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ABSTRACT 

Evidence is accumulating that phonological memory (PM), a sub-component of working memory (WM), is closely related to different facets 

of second language (L2) learning. Moreover, little research has specifically delved into the relationship between the PM capacity and 
grammar among adult learners at different L2 proficiency levels. Therefore, it seems necessary to verify to what extent PM capacity might 

be related to grammatical knowledge in English as a foreign language (EFL) learners with different proficiency levels. To achieve this 

objective, the present study investigated the relationship between PM and L2 grammatical knowledge among native Persian-speaking male 
adults undergoing a 6-week intensive English course. The number of participants was 180 and their age ranged from 20 to 30. The 

participants were assigned to three different language proficiency levels (beginner, lower intermediate, advanced), 60 each, by using the 

Quick Placement Test (2001). PM capacity (as referenced by nonword repetition and nonword recognition tasks) and L2 grammatical 
knowledge were assessed in the first week of their course. After ensuring the normality of the data through SPSS 21, Pearson correlations 

and multiple regression analyses were conducted. The findings showed that L2 grammatical knowledge and PM tasks as assessed with 

English nonword repetition and recognition tests were moderately correlated among adult EFL learners in different levels of language 
proficiency. However, the correlation coefficients for the advanced group were lower than the other groups. Thus, the findings may imply 

that grammatical knowledge can be more closely related to PM capacity for beginners and lower intermediate learners than for advanced 
learners.  

 

 

KEYWORDS : phonological memory; grammatical knowledge; language proficiency; L2 learning; adult EFL learners  

 

INTRODUCTION  

According to Skehan (1998), ñmemory is important all along, goes hand in hand with success in language learning until an advanced level is 

reached, and then becomes even more importantò (p. 218). One of the popular issues in contemporary cognitive psychology as well as the 

area of individual differences is working memory (hereafter WM). As Baddeley (2003) puts it, WM refers to the ñtemporary storage and 
manipulation of information that is assumed to be necessary for a wide range of complex cognitive activitiesò (p.189). WM has been 

investigated extensively in the field of SLA during the last 20 years and some scholars even believe that ñWM capacity help predict learning 

rate and ultimate levels of attainment in the L2ò (Ortega, 2009, p. 90).  
 

One of the most influential WM models is that of Baddeleyôs model (Baddeley, 1986, 2000; Baddeley & Hitch, 1974) which views WM as 

incorporating several components (Figure1): (a) a central executive, an attention control system responsible for integrating information from 
different WM subsystems and long-term memory and supervising basic WM operations; (b) the phonological loop, The phonological loop, 

which deals with the storage of verbal, speech-based material.; (c) the visuo-spatial sketchpad, which handles visual images and spatial 

information; and (d) an episodic buffer, involved in the binding of information from subsidiary systems and long-term memory into a 
unitary episodic representation (Hummel & French, 2010). 

 

 
 

 

 
 

 

 
 

 

 
 

Figure 1: Multi-Component Working Memory Model (Adapted from Baddeley, 2000) 

 
Most studies on WM, in effect, have used verbal information which is claimed to depend on the operation of the phonological loop 

(Baddeley, 1986, 2000; Baddeley & Hitch, 1974). The phonological loop consists of two parts: a phonological store and an articulatory 

rehearsal process. Figure 2 pictures the structure of the phonological loop. As Figure 2 displays, speech input has access to the phonological 
store directly but nonspeech input has to enter through the articulatory rehearsal process. Another function of the rehearsal process deals 

with the maintenance of information. Unless a stored phonological code is kept fresh through the rehearsal, it fades gradually in the 

phonological store process (Baddeley 1986; Gathercole & Baddeley 1993).  
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Figure 2: The Phonological Loop Model (Gathercole and Baddeley, 1993, p. 8) 
 

In the literature, phonological loop has been interchangeably referred to as phonological memory (hereafter PM) (Hummel & French, 2010). 

Some scholars have highlighted PM as an important source of individual differences in L1 acquisition (e.g. Baddeley, 1986; Baddeley, 
1996; Gathercole & Baddeley, 1993) and in L2 learning (Gathercole & Thorn, 1998; Harrington & Sawyer, 1992; Papagno, Valentine, & 

Baddeley, 1991). Ellis (1996) claims that significant portion of language learning involves sequence learning, and even abstract grammatical 

knowledge is a product of the analysis of sequential information. According to Kormos and S§f§r (2008, p.263), ñas PM is responsible for 

remembering sequential information, its role in language learning is far greater than previously supposed.ò Furthermore, some studies 

carried out in SLA found that the role of PM in both L1 grammar acquisition and L2 grammar learning can be influential. However, their 

results have been controversial. The literature pertinent to this issue is reviewed below. 
 

Gathercole and Adams (1996) conducted a study on children of 4 and 5 years old. The participants were required to tell a story which they 

had previously listened to. Results showed that the ability to recite the story was closely related to the ability to repeat nonwords. Further 
analysis showed that children who were more accurate at nonword repetition had richer lexicons and produced longer utterances than those 

with lower repetition accuracy. In other words, children who were better at PM stimuli were also grammatically more proficient. In another 

study, Willis and Gathercole (2001) found that 4-year-old children with better PM capacity were more accurate at repeating complex 
sentences in their L1 than children with weaker PM capacity. 

 

As in L1, PM has also been revealed to be related to L2 grammatical ability. Service (1992) tested young Finnish children and found that 
PM did not correlate significantly with simple English grammar tasks. However, learnersô performance on other language tasks, such as 

reproduction of structures and written production (to reflect learnersô syntactic ability) revealed a slight association with nonword repetition. 

Ellis and Sinclair (1996), later, tested adultsô ability to learn Welsh as a foreign language and they concluded that the more often foreign 
language structures are rehearsed in PM, the easier it is to learn them and to generalize rules from them. OôBrien et al. (2006) examined the 

role of PM in L2 speech production by English-speaking adults learning Spanish (33 females, 10 males; M= 21.84 years old). They found 

that PM correlated with vocabulary scores, narrative abilities, and use of free grammatical morphemes and subordinate clauses, both at the 
beginning and at the end of a semester of Spanish learning (rs between .30 and .41). In another study, French and O'Brien (2008) conducted 

a study on Francophone children learning English as a part of a 5-month intensive program in Quebec's Saguenay region. French and 

OôBrien (2008) found that nonword repetition at the beginning of language program (Time 1) predicted L2 grammar scores at the end of the 
language program (Time 2) (rs between .79 and .82). PM explained almost 30% of the variance in grammar scores at Time 2, even after 

controlling for vocabulary knowledge. In a more recent study, Martin & Ellis (2012), examined PM and WM and their relationship with 

vocabulary and grammar learning. The memory measures used were nonword repetition, nonword recognition, and listening span. The 
participants were tested on their ability to induce the grammatical forms and to generalize the forms to novel utterances. Individual 

differences in final abilities in vocabulary and grammar correlated between 0.44 and 0.76, depending on the measure. The results, also, 

showed significant independent effects of PM and WM on L2 vocabulary learning and on L2 grammar learning. 
 

It appears, from the literature reviewed here, that PM may be related to the development of grammatical skill. However, studies in this area 

have not reached conclusive results and further studies are needed to shed light on this issue, and in particular, among adults learning an L2. 
Moreover, there have been a number of studies which have dealt with the PM influence at different levels of language proficiency.  

 

French (2003) found PM to predict L2 learning in low but not in high proficiency learners. Later, OôBrien et al. (2006) found connections in 
both low and high ability groups, but the aspects of L2 knowledge involved differed. Kormos and Sáfár (2008) conducted a study on teenage 

Hungarian native speakers participating in an intensive language program in English (L2). The participants were divided into two 

proficiency groups, beginner and pre-intermediate. Kormos and Sáfár (2008) found no significant relationship between the nonword span 
score and success on the L2 exam for beginners, whereas the nonword score of the pre-intermediate participants correlated moderately with 

their scores on writing, use of English and total points, and the fluency and range of vocabulary scores of the oral exam. The backward digit 

span test, however, was found to correlate with all the components of the L2 exam except the writing one. Furthermore, the digit span and 
nonword scores were not correlated. Kormos and Sáfár (2008) concluded that WM (assessed by the backward digit span task) and 

phonological loop (measured by the nonword task) likely separate constructs and influence language learning in various ways. 

 
Some other studies investigating adults failed to find significant correlations between PM and L2 proficiency. Mizera (2006) used nonword 

repetition tasks designed for children with the adult participants and found no significant correlation between the PM task and the 

participantsô proficiency. Hummel (2009), in a recent study of young adults,  found that the relationship between PM (measured by non-
word repetition) and L2 proficiency remained significant in non-novice learners but disappeared at the most advanced proficiency level. 

ñthis finding provides further empirical evidence that the role of PM in L2 learning appears to diminish as a function of language 
proficiency level and not necessarily of ageò (Hummel & French, 2010, p. 377). To summarize, the research conducted on adult L2 learners 

in various L2 contexts suggests that while some research has failed to find significant correlations between PM tasks (e.g., digit-span, word-

span, and non-word repetition) and L2 proficiency (e.g., Hummel, 2002; Mizera, 2006), other research studies have reported significant 
relationships between PM and aspects of L2 proficiency in adults (e.g., Hummel, 2009; Martin & Ellis, 2012; OôBrien et al., 2006).  
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Evidence from the previous research shows that PM is closely associated with different aspects of L2 learning and it seems to be an essential 

memory component throughout much of L2 development. 

 

 

RESEARCH QUESTIONS 
Based on the literature reviewed above, the present study attempted to investigate the extent to which the L2 grammatical knowledge and 

PM tasks, i.e. nonword repetition task and nonword recognition, associate in three proficiency groups (beginner, lower intermediate and 

advanced). Hence, the following questions were investigated in this study: 
 

1.  To what extent do nonword repetition task (as a measure of phonological memory) and L2 grammatical knowledge correlate in the 

beginner, lower intermediate, and advanced groups of adult male EFL learners? 
2.  To what extent do nonword recognition task (as a measure of phonological memory) and L2 grammatical knowledge correlate in the 

beginner, lower intermediate, and advanced groups of adult male EFL learners? 

 

 

METHODOLOGY  

Participants 
Among L2 studies dealing with WM and PM few have examined adult L2 learners (e.g., O'Brien et al., 2006). Therefore, the present study 

assessed EFL adult learners. This allowed the researchers to find out whether the adultsô reliance on PM is similar to that of the children in 

the previous studies. 180 male EFL learners were involved in the study (60 beginners, 60 lower intermediate and 60 advanced learners of 
English). The participantsô age ranged from 20 to 30. In order to control the participantsô language proficiency level and their homogeneity 

in each proficiency group, a Quick Placement Test v.1 (QPT) and a demographic questionnaire were administered. QPT v.1 (2001) is an 

objectively-scored 60-item multiple-choice test and the participants were given 30 minutes to answer them. Based on the obtained results, 
the participants were assigned to three proficiency groups, i.e. beginner, lower intermediate, and advanced. 

 

Instruments 
Questionnaire 

In order to gain specific information about the type and amount of exposure to English outside the program, a demographic questionnaire in 
the participantsô L1 (Persian) was administered.  

  

Nonword Repetition Task 
In order to assess PM, both nonword recognition (henceforth NWRC) task and the nonword repetition (hereafter NWRP) task were applied. 

The merit of the present research is in that it employed two different PM tasks, i.e. NWRC  and NWRP. One of the most widely used tests of 

PM capacity is the NWRP, where participants have to repeat nonwords of different lengths that do not exist in the given language but 
conform to its phonotactic rules. Gathercole and Baddeley (1993) proposed two advantages of using a NWRP test over other assessment 

methods to measure PM capacity. First, NWRP test may be more sensitive than other measures because this test prevents long-term memory 

knowledge influencing the assessment of PM, although the effects of prior language knowledge cannot be completely eliminated by 
nonwords. The second advantage of NWRP tests is that the NWRP test is viewed simple and somewhat more natural compared to others 

measures because both children and adult language learners hear and repeat new vocabulary items during their learning process. The 

participants in the current study heard a list of 1-syllable nonwords and were asked to repeat them. Following the study carried out by 
Martin & Ellis (2012, p.385), ñthere were four lists at each of four lengths: three, four, five, and six words.ò Example stimuli used for the 

NWRP task are displayed in Table 1. The nonwords were taken from a stimulus pool of nonwords provided by Gathercole et al. (2001). All 

participants heard the lists, beginning with the shortest lists and continuing with lists of increasing length. The participantsô responses for all 
items throughout the study were recorded. The researchers did the scoring offline on a phoneme-by-phoneme basis. The maximum number 

of phonemes recalled on any one repetition set was calculated for each participant. The highest possible score for this task was 22 correct 

phonemes. Two raters scored the participantsô responses to the NWRP to ensure the homogeneity of the calculated scores. The inter-rater 
reliability of the two sets of scores was r= .94 (p< .01). 

 

Table 1: Example Stimuli for NWRP Task 

3-word stimuli barch kig norb    

4-word stimuli chad dorl teck parn   

5-word stimuli cherl goot jarm tidge bup  

6-word stimuli jert coom lork ged nerch darch 

 

Nonword Recognition Task 

NWRC task was used as an additional measure of PM. This task is highly correlated with performance on similar NWRP tasks but is less 
affected by unfamiliar phonotactics and pronunciation difficulties (Gathercole et al., 2001). The participants listened to two presentations of 

a list of nonwords and decided whether they were the same or different. The participants received 1 point for each correct same or different 

judgment. Eight lists were used at each of four lengths: four, five, six and seven items. The maximum possible score for this task was 16 
correct recognitions. The stimuli were taken from Gathercole et al. (2001). Table 2 illustrates example stimuli applied for the NWRC task. 

Stimuli were tape-recorded by an English native speaker. Two sequences of items were presented on each trial, with an inter-stimulus 

interval of 1.5 s separating the last item in the first presentation and the first item of the second presentation.  
 

Table 2: Example Stimuli for NWRC Task 

Examples of nonword 
recognition stimuli 

Correct responses 

  List 1 : chad pook mun jick  terdge different 

List 2 : chad pook jick  mun terdg 

List 1 : turg deet peb chim nam ked Same 

List 2 : turg deet peb chim nam ked 
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Grammar Test 
The grammar test used in this study was selected from the Oxford Placement Test (OPT) designed and developed by Allen (2004). The 

grammar section of the OPT consists of 100 items. Fifty minutes were allotted for completion. Test-takers were asked to read the stem with 

a blank and to choose one of the three options for the blank.  
 

Quick Placement Test 

As Granpayeh (2003, p. 8) put it, ñQPT is a test of English language proficiency developed by Oxford University Press and Cambridge 
ESOL to give teachers a reliable and time-saving method of finding a studentsô level of English.ò This test is available in both paper-and-

pencil and computer-based versions. It is designed to calculate accurately English language learnersô level of proficiency, from the beginner 

to the advanced level. QPT, which includes 60 items, takes 30 minutes to complete. According to Granpayeh (2003), the SEM of the test is 
around 4 and its reliability is close to 0.9. 

 

Procedures 
First, all the participants were given the QPT v.1 (2001) and a demographic questionnaire in order to assess their level of proficiency. Based 

on the obtained scores on the QPT, the participants were assigned to one of the three proficiency groups, i.e. beginner, lower intermediate, 

and advanced. In QPT, the band scores for the beginners, lower intermediate, and advanced levels are 0 to 15, 24 to 30, and 48 to 60 
respectively. The participantsô classes were held four sessions a week, twenty four sessions on aggregate. Each session lasted for two hours. 

The setting of the data collection was Estahban, a city located in Fars province, Iran. The NWRC and NWRP tasks, and the grammar test 

were measured during the first week of the English course. The allocated time for the NWRC and NWRP tasks were 15 and 5 minutes 
respectively. The NWRC as well as the NWRP tasks were administered in language laboratories since headphones were needed to allow the 

participants to listen to sequences of the tape-recorded nonwords. For the grammar test, the participants answered the grammar section of 

the OPT in 50 minutes.  
 

 

Data Analysis 
In order to answer the research questions, data from the NWRP task, NWRC task, and the grammar test were entered into SPSS 21 (2012). 

First, Shapiro-Wilk test was used in order to make sure that the distribution was normal. ShapiroïWilk test is the most powerful normality 

test (Keskin, 2006; Mendes & Pala, 2003; Razali & Wah, 2011). After ensuring the normality of the data, Pearson product-moment 
correlations followed by multiple regression were investigated for the PM tasks and the grammar test scores. Significance level was set at p 

< 0.05. 

 

 

RESULTS AND DISCUSSION 

As mentioned before, the participants of the study were selected out of 180 Adult male students of English. Shapiro-Wilk test was used in 
order to make sure that the distribution was normal. In all proficiency groups, the significance value shows that there is normal distribution 

since the p-value is more than 0.05 (see Table 3).  

 
Table 3: Test of Normality for All  Groups 

 Shapiro-Wilk Test 

Beginner Lower Intermediate Advanced 

 statistic df Sig. statistic df Sig. statistic df Sig. 

Scores on the Grammar .97 60 .77 .96 60 .85 .96 60 .29 

Scores on the NWRP .96 60 .22 .94 60 .18 .95 60 .10 

Score on the NWRC .95 60 .19 .94 60 .14 .92 60 .11 

 
Table 4 shows the mean (Ms), standard deviations (SDs), and ranges of the scores of the grammar test,  NWRP and NWRC tasks for the 

beginner group. 

 
Table 4: Descriptive Statistics (Each Group No.= 60) 

 Beginner Group Lower intermediate Group Advanced Group 

Variables M SD Max Min M SD Max Min M SD Max Min 

Grammar Test 17.42 4.34 26 8 36.05 4.83 46 24 66.53 6.82 79 55 

NWRP Task 14.77 2 19 11 14.3 1.69 19 11 15.7 1.97 20 12 

NWRC Task 9.28 1.83 13 6 9.65 1.51 14 6 11.05 1.5 14 8 

 

As Table 4 depicts, the advanced group had the highest mean score on both NWRP task (M= 15.7, SD=1.97) and NWRC task (M= 11.05, 

SD=1.5). The maximum score on the NWRP task was obtained by the advanced group (Max= 20). Both the lower intermediate and 

advanced groups gained the highest score in the NWRC task (Max= 14). Table 5 displays the correlation coefficients between NWRP, 

NWRC, and grammar scores in the beginner, lower intermediate, and advanced groups. 
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Table 5: Pearson Correlations between PM Tasks and Grammar Test in the Beginner, Lower Intermediate, and Advanced Groups 

 Beginner Group Lower Intermediate Group Advanced Group 

Variable 1 2 3 1 2 3 1 2 3 

1. Grammar  Ƅ .49**  .53**  Ƅ .41**  .48**  Ƅ .36**  .47**  

2. NWRP  .49**  Ƅ .52**  .41**  Ƅ .40**  .36**  Ƅ .50**  

3.   NWRC  .53**  .52**  Ƅ .48**  .40**  Ƅ .47**  .50**  Ƅ 

*  p< .05, **p< .01 
 

Table 5 shows that NWRP task  was significantly correlated with the grammar scores for beginners (r= .49, p< .01), intermediate students 

(r= .41, p< .01), and advanced students (r= .36, p< .01). Moreover, NWRC task was significantly correlated with the grammar scores at all 
proficiency levels (beginners: r= .53, p< .01; intermediate students, r= .48, p< .01; and advanced students, r= .47, p< .01). The correlation 

coefficients show a moderate relationship for the three tests. The highest correlation between grammar test scores and NWRP task was that 

of beginners, r= .49, p< .01. Further, the beginnersô scores on grammar test enjoyed the highest correlation with NWRC task, r= .53, p< .01. 
Then multiple regression between independent variables (NWRP and NWRC tasks as measures of PM) and dependent variable (grammar 

test scores) was computed so as to figure out the level of relationship between the variables, and to find out which variable could be a better 

predictor of L2 grammatical knowledge (Tables 6 and 7). 
  

Table 6: Model Summary in Multiple Regression 

Proficiency Level R R Square Adjusted R Square Std. Error of the Estimate 

Beginner .59a .35 .32 3.57 
Lower Intermediate .54a .29 .268 4.14 

Advanced .47a .22 .198 6.12 

a. Predictors: (Constant), Nonword Recognition Task, Nonword Repetition Task 

 
Table 7: Coefficients in Regression Analysis a 

Proficiency Level  Unstandardized 

Coefficients 

Standardized 

Coefficients 

Sig. 

B Std. Error Beta 

Beginner (Constant) -.279 3.523 Ƅ .94 

Nonword Repetition Task .622 .272 .287 .026 

Nonword Recognition Task .916 .297 .386 .00 

Lower Intermediate (Constant) 14.057 4.864 Ƅ .00 

Nonword Repetition Task .763 .348 .266 .03 

Nonword Recognition Task 1.199 .389 .375 .00 

Advanced (Constant) 38.865 7.080 Ƅ .00 

Nonword Repetition Task .623 .468 .180 .19 

Nonword Recognition Task 1.618 .616 .356 .01 

a. Dependent Variable: Grammar Test Scores 

 

As Table 6 depicts, R2 for beginner, lower intermediate, and advanced groups are .35, .29, and .22 respectively. In other words, the results 
tell us that for beginner, lower intermediate, and advanced groups, the PM tasks accounted for 35%, 29%, and 22% of the variance 

respectively. Therefore, in the beginner group the PM tasks accounts for 35% of the variance in scores of the grammar test. Table 7 displays 

the coefficients in the regression analysis and it shows that between the measures of PM, NWRC task had the higher Beta values than 
NWRP task across different groups of language proficiency (B= .386 for the beginner group; B= .375 for the lower intermediate group; B= 

.356 for the advanced group) (p< .05). Moreover, except for the Beta value of the NWRP task for the advanced group (B= .18, P= 19), the 

Beta values for both NWRP and NWRC tasks were statistically significant across different levels of language proficiency. 
  

The results are in line with those of French and OôBrien (2008) and Martin and Ellis (2012). Yet the results are in contrast with those of 
Kormos and Sáfár (2008) and Mizera (2006) because the findings of the present study revealed that the correlation between the PM tasks 

and the grammar knowledge was significant and moderate for beginners and lower intermediate participants. In the present study the PM 

tasks and grammar test in the advanced group showed a moderate correlation and this finding is inconsistent with that of Hummel (2009). 
Moreover, the correlations found for the beginners were higher than those of the lower intermediate students, and the correlations obtained 

for the lower intermediate group were higher than those obtained by the advanced group. Thus, it can be inferred that grammatical 

knowledge was more closely related to PM capacity for beginners than for lower intermediate and advanced learners. In fact, it could be 
concluded that the grammar items involved in the grammar test (multiple choice task) were generally unfamiliar to the beginner learners 

because they have presumably lower proficiency levels in the L2. It indicates that beginners would have highly relied upon PM capacity in 

order to achieve long-term learning of these items. On the other hand, advanced learners were more likely to know the grammatical items 
because they were more familiar with the L2 and it may result in making the contributions from PM less important. Further, NWRC task 

enjoying a higher Beta value was found to be a better predictor of the participantsô L2 grammatical knowledge.  

 

 

CONCLUSION 

The present research was an attempt to investigate the relationship between PM capacity, measured by NWRP and NWRC tasks, and the L2 
grammatical knowledge at different levels of language proficiency. The findings suggest the possibility of a causal link between PM 

capacity and L2 grammatical knowledge. A significant finding in the present study is that PM and L2 grammar were moderately correlated 

during the six-week intensive English course in all levels of language proficiency. Findings therefore confirm results in previous studies that 
PM is actively involved in initial L2 learning and also contributes to subsequent L2 development. NWRC task was also found to be a better 

predictor of the participantsô L2 grammatical knowledge than NWRP. In addition to the evidence reported in the present study, more 
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extensive research is needed to provide answers to the remaining questions germane to the relationships between PM capacity and various 

aspects of L2 learning in other EFL classroom contexts. Moreover, teachers can help students expand their PM capacity by applying various 

strategies and techniques and see the effects of this expansion on the studentsô L2 learning. In addition, as it seems that there are strong 

associations between PM and L2 knowledge, the first step should be to provide aid for those with poor PM capacity. The current 
understanding is that little can be done to expand poor PM but that there are ways to remove this obstacle in L2 learning as much as 

possible. This goal can be achieved by the teacher favoring strategies and techniques that do not require learners to rely heavily on their PM. 

