruction in L2 collocations teach-
ing. Therefore, teachers may be advised to replace their conventional instruc-
tion with DA-based teaching. Moreover, Intensive MLE resulted in improving 
students’ collocational knowledge better than the other two DA models. From 
this, it can be concluded that in the Iranian context, when the situational con-
straints allow, Intensive MLE should be given priority because it can help stu-
dents become independent in solving language-related issues.  

Moreover, Suwantarathip and Wichadee (2010) showed that students’ anxi-
ety and stress levels can be reduced through cooperative learning. In line with 
Suwantarathip and Wichadee’s (2010) study, Johnson and Johnson (2005) ob-
served that cooperative learning creates a sense of achievement. Since in all DA 
models, the teacher is not the authority and the whole class is student-centered, 
and the teacher always wants to provide students with a sense of self-efficacy 
and achievement, we can call DA a semi-cooperative learning approach. There-
fore, we can conclude that DA models can reduce students’ anxiety and stress 
levels.  

The main difference between these three models can be the way they medi-
ate between students and teachers. In all the mentioned models, the teacher is a 
friend rather than an authority in the classroom. The way Budoff’s learning po-
tential measurement mediates is different from how the two other models me-
diate. Therefore, each model can affect each aspect of language differently. 
From this, it can be concluded that teachers should be eclectic about choosing 
the best model. They should decide upon their needs and choose the most 
beneficial one. 

It can also be concluded that because in G-DA, we were dealing with groups 
of students as a whole, the teacher-student interactions may have resulted in 
more positive developmental outcomes for each learner in comparison with 
those interactions in the two other models, in which interactions were person 
by person.  
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ety and stress levels can be reduced through cooperative learning. In line with 
Suwantarathip and Wichadee’s (2010) study, Johnson and Johnson (2005) ob-
served that cooperative learning creates a sense of achievement. Since in all DA 
models, the teacher is not the authority and the whole class is student-centered, 
and the teacher always wants to provide students with a sense of self-efficacy 
and achievement, we can call DA a semi-cooperative learning approach. There-
fore, we can conclude that DA models can reduce students’ anxiety and stress 
levels.  

The main difference between these three models can be the way they medi-
ate between students and teachers. In all the mentioned models, the teacher is a 
friend rather than an authority in the classroom. The way Budoff’s learning po-
tential measurement mediates is different from how the two other models me-
diate. Therefore, each model can affect each aspect of language differently. 
From this, it can be concluded that teachers should be eclectic about choosing 
the best model. They should decide upon their needs and choose the most 
beneficial one. 

It can also be concluded that because in G-DA, we were dealing with groups 
of students as a whole, the teacher-student interactions may have resulted in 
more positive developmental outcomes for each learner in comparison with 
those interactions in the two other models, in which interactions were person 
by person.  

Therefore, we can make use of DA models to help students to comprehend 
and produce English lexical collocations more effectively and effortlessly, as-
sess and instruct simultaneously, have a less stressed environment, help stu-
dents to improve their comprehension and production of other aspects of lan-
guage, help students to solve their problems through mediating, and gain con-
trol over the use of language. This study suggests that Intensive-MLE can fulfill, 
to some extent, all the above-mentioned features, and teachers and students 
will benefit from it more than the two other DA models. 

These findings can have useful implications, both theoretical and practical, 
for different stakeholders. Teachers can apply these models of DA to improve 
the effectiveness of their teaching and assessing at the same time. In addition, 
the result of this study can help curriculum designers to design course books in 
line with DA models to pave the way for teachers to assess and instruct more 
effectively.  
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study. Of the 10 participants, 5 were cognitively more active and 5 cogni-
tively less active individuals. They were selected based on their answers 
to a validated cognitive profile questionnaire. An interview guide was 
used to elicit the perspectives of cognitively more and less active EFL 
learners on the ENGAGE Model in the EFL classroom. The findings of the 
study showed that the cognitively more active learners enjoyed the EN-
GAGE Model class more than the cognitively less active ones. Likewise, 
the cognitively more active learners benefited from the course more than 
their counterparts in the cognitively less active camp. They assessed 
themselves more positively in terms of L2 speaking and writing. Both 
cognitively more and less active learners mentioned that they liked the 
ENGAGE Model classroom and found it more engaging than the other 
methods they had experienced before. However, the cognitively less ac-
tive learners reported exhaustion, saying that the assignments were be-
yond their ability and that they could not cope with all of them. The find-
ings have practical implications for EFL classrooms. 

Keywords: cognition, ENGAGE model, speaking performance, writing 
performance, EFL learners 
 

Introduction 
Foreign language educators have been concerned with the understanding of 
challenges in learning foreign languages for a long time. According to Baker 
(2015, p. 424), teaching EFL students the literacy skills, which they will require 
for their success in tertiary institutions abroad has attracted more attention in 
recent years. Other studies (e.g., Baker, 2015; Kim & Craig, 2012; Kozulin, 2002; 
Kung, 2013) have noted that writing and speaking skills are most problematic 
for EFL students. 

A lot of research studies (Borich, 2016; Darling-Hammond, 2016; Muijs & 
Reynolds, 2017; Nilson, 2016; Rivers, 2018) have been done by educational 
researchers to help students gain the required skills. However, we cannot rely 
on one methodology exclusively, as Kumaravadivelu (2003) acknowledges, 
“there is no best method there ready and waiting to be discovered (p. 12).” He 
goes on further to believe that it is futile to look for one best method. 

Hodge et al. (2009) have stressed that students entering colleges are not 
competent enough in terms of authority and concern with the social context. 
They have warned that such learners are poor in terms of self-authorship and 
critical thinking and suffer from weak social relations in the academic context. 
Hodge et al., (2009, p. 18) have also stated that “self-authorship enables learn-
ers to evaluate information critically, form their own judgments, and collabo-
rate with others to act wisely.” The lack of a well-sequenced, centralized, and 
strong educational method in teaching L2 in the world in general and in the 
Iranian context in particular has created many problems for L2 teaching and 
learning (Akbari, 2015; Hyland, 2018).  

Halsey (2011) presented her naturalistic-oriented educational proposal, 
namely the Energizing, Navigating, Generating, Applying, Gauging, and Extend-
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researchers to help students gain the required skills. However, we cannot rely 
on one methodology exclusively, as Kumaravadivelu (2003) acknowledges, 
“there is no best method there ready and waiting to be discovered (p. 12).” He 
goes on further to believe that it is futile to look for one best method. 

Hodge et al. (2009) have stressed that students entering colleges are not 
competent enough in terms of authority and concern with the social context. 
They have warned that such learners are poor in terms of self-authorship and 
critical thinking and suffer from weak social relations in the academic context. 
Hodge et al., (2009, p. 18) have also stated that “self-authorship enables learn-
ers to evaluate information critically, form their own judgments, and collabo-
rate with others to act wisely.” The lack of a well-sequenced, centralized, and 
strong educational method in teaching L2 in the world in general and in the 
Iranian context in particular has created many problems for L2 teaching and 
learning (Akbari, 2015; Hyland, 2018).  

Halsey (2011) presented her naturalistic-oriented educational proposal, 
namely the Energizing, Navigating, Generating, Applying, Gauging, and Extend-

ing(ENGAGE) Model, in her book titled “Brilliance by Design”, which paved the 
way for the emergence of educational program changes in America, especially 
in California, where Halsey and Halsey (2017) and also Halsey et al. (2018), 
used the model to develop an educational program stressing the environmental 
issues. The program, which starts from the kindergarten period and continues 
to the end of the high school, focuses on learners, not teachers, for the instruc-
tional design and delivery (Halsey, 2011). Though old traditional and modern 
methods of language teaching have found their ways to the Iranian educational 
system (Safari & Rashidi, 2015), to the knowledge of the present researchers, 
the ENGAGE Model has not been employed as a teaching method in the English 
Language Teaching (ELT) domain in the Iranian context yet. 

Besides, cognition, which has been defined as “the mental action or process 
of acquiring knowledge and understanding through thought, experience, and 
the senses” (https://www.goodreads.com/genres/cognition), plays a signifi-
cant role in the learning process in general and in L2 development in particular. 
In this regard, attitudinal cognition has focused on both cognitively more and 
less active learners. It has emphasized that cognition has a significant position 
in attitude change (Rosenberg & Abelson, 2017). Likewise, Housen and Simoens 
(2016) argue that cognitive status and perspectives of learners affect their L2 
acquisition. Wang et al. (2015), who investigated learner’s cognitive behavior in 
discussion settings, also found that less cognitively active learners need more 
time to develop L2 compared to their cognitively more active peers. So, failure 
in fulfilling some of the educational objectives of L2 learning programs might 
have its roots in the lack of compatibility between the programs and the learn-
ers’ cognitive profiles, and a consideration of this issue might be of help. There-
fore, the present qualitative study aimed to investigate the perceptions of cog-
nitively more and less active EFL learners about using the ENGAGE Model, as an 
innovation, in the EFL classroom. 
 

Literature Review 
Cognitively more and less active learners might differ in their L2 language per-
formances as they enact differently in other fields (Eysenck & Keane, 2018). 
The ENGAGE Model activities proposed by Halsey (2011) and expanded by Hal-
sey and Halsey (2017) can pertain to learning EFL and constitute a different 
mechanism of instruction which would impact how students learn, what they 
learn, how they use the learning outcome in their personal life and the social 
context in which they live as well as the immediate environment around them. 
 

The ENGAGE Model 

Halsey (2011) presented the ENGAGE Model as a naturalistic-oriented educa-
tional proposal in California, where Halsey and Halsey (2017) and Halsey et al. 
(2018) used it to develop an environmental education program. The primary 
instructional focus of the program is on the learners (Halsey, 2011). As Halsey 
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(2016) stated, the human brain does a lot of things when subjected to a lecture, 
and this is frequently done by it. Since the traditional approaches toward teach-
ing are not able to engage the learners’ minds, Halsey and Halsey (2017) sug-
gested the employment of active learning techniques through naturalist educa-
tion programs. The ENGAGE Model proposed by Halsey (2011) is an example of 
these strategies with the potential to take a six-step approach to teach the con-
tent with the use of active learning strategies together with the utilization of 
meaningful interpretations (Halsey & Halsey, 2017, p. 3). It is argued that the 
ENGAGE Model is a model where students are actively involved in mastering 
knowledge and skills and applying them to real problems utilizing technological 
tools available. Halsey and Halsey (2017) suggested that the ENGAGE Model 
works regardless of the fact that single modality teachings such as lectures are 
not efficient due to their passive nature. This model can be employed by a sin-
gle interpreter, who works with a group on the trial or at the time that the con-
tent is taught in conventional settings. 

Nevertheless, individuals’ engagement in the learning process cannot take 
place easily. Significant confidence and courage will be required by the trainers 
to help learners engage in the proposed activities by the model and keep their 
willingness at its highest, because most individuals are used to sit-and-get pas-
sive presentations. Yet, learners’ involvement can be considered a crucial factor 
to make them remember teaching content and use the obtained knowledge in 
changing their behaviors (Halsey & Halsey, 2017). 

Rundel (2018) employed the ENGAGE Model in training awareness toward 
ecosystem issues and stated that in case students find something valuable, and 
in danger, they will learn to protect it throughout their life. Halsey and Halsey 
(2017) recommend to work through the six steps of 1) Energizing learners, 2) 
Navigating content through short discussions, 3) Generating meaning for the 
content by employing meaningful interpretation, 4) Applying learning to the 
real -life, 5) Gauging and celebrating learning through self-evaluation, and 6) 
Extending learning to action.  

Kim et al. (2017) used the ENGAGE Model in the domain of nursing practices 
and found the benefits of a regional evidence‐based practice (EBP) fellowship 
program. In this regard, they found “improvement in the EBF beliefs had direct 
effects on improvements in job satisfaction of the participants” (p. 90). Like-
wise, Glance et al. (2018) have developed a model for teaching clinical skills in 
the assisting professions, namely learn, expand, and engage (LEE), which has 
been inspired by Halsey’s (2011) ENGAGE Model. They have presented their 
teaching model based on the principles in constructivist philosophies, learner-
based, and flipped-classroom pedagogy concepts. The use and incorporation of 
the advantages of multiple helping professions facilitate the objectives of this 
model to help postsecondary educators establish learning contexts that allow 
the students to achieve the high levels of knowledge, which has been illustrated 
in the modified version of Bloom’s Taxonomy (Brown, 2007). Halsey et al. 
(2018) also proposed that the ENGAGE Model can be used for curriculum de-
velopment in the educational settings aiming at paving the ground for more 
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awareness toward the environment, wildlife, global issues, and consequently 
more responsible life‐long learning.  
 

Cognitive Learning 

Psychologically speaking, the term cognition is often accompanied by infor‐
mation processing within the domain of cognitivism (Sternberg & Sternberg, 
2009). As Eysenck and Keane (2018) argue in their seminal book “Cognitive 
Psychology”, human cognition could be considered as conscious and uncon-
scious, concrete or abstract, and intuitive (such as knowledge of a language) and 
conceptual (such as a model of a language). Also, Jordan et al. (2008) argue that 
individuals might be cognitively more or less active in the learning process. In 
this regard, Coltheart (2001), who clearly described the basic theoretical as‐
sumptions of cognitive neuropsychology, argues that cognitively more active 
learners employ specific strategies in the storage of data in certain places of 
their brains. One fundamental presumption is associated with modularity, ac‐
cording to which the cognitive system includes different modules or processors 
that operate comparatively in an independent or separate way from each other 
(Chomsky, 1979; Eysenck & Keane, 2018). It is assumed that these modules 
indicate features of domain specificity, which means they respond to just one 
special class of stimuli. For instance, a face‐recognition module can potentially 
exist with reactions when a face is presented (Eysenck & Keane, 2018). Never‐
theless, Fodor (1983) has stated that human beings have different input mod‐
ules engaged in encoding and identifying perceptual inputs. Multiple dimen‐
sions of visual stimuli (e.g., color, form, and motion) are processed in special 
brain areas and seem to have the characteristics of domain‐specificity. In con‐
trast, several evolutionary psychologists point out that a great number of sys‐
tems, processing information, are modular, and they have named this the "mas‐
sive modularity hypothesis" (see Barrett & Kurzban, 2006, for a review). Ac‐
cordingly, it is argued that complex processing may have higher efficiency in 
the case that we have access to different special modules compared to the situa‐
tion that fewer general processing functions are available. The debate still goes 
on, but human beings may possess some general processors for coordination 
and integration of the outputs of the special modules or processors which work 
independently from the domain (Eysenck & Keane, 2018). 

  Application of cognitive neuropsychology generally takes place on special 
dimensions of cognitive functioning, including the studies on language (Eysenck 
& Keane, 2018; Page, 2006). Numerous studies have been conducted on the 
reading and spelling of individual words by patients whose brains have been 
impaired, but fewer studies have been carried out regarding text comprehen‐
sion (Harley, 2004). Nevertheless, professionals in cognitive neuropsychology 
have currently taken more general aspects of cognition into account, among 
which thinking and reasoning can be mentioned (Eysenck & Keane, 2018; Page, 
2006). 
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Cognitive learning research has vastly relied on studying language devel-
opment among human beings (Adams, 2015; Barrett & Kurzban, 2006; Burri et 
al., 2017; Chomsky, 1979; Coltheart, 2001; Gilabert & Barón, 2018). In this re-
gard, Housen and Simoens (2016) argue that the cognitive status of learners 
plays a significant role in the L2 learners’ development concerning the difficulty 
and complexity of second language acquisition. In their study on student’s cog-
nitive behavior, Wang et al. (2015) found that less cognitively active learners 
need more time to develop L2 compared to their cognitively more active peers. 
Robinson (2001) investigated differences of individuals, cognitive capabilities, 
aptitude complexes, as well as learning conditions in second language acquisi-
tion and specified the necessity of differentiation between high and low apti-
tude learners in the studies pertained to cognitive learning and learning abili-
ties. 

Goh (2008), who studied metacognitive instruction for second language lis-
tening development, found that metacognition helps L2 learners gain a more 
comprehensive approach to improving their abilities. It can help L2 learners 
develop metacognitive processes that could improve their listening. Poehner 
and Swain (2016), in their theoretical arguments concerning L2 development 
as a cognitive-emotive process, stated that the cognition and emotion can be 
found in dialectic association with each other and accordingly, their presence is 
always evident in psychological activities, such as L2 development (p. 219). 
Sato (2017) studied interaction mindsets, interactional behaviors, and the de-
velopment of L2 to provide an affective‐social‐cognitive model. The results 
showed that the learners’ interaction mindsets had mediating effects on the 
development of L2, and their interactional behaviors were affected subsequent-
ly. Rassaei (2015) examined recasts, field dependence/independence cognitive 
styles, and L2 development. In this regard, it was hypothesized that learners 
with field independence and field dependence cognitive styles took different 
benefits from recasts. Leonard and Shea (2017) investigated the development 
of L2 speaking over studying abroad and concentrated on fluency, accuracy, 
complexity, as well as underlying cognitive factors. The researchers adopted a 
multidimensional attitude toward developing L2 speaking ability. Moreover, 
the way through which changes in the fundamental cognitive variables of lin-
guistic knowledge and processing speed interacted with complexity, accuracy, 
and fluency throughout a 3-month Spanish study abroad session was also ex-
amined. Learners having higher levels of L2 linguistic knowledge and pos-
sessing higher speed in L2 processing before their experience of study abroad 
gained more significantly in accuracy and syntactic as well as lexical complexity 
throughout studying abroad. 

Burri et al. (2017) found that the joint development of student teachers’ 
cognition and identity could “foster the process of learning to teach pronuncia-
tion” (p. 128). Furthermore, Zabihi (2018) studied the role of cognitive and af-
fective factors in measures of L2 writing and found that higher working 
memory capacities could help in the direct prediction of higher L2 writing 
scores considering complexity and fluency, while it had negative effects on the 
learners’ accuracy scores. Similarly, Doughty (2019) argued cognitive language 
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aptitudes and considered two analyses from a longitudinal study with the use 
of aptitude for the prediction of achievement in language learning. From his 
perspective, the conceptualization of aptitude was regarded as a specific capac‐
ity for learning languages and a ceiling on success (p. 101). It means that, for 
any given individual, if there is considerable motivation, alignment of the per‐
sonality aspects will be observed along with the excellence of the learning con‐
ditions. The eventual achievement is determined by aptitude differences. 

The present study can take significance from different perspectives: Firstly, 
since instructing learners with the ENGAGE Model strategies has proved suc‐
cessful in other disciplines (Halsey & Halsey, 2017; Halsey et al., 2018; Kojuri et 
al., 2015), it could be worthwhile to check the merits of the method in the ELT 
domain and in an EFL context such as Iran, an environment in which learning 
English has become synonymous with experiencing a lot of problems, though it 
is felt and considered a necessity. Halsey (2011) asserts that “teaching, in any 
forum, is the art and science of bringing out the brilliance that drives transfor‐
mations” (p. xi). With this knowledge, educators will have a basis for making 
program changes. Secondly, in every educational setting, some learners are 
susceptible to suffer from low cognitive perceptions of the world around them. 
Foreign language learners are not exceptions (Bygate, 1987, 2018; Hyland, 
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would benefit from the outcomes of the present study and invite the positive 
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sey (2011) called the ENGAGE Model. Indeed, the principal message of the EN‐
GAGE Model is that individuals’ learning will be the best when they contribute 
actively and critically to the learning process and employ their learning in their 
real‐life conditions (Halsey & Halsey, 2017, p. 4). Informed by the previous re‐
search on natural learning, which mainly focuses on helping people to get in‐
volved in their learning (Bowman et al., 2015; Caine, 2018; Cambourne, 1988), 
this study investigated how Iranian EFL learners would identify with the EN‐
GAGE Model during speaking and writing development period and the ways 
they would benefit from this experience. Therefore, this study aimed to answer 
the following research question: 

What are the perspectives of cognitively more and less active EFL learners on 
employing the ENGAGE Model in the EFL classroom? 

 

Method 
Participants 

The participants of this study were 10 randomly selected homogeneous partic‐
ipants out of 60 intermediate level male adult EFL learners in one of the lan‐
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guage institutes in Ardabil, Iran. Of the 10 participants, 5 were cognitively more 
active and 5 cognitively less active individuals based on the results of cognitive 
profile questionnaire. They were asked for their ideas about employing the EN-
GAGE Model in EFL classrooms and the impact it had on their L2 speaking and 
writing. 
 
Instruments 

The data for the current study were collected using a standard version of the 
Preliminary English Test (PET), a validated cognitive profile questionnaire 
(Appendix A), and an interview guide. The PET was used to select homogene-
ous learners. It should be noted that the distribution of scores on the PET test 
met the normality assumption. As displayed in Table 1, the ratios of skewness 
and kurtosis over their standard errors were lower than +/- 1.96. The KR-21 
reliability for the PET was .91. 
 
Table 1. 
Descriptive Statistics: PET (Subject Selection) 

 

 
N Mean Std. Devi-

ation Variance 
Skewness Kurtosis KR-21 

Statistic Std. 
Error Statistic Std. 

Error 
PET 80 60.34 5.979 25.330 .508 .287 -.138 .566 .91 
Normality     Ratio 1.45 Ratio -.243  

 
The cognitive profile questionnaire was developed and validated by the re-

searchers in this study to measure the cognitive profile of the EFL learners. The 
scale included 30 items and covered six domains of Engagement, Relationship, 
Persistence, Critical thinking, Planning, and Purposive learning. The reliability of 
the scale was calculated to be 0.86 based on Cronbach's alpha with 245 Iranian 
EFL learners. The content validity of the scale was also confirmed by three ex-
perts in TEFL relying on expert judgment validity. As it is a cognitive scale, they 
were knowledgeable in the domain of cognition and psycholinguistics as well. 
The validity of the scale was also confirmed through factor analysis. 

An interview guide was used to elicit the perspectives of cognitively more 
and less active EFL learners on the ENGAGE Model in the classrooms in which it 
was employed. According to Jupp (2006), semi and unstructured interviewing 
lets the interviewee guide the course of the interview, and it prevents limiting 
the discussion to what has been predetermined by the researcher. 

The first items of the interview were developed by the researchers based on 
a thorough review of the related literature and consulting with educationalists 
and experts in the field. The final draft was checked with five Ph.D. holders in 
TEFL who were experienced in the domain of ELT. Hence, it enjoyed expert 
judgment validity. 
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Procedure  

The study, based on which the present paper is written, enjoyed a sequential 
mixed methods design with two quantitative and qualitative phases. In the 
quantitative phase, which was a quasi-experimental study, 60 homogeneous 
male EFL learners were randomly selected out of 80 intermediate participants. 
The results of a standard Preliminary English Test (PET) was used to select the 
participants. The pretests’ result of speaking and writing were also used to 
form the two experimental (ENGAGE Model) and control (TBLT)groups of the 
study. Both groups comprised of cognitively less and more active learners in 
equal numbers. They went through the stages of pretesting (as mentioned 
above), intervention (as presented below), and post-testing. The treatment pe-
riod lasted for 10 sessions in which the researchers used principles of the EN-
GAGE Model (Halsey, 2011) in the experimental group and TBLT in the control 
group. A summary of the ENGAGE Model used in the quantitative phase of the 
present study is given in Table 2 below. 
 
Table 2. 
A Summary of the ENGAGE Model in the EFL Classroom 
Ste
p 

Learning 
Process Activity Types Examples Homework 

1  
Energiz-
ing 
Learners 

Warm ups, ice-
breaking discussions, 
talking about daily 
life issues, and moti-
vating students 
through using ges-
tures and postures 

●Think about what it 
has taken for you to 
give up work, family, 
or private time to learn 
something new. 
● What do you re-
member about a par-
ticular class you at-
tended that motivated 
you to feel excited 
before you even got 
there? 
 

●Do a quick Internet 
search on your subject 
(making friends).  
●Interview two people 
before your class. 
●Develop interview ques-
tions and bring them to 
the class. 
 

2  
Navi-
gating 
Content 

Asking the students 
to navigate what they 
have gained in the 
energizing session 
and develop the new 
content. 

● Teachers and learn-
ers negotiate on deci-
sions to be made about 
assignments, activities 

•Use stories that embed 
the learning. 
•Think/pair/share-think 
about 
something, then pair up 
with 
someone and share it 
with them. 
•Practice a skill and then 
describe to a partner 
what they are actually 
doing as they are doing 
the skill 

3  
 
Generat-
ing 
Meaning 

Asking the students 
to present oral re-
ports to the class-
room about the cur-
rent events, their life 
and their feelings 
about recent events 
in the immediate 

● Which objective is 
most important to 
you? Creating dynamic 
meetings or Creating a 
one-day workshop. 
● Now think about 
why this is important 
for you.  

Discuss the following 
topics for the next ses-
sion. 
● When was the last time 
you remember someone 
helping you to generate 
meaning regarding your 
learning? 



270  —  ENGAGE Model as an Innova-tion in the EFL Classroom: Perceptions of Cognitively ...

Ste
p 

Learning 
Process Activity Types Examples Homework 

social context and the 
like. 

● How will your 
knowledge of the im-
portance of generating 
meaning impact 
your future learning 
endeavors? 

● What did the facilitation 
do to help you discover 
the value of the new con-
cepts in your life? 

4  
 
 
Applying 
to Real 
World 

Asking the students 
study about the topic 
selected in the class-
room.  

● Use the internet, get 
involved in the social 
media, collect infor-
mation about a specific 
issue, and then present 
your own perspectives 
in the classroom. 
● Students will cover 
an article about giving 
advice. 
Should the students be 
interested in this issue, 
the researcher may 
decide to use it for an 
interview or conversa-
tion topic. 

● Talk about the effect of 
making new friends and 
having a network of peo-
ple around. 

5  
 
Gauging 
and Cele-
brating 

Employing self- as-
sessment (SA) in the 
classroom context. 
Teaching SA princi-
ples and how to de-
velop self-
assessment speaking 
and writing check-
lists.  
Practicing self-
assessment on the 
speaking and writing 
activities and tasks. 
Scoring self- perfor-
mance based on the 
checklist.  

Students are asked to 
assess themselves at 
the end of each session 
of the classroom and 
see how well they 
learn what is taught.  
Students receive rela-
tive feedback by the 
teacher, something 
which is decreased as 
the learners increase 
in the quality of their 
self-assessment.  
Various quizzes and 
classroom discussions 
will be presented in 
the intervention ses-
sions. 

●Record a talk and send it 
to your friends and re-
ceive responses.  
●Use the sentences of 
from different sources 
and the internet to make 
questions and asks each 
other to complete the 
exam papers they have 
developed.  
●Evaluate yourself as 
being excellent, good, bad, 
or in need of more work. 
 

6 Extending 
Learning 
to Action 

Asking the students 
to use what they 
have learned in 
speaking and writing 
about different is-
sues. 
 

Lecture about various 
topics, take part in 
debates and discus-
sions in English and if 
possible use what you 
have learned in the 
social media to find 
international friends, 
watch films, and solve 
the daily life issues and 
enjoy living through 
the English language 
world. 

● How will you extend 
your learning so you have 
a greater transfer from 
learning to achieving 
business results through 
application of new skills? 
● What other great ideas 
keep learning alive for 
you? 

 

In the control group (the TBLT group), the researchers focused on TBLT, an 
extension of the principles of Communicative Language Teaching. The TBLT 
group in the present study was exposed to real-world language. The research-
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In the control group (the TBLT group), the researchers focused on TBLT, an 
extension of the principles of Communicative Language Teaching. The TBLT 
group in the present study was exposed to real-world language. The research-

ers did not interrupt learners while they were speaking. Nor did they fine-tune 
their production. This resulted in a less stressful situation for the learners. After 
the intervention, the participants in the experimental and control groups re-
ceived the speaking and writing posttests which were the same as the pretests. 

In the first phase of the study, the results of different data analyses indicated 
that cognitively more and less active EFL learners significantly differed in their 
L2 speaking and writing performance in response to being taught with the 
TBLT or the ENGAGE Model. Also, cognitively active learners could outperform 
the cognitively less active ones in both the experimental and control groups 
(Esfandiari, 2020). 

Following the quantitative phase of the study in which the experimental and 
control groups received treatments on their speaking and writing abilities us-
ing the ENGAGE Model and TBLT respectively, in the qualitative phase of the 
study whose results are reported in this article, the researchers conducted an 
interview with 10 of the participates (5 cognitively more active and 5 cognitive-
ly less active EFL learners) to elicit their perspectives on employing the EN-
GAGE Model in EFL classrooms. As the first step in qualitative data analysis, 
following principles of the grounded theory, the data collected through inter-
views were coded using open and axial coding procedures (Creswell & Clark, 
2017) to find the points of view and perspectives of cognitively more and less 
active EFL learners in terms of employing the ENGAGE Model in EFL class-
rooms. As the second step, labels in the cognitive profile questionnaire were 
grouped together based on the similarities of the processes they signified to 
come up with a smaller group of cognitive processes. Then, the scores assigned 
to these categories by the participants were well inspected and interpreted to 
see if any patterns could be identified for the cognitively more and less active 
participants. 

 

Results 
The interview was a face to face semi-structured interview involving 10 ran-
domly selected participants. Of the 10 participants, 5 were Cognitively More 
Active (CMA) and 5 Cognitively Less Active (CLA) individuals based on the re-
sults of their cognitive profile questionnaire. The data were analyzed and cate-
gorized through open coding (general related views) and axial coding (specific 
issues) as follows: 
Item One: 

How do you feel about the method your teacher used in the classroom this term? 

As Table 3 below shows, cognitively more active learners enjoyed the class 
more than the cognitively less active ones. To put it more accurately, the cogni-
tively less active learners found the ENGAGE Model classroom boring. The rea-
son they have mentioned reverts back to the number of tasks they had been 
assigned. 
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Table 3. 
Participants’ Viewpoints about the ENGAGE Model in EFL Classroom 

 Viewpoint Frequency Percentage 
CMA. CLA. CMA. CLA. 

1 We felt in ease as the class was very friend-
ly.  5 5 100% 100% 

2 
The teacher was energetic and through 
energizing the students at the beginning of 
any classroom session he motivated us to 
learn more. 

5 3 100% 60% 

3 
Sometimes the students talked about their 
experiences which was really interesting 
and we did not feel we were in the class.  

5 3 100% 60% 

4 It was interesting as almost all the students 
were involved in the classroom activities. 5 2 100% 40% 

5 
We had to read a lot even outside the class-
room to be well-prepared and play a signifi-
cant role in the classroom discussions. 

5 3 100% 60% 

6 
The think aloud protocols and brainstorm-
ing techniques we used were really valua-
ble as we could think of various dimensions 
of an issue.  

5 2 100% 40% 

7 
Not only could we improve our English but 
also our understanding of the world 
around. 

5 3 100% 60% 

8 The class was boring and we had to study a 
lot of material outside the book. 0 5 0.00%  100% 

 

Item Two: 

How well have you learned to improve your writing from the feedback provided 
by the teacher?  