Besides, learners themselves can choose learning strategies that lighten the processing load on PM. Therefore, more research is needed to 
confirm whether specific training and techniques intended for enhancing PM capacity and efficiency can be successfully taught to L2 

learners (Hummel & French, 2010). Moreover, future research should study the relationship between the L2 grammatical knowledge and 

phonological memory between both male and female learners of a second language. Finally, it is important to remember that the design of 
the present study was correlational. In showing existing relationships among factors, the causal mechanisms should be uncovered and this 

requires further investigation. 
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ABSTRACT 

The purpose of the present study is to investigate the effect of metacognitive strategy instruction on listening comprehension of Iranian 

English as Foreign Language (EFL) learners at Iran Language Institutes (ILI) in Parsabad, Iran. To do so, 72 EFL learners were selected 

among 102 learners based on the 1 standard deviation (SD) above and below the mean score of a listening comprehension test. They were 
divided into two groups, one experimental and one control group. Then, Metacognitive Awareness Listening Questionnaire (MALQ) was 

administered to identify their metacognitive strategy awareness. The experimental group underwent a treatment based on Chamot and 

O'Malley (1994) model and regular instructional plan of ILI, while control group did not receive any strategy-based treatment. A post-test 
from "Expanding Tactics for Listening" (Richards, 2011), was given to both groups after 6-session instruction. The findings revealed that 

(a) instruction of metacognitive strategy had positive effect on listening comprehension of Iranian EFL learners and (b) instruction of 

metacognitive strategy had no differential effect on listening comprehension of female and male learners.  

 

 

KEYWORDS : listening comprehension, metacognitive strategies, strategy instruction. 

 

 

INTRODUCTION  

"Listening is an important skill through which language learners internalize linguistic information without which they cannot produce 

language" and it is the first step in the process of language communication (Brown, 2001, p.248). Listening comprehension is an active and 
conscious process, in which listeners focus their own attentions on taking the important information from the aural input, comprehend the 

meaning of the input, and combine them with the contextual information and background knowledge to produce output (OôMalley, Chamot 

& Küpper, 1989). Based on the above mentioned statements, listening comprehension is a cognitive skill. It may develop through 
acquisition of learning strategies. Explicit instruction of listening strategies is necessary and useful for EFL learners.  

Anderson (1991) considered metacognitive strategies as the most important strategy to develop learners' skills  and it was proposed by 

O'Malley and Chamot (1990) that learners without them have no ability to monitor and regulate their development, performance, and future 
learning. On the other hand, learners who use metacognitive strategies are more proficient learners (Hauck, 2005). Chamot, Bernhardt, El-

Dinary and Robbins (1999) mentioned four metacognitive strategies: planning for learning, thinking about the learning process, monitoring 

production or comprehension, and evaluating learning processes. 
 

Metacognitive strategies differentiate proficient and less proficient listeners from each other. Yang (2009) affirms the opinion that 

increasing metacognitive awareness assists listeners to accomplish listening tasks more effectively. Goh (2008) states some of the positive 
effects of metacognitive strategy instruction on listening comprehension of EFL learners. She expresses that teaching metacognitive 

strategies enhances learners' confidence and reduces learners anxious during the listening to oral input and also less skilled listeners benefit 

much from the strategies instruction.  
 

Instruction of strategies explicitly enhances the listeners' metacognitive knowledge and makes better their listening comprehension 

(McDonough, 1999). Chamot and Rubin (1994) express the importance of finding and the strategies that students use for accomplishing 
specific learning assignments, presenting new strategies explicitly, describing when and where metacognitive strategies can be used and 

supplying more practice. Different models were proposed to increase listening comprehension of learners at EFL and ESL contexts 

(Anderson's model (2002), Cognitive Academic Language Learning Approach (CALLA) and Metacognitive Awareness Listening 
Questionnaire MALQ). In this study, CALLA model was used to increase metacognitive strategy awareness and use during listening 

comprehension. It will be described in the following part of the present study in detail.   

 

Statement of the Problem 

Educational System of Iran put aside listening skill and foreign language learners do not have any opportunities for aural input, therefore it 

regarded as a passive skill. One of the conditions in which Iranian FLLs can be learning listening is Language institutes. Thus, finding most 
efficient way of making learners aware of their metacognitive strategy awareness and enhancing use of these strategies might assist EFL 

learners to improve their listening comprehension ability. It has been remarked that most researchers try to improve students' listening 

comprehension in Iran. Many studies have aimed at finding solutions to deal with advanced students' weaknesses in accomplishing listening 
comprehension assignments through strategy training. Some of the researches are focused on metacognitive strategies awareness through 

questionnaire (e.g., Akbari, 2003; Salehi & Farzad, 2003; Zarei & Sarmadi, 2004; Pishghadam, 2009; Salarifar & Pakdaman, 2010) and 

other investigated the effect of metacognitive strategies instruction explicitly (e.g., Maleki, 2005; Meshkat & Nasirifiruz, 2009). But few 
studies (e.g., Tavakoli, Hashemi and Rezazade 2012) have been conducted to uses a mixed method design. The present study aims to 

investigate the Iranian EFL learners' metacognitive strategy awareness and the effect of metacognitive strategy instruction based on Chamot 

and O'Malley (1994) on listening comprehension of Iranian EFL male and female learners.  

 

 

LITERATURE REVIEW  

Listening is a receptive skill in which listeners passively incorporate the message presented to them by speaker (Morley, 1991). It had been 

assumed that a learner's ability to comprehend spoken language would develop entirely on its own through repetition and imitation (Jinhong, 

2011). According to above mentioned definitions, listening is a passive process but many other researchers pointed out that listening 
comprehension is an active process (Jinhong, 2011; O'Malley, Chamot & Küpper, 1989; Rost, 2002). Based on their definitions, listening 
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comprehension is not a passive activity in which listener receive information and then comprehend it but is a process-oriented activity which 

process the represented aural input step by step and combine background knowledge to information in the listening text. 

 

Metacognition  
In cognitive psychology, metacognition is defined as an executive control which includes monitoring and self-regulation. Biehler and 

Snowman (1993), in relation to cognition, define metacognition as: 

 
The term cognition is used to describe the ways in which information is processed ïi.e. the ways it is attended 

to, recognized ,encoded, stored in memory for various lengths of time, retrieved from storage and used for one 

purpose or another. Metacognition refers to our knowledge about these operations and how they might best be 
used to achieve a learning goal. (p. 390)  

 

Based on the above mentioned characteristics of metacognition, a successful language learner is a person who has metacognitive knowledge 
about the self, task and using appropriate strategies to achieve cognitive aims (Devine, 1993). 

 

According to Flavell (1979), components of metacognition are knowledge of cognition and regulation of cognition: Knowledge of cognition 
comprises declarative, procedural, and conditional knowledge. Declarative knowledge refers to learners' knowledge about themselves and 

learning strategies such as note-taking, planning, self-questioning. Procedural knowledge is about learners thinking processes. It refers to 

knowledge about actual use of listening strategies during listening and conditional knowledge refers to knowledge about selecting and using 
specific listening strategies appropriately in different contexts and evaluating the benefit of using learning strategies. Learners in order to 

have conditional knowledge need to clarify when and where use declarative and procedural knowledge. 

 
And Regulation of cognition is about planning before accomplishing different tasks (e.g., listening), self-monitoring learning process and 

problem-solving during the doing tasks, and evaluating the effectiveness of learners' approach after accomplishing tasks. 

 
Livingston (1977) identified metacognitive knowledge and metacognitive regulation as the two dimensions of the metacognition.  He stated 

that metacognitive knowledge comprises three types of knowledge. 1) Knowledge of person variables refers to how learners process 

information. 2) Knowledge of task variables refers to having knowledge about the nature of the task. 3) Knowledge of strategy variables 
refers to having conditional knowledge and knowledge about cognitive and metacognitive strategies, i.e., when and where it is appropriate to 

use these strategies. 

 

Listening Strategies 

Research into facilitating language learning through strategy instruction started from the past quarter of a century (Rubin, 1975; Wenden & 

Rubin, 1978; O'Malley & Chamot, 1990). Learning strategies are procedure undertaken by the learner, in order to make their own language 
learning as effective as possible.  

 

In the view of O'Malley and Chamot: 
 

Learning strategies are complex procedures that individuals apply to tasks; consequently, they may be represented as 

procedural knowledge which may be acquired through cognitive, associative, and autonomous stages of learning. As 
with other procedural skills at the different stages of learning, the strategies may be conscious in early stages of 

learning and later be performed without the person's awareness (O'Malley and Chamot, 1990). 

 
Mendelsohn (1994) proposed 'strategy-based approach' to instruct listening comprehension based on researches about strategy instruction. 

People are commonly not aware about how they listen in their first language. Therefore, EFL learners require to use strategies consciously 

which they use unconsciously in the first language (Schmitt, 2002). 
 

Learning strategies are generally divided into metacognitive, cognitive and social/affective. Proficient listeners use all of them altogether, 

the pattern of strategy use change according to the different situations. Dornyei (2005) proposed four types of strategies: Cognitive, 
metacognitive, social, and affective strategies. According to O'Malley and Chamot (1990), metacognitive strategies are "higher order 

executive skills that may entail planning for, monitoring or evaluating the success of learning activity". Cohen (1998) said that 
"metacognitive strategies deal with pre assessment and pre-planning, on-line planning and evaluation, and post evaluation of language 

learning activities". Metacognitive are defined as thoughts or behaviors consciously employed by the learner to think about the learning task, 

plan for the task, monitor the task, and evaluate how well he/she has completed the task (Wendy, 2010). 
 

Chamot, Bernhardt, El-Dinary and Robbins (1999) proposed four types of metacognitive strategies, planning, monitoring, problem-solving 

and evaluating. Planning is making a comprehensive plan for comprehending the aural input. It arouses learners' interest, expectations, and 
promotes their motivation to find out what will happen during the listening and it also clarifies the purposes for listening and to activate 

different kinds of schemata (Sequero, 1998).  Monitoring ïor comprehension monitoring- is listener's self-regulation of his or her own 

comprehension during listening (Glazer, 1992). Monitoring strategy assists listeners to compensate lost comprehension and to use listening 
strategies to enhance comprehension (Schunk, 1997). Self-assessment "has its foundations in metacognition and self-regulated learning and 

is seen as having the potential to provide teachers and students with opportunities to understand and enhance the ways students monitor and 

adjust strategic thinking in literacy learning" (Shoemaker, 1998, p. 410).  
 

A number of researchers have attempted to investigate the effect of strategy instruction on listeners' comprehension performances. Their aim 

is to identify the effect of different contexts and variables on metacognitive strategy instruction. In New Taipei City, a study was conducted 
to probe the effects of metacognitive listening instruction on EFL learners. The results showed that there was no significant difference 

between Young Learner English (YLE) scores of the experimental and the control group in the post-test. However, the experimental group 

significantly outperformed the control group in directed attention and person knowledge (Lin, 2011). Jinhong (2011) explored the students' 
metacognitive strategy use, the relationship between metacognitive strategy use and their performance in a listening comprehension TEM-4 

test. The finding reveled that there is a positive relationship between metacognitive strategy use and performance in the listening 

comprehension test. Then an interview was conducted among the students whose scores showed a negative relation between strategy use  
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and listening performance to find the reasons. The results revealed that learners have different problems in using metacognitive strategies for 

doing listening comprehension tasks. 

 

In a study at Allameh Tabatabai and Shahid Beheshti, Baleghizadeh and Rahimi (2011) explored the relationship among metacognitive 

strategy use, motivation and listening performance of EFL students. In this study MALQ, AMS (Academic Motivation Scale), and the 
listening section of the TOEFL were used as instrument. After administering the pretest, students completed MALQ and AMS. The results 

showed significant correlation between metacognitive strategy use and listening performance, listening performance and intrinsic 

motivation, as well as metacognitive strategy use and intrinsic, extrinsic motivation. Bozorgian (2012) in a small scale study looked into the 
impact of metacognitive instruction on listening comprehension of Iranian high-intermediate EFL listeners in a "strategy-based" approach of 

advance organization, directed attention, selective attention, and self-management in IELTS listening texts. The results showed that the less-

skilled listeners improved more than more-skilled listeners in the IELTS listening tests.  

 

 

RESEARCH QUESTIONS  

This study was motivated by the fallowing research questions:    

RQ.1. Does metacognitive strategy instruction has any effect on listening comprehension of Iranian EFL learners? 

RQ.2. Does metacognitive strategy instruction has any differential effect on listening comprehension of Iranian female and male EFL 
learners? 

This study is guided by the following null hypotheses:  

Ho.1. Instruction of metacognitive strategies had no effect on listening comprehension of Iranian EFL learners. 
Ho.2. Instruction of metacognitive strategies had no differential effect on listening comprehension of Iranian female and male EFL learners. 

 

The purpose of this study is examining the effect of metacognitive strategy instruction based on Chamot and O'Malley model's (1994) on 
listening comprehension of Iranian female and male EFL learners. This model provided repeated exposure and practice with learning 

strategies to enhance learners' use of strategies. 

 

 

METHODOLOGY  

Research Design 

In this study, the researcher selected participants non-randomly and divided them into experimental and control groups. Experimental group 

received the treatment and the other group, control group, did not receive any treatment. Both groups received a test before (pretest) and 
after (post-test) treatment. These steps constitute the principles of the quasi-experimental research. Therefore, the design of this study is 

quasi-experimental. The independent variable in this study is the metacognitive strategy and the dependent variable is the listening 

performance of the experimental and the control groups. And in this study the gender is the moderate variable. 

 

Participants 

A total number of 102 female and male learners who were studying English as a foreign language at Iran Language Institute (ILI) in 
Parsabad, Iran participated in this study. Learners at ILI are homogenous; because before entering to the ILI classes they were participated in 

a placement test. But in order to confirm their homogeneity in listening comprehension a listening comprehension test based on Richards's 

"Expanding Tactics for Listening" (2011) as a pretest, including four texts with 24 multiple-choice items, was administered to determine 
their homogeneity in listening comprehension. The learners' scores were 1 SD (SD=2.84) above and below the mean score (M=14.5) were 

selected. Thirty-six male (N=36) and thirty-six female (N=36) learners, between 16 to 21 years old, were participated in this study. 

 

Instruments 

Four research instruments were used for the purpose of this study: A listening comprehension test (pretest) was used in order to determine 

the homogeneity of participants' in listening comprehension; Metacognition Awareness Listening Questionnaire (MALQ) was used to 
identify Iranian males and females metacognitive strategy awareness; a post-test, listening comprehension test, was used in order to 

determine effect of metacognitive strategy instruction on listening  comprehension (the pre and post-test were selected from "Expanding 

Tactics for Listening" (Richards, 2011) and their reliabilities which were estimated based on Cronbach's Alpha Level were, respectively, .74 
and .71), and an Interview was used to asking some questions about how learners evaluate their own use of the metacognitive strategy and 

how the strategy is working for them and whether they applied these strategies in other context or not? It included six questions about the 

effect of using metacognitive strategies (Appendix A), based on the findings of Barbosa (2012). 

 

Procedure 

102 male (N=48) and female (N=54) EFL learners at four classes at ILI in Parsabad participated in the present study. All of them were 
homogenous because before entering to these classes they participated in a placement test and in order to confirm their homogeneity in 

listening comprehension, a pretest from Richards's "Expanding Tactics for Listening" (2011), was administered to 102 learners (the learners 

of all classes were asked to complete a pretest in one 50-minute class period). The learners whose score were 1 SD (SD=2.84) above and 
below of the mean score (M=14.5) were selected. Seventy-two male (N=36) and female (N=36) learners, homogenous in listening 

comprehension, among four classes at ILI, were selected as participants in the present study (two of four classes were randomly considered 

as experimental and other as control group). After identifying the homogeneity of learners in listening comprehension, a Metacognitive 
Awareness Listening Questionnaire (MALQ) was administered to determine learners' metacognitive strategy awareness before treatment. 

After an introduction on the purpose of the study and on the directions about what they requires to do for the following 8 sessions, the 

learners in experimental group participated in the MSI project. Then Chamot and O'Malley's model (1994) of strategy instruction (five 
stages) were applied. 1. Preparation: Instructor prepares learners for strategy instruction by identifying their background knowledge about 

the metacognitive strategies. 2. Presentation: The instructor demonstrates the new strategies and explains how and when to use them. 3. 

Practice: In this stage learners practice presented metacognitive strategies in processing represented input. 4-5. Evaluation and Extension: 
The instructor asks the learners evaluate their own comprehension and how they used strategies and so on. After 6-session metacognitive 

strategy instruction, a post-test (listening comprehension test) was given to both experimental and control groups. The scores of learners in 

post-test were compared in order to determine the effect of metacognitive strategy instruction on listening comprehension of Iranian male 
and female EFL learners. Finally at end of the study, through an interview, the instructor asks some questions about the strategies that 

learners (12 out of the 36 learners were randomly selected) were used during listening comprehension test and some questions about their 

experiences in learning the new strategies. 
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RESULTS AND DISCUSSION  

Results 

In order to answer the research questions, two research hypotheses were mentioned. To test first and second research hypotheses 

independent samples t-test was proposed. 

 

Testing the Metacognitive Awareness  

After determining the learners' homogeneity in listening comprehension through one-way ANOVA, a Metacognitive Awareness Listening 
Questionnaire (MALQ) was used to identify learners' metacognitive strategy awareness. At first, through independent samples t-test, the 

researcher investigated wheatear there is any difference between Iranian EFL listeners in metacognitive strategy use or not (planning-

evaluation, person knowledge, problem-solving, direct attention and mental translation)? Table 1 presents the descriptive statistics of the 
learners' awareness that categorized based on the experimental and control groups. 

 

Table 1: Experimental and Control Groups Descriptive Statistics for MALQ 
 

 

 
 

 

 
The findings of descriptive statistics (Table 1) revealed that there isn't significant difference between mean scores of experimental 

(M=114.71) and control (M=120.0) groups in metacognitive strategy use. The estimated p-value for MALQ (Sig.= .386) is more than the 

level of significance (p= .05). Therefore, there is no significant difference between experimental and control groups in metacognitive 
strategy use. Table 2 displays the results of the independent samples t-test for the experimental and control groups. 

 

Table 2: Independent Sample t-test for the Experimental and Control Groups (MALQ) 

 

After identifying the homogeneity of experimental and control groups in MALQ, an independent sample t-test was performed to identify 

females and males (experimental groups) metacognitive strategy use. 
Table 3: Experimental and Control Groups Descriptive Statistics for MALQ 

 

 
 

 

 
 

 

According to Table 4 the estimated p-value (p=.840) is higher than the level of significance, .05. Therefore, there is no significant difference 
between Iranian female and male learners in terms of their reported use of metacognitive strategies. Table 4 displays the results of the 

independent-samples t-test for the female and male learners. 

 
Table 4: Independent-samples t-test for MALQ 

 

 
Although the results of the independent-samples t-test showed that there was no significant difference between Iranian females and males in 

terms of their reported use of metacognitive strategies, in order to verifying the strategies that females and males were different, in detail, 

independent-samples t-test was conducted for each strategy independently. Table 5 displays the results of descriptive statistics for five 

strategies that were included in MALQ. 

 

 
 

 

 
 

 

 
 

 

Std. Error Mean Std. Deviation Mean N  

3.446 
4.947 

15.790 
22.669 

114.71 
120.00 

36 
36 

Experimental 
Control 

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

Equality of Variances 

 

 

 

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

.386 

.386 

40 

35.708 

.877- 

.877- 

.765 .104 

 

Equal variances assumed 

Equal variances not assumed 

Std. Error Mean Std. Deviation Mean N  

65.408 
54.870 

146.257 
122.693 

250.40 
232.60 

18 
18 

Experimental 
Control 

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

Variances 

 

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

.840 

.840 
8 
7.765 

.208 

.208 
.714 .144 Equal variances assumed 

Equal variances not assumed 



Copyright IJLLALW, December 2013  

 18 

 

Table 5: Descriptive Statistics for MALQ by Gender 
 

 

 
 

 

 
 

 

 
 

 

 
 

 

 
 

 

1)Planning-evaluation 2) Person knowledge 3) Problem-solving 4) Direct attention 5) Mental translation 
 

Based on the results of the independent-samples t-test (Table 4), in total, there is no significant difference between Iranian females and 

males in metacognitive strategy use. In detail, the independent-samples t-test for the each strategy (Table 6) shows that the estimated p-
values for planning and evaluation, person knowledge, problem solving, direct attention, mental translation are .923, .866, .993, .715 and 

.850, respectively, higher than the level of significance .05. Therefore, there are not significant differences between males and female in 

each metacognitive strategy. Table 6 displays the results of independent-samples t-test for five strategies that were included in MALQ. 
 

Table 6: Independent Samples t-test for Metacognitive Strategy Use 
 

Testing the Research Hypotheses 

In the first research question, the researcher intended to investigate the effect of metacognitive strategy instruction on the listening 
comprehension of Iranian EFL learners. To test this question, the researcher proposed the first null hypothesis: 

Ho.1 Metacognitive strategy instruction had no effect on listening comprehension of Iranian EFL learners. 

 
In order to investigate the difference between control and experimental groups, the gathered listening comprehension scores subjected to 

statistical analysis of independent samples t-test. The results of this analysis show that there is significant difference between performance of 

the participants in the control and experimental groups. Table 7 displays the descriptive statistic for the experimental and control groups. 
 

Table 7: Descriptive Statistics for the Experimental and Control Groups 

 

 

 

 

 

Table 8: Independent Samples t-test for the Experimental and Control Groups Post-test 

 

 

 

To test this research hypothesis, an independent samples t-test was conducted. The results of this analysis are represented in Table 8. 
According to the results of this table, there is significant difference between performances of experimental and control groups. The observed 

Std. Error Mean Std. Deviation Mean N  

9.53939 

10.22546 

21.33073 

22.86482 

53.000 

51.6000 

18 

18 

1 Male 

Female 

11.66362 

12.64674 

26.08064 

28.27897 

63.8000 

60.8000 

18 

18 

2 Male 

Female 

15.458333 

16.63911 

34.56588 

37.20618 

49.4000 

49.6000 

18 

18 

3 Male 

Female 

18.24938 
9.53730 

40.80686 
21.32604 

43.2000 
35.4000 

18 
18 

4 Male 
Female 

14.33736 

9.81020 

32.05932 

21.93627 

38.6000 

35.2000 

18 

18 

5 Male 

Female 

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

 

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

.923 

.923 

8 

7.962 

.100 

.100 

.915 .012 Equal variances assumed 

Equal variance  not assumed 

Planning 

Evaluation 

.866 

.866 

8 

7.948 

.174 

.174 

.833 .048 Equal variances  assumed 

Equal variances not assumed 

Problem 

Solving 

.993 

.933 

8 

7.957 

- .009 

-.009 

.815 .059 Equal variances assumed 

Equal variances not assumed 

Direct 

Attention 

.715 

.718 

8 

6.033 

.379 

.379 

.027 7.336 Equal variances assumed 

Equal variances not assumed 

Mental 

Translation 

.850 

.850 

8 

7.072 

.196 

.196 

.173 2.243 Equal variances assumed 

Equal variances not assumed 

Person 

Knowledge 

Std. Error Mean Std. Deviation Mean N  

.188 

.205 
1.131 
1.477 

16.08 
18.23 

36 
36 

Control 
Experimental 

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

 

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

.000 

.000 
69 
63.696 

-6.884 
-6.858 

.040 4.388 Equal variances assumed 
Equal variances not assumed 
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p-value (Sig.= .04) is less than the level of significance (.05). Therefore the research hypothesis that claimed metacognitive strategy 

instruction had no effect on listening comprehension of Iranian EFL learners was rejected. 

 

Finally to test second research hypothesis, the independent samples t-test was conducted. The results of this analysis are represented in 
Table 10.  As the results in Table 4.10 shows, there is no significant difference between females and males in the listening comprehension 

test (post-test). The observed p-value (Sig.= .640) estimated for H0.2 is more than the level of significance (.05). Therefore the research 

hypothesis that claimed metacognitive strategy instruction had no differential effect on listening comprehension of Iranian female and male 
EFL learners was supported. Table 4.10 displays the results of the independent samples t-test for the female and male experimental groups. 