The most frequently mentioned viewpoints in this regard are categorized in 
Table 4 below. It is worth mentioning that the present researchers realized that 
for the students to understand the written feedback, individual feedback con-
ferences could be beneficial. These conferences were held each session about 
the returned assignments, and the students used the opportunity of reading 
what the teacher had written on their papers. The conferences were held in 
classroom environment and usually continued between one to five minutes. 
Throughout these conferences, the teacher illustrated some errors the students 
had made, while focusing on recurring mistakes. Opportunities were also pro-
vided for the students to raise their questions about their assignments and the 
feedback that the teacher had provided. The conferences were conducted main-
ly in English, though for some clarifications, Persian was also used whenever 
required. 
 
Table 4. 
Students’ Viewpoints about the Teacher’s Feedback on their L2 Writing  

Writing Conference Questions 
1.  Feeling about writing in Eng-

lish 
Very Confident Confident Not Confident 
CMA (80 %)  CMA (20 %)  CMA (0.00 %)  
CLA (10 %) CLA (20 %) CLA (70 %) 
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2.  The amount of effort one 
makes on the writing assignment. 

Significant 
Effort 

Appropriate 
Effort 

Inadequate 
Effort 

CMA (80 %)  CMA (10 %)  CMA (10 %)  
CLA (10 %) CLA (10 %) CLA (80 %) 

3.  Understanding the feedback  
on the writing assignments 

Mostly Understand Somewhat Understand Inadequately 
Understand 

CMA (90 %)  CMA (10 %)  CMA (0.00 %)  
CLA (10 %) CLA (20 %) CLA (70 %) 

4.  Understanding the 
teacher’s comments on the 
assignments. 
 

Mostly Understand Somewhat Understand Inadequately 
Understand 

CMA (90 %)  CMA (10 %)  CMA (0.00 %)  
CLA (20 %) CLA (10 %) CLA (70 %) 

5. Ability to correct mistakes 
using the feedback from the 
teacher 

Yes Maybe No 
CMA (90 %)  CMA (0.00 %)  CMA (10 %)  
CLA (20 %) CLA (20 %) CLA (60 %) 

 
When the students were required to explain about their confidence level re-

garding English composition, a significant number of cognitively less active 
learners (70%) reported a lack of confidence. Despite the teacher’s surprise by 
the considerable number of students lacking confidence, studies have indicated 
that EFL students are sometimes willing to evaluate their writing skills at a lev-
el which is significantly lower than what their teachers believe to be (Matsuno, 
2009). In the same way, most of those students (80%) did not believe they had 
put in enough effort for the assignment. 

The students’ ideas about cases three and four concerning the degree to 
which they could figure out the teacher’s feedback and comments were quite 
dissimilar. Seventy percent of cognitively less active students answered that 
they understood only 50% or less of the feedback and comments the teacher 
had given. In contrast, 90% of the cognitively more active students said that 
they understood 50% or more of the feedback and comments the teacher pro-
vided. Finally, only one student of the cognitively more active group said that he 
could not correct his mistakes by utilizing the feedback provided by the teach-
er, possibly due to the lack of understanding of the code the teacher used. In 
contrast, more than half of the cognitively less active students (60%) reported 
having missed this ability.  

 
Item Three: 

How well have you learned to improve your speaking from the feedback provided 
by the teacher?  

The most frequently mentioned viewpoints by the students concerning their 
L2 speaking development stemming from the feedback provided by the teacher 
are categorized in Table 5 below. When the teacher asked the students about 
their confidence level with regards to speaking in English, the vast majority of 
cognitively less active learners (80%) indicated that they did not feel confident 
about their speaking skills. The majority of the cognitively less active learners 
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(90%) did not feel they had made enough effort on their speaking assignments, 
either. 

 
Table 5. 
Students’ Viewpoints about the Effect of their Teacher’s Feedback on their L2 Speaking Development 

1.Feeling about speaking in 
English 

Very Confident Confident Not Confident 
CMA (70%)  CMA (30%)  CMA (0.00%)  
CLA (10%) CLA (10%) CLA (80%) 

2.The amount of effort one 
makes on speaking assign-
ment 

Significant Effort Appropriate Effort Inadequate Effort 
CMA (70%)  CMA (20%)  CMA (10%)  
CLA (0.00 %) CLA (20%) CLA (90%) 

3.Understanding the feedback 
on the assignment 

Mostly Understand Somewhat Under-
stand 

Inadequately Under-
stand 

CMA (80%)  CMA (20%)  CMA (0.00%)  
CLA (0.00%) CLA (20%) CLA (80%) 

4. Understanding the 
teacher’s comments on 
the assignment 

Mostly Understand Somewhat Under-
stand 

Inadequately Under-
stand 

CMA (90%)  CMA (10%)  CMA (0.00%)  
CLA (10%) CLA (10%) CLA (80%) 

5. Ability to correct 
mistakes using the 
feedback from the 
teacher 

Yes Maybe No 
CMA (90%)  CMA (10%)  CMA (0.00%)  
CLA (20%) CLA (30%) CLA (50%) 

 
The students’ ideas about the degree to which they could understand the 

teacher’s feedback and comments were as follows: Eighty percent of cognitively 
less active learners answered that they did not understand the feedback the 
teacher provided and the teacher's comments well, while 90% of the cognitive-
ly more active students indicated that they understood the feedback the teacher 
provided and the teacher's comments fairly well. Finally, only one student of 
the CMA group answered that he was moderately able to correct his mistakes 
by using the feedback provided by the teacher, while the rest (90%) were quite 
successful in this regard. In contrast, more than half of the CLA students (60%) 
reported to have missed this ability. 

 
Item Four:  

Both you (as students) and your teacher negotiated on decisions to be made about 
assignments and activities. How do you feel about that? 

As Table 6 below shows, in terms of taking the responsibility of learning, 
which is one of the most significant factors in the negotiated syllabus focused 
on in the ENGAGE Model, more than half of the cognitively less active learners 
(60%) indicated that they could not take the responsibility for their learning. 
Similarly, the majority of the cognitively less active learners (70%) did not feel 
they could be autonomous in learning and promoting their power of learning. 
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Table 6. 
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2.Feeling autonomous in learning and 
promotion of the power of learning 

CMA (80 %)  CMA (10 %)  CMA (10 %)  
CLA (10 %) CLA (20 %) CLA (70 %) 

3.Accurate mastery of language forms CMA (80 %)  CMA (10 %)  CMA (10 %)  
CLA (10 %) CLA (20 %) CLA (70 %) 

4. Application of learned material 
to new contexts 

CMA (80 %)  CMA (10 %)  CMA (10 %)  
CLA (10 %) CLA (10 %) CLA (80 %) 

5. Understanding of language 
rules 
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Concerning the accurate mastery of language forms, a large majority of the 

cognitively more active learners (80%) thought that teacher-student negotia-
tions on decision making had helped them gain proper mastery over language 
forms, while only a small minority of the cognitively less active individuals tak-
ing part in the study (10%) supported this idea. In addition, the majority of 
CMA learners (80%) stated that teacher-student negotiations on decision mak-
ing had helped them apply the learned materials to new contexts, while only a 
minority of the CLA individuals taking part in the study (10%) supported this 
idea. 

     In terms of understanding language rules, only a small number of CLA 
learners (20%) felt that teacher-student negotiations on decision making had 
helped them understand language rules well, while the majority of the CMA 
individuals taking part in the study (80%) supported this idea. Likewise, only a 
minority of CLA learners (20%) remarked that teacher-student negotiations on 
decision making had facilitated the learning process for them, while a vast ma-
jority of the CMA individuals taking part in the study (90%) supported this idea.  
 

Item Five: 

Do you think you can employ your classroom learning in your daily life? 

As it is evident in Table 7, both cognitively more and less active learners, 
who were interviewed presented similar ideas in this regard. They believed 
that in case they lived in a situation where English was spoken in the social con-
text and consequently it could be used in commerce, educational settings, and 
tourism industry, the classroom learning could be more useful. Meanwhile, in 
term of being sensitive to the environmental issues, air pollution, wildlife, and 
humanitarian concepts, both groups evaluated the classroom method very use-
ful. 
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Table 7. 

Participants’ Viewpoints about Employing Their Classroom Learning in Daily Life 

 Viewpoint Frequency Percentage 
CMA. CLA. CMA. CLA. 

1 We used classroom learning in case it were 
spoken in the social context. 5 5 100% 100% 

2 We used classroom learning in case it were 
spoken in commerce. 5 4 100% 80% 

3 We used classroom learning in case it were 
spoken in educational settings.  5 4 100% 80% 

4 We used classroom learning in case it were 
spoken in tourism industry. 5 5 100% 100% 

5 
We used classroom learning in case it were 
sensitive to the environmental issues such as 
wildlife and air pollution. 

5 5 100% 100% 

6 We used classroom learning in case it were 
sensitive to humanitarian concepts. 5 5 100% 100% 

 

Item Six: 

Do you think you can assess your own writing? 

Table 8displays the frequencies and percentages of the participants’ prefer-
ences of the types of errors to be focused on while assessing their writings. The 
results showed that: 

1. Cognitively less active students (50%) preferred task achievement er-
rors to be focused on more than the cognitively more active group 
(30%). 

2. Cognitively more active students (40%) preferred vocabulary and ex-
pression errors to be focused on more than the cognitively less active 
group (10%). 

3. Cognitively less active students (50%) preferred grammatical errors to 
be focused on more than the cognitively more active group (20%). 

4. Cognitively more active students (50%) preferred errors related to con-
tent and ideas to be focused on more than the cognitively less active 
group (10%). 

 
Table 8. 
Frequencies and Percentages of Types of Errors to be Focused on in Assessing L2 Writing 

 
Cognition Total CMA CLA Neutral 

Errors to be 
focused on in  
assessing L2 writing  
in the self-assessment process 

Task achievement  N 3 5 2 10 
% 30% 50% 20 % 100.0% 

Vocabulary/ 
Expressions 

N 4 2 4 10 
% 40 % 10 % 40 % 100.0% 

Grammatical N 2 5 3 10 
% 20 % 50% 30% 100.0% 

Content/Ideas N 5 1 4 10 
% 50% 10% 40% 100.0% 

Total N 14 13 13 40 
% 35% 32.5 % 32.5 % 100.0% 
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Item Seven: 

Do you think you can assess your own speaking? 

Table 9displays the frequencies and percentages of the participants’ prefer-
ences of the types of errors to be focused on while assessing their own speak-
ing. The results show that: 

1. Cognitively more active students (50%) preferred pronunciation errors 
to be focused on more than the cognitively less active group (30%). 

2. Cognitively more active students (50%) preferred lexical item errors to 
be focused on equal to the cognitively less active group (50%). 

3. Cognitively less active group (50%) preferred grammatical errors to be 
focused on more than the cognitively more active group (30%). 

4. Cognitively more active students (50%) preferred errors related to co-
hesion and coherence to be focused on more than the cognitively less ac-
tive group (20%). 

 
Table 9. 
Frequencies and Percentages of the Types of Errors to Be Focused on in Assessing L2 Speaking 

 
Cognition Total CMA CLA Neutral 

Errors to be 
focused on in  
assessing L2 speaking  
in the Self-assessment 
process 

Pronunciation 
N 5 3 2 10 
% 50% 30% 20 % 100.0% 

Lexical items N 5 5 0 10 
% 50 % 50 % 0.0 % 100.0% 

Grammatical  
Accuracy 

N 3 5 2 10 
% 30 % 50% 20% 100.0% 

Cohesion and 
Coherence 

N 5 2 3 10 
% 50% 20% 30% 100.0% 

Total N 18 15 7 40 
% 45 % 37.75% 17.250 % 100.0% 

 

Item Eight:  

Is there anything you would like to say about the ENGAGE Model? 

Both cognitively more and less active learners mentioned that they liked the 
ENGAGE classroom and found it absolutely friendly compared to the previous 
classes and methods. Also, they emphasized that the knowledge or information 
they could receive throughout the semester was more than what they had re-
ceived in previous semesters. In addition, they felt highly motivated in the 
classroom and could connect the classroom learning to their extracurricular 
activities and studies. However, the cognitively less active learners reported to 
have got tired as the classroom assignments were beyond their ability and they 
had not been able to cope with all of them. 
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Table 10. 
Participants’ Viewpoints about ENGAGE Model 

 Viewpoint Frequency Percentage 
CMA. CLA. CMA. CLA. 

1 I found this method absolutely friendly. 5 5 100% 100% 
2 I found this method more useful than previous 

classes and methods. 5 5 100% 100% 

3 I could receive more information than the pre-
vious methods. 5 5 100% 100% 

4 I felt highly motivated in the classroom. 5 5 100% 100% 
5 I could connect the classroom learning to their 

extracurricular activities and studies. 5 5 100% 100% 

6 I got tired as the classroom assignments were 
beyond my ability 0 5 0% 100% 

 
An important issue which is worth mentioning is that, in the negotiated syl-

labus stressed in the ENGAGE Model, a key feature is the matter of shared deci-
sion-making which invites all students to participate and have their share in 
influencing the decisions. However, it is the views of the most vocal which 
seems to be heard, not of those who keep silent and do not share their opinions. 
Unfortunately, the cognitively less active learners in the present study belonged 
to a greater degree to the latter group.  

 
Discussion and Conclusion 

The findings of this study, i.e., the satisfaction and success of cognitively more 
active learners in the ENGAGE Model class, are in line with Housen and Si-
moens' (2016) study of the impact of individuals’ cognitive abilities on their L2 
acquisition. They asserted that cognitive perspectives of learners affect their L2 
acquisition, and this fact plays a significant role in the L2 learners’ development 
concerning the difficulty and complexity of second language acquisition. Hence, 
cognitively more active EFL learners are expected to enjoy a more fruitful de-
velopment compared to their cognitively less active counterparts. Likewise, as 
second language development is mostly a cognitive process (Sato, 2017; 
Skehan, 1998), more active learners in terms of cognition are assumed to de-
velop their L2 more successfully and faster than the cognitively less active ones. 
Sato (2017) studied interaction mindsets, interactional behaviors, and L2 de-
velopment to develop an affective‐social‐cognitive model. The results indicated 
that L2 development was mediated by learners’ interaction mindsets, which in 
turn affected their interactional behaviors. Sato’s study shows that cognitive 
processes affect the L2 development of the given learners. The present study is 
also supported by Halsey and Halsey’s (2017) study on connecting Californians 
with the Chaparral through the ENGAGE Model in which they designed an edu-
cational program mainly relying on environmental issues to make students 
aware of the wildlife, environment, and the ecosystem in which they were liv-
ing.  
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velopment to develop an affective‐social‐cognitive model. The results indicated 
that L2 development was mediated by learners’ interaction mindsets, which in 
turn affected their interactional behaviors. Sato’s study shows that cognitive 
processes affect the L2 development of the given learners. The present study is 
also supported by Halsey and Halsey’s (2017) study on connecting Californians 
with the Chaparral through the ENGAGE Model in which they designed an edu-
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As both cognitively more and less active learners in the present study posi-
tively reflected on the model in their L2 speaking and writing irrespective of 
their cognition level, it can be argued that the ENGAGE Model has been helpful 
in making individuals with different cognitive orientations active in an educa-
tional setting. This in itself can take support from cognitive learning assump-
tion of modularity (Chomsky, 1979; Fodor, 1983). In fact, the assumed language 
module in which both L2 speaking and L2 writing can be placed presumptuous-
ly works actively with less reliance on the broad concept of cognition. That is 
why individuals with different cognitive levels can develop their L1 effectively, 
if not perfectly in some specific cases (Coltheart, 2001).  

Another study which can be referred to in an attempt to justify the success 
of the ENGAGE Model in both cognitively more and less active learners in terms 
of their L2 writing and speaking is Zhang and Hyland’s (2018) research on stu-
dent engagement with teacher and automated feedback on L2 writing. They 
found that the corrective feedback (CF) presented by the teacher can make the 
learners focus on the errors they have committed and try to avoid them in the 
coming trials.  

The ENGAGE Model, which proved useful in L2 development, can be dis-
cussed in terms of its steps and their operationalization in the EFL domain 
likewise as presented in the following sections.   

Energizing learners, as the first step, consists of encouraging learners to 
concentrate on and stimulating them about training that they are going to expe-
rience (such as having a podcast on the topic, distribution of the relevant mate-
rials and study guides) (Kilbourne, 2011). At the beginning of the session, ener-
gizing can also consist of giving thanks to learners for their participation and 
engaging them immediately by raising powerful opening questions, carrying 
out interactive activities, or illustrating key training objectives (Halsey et al., 
2018). In the L2 speaking classroom, based on the ENGAGE Model warm-ups, 
ice-breaking discussions, talking about daily life issues, and motivating stu-
dents through using gestures and postures are taken into consideration 
(Scrivener, 2012; Sert, 2015). Also, this step deals with motivation, both inter-
nal and external, which has been proven to be hugely influential in L2 develop-
ment (Csizér, 2017; Ushioda & Dörnyei, 2017). 

Navigating content, the second step in the ENGAGE Model, focuses on the 
use of different strategies (such as visual, auditory, kinesthetic) to make various 
brain parts involved. The trainer uses alternative techniques of teaching and 
reviewing the content by role-playing, games, or group activities (Halsey, 
2018). In the L2 speaking class, asking the students to navigate what they have 
gained in the energizing session and develop the new content is of paramount 
significance. Likewise, the teacher and learners negotiate on decisions to be 
made about assignments and activities. This indicates the application of a pro-
cess-based syllabus (Breen, 1987) and a negotiated syllabus (Clarke, 1991) in 
the EFL pedagogy. 
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Generating meaning, as the third step, urges the learners to clarify the value 
of the new information they have learned and the way it will assist them, for 
example, learning more successfully and diagnosing the problem while learning 
(Halsey, 2011). In the L2 speaking and writing class, this step is operationalized 
through asking the students to present oral reports to the classroom about cur-
rent events, their life and their feelings about recent events in the immediate 
social context and the like. This is partially in line with TBLT principles pro-
posed by Ellis (2003), especially the real-life language tasks.  

Applying to the real world, as the fourth step, signifies that learners need op-
portunities during the teaching/learning process to show their mastery of the 
new abilities (e.g., learning pronunciation, intonation, lexical resources, or real-
world practice). In the L2 class, this notion is implemented through asking the 
students to study the topic selected in the classroom, use the internet, get in-
volved in social media, collect information about a specific issue, and then pre-
sent their perspectives in the classroom. Such tasks have been employed in ac-
tion research (Smith & Rebolledo, 2018). 

Gauging and celebrating, as the fifth step of the ENGAGE Model, concen-
trates on learners’ assessing their learning and development and the degree to 
which they have learned-through a quiz, crossword puzzle, or lecturing to oth-
ers-and celebrating their accomplishment. This concept is operationalized by 
employing teaching self-assessment principles and how to develop self-
assessment speaking and writing checklists in the classroom context.   

Extending learning to action, as the sixth step of the ENGAGE Model, pertains 
to follow-up activities (e.g., e-mail reminders or buddy systems) to help ensure 
that learners act on their intentions to make use of their new knowledge 
or abilities (Halsey, 2011). This step is applied to the L2 speaking and writing 
classes by asking the students to use what they have learned in speaking and 
writing about different issues. They are encouraged to talk about various topics, 
take part in debates and discussions in English, and, if possible, use what they 
have learned in social media to find international friends, watch films, solve 
daily life issues, and enjoy living through the English language world. This is in 
line with competency-based learning in the ELT domain (Nodine, 2016; Wad-
dington, 2017).  

In the third place, it was revealed that in L2 speaking and writing, students 
with a cognitively active profile benefited from the ENGAGE Model. In compari-
son, cognitively less active students slightly suffered from its implementation. 
Active learning concentrates on the engagement of learners in activities or 
tasks, which can help the learners in thinking about and analyzing the infor-
mation, which has been taught. This learning may potentially take place at any 
step or level of a lesson, from the students’ engagement in the topic, up to their 
active and conscious participation in the discovery of language and rules, to 
free, active production. Also, Bell and Kahrhoff (2006, p. 1) stated that during 
the process of active learning the students have active engagement in the estab-
lishment of an understanding of the facts, ideas, as well as skills by completing 
the instructor directed tasks and activities. Every kind of activity, which leads 
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classes by asking the students to use what they have learned in speaking and 
writing about different issues. They are encouraged to talk about various topics, 
take part in debates and discussions in English, and, if possible, use what they 
have learned in social media to find international friends, watch films, solve 
daily life issues, and enjoy living through the English language world. This is in 
line with competency-based learning in the ELT domain (Nodine, 2016; Wad-
dington, 2017).  

In the third place, it was revealed that in L2 speaking and writing, students 
with a cognitively active profile benefited from the ENGAGE Model. In compari-
son, cognitively less active students slightly suffered from its implementation. 
Active learning concentrates on the engagement of learners in activities or 
tasks, which can help the learners in thinking about and analyzing the infor-
mation, which has been taught. This learning may potentially take place at any 
step or level of a lesson, from the students’ engagement in the topic, up to their 
active and conscious participation in the discovery of language and rules, to 
free, active production. Also, Bell and Kahrhoff (2006, p. 1) stated that during 
the process of active learning the students have active engagement in the estab-
lishment of an understanding of the facts, ideas, as well as skills by completing 
the instructor directed tasks and activities. Every kind of activity, which leads 

to the students’ engagement in the learning process can be relevant to this con-
cept. Likewise, Cacioppo and Freberg (2018) argue active planning as a firm 
step in cognitive learning. 

Cognitively more active learners seem to have more tendency toward deal-
ing with active learning techniques, which could affect students’ creative think-
ing, and this demonstrates that creative thinking, as a component of cognition, 
can be changed via education (Bakır, 2011). In addition, cognitively more active 
individuals take greater responsibility for their learning, and this promotes 
their power of knowledge and autonomy in this learning process (Robinson, 
2001). This has been enriched in the ENGAGE Model in which a privilege has 
been given to the negotiated syllabus. Consequently, the ENGAGE Model can be 
considered as effective and also in line with the cognitive learning concepts 
such as responsibility-taking and deep thinking.  

According to the findings of cognitive psychology, learning in general and 
language learning in particular, deal with different processes such as attention, 
perception, learning, memory, problem solving, reasoning, and thinking (Eysenck 
& Keane, 2018). In this regard, different language skills, including speaking and 
writing, could be considered as cognitive tasks (Cacioppo et al., 2008).   

As the quantitative phase of the study demonstrated, employing the ENGAGE 
Model influenced the EFL learners’ speaking and writing performance though the 
cognitively more active learners benefited more from this model's application 
(Esfandiari, 2020). Besides, it was revealed that L2 learners benefit more from 
navigating content and connecting their learning to real-life situations. The model 
was concluded to be beneficial to the students because it involves them in the 
various aspects of a problem. The multidimensionality and dynamic nature of the 
ENGAGE Model (Halsey, 2016) gives rise to the development of scholarship 
among students. This is what the present study findings are also indicative of. 
Energizing learners involves getting learners to focus on and get excited about 
training. In the L2  class, asking the students to navigate what they have gained in 
the energizing session and develop the new content is of paramount significance. 
Likewise, the teacher and learners negotiate on decisions to be made about as-
signments and activities, which is a characteristic of process-based approaches to 
syllabus design. In addition, task-based language teaching does not take account 
of learners' cognitive profile, but in the ENGAGE Model cognitively more active 
individuals take a greater responsibility for their own learning and this promotes 
their power of learning and autonomy in the learning process (Robinson, 2001).  
Consequently, the ENGAGE Model can be considered as more effective and also in 
line with the cognitive learning concepts such as responsibility taking and deep 
thinking. 

The conclusions that can be drawn from this study can assist other teachers 
and researchers who are considering the use of the ENGAGE Model to enhance 
their course learning outcomes. The idea that a number of students still have a 
preference for less active models does not make much sense and suggests that 
teachers, syllabus designers, and researchers need to employ more active models 
such as the ENGAGE Model and investigate the way they will assist and improve 
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students' learning. The findings of this study showed that the use of the ENGAGE 
Model is significant if teachers decide to enhance learning outcomes. Also, the 
data revealed that cognitively more and less active learners liked the ENGAGE 
Model classroom and highlighted that the knowledge and information they re-
ceived were more than what they had received in ordinary classrooms. Another 
significant finding was that learners felt highly motivated and could connect 
classroom learning to extracurricular activities. The purport of the findings 
might be that, syllabus designers need to immerse learners in new ideas and act 
as an excellent gateway for improving quality content. The findings imply that 
EFL teachers and stakeholders should increase interaction and higher-order 
thinking, and make connections to learners' previous learning. All of these 
components need for new models of English language teaching and learning. 
Materials developers in the ELT domain also could employ the findings of the 
present study and those of the similar ones to present tasks in which learners’ 
awareness toward active learning is enhanced. Such tasks may help the learn-
ers move towards self-assessment, autonomy, and meaningful learning. 
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Appendix A 
Cognitive Profile Questionnaire  
Please read the following statements and write the numbers that best describe you with‐
in the cells in front of the statements. This is not a test and you do not even need to write 
your name on it. This is a study the results of which will be used for improving teaching 
programs; so, please give your answers sincerely, as only this will guarantee the success 
of the investigation. Thank you very much for your kind attention. 

A. Personal information  
Gender Male Female 

 

Age 15–20 20–25 older than 25 
 

Years of studying English 1 2 3 4 5 more than 5 
 

Strongly 
Disagree Disagree Slightly Disa-

gree Slightly Agree Agree Strongly 
Agree 

1 2 3 4 5 6 

 
No Items 1 2 3 4 5 6 
1 I actively participate in learning activities in the classroom.       
2 I usually discuss important topics with my classmates.       
3 I willingly exert the effort necessary to comprehend complex ideas and master 

different skills.       

4 I actively communicate with the native speakers via social networks to improve 
my language skills.       

5 I usually think to find out how different pieces of information are related to each 
other either in my own words or when others utter something.       

6 I try to find out how parts of a text are related to each other when I read the text.        
7 I try to see how ideas are related to each other.       
8 I usually put information from different sources together before I draw conclu‐

sions.       
9 When I learn a new word or structure, I try to find more about it.        

10 Whenever I come up with a problem, it keeps my mind busy until I find a solu‐
tion for that.        

11 I keep rehearsing new things I have learned in the class.        
12 I do not get bored when I read a book many times.        
13 I usually ask my professors to see if I have understood rightly.        
14 I usually give my best try to difficult concepts.        
15 I never skip sections of the text I am reading unless I am pressed for time.        
16 I revise a lot to deliver my best performance.        
17 I challenge ideas that I do not find convincing.        
18 When I read a book or an article, I usually question the validity of the ideas ex‐

pressed.       
19 Details are as important to me as the overall message.       
20 I usually analyze complex ideas to understand them.       
21 I usually try to see what the underlying principles are in anything.       
22 I usually think about what to say or what to write before the class.        
23 Before a listening class I usually listen a lot.        
24 I speak to myself to be able to cope with possible challenges.        
25 I think about using different strategies to stay concentrated in the classroom.        
26 I usually program the ways through which I can push myself to remember words 

before using dictionaries.        
27 I try to find out where I can put to use what I have learned.       
28 I usually classify information to easily remember them.        
29 Where ever possible, I try to find examples for what I have learned.        
30 I try to figure out what purpose or purposes the material I am reading serve.        

THANK YOU FOR YOUR COOPERATION! 
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10 Whenever I come up with a problem, it keeps my mind busy until I find a solu‐
tion for that.        

11 I keep rehearsing new things I have learned in the class.        
12 I do not get bored when I read a book many times.        
13 I usually ask my professors to see if I have understood rightly.        
14 I usually give my best try to difficult concepts.        
15 I never skip sections of the text I am reading unless I am pressed for time.        
16 I revise a lot to deliver my best performance.        
17 I challenge ideas that I do not find convincing.        
18 When I read a book or an article, I usually question the validity of the ideas ex‐

pressed.       
19 Details are as important to me as the overall message.       
20 I usually analyze complex ideas to understand them.       
21 I usually try to see what the underlying principles are in anything.       
22 I usually think about what to say or what to write before the class.        
23 Before a listening class I usually listen a lot.        
24 I speak to myself to be able to cope with possible challenges.        
25 I think about using different strategies to stay concentrated in the classroom.        
26 I usually program the ways through which I can push myself to remember words 

before using dictionaries.        
27 I try to find out where I can put to use what I have learned.       
28 I usually classify information to easily remember them.        
29 Where ever possible, I try to find examples for what I have learned.        
30 I try to figure out what purpose or purposes the material I am reading serve.        

THANK YOU FOR YOUR COOPERATION! 
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آ مییییباب ایییی ابازارت ییییتب  ار بایبببررسییییتبار سیییی ربسیییی   
 بهداشت

 پژوهشی ۀمقال
 

 1سیده سوسن مرندی
 2*لیلا تاجیک

 3لیلا زحلی
 

 26/12/98: بیتصو خیتار   |  09/12/98: (1) شیرایو خیتار   |  11/06/98: افتیدر خیتار
 
 

 چکیده
ای آهمکون  سکاه ایکن تقققکا اعتبکار ، عنوان یک  مهوکوو وا ک  اعتبار بهنظرگرفتن  با در

تقیقک  ابتک ا ، منظکور نیکا بکه. داد هبکان انلیقیکی وهارب دو ا کت را مکورد دررسکی  کرار
ک  آهمون ، پرسش، تقیق  پایایی مک  اتقیقک  عپیش اه انجکاو همبیتلی پرسش به 

 بککا این ککه دریککافتقن آهمککون اه. رفککتگ انجککاوکنن   در آهمککون   ککرکت 987نمککراب  یرو دککر
کک  آهمکوندرخوردار استبالایی پایایی   ، امکا تقیقک  پرسکش و همبیکتلی پرسکش بکه 

که  آهمکوندو هیتن . در مر یۀ بع ، با اجکرای  ل دارای ایرادواس 28 تع اد نشان داد 
که اهطریا  درروی داد لقیر و   ی   ا   مقانلقنئروش جزرن و تقیق  مواهی ه   هایی 

انجککاو  کک . تقیقکک   یعککامی گرفتککه دودنکک ، تقیقکک  تقیقکک  پرسککش مککورد رربککاللری  ککرار
ی  کک ا   ئککجزها را دککیش اه  کک  معمککول نشککان داد. امککا آهمککون  مککواهی، تعکک اد مولهککه

گرتککه نتقجککۀ توککار مولهککه 7تککا  2نتککایجی بککا  مقککانلقن آهمککون ای   مولهککه را نشککان داد. ا
کیکی تنک ان  نظر می تر به در نلا  اول منطقی ی   ا   مقانلقنئجز رسق ، امکا نتکایک 

ای بارگذاری ن ردن  و اللوی واضقی اه  پرسش در هقچ مولهه نوهد    نبود. کنن راضی
تکوان  ها یافت نشک . ایکن نتکایک را می ها درای بیقاری اه پرسش بارگذاری درروی مولهه

کاستی اعتبار ساه   . دانیت هبان انلیقیی وهارب دو ا ت ای آهمون  اه ی در 
ای، تقیقکک   ارهیککادی هبککان، آهمککون موککارب هبککان انلیقیککی، اعتبککار سککاه  :ه  ادواژهکلی  

 عامیی، آهمون هبان انلیقیی وهارب دو ا ت.
                                                           