 

Table 9: Group Statistics of Females and Males Post-test Scores 
 

 

 
 

 

Table 10: Independent Samples t-test for the female and Male in the Experimental Group 

 

Discussion  

With two main research questions, this study examines (a) the listeners' metacognitive awareness (b) the effect of metacognitive instruction 
and (c) the differential effect of metacognitive strategy instruction on listening comprehension of female and male EFL learners who are 

studied English at ILI in Parsabad, Iran.  

 
The Results of the MALQ and Interview 

In this study, at first, data from the Metacognitive Awareness Listening Questionnaire (MALQ) were collected from 72 Iranian EFL learners 

in experimental and control groups. Analysis of the data through independent samples t-test revealed that there was no difference between 
experimental and control groups. And then, through independent samples t-test, the difference of females (N=18) and males (N=18) 

experimental group was examined. Analysis of the data also showed that there was no significant difference between females and males in 
metacognitive strategy use. This questionnaire has 21 items which measure five metacognitive strategies, planning, problem-solving, direct 

attention, mental translation and person knowledge, (Vandergift, Goh, Mareschel & Tafaghodtari, 2006). 

 
Planning and Evaluation Strategy 

Planning describes the purposes for learning, activate different previous information, and it is a comprehensive plan to accomplish the 

listening tasks (Dutta, 1995; Sequero, 1998). Analysis of the questionnaire responses showed learners did not fully use planning and 
evaluation strategies to assist them to accomplish their listening comprehension tasks (M=52.30). According to the table 5, only 51.6 % of 

female and 53.0 % of male learners planned how they listened to oral input. The estimated p-value for the planning and evaluation strategies 

(Sig.= .915) was more than the level of significance (p= .05). Therefore there was no significant difference between female and male EFL 
learners in planning and evaluation strategies. And at the end of study, learners responses to interview questions showed that their using 

planning and evaluation strategies were improved through comment such as "it is helpful for me because I can guess what the text is going 

to talk about and it's easier for me if I know what the listening parts are going to talk" and "before I start to listen, I have a plan in my head 
for how I am going to listen". 

 

Problem Solving Strategy 
Problem solving strategies assist listeners to compensate lost comprehension and to use different listening strategies to enhance 

comprehension (Schunk, 1997). Analysis of the questionnaire responses revealed that (Table 5), prior to the treatment, the learners did not 

use more problem-solving strategies to overcome comprehension difficulties as they listened to aural input (M= 37.7). According to the 
table 4.5, only 39.2 % of female and 36.2 % of male learners could inference and monitor those inferences. Based on the independent 

samples t-test, the observed p-value for the problem solving strategies (Sig.= .833) was more than the level of significance (p= .05). 

Therefore there was no significant difference between female and male EFL learners in terms of using problem solving strategies.  
 

And at the end of study, learners' responses to interview questions revealed that learners using problem solving strategies were improved 

through comment such as "I use the words I understand to guess the meaning of the words I don't understand" and " I compare what I 
understand with what I know about the topic". 

 

Direct Attention Strategy 

Directed attention refers to how listeners concentrate, stay on task, and focus on their listening efforts (Vandergift, 2004). The collected data 

from the questionnaire showed (Table 5) that learners did not use more directed attention strategies in overcoming comprehension 

difficulties as they listened to listening comprehension (M= 49.50). According to the table 4.5, only 49.6 % of female and 49.4 % of male 
learners could inference on what is not understood and monitor those inferences. Males and females focus harder on the text when they have 

trouble understanding and try to get back on track when they lose concentration, respectively (M=49.40; M=49.60). Based on the 

independent samples t-test, the estimated p-value for the direct attention strategies (Sig.= .815) was more than the level of significance (p= 
.05). Therefore there was no difference between female and male EFL learners in terms of using direct attention strategies. 

 

And learners' responses to interview questions showed that learners using direct attention strategies were improved through comment such 
as "I try to get back on track when I lose concentration" and "I focus harder on the text when I have trouble understanding". 

 

Mental Translation Strategy 

Std. Error Mean Std. Deviation Mean N  

.294 

.337 

1.247 

1.391 

17.56 

18.94 

18 

18 

Female 

Male 

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

 

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

.004 

.004 
33 
32.105 

-3.107 
-3.097 

.640 .223 Equal variances assumed 
Equal variances not assumed 
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The collected data from statements 4, 11 and 18 revealed that most learners translated key words, translated word by word to comprehend 

the content and they like to translate words or sentences into Farsi in order to understand (M=39.3). The data showed (Table 5) that the use 

of mental translation (is defined as taking a bottom-up processing to listening comprehension) of female (M=35.40) is less than male 

learners (M=43.20). Based on the independent samples t-test, the estimated p-value for the mental translation strategies (Sig.= .027) was less 

than the level of significance (p= .05). Therefore there was difference between female and male EFL learners in terms of using mental 
translation strategies.  

Learners' responses to interview questions revealed that females and males using of these strategies were decreased through comment such 

as "after MSI, I use less word by word translation as I listen". 
Person Knowledge Strategy 

According to Vandergrift and Tafaghodtari's (2010) definition, person knowledge refers to learners belief about how they learn best, the 

difficulty presented by L2 listening, and their self-efficacy in L2 listening. The data revealed that learners found listening in English more 
difficult than reading, speaking, or writing and it was challenging for them (M=36.90). All the learners feel nervous when they listen to 

English (female= 35.2; male=38.6). Based on the independent samples t-test, the observed p-value for the person knowledge strategies 

(Sig.= .173) was less than the level of significance (p= .05). Therefore there was difference between female and male EFL learners in terms 
of using person knowledge strategies. The gathered data from interview questions revealed that some individuals' self-efficacy beliefs were 

improved, through comments such as "prediction and activating related schemata can increase confidence," and "if I used these strategies all 

the time I think my listening skill will be the easiest for me." 
 

In brief, the above findings revealed that there were differences between females and males in person knowledge, and mental translation but 

females and males approximately are the same in terms of planning-evaluation, directed attention and problem solving strategies. But the 
observed p-value for overall use of metacognitive strategies (Sig.= .714) was more than the level of significance (p= .05). Therefore, there 

was no difference between Iranian females and males in terms of their reported use of metacognitive strategies. 

 
First and Second Research Hypotheses 

The data from the listening comprehension test were collected from 72 females and males in four experimental and control groups.  The  

groups  were  homogenous  in  terms  of  their  listening  skill  at  the beginning  of  the  instruction. Then, the instructor presented 
metacognitive strategy instruction to the experimental groups based on Chamot and O'Malley's model (1994), the control groups didn't 

receive any metacognitive based instruction. In order to compare the experimental and control groups' listening performance at the end of 
the 8-sessions instruction, both the experimental and control groups were administered a post-test (listening comprehension test) at the end 

of the study. The independent samples t-test analysis of the post-test showed that the mean scores of the experimental groups (M= 18.23) 

were significantly different from the control groups (M= 16.08) (see Table 4.13).  
 

To answer first research question, based on the results of the independent samples t-test, the observed p-value (p= .40) was less than the 

level of significance (.05). Therefore the research hypothesis that claimed instruction of metacognitive strategies had no effect on listening 
comprehension of Iranian EFL learners was rejected. This result is in accordance with the previous studies (Baleghizadeh & Rahimi, 2011; 

Bozorgian, 2012; Lin, 2011; Selamat & Sidhu, 2011; Yang, 2009). And finally in order to answer second research question, based on the 

results of the independent samples t-test, the observed p-value for RQ.2 (p= .640) was more than the level of significance (p= .05). The 
collected data showed that there was no significant difference between the mean scores of the female experimental group (M= 18.94) and 

male experimental group (M = 17.56). In brief, these results supported the second research hypothesis (instruction of metacognitive 

strategies has no differential effect on listening comprehension of Iranian female and male EFL learners). 

 

 

CONCLUSION  
According to many researchers (e.g., Jinhong, 2011; O'Malley, Chamot & Küpper, 1989; Rost, 2002; Thompson, 2003; Vandergrift, 1999) 

listening comprehension is an active and conscious process in which the listeners actively receive and process the aural input, compound the 

information and then interpret it. Previous studies indicated the important role of metacognition on improving listening comprehension (e.g., 
Akbari, 2003; Cross, 2009; Jinhong, 2011; Lin, 2011; Pishghadam, 2009; Salarifar & Pakdaman, 2010; Salehi & Farzad, 2003; Yang, 2009; 

Zarei & Sarmadi, 2004).  

 
Based on the findings of this study, both the experimental and control groups developed their listening comprehension. However, the 

development of the experimental group was significantly more than the development of the control groups. The fact that the control groups 

development may be attributed to ILI programs. On the other hand, the significantly higher development of the experimental groups can be 
attributed to the 6-sessions metacognitive strategy instruction. At the end of instructional period, the female and male experimental groups' 

development was approximately the same. 

 
In the beginning of this study, data analysis showed that learners in experimental and control groups had same metacognitive strategy 

awareness. And independent samples t-test also revealed that there was no difference, in overall, between females and males. Moreover, in a 

sporadic investigation, the data analysis revealed that female and male listeners used different metacognitive strategies. The metacognitive 
strategies that were explored in this study include planning, monitoring, problem-solving, and evaluating. The data showed that there were 

differences between female and male learners in person knowledge, and mental translation strategies but they approximately were the same 

in terms of planning-evaluation, directed attention and problem solving strategies.  

 

Pedagogical Implications 

The findings of the present study will give teachers some guidelines as to improve EFL learners' listening comprehension. Since language 
learning is a slow and long-term process, it is suggested that explicit strategy training needs to be integrated in to listening instruction 

curriculum in language institutes. Another implication of this study goes to teacher-training programs. The aim of such programs should be 

familiarizing teachers with beneficial effects of explicit strategies instruction on learners' progress. The administrators, curriculum designers, 
material developers, and teachers, can use the findings of the present study to shape/design curricula, create syllabi, develop materials, and 

conduct classes accordingly. 

 

Suggestions for Further Studies 

For future studies, the period of instruction and sample size can be extended in order to reach more generalizable findings. This study 

investigated all metacognitive strategies, planning, monitoring, problem-solving and evaluating, but for future research, the segments of 
metacognitive strategies can be investigated. The metacognitive strategy instruction in a repeated manner through Chamot and OôMallyôs 

model (1994) can be applied to studies focused on other skills. In upcoming studies, researchers can examine the effect of teaching other 
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learning strategies, cognitive and socioaffective, through Chamot and O'Malleyôs model. The questionnaire was used for this study is 

MALQ which includes (planning, problem-solving, direct attention, mental translation and person knowledge). For further study, the 

questionnaire could be modified to include new findings of specific behaviors of listening comprehension in order to have a more complete 

list of listening strategies.  
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APPENDIX A  

Interview 
Based on the research questions and objectives, the following questions led in the interview. 

1. What was the effect of the MSI in your listening comprehension? 
2. Do you consider that the use of metacognitive strategies helped you to improve your listening comprehension? Why?  

3. Did the way in which your listened change into a disciplined and conscious process? Why? 

4. With the use of the metacognitive strategies were you able to plan, monitor, solve problems, and evaluate your own progress? 
5. Which of the strategies do you consider most useful for you? Why? 

6. How did you feel during the whole process? 

http://www.sid.ir/
http://www.gse.buffalo.edu/fas/shuell/cep.546/Metacog.htm
http://www.sid.ir/
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ABSTRACT 

One of the approaches to language acquisition and language use is the variationist approach pioneered by William Labov in the 1960ôs. 

Contrary to many theories in linguistics which seek for categorical rules to explain the underlying principles in language, the variationist 
approach claims that language varies systematically in accordance with social characteristics of the speakers. The very basic question which 

arises here is that if language use varies from a situation to another, how can it be described, and more importantly explained as a systematic 

apparatus. Labovôs theory of linguistic variation seem to be central to the issue since it starts with real phonological sample analysis and 
takes into consideration the sociolinguistic factors behind such variation. However, when it is compared with more systematic schools in 

linguistics and language acquisition research, one finds out that although both Labovian and categorical approaches to language studies 

seem to be right in their system of enquiry, there is a sharp gap between the two models in providing a cogent explanation of the 
mechanisms and processes involved in language production, use and also acquisition. The present paper tries to deal with these gaps and 

suggest a solution for dealing with such mismatches in theory of language variation as a central issue in language studies including language 

acquisition. 
 

 

KEYWORDS: Variation; Variationist rules; Categorical rules; Optimality theory 

 

 

INTRODUCTION  

Variation in language is among the very basic obvious features of this highly complex phenomenon in human societies. Language is 

schematic for its instances, and speaking a language implies speaking a given variety of that language. Among the very first scientists who 
commented on language variation is the splendid biologist Charles Darwin (1859) who pointed out that the messiness of linguistic variation 

is in some ways comparable to the messiness of variation among species of horses, and that there is an important relationship 

betweenvariation and evolution in both languages and living things. Darwin also observed variability in language use noting that ñwe see 
variability in every tongue, and new words are continually cropping upò (quoted in Labov, 2001, p. 8). In expounding language variation 

based on a biological theory of evolution, Darvin argued that language change results from a kind of natural selection similar to that of races 

for species. 
 

However, since language is a social contract flowing and integrating within human societies, it is more common and even sounder and wiser 

to provide a social account of a natural fact like variation in language. Accents, for instance, are socially diagnostic, and in many disciplines 
including sociolinguistics, it has been assumed that speech forms can trigger social meaning. Other disciplines, in turn, have consistently 

denied that the lectal variety-society link should have any kind of bearing on the systematic configuration of linguistic codes (Coupland, 

2007).  
 

In theoretical linguistics, there has been a widespread tendency to equate standard variety to the acceptable language. A very clear example 

is Chomskyan linguistics which has always been seeking for a homogeneous speech community systematically eradicating social variation. 
Such a model and understanding of language is even known as homogeneous competence. However, according to Coupland (2007), the 

impression that we are working at the level of ñlangueò when standard varieties form the basis of our analysis, but at the level of parole 

when the object of study is a nonstandard variety, is obviously misleading, if both of them are considered varieties of the same language. An 
aspect of linguistic variation is that within a speech community, speakers who belong to different age groups, social classes, ethnic groups, 

and genders show systematic differences in the way they talk. 

 
According to Adamson (2009), by proposing an alternative model for language description, Halliday (1978) tried to solve the problem of 

mismatch between linguistic competence and variational fluctuations in language through dividing language into ñlanguage as systemò 

(language as a system analyzable in terms of levels of linguistic structure) and ñlanguage as institutionò (languageas constituted by 
independently formed varieties). According to Halliday, stylistic variation and registers belong to ñlanguage as systemò and regional and 

social varieties (regiolects, sociolects, accents) to ñlanguage as institutionò.  

 
Although Hallidayôs division conveniently includes styles and registers within the study of language as system, it excludes dialectal 
variation. In fact, both models ultimately turn out to be reductionist, as none of them focuses on language as it is globally and actually used 

in real situations by multilectal speakers. 

 
Later research on linguistic variation revealed the fact that the frequency at which a speaker uses variable forms depends not only on the 

speakerôs demographic characteristics, but also on the linguistic environment in which the form occurs. For example, according to Labov 

(1969), all speakers sometimes delete final /t,d/ when the following word starts with a consonant. Final /t,d/ deletion is also less likely in 
native speaker speech ifthe final /t,d/ does not serve as a past tense morpheme. 

 

All these issues necessitate the emergence of a new trend in sociolinguistics known as Variationist approach which began during the 1960s, 
when Labov and Weinreich, developed a theory of language change which mostly adopted an ethnographic dialectological, probabilistic 

approach to the study of linguistic variation (Weinreich et al., 1968). As was mentioned above, Labov began his work at a time when the 

ruling linguistic paradigm was Chomskyôs (1965) Standard Theory, and Labov considered his own work to be an extension and refinement 
of that theory. However, as shall be mentioned in the present paper later, that attempt was later argued by some linguists to be a category 

error since generative grammar is not concerned with the probabilities at which linguistic forms are used, but only with whether the forms 

are grammatical and part of a native speakerôs linguistic competence. So, acceptability judgment was considered the norm for any 
recognition of language rules in generative thought.  

 

Another introductory recognition which needs to be stated at this point of our analysis is that prior to Labovôs research paradigm, two 
approaches in variationist tradition could be recognized: the system-oriented approach which started by linguistic form and their 
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distribution, and the behavior-oriented approach which started by examining speakerôs behavior. Labov adopted a system-oriented approach 

which shows a marked departure from psychological approach to the study of language both by behaviorists and cognitivists in the two 

structural and transformational traditions in language studies. In fact, Labovôs contribution was a practical step into inserting data-driven 

social and ethnographic approach into linguistics. According to Labov (1969), Morphosyntactic variation is not confined to competition 
between dialect and standard forms. Variation occurs in all spoken varieties, even in those which canbe considered to be fairly standard. 

 

Labovôs endeavors to systematize the methodology of analyzing language variation and change later developed the field from an approach 
into a method known as ñvariation theoryò. In this theory, variation is an inherent part of language which can be observed and studied both 

synchronically and diachronically, in that it shows variation and change in its historical development and also denotes that language varies 

across different dialects within linguistic communities and socio-geographical distribution. Such variations which can even be traced in 
everyday vernacular of a language are at the same time rule-governed as is true for all natural languages. In other words, it is established in 

sociolinguistic research that language variation is not a haphazard phenomenon, but happens rather systematically (Togliamonte, 2012). 

 
A starting point for variationist linguistics was the research with semantic equivalence as differences in pronunciation corresponded with the 

same meaning (Labov, 1969). However in his later studies in the field, Labov (2001) contained relevant discussion of some possible 

sociolinguistic principles which relate language change to social perceptionsof language. In other words, Labovôs approach moves gradually 
from a purely linguistic study on variation into a more sociolinguistic account of variation seeking to find a socio-ethnic explanation on 

linguistic variation. According to Togliamonte (2012), one example of such a principle of social perception is Labovôs Golden Age Principle 

which states that at some time in the past, language was in a state of perfection (Labov, 2001). This principle is intended to explain, among 
other things, why older generations do not typically adopt speech norms of younger generations. Although such a sociolinguistic attitude 

apparently seems not to belong to anything like a universal grammar, it has clear implications for both synchrony and diachrony and would, 

therefore, appear to be an externally oriented account of a cross-linguistic grammatical generalization. 
 

The relationship between meaning and form based on variationist sociolinguistics is defined by attributing meanings to varieties based on 

patterns of variation itself. Labov (1972) introduces the concept of salience noting that if a speech feature is used more frequently by one 
group rather than another group, or in one speaking situation than another, it is common practice to claim that the feature has group-salient 

or situation-salient meaning. Labov further formalizes this pattern of interpretation in his use of the terms marker, indicator and stereotype 

(Labov, 1972). By definition, markers are sociolinguistic variables that show variationin both social and stylistic dimensions. Indicators 
show stable, social variation. They distinguish social classes but show no variation across speaking situations. Stereotypes are variables that 

are highly salient to speakers and are subject to overt comment and control. The concept of marking is addressed to specify the social and 

stylistic circumstances of variational distribution. 
 

 

VARIATIONIST METHODOLOGY  

A preliminary consideration with regard to variationist approach to sociolinguistics is that variation analysis requires a large number of 

tokens of the variable being studied for providing sufficient data for further analysis.  The task of identifying and analyzing variable forms is 

greatly aided by full transcription of the interview data. Except for the case of the study on phonological variations which requires a more 
detailed and meticulous recording of data, a fine balance between level of detail and accessibility is the norm in variationist data collection 

(Llamas, 2007). As far as syntactic variations are concerned, all pertinent grammatical variations should be preserved, whether they conform 

to standard rules or not. Frequency of occurrence is the criterion for determining the status of a form. However, morphosyntactic variables 
tend to be much less recurrent than phonetic variables, which canbe a problem for quantitative analysis (Labov, 1966). 

 

An example of Labovian sociolinguistic analysis is that Labov (1966) found the frequency at which a variable feature is used depends on the 
circumstances of speaking. /r/ deletion in New York City is a clear example of the case where New Yorkers can delete it after a vowel. 

Labov found that this deletion correlated not only with the linguistic environment and the speakerôs social class but also with the speaking 

task. According to Labov, speakers tended to delete /r/ more often when they are telling stories than when they were providing demographic 
information. Labov suggested that the speakers tended to delete /r/ more in the casual style because they paid less attention to how they 

sounded, concentrating instead on telling the story. However, in formal style the speakers monitored their speech, trying to avoid 

stigmatized forms like deleted /r/.  
 

To understand how Labov analyzed sociolinguistic variation as for the case above, we should note that a primary stage in the initial phase of 
variable selection is functional equivalence (Lavandera, 1978), where the differing variantsare recognized as alternative ways of saying the 

same thing. The next step is circumscription of the variable context or the envelope of variation whichis a major partof the analysis. Then in 

the analysis, we have extraction of allcontexts where a variant can potentially appear in line with the óPrinciple of Accountabilityô (Labov, 
1972). In other words, where a particular variant does not appear is just as important as where it does. 

 

According to Llamas (2007), the first stage in the phase of statistical analysis is to count the number of tokens overally, and the proportion 
of different variants within different instances of use. At this point, decisions and judgments are made on how many occurrences of the use 

of the variable under study are in the data and also on the different numbers of variants that make up these occurrences. These initial figures 

are known as the ñoverall distributionsò and are normally the first set of results reported.  While overall distributions of forms indicate how 
common particular variants are, they shed little light on the processes underlying the choice of mechanism. To validate data collection, it is 

also necessary to examine closely the forms that a linguistic variable takes, and note what features of the context co-occur with these forms 

(Bayley, 2002). These include both surrounding linguistic environment as well as social features. Using the multivariate analysis, which can 
deal with these competing influences, it permits us to model the combined contribution of all the contextual factors simultaneously. 

According to Llamas (2007), the outcome of such analysis is: (1) which factor groups have a statistically significant effect on the choice of 

the particular variant (factor groups which are not significant are often shown in brackets), (2) which factor group has the strongest effect 
(shown by the largest range) and (3) which factors within the different factor groups favor. 

 

Related to Labovian approach to the study of language variation is work on the relationship between culture and linguistic patterns (Evans, 
2003). Much of the work in this area tries to show that the presence of a particular cultural trait in a community may explain the presence of 

some fairly specific grammatical patterns in that communityôs language. However, some apparent grammatical universals may actually be 

the result of cultural universals. 
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In spite of all relevant works and studies on the issue of variation ranging from formalistic approaches to cultural accounts of the issue, 

Labovôs approach is still the most quoted and at the same time, the most cogent study done on the issue which has contributed a lot not only 

to the field of variation studies in particular, but also to the expansion of sociolinguistics as an independently developed branch of inter-

disciplinary studies in general, with some by-product approaches, techniques and theories, ranging from linguistic ethnography to optimality 

theory. However, researchers who wished to write a grammar that described probabilistic patterns in speech production, such as those found 
by Labov, faced a basic problem. How could frequency information be included in a Standard Theory grammar? The solution that Labov 

and his colleagues proposed was to modify the transformational rules of the Standard Theory so that they specified the linguistic factors that 

affected rule application. At first, this change appeared to be minor. Generative grammar already contained optional rules, like the rule for 
particle movement mentioned previously, which generated alternative forms. Labovôs (1969) answer was to propose the ñvariable ruleò, 

which specifies the environmental features (constraints) that favor rule application. 

 
According to Labov (1969), there are two central facts with regard to variation in language. On one hand, since it is a rule governed 

phenomenon, it is even prone to quantificational analysis as is the case with Labovôs own research findings. On the other hand, a key factor 

in variation is the context in which this phenomenon occurs which can be dealt with at two levels. One is at the level of description which is 
a function of relatively more stable features of language like language universals. However, when it comes to the stage of interpretation, the 

outcome would vary in accordance with which context a special variation happens. 

 

VARIATIONIST POSITION AND THE REALM OF PSYCHOLOGY  

From a psychological point of view, what in everyday terminology is referred to as language, accent, dialect, style and social group 

constitute concepts; categorizations and schemas on different levels of abstractions that relate to one another in the sense that they form part 
of a larger frame (Kristiansen, 2008).Not only the speech style, but also the non-linguistic social meaning seems to form part of such frames. 