 ؛رانیا توران، ،(س) الزهرا دانشلا  اب،یادد ۀدانش   ،ییقانلی ابیادد و هبان گرو  ار،قدانش  1
susanmarandi@alzahra.ac.ir 

گرو  هبان و اددیاب انلیقیی، دانش  ۀ اددیاب، دانشلا  الزهرا )س(، توران، ایران )نویین ۀ میئول(؛  2 استادیار، 
tajik_l@alzahra.ac.ir 

ن؛ رایا توران، ،(س) الزهرا دانشلا  اب،یادد ۀدانش   ،ییقانلی ابیادد و هبان گرو  ار  ، یکار ناس ۀآموخت دانش 3
lzohali69@gmail.com 

  
 10.22051/lghor.2020.28036.1180  (:DOI) تالقجید ه   ناس
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آ مییییباب ایییی ابازارت ییییتب  ار بایبببررسییییتبار سیییی ربسیییی   
 بهداشت

 پژوهشی ۀمقال
 

 1سیده سوسن مرندی
 2*لیلا تاجیک

 3لیلا زحلی
 

 26/12/98: بیتصو خیتار   |  09/12/98: (1) شیرایو خیتار   |  11/06/98: افتیدر خیتار
 
 

 چکیده
ای آهمکون  سکاه ایکن تقققکا اعتبکار ، عنوان یک  مهوکوو وا ک  اعتبار بهنظرگرفتن  با در

تقیقک  ابتک ا ، منظکور نیکا بکه. داد هبکان انلیقیکی وهارب دو ا کت را مکورد دررسکی  کرار
ک  آهمون ، پرسش، تقیق  پایایی مک  اتقیقک  عپیش اه انجکاو همبیتلی پرسش به 

 بککا این ککه دریککافتقن آهمککون اه. رفککتگ انجککاوکنن   در آهمککون   ککرکت 987نمککراب  یرو دککر
کک  آهمکوندرخوردار استبالایی پایایی   ، امکا تقیقک  پرسکش و همبیکتلی پرسکش بکه 

که  آهمکوندو هیتن . در مر یۀ بع ، با اجکرای  ل دارای ایرادواس 28 تع اد نشان داد 
که اهطریا  درروی داد لقیر و   ی   ا   مقانلقنئروش جزرن و تقیق  مواهی ه   هایی 

انجککاو  کک . تقیقکک   یعککامی گرفتککه دودنکک ، تقیقکک  تقیقکک  پرسککش مککورد رربککاللری  ککرار
ی  کک ا   ئککجزها را دککیش اه  کک  معمککول نشککان داد. امککا آهمککون  مککواهی، تعکک اد مولهککه

گرتککه نتقجککۀ توککار مولهککه 7تککا  2نتککایجی بککا  مقککانلقن آهمککون ای   مولهککه را نشککان داد. ا
کیکی تنک ان  نظر می تر به در نلا  اول منطقی ی   ا   مقانلقنئجز رسق ، امکا نتکایک 

ای بارگذاری ن ردن  و اللوی واضقی اه  پرسش در هقچ مولهه نوهد    نبود. کنن راضی
تکوان  ها یافت نشک . ایکن نتکایک را می ها درای بیقاری اه پرسش بارگذاری درروی مولهه

کاستی اعتبار ساه   . دانیت هبان انلیقیی وهارب دو ا ت ای آهمون  اه ی در 
ای، تقیقکک   ارهیککادی هبککان، آهمککون موککارب هبککان انلیقیککی، اعتبککار سککاه  :ه  ادواژهکلی  

 عامیی، آهمون هبان انلیقیی وهارب دو ا ت.
                                                           

 ؛رانیا توران، ،(س) الزهرا دانشلا  اب،یادد ۀدانش   ،ییقانلی ابیادد و هبان گرو  ار،قدانش  1
susanmarandi@alzahra.ac.ir 

گرو  هبان و اددیاب انلیقیی، دانش  ۀ اددیاب، دانشلا  الزهرا )س(، توران، ایران )نویین ۀ میئول(؛  2 استادیار، 
tajik_l@alzahra.ac.ir 

ن؛ رایا توران، ،(س) الزهرا دانشلا  اب،یادد ۀدانش   ،ییقانلی ابیادد و هبان گرو  ار  ، یکار ناس ۀآموخت دانش 3
lzohali69@gmail.com 

  
 10.22051/lghor.2020.28036.1180  (:DOI) تالقجید ه   ناس

درببت یتوبازاربتآمیب  ب ای ابر رسیبۀزا رازیبپژوهشبقوم
ب:راایسف ر بهندبدربابۀمدرس

 خودبموطندرببت ا ابر رسبنگرر ببقراربهتح شبدر
 پژوهشی ۀمقال

 
 1*علویجه کریمیخدیجه 

 2مونا حسینی
 

 17/01/99: تصویب تاریخ   |  16/01/99: (2) ویرایش تاریخ   |  05/11/98: دریافت تاریخ
 
 

 چکیده
سککت.  آنوککا ا  هبککان گککرفتن  ککرار   ا ککقه درهککا  اه میت یارقبیکک یاصککی یها اه در رککه ی ککی

 ، راردهکککک  اهجمیککککهخطککککر  معککککر را در یدککککوم یهککککا هبان توانکککک  یمکککک یارقعوامکککک  بیکککک
و  یزیر و فقکککک ان درنامککککه یطیبانه ماننکککک  اسککککتعمارگر اهکککک اط سککککیطه ، کککک ن یجوان
 ی اضککککر، جیککککتار . پککککژوهشیالمییکککک نیو د یدرسککککط  میکککک یمناسککککب هبککککان  اسککککتقس

 در ییککقبککا هبککان انلی یککهیدرمقا یهبککان فارسکک تقوضککع یدررسکک یدککرااسککت نلارانککه   وو
ک نیکککا یهکککا . داد رانیکککا نقمقککک انیاه هنککک  یا جامعکککه انقکککم  ایکککاهطر یهکککقپکککژوهش 

 ۀآمکوهان م رسک دانش نیو وال  نانهر اه معیم  ساختارمن  با هج    به یها مصا به
م رسککککه،  نیککککدر اسککککاله  ی  ی انقککککانجککککاو مشککککاه اب م ،سککککهارب هنکککک  در توککککران

 نیکا ییقو انلی یفارس یمنادع آموه  کیی   یو دررس اقد  ابئقبا جز یدردار اددا تی
ک داد  موضکوعی  قک ک . تقی  یآور م رسه جمع ککه هبکان انلی اه  یهکا  کا  ییکقآن دکود 

  اه کککه  اسکت  ی ککال در نیکجامعکه دارد. ا نیککا یاعضکا انقکم را در یهبککان لکا یجا نیبکالاتر
مکک ب  خککود در یو ارتبککاط یآموه کک یاههککاقرفککع ن یجامعککه، دککرا نیککا یاعضککا سککو  یکک 

 کانون مک ارس اتبکا   سکوی دیلکر، و اه مبکرو دارنک  اهقکن یبه هبان فارسک رانیا امت در ا
ک ایران خارجی آن را در مک ارس  اجرایو نظارب در  ین  یهبان فارس تقهقآموهش با
ککه تلونکه  نشکان می پژوهش نیااست.  دانیته آور لزاوا یرانیراقاتبا  ر  تقکذهندهک  

ی موجکب نواسکتعمار ۀوق ک به ییقهبان انلی ۀطرقپیااستعمار و س ۀدورجامان   اه  به

                                                           
گرو  هبان و اددیاب انلیقیی، دانش  ۀ اددیاب، دانشلا  الزهرا، توران، ایران )نویین  1 میئول(؛  ۀاستادیار، 

karimi@alzahra.ac.ir 
؛ ها و ارتباطاب نوین، دانشلا  پوترا، پوترا، مالزی انلیقیی، دانش  ۀ هباندانشجوی دکتری آموهش هبان 2 

mona.hosseini.uni@gmail.com 
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گردی   و این امکر بکه دادن افراطی جامعۀ دوا فقک ان همکرا    مورد مطالعه به این هبان 
ی موجکب و ضکع  آمکوهش هبکان فارسک رانیکا یهبان یها استقس یاجرا ۀنظارب درنقو

که      هبان فارسی در موطن خود به  ا قه ران    ود.   است 
  بککککککه ،ییککککککقهبککککککان انلی طر قسکککککک ران،یککککککم رسککککککه سککککککهارب هنکککککک  در ا :ها دواژهی      کل

 وثرنلارانه، عوام  م پژوهش  وو ،یفارس هبان   ن   ران   هق ا 
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گردی   و این امکر بکه دادن افراطی جامعۀ دوا فقک ان همکرا    مورد مطالعه به این هبان 
ی موجکب و ضکع  آمکوهش هبکان فارسک رانیکا یهبان یها استقس یاجرا ۀنظارب درنقو

که      هبان فارسی در موطن خود به  ا قه ران    ود.   است 
  بککککککه ،ییککککککقهبککککککان انلی طر قسکککککک ران،یککککککم رسککککککه سککککککهارب هنکککککک  در ا :ها دواژهی      کل

 وثرنلارانه، عوام  م پژوهش  وو ،یفارس هبان   ن   ران   هق ا 
  

:برااییم رجم ابابیامنشبرباخلاقبحرره یاز ق دبلتتحر
 مبردیببرایبا  زاری

 مقالۀ پژوهشی
 

 1هیلال بهاره لطف
 2*منصور توکلی

 3 حسین وحید دستجردی
 

 20/03/99تاریخ تصویب:    |  23/02/99: (1) تاریخ ویرایش   |  13/01/99تاریخ دریافت: 
 

 چکیده
. یابکککک  دیشککککتری می تقککککاهمروه  روهبککککهمطالعککککاب ترجمککککه  ۀدر  ککککوه یاخلا کککک یککککائ م

 توسکککک  مترجمککککان یا مردککککو  بککککه رفتککککار  رفککککه هککککای  آیککککین ایکککک یاخلا کککک یمنشککککورها
اصکول  ۀمجموعک ککردن  نکهینوادنبکال د  بکه ککه ن  کو مکی تعریک  یا  رفکه یهکا انجمکن
 اصول نیخود ا ۀ رفانجاو در  اعضا مۀهیابن   نانقاطمکو ن   و می هیتن  یاخلا 
مهروضکاب اساسکی  هیربنکای  دررسکی هک ط بکا ، اضکر ۀ. مطالعکدهنک  می  رار نظر م را 

منشکور  نیکا یهکا تیو مقک ودی رانکیامترجمکان  یدکرا مصکو  ی  ا اخلاق  رفه منشور
 هو مهیککککران امترجمککککان  یدککککرا ییککککقانلی ی  اخلا کککک آیککککین. هجکککک   اسککککت      انجککککاو
و  یکی  تا ارهش گرفت مورد دررسی  رارو     اه اینترنت دانیودمختی  جوان  یکشورها
منشکور اخکلاق  هیربنکایی  . سکس،، اصکول د ناسکایی  کو آنوکامشکتر  هیربنایی  اصول 
 نیدک اصکییهای  ها و تهاوب هت با رارگرفت تا  دررسیمورد  رانیامترجمان  یا رفه
 ،درنوایکککت. مشکککخو  کککود ککک   اه سراسکککر جوکککان   قکککتقی هکککای آیینمنشکککور و  ایکککن

ککه  مشخو    ،ها داد   قتقیبا . گرفت  راربقث مورد منشور این  یها تیمق ود
و  یکککتقن یککککاردرد تنککک ان رانیکککا مترجمکککان یدکککرا مصکککو  یا منشکککور اخکککلاق  رفکککه

موفککا  رانیککابافککت ترجمککه در  ۀ رفکک در یاخلا ککعمی ککرد  بخشککی بککه نظنتوانکک  در  ینمکک
 .است شترید اباصلا  من اهقن ،م نآرد اجرا  به ب  اه  این منشور رو،  نیا با  . اه

 ترجمه، اخلاق های اخلا ی، اخلاق، اخلاق آیینای،  منشور اخلاق  رفه ها: کلیدواژه
 ترجنم

                                                           
گرو  اتلیقیی، دانش  ۀ هبان 1 های خارجی، دانشلا  اصهوان، اصهوان، ایران؛  دانشجوی دکتری ترجمه، 

b.lotfollahi@fgn.ui.ac.ir 
گرو  انلیقیی،  2  میئول(؛  )نویین ۀ های خارجی، دانشلا  اصهوان، اصهوان، ایران دانش  ۀ هباناستاد تماو، 

tavakoli@fgn.ui.ac.ir 
گرو  اتلیقیی، دانش  ۀ هباندان 3  های خارجی، دانشلا  اصهوان، اصهوان، ایران؛ شقار، 

h.vahid@iaush.ac.ir 
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بییرببتمحییدودبوبمومییو بتاج میی ربیه بشییس هبرتتیی  بتبررسی
رنوااببایییهبت یییتآمب ااب اییی ابازارب اییی ابیمهییی ر بزوشییی   

بتخ رج ا اب
 مقالۀ پژوهشی

 
  1*فرزانه خدابنده

 2الهه ناصری
 

 20/03/99: تصویب تاریخ   |  12/03/99: (1) ویرایش تاریخ   |  26/12/98: دریافت تاریخ
 
 

 چکیده
گون انککوا پیکک ایش  گقککررا  را دککرای معیمکک آموه ککی فنککاوری ادککزار گونککا  ۀان همککان و فرا

گقری هبان دوو یکا هبکان  ،جمیه اهها  هر ت  تکرجکذا و  اثکربخشی راسکتا درخکارجی  فرا
مقاییکۀ  ،مطالعکۀ  اضکرهک ط اه یادگقری همکوار نمکود  اسکت. آموهش و فرآین   کردن

گککککرو  می یآپکککک گککککرو  معمککککولی وات، تواننکککک  بککککا ی کککک یلر تعامکککک   کککککه در آن اعضککککای 
گکرو  نمی یآپک گکرو  مقک ود وات، و با ن   دا ته تواننک  بکا ی ک یلر  ککه در آن اعضکای 
گرو  عنوان به با ن  دا تهتعام   دوبود  اجتماعی و اثر آنوا در های  ب ۀ دو نمونه اه 

با تمرکز ویژ  در  ،عنوان هبان خارجی انلیقیی به آموهان هبان ییادگقری موارب نو تار
گراط  آمککوه هبککان 64تعکک اد  راسککتا نیککا در .اسککت دود  فرآینکک تقیقکک   نککو  اه نوییککی پارا

 سککط  نقککیتع آهمککون ایککطر اه عنوان هبککان خککارجی بککه هبککان انلیقیککی سککط  متوسکک 
کیککهورد هملکک گککرو  مجککاهی تقیککقن  کک ن تصککادفی طککور و بککه نآ سککس، یکک   . بککه دو 

گراطآهمکککون  پکککیش گکککرو   ،اه آن پککک، و  ککک  اخکککذ کنن گان  کککرکتاه  نوییکککی پارا هکککر دو 
آموه کککی  وادآمکککوهش و مککک نتقجکککه،-تمککرین-، دراسکککاس ترخکککۀ آموه کککی مککک لمجککاهی

گراطآهمکککککون  ، پککککک،آمکککککوهش اه دورۀ ی یکککککان دریافکککککت نمودنککککک . بعککککک  اه  نوییکککککی پارا
 داد نشکانهکا  تقیق  داد به ه ط این مطالعه،  توجهبا  آم . عم   بهکنن گان   رکت
گککرو  عککادی واتکک، کنن گان  ککرکتعمی ککرد کککه  کککه تعامکک  آنلایککن بککا ی کک یلر را  یآپکک در 

گکرو  مقک ود واتک،دوتکر ی تکوجو  اد  طور  بهکرد  دودن ، تجربه  نتکایک و  دکود. یآپک اه 
گقکران هبکان دوو یکا هبکان خکارجی، معیمکانتوانک   های ایکن مطالعکه مکی یافته  ،دکرای فرا

                                                           
گرو  هبان انلیقیی، دانشلا  پیاو نور، ایران، )نویین  1  f.khodabandeh@pnu.ac.irمیئول(؛  ۀاستادیار 
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بتخ رج ا اب
 مقالۀ پژوهشی
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 2الهه ناصری
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 چکیده
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کار ناسان این  وه پژوهشلران  کیقک ی  و  مهق  با   تا نیبت به اسکتهاد  و نقکش 
ینکک  آمکککوهش و کقهقککت فرآ بککوداساسکککی تعامکک  در دوموککن و و نقککش آموه ککی   فنککاوری

کنن یادگقری هبان  کیب  گاهی    .آ
گککرو یآپکک واتکک، معمککولی گککرو ها:  کلی  دواژه آموه ککی،   ی، فنککاوریآپکک واتکک، مقکک ود ، 
   .های نو تاری اجتماعی، موارب های  ب ه
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آمیب  ب ای ا:بمیبردببۀبرز میبکییمورم اب ا ابا ببتبرداش
به برس  ایدببیبراب ا ابازارت تبایراا اصلاحبۀبرز م

 مقالۀ پژوهشی
 

ع  1پریسا زار
 2*محمدرضا عنانی سراب

 
 21/03/99: تصویب تاریخ   |  17/03/99: (2) ویرایش تاریخ   |  23/01/98: دریافت تاریخ

 
 

 چکیده
ک یکم   ی اضر به دررس اقتققدر  اه  ایرانآموهش هبان   یج  ۀدرنام یها یژگیو ی  هقو 

 ریکدد 19بکا  یا منظکور، مصکا به نیکا بکه .اسکت    پرداختهآن  نقمیتق انینلا  مجر
که در آن به توص انجاو مجری این درنامه هبان     کان اه دردا کت و تغقیکر ج یک   ق   

پرداختن . پ، اه  آن دودن ریپذام ان ،وضوح ،ی گقچیپ رقنظ این تغقیر، یها یژگیو
  الککب درآمکک    دسککت بککه یهککا، اللوهککا مککتن مصککا به یرودککر ییمقتککوا تقیقکک انجککاو 

اول  ۀمتوسکطدورۀ هبکان  ریدد 256 درای نظرخواهی اهرب لق    ای درجه ۀ پنکپرسشنام
کشور  گرتکه  دادمطالعکه نشکان  نیکا کینتکا رارگرفکت.  استهاد  موردو دوو سراسر  ککه ا

راضککی  ی بیکک ۀبککا درنامکک یککهیمقا آن در ینیککب یایککمزا  قککدل بککه ۀ ج یکک درنامکک مجریککان
نشککک ن  گرفتکککه یهمچکککون جککک   کیقککک ی عوامککک  نظکککر ددیکککران، اه نقطکککه امکککا ،هیکککتن 
اه  یعقوسک  قکط یاههکاقنبودن درنامکه بکا ن ساهگار ،یکاف زانقم به ی هاه یها موارب
 هکا اه روش آنوا در اسکتهاد  یها موارب تیمنظور تقو عیمان به، ع و آموهش مکاردران

کشکککور هبکککان یهکککا ککککلاس وا عقکککتمتناسکککب بکککا  یهکککا و ت نقککک  ککککه متکککاثر اه  داخککک  
 هکای مختیک  قیکر بکه لایکهنهکوذ تغعک و  ، ال نقاست و در ع یارقبی یهاتیمق ود
 یادقدسکت ،ککردن تغقیکر هکای تاثقرگکذار در عمیقکاتی همجموعکو بیکقک هیر آموه کی نظاو
   .است کرد را با اخلال مواجه  به اه اط درنامه موثر

در آمکوهش  رقیکتغ ۀآمکوهش هبکان، درنامک یارتبکاط  ردیرو ر،قیتغ یها مولههها:  کلیدواژه
 .درنامه یادیمتوسطه، اره ۀ، آموهش دورانلیقیی هبان
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 هکا اه روش آنوا در اسکتهاد  یها موارب تیمنظور تقو عیمان به، ع و آموهش مکاردران
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بیدتییییییتو بیهییییی بمهیییییی ر بۀدربتوسیییییوبتقییییییتترفبیرت دگیییییی
بیهیی تتییرو  بیرنییوااب ایی ابخ رجییه:باجییراباییهبت ییتازار
برس  ایدربدببشس هببربتمس ن
 پژوهشی مقالۀ

 
 1*زهره شوشتری

 2سعید حسینی مهر
    

 11/04/99تاریخ تصویب:    |  08/04/99: (3) تاریخ ویرایش   |  26/10/98تاریخ دریافت: 
 

 چکیده
گککا  اه آن بککهروش تک ری،  ککه  عنکوان درتککرین روش آمککوهش  موسککوو بکه آمککوهش ترکقبککی 

 درتور  را  بکه تور  یسکنت آمکوهشمزایکای آمکوهش مجکاهی و   کود، موجود نقکز یکاد مکی
گکان یقکقتیه یرقادگیک رقتکثث یپژوهش  اضر بکه دررسک .زدقآم یم  هن کن ، دکر تنکو  واا تکرا

گککان و پ گهتککار ینقککو ی گقککچیواا ایرانککی  انلیقیککی ان آموه هبککان اریو نو ککت یموککارب 
ه به  42 دستۀ. دو است  پرداخته ماهه در ددیرستان عنوان هبان خارجی در ی  دورۀ ن 

 آهمککککون بککککا اسککککتهاد  اهانتخککککا   کککک ن .  یرسککککتانیدد انآمککککوه دانشاه  هملککککننهککککرۀ 
گکرو  دسکتۀ دیلکر بکهو  یقکقتیهگکرو   عنوان بکهدسکته یک     نکا تکا  سکط  نقیتع  عنوان 

بیکتر  عنوان بکه   یتیسکا و  یقکقگکرو  تیهدکرای ، سس، .    گرفته نظر در تور  به تور 
گهتلکککو  قککک ب اه مجکککاهی یهکککا تقفعال و  همکککان هنبقکککث  های ه، جییکککی دکککرخ اتکککاق 

گهتکککاری و  دکککرای فعالقکککت همکککان رقرهن هبکککانی  فعالقکککتیککک   و همچنکککقن نلکککارشهکککای 
گرو   یطرا  مقور ت یق  کردنک .  افتیدر یاما متهاوت درادر آموهشور  ت به تور   . 

کک ی  یقسککال تقصکک انیککدر ابتکک ا و پا
گهتککار منظککور اسککتخراو نمونککه بککه ،ماهککه هن  و  یهای 

 پی ککرۀ، . سکرانجاو ک   اسکتهاد  ت یقک  نلککارشو    بهمصکا اه ،آمکوهان دانش ارینو کت
 رقیکتغ ۀمشکاه  منظور هبکو ت کالق  نو کتاری اول و آخکر های  آم   اه مصا به دست هب

 افتنیک یگرفکت. دکرا  کرار  قکمکورد تقیمیکتق  رمزگذار توس  دو  ،یهبانهای  یژگیدر و
 تقیقک اه آهمکون  پی کر دو  نیکدر ا یهبکانهکای  یژگیوهای   اخو نیمعنادار د  تهاوب

گهتککار و  یقککقتیه آمککوهشکککه  داد نشککان کی کک . نتککا اسککتهاد طرفککه  یکک ان،یککوار اهنظککر 
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 z.gshooshtari@scu.ac.irمیئول(؛ 
تمران  قدانشلا   و ،یو عیوو انیان ابیادد ۀدانش   ،ییقانلی ابیادد گرو  هبان ودانشجوی دکتری آموهش هبان انلیقیی،  2

 s.hosseinimehr@phdstu.scu.ac.ir ؛، اهواه، ایراناهواه
  

 10.22051/lghor.2020.29852.1245 (:DOI) تالقجید ه   ناس
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گان دارد. باا یمثبت رقتثث نلارش، کن واا گهتکار و  ینقکو ی گقچیپ،  النیدر تنو  و ترا
آم  ،  دست به کیدراساس نتا، رو  نیا دود. اهدار   یمعنور  ت به تور گرو   یدرا نو تار
نیکبت بکه  یقکقتیه آموهش یدرتر، با   ی قتول یها که تمرکز توجه در موارب یهنلام
 .است شوودمور  ت به تور 

گکان، ور ت بکه توکر  آمکوهش ،یقکقتیه یرقادگیک ها: کلیدواژه کن واا گکان ،یتکرا  ،یتنکو  واا
 .ینقو ی گقچیپ

 
  



Journal of Language Horizons, Alzahra University  —  297

گان دارد. باا یمثبت رقتثث نلارش، کن واا گهتکار و  ینقکو ی گقچیپ،  النیدر تنو  و ترا
آم  ،  دست به کیدراساس نتا، رو  نیا دود. اهدار   یمعنور  ت به تور گرو   یدرا نو تار
نیکبت بکه  یقکقتیه آموهش یدرتر، با   ی قتول یها که تمرکز توجه در موارب یهنلام
 .است شوودمور  ت به تور 

گکان، ور ت بکه توکر  آمکوهش ،یقکقتیه یرقادگیک ها: کلیدواژه کن واا گکان ،یتکرا  ،یتنکو  واا
 .ینقو ی گقچیپ

 
  

گتییرااب ایی اببزایی ر دربابییرا برقتیید بتقبیییتب اسیی دی تبررا
بمحبر:بترفتقتبامتداخشبمس حثهتف ربا طریقببازارت ت
 مقاله پژوهشی

 
 1*هدی دیوسر

 2یمانیرسلیام دیخورش
 

 15/04/99تاریخ تصویب:    |  12/04/99: ( 4) تاریخ ویرایش   |  04/08/98تاریخ دریافت: 
 

 چکیده
گقککران را دککرای  میککقریمقککور  مبا ثککه   ته ککر  هبککان خککارجی  عنوان بککه  انلیقیککی هبککان فرا
طکور  ادراهکننک ، بتواننک  مخاطکب مکوردنظر را بکه بقث    الب تا اف ار خود را در گشای  می
که درنتقجه ارائه ان دلق  متقاع کنن  و درای طرهته ر رمؤث صک ای  یتجیکبکه  ،دهن  
 تقویکتدکر  مقور مبا ثه   به دررسی تثثقر آموهش ته ر  پژوهشاین در . انجام  می یفرد

گقکران دختکر گروهکی اه  نلارشدر موارب  ادراه عقق   هبکان  عنوان بکه  انلیقیکی هبکان فرا
 آموه هبان 22، منظور این ه. باست     هپرداختبا سط  متوس  موارب هبانی خارجی 

گرو  آهمایش و  دراساس نمونه درای  تقیقن   ن . گوا گقری تصادفی انتخا  و به دو 
آهمکککون ، اه بیکککن گی هبکککانیسکککط   اهنظکککر   کننککک گان  دکککودن  کککرکت اطمقنکککان اه هملکککن

کیکککککهورد  سکککککط  تعقین گکککککرو  آهمکککککایش دراسکککککاس اللکککککوی آمکککککوهش  ککککک  اسکککککتهاد  آ  .
موضککو  هشککت درخصککو   تقیقیککی  بقککث( در الککب 2008ال یککان ر ) مقککور   مبا ثککه
گککوا  گککرو   اه ،دیلککر اهطرط    .تقککت آمککوهش  رارگرفککتجییککه  د  طککولدرانلقککز در بقککث

ادکراه گقری   . درای ان اه نکن  رکت عادی نلارشکلاس های    تقدر فعال تا    خواسته
مکککورد  (2003) سیتونپککار  و اسککت  -یمککزه  ادکککراه عققکک ۀ  مقککزان، مققککاس ارهیککادی عققکک  

ککککه  نشکککانها    یافتکککه . رارگرفکککت اسکککتهاد  منطقکککی،   بقکککث ،مقکککورمبا ثکککه     آمکککوهشداد 
اهطریکککا  را یصککک ای فکککرد تجیکککی   ،و بکککه تبکککع آن نطقکککیاسکککت لال درسکککت و ارهیکککادی م

 .انلقزد درمی های هبانی و بلاریادزار
گهککت: ته ککها واژهکلی  د گقککران و ر  عنککوان هبککان خککارجی،  انلیقیککی بککههبککان گومقور، فرا

 .نلارش ادراه عقق  ،آموهش، 
 

                                                           
؛ ، )نویین   میئول(، توران، ایراننور اویپ دانشلا  یعیم ئتقه عضو ،گرو  هبان و اددیاب، ییقانلی هبان وهشآم اریاستاد 1

Hodadivsar@gmail.com 
 ؛رانینور، ر ت، ا اویدانشلا  پ ،ییقگرو  آموهش هبان انلی ،ییقکار ناس ار   آموهش هبان انلی   2
 a-khorshid@hotmail.com 
 

  10.22051/lghor.2020.28900.1210 (:DOI) تالقجید ه   ناس
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پژوهشییارااببدازشییا هتبزوشیی  ربدربگراییبا سیی  بسییر ۀ
بب  ی ییییرد:بایییییراابکیییی  بردیبشن سییییتب ا ابۀحییییب  باز قیییی دی 
 انت دبپی ر 

 مقالۀ پژوهشی
 

 1سیاوش ذکائیه
  2*امیر مرزبان

 3مهرشاد احمدیان
 

 01/05/99تاریخ تصویب:    |  26/04/99: (1) تاریخ ویرایش   |  14/02/99تاریخ دریافت: 
 
 

 چکیده
 ۀهای موکن آمکوهش عکالی و یک  پ یک  ی ی اه مواربعنوان  توان به را میعیمی  نلارش

این تقققکا ه ط اه  ای ولوای  مورد دررسی  رارداد. های درداری دور  اهنظراجتماعی 
 گهتمکان در بخشکی مشروعقتاللوهکای ، مانن  رردی هژمونق گهتمان  درداری اه پرد 

 اصکککییپکککاراداین سکککه  در ایکککران ککککاردردی  ناسکککی هبان ۀپژوهشکککلران  کککوهدانشکککلاهی 
 نون لقکوو   اعتباربخشکی  مقولکۀ  ای مولهکه پکنک بنک ی   طبقکه ،منظور این به. دود پژوهش

 بیککام  دررسککیدککرای  گرفککت.اسککتهاد   رار مککورد ارتو  تقیقیککیتککعنککوان  بککه (2008)
های  های منتشر ککک   در مجیکککه مقالکککه، هکککای مکککذکور بنککک ی طبقه در  ککک   مشکککاه  

کککککای دککککرای مجککککذور  آهمککککون اهو  مککککورد تقیقکککک  انتقککککادی  رارگرفتنکککک پژوهشککککی  عیمی
 هککا تقققا و روشبخشککی  مشروعقت اللوهککایدار آمککاری دککین  معنککی کردن رابطککۀپیکک ا

ک دکین روش یمعنکادار ۀرابطک داد اهنظکر آمکاری نتایک نشان.    استهاد  کم  ی و تقققکا 
کک دککین روش همچنککقنو کقهککی  کم  ایککن  این، نتککایکبنککادر .وجککوددارد ی و ترکقبککیتقققککا 

 ناسککی  هبککان ۀر ککت اندانشککلاهق نلککارشدککر  گرایی اثبککاب ایکک ئولوای   سککیطۀتقققککا 
گکذاران تقصکقلاب ت مقیکی در  رابطه، سقاسکت . دراینساهد را رو ن می ایرانکاردردی 

 ۀدر ر ککککت ایرانککککی های مجیککککهددیککککران ب هقککککا ووهارب عیککککوو، تققققککککاب و فنککککاوری 