Accordingly, when human beings categorize other humans into a series of social categories and subcategories, simplified images 

representing what such groups are like develop as social stereotypes. However, the role of cognitive sciences in interpreting the linguistic 
processes, mechanisms and mental representations and also in providing an understanding of language variation is assigned to pure linguists 

who have their own understanding of variation phenomenon. In order to understand the position of variationist theory in linguistics, it is 

essential to make a distinction between E-language (Externalized language) and I-language (Internalized language) linguistics. According to 
Chomsky (1986), E-language linguistics focuses on sentences understood independently of the properties of the mind. However, I-language 

linguistics is concerned with the speakersô knowledge of the language and the origin of such knowledge in human mind. Therefore, it can be 
inferred that E-language approach treats language as a social phenomenon. Considering this distinction, variation is linguistics can be 

recognized as an E-language approach to the study of language while optimality perspective, though not apparently a mentalist approach to 

the study of language, is more prone to be categorized in the I-language linguistic studies. Some scholars believe that optimality theory was 
a revisionary concept to reconsider variation which is a probabilistic program dealing with widespread structured variation and specifically 

aims to know how mental program (I-language) is organized, so that variations arise (Adger & Smith, 2005). 

 
Elsewhere, Milroy and Gordon(2003)provide a relatively inclusive picture of the basic reasons why variationists and generativists cannot 

reconcile, namely that: 

 
A) generativists have moved towards more and more abstraction (universalities), 

 B) distinction between competence and performance is very basic in generative theories, 

 C) generativists treat language as asocial, 
 D) for variationist sociolinguists, language flows in social context and is subject to variation and change interpersonally and intrapersonally, 

and speech participants are considered social actors. 

 

 

PROBLEMS WITH LABOVIAN APPROACH  

Labovôs adoption of descriptive structural method focused on contrasts in comparing instances of variation. However, there was the problem 
of mismatches between judgment and independent observations. Moreover, in many cases grammatical rejections emanated from pragmatic 

considerations. Also, as Labov was under the influence of methods in traditional dialectology which focused on geographical accounts of 

linguistic differences, there was lack of attention to the social group where the informant came from and the way he might have been 
influenced by special exposures to language. In addition, for many cases, there was lack of representativeness which was a negative point 

for the validity of the whole. 

Labov (1972) mentioned linguistic variation as "orderly heterogeneity" denoting that  alternating variants occur in regular patterns, not in  a 
random distribution. These patterns exhibit two facts, the social regularities and the linguistic regularities. As far as social regularities is 

concerned, higher status speakers use more of the socially valued variants.  For the fact of linguistic regularities, certain linguistic contexts 

favor the occurrence of particular variants such as phonological reduction process. 
 

However, the concept of variable rules proposed by Labov was debated from the very outset. By some scholars (e.g. Bickerton, 1971) on the 

ground that they considered variable rules as being unnecessary since mental grammars with different rules or different constraints on the 
same rules could produce the same results. Others argued that variable rules would require a ñvariable rule speech communityò where the 

same variable rules would be in the minds of each speaker (Fasold, 1990). The casting of an aggregated set of ñvariable rulesò for the speech 

community would appear to be unavoidable as they allow no individual grammars which are not informed from the community grammar 
(Sankoff, 1980). 

 

 

CRITICISM FROM CRITICAL APPROACHES TO VARIATIONISM  

The scope of variation today is not limited to formal aspect of language and can even extend to the scope of discourse. Coupland (2007) 

alludes to a number of serious criticisms to variationist sociolinguistics and especially the pure variation-oriented approach from the 
discourse and critical perspective. Among these  critical standpoints, Sankoffôs (1988) position is historically the first documented argument 

from a critical doctrine casted on variationism, stating that language variables are alternative options within the same grammar system which 

have the same referential value meaning in running discourse. Therefore, nuances of variations in a language form which may even lead to 
nuances of meaning would lead researchers to categorize a special variation as belonging to the same structure. In other words, little 

variation in meaning resulting from variation in form does not prevent linguists from recognizing the variation as being categorized under 

the same structure.  
 



I nternational Journal of Language Learning and Appl ied Linguistics World  
(IJLLALW)  

Volume 4 (4), December 2013  
ISSN (online): 2289 -2737 & ISSN (print): 2289 -3245                                                       www.ijllalw.org    

    

 

25 

However, from the 1990s onwards, the critical approach to variationism receives more official disciplinary treatment by the emergence of 

critical discourse analysis and critical applied linguistics requesting for more ideologically-grounded approaches to the study of linguistic 

variation. For instance, Trudgill (1974) proposes that it is not so much linguistic, but political and cultural factors which determine whether 

a variety should be categorized as part of this or that language. He applies the notions heteronomous and autonomous in order to describe 
the relative dependency of non-standard varieties on a given standard variety. Thesum of an autonomous variety (the standardized one) and 

a series of heteronomous varietes (non-standard varieties dependent on the standard) together constitute a language. As Trudgill argues, the 

nonstandard dialects of Germany, Austria and German-speaking Switzerland are heteronomous with respect to standard German because 
speakers of these dialects look to German as their standard language; they read, write and listen to German in their everyday use of 

language. Speakers of dialects on the Dutch side of the border, in the same way, will read and write in Dutch, and standardizing changes in 

their dialects will take place in the direction of standard Dutch, not standard German. 
Elsewhere, by addressing the conventional sociolinguistic concepts such as ñspeech repertoireò, Ronald Wardhaugh (2002) stated that we 

can talk about a speech repertoirewhen an individual controls a number of varieties of a language or of two or more varieties. So the 

conceptof speech repertoire confirms Labovôs principle that óthere areno single-style speakersô (Labov, 1972) and throws the definition of an 
idiolect (a single personôs distinctive way of speaking) into confusion. 

 

Pierre Bourdieuôs sociological research on linguistics has also been influential in his critical account on sociolinguistic variation. According 
to Bourdieu (1984) the symbolic and cultural value of language varieties are the significant aspects of the social use of language. For 

instance, prestigious varieties of English have cultural capital which often translates into real, material advantages for speakers. Bourdieu 

also tries to theorize style directly noting that any form of cultural practice is a system of social distinctiveness that is ideologically 
structured through socialization (Bourdieu,1991). Although Bourdieu criticizes the purely form-based variationis linguistics, he stresses 

acknowledges variationistsô traditional claim thatlanguage variation is socially structured in communities.  

 
Also, in spite of the fact that Bourdieu regularly cites Labov, Labovian theory and agenda is hardly politically-laden. However, it has 

become increasingly obvious that the sociolinguistic structures that matter for speakers in their social lives are not simply the describable 

statistical patterns of speech co-varying with class and situation. They are the ideological structures that imbue language variation with 
social meaning, and often with social disadvantage. 

 

Elsewhere, Lesley Milroy defines language ideologies as óthoroughly naturalized sets of beliefs about language intersubjectively held by 
members of speech communitiesô (Milroy2004).  

 

In another strand of critical analysis of language use, Norman Fairclough (1995) challenges the idea of contextual óappropriatenessô in 
language use. He argues that the orderliness of language variation perhaps carries the implication that speakers know which ways of 

speaking are óappropriateô to which social contexts, such as how to speak in formal settings. According to him, appropriateness models in 

sociolinguistics should therefore be seen as ideologies projecting imaginary representations of sociolinguistic reality which correspond to 
the perspective and partisan interests of one section of society. 

 

Elsewhere, David Lee (1992) asks whether the differences between linguistic dialect varieties ï specifically between standard and non-
standard varieties ïare simply a matter of superficial formal contrasts, or whether there are more important differences having to do with the 

kinds of meanings expressible in different varietiesô. 

 
These political points make it necessary to revisit a taken-for-granted assumption in variationist sociolinguistics ï the idea that 

sociolinguistic variants are semantically equivalent, or different ways of saying the same thing. Another criticism is based on that ground 

that variations viewpoint does not match social actorsô own perceptions of meaningful speech differences. But even if we set that issue 
aside, there are still reasons to doubt the validity of the device of inferring social meaning from speech-form distribution. 

 

OPTIMALITY THEORY  
Criticisms against variationist position in linguistics and its shortcomings to deal with a number of significant facts in language motivated 

the emergence of a new trend in the study of language variation known as Optimality Theory. To provide a background to the necessity for 

this theory, it should be noted that variationist position was attacked from the camp of pure linguistics from two fronts. On one hand, Kay 
(1975) objected to the uniform constraints assumption, noting that numerous studies had, in fact, found that the linguistic constraints on a 

variable rule were not similarly ordered for all of the demographic groups within a speech community, so a single variable rule could not 
describe the speech community as a whole. Romaine (1982) raised a similar objection to the uniform constraints assumption. She pointed 

out that within larger speech communities, there exist separate social networks whose speech patterns may differ. 

 
On the other hand, Milroy (2004) stated that speech in British cities is more varied than speech in American cities. He characterized the 

regular variation observed by American sociolinguists as the ñtip of the icebergò and said that British sociolinguists, looking beneath the 

waterline in cities like Glasgow, Edinburgh, and Belfast, have observed a lot more irregularity. A different kind of objection to variable rules 
was raised by Derek Bickerton (1971), the eminent creolist. He claimed that linguistic variations were unlearnable: If we accept the 

variable-rule principle, we must also accept that the mind possesses not only the apparatus necessary for framing two quite different types of 

rules (standard grammatical rules and variablerules), but also some kind of recognition device to tell the speaker whether to interpret a 
particular set of data as rule-plus-exceptions or as area-of-variability. 

 

Elsewhere in the applied linguistics enquiry, Gregg, a second language acquisition (SLA) scholar from the generative camp, and Rod Ellis 
(1990) and Elaine Tarone (1990), SLA scholars from the variationist camp pronounced criticism against Labov. Gregg reiterates that 

variation theory does not include a theory of acquisition; that is, that variation theory has no explanation for how speakers can learn the 

probabilities embedded in variable rules. 
 

Yet, another strand of criticism from the pure linguistic point of view was exerted to Labovôs variationist linguistics on the ground that, 

contrary to what is claimed by Labov and his disciples,  the model lacks to account for the generative aspect of linguistic systems. Kay and 
McDaniel (1979) & Gregg (1990) stated that generative grammar had two major goals: (1) to construct an algorithm for generating all and 

only the grammatical sentences of a language, and (2) to discover principles of Universal Grammar that explained how speakers can learn 

the grammar described by (1). Generative linguists believed that both of these goals could be accomplished by a competence grammar, and a  
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competence grammar did not address questions of how often or under what linguistic and social circumstances a particular rule would be 

used, as we have seen. Generative research involved the study of types of structures (what are the possibilities for pronouncing the ïing 
morpheme?). Variation research involved the tabulation of tokens of a structure. This question was considered to be a matter of 

performance. Labov was committing a category error by introducing probabilistic description 

into a generative grammar. What caused the most controversy between variationist theory and generative linguistics was that probabilistic 
grammars had a different logical status from categorical grammars, and variable rules were rules of production. 

 

Optimality theory and variationist position in linguistics, though highly related to each other in the main objective they follow which is to 
deal with language variation, can be considered two poles with respect to their approach in studying linguistic variation as a natural 

phenomenon in language. We should not forget that for variationists, competing outputs and constraint ranking show great promise for 

handling not only cross-linguistic variation, but also language-internal variation. As one of the goals of sociolinguistics is to understand the 
correlation between social factors and linguistic variation and ordering of linguistic constraints with respect to variability of rules, linguists 

and sociolinguists who were aware of the reality of linguistic variability and mostly belonged to the non-categorical camp of linguistic 

studies began to devise a system of language description which provided systematic description of linguistic variations which could also be 
compatible with universal rules of language. This was an effort to put variability into a systematic frame so that the field of sociolinguistics 

was not blamed anymore for lack of systematicity and haphazardness. By definition, optimality theory is a framework that evaluates the 

interaction between violable constraints in a language (Blutner & Zeevat, 2004). Initially developed by Prince and Smolensky (1993) as a 
new phonological framework, Optimality Theory is a framework for the development of grammars that generate variable outputs. This 

theory was extended beyond the realm of phonology to areas of morphology, syntax and even pragmatics. As opposed to variationist 

linguistics, optimality theory aims at exploring relatively stable characteristics of variation common to all of world languages. The aim for 
doing so is to minimize the level of variation which is usually observed between competence and performance (Blutner & Zeevat, 2004).  

 

Optimality theory is viewed as particularly well-suited for developing linguistic analyses that account for both categorical and variable 
outputs. It seeks for establishment in the rules and patterns operating within languages with the assumption that the more we study the 

established characteristics of a language, the more we can get close to the neuro-psychological basis of the languages in general. Therefore, 

one may conclude that optimality theory is a way of interpreting constraints even through adopting a typological approach (Blutner&Zeevat, 
2004). In generative approaches to linguistics, constraints are interpreted in a binary all-or-nothing fashion. However, according to Prince 

and Smolensky (1993), in optimality theory, constraints are ranked with respect to each other, such that lower-ranking constraints may be 
violated in order for higher-ranking ones to be respected. In fact, it is a core concept in optimality theory that it rejects the inviolability of 

constraints which is a characteristic of Universal Grammar and to consider a set of violable constraints. It is at this point that optimality 

theory, though being considered a sister theory to Universal Grammar and Linguistic typological approaches, departs from those 
perspectives to provide a new system of explanation which presents new possibilities on marrying variationist and categorical features of 

language.    

 
A more clear account of optimality theory and its comparison with Universal Grammar is given by Tesar and Smolensky (2000), where they 

reiterate that Universal Grammar is assumed to be determined by a generative part Gen and a system of violable constraints Con 

(UG_Gen_Con). The language-specific part of Grammar relates to a particular ranking of the constraints in Con which is the only learnable 
part of the grammar. The implication for learning the language is that inferring the ranking of the constraints in Con is what should be 

mostly mastered by a language learner.  

 
Elsewhere, Giregory R.Guy (2007) addresses optimality theory as a constraint-based approach in which general universal principles are 

summarized in a ranked list of constraints each of which will prevail unless in a given case, it would cause a variation of a higher-ranked 

constraint. According to optimality theory, the alternatives of a single grammar form are evaluated based upon the type and the severity of 
constraint violation which that special form incurs. It is at this point that the possibility of a dialogue between optimality theory and 

variationist linguistics can be reviewed. The extreme version of optimality theory asserts that there is only one optimal candidate for any set 

of circumstance-conditioned options, with a special form resulting from the optimal choice of language according to the hierarchy of 
constraints. This reading of optimally theory is highly categorical and reflects a typological view of language and grammar. As a matter of 

fact, such an understanding of optimally theory cannot explain the real sociolinguistic variations that happen in everyday language use. 

Although there are categorical rules and constrains in the formal grammar of any languages, this does not mean that the sentences and words 
both in their sequence of occurrence and in their phonological manifestation do not deviate from their defined categories and constraint-

ranking when they occur in the social context by the language users. The crucial fact about sociolinguistic phenomena is that in contrast to 

pure language phenomena which are mostly conceptually-driven and fledge out of a general model of language, the sociolinguistic 
phenomena are highly data-driven, realistic and subject to variation as a function of social variation. Human-being is not a machine to be 

planned by language rules and to be expected to copy sentences limited to the same rules and disciplined by the categorical constraints 

defined for these rules. Although the same degree of computational planning is now believed to be at work with language acquisition, the 
system will certainly be subject to live variations in different social contexts and for different sociolinguistic groups in human communities.  

 

However, the more moderate version of optimally theory can be more compatible with variationist theory. One option for doing so is the 
proposition of variable or partial constraint ranking by Anttila and Fong (2000) and also Boersma and Hayes (2001).Their model is a 

competition model which relies on the different selections made by different rankings to predict the frequencies of occurrence of competing 

forms. According to this approach, the actual frequency of occurrence of phonological variables in differing contexts is the criteria for 
constraints to be considered valid and at priority in a language. Such an understanding of the concept of constraints and language optimality 

brings factors such as frequency of occurrence and actual situation into account. In fact, this understanding of optimally theory is compatible 

with the natural use of language in its sociolinguistic context.  
 

As the most valid device to understand and formulize variability is to observe the types of variation, their frequency of occurrence and the 

language context in which they occur. itis exactly at this point that optimality theory and variationist linguistics meet each other since their 
philosophy of enquiry reaches the maximum shared ground. However, what yet remains for more scrutiny is to find formulations for 

variation in language. In fact, one problem with variationist linguistics is that many discussions in the field remain at the level of simple 

description of the variationist phenomena without any contribution to general formulations. At this point, a moderate and well-adapted 
version of optimality theory can come into play to more soundly institutionalize variations as a sociolinguistic phenomenon. In other words, 

the field of sociolinguistics can utilize theorizations of optimality theory to provide well-established universal generalizations which are 

necessary for every field of enquiry. 
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Using the descriptive mechanism of optimality theory, sociolinguists can raise the validity of the conclusions they make about a construct as 

versatile and as complex as sociolinguistic variation of constrainedïbased approaches: general, universal principles accounts for 

phonological generalizations. In Optimality theory (originally deterministic and categorical), these principles are summarized in a list of 

constraints. The point of focus in optimality theory can be recognized as how linguistic variation is minutely conditioned by linguistic 
structure and how it is, in many instances, intrinsically connected to various aspects of social structure. 

 

Although optimality theory seems to be very promising to provide a more systematic account of variational phenomena in language, there is 
criticism against it from many linguists who argue that this framework does not, in the normal case, generate variable outputs. This position 

is illustrated by the following quote from Tesar (1995:3): ñThe idea is that by examining the marks assigned by the universal constraints to 

all the candidate outputs for a given input, there is one which is least marked, or optimal: this is the one and only well-formed description 
that may be assigned to the input by the grammar.ò 

 

 

CONCLUSION: PROSPECTSFOR A MORE REALISTIC VIEW ON VARIATIONISM AND LANGUAGE ACQUISITION  

Without trying to negate any facts found via research and theoretical enquiry in variation and optimality, it is necessary to have a more 

realistic look at how language users use language in read context and what really is the function of variation in language. I prefer to think of 
language as an apparatus of availability and requirement. When an individual wants to start speaking, there is a variety of factors which may 

be at work for language production to happen. In other words, there is at least some motive, whether internal or external, for any language 

production to happen. The motivating bank and the feature of the credit through which language production should happen is 
subconsciously very decisive on the choice of form. So, in mathematical terms, the speaker chooses alternative X or Xô from a domain of 

alternatives which can vary from the topic, addressee, register, geography age of addressee or age of speaker and so forth. 

 
However, the job is not over at this point, but the speaker takes the motive of talk to his/her apparatus system. This apparatus is in fact what 

the speaker finds available to himself from knowledge of how to use language (communicative competence).   

We can use the mathematical metaphor to better understand the issue. If we consider the relation: 
F(x) = y the terminal form ñyò is in fact the form of language which is actually produced and heard or read in its physical shape. 

 

As we are dealing with human beings which are under the influence of affective factors and also under emotional impact from both inside 
and outside (e.g. a tendency to copy a person to whom a speaker feels kinship or in whom he has detected some prestige, we cannot expect 

the equation F(x) = y to be always true as a mathematical function (as the definition of function in mathematics calls for:    

If F(x) = y and F(x) = yô, hence y = yô 
 

In other words, we may have F(x) = y and F(x) = yô in different situations even by a single individual in a similar context, which will be in 

sharp contradiction with mathematical functions. Therefore, any consideration of language as working like mathematical processes is a 
myth. Although some basic algorithms in language follow some categorical patterns at a very general level, it is by no means to consider 

that the same thing should be true for the whole corpus of language. Therefore, instead of optimality theory which is trying to provide a 

systematic account of language variation, we need to develop a more realistic model of language use which takes into consideration both 
psychological and social influences of human mind on the outcome of language.  
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ABSTRACT 

This study explores the effect of Focus on Form (FonF) method of instruction on Iranian learners. It particularly focuses on teaching simple 

past tense (PT) and definite and indefinite articles (ARTs) as the linguistic targets to Iranian EFL learners. Studies on the effect of FonF 

instruction in L2 were extensively conducted and the results have shown positive empirical evidence for FonF instruction (N. Ellis, 1995; 
Spada, 1997; Norris and Ortega, 2000; and R. Ellis, 2002). To this end, 56 female EFL learners whose age ranged from 18 to 24 participated 

in this project and formed the experimental and control groups. The experimental group received the FonF instruction as the treatment. The 

tests used in this study were a diagnostic test, a pretest, a posttest, and an open-ended questionnaire. The data were subject to ANOVAs and 
the results indicated that the experimental group did significantly differently from the control group in the posttest. The conclusion drawn is 

that this approach was positively effective to teach English simple past tense and definite and indefinite articles to the learners of English as 

a foreign language.   
 

 

KEYWORDS:  Focus on Form instruction, Simple past tense, Definite and indefinite articles 
 

 

INTRODUCTION  

Second language acquisition (SLA) may take place in natural environments, in educational settings, or in mixed contexts (R. Ellis, 2008; 

Pica, 1983). Some learners may simply be exposed to a target language environment and learn the language; some may acquire a target 

language though instruction in a classroom, and some may acquire a second language in both natural and educational settings. However, for 
a majority, instructed second language learning in the classroom plays a crucial role in SLA both in the learnerôs native environment and in 

a target language context (R. Ellis, 2005). Historically, for a successful second language acquisition, language practitioners and researchers 

have been seeking effective instructional methodology (Richards & Rodgers, 2001) for fruitful outcomes. 
 

Brown (2007) sketched the development of language pedagogy in the past several decades from the Grammar Translation Method (GTM), 

the Series Method, the Direct Method, Cognitive Code Learning, the ñdesignerò methods, to Communicative Language Teaching (CLT). 
Some methods emphasized formal language aspects (e.g., GTM); others forbade the formal instruction of language forms (e.g., the Natural 

Approach); and still others stressed meaning negotiation for communication (e.g., CLT). Under the umbrella of CLT, some proponents 

insisted on paying no attention to linguistic forms, whereas others advocated embedding form-focused instruction into communicative 
language teaching. From about twenty years ago, the focus of the majority of language teaching has shifted to form-focused instruction and 

only a few SLA researchers insisted on no focus on form. Thus, the importance of focus on form embedded in communication in L2 

teaching appears to be currently agreed upon (Brown, 2007). SLA researchers, such as Long (1991) and Doughty and Williams (1998) have 
proposed Focus on Form in L2 instruction. They claimed that based on meaning or communication, studentsô attention needs to be 

occasionally shifted to linguistic features when communication difficulties such as problems with comprehension and production are 

encountered due to non-target-like language used. In response to the proposed FonF approach, studies on the effects of FonF instruction in 
L2 were extensively conducted and indicated mixed results. 

 

The results have shown positive empirical evidence for FonF instruction, as those reviewed in N. Ellis (1995), R. Ellis (2002), Norris and 
Ortega (2000), and Spada (1997). On the other hand, some research on the effects of Focus on Form has revealed no positive effects (Stein, 

1998), and the arguments as to the effect of focus on formS have been existent (R. Ellis, 2005; R. Sheen, 2005, 2007). In addition, FonF 
instruction has been criticized by Sheen (2005, 2007), who claimed that there was no sufficient empirical evidence to support the 

effectiveness of this approach. However, R Ellis (2008) has pointed out that ñHe is clearly wrongò (p. 833). Thus, it appears that there is a 

gap among the various pedagogical perspectives in the SLA field that needs more empirical evidence to bridge. 
 

In addition to the issues in ESL settings, EFL contexts have also faced pedagogical problems. English teaching in compulsory education in 

Iran, for example, has not satisfactorily met the demands of higher level English proficiency. Being an EFL context, Iran is a globalization-
oriented country, where international communication has been in high demand for both academic and non-academic purposes. Owing to the 

previously and currently non-FonF approaches that have been little fruitful in the Iranian context, it appears that there is a need to seek 

alternative teaching approaches to improve the English education in Iran. To this end, FonF, as a current ñhot topicò in the instructed SLA 
field (H. D. Brown, 2010), is taken into consideration when exploring a more effective alternative to teach simple past tense as well as 

definite and indefinite articles in the Iranian EFL context.  

 

 

RESEARCH QUESTIONS 

Concerning what appeared above, the following research questions are formed? 
 

1) Is Focus on Form instruction a more effective approach in terms of accurate production of the simple past tense than the non-FonF 

method being used in Iranian EFL context? 
 