                                                           
گرو  آموهش هبان انلیقیی، دانشلا  آهاد اسلامی، وا    ائن دانشجوی دکتری 1   ور، ایران؛  ور ،  ائن آموهش هبان انلیقیی، 

szokaieh@gmail.com 
گرو  آموهش هبان انلیقیی، دانشلا  آهاد اسلامی، وا    ائن 2  ؛)نویین ۀ میئول( . ور، ایران  ور،  ائن دانشقار، 

a.marzban@qaemiau.ac.ir 
گرو  آموهش هبان   3   ور، ایران؛ انلیقیی، دانشلا  آهاد اسلامی، وا    ائن  ور،  ائناستادیار، 

mehrshad.ahmadian@qaemiau.ac.ir 
 

 10.22051/lghor.2020.31255.1300 (:DOI) تالقجید ه   ناس

کککاردردی  هبککان  روی ردهککایآمککوهش را بککه  بککه جوککانی و رردککی نلککرش تواننکک  می ناسککی 
 درواننککککک  ت و دانشکککککجویان می اسکککککتادان دانشکککککلا همچنکککککقن،  .تغقیردهنککککک تر  دکککککومی
 با ن . دا تهنلاهی دموکراتق   عیمی خود مطالعاب گزارش و ها پژوهش

گهتمکان  گرایی، نلکارش دانشکلاهی، روی کرد انتقکادی پی ر  اثباب: ها کلیدواژه بنقکاد، 
  .هسیطهژمونق ، 
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پژوهشییارااببدازشییا هتبزوشیی  ربدربگراییبا سیی  بسییر ۀ
بب  ی ییییرد:بایییییراابکیییی  بردیبشن سییییتب ا ابۀحییییب  باز قیییی دی 
 انت دبپی ر 

 مقالۀ پژوهشی
 

 1سیاوش ذکائیه
  2*امیر مرزبان

 3مهرشاد احمدیان
 

 01/05/99تاریخ تصویب:    |  26/04/99: (1) تاریخ ویرایش   |  14/02/99تاریخ دریافت: 
 
 

 چکیده
 ۀهای موکن آمکوهش عکالی و یک  پ یک  ی ی اه مواربعنوان  توان به را میعیمی  نلارش

این تقققکا ه ط اه  ای ولوای  مورد دررسی  رارداد. های درداری دور  اهنظراجتماعی 
 گهتمکان در بخشکی مشروعقتاللوهکای ، مانن  رردی هژمونق گهتمان  درداری اه پرد 

 اصکککییپکککاراداین سکککه  در ایکککران ککککاردردی  ناسکککی هبان ۀپژوهشکککلران  کککوهدانشکککلاهی 
 نون لقکوو   اعتباربخشکی  مقولکۀ  ای مولهکه پکنک بنک ی   طبقکه ،منظور این به. دود پژوهش

 بیککام  دررسککیدککرای  گرفککت.اسککتهاد   رار مککورد ارتو  تقیقیککیتککعنککوان  بککه (2008)
های  های منتشر ککک   در مجیکککه مقالکککه، هکککای مکککذکور بنککک ی طبقه در  ککک   مشکککاه  

کککککای دککککرای مجککککذور  آهمککککون اهو  مککککورد تقیقکککک  انتقککککادی  رارگرفتنکککک پژوهشککککی  عیمی
 هککا تقققا و روشبخشککی  مشروعقت اللوهککایدار آمککاری دککین  معنککی کردن رابطککۀپیکک ا

ک دکین روش یمعنکادار ۀرابطک داد اهنظکر آمکاری نتایک نشان.    استهاد  کم  ی و تقققکا 
کک دککین روش همچنککقنو کقهککی  کم  ایککن  این، نتککایکبنککادر .وجککوددارد ی و ترکقبککیتقققککا 

 ناسککی  هبککان ۀر ککت اندانشککلاهق نلککارشدککر  گرایی اثبککاب ایکک ئولوای   سککیطۀتقققککا 
گکذاران تقصکقلاب ت مقیکی در  رابطه، سقاسکت . دراینساهد را رو ن می ایرانکاردردی 

 ۀدر ر ککککت ایرانککککی های مجیککککهددیککککران ب هقککککا ووهارب عیککککوو، تققققککککاب و فنککککاوری 

                                                           
گرو  آموهش هبان انلیقیی، دانشلا  آهاد اسلامی، وا    ائن دانشجوی دکتری 1   ور، ایران؛  ور ،  ائن آموهش هبان انلیقیی، 

szokaieh@gmail.com 
گرو  آموهش هبان انلیقیی، دانشلا  آهاد اسلامی، وا    ائن 2  ؛)نویین ۀ میئول( . ور، ایران  ور،  ائن دانشقار، 

a.marzban@qaemiau.ac.ir 
گرو  آموهش هبان   3   ور، ایران؛ انلیقیی، دانشلا  آهاد اسلامی، وا    ائن  ور،  ائناستادیار، 

mehrshad.ahmadian@qaemiau.ac.ir 
 

 10.22051/lghor.2020.31255.1300 (:DOI) تالقجید ه   ناس

کککاردردی  هبککان  روی ردهککایآمککوهش را بککه  بککه جوککانی و رردککی نلککرش تواننکک  می ناسککی 
 درواننککککک  ت و دانشکککککجویان می اسکککککتادان دانشکککککلا همچنکککککقن،  .تغقیردهنککککک تر  دکککککومی
 با ن . دا تهنلاهی دموکراتق   عیمی خود مطالعاب گزارش و ها پژوهش

گهتمکان  گرایی، نلکارش دانشکلاهی، روی کرد انتقکادی پی ر  اثباب: ها کلیدواژه بنقکاد، 
  .هسیطهژمونق ، 
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بۀکننییدبتنیییبشیرنییواابپییباییهبتیییپییردا  بهبه یببسییسک
بیمیییییبردم   ویییییهب:بتخ دازیییییشبوبرمر یییییردبمن برشییییین 

بت تازار ا اببم دا لبدربکلامته یببکنش
 مقاله پژوهشی

 
  1رعلی مالمی

 2* علی درخشان
 

 11/05/99تاریخ تصویب:    |  09/05/99: (1) تاریخ ویرایش   |  11/03/99تاریخ دریافت: 
 
 

 چکیده
 یاجتماع-یفرهنل ،ی ناخت روان فرآین هایدسته اه  آن ،تیپرداهش هوهای  سب 

 ایککو هبککان دوو  ،یمختیکک  افککراد را در هبککان مککادرهککای  تیکککه هو هیککتن  یو  ککناخت
-تثبقت مکیو  دهن  می    ، کنن  میایجاد آن دارن ،  یرقادگیدر  یکه سع یخارج
 مکوهانآ هبکان یختمنظور کنا شو توان تیهای پرداهش هو سب  نیا نید ۀرابط .کنن 

کنون در یموضککو  مومکک در هبککان دوو، کککه تککا  ییککقهبککان انلی یرقادگیکک ۀ قطکک اسککت 
 بکا هک ط دررسکی پکژوهش نیاساس، انیدرا. است  نش  یدررس یعنوان هبان خارج به

کمککک   ککککه بکککه یو هنجکککار ی، اجتنکککادیاطلاعکک تیکککهای پکککرداهش هو سکککب  نیدککک ۀرابطکک
 دانشدودن  با  گقری     ان اه (  2011) یهونی رد  ی تیهای پرداهش هو سب  اسقمق

گهتاری  کنش   هبکان  یمکرد(  بکا سکط  بیکن گ 40هن و  82)ی رانکیآموه ا هبان 122و تولق  
 ای   نکهیگز تنک و  سکوالی 35 آهمکون   ،مطالعه نیدر ا.    انجاو شرفتهیپ تامتوس   فوق
تقاضککا، رد ) ییکقانلی کلامکیککنش  (  کام  پککنک MDCT) افتکهیگهتمکان اعتبار  قکت م

( و پاسکخ بکه تعریک  و تمجقک / تعریک  و تمجقک و  تیامتنا ،   ا ،ی، عذرخواهتقاضا
 ونقاسکتهاد  اه رگرسک گرفکت.اسکتهاد   رارمکورد مکرتب   ایهای نقش یآهمون تعامی  ی

که سب تن گانه نشان -عوامک  پکیش ،یهنجکار ی واجتناد تیپرداهش هوهای  داد 
، نککک دود یختمنظور کککنا تولقککک دانکککش و  دکککرای متوسکککطی معنکککادار امکککا ۀکننککک دینکککی

                                                           
گرو  مترجمی هبان انلیقیی، دانش  ۀ  1  المییی اماو انیانی، دانشلا  دین عیووو اددیاب  استادیار آموهش هبان انلیقیی، 

 malmir@hum.ikiu.ac.ir؛  (،  زوین، ایرانرخمقنی )
گییتانیو اجتماع انیانی عیوو دانش  ۀ، انلیقیی اددیاب و گرو  هبان هبان انلیقیی، آموهش دانشقار  2 گرگان، ، دانشلا    ،

 a.derakhshan@gu.ac.ir؛ )نویین ۀ میئول(ایران. 
 

 10.22051/lghor.2020.31583.1315 (:DOI) تالقجید ه   ناس
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بۀکننییدبتنیییبشیرنییواابپییباییهبتیییپییردا  بهبه یببسییسک
بیمیییییبردم   ویییییهب:بتخ دازیییییشبوبرمر یییییردبمن برشییییین 

بت تازار ا اببم دا لبدربکلامته یببکنش
 مقاله پژوهشی

 
  1رعلی مالمی

 2* علی درخشان
 

 11/05/99تاریخ تصویب:    |  09/05/99: (1) تاریخ ویرایش   |  11/03/99تاریخ دریافت: 
 
 

 چکیده
 یاجتماع-یفرهنل ،ی ناخت روان فرآین هایدسته اه  آن ،تیپرداهش هوهای  سب 

 ایککو هبککان دوو  ،یمختیکک  افککراد را در هبککان مککادرهککای  تیکککه هو هیککتن  یو  ککناخت
-تثبقت مکیو  دهن  می    ، کنن  میایجاد آن دارن ،  یرقادگیدر  یکه سع یخارج
 مکوهانآ هبکان یختمنظور کنا شو توان تیهای پرداهش هو سب  نیا نید ۀرابط .کنن 

کنون در یموضککو  مومکک در هبککان دوو، کککه تککا  ییککقهبککان انلی یرقادگیکک ۀ قطکک اسککت 
 بکا هک ط دررسکی پکژوهش نیاساس، انیدرا. است  نش  یدررس یعنوان هبان خارج به

کمککک   ککککه بکککه یو هنجکککار ی، اجتنکککادیاطلاعکک تیکککهای پکککرداهش هو سکککب  نیدککک ۀرابطکک
 دانشدودن  با  گقری     ان اه (  2011) یهونی رد  ی تیهای پرداهش هو سب  اسقمق

گهتاری  کنش   هبکان  یمکرد(  بکا سکط  بیکن گ 40هن و  82)ی رانکیآموه ا هبان 122و تولق  
 ای   نکهیگز تنک و  سکوالی 35 آهمکون   ،مطالعه نیدر ا.    انجاو شرفتهیپ تامتوس   فوق
تقاضککا، رد ) ییکقانلی کلامکیککنش  (  کام  پککنک MDCT) افتکهیگهتمکان اعتبار  قکت م

( و پاسکخ بکه تعریک  و تمجقک / تعریک  و تمجقک و  تیامتنا ،   ا ،ی، عذرخواهتقاضا
 ونقاسکتهاد  اه رگرسک گرفکت.اسکتهاد   رارمکورد مکرتب   ایهای نقش یآهمون تعامی  ی

که سب تن گانه نشان -عوامک  پکیش ،یهنجکار ی واجتناد تیپرداهش هوهای  داد 
، نککک دود یختمنظور کککنا تولقککک دانکککش و  دکککرای متوسکککطی معنکککادار امکککا ۀکننککک دینکککی

                                                           
گرو  مترجمی هبان انلیقیی، دانش  ۀ  1  المییی اماو انیانی، دانشلا  دین عیووو اددیاب  استادیار آموهش هبان انلیقیی، 

 malmir@hum.ikiu.ac.ir؛  (،  زوین، ایرانرخمقنی )
گییتانیو اجتماع انیانی عیوو دانش  ۀ، انلیقیی اددیاب و گرو  هبان هبان انلیقیی، آموهش دانشقار  2 گرگان، ، دانشلا    ،

 a.derakhshan@gu.ac.ir؛ )نویین ۀ میئول(ایران. 
 

 10.22051/lghor.2020.31583.1315 (:DOI) تالقجید ه   ناس
 

  قضکع یمعنکادار ای بکا کننک   ینکیدشی، پکیاطلاعک تیکسب  پکرداهش هو که در الی
خکود را  ختیمنظور کنا یآموه های  و قتوانن    می معیمان، ها افتهی طبا ایندود. 

 .ی نماین ساه و متناسب تیریم  آموهان هبان تیپرداهش هوهای  مطادا با سب 
سککب   ،یاجتنککادسککب  ، یاطلاعککسککب   ت،یککپککرداهش هوهککای سککب  ه  ا: کلی  دواژه
 دوو، عمی رد منظور ناختی.هبان  ختیدانش منظور نا ،یهنجار
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رنوااببایییهبت یییت اییی ابازاربیهییی بمورییی بمتییی ادرببتتمصییوز
برشدبم تروبا برت،بت  ه بء:بمنش  ا ابخ رجت

 مقاله پژوهشی
 

 1مهدی حاصلی سنقری
 2*نسولیبهزاد ق

 3شهرام افراز
 

 11/05/99تاریخ تصویب:    |  10/05/99: (2) تاریخ ویرایش   |  23/01/99تاریخ دریافت: 
 

 چکیده
کککهمعیککن  ی ناسکک در روان ج یکک مهوککوو   یککهبککان  معیککن تقمصککون  ی اخصکک اسککت 

 پژوهش .آی   یا  می بهمعیمان دردرادر مش لاب  بقای ایر    یتلونلدر   رتمن 
 ءدارد خککلا یسککع یهککقک ۀمطالعکک نیککا و اسککتمعیککن هبککان هنککوه نوپککا  مصککونقتدرمککورد 

 یدررسککبککه مطالعککه  نیککادر  .  رکنکک معیمککان را پ   مصککونقتمردککو  بککه  ابیککموجککود در ادد
، عنوان هبان خارجی ی بهیقهبان انلی ی  رانیمعیمان ا نیدرد مصونقت یا تمال شاءمن
ککلاس مصونقتا تمالی  رقتثث پیشکنوادی معیمکان  ی  ا م اخیکه یهکا ارو راه درس  دکر 
 ۀمعین باتجرب 13اساس مصا به با در است. پرداخته     معیمان مصونقت ایجاد در
م رسکککه، درسکککط  فکککردی،  ها اسکککترس عمککک ۀ ککککه توکککار عامککک  نقافتیکککدر رسکککتان،یدد

  قککناسککاهگار هیککتن . تنوککا دل مصککونقت ایجککاد اءمنشکک یاجتمککاع-یو فرهنلکک یسککاهمان
 نیادکر دکود. عکلاو  یدوست نو  ۀزقانل ،ییقمثبت در معیمان هبان انلی مصونقت جادیا

ککککه معیمکککان هبکککان انلی در عمی کککرد مکککوثری  ،مثبکککت مصکککونقتبکککا  ییکککقمشکککخو  ککک  
بککه   نیککبت ،ناسککاهگار مصککونقت یکککه معیمککان دارا ی، در ککالدا ککتن  دخککو یهککا کککلاس
ا  او فردی، ا یاس  اجرایب ون  و کردن  یم یتهاوت یآموهان خود ا یاس د دانش