 2) Is Focus on Form instruction a more effective approach in terms of accurate production of the definite and indefinite English articles than 

is the non-FonF method being used in Iranian EFL context? 
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METHODOLOGY  

Participants 

The participants of this study were 70 female students learning English at elementary level in Safir English Language Institute in Esfahan, 

Iran. The learnersô age ranged from 18 to 24. Some of them had graduated from different universities in Iran at BA level, some of them had 
completed 12 years of schooling, and some were following their education at high school. Furthermore, all participants were Iranian and 

their mother tongue was Persian. 

 

Instruments 

The instruments used for collecting the quantitative and qualitative data consisted of a diagnostic test, a pretest, a posttest, and a 

questionnaire.  

 

The Diagnostic Test 

The diagnostic test consisting of 35 questions was compiled by the institute itself for placement purposes. The test which was a mixture of 
multiple choice sentence completion, cloze test, and reading comprehension multiple choice questions was compiled by the institute itself 

for placement purposes. Hence, its reliability had already been verified by the instituteôs test developers. It was administered at the very 

beginning of the data collection procedure to verify whether the general English proficiency level of the two groups was comparable from 
the outset of the study. Ideally, the comparison of the proficiency level between the two groups should be similar statistically so that the 

effects of the treatment in the experimental group and no treatment in the control group can be compared. 

 

The Pretest 

It was used to ensure participantsô readiness for the two target structures, PT and ARTs. They showed their readiness by reaching 

approximately 50 % accuracy of the TOTAL scores (average of the Grammar Judgment Test (GJT) and Free Writing (FW)) for each of the 
two linguistic targets in the two measures, GJT and FW. The two measures are described as follow. 

 

The Grammaticality Judgment Test: The test was composed of 60 items in sentence level. Of the 60 items, 20 focused on the PT (10 
grammatically correct and 10 ungrammatical), another 20 on the ARTs (10 grammatically correct and 10 ungrammatical), and the other 20 

other than the two targets as distracters (10 grammatically correct and 10 ungrammatical). To compile this test, the book ñGrammar 
Practice in Contextò was used. The reliability of the items was already verified by the authors.  

 

The Free Writing: In order to create a context for the participants to produce the target structures, the FW was prompted using: 
 

About a year (#years) ago, I took the Entrance Examination... 

 
This prompt was used based on the fact that almost every learner has to take the high school entrance exam in order to select the high school 

that s/he is interested in, and the university entrance exam to be admitted to a college or university s/he desires. The participants were 

advised to write as much as they could in the time limit, but they were not allowed to consult any dictionaries or their classmates. The FW 
production was to elicit the participantsô use of the PT and the ARTs, along with the GJT, as an indicator of the participantsô readiness for 

the target structures, and also as the pretest baseline data to compare with those from the posttest. 

 

The Posttest 

Similar to the pretest, the posttest also consisted of two measures, a different GJT and FW. The contents of the GJT, based on the 

instructional materials taught during the instructional treatments, differed from the pretest; but they were similar in terms of the level of 
complexity and proficiency. In a similar vein, the topic of the FW sample on the posttest was also based on the instructional contents, but it 

differed from the pretest, too. 

 
The Grammaticality Judgment Test: A second GJT, similar to the pretest in format but different in content and also consisted of 60 sentence 

items, was used. Of the 60 items, 20 focused on the PT (10 grammatically correct and 10 ungrammatical), 20 on the ARTs (10 

grammatically correct and 10 ungrammatical), and 20 other than the two targets as distracters (10 grammatically correct and 10 
ungrammatical). It was administered to collect data for comparison with those of the pretest to examine whether there was any significant 

difference in gains within the groups and between groups after the instructional treatments. 

 
Similar to the pretest, the book ñGrammar Practice in Contextò was employed to compile this test. The reliability of the items was already 

verified by the authors. 

 

The Free Writing: After the GJT described above, the participants composed another FW 

Titled My Last Visit to the Zoo, which was related to the teaching materials used, A Postcard from Rio and Two Fables by Aesop. It was 

assumed that all participants had been to a zoo and therefore held the appropriate schema to be able to write on this topic. Further, in the 
instruction of the writing test, the learners were directed to pretend they had been to the zoo if there was anyone who had not. To establish a 

context for the participants to produce the targets, the FW posttest is prompted: 

 
In my last visit to the zoo, I... 

 

The participants were again advised to write as much as possible, but they could not use any dictionaries or discuss any questions with their 
classmates during this activity. The FW production and the GJT on the posttest were intended to elicit the linguistic targets to evaluate and 

compare the effects of the treatments within group and between groups. 

 
The Questionnaire 

A questionnaire consisting of a series of 8 open-ended questions was also used to evaluate the participantsô experience of instruction. The 

questions were prepared by the researchers considering the type of instruction which the experimental group received during the treatment. 
They were based on the types of activities, typographic input enhancement, pair/group work, as well as peer/teacher feedback. The 

reliability of the questions included in the questionnaire was not verified. As it was based on the treatment, it was not conceivable to run a 

pilot study and thus verify the reliability. 
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Procedures 
Participants Selection Procedures 

In selecting the sample, the researchers employed two intact classes as the control and experimental groups. Although the 70 participants 

selected for this study were studying English at the same level determined by the institute, the level of their language proficiency was 
determined by the diagnostic test which consisted of 35 questions and was compiled by the institute itself for placement purposes. The test 

was a mixture of multiple choice sentence completion, cloze test, and reading comprehension multiple choice questions. The students took 

the test, then, based on the normal probability curve, those students who were placed between one standard deviation above the mean and 
one standard deviation below the mean were selected as the main participants. It is worth pointing out that some of the participants were 

dropped from the study due to their absence in some treatment sessions, resulting in 56 participants. 30 participants formed the experimental 

group and the rest 26 formed the control group of this study. 

 

Data Collection Procedures 

Quantitative data were gathered by the pretest, and posttest, using grammaticality judgment test (GJT) and free writing production (FW). 
Also, some open-ended questions concerning the participantsô experience of the instruction (treatment) were collected for qualitative 

analyses.  

 
In order to collect the data required for the fulfillment of the objectives, a lengthy procedure was taken. At the beginning, the participating 

teacher was informed about the study and the types of focus on form instruction to be used in her related classes. At the very beginning of 

the experiment, a diagnostic test was first administered to verify whether the two groups of the participants were comparable in terms of 
treatment of the two respective groups or not. Finally, the results of those participants placed between +1SD and -1SD were considered for 

data analysis. 

 
The participants, then, took a pretest consisting of GJT and FW to measure their knowledge of the two targets, PT and ARTs. The pretest 

was utilized to verify their developmental readiness for the treatment of the two linguistic targets, and also as the baseline data to compare 

those of the posttest. The PT was operationalized as simple rules and the ART, complex rules in terms of form and/or function. The two 
grammar points were instructed for eight hours; each for four hours, respectively. For the treatment, the two groups were taught by the same 

instructor who was familiar with both the non-FonF teaching methods the institute was currently using (e.g., GTM, CLT) and the Focus on 

Form approach. The control group received non-FonF treatment, whereas the experimental group was instructed with the FonF procedures 
and techniques such as dictogloss, input enhancement, input flood, contextualized activities, pair/group work for interaction and output 

activities, peer/teacher corrective feedback, and implicit and explicit teaching of the two linguistic targets.  

 
Finally, after the treatment, both groups took the posttest on the GJT and FW regarding the linguistic targets taught. They also answered the 

open-ended questions about the instruction experience. 

 

Data Analysis Procedures 

Data collected from the GJT and FW on the pretest and posttest were compared using SPSS 15.0 to carry out ANOVAs, One-Sample 

Kolmogorov-Smirnov Tests, and Gain Scores. Both the GJT and FW results were scored. The results were analyzed to examine whether 
there were gains that were significantly different at a < .05 level (confidence interval 95%) between tests within groups and between groups 

after eight-hour instruction for the effects of the FonF approach; furthermore, the data were subject to the ANOVAs and One-Sample 

Kolmogorov-Smirnov Tests.  

 

 

RESULTS AND DISCUSSION 

Two distinct linguistic features, past tense (PT) and definite and indefinite articles (ART), were examined in order to investigate the effects 

of FonF instruction on two types of rules, simple vs. complex rules. Each linguistic feature was measured by means of Grammatical 

Judgment Test (GJT). For comparisons of the PT scores on the GJT between the control and the experimental groups at the two test time 
points (the pretest, and the posttest), one-way ANOVA were carried out using SPSS 15.0 to compare the scores and triangulate the results 

for the GJT on the two tests. 

 
In order to see whether we are able to use ANOVAs, first we should check whether the data have been normally distributed or not. If the 

level of significance is more than 0.05, it indicates the normality of data distribution. 

 

Table 1: One-Sample Kolmogorov-Smirnov Test for experimental and control groups 

 Pretestcontrol Pretestexperimental 

N 26 30 

Normal Parameters(a,b) Mean 17.88 17.80 

 Std. Deviation 3.374 3.643 

Most Extreme Differences Absolute .096 .096 

 Positive .096 .091 

 Negative -.096 -.096 

Kolmogorov-Smirnov Z .491 .524 

Asymp. Sig. (2-tailed) .969 .946 

As it is clear from Table 1, the result of the normality test shows that p values of the two groups (.969, and .946) are more than the 

significance level (0.05).Therefore, we can accept the assumption of normality and we can use parametric test such as ANOVA for 

comparing the results of the pretest and posttest in the control and experimental groups. In order to answer the first research question, first 
the gain scores from pretest to posttest in PT experimental group and control group were  
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computed and then ANOVA was used to see whether there was any significant difference among the two groups in pretest and posttest 

stage. The following tables show the results: 

 

Table 2. Mean pre- and posttest of past tense scores for experimental and control groups 

Group N Mean Std. Deviation Std. Error  Minimum  Maximum 

Control  

 
26 1.42 1.922 .377 -5 4 

Experimental 

 
30 3.67 1.749 .319 0 7 

Total 

 
56 2.63 2.137 .286 -5 7 

 

The results of data analysis (ANOVA) in Table 3 below indicates that there is a statistically significant difference between the experimental  
and control groups in the results of PT pretest and posttest because the obtained F value of 20.916 was found to be significant at .001 level 

(P=.000). In fact, the learners had a better performance in learning the past tense when they were taught through Focus-on-form instruction 

than when they were taught by non-FonF method. 
 

Table 3: ANOVA analysis for mean pretest scores of past tense scores for experimental and control groups 

 Sum of Squares Df Mean Square F Sig. 

Between Groups 70.112 1 70.112 20.916 .000 

Within Groups  181.013 54 3.352   

 

Total 
251.125 55    

Figure 1 below indicates that there is a statistically significant difference between the experimental and control groups in the results of PT 

pretest and posttest. 

 

 
Figure 1: Pre- and posttest of Past Tense (PT) scores for experimental and control groups 

 

Regarding the effects of FonF instruction on the acquisition of the PT, there are three aspects of the results to be discussed. First, in 

comparison of the test results of the control and the FonF group, there is a statistically significant difference between the two groups on the 
GJT. These results are incongruent with those of Steinôs (1998) study, in which no significant difference was found between groups with or 

without FonF treatments, although the factors that may have contributed to the results of the two studies vary. Overall, these results 
demonstrate an advantage of the FonF group over the control group. In other words, the benefits of FonF instruction on the acquisition of the 

PT became evident as time passed. Thus, FonF instruction appears more effective than non-FonF instruction in terms of the acquisition of 

the PT. The treatment effects of this target structure in the current study are contrary to Mackey (2006) and Takashima and Ellis (1999), in 
which they found little treatment effect of the past tense. In contrast, these results lend support to other studies (R. Ellis, 2006), in which 

their results showed also positive effects. In a similar vein, the findings support another study (S.-Y. Chen, 2007) that was conducted in the 

same context as the current study, also indicating the positive effects of FonF instruction.  
 

Finally, the positive effect of FonF instruction on the PT in the current study may be partly due to the simplicity of the target structure. It 

may also be, as Ellis, Loewen, and Erlam (2009) have pointed out, that the target structure is a structure that the participants have begun to 
acquire, and thus helps to result in positive treatment effects. This assumption may be theoretically grounded in Pienemannôs (1989) 

Teachability/Learnability Hypothesis and Wilsonôs (2011) Learnability Principle. In their study of the effects of FonF, Wilson (2007) also 

found similar results that learnerôs developmental readiness for a form facilitated the acquisition of the linguistic structure (participial 
adjectives in their study), which demonstrated the effects of FonF instruction. 

 

In order to answer the second research question, first the gain scores from pretest to posttest in ARTs experimental group and control group 
were computed and then ANOVA was used to see whether there was any significant difference between the two groups in pretest and 

posttest stage. The following tables show the results: 

 
Table 4:Mean pre- and posttest of definite and indefinite articles scores for experimental and control groups  

Group N Mean Std. Deviation Std. Error  Minimum  Maximum 

Control  

 
26 1.04 1.732 .340 -3 4 

Experimental 

 
30 3.97 1.671 .305 0 7 

Total 

 
56 2.61 2.238 .299 -3 7 

 



I nternational Journal of Language Learning and Appl ied Linguistics World  
(IJLLALW)  

Volume 4 (4), December 2013  
ISSN (online): 2289 -2737 & ISSN (print): 2289 -3245                                                       www.ijllalw.org    

    

 

33 

The results of data analysis (ANOVA) in Table 5 below shows that there is a statistically significant difference between the learnersô 

performance in experimental ART group and control group in the results of pretest and posttest because the obtained F value of 41.360 was 

found to be significant at .001 level (P=.000). In fact, regarding the instruction of definite and indefinite article, the participants in the 

experimental group had a better performance when they were taught through Focus on Form instruction than those in control group when 
non-FonF method of instruction was used for teaching definite and indefinite article. 

 

Table 5: ANOVA analysis for mean pretest scores of definite and indefinite articles scores for experimental and control groups  

 Sum of Squares Df Mean Square F Sig. 

Between Groups 119.429 1 119.429 41.360 .000 

Within Groups  155.928 54 2.888   

 

Total 
275.357 55    

 

 
Figure 2 below shows that there is a statistically significant difference between the learnersô performance in experimental ART group and 

control group in the results of pretest and posttest. 

 

 
 

Figure 2: Mean pre- and posttest of definite and indefinite articles scores for experimental and control groups  

Concerning the effects of FonF instruction on the acquisition of the ART, Prior to the instructional period, the control and experimental 

groups showed no significant difference on the GJT. However, In consideration of the gain scores for each individual group, the control 
group obtained no significant gains on the GJT on the posttest. By contrast, the FonF group has improved significantly on the GJT, and 

TOTAL scores on the posttest. 

 

Thus, the effects of FonF instruction are evident in the immediate improvements in the acquisition of the ARTs and the instructional effects 

were sustained over time. These results are in part contrary to Picaôs results (1983), which revealed no instructional effects on the 

acquisition of the indefinite article. Nevertheless, this study is generally consistent with previous studies, such as Bitchener (2008), which 
has shown both immediate and delayed effects on the acquisition of the ART. 

 

Unlike the results of the PT in the current study, the results of the acquisition of the ART indicate immediate effects. This may suggest that 
the instructional period was not long enough for the participantsô practicing and internalizing this target because articles are complex and 

multi-functional in use, and thus a longer treatment time may be needed for acquisition of the ART to be fully complete. That is, a sufficient 

instruction time appears needed for the learners to procedurize the declarative knowledge of the target, and then, with repeated production, 
to lead to automaticity, according to the Comprehensive Output Hypothesis (Swain, 1985, 1995) and the Output Principle (Wilson, 2008). 

 

In sum, FonF instruction in the current study, compared to non-FonF instruction, points to effectiveness with positive effects on the 
acquisition of the PT. As Ellis (2008) has pointed out, some instructional effects do not become evident immediately until later. This is a 

case in point as the results of the acquisition of the PT have indicated. Furthermore, FonF instruction has a tendency toward being more 

effective than non-FonF instruction, with immediate effects on the acquisition of the ART. It may be, as some scholars have pointed out, 
that English articles are difficult for non-native speakers to acquire due to its complexity in use and function and absence from many other 

languages (Celce-Murcia & Larsen-Freeman, 1999; Master, 2002; Wilson, 2008), including the participantsô mother tongue in this study. 

 
On the basis of all the quantitative analyses, focus-on-form instruction provides an efficient way for learners to expand their knowledge of 

using past tense and definite and indefinite articles. Taking into account the findings of both PT and ARTs acquisition, the overall results  

 

show that the control and experimental groups started with almost the same pretest scores on the GJT and FW. However, the GJT and FW 

scores increased moderately on the posttest, an indication that non-FonF instruction had little or no impact on the acquisition of the two 

targets. 
 

With respect to the qualitative data obtained from the participants by asking 8 open-ended questions, the participantsô answers were quoted 

question by question in the following discussion. These quotations were for most part translated from the participantsô mother tongue.  
 

For the first question ñWhich activity in this class do you like most? Why?ò thirteen participants answered, ñGroup work.ò The reasons were 
because we can discuss questions asked and resolve problems together, share ideas, and learn from one another in the group." Five 

participants answered ñFables.ò ñIt's funò, ñIt's interestingò, ñI like to read storiesò, were the reasons participants provided. Still seven  



Copyright IJLLALW, December 2013  

 34 

participants answered ñNoneò; three did not answer or answered ñNo ideaò; and three answered ñAllò or ñNothing particularò. There were 

various individual answers provided by only one participant, such as ñWriting, because I can know what I havenôt learned about grammar 

during the processò; ñListening Cloze testò; and ñAfter-test class discussionò. Most of the participantsô answers were general responses to 

the class activities instead of specific FonF techniques used in the study.  

 
Questions 3 to 5 were related to typographic input enhancement such as color-code, font size, and boldface used in the reading text. Almost 

all the participants like these typographical enhancement devices. Regarding color-coding, participants stated that the device ñgets my 

attention, shows the key points, is easily distinguishable,ò etc. With respect to different font sizes, participants wrote that they ñhelp to read, 
stand out, are distinguishable,ò and so on. With regard to boldfaced targets, participants expressed that they ñshow importance, indicate key 

points, attract attention and notice, are distinguishable,ò and so forth. These answers substantiate the results from the closed-ended 

questions. 
 

Question 6 pertained to pair/group work. As reflected in their responses to Question 1, many participants, 34 out of 43, answered that they 

liked it with reasons such as ñsharing ideas, exchanging opinions, discussing questions, helping one another (cooperation), spirit of team 
work, learning from one another, and more interaction between classmates.ò On the other hand, 4 answered that they did not like it, because 

they had to move the tables and chairs around. There was only one participant who answered ñI don't like it. It didn't work.ò 

 
Questions 7 and 8 were concerned with peer and teacher feedback. More than 30 participants expressed that they liked peer and/or teacher 

feedback. From peer feedback, they can learn ñWhat their shortcomings areò, ñWhat needs to be improvedò, and also ñto learn moreò. From 

teacher feedback, they can learn ñwhat mistakes to correctò, ñto improveò their English, and ñto learn moreò. 
 

The results of open-ended questions appear to be consistent. The results point to the fact that participants perceive pair/group work, 

typographic input enhancement, and peer/teacher feedback to be advantageous to contributing to student learning outcomes. These results 
may also contribute partly to the positive effects of FonF instruction that the quantitative data have shown in the previous sections. 

 

Regarding the qualitative data obtained from eight open-ended questions, there are various reasons that participants express in their 
responses to the open-ended questions why they like the input enhancement, such as personal preferences, ñI like it because it helps me to 

readò; attention catching, ñI like it because it gets my attentionò; prominence, ñI like it because it shows key pointsò, ñit stands outò, ñit 
shows importanceò, ñit is distinguishableò, etc. On the other hand, the font size was rated almost the lowest. The reason this device was 

rated one of the lowest may be due to the fact that the target structure was already either color-coded or in bold that the font size made little 

prominence in the combination of typographic enhancement. Another reason may be that the size was not large enough (the enlarged size 
was 16, while the regular in the text is 12) to catch the participantsô attention. The participantsô opinions about the input enhancement may 

contribute in part to the positive results of FonF instruction, which is apparently different from White (1998), which found no significant 

difference between input flood with and without typographic input enhancement.  
 

In addition to the typographic input enhancement, the participants also expressed their approval of group work, and (explicit) peer and 

teacher feedback. As the participants mentioned, they liked discussing the questions asked, working out problems together, sharing ideas, 
and learning from each other in the group. Working in groups contrasts with the typical individual work in this institution, in which 

classroom seating is always arranged in rows (the teacher even received a complaint email forwarded from the department chair, stating that 

this class left the classroom setting in group instead of restoring it to the column-by-column seating).  
 

The participantsô positive experience with the FonF treatment (e.g., visual input enhancement and corrective feedback) may have 

contributed to the learning outcomes of both target structures. Also, the complexity of a structure may have affected the acquisition of the 
targets impacted by FonF instruction in terms of effectiveness. The structural complexity may have resulted in the varied instructional 

effects of the two targets, in general, with positive effects on simple structure (PT) and complex structure (ART). 

 
Pair/group work appears one of the participantsô favorite activities in this study. It can be utilized with other FonF techniques or activities 

together to benefit the learners for optimal learning consequences. One example is to employ the dictogloss procedure in group. Dictogloss 

(VanPatten, 1990) in small group work can be used with immediate or higher level non-native language classes as utilized in this study. In 
carrying out this activity, participants need to pay attention not only to meaning as they are listening to language input and taking notes, then 

sharing notes in group during meaning negotiation, but they also must pay attention to form as they are producing and refining their version 

as a language output for a group production. 
 

Furthermore, corrective feedback, as researchers have pointed out, plays a crucial part in FonF instruction that provides learners with an 

opportunity to notice form relative to their intended meaning during communication (Loewen & Nabei, 2007). It is also necessary to provide 
learners with negative evidence of the target language in order to notice the gap between received input and intended output, and be able to 

acquire native-like proficiency in the language process. Various types of corrective feedback (R. Ellis, 2006; Loewen & Nabei, 2007) can be 

used in different activities and with different groups of learners. In communication-oriented activities with intermediate or higher level 
learners, implicit corrective feedback such as confirmation check and recast can be incorporated into the activities to enhance both fluency 

and accuracy. In accuracy-oriented writing practice with higher beginners or adult learners, explicit corrective feedback, such as 

metalinguistic corrective feedback and explicit correction, may be utilized to improve the accurate use of their intended meaning and form. 

 

CONCLUSION 

The main purpose of the study was to explore the effectiveness of the FonF instruction on learning simple past tense as well as definite and 
indefinite articles among Iranian EFL learners. From both quantitative and qualitative perspectives, and taking both the PT and the ART into 

account, FonF instruction appears evident in acquisition of these two targets with varied effects. The overall conclusion which is drawn is 

that FonF instruction is more effective than non-FonF instruction on the acquisition of the two targets in the current study showing 
significant positive effects on the acquisition of the PT and ART.  

 

As suggestions for further research, other aspects of FonF instruction, such as fluency, other levels or types of learners, different treatment 
timing and other linguistic features may be further investigated. To measure proficiency, both accuracy and fluency need to be taken into 

account. When evaluating effectiveness of a second/foreign language approach, aspects of accuracy and fluency should be explored to a 

proficiency level at least as standardized tests claimed to measure. Thus, investigation of fluency, in addition to the accuracy examined in 
the current study, for other individual linguistic features might be conducted in the future for a thorough examination of the effects of FonF 

instruction. Also, different groups of learners with different levels of proficiency should be considered for assessing the full scope the effects 
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of FonF instruction. Additionally, a longer treatment period (e.g. for a whole semester or two) and various timing for FonF techniques can 

be taken into account for optimal instructional effects, in particular in an EFL context, because some linguistic features may need more 

treatment than others, and some structures may be more positively impacted by FonF instruction than others. Thus, other linguistic code 

features, such as other simple and/or complex rules than the target items in the current study, reception and production of other linguistic 
features, and explicit and implicit learning and knowledge of specific grammatical structures, can be further explored for closer scrutiny of 

the FonF approach and its further pedagogical implications for the TESOL Field. 
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ABSTRACT 

The role of textbooks cannot be overlooked in the triangular net of elements in language learning which includes the learner, teacher, and 
textbook. Thus, it goes without saying that so much attention should be paid to the way the textbooks are evaluated to fulfill both the 

learnersô and teachersô needs. Textbook evaluation can potentially be a particularly worthwhile means of conducting research as well as a 

form of professional improvement. Nowadays, the Top Notch series have become one of the most frequently used series in almost all of the 
institutes and also most of the tutoring for English teaching and learning especially in Iran. Thus, this study aimed to evaluate the series 

based on Littlejohnôs (1998) framework. To evaluate the series, 30 Iranian English as a foreign language (EFL) teachers were recruited from 

different language institutes. To collect and interpret the data, both qualitative and quantitative statistics were used. The findings indicated 
that the series fulfill the intended objectives and enjoy benefits for language learners through encouraging the L2 learners to communicate 

successfully by offering opportunities for interaction. However, one shortcoming of the series is the lack of activities or discussions for 

presenting new words that require EFL teachersô consideration. The results of this study have some pedagogical implications for teachers 
and materials developers in EFL contexts. The results of the study help L2 teachers know the detailed points of the series and detect areas of 

weakness and strength. Moreover, novice English teachers profit from this study because they have an idea about the nature of the textbook 

they want to teach. 

 

 
KEYWORDS:  Littlejohnôs (1998) framework; the Top Notch series; textbook; textbook evaluation; checklist. 

 

 

INTRODUCTION  

Millions of people attempt to learn English throughout the world and the number of speakers who learn it as first or second language and its 

range of uses and adaptability to general and specific tasks are increasing everyday (Long, 2005). There are many factors that affect the 
process of L2 learning. Among them, the role of textbooks in the process of learning is of cardinal significance. Textbooks are really crucial 

in todayôs realm of language teaching and learning because the textbooks are generally considered to be essential component of teaching and 

will therefore have a great impact on a teacherôs methods of instruction (Long, 2005). Although there might be some disagreements over 
using textbooks in English teaching classes, most people dealing with language education, teaching, and learning prove the importance of 

textbooks in L2 classes. According to Tom (2004), advocates of textbooks argue that they are the most effective way of presenting 

materials, help learners achieve a sense of system, cohesion, and progress, and also help teachers to be prepared. In some contexts, teachers 
are untrammeled to choose their own textbooks. The vast majority of teachers, however, have textbooks suggested, prescribed, or assigned 

(Tomlinson, 2001). According to Riazi and Mosalanejad (2010, p. 3), ñtextbooks play a very crucial role in the realm of language teaching 

and learning and are considered the next important factor in the L2 classroom after the teacher.ò  
 

Textbooks are tools in the hands of the teacher and s/he must know not only how to use it, but also how useful it can be. The wealth of 

published materials for English language teaching (ELT) available in the market makes selecting the right textbook a challenging task. 
Moreover, the selection of a particular core textbook signals an executive educational decision in which there is considerable professional, 

financial, and even political investment (Sheldon, 1988). As Richards (2010) asserted, textbooks are key elements in most language 

programs. In some situations, textbooks serve the basis for much of the language input learners receive and the language practices that occur 
in the classroom. They may lay the foundations for the content of lessons, the balance of skills taught, and the kinds of language tasks 

students actively use. In other situations, textbooks may primarily serve to supplement the teachersô instruction. For L2 learners, textbooks 

may provide a major source of contact they have with the target language, excluding the input provided by the teacher. In the case of novice 
teachers, textbooks may also be utilized as a form of teacher training, that is, they provide ideas on how to plan and teach lessons as well as 

formats that teachers can use (Richards, 2010). 

 
To choose fruitful materials for a course whether by a teacher or by an administrator, evaluation is done in the realm of language teaching 

and learning. To this end, many different schemes and checklists have been offered by prominent scholars and evaluators. Although the 

number of checklists is numerous, all of these checklists have a lot of similarities. Despite some commonalities among different checklists, 
every well-designed checklist is certainly driven from a framework which specifies and develops checklist. In this vein, this paper will 

concentrate on carrying out an evaluation on the Top Notch series of ELT materials based on Littlejohnôs (1998) framework. This 

framework seeks to evaluate the selected textbook irrespective of how it is used in the classroom. Littlejohn (1998, p. 54) mentioned it ñas 
analyzing the materials as it is, a set of materials can be used quite differently in different contexts based on the knowledge, abilities, and 

preferences of different teachers.ò This framework, thus, was claimed to be devoid of impressionistic criteria about what is desirable in a set 

of materials. By analyzing the individual activities/tasks in detail and by studying important features of the book, this framework was 
claimed to be in-depth and objective rather than subjective. 

 

Statement of the Problem 
There are too many factors that affect the process of learning a language. Based on the aforementioned facts, materials especially textbooks 

have always been a mind-boggling concern of L2 teachers and learners. First, they are important because it is impossible to learn a language 

without them. Saphier and Gower (1997) (cited in Haldeman, 2008) have stated that ñmany things are important for good schools: 
curriculum é parent involvement é a clean, safe building é, but of all the things that are important é nothing is as important as the 

textbook and materialsò (p. 15). During the last few decades, researchers have begun to recognize that textbooks, apart from the methods 

and teachers, are central to improving English teaching (Freeman, 2001; Richards & Nunan, 1990 cited in Bedir, 2010). Moreover, language 
teachers have become aware that learning is a process, and that the role of textbooks is to facilitate this process (Bedir, 2010).  
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Second, since there are many different ELT textbooks on the market, there is a necessity for the evaluation of textbooks in order to 

recognize the advantages of one over the others which, in turn, will lead to the adoption of the textbook. This would assist teachers with 

making optimum use of a bookôs strengths and with recognizing the shortcomings of certain exercises, tasks, and entire texts. Hence, the 

results of this evaluation may be beneficial to English teachers and materials developers who are going to use the mentioned series in their 
classes and institutes and might give them insight into the course book they use and help them to consider how to exploit it. 

 

Last but not least, to the best of the researchersô knowledge, none of the studies conducted so far has investigated the Top Notch series based 
on Littlejohnôs (1998) framework and its impact on different aspects of L2 learning. So, there has been no empirical or theoretical evidence 

on it. Consequently, the central goal of the research is to investigate and to evaluate the Top Notch series to know what explicit features and 

pedagogic values they have. In this respect, Littlejohnôs (1998) framework is applied which comprises comprehensive checklists and 
questionnaires. By using these checklists, the researchers will be able to examine selected textbooks in first (what is there) level and second 

(what is required of users) level of Littlejohnôs (1998) framework to arrive at the third level of evaluation (what is implied). 

 

 

LITERATURE REVIEW  

There is a vast body of literature on textbook selection and evaluation in an EFL setting. These studies mainly revolve around the 
exploitation of textbook evaluation checklists. There is a host of evaluation checklists based on different criteria that can be employed by 

teachers and researchers. For example, in evaluation study of two textbook packages, namely, opportunities and New English File 

incorporating 134 teachersô survey results, Kayapinar (2009) pointed out that there is not an overall positive view of the aforementioned 
course book packages among teachers and the course books must be adapted in a way to meet learnersô needs and interest at nationwide 

scope. He suggested that the materials used in any teaching process should be evaluated on a regular basis to be kept renewed. 

 
In another study by Dominguez (2003), the representation of gender in examples, dialogues, and job positions in both texts and examples of 

the New Interchange Intro was examined. She found that there is an upsurge in ESL system of Canada to adopt the series due to its 

perceived uniqueness. Hence, the study aimed at establishing the appropriateness of the New Interchange Intro for diverse multination 
dwellers of Canadian cities. She concluded that the New Interchange Intro was a worthwhile source for the teachers as it takes into account 

both multicultural and multiracial settings. Also, she highlighted the soundness of the textbooks for considering learnersô settlement and 

integration needs especially in beginner levels and offering a balance in portraying the two genders. 
 

Applying Cunningsworthôs (1984) four guidelines, Ranalli (2002), also, evaluated New Headway Upper-Intermediate instructed at the 

Foreign Language Institute of Yunsei University in Seoul, Korea. He found that the textbook follows a present-practice-produce (PPP) 
approach to learning as units of the book offer a semiauthentic context for examples and the target language patterns ending with controlled 

and semifree exercises. He also maintained that the methodology of the textbook is too preoccupied with the knowing of grammatical rules 

and developing analytic knowledge which hinders further learnersô preparation for unplanned discourse and predictable achievements in 
language ability.  

 

Besides, Darali (2007) studied the important features of new English textbooks such as the Spectrum series to see how cultural pragmatic 
knowledge of the language is included in the lessons. The results of the study showed that the series provided a variety of language 

functions, but the most frequent ones in daily speech were not focused as much as other functions.  

 
Azizifar, Koosha, and Lotfi (2010) examined an evaluation of two series of ELT textbooks used for teaching English in Iranian high schools 

from 1965 to the present. To do so, Tuckerôs (1975) textbook evaluation model was employed and the findings suggested that one of the 

main factors for the studentsô achievement in English is the ELT textbooks. They suggested that in the textbooks, there should be enough 
opportunity for the learners to practice the language they are learning communicatively. 

 

Additionally, Jahangard (2007) evaluated four EFL textbooks used in Iranian high schools by the Ministry of Education. He discussed their 
merits and demerits with reference to 13 common criteria extracted from different materials evaluation checklists. The results of the study 

indicated that book four had better features in comparison with the three other textbooks.  

 
Moreover, Sahragard, Rahimi, and Zaremoayyedi (2008) evaluated Interchange (3rd Ed.) according to Littlejohnôs (1998) framework. The 

study was set to find out the values of the newest version of Interchange in particular, the correspondence between the newly developed and 
widely used Interchange textbooks (3rd Ed.)  and their stipulated objectives, and the strengths and weaknesses of the series. The findings of 

the study indicated that the Interchange series (3rd Ed.) own several pedagogical values, nonetheless, they suffer from certain drawbacks. 

The tasks of the series can be considered productive with regard to promotion of communicative competence and are promoting in that they 
give learners the opportunity to personalize the newly learned pieces of language through production.  

 

And in accordance with Bloomôs (1956) taxonomy of learning objectives, Riazi and Mosallanejad (2010) investigated the types of learning 
objectives represented in Iranian senior high school and pre-university English textbooks. To codify the learning objectives, three high 

school textbooks and one pre-university textbook were included in the analysis, and a coding scheme was developed based on Bloomôs 

(1956) taxonomy. The results of the study indicated that in all grades the lower-order cognitive skills were more prevalent than the higher-
order ones. Furthermore, the difference between the senior high school and the pre-university textbooks in terms of the level of the 

taxonomy were significant insofar as the pre-university textbook used some degrees of higher-order learning objectives.  

 
 

RESEARCH QUESTIONS 
With regard to the role of textbooks in all aspects of L2 learning and based on what was suggested above and in line with recent approaches 
to the study of this phenomenon, the present study seeks to find answers to the following questions: 

 

1. To what extent is Top Notch series able to fulfill the objectives claimed to be set for them?  
2. What features do Top Notch series have? 

3. What pedagogic values do Top Notch series have? 

 
 

4. What are the strengths and weaknesses of the series examined in this study? 
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METHODOLOGY  

Research Design 
The purposive, convenient sampling procedure was used in this study; purposive in the sense that only English teachers were recruited, and 

convenient in the sense that the participants were easily accessible ones which were intended to be representative of the whole population as 

diverse as possible. It should be mentioned that ethical issues such as confidentiality, originality of research, and morality were observed. 
The participants were made assure that their personal information would be kept confidential, and only treated data without referring to their 

names would be published. Also, they were informed of the fact that they were selected to take part in this research, and the obtained data 

would be used merely for the sake of research. The participation was voluntary, that is, there was no penalty for refusing to participate, and 
that the subjects may withdraw at any time without penalty. 

 

They were given a clear statement of the purpose of the researchersô study or the basic outline of what the researchers would like to explore, 
making it clear that this research is dynamic activity that may shift in focus as it proceeds. The procedure in the research project and the 

types of information that the researchers are collecting for their study were explained. Moreover, the participants were given sufficient 

contact information so that they could reach the researchers for answers to questions regarding the research. Besides, any foreseeable risks 
and discomforts as well as direct benefits involved in agreeing to cooperate were described in detail. And, a signed consent form had been 

obtained from each subject that sets out the terms of the researchersô agreement with the participants.  

 

 

Participants 

The participants of this study consisted of 30 EFL teachers teaching at language institutes in Esfahan, Iran. Each of these teachers had the 
experience of teaching the textbooks under investigation. The rationale behind the selection of these participants was that they had already 

been familiar with the textbooks under investigation, and they had the required experience to work with them. Therefore, it was assumed 

that these participants were in a better position to help the researchers to carry out the study. It should also be noted that the Top Notch 
series has been recently introduced to Iranian EFL institutions. 

 

Materials 
The first source of material in the present study is the Top Notch series (Ascher & Saslow, 2011), a six-level communicative English course 

with two beginning entry levels namely fundamentals A and fundamentals B for adults and young adults. Generally, the Top Notch series 
consist of 12 textbooks on the whole, written by Joan Saslow and Allen Ascher in 2006 and published in the United States of America by 

Pearson Longman Incorporation. A sample of these books which contains about 15% of the total materials was chosen ï Littlejohn (1998) 

argued that it is useful to analyze about 10% to 15% of the total material. This sample included some units, each of which is composed of 
three lessons plus one page of reading and one page of writing activities. The sample contained a number of tasks. Each task was labeled by 

a number that was applied in task analysis sheets (TAS). Additionally, the Checklist for explicit nature of a set of materials, TAS, and 

Design Questionnaire with reasonable measures of validity and reliability, were used to fulfill the research. It should be mentioned that the 
validity and reliability of the aforementioned questionnaires and sheets had already been examined via expertsô views and Cronbachôs 

Alpha. 

 

Procedure 

As far as the study was theoretically based on Littlejohnôs (1998) framework, about 15 percent of the Top Notch series was selected as a 

sample material. Since the Top Notch series are 6 textbooks, 50 tasks were randomly selected from each of the books. Hence, the total 
number of selected tasks was three hundred. Due to the wide range of tasks, it was impossible to expect each participant to analyze all 300 

tasks alone. Therefore, the tasks were divided into three categories, each category involving 100 tasks, which was given to 30 teachers. Each 

participant was provided with a sample of 100 tasks and checklists to work with. Then, by the use of the three checklists offered in the 
framework, the sample was evaluated by the participants. As Littlejohn (1998) claimed, the framework tries to be in-depth and objective 

rather than subjective by analyzing the individual activities in detail and based on important features.  

 

Data Analysis 

For the first checklist, Checklist for explicit nature of a set of materials, a report on explicit features of the Top Notch series is provided by 

the researchers. For the TAS checklist, after the required data were collected, the researchers applied the Statistical Package for Social 
Sciences (SPSS) to analyze the data. Then, frequency counts and percentage indexes were reported for individual features listed in TASs to 

provide a basis for interpreting the research results. For the third checklist, Design Questionnaire, an analysis was performed to find an 

accepted view on each of the sections mentioned in Littlejohnôs (1998) framework. By the use of statistical procedure, a general percentage 
index was also reported for subcategories of this checklist. 

 

 

RESULTS AND DISCUSSION  

Results 

What is the Learner Expected to Do? 
In the Top Notch series, more than half of the tasks (60.06%) demand L2 learners to respond (see Table 1). Also, 29.36% demand L2 

learners to initiate and 10.56% are the tasks that do not require learners to initiate or respond. These results showed that the Top Notch series 

encourage L2 learners to use the language and more importantly require them to express themselves rather than being a listener. In sum, the 
Top Notch series care for learnersô participation in the classroom activities. 

 

Table 1: frequency and percentage for ñTurn Takeò 

Turn take Frequency % 

Initiate 2643 29.36 

Respond 5406 60.06 

Not required 951 10.56 

Total 9000 100 

 

As shown in Table 2, 55.47% of the total tasks concentrate on meaning, 28.52% on form as well as meaning, and 16.00% on language 

system. This can be judged that meaning is more significant than form, thus, the series enhance comprehension of learners. 
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Table 2: frequency and percentage for ñFocus onò 

Focus on Frequency % 

Language system (rules/form) 1440 16.00 

Meaning 4993 55.47 

Meaning/system relationship 2567 28.52 

Total 9000 100 

 
Based on the data in Table 3, ñapply language ruleò (18.00%) is more than the other operations, ñdecode semantic meaningò is 17.00%, 

ñretrieve from long term memoryò is 15.00% of the total portion. Activities that demand ñdraw on prior knowledgeò are 11.00%, ñselect 

informationò is 5.00% of the whole. Activities that refer to ñbuild textò are equal to the tasks by which learners need to ñdeduce language 
ruleò, that is, (10.00%). Tasks which ask students to ñcompareò the information are 8.00% of the whole. Finally, ñrelating sound to objectsò 

and ñrepeat with expansionò are the two next mental operations with 4.00% and 2.00%, respectively, which are less than the others. It can be 

concluded that the Top Notch series provide L2 learners with activities by giving them the opportunity to infer the meaning of the texts that 
accompany applying language rule, recalling previous learning, and using prior linguistic knowledge. These features aid L2 learners to 

improve and enhance their communicative and linguistic competence as much as possible and also contribute learners to associate the new 

information to the old information in their mind. ñRepetitionò is the least among the rest that reveals L2 learners are not required to learn 
English through a lot of repetition.  

 
Table 3: frequency and percentage for ñMental Operationò 

Mental operation Frequency % 

Retrieve from LT memory 1350 15 

Built text 900 10 

Draw on prior knowledge 990 11 

Relate sounds to objects 360 4 

Compare 720 8 

Decode semantic meaning 1530 17 

Select information 450 5 

Repeat with expansion 180 2 

Deduce language rule 900 10 

Apply language rule 1680 18 

Total 9000 100 

 

Who with?  

As can be seen in the Table 4, activities which involve interaction of ñlearners in pairs or groupsò compose 45.83%, tasks that involve 

ñlearner to classò are 38.88%, and 15.27% demand task completion by ñlearner individually simultaneouslyò. It can be concluded that group 
activities in the process of learning are more emphasized than individual ones. 

 

Table 4: frequency and percentage of ñWho withò 

Who with Frequency % 

Learner to class 3500 38.88 

Learner individually simultaneously 1375 15.27 

Learner in pairs/groups 4125 45.83 
Total 9000 100 

 

Input to the Learners 
As shown in Table 5, the input may be in the form of ñgraphicò like pictures, illustrations, and diagrams; ñoral words/phrasesò; ñwritten 

words/phrasesò; and ñsound/musicò. In the Top Notch series, written words/phrases have dominant source of input (40.80%). Oral 

words/phrases are the next main source of input which is 28.00%. Sound/music with 15.10%, and finally graphic with 16.10% covers the 
whole portion of input to the learners. The results clearly showed that writing is utilized as a major source of input to learners, that is, the 

series have concentrated on writing as an input. In contrast, oral words/phrases are fewer. The next sources of input in tasks belong to 

graphic which has a satisfactory amount of input.  
 

Table 5: frequency and percentage for ñInput to Learnersò 

Input to learners Frequency % 

Graphic 1444 16.10 
Oral word/phrases 2520 28.00 

Written word/phrases 3672 40.80 

Sound/music 1359 15.10 
Total 9000 100 

 

Expected Output from Learners 

The expected output from learners in tasks can be either written or oral, with either the form of word or phrase length or the form of 
extended length. In Littlejohnôs (1998) framework, discourse which is more than 50 words is considered as extended form. The frequency 

and percentage of the expected output from learners for oral words/phrases are 2770 and 30.77% respectively, and written word/phrases 

have the proportion of 31.23%with the frequency of 2810 (see Table 6). As a result, there is a balance between written and oral forms of 
expected output from learners in tasks of the series and the attention was paid equally to both the oral and written form. 
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Table 6: frequency and percentage for ñExpected Output from Learnersò 

Expected output from learners Frequency % 

Oral word/phrases 2770 30.77 

Oral extended discourse 1791 19.90 

Written word/phrases 2810 31.23 

Written extended discourse 1539 17.10 

Total 9000 100 

 

Source 
The Top Notch series provide a great amount of materials and contents for lessons itself (70.10%). The next sources of content are teachers 

with 21.00% and learners with 8.90%. The noticeable point here is that the textbook provides more shares of tasks and activities. It seems 

the series demand teachers to be abided by their teachersô book and other components.  
 

Table 7: frequency and percentage for ñSourceò 

Source Frequency % 

Materials 6309 70.10 

Teacher 1890 21.00 

Learner 801 8.90 

Total 9000 100% 

 

Results of Design 

The second section in Littlejohnôs (1998) framework, Design, relates to the thought underlying materials. This part involves consideration of 

areas such as the explicit purposes of the materials and how the tasks, language, and content in the materials are selected and sequenced. The 
results of the study of Design can assist teachers to know to what extent materials developers have been successful in achieving their 

intended goals. The results depicted that the series obtained up to 80.00% of the optimum score (120 out of 150) for aims and objectives part 

(see Figure 1). The next part regarding the selection of the tasks in the series acquired the average of 74.75%. Regarding the sequence of 
tasks in the books received 77.00%. Also, the form, source, and nature of the contents in the series obtained 81.75% which seem to be rather 

high. Types of teaching and learning activities obtained 63.33%. The participation received 46.50%. The classroom roles of teachers and 

learners, and the learner roles in learning obtained 55.33% and 67.00% respectively. Finally, the role of materials as a whole received 
68.66% of the total.  
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Figure 1: Design 

Discussion 

After analyzing the data, the results demonstrated that that regarding turn-take L2 learners are more likely to respond than to initiate. Also, 

the textbook encourages L2 learners to use language and requires them to express themselves rather than being a listener. This indicates that 
the Top Notch series care for learnersô participation in the classroom activities. 

 

Moreover, meaning is more significant than form in the Top Notch series. This can be judged that the series enhance comprehension of 
learners. Because one of the objectives of the book is to develop a communicative competence which is achieved by enhancing 

comprehension of the language, and comprehending the language needs giving attention to meaning. So, the results can be seen as one sign 

of success for this textbook. Regarding the mental operation, it was revealed that a variety of mental operations exist in tasks with the 
highest portion of 18.00% for apply language rule and the least one focusing on repeat with expansion (2.00%).  

 

Regarding the type of interaction, it was revealed that tasks in the Top Notch series mostly require learners to act in pairs and groups 
(45.83%), thus, group activities in the process of learning are more emphasized than individual ones (only 15.27%). The study also showed 

that written words and phrases are dominant forms of input (40.80%) while sound or music is almost 16.10%. This means that that writing is 

utilized as a major source of input to learners. In other words, the series have more emphasis on writing as an input. In contrast, oral 
words/phrases are less. The next sources of input in tasks belong to graphic which has a satisfactory amount of input (16.10%). 

 

In case of expected output from learners, it was proved that there is a balance between written and oral forms of expected output from 
learners in tasks and attention was paid equally to both the oral and written form (31.23% and 30.77%, respectively).  In addition, it was 

shown that the main source for the tasks in the Top Notch series is the textbook itself (70.10%) and learners provide the least amount of 

materials (8.90%). The noticeable point here is the fact that the textbook provides more shares of tasks and activities.  

 

Regarding the nature of tasks, fact is more frequent than others, about 40.00%. Personal information and personal opinion are almost equal 

(18.30 % and 19.40%, respectively). And, fiction has the least frequency (2.30%). This could be interpreted as a sign of variety in the text. 
In fact, the Top Notch series expose students to authentic contexts using their own information. The aforementioned points are all pedagogic 

values of the Top Notch series based on the TAS. 

 

 

CONCLUSION  
The authors claimed that the Top Notch series prepare students to interact successfully and confidently. According to the results of TAS and 

Design Evaluation, it can be concluded that the Top Notch series are almost successful in fulfilling the claimed objectives.  Moreover, as 

Design Evaluation results showed, the evaluators believe that the course book is appropriate and successful in with regard to design. 
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As to answer the second question ñWhat features the Top Notch series have?ò, it should be mentioned that the Top Notch series are a 

corpus-informed course backed by the extensive database of the Longman Corpus Network, and it uses both the Longman Spoken Corpus 

and the Learnersô Corpus of Common Learner Errors. The Top Notch series are  also based on use of a broader, more informal corpus of 

spoken and written language including authentic interviews, real conversations, and authentic texts to ensure that conversation strategies are 
well understood and applied. In addition, the title and topic of the units found in the Top Notch series are tangible and worldly, for instance 

names and occupations, directions and transportation. The context of the course book is not suitable for any English for specific purposes, 

but suits a general course on English. The themes and topics of the units throughout the book clearly indicate this fact. The book was also 
designed to raise learner ñgrammar awarenessò. Hence, L2 learners are able to perform self-correct more readily. 