 یا  رفکه یککه درطکول هنک گ ییهکا یاه سخت یارقبیدر معیمان  نی. ارضایت دا تن 
ککه دکرا نقهکا همچنکافتکهی. ن دود دودنک ، تیکیقن  ک  رو  هخود با آنوا روبک  ینشکان داد 
مثبککت سککوق  مصککونقتسککمت  هکککه بکک یطککور بککه مصککونقت ایجککادرونکک   تاثقرگککذاری دککر

و  ی ک ردان ابک ،یدوبکود  بکا افکزایش  قکوق انمعیمک یا تصکاد تقوضع  یبا  ود،  داد
 خ مت ضکمنآمکوهش  ککاردردی   یهکا دور  رد،قکگ آنوکا انجکاو یهکا اه تکلاشسساسلزاری 

                                                           
گرو  هبان انلیقیی 1  ؛ رانی، ا شن، یدانشلا  آهاد اسلاموا    شن، ، دانشجوی دکتری آموهش هبان انلیقیی، 

m_haselisonghori@yahoo.com 
 ghonsooly@um.ac.ir. )نویین   میئول(؛ رانی، ا شن، یاسلامدانشلا  آهاد وا    شن، ، گرو  هبان انلیقیی ،استاد 2
 a.sh32@rocketmail.com؛ رانی، ا شن، یدانشلا  آهاد اسلاموا    شن، ، گرو  هبان انلیقیی ،استادیار 3
 

 10.22051/lghor.2020.30934.1284 (:DOI) تالقجید ه   ناس
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رنوااببایییهبت یییت اییی ابازاربیهییی بمورییی بمتییی ادرببتتمصییوز
برشدبم تروبا برت،بت  ه بء:بمنش  ا ابخ رجت

 مقاله پژوهشی
 

 1مهدی حاصلی سنقری
 2*نسولیبهزاد ق

 3شهرام افراز
 

 11/05/99تاریخ تصویب:    |  10/05/99: (2) تاریخ ویرایش   |  23/01/99تاریخ دریافت: 
 

 چکیده
کککهمعیککن  ی ناسکک در روان ج یکک مهوککوو   یککهبککان  معیککن تقمصککون  ی اخصکک اسککت 

 پژوهش .آی   یا  می بهمعیمان دردرادر مش لاب  بقای ایر    یتلونلدر   رتمن 
 ءدارد خککلا یسککع یهککقک ۀمطالعکک نیککا و اسککتمعیککن هبککان هنککوه نوپککا  مصککونقتدرمککورد 

 یدررسککبککه مطالعککه  نیککادر  .  رکنکک معیمککان را پ   مصککونقتمردککو  بککه  ابیککموجککود در ادد
، عنوان هبان خارجی ی بهیقهبان انلی ی  رانیمعیمان ا نیدرد مصونقت یا تمال شاءمن
ککلاس مصونقتا تمالی  رقتثث پیشکنوادی معیمکان  ی  ا م اخیکه یهکا ارو راه درس  دکر 
 ۀمعین باتجرب 13اساس مصا به با در است. پرداخته     معیمان مصونقت ایجاد در
م رسکککه، درسکککط  فکککردی،  ها اسکککترس عمککک ۀ ککککه توکککار عامککک  نقافتیکککدر رسکککتان،یدد

  قککناسککاهگار هیککتن . تنوککا دل مصککونقت ایجککاد اءمنشکک یاجتمککاع-یو فرهنلکک یسککاهمان
 نیادکر دکود. عکلاو  یدوست نو  ۀزقانل ،ییقمثبت در معیمان هبان انلی مصونقت جادیا

ککککه معیمکککان هبکککان انلی در عمی کککرد مکککوثری  ،مثبکککت مصکککونقتبکککا  ییکککقمشکککخو  ککک  
بککه   نیککبت ،ناسککاهگار مصککونقت یکککه معیمککان دارا ی، در ککالدا ککتن  دخککو یهککا کککلاس
ا  او فردی، ا یاس  اجرایب ون  و کردن  یم یتهاوت یآموهان خود ا یاس د دانش

 یا  رفکه یککه درطکول هنک گ ییهکا یاه سخت یارقبیدر معیمان  نی. ارضایت دا تن 
ککه دکرا نقهکا همچنکافتکهی. ن دود دودنک ، تیکیقن  ک  رو  هخود با آنوا روبک  ینشکان داد 
مثبککت سککوق  مصککونقتسککمت  هکککه بکک یطککور بککه مصککونقت ایجککادرونکک   تاثقرگککذاری دککر

و  ی ک ردان ابک ،یدوبکود  بکا افکزایش  قکوق انمعیمک یا تصکاد تقوضع  یبا  ود،  داد
 خ مت ضکمنآمکوهش  ککاردردی   یهکا دور  رد،قکگ آنوکا انجکاو یهکا اه تکلاشسساسلزاری 

                                                           
گرو  هبان انلیقیی 1  ؛ رانی، ا شن، یدانشلا  آهاد اسلاموا    شن، ، دانشجوی دکتری آموهش هبان انلیقیی، 

m_haselisonghori@yahoo.com 
 ghonsooly@um.ac.ir. )نویین   میئول(؛ رانی، ا شن، یاسلامدانشلا  آهاد وا    شن، ، گرو  هبان انلیقیی ،استاد 2
 a.sh32@rocketmail.com؛ رانی، ا شن، یدانشلا  آهاد اسلاموا    شن، ، گرو  هبان انلیقیی ،استادیار 3
 

 10.22051/lghor.2020.30934.1284 (:DOI) تالقجید ه   ناس

مکورد  مایکت  یمقامکاب آموه ک ریو سکا رانیمک اهسکوی   ود و در م ارس داد ترتقب 
  رارگقرن .
 ،ییککقهبککان انلی ی  رانککیا یهککا معیککن، معیککن ۀزقککمعیککن هبککان، انل مصککونقته  ا:  کلی  دواژه

 .مصونقتاسترس معین، نو  
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گبمییو ربدربی ییپببی بیییا   یهیی بمیدل بیهیی ینییدآب هبیرتیررا
گ ز  ت تازاربتواژ

 مقاله پژوهشی
 

  1عباسعلی زارعی*
 2امین خجسته

 
 03/06/99: تصویب تاریخ   |  09/05/99: (2) ویرایش تاریخ   |  14/10/98: دریافت تاریخ

 
 چکیده

گان های آین  هن تقبه اهمنظر گون یها تلاش ،یواا  یسکاه آسکان  را  افتنیک یدکرا یگونا
 ایکپو یادیکاره یهکا مک ل یرقککارگ هبک ها تلاش نیاه ا ی یاست.  انجاو     یادگقری آنوا

 یرقککگ  ککام  مکک ل انکک اه  ایککپو یادیککسککه مکک ل ارهاثربخشککی   ،پککژوهش نیککادر  .اسککت
 ۀبککا م اخیکک یرقادگیکک ۀمکک ل تجربکک و یگروهکک یایککپو یادیککدککوداط، اره یرقادگیکک  قپتانیکک

 نیکبکه ا .اسکت    مقاییکه ی آمکوهش عکادی با یقانلی های آین  هن   ی  در یادگقری
 آسکان یرقکگ صکورب نمونکه هبک 5 یکی  علامه رستانیدد پیر آموه دانش 120منظور تع اد

گکان های آین  هندر  آهمون ی  انتخا    ن .  ککه توسک  پژوهشکلران طرا کی  یواا
. آهمکککون مورداسکککتهاد   رارگرفکککت عنکککوان پکککیش هبکککدکککود پرسکککش   صککک ی کککام    ککک   و
گککرو  دسککت دانککش گککرو   یککسککس، هرنخککورد  تقیککقن  کک ن .  آمککوهان بککه توککار  هککا  اه 

یک   و ای تن گزینکهآهمکون یک  . نک  رارگرفت متهکاوب جییکه مکورد آمکوهش 16م ب  به
 آهمککککون عنککککوان پکککک، هپرسککککش، بکککک 30  ککککام  هریکککک خککککالی،  آهمککککون پرکککککردن جککککای

نشان داد  هیسو ی ان،یوار  قتقی ن آیفر اه استهاد ها با داد تقیق  .    گرفتهکار به
 ۀبکا م اخیک یرقادگیک ۀتجربکم ل  ی،یقانلی های آین  هن   قدر در  و هن در تولهن که 

 یتوانککک  دکککرا یپکککژوهش مککک نیکککا یهکککاافتکککهی. اسکککتهای دیلکککر  مکککوثرتر اه مککک ل ،فشکککرد 
کاردردهکاابکیاره زقکو ن یکننک گان مطالکب درسکهقکآموهان، م رسان، تو دانش  یان هبکان 

 دا ته با  .سودمن ی 
 ،یگروهک پویای یادیارهارهیادی پویا، دوداط،  یرقادگی  قپتاس یرقگ ان اه  ها: کلیدواژه

گان های آین  هنفشرد ،  ۀبا م اخی یرقادگی ۀتجرب  .یواا
                                                           

. )نویین   ایران  زوین، خمقنی، اماو المییی دین دانشلا  انیانی، عیوو و اددیاب دانش  ۀ انلیقیی، هبان گرو  دانشقار،1
 a.zarei@hum.ikiu.ac.ir ؛میئول(

کار ناسی ار   آموهش هبان انلیقیی،  دانش2 المییی  دین ، دانشلا ۀ اددیاب و عیوو انیانی، دانش  هبان انلیقیی گرو آموختۀ 
 aminkh1374@gmail.com ؛ایران، خمقنی،  زوین اماو
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گبمییو ربدربی ییپببی بیییا   یهیی بمیدل بیهیی ینییدآب هبیرتیررا
گ ز  ت تازاربتواژ

 مقاله پژوهشی
 

  1عباسعلی زارعی*
 2امین خجسته

 
 03/06/99: تصویب تاریخ   |  09/05/99: (2) ویرایش تاریخ   |  14/10/98: دریافت تاریخ

 
 چکیده

گان های آین  هن تقبه اهمنظر گون یها تلاش ،یواا  یسکاه آسکان  را  افتنیک یدکرا یگونا
 ایکپو یادیکاره یهکا مک ل یرقککارگ هبک ها تلاش نیاه ا ی یاست.  انجاو     یادگقری آنوا

 یرقککگ  ککام  مکک ل انکک اه  ایککپو یادیککسککه مکک ل ارهاثربخشککی   ،پککژوهش نیککادر  .اسککت
 ۀبککا م اخیکک یرقادگیکک ۀمکک ل تجربکک و یگروهکک یایککپو یادیککدککوداط، اره یرقادگیکک  قپتانیکک

 نیکبکه ا .اسکت    مقاییکه ی آمکوهش عکادی با یقانلی های آین  هن   ی  در یادگقری
 آسکان یرقکگ صکورب نمونکه هبک 5 یکی  علامه رستانیدد پیر آموه دانش 120منظور تع اد

گکان های آین  هندر  آهمون ی  انتخا    ن .  ککه توسک  پژوهشکلران طرا کی  یواا
. آهمکککون مورداسکککتهاد   رارگرفکککت عنکککوان پکککیش هبکککدکککود پرسکککش   صککک ی کککام    ککک   و
گککرو  دسککت دانککش گککرو   یککسککس، هرنخککورد  تقیککقن  کک ن .  آمککوهان بککه توککار  هککا  اه 

یک   و ای تن گزینکهآهمکون یک  . نک  رارگرفت متهکاوب جییکه مکورد آمکوهش 16م ب  به
 آهمککککون عنککککوان پکککک، هپرسککککش، بکککک 30  ککککام  هریکککک خککککالی،  آهمککککون پرکککککردن جککککای

نشان داد  هیسو ی ان،یوار  قتقی ن آیفر اه استهاد ها با داد تقیق  .    گرفتهکار به
 ۀبکا م اخیک یرقادگیک ۀتجربکم ل  ی،یقانلی های آین  هن   قدر در  و هن در تولهن که 

 یتوانککک  دکککرا یپکککژوهش مککک نیکککا یهکککاافتکککهی. اسکککتهای دیلکککر  مکککوثرتر اه مککک ل ،فشکککرد 
کاردردهکاابکیاره زقکو ن یکننک گان مطالکب درسکهقکآموهان، م رسان، تو دانش  یان هبکان 
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 ،یگروهک پویای یادیارهارهیادی پویا، دوداط،  یرقادگی  قپتاس یرقگ ان اه  ها: کلیدواژه

گان های آین  هنفشرد ،  ۀبا م اخی یرقادگی ۀتجرب  .یواا
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 چکیده
ککه  یعنکوان هبکان خکارج بکه ییکقانلیآموهان  هبکانتکلاش دکر آن دکود تکا  اضر در پژوهش 

کمتکر فعکال هیکتن ، و لقاظ  ناختی دیشکتر فعکال هیکتن   به ککه   درخصکو آنوکایی 
ککلاس انلینوآوری   یعنوان  به ینقیاه م ل تب استهاد اه  تشاندردا   مکورد  ییکقدر 
اه  عنوان هبکان خکارجی انلیقیکی بکه سط  متوسک  مذکر آموه بانه د  . گقرن  راردررسی 

 آموه هبکان 60 نیه اه دککک کردنک    کرکتقققکا در ایکن ت رانیکهبکان ا های هاه موسیک ی ی
نهکر اهنظکر  پکنککننک     کرکت د   نیکا مقکانه ا. ن    درگزی   یصورب تصادف هبهملن 
کمتر فعال دود پنکفعال و  شترید ی ناخت هایشان بکه  این افراد دراساس پاسخ .ن نهر 

دیککک گا  اسکککتخراو  یدکککرای انتخکککا   ککک ن .  کککناختمشخصکککاب معتبکککر  ۀپرسشکککنام
کمتکر فعکال  کناخت شکترید آموهان هبکان اسکتهاد   ه مصکا بها تبقینکیدرمکورد مک ل  یو 
گ اقتقق نیا یهاافتهی  .  کرد فرا که بهرانقمشخو  فعکال  شکترید لقاظ  ناختی ی 

کمتر فعالن نیبت به  هیتن  که  کلاس روش تب آنوایی  . درنک  میلکذب  شکترید ینکقیاه 
گ نقهمچنکک کککلاس روش کمترفعککال  آموهان هبککاننیککبت بککه  یفعککال  ککناخت رانقککفرا اه 

گهتکارآنوا  . نتبقینی دورۀ دیشتری درد مثبکت  خکود را هبکان دوو یو نو کتار یموکارب 
کردن  گرو  ارهیادی  که اه . هر دو  خو شکان آمک   و  ینقیکلاس روش تبعنوان دا تن  

کککلاس نیککبت بککه  نیککا کککه پککیشهککا کککلاسهککا و  روشنککو   کرد  اه یی   دودنکک  آن تجربککه 
                                                           

 گرو  آموهش هبان انلیقیی، دانشلا  آهاد اسلامی، وا   ارددی ، ارددی ، ایران؛دانشجوی دکتری آموهش هبان انلیقیی،  1
sh.esfandiari2012@yahoo.com 
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a.mahmoudi@iauardabil.ac.ir 
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، دودنکک کمترفعککال  ظ  ککناختیلقککا کککه بککه آموهانی هبککان، وجود بککااین. اسککتتککر  جککذا 
و  آنوا دکود ییاه سط  توانا فراتر  قت ال هیرا ن ردکیم یکه ا یاس خیتلکردن   دیان
آمکوهش هبکان  ۀدر  کوه اقکتقق نیکا یهکا افتهی. ن یآنوا درآ ۀهم ۀاه عو   نیتنتوا ینم
 دارد. یعمی یکاردردها عنوان هبان خارجی به ییقانلی

 آموهان هبان نو تاری،عمی رد  گهتاری،عمی رد  تبقینی، م ل  ناخت،: ها واژهکلید
 .خارجی هبان عنوان به انلیقیی
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 .خارجی هبان عنوان به انلیقیی
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