 

The material in the course book is all core rather than supplementary. Moreover, in the Top Notch series, there is an alphabetical word list 
for the whole book at the end of the book, which is very convenient because of alphabetically ordered presentation. In addition, there is a 

section named ñVocabulary Boosterò which presents additional vocabulary. It seems as though the list provided in the Top Notch series is 

convenient. 
 

There are also lively, colorful, and authentic photographs and pictures in the Top Notch series. Moreover, the series were printed in glossy 

paper and was not culturally biased in anyway. A variety of information from different cultures and nationalities were used in the series. In 
the course book, there is some review sections, assessing the previous aspects worked on in the preceding sections. This type of assessment 

is not a test per se but it is more like a class activity. So, it can be useful for the learners to see what they have accomplished and what 

problems they still have. 
 

Usually in other English course books, the material presented in different sections of a unit varies from one unit to the next, so, learners 

donôt have an idea of the amount of material presented under each heading before going through the unit, but in the Top Notch series as 
mentioned earlier, each unit is made up of 2-page lessons. On every 2-page lesson, there are conversation and vocabulary sections. So, to 

some extent the organization of the material is predictable. As a whole, the Top Notch series seem to be systematic, presenting the material 

in an easy to difficult order.  
 

Another advantage of the series under investigation is that, as the findings of TAS evaluation revealed, they introduce tasks that mainly 

demand learners to participate in pairs and groups activities (45.83%). As it is known today, working in pairs and groups let learners learn 
from each other. Furthermore, working in groups reduces learnerôs anxiety which is one major problem when an individual learner is 

responsible for doing the task and answering individually.  

 
Finally, the tasks of the series can be considered productive with regard to promotion of communicative competence and are promoting in 

that they give learners the opportunity to personalize the newly learnt pieces of language through production. The series, in addition, focus 

mainly on pair works and meaning. They also encourage students to use the language and more importantly they more often require them to 
express themselves than to be a listener.  

 

However, with regard to the checklists, the series suffer from other shortcomings that require EFL teachersô consideration. One of the 
drawbacks is the lack of activities or discussions that present new words or vocabularies. There is a need to improve textbooks in terms of 

providing more activities or discussions in order to present new words. The second shortcoming, as the results of TAS evaluation showed, is 

that writing is utilized as a major source of input to learners.  In other words, the series have more emphasis on writing as an input. In 
contrast, oral words and phrases are fewer. It is believed that there should be a balance between written and oral form as an input. The third 

drawback of the series is that they do not use learners or even the teachers as a source for its content. Suprasentential level is ignored for 

both the expected output and input of the learners. More importantly, in most cases these are not the learners who initiate the tasks but the 
teachers. Moreover, the majority of tasks in the Top Notch series require learners to respond, and a much smaller proportion require them to 

initiate using the language. This is not desirable if we want to have an active class. According to the in-depth examination of the Top Notch 

series, the researchers concluded that the series met most of the criteria. In general, they are considered to be an appropriate material of 
education despite shortcomings and negative points, mainly because the turning points have triumph over the demerits. 

 

As stated earlier,  although questionnaires and checklists used in the study have undeniable advantages, namely the Checklist for explicit 
nature of a set of materials, Task Analysis Sheet, and Design Questionnaire, it cannot provide as rich as investigation of the other factors of 

a textbook. There are different kinds of frameworks for textbook evaluation and each of these frameworks examines the selected textbook 
based on a number of theories and assumptions. Thus, the results may have been different if it had used other frameworks as data elicitation 

method. There is also a limitation in the fact that the number of participants in the research, namely L2 teachers, was 30. It is beyond denial 

that studies with larger numbers of participants will produce more reliable results. There is also a limitation in the fact that collecting data do 
not have time constraints and participants can change their answers. As a result the answers may differ from what participants really think. 

As mentioned earlier, the participants of the present study were L2 teachers. A major limitation would go to selecting teachers with the same 

years of teaching experiences. L2 teachers with different experience may have different ideas about a specific course book so they evaluate 
it differently.  
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ABSTRACT 

Reading comprehension is central to language and reading is often referred to as the most important of the four language skills for English 

as a Foreign Language (EFL)  learners. One of the problems, however, that EFL learners complain about is how they can summarize the text 
and comprehend the text immediately. In this regard summarizing strategies through expansion (de-expanding) is an approach which helps 

learners. Therefore, this study is an attempt to study the effects of systemic-oriented summarization strategies on the reading comprehension 

of advanced Iranian EFL learners. To do so, out of a pool of 100 learners, 68 advanced-level EFL learners were randomly selected based on 
the results obtained from the Preliminary English Test (PET). They were divided into two groups, one experimental group (n=34) and one 

control group (n=34). In order to get assurance as to the homogeneity of the learners they were pre-tested. The same test was repeated as a 

post-test after 9 weeks. The experimental group was taught three expansions' sub-classes (such as elaborating, extending, and enhancement) 
while the control group did not receive any strategies. The results based on the t-test indicated that teaching systemic-oriented 

summarization strategies had no effect on the reading comprehension of advanced-level Iranian EFL learners. Moreover, it was found that 

systemic-oriented summarization strategy instruction made no statistically significant difference in reading comprehension of male and 
female EFL learners. 

 

 

 

KEYWORDS:  Reading comprehension, Learning strategies, Cognitive Reading Strategies, Meta-cognitive Strategies, Summarization, 

Expansion, SFL(Systemic Functional Linguistics), Clause Complex, Tactic 

 

 

INTRODUCTION  

The English language is an international language and people in different areas of expertise need to be proficient in this language. For this 

reason, learning four skills of it is necessary; but reading is a highly valued skill by teachers and learners because it helps learners to read for 

different purposes, particularly for academic purposes. People all over the world in non-English speaking countries use English as a foreign 
language.  Learning to read in English is a great challenge for EFL learners, especially when it is for academic purposes. Students' academic 

success depends on well-developed reading comprehension ability. People in non-English countries, have English only in the classroom, for 

this reason learners need to have both good language proficiency and strong cognitive skills in strategic thinking and learning.Reading is not 
only understanding of printed words, but also it is the kind of process in which learners need to comprehend its implied ideas. "Learning to 

read is not only learning to recognize words; it is also learning to make sense of texts" (Tierney, 2005; p. 51). Reading comprehension is a 

thinking process. Comprehension takes the readers to a new level of active understanding and insight. Comprehension increases language 
knowledge. 

According to Chamot (1987, P.P.71-84), ''learning strategies are techniques, approaches, or deliberate action that students take in order to 

facilitate the learning''. Teaching strategies can help students comprehend text more efficiently (Palinscar, Brown, & Trathen, 1996, Brown, 

Pressley, Van Meter & Schuder, 1996). Readers must use different types of comprehension strategies in order to be proficient readers. 
Pressley (2002) asserted that good readers know how to use specific strategies. In contrast, poor readers are weak at making 

 

 inference. Reading comprehension consists of metacognitive and cognitive strategies. One important type of these strategies is summarizing 
a text (Armbruster, Anderson, & Ostertage, 1987). According to (Armbruster, Anderson & Ostertage, 1987, Doctrow, Wittrock & Marks, 

1978; Wittrock & Alesandirini, 1990) including students to write summaries of text have been shown to improve reading comprehension. 

 

Statement of the problem 
Reading is often known as the most important of the four language skills for EFL learners. As it enables students to obtain presentation to 
the target language and receive valuable linguistic input to build up language proficiency. It is a fluent and energetic process which involves 

the reader and reading material in making meaning (Anderson, 1988). 

 
Reading comprehension is a complex skill, it which students are asked to find main idea and details and make a distinction between the two. 

On the other hand, learning strategies play a decisive role in second or foreign language learning. Learning strategies also help learners to 

gather new information and then assimilate this information into their available knowledge. According to some studies that revealed when 
strategies are taught explicitly, this knowledge helps ESL/EFL students become more strategic in reading process (Anderson, 1999; Block, 

1992; Brown et al., 1994; Carrell, 2001; Casanave, 1988; EL-Hindi; 1997; Krapels, 1990; MCGee & Richgels, 1990; Paris et al.,Colomb, 

1993). 

 

Summarizing is conceived of as a challenge for learners, especially for those in EFL and ESL setting, because they do not know what to 

include and what to leave out in their summaries (Friend, 2002).In investigating the previous studies in using summarization strategies there 
is nothing on the qualities of summary which students stray from main subject of the text and wrote disconnected summaries with theme. 

Although, students must use their own sentences, but digression from the theme and main ideas of the text is not a correct way. Although, 

writing short summaries is the rule, but heart of the matter should be offered. All of this indicates that teaching summarizing strategies is 
inadequate. Readers at first must have a better reading comprehension in the use of summarizing strategies.                                                           

 

According to some studies that have been observed, most EFL teachers tried to improve students' reading comprehension. Many studies 
(e.g., Ahmadi, 2001; Poorahmai, 2009; Ebadi, 2002; Khalaji & Vafaeeseresht, 2012; Ghabel, 2004; Kazemi & Khalili, 2012) have aimed at 

finding solutions to deal with students' weaknesses in accomplishing reading comprehension 
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assignments. Some of the proposed solutions are focusing on cognitive and metacognitive strategies or using translation as a supplementary 

reading technique. But few studies have been conducted to investigate the effect of systemic-oriented summarization (e.g., Hallidays'1985 

clause complex and expansion) strategies, on reading comprehension of female and male EFL students in Iran. This reason motivated the 

present study. Today EFL/ESL reading instruction is shifted from teaching texts to teaching readers (Hass & Flower, 1988). Reading 

strategies and skills are now taught learners for understanding such elements as textual features, rhetorical elements, content and cultural 
background. One of these strategies is summarization. Summarization is an effective reading strategy that can help students to make a 

summary of important proposition from text and summarization help students to comprehend knowledge, transferring it to long-term 

memory because it leads students to reading to understand, to recognize important ideas and to express the information by using their own 
words (Senemoglu, 2001: 569). 

 

Some teachers still use traditional approaches to teach reading comprehension. This study investigated the effect of teaching systemic-
oriented summarization strategies on the reading comprehension of advanced Iranian EFL learners. To put in simple terms, it finds out 

whether the systemic-oriented summarization strategies can help to solve the problem of EFL readers in reading and enhance their reading 

comprehension ability.This study attempted to search for ways to effectively enhance students' reading comprehension. English teachers do 
not know how to use reading strategies effectively. So, this study attempted to introduce more effective strategies to EFL learners 

(especially Iranian EFL learners) through Hallidays'(1985) clause complex Expansion. Finally, this study investigated how systemic-

oriented summarization strategies can be useful for students' comprehension of text. 

 

 

REVIEW OF LITERATURE  
Most of the research which has been done on teaching summarization is based on the model of the text comprehension developed by Brown 

and Day (1983), and another model developed by Kintsch and Van Dijk (1978). Three kinds of operations which take place during the 

reading process are taken into account by these models including:  
                                     

1) The elements of meaning are integrated into a coherent whole; 

2) The whole meaning of the text is compressed into its main ideas; 
3) The gist is used to modify those elements which have previously been constructed and to have an effect on those yet to be constructed. 

 
Regarding Kintsch and Van Dijk's (1978) models of text comprehension a lot of researchers based teaching summarization as a applicable 

model (e.g., Brown & Day, 1983; Hare & Borchardt, 1984). According to this model, the students are taught "How and Why" to summarize 

and to understand that the component skills are essential comprehension operations (Brown, 1978; Brown, Day & Jones, 1983). As 
mentioned, know-how of teaching summarization strategy, there are at least two major approaches:                                       

 

First, rule-governed approaches which rely heavily on Kintsch and Van Dijk's (1978) theoretical model of text comprehension emphasizing 
macrostructure propositions and Brown and Day's (1983) two sets of macro-rules for producing summaries emphasizing, especially written 

summaries. These rules consisted of six rules including: 

 
1. Delete unnecessary information; 

2. Delete redundant information; 

3. Compose a word to replace a list of items; 
4. Compose a word to replace the individual parts of an action; 

5. Select a topic sentence; 

6. Invent a topic sentence if one is not available. 
 

Wittrock and his colleagues suggested that, the process of generating summaries help readers build relation among concepts contained in a 

text as well as link these concepts to prior knowledge. There are considerable research evidence regarding the validity and reliability of 
summaries as a measure of reading comprehension (Head, Readence, & Buss 1969, Taylor, 1984). In recent years, the importance of the 

reading comprehension strategies has been understood better; therefore, work on the summarizing strategy training increased. Some of them 

are as follows: With his study which includes the summarizing strategies Hamman (1995), researched the effect of the strategy training on 
students' achievement.Palinscar and Brown's (1984) reciprocal teaching method was used in these strategy training. The other study done by 

SusarKirmizi (2006) used cooperative learning method based on the Multiple Intellect Theory in the training for summarizing strategy. 

Comprehension Strategies: These are strategies that occur before, while and after reading. Comprehension failure may happen at the three 
phase of reading. Good readers of all ages engage in conscious, active comprehension strategies before, during and after reading (Pressley & 

Wharton ï MC Donald, 1997). At college, reading activities are made to comprehend the academic materials and to learn how learners can 

read conceptually. Unlike traditional material, reading comprehension strategies help learners to be an effective reader. Reading 
comprehension strategies can help readers remember the points, distinguish the necessary and unnecessary information, think about the main 

idea and comment on the subject matter. Good readers use lots of strategies before and after reading (Dogan, 2002). Haller (2000, P. 21-24) 

modeled a number of school-based post-reading activities, which enhance learning comprehension through the use of matching exercises, 
cut-up sentence, and comprehension questions. To achieve comprehension in reading, an effective reader should be able to successfully 

implement such practices as relating the text with his/her own background knowledge, summarizing information, drawing conclusions, and 

posing questions at the text (McNamara, 2007; Block, Rodgers & Johnson, 2006; Keer &Verhaeghe, 2005; Allen, 2003). Language teachers 
help the reader to be an effective and proficient reader through possible procedures pre, while and after the reading activity. 

 

Before Reading 
Before reading a text some readers use different types of strategies. For instance, they overview the text, make plan for how to read the text 

and often readers clarify their purpose and some of them before reading consider what they know about a topic and about the structure of a 

text. Before reading activities are called as enabling activities, because these activities provide a reader with necessary background 
knowledge to organize activity and help reader to comprehend the text (Ringler &Weber).This kind of activity motivates students to want to 

read. Activities that are mentioned are as "devices for building the gap between the text's content and the reader's schemata". Some scholars 

believed that pre-reading activities are called as planning activities. In planning activities, readers use it before reading, they activate their 
own background knowledge to get prepared for reading, It can be an example of planning strategies (Almasi, 2003; Israel, 2007).  

Also previewing a title, picture illustration, heading or subheading can help readers grasp the overview of the text. Readers may also 

preview the general information in the text and its structure (Almasi, 2003; Paris, Wasik, & Turner, 1991).   
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While and Post Reading Activities 
Students must be aware of what is their level of comprehension.  Many students read but they are not aware of what is happening and they 

do not comprehend the text. When expert readers, read a complex text, they use controlled strategies (Pressley, 2000). Proficient readers for 

example while and after reading, ask questions of the text and relate information in the text to their previous understanding of the topic; and 
re-read, summarize, and make notes, to monitor their comprehension and clarify their understanding. Research has shown that students' 

comprehension of complex texts can be improved by teaching them a number of strategies to use while they are reading and after they finish 

the reading text (Pressley & Wharton- Mc Donald, 1997; Schuder, 1993). List of prompts intended to facilitate student strategic thinking 
during and after reading:  

 

1. Attending to text structure (e.g. How is the text organized?) 
2. Summarizing the text 

3. Checking understanding (e.g. readers ask themselves Can I answer who, what, When and Where and Why questions about the text?). 

4. Using fix-up strategies (e.g. monitoring comprehension, seeking clarification). 
 

As mentioned before, there are some strategies that readers use during and after reading. They are named as Monitoring strategies (those 

occur during reading), and another one that readers use it when they finish their reading activity is called as Evaluating strategies. 
Monitoring strategies take place during reading and some examples of them are as follow (Israel, 2007; Pressley, 2002): 

 

1- Comprehension of vocabulary, 
2- Self-questioning  

3-Summarizing and, 

4-Inferring the main idea of each paragraph 
 

Evaluating strategies are strategies in which readers use them after reading process. For example, after reading a text, a learner may think 

about how to use what they have read to other situation. They may identify with the author, a narrative or main character, and may have a 
better perspective of the situation in the book than they did at first. 

    

A. What is Summarization? 
To achieve reading comprehension, an effective reader should be able to successfully use such practices: Summarizing information, drawing 

conclusions, posing questions, etc. Summary writing is an activity which contains both reading and writing. Summarizing is a strategy to 

help to understand what is being read and is an activity that requires students to comprehend, analyze and synthesize ideas. It is an important 
skill for readers of all levels, even those in college and beyond. A summary therefore, is a shorten version of an original text, stating the 

main ideas. Garner (1982), defined efficient summarizers as a person who can "integrate important pieces of information". He believed that, 

the summaries in this study became like new texts for the reader i.e. their mental representations of the original texts. Then he conclude that 
effective summarizers probably "streamline" the information they have read so successfully and comprehend them, that the summary 

product becomes the text which is stored and retrieved. One of the most important priorities for summarizing is comprehensive reading of 

the text. To learn summarizing, students must take these steps:1) Setting main and second ideas of each paragraph within the text.2) Setting 
the most important paragraph within the text.3) For writing a good summary, in general, discovering and setting of the main idea of the text. 

4)  Referring the concepts and the ideas of the text, and paraphrasing, that is, using his/her own words (Wormeli, 2004; Garcia &Michaelis, 

2001). Summarizing is semantic processing in which it occurs during reading process and it also is cognition process. It is an effective 
learning strategy that can help students to construct and retain a succinct summary of important propositions from text. So, summarization as 

comprehension strategies is important to teach. Summarization is an intervention for teachers and has been demonstrated to improve reading 

comprehension (Anderson & Armbruster, 1984; Pearson & Fielding, 1991; Rinehart, Stahl & Erickson, 1986). 

B. What is Systemic-Functional linguistics (SFL) 
The last five decades have been marked by an interest in functional approaches to language, such as Systemic Functional linguistics (SFL), 

Functional Discourse Grammar, Role and Reference Grammar, Emergent Grammar and Word Grammar, etc. It involves the notion that 

language consists of a set of systems which offers the writer/speaker choices in expressing meaning. The view of language within Systemic 
Functional Linguistics is both rich and complex. It is a modeling of language that sees discourse as text-in-context. It is concerned with how 

people use language and how language is structured for use. Systemic Functional Linguistics views meaning as social meaning impact on 

linguistic forms. Systemic Functional Linguistics is that a meaning-making system. Systemic Functional Linguistics, established by M.A.K. 
Halliday, is the most influential. As a functional theory of language rather than just a theory of grammar, SFL seeks to be applicable and 

'appliable' describing, explaining, and evaluating why and how people communicate with each other by use of language (cf. Halliday & 
Mathiessen, 2004). Systemic functional theorizing is all about exploring the function of language as enabling humans to make meaning in 

the world. To that end, it models language as a multi-dimensional phenomenon, as language in context (Halliday, 1978; Mathiessen, 2007). 

Second, it develops comprehensive description of language that brings out the uniqueness of particular language as meaning-making 
resources.  

 

A clause complex:  is a constituent of grammar. When a number of clauses are linked together grammatically we will use the term clause 
complex. It is serial structure, where the same element is repeated again and again by iteration. Clause complex, when one or more clause s 

linked by tactic and logico-semantic relations. Clause complexes are formed either by combining two Independent clause through linking 

words known as Coordinators, or by combining an Independent clause with Dependent one through the binding words known as 

Subordinators. 

 

What is Expansion? 
the secondary clause expands the primary clause. Expansion is subdivided into elaboration, extension, and enhancement. Theoretical 

framework of this study is Halliday's (1985a) description of clause complex relation. SFL is an approach to linguistics developed by 

Halliday. He sees language in a social context. The theory behind this approach is functional rather than formal, that is, it considers language 
as a resource used for communication and not as a set of rules. Language based on the SFL, consists of discourse-semantic and lexico-

grammar levels. Discourse-semantics describes language from discoursal and semantic perspectives. From discoursal point of view, 

cohesion and coherence are of focal attention at the text level; and from semantic point of views three layers of meaning such as ideational, 
interpersonal and textual(are as internal organization of a clause) are investigated at the clause level. According to Halliday and Hassan 

(1976), the interpretation of some parts of a text depends on the understanding of some other parts of mentioned earlier or later in the body 

of the text or out of the text in the surrounding environment. There is "scale of rank" in the grammar of every language, but for English it is 
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as clause, phrase/group, word and morpheme. Units of every rank form complexes. External organization of a clause consists of Expansion 

and Projection. Above the clause named as clause complex. There are two systemic dimensions when interpreting clause complexity: 

 

1. Interdependency (or tactic) system: Parataxis, Hypotaxis 

2. Logico-semantic system: Expansion: Elaboration, Extension, Enhancement 
 

Clause complexes or above the clause: The notion of "clause complex" enables us to account in full for the functional organization of 

sentences. A sentence will be defined, in fact as a clause complex. The clause complex will be the only grammatical unit which we shall 
recognize above the clause. Hence, there will be no need to bring in the term 'sentence' as a distinct grammatical category. It simply can be 

refer to the orthographic unit that is contained between full stops. This will be avoiding ambiguity: A sentence is a constituent of writing 

while, A clause complex is a constituent of grammar. When a number of clauses are linked together grammatically we will use the term 
clause complex. Clause complexes are formed either by combining two independent clauses through the linking words known as 

Coordinators, or by combining an independent clause with dependent one through the binding words known as Subordinators. 

 
Example of clause complex: 

/// Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. /// (1, 2) 

What is Paratactic? 
in parataxis, elements are equal status. Each element could stand as a functioning whole. The relation can be logically (in general) 

symmetrical (salt and pepper, pepper and salt) or transitive (salt and pepper, pepper and mustard, salt and mustard). Paratactic structures will 

be represent by a numerical notation 1, 2, 3 with nesting indicated in the usual way. 
11 [2 2 3] 3 2 means 1(1 2)2 3 (1 2) 

What is Hypotactic? 

 
Hypotactic relationships are elements of unequal status. The dominant element (primary) is free; the dependent (secondary) of course is not. 

The relations are in general logically non-symmetrical (I breathe when I sleep is in contrast with I sleep when I breathe) or non-transitive (I 

fret when I have to drive slowly + I have to drive slowly when it's been raining is in contrast with I fret when it's been raining). 
 

Example of hypotactic relation: 
When she graduated from high school, she undertook a trip through the country (Hypo-taxis Ŭ=ɓ). 

 

As mentioned above, there are two systemic dimensions when interpreting clause complexity. One is the system of interdependency, or 
'tactic' system, Parataxis and Hypo-taxis, which is general to all complexes- word, group, phrase and clause alike. The other is thelogico-

semantic system of expansion and projection, which is specific to clause combining.  Parataxis and Hypo-taxis illustrated: 

2 and then (she) undertook a trip through the Country (Parataxis). 
ɓ When she graduated from high school, 

Ŭ she undertook a trip through the country (Hypo taxis). 

 
A. Elaboration 

One clause expands another by elaborating on it, restating it in other words, specifying it in greater details, commenting or exemplifying it. 

In elaborating, nothing new is added to the message in the primary clause. In every clause complex, the secondary clause has an elaborating, 
extending or enhancing relation to the primary clause (Halliday, Mathiessen, 2004).  Example of clause connectors of elaborated paratactic 

clauses: (And, in other words, that is to say, for instance, i.e.,for example, to be precise, in particular, in fact, actually, indeed, at least). 

Example of clause connectors of elaborated hypotactic clauses: Which, When, Where 
 

B. Extension 

One clause expands another by extending beyond it, adding some new element, giving an exception to it, or offering an alternative. Example 
of clause connectors of extended, paratactic clauses: (Bothé) and, Not onlyébut also,(Neitheré)nor, (And) yet, But, But not, Notébut 

only, except, (Eitheré) or (else) 

///Jim entered the class and took a seat next to me. /// (1 +2) 
Example of clause connectors of extended, hypotactic clauses: Whereas, while, except that, as well as, without, instead of 

///Whereas the director gave no votes, his deputy said aye.  /// 

 
C. Enhancement 
One clause expands another by embellishing around it, qualifying it with some circumstantial feature of time, place, cause or condition. 

Examples of clause connectors of enhanced, paratactic clauses: (Then, so, for, but, yet, however, still, meanwhile, at that time, in that way,  
therefore, nevertheless).                                                                                                            Examples of clause connectors of enhanced, 

hypotactic clauses: (As, in case, while, before, since, after, provided that, because of). 
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Table 1: Logico-semantic relationship in a clause complex along with notations (Pandian&Assadi, 2010) 

Hypotactic Paratactic                Logico-semantic relationship 

Non-defining relative clause 

( ) 

Apposition 
(1 = 2) 

Elaboration 
(=) 

E 
X 

P 

A 
N 

S 

I 
O 

N 

While, whereas clause 
Apart from/as well as/except for non-finite clause 

(  

Coordination 
(1 +2) 

Extension 
(+) 

Subordination 

 

Otherwise/and 

then/for/thus/so/but 

clause         

(1  2)           

Enhancement 

( )            

De-expansion 

A clause complex is formed by combining two or more clauses. The clause complex are formed either two independent clause (Paratactic) 

or by combining one In-dependent clause with a dependent clause (Hypotactic). 

 

Examples of clause complex: 
/// Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. ///  

In Hallidayian expansion there are three sub-types such as elaborating, extension and enhancement. In elaborating one clause expands 

another by elaborating on it, restating in other words, or commenting it. In this type of expansion nothing new is added to the message in the 
primary clause. For example:/// she is green; she is envious of everything./// 

 

According to this example the secondary clause is restating the primary clause in other words.so, the readers must notice to it and write only 
primary clause and de-expand it, because nothing new is added to the message in the primary clause. Finally, the above example can be de-

expanding in this way: //She is green.// 

 
The second kind of the Hallidayian expansion is extension. In this type, one clause expands another by extending beyond it, adding some 

new element, giving an exception to it, offering an alternative. In extending, the secondary clause adds further information to the primary 

clause. According to below example the secondary clause adds further information about the primary clause  
///My favorite season is spring, but my mother hates it///. 

The above example can be de-expanding in this way: //My favorite season is spring//. 

Enhancement is another type of Hallidayian expansion. In this type one clause expands another by embellishing around it, qualifying it with 
some circumstantial features of time, place, cause and condition. Here, the secondary clause provides background information for the 

message in the primary clause. See below example: 

///We didn't have the rehearsal on Monday because it was a public holiday///.  
 

In this example the secondary clause give reason for the message in the primary clause and it can be de-expanding in this way: 
//We didn't have the rehearsal on Monday//. (De-expand) 

 

 

RESEARCH QUESTIONS 
The questions that can be addressed in this study are: 

1- To what extent does teaching systemic-oriented summarization strategies affect reading comprehension of advanced Iranian EFL 
learners? 

2- Is there any difference between the effect of teaching systemic-oriented summarization strategies on the reading comprehension of male 

and female advanced Iranian EFL learners? 
H1:The teaching of systemic-oriented summarization strategies has an effect on the reading comprehension of advanced Iranian EFL 

Learners.  

H2: The teaching of systemic-oriented summarization strategies has a differential effect on male and female advanced Iranian EFL Learners.  

 

 

METHODOLOGY  

Research Design 

In this study the learners were selected and they were divided into experimental and control groups. Then a pre-test and post test were 

administered to them. Only the experimental group received treatment and control group did not receive any treatment. These are principles 
of quasi-experimental study. therefore, this study is type of quasi-experimental research design. The independent variable in this study is the 

systemic-oriented summarization strategies and the dependent variable is the reading performance of the experimental and the control 

groups. And in this study the gender is moderate variable.   

Participants  
The participants in this study were 68 male and female EFL learners (their L1 was Turkish). Their age range was between 22-28. They were 

at advanced  level. The study was conducted at Payame Noor University in MeshkinShahr, Iran. Sixty eight learners were chosen through 

administration of PET test (Preliminary English Test). Learners whose score were 1 SD (SD=7.9) above and below of the mean score 
(M=33.83) were selected. All learners participated  in this were advanced level and  only the advanced level learners whose score were one 

standard deviation above and below of the mean score were selected as participants of the present study.  In order to get assurance as to the 

homogeneity of the learners they were pre-tested on their level of proficiency in reading comprehension. Then, these 68 male and female 
English learners were divided into two groups experimental and control groups. The aim of this study is to train students to learn strategies 
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and to read academic text more effectively.  

 

Instruments 

Proficiency Level Test (PET), PET (Preliminary English Test) was used in order to determine the proficiency level of participants' in 
reading, writing, speaking and listening. To select the participants, all 100 students took part in PET English Language Test.  

 

Reading Comprehension Test from TOEFL Test (pre-test and post-test), this test was selected from "TOEFL Actual Tests" administered by 
ETS 7full-length test. The test-retest reliability estimated for these tests indicated that the all instruments were reliable (Ŭ= 0.75). 

 

Treatment (Lesson Plan) 
Different research materials were used for the purpose of this study: 

 

Hallidays' (1985a) clause complex techniques were selected materials for this study. These material (Sample of Lesson Plan for 
Experimental Group, See Appendix A), were chosen from "The ABC's of Functional Grammar (Pandian, &Assadi, 2010), Chapter 5, The 

Clause Complex. 

 
Another material of this study was selected from "ENGLISH REXT", system and structure by J.R. Martin, University of Sydney. John 

Benjamins Publishing Company Philadelphia/Amesterdam 1992 (See Appendix A). Chapter 4, Conjunction and Continuity the logic of 

English text. 
 

Some materials of the present study used for the lesson plans were selected from "An Introduction to Functional Grammar" by M.A.K. 

Halliday and Christian M.I.M. Matthiessen (2004), Chapter7; above the Clause: the clause complex (See Appendix A). 

 

Another material was taken from Functional Grammar in the ESL Classroom by Rondey H. Jones and Graham Lock (2011), Chapter 6 

Elaborating (See Appendix A). 

During this study, the participants in Experimental group received Hallidays'(1985) clause complex expansion in order to learn the de-
expansion' rules and summarize text. On the other hand, the participants in control group did not receive any techniques. This technique was 

introduced to the experimental group then, they received some examples about de-elaboration, de-extension and de-enhancement. In order 

to, use these techniques for summarizing the given reading passage. 

 

De-expansion:   

A clause complex is formed by combining two or more clauses. The clause complex are formed either two independent clause (Paratactic) 
or by combining one In-dependent clause with a dependent clause (Hypotactic). 

 

Examples of clause complex: 
/// Rita enters, // close the door, // goes to the desk, // and dumps her bag on it. ///  

 

In Hallidayian expansion there are three sub-types such as elaborating, extension and enhancement. In elaborating one clause expands 
another by elaborating on it, restating in other words, or commenting it. In this type of expansion nothing new is added to the message in the 

primary clause. For example: /// she is green; she is envious of everything./// 

 

According to this example the secondary clause is restating the primary clause in other words. So, the readers must notice to it and write 

only primary clause and de-expand it, because nothing new is added to the message in the primary clause. Finally, the above example can be 

de-elaborating in this way: //She is green.// 
 

The second kind of the Hallidayian expansion is extension. In this type, one clause expands another by extending beyond it, adding some 

new element, giving an exception to it, offering an alternative. In extending, the secondary clause adds further information to the primary 
clause. According to below example the secondary clause adds further information about the primary clause  

///My favorite season is spring, but my mother hates it. /// 

 
The above example can be de-expanding (de-extension) in this way: //My favorite season is spring.// 

Note: notation for clause complex is (///) while a clause notation is (//). 
Enhancement is another type of Hallidayian (1985a) expansion. In this type one clause expands another by embellishing around it, 

qualifying it with some circumstantial features of time, place, cause and condition. Here, the secondary clause provides background 

information for the message in the primary clause. See below example: 
///We didn't have the rehearsal on Monday because it was a public holiday./// 

 

In this example the secondary clause give reason for the message in the primary clause and it can be de-expanding in this way: 
///We didn't have the rehearsal on Monday///. (De-enhancement) 

 

Procedure 
One hundred male and female EFL learners were selected as  participants in this studyand the entire study took 10 weeks. Male (N=50) and 

female (N=50) EFL learners at four classes at Payame Noor University in MeshkinShahr, Iran  participated in the present study. They were 

at advanced level and the PET (Preliminary English Test) was administered to establish participants' proficiency level. The learners of all 
classes were asked to complete a PET test in two hour and thirty minute. The learners whose score were 1 SD (SD=7.9) above and below of 

the mean score (M=33.83) were selected. Sixty eight English learners (males and females) were chosen. Reading comprehension test from 

TOEFL test administered to the students in order to homogenize them.  Then, two groups (n=68) were selected and assigned  into 
experimental and control groups. The students in control group were instructed in reading comprehension through regular instructional plan 

of Iran University. They didn't receive any systemic-oriented summarization strategies based instruction. They only were given the PET and 

pretest (reading comprehension test), and a post-test (reading comprehension test) the same as experimental groups. Their scores were 
compared with learners in experimental groups in order to determine the effect of systemic-oriented summarization strategies instruction on 

reading comprehension. On the other hand, the experimental group received treatment. The experimental group was instructed through using 

Hallidays'(1985) clause complex expansion. In the treatment session of the third week, the experimental group received their treatment 
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while, the control group did not receive any treatment (Table 3.1). The pre-test was administered before the treatment sessions while post-

test show the effect of treatment. All of the 68 EFL learners were asked to complete a post-test after the treatment sessions. The same test 

was repeated as post-test seventh weeks after the pre-test. 

 

 Experimental Groups                                   Control Groups   

- Pre-test (Reading Comprehension)                 -  Pre-test (Reading Comprehension) 

- Treatment (7 sessions),                                     - Treatment (7 sessions).Regular Hallidays'(1985a) expansion                                                           

Instructional Plan of Iran University 

- Post- test (Reading Comprehension)                 -  Post-test(Reading Comprehension) 

   

DATA ANALYSIS  

Findings Regarding Pre-test Homogeneity (Descriptive & Inferential Statistics) 
A number of descriptive analyses such as minimum, maximum, mean, and standard deviation have been conducted on the data collected 

from students' pre-test homogeneity in control and experimental group. The descriptive statistics of the participants' pre-test in control and 

experimental group are presented in the table 2. Regarding the experimental and control groups' homogeneity, it has been found that 
students' mean score in experimental group was 22.02 with the standard deviation of 6.16. Pre-test scores in control group revealed a mean 

score of 22.91 with the standard deviation of 6.39 

 
Table 2: Descriptive Statistics for Pre-test Scores 

 

N Mean 

Std. 

Deviation  

Std.  

Error 

Experimental  34 22.029 6.1668  1.0576 

Control  

Total  

34 

68 

22.911 

22.470 

6.3930 

6.2497 
 

1.0963 

.7578 

 

According to Table 3, (F= 0.33 and Sig., 0.56), there was no difference between the experimental and the control group in their pre-test' 
scores. However, both groups are homogenous. 

 

Table 3: Test of Homogeneity of Pre-test Between and Within Groups (one way ANOVA) 

 Sum of Squares df Mean   Square F Sig. 

Between Groups 13.235 1 13.235 .335 .564 

Within Groups 

Total 

2603.706 

2616.941 

66 

67 

39.450   

 

Table 4 presented the descriptive statistics results for pre-test homogeneity of male and female EFL learners in the study. Regarding the 
male and female learners' homogeneity, it has been found that students' mean score for the male learners was 22.38 with the standard 

deviation of 6.90 and students' mean score for the female learners was 22.55 with the standard deviation of 5.62. 

 

Table 4: Descriptive Statistics for Pre-test Scores 

 

N Mean 

Std. 

Deviation  

Std.  

Error 

Male 34 22.382 6.9063  1.1844 

Female 

Total  

34 

68 

22.558 

22.470 

5.6202 

.75789 
 

.96387 

.75789 

 

According to Table 5, (Sig. =.908), there was no difference between male and female learners(experimental and control group) in their pre-
test scores. So, both groups are homogenous. 

 

Table 5: Test of Homogeneity of Pre-test Between and Within Groups  (One Way ANOVA) 

 Sum of Squares df Mean Square F Sig. 

Between Groups .529 1 .529 .013 .908 

Within Groups 
Total 

2616.412 
2616.941 

66 
67 

39.643   

 

 

Hypothesis Testing 
Research Question One: Does teaching systemic-oriented summarization strategies affect reading comprehension of advanced Iranian EFL 

learners? 

 
Descriptive analyses such as mean and standard deviation have been conducted on the data collected from students' posttest in control and 

experimental group. The descriptive statistics of the participants' posttest in control and experimental group are presented in the table 6. 

Regarding the effect of teaching systemic-oriented summarization strategies in the experimental and control group, it has been found that 
students' mean score in experimental group was 25.35 with the standard deviation of 5.89. Post test scores in control group revealed a mean 

score of 23.38 with the standard deviation of 6.22 

 

 

 

 

 



I nternational Journal of Language Learning and Appl ied Linguistics World  
(IJLLALW)  

Volume 4 (4), December 2013  
ISSN (online): 2289 -2737 & ISSN (print): 2289 -3245                                                       www.ijllalw.org    

    

 

57 

Table 6: Descriptive Statistics 

 

Group 

N Mean Std. 

Deviation 

Std. 

Error Mean 

Post mark    Experimental 34 25.352 5.8923 1.0105 

                       Control 34 23.382 6.2232 1.0672 

 

As it is shown in Table 7, the P-value is equal to 0.18 which is higher than 0.05, so with regard to the first hypothesis of the study, that is, 

the teaching of systemic-oriented summarization strategies has an effect on the reading comprehension of advanced Iranian  
 

EFL learners, an Independent samples t-test was conducted and it showed that teaching systemic-oriented summarization strategies had no 

effect on the learners' reading performance. The results of this analysis are shown in Table 7. 

 

Table 7: Independent Samples Test for the Experimental and Control Groups 

 Levene's Test for 

Equality   Of 

Variance 

 

T-test equality   of Mean 

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

Post mark Equal variances  assumed 

Equal variances not assumed                                            

.893 .348 1.341 

1.341       

66 

65.804     

.185 

.185 

 

The Results Regarding the Second Research Hypothesis. (The teaching of systemic-oriented summarization strategies has a differential 
effect on the reading comprehension of male and female advanced Iranian EFL learners). 

 

Research Question Two: Is there  any difference between the effect of teaching systemic-oriented summarization strategies on the reading 
comprehension of male and female advanced Iranian EFL learners'? 

 

Descriptive analyses such as mean and standard deviation have been conducted on the data collected. The descriptive statistics of the male 
and female participants' posttest in the control and the experimental group are presented in the table 8. Regarding the effect of teaching 

systemic-oriented summarization strategies  on the reading comprehension of male and female advanced Iranian EFL learners in the 

experimental and control group, it has been found that male students' mean score was 24.41with the standard deviation of 6.85. Post test 
scores of the female learners revealed a mean score of 24.32with the standard deviation of (5.33). 

 

Table 8: Descriptive Statistics (Gender) 

 
Group 

N Mean Std. 
Deviation 

Std. 
Error Mean 

Post mark  male 34 24.411 6.8539 1.1754 

female 34 24.323 5.3355 .91504 

 

 

 
As it is shown in Table 9, the P-value is equal to 0.95 which is higher than the level of significance 0.05, so with regard to the second 

alternative hypothesis of the study, that is, the teaching of systemic-oriented summarization strategies has a differential effect on male and 

female advanced Iranian EFL learners, an analysis of an independent sample t-test was conducted. The results of this analysis are shown in 
Table 9. According to the results available, there is not a significant difference in the male and female studentsô performance in post-test. In 

other words, the second alternative hypothesis of the study is not accepted. It means that there is not any significant difference between the 

reading performance of Iranian male and female EFL learners in two groups. 

 

Table 9: Inferential Statistics Independent Sample Test 

 Levene's Test for Equality   Of 
Variance 

 
T-test equality of Mean 

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

Post mark Equal variances  assumed 
Equal variances not assumed                                            

4.125 .039 .059 
.059       

66 
62.253     

.953 

.953 

 

 

DISCUSSION OF THE FINDINGS 

In this study, at first, data from the pre-test were collected from 68 Iranian EFL learners in experimental and control groups. Analysis of the 

data through independent samples t-test revealed that there was no difference between experimental and control groups. The observed p-

value estimated for the first question of the study which is as follow: 

 

Does teaching systemic-oriented summarization strategy affect reading comprehension of advanced Iranian EFL learners?  P-value observed 

that (Table 4.7) Sig=.18 is more than the level of significance (p= 0.05).The research hypothesis that claimed there is an effect of teaching 
systemic-oriented summarization strategies on the reading comprehension of advanced Iranian EFL learners was not supported. The findings 

of the present study proved that there is no significant difference between score of participants of experimental and control group. Then 

results reject the related an alternative hypothesis of the study. However, it can be said that systemic-oriented summarization strategies has 
no effect on Iranian EFL learners reading comprehension. The results of the study revealed that learners' post test scores in experimental 

group and control group have not had significant differences. 

 
Although the result of this study proved that teaching systemic-oriented summarization strategies have no effect on Iranian EFL learners' 

Reading comprehension, but teaching strategies have significant effect in increasing EFL learners' reading knowledge. Oxford (1990) 

defined LLS (Language Learning Strategies), as conscious manipulation and movement toward a goal. All three types of LLS are important 
to the language learning process. Meta-cognitive strategies help students monitor and evaluate their learning after an activity is completed 
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while cognitive strategies are more limited to specific learning task and involve more direct manipulation of the learning material itself. It 

includes using previous knowledge to help to solve new problems. Another strategy is socio-affective strategies include asking a classmate 

to work together on a particular language problem. These strategies help the learners control their own learning (OMalley et al, 1987; 

&Fedderholt, 1997). Reading comprehension has a multi-dimensional aspect so; mastering all of these dimensions takes time and need large 

number of participants. 
 

 

Summarization is in the category of cognitive strategies and it is reading-writing connection activity. Summarization is a strategy that 
learners use to comprehend knowledge and recognize important ideas and express information by using their own words. For years and 

more recently, summarizing have been called as an important tool in reading comprehension by the National Reading Panel (2000) and a lot 

of researchers (Brown et al., Duke & Pearson 2002; Graham & Harris, 2005; Pressley & Block 2002; Taylor, 1986). 
 

Summarization is important as tool for improving comprehension (Pressley, 2000). Some other studies indicated that summarization have 

significant impact on the reading comprehension (Armbruster, Anderson, & Ostertage, 1987; Doctrow,Wittrock & Alensandrini, 1990). 
Cordero ï Ponce (2000) in their study randomly selected 64 intermediate college level learners of French as a foreign language. They 

divided their participants to experimental and control groups. The result revealed that summarization training was effective for L2 readers. 

All above views show the importance of summarizing strategies on the reading comprehension. While, the results of the present study 
revealed that there is no effect of teaching systemic-oriented summarization strategies on the reading comprehension of advanced Iranian 

EFL learners.  

 
It is worth mentioning that student's prior knowledge (experimental and control group) may have effects on their production. They may have 

seen the TOEFL test in other situations. The students' prior knowledge in control group regarding Hallidays' (1985) expansion strategies 

may have been taught previously in other classes. These two points should be affecting the results of this study. 
 

As mentioned before LLS are used to refer to all strategies language learners apply in learning the target language and summarization 

strategies are one type of language learning strategies. Different factors affect language learning strategies. Rees-Miller (1993) concludes 
"attempt to translate the theory behind learner-training is far more complex owning to the different factors that interact to influence the 

teaching and learning strategies: culture, situation, age, personal learning style. Pressley, et al. (1983), proposed that students need to be able 
to practice the learning strategy over a long period of time. Further research in this area will be necessary to determine the features of 

summary skill and the length of time will help students use the summarization skills. 

This study was conducted among advanced level subjects. Main point in this study is about the different results gaine d by 
experimental group. The result of this study revealed that teaching systemic -oriented summarization strategies had no effect 
on the learners' reading comprehension. Also answering to this question that why the result of experimental group is differen t 
maybe depend on different factors. One of the main points in this study is maybe because of little schedule time. Learners 
should have the opportunity of practicing the learning strategies. They should ask to make conscious effort to use Hallidays'  
(1985a) expansion strategies. The learners should become aware of systemic-oriented summarization strategies. However, 
students practice should be increased along with re-explanation which can continue as long as necessary for the students to 
acquire the strategic procedure (Palinscar, 1986; Palinscar& Brown, 1984). And another point as mentioned above is students' 
prior knowledge. So, further investigation is required with regard to using systemic -oriented summarization strategies within 
EFL contexts. 

The Results of the Effect of Teaching Systemic-oriented Summarization Strategies on the male and females' Reading Comprehension 
As the result of the study indicated, there was no significant difference among scores of participants (males and females) in control group 

with scores of participants in experimental group. Thus, results rejected an alternative hypothesis with respect to the related research 

question. However, according to the results it can be concluded that there is no any difference between the effect of teaching systemic-
oriented summarization strategies on the reading comprehension of male and female advance Iranian EFL learners. The second hypothesis 

(The teaching of systemic-oriented summarization strategies has a differential effect on the reading comprehension of male and female 

advanced Iranian EFL learners.) was not confirmed because there were no any differentiates between the performance of the male and 
female advance Iranian EFL learners. According to the results the p-value estimated for the second research question of this study is 

(Sig=.95) and it is more than the level of significance (p=.05).So, male and female learners to English report no significance difference in 

their using of systemic-oriented summarization strategies. 

Language learning strategies help learners become more autonomous. They also enhance self-efficacy, and individuals' perception that can 
help learners to successfully complete a task or series of tasks (Carter &Nunan, 2001). According to Oxford, et al. (1990), language learning 

strategy use is influenced by many factors. One of these factors is gender. Research in second language showed that female and male 

learners to English report differences in their use of language learning strategies. The another core interest in this investigation, thus, was to 
identify the gender differences in EFL context in terms of using systemic-oriented summarization strategies by boys and girls in Iranian 

University. Research in second language teaching shows that female and male learners of English report differences in their use of language 
learning strategies while, the result of this study revealed that there was no any significance difference between Iranian EFL learners in 

using systemic-oriented summarization strategies. Therefore the research hypothesis that claimed the teaching of systemic-oriented 

summarization strategies has a differential effect on male and female advanced Iranian EFL learners was not confirmed. 

 

 

CONCLUSION 

According to many researchers (e.g.,Armbruster, Anderson & Ostertage, 1987; Bean & Steenwyk, 1984; Berkowitz, 1986; Doctrow, 

Wittrock & Marks, 1978; Wittrock & Alesandrini, 1990) instructing students to generate summaries of text has been shown to improve 

comprehension. Previous studies indicated that summarization can help readers to focus on gist information and therefore improve 
comprehension (e.g., Anderson &Armbruster, 1984; Pearson & Fielding, 1996). Based on the findings of this study, the experimental and 

control groups developed their reading comprehension. However, the development of the experimental group was not significantly than the 

development of the control group. The fact that control groups' development may be attributed to their previous knowledge. It may have 
effects on their production. The learners in control group may have seen the TOEFL test in other situations. The students' prior knowledge 

regarding Hallidays' (1985) expansion strategies may have been taught previously in other classes. 
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At the end of instructional period, the female and male experimental groups' development was approximately the same. 

 

In the beginning of this study, data analysis showed that learners in experimental and control groups had same reading comprehension 
strategy awareness while, independent samples t-test also revealed that there was no difference among them in their post test scores. The 

obtained data showed that there was no any difference between female and male learners in using systemic-oriented summarization 

strategies. The present study was also carried out to investigate the degree of probable difference between post-test scores of male and 
female EFL students. The researcher draws some conclusion based on the comparison made between the performance of the male and 

female EFL learners in posttest. 

 
The findings of the study revealed that explicit teaching of systemic-oriented summarization strategies was not effective in the improvement 

of the EFL learnersô reading performance. It is also indicated that there is not a significant difference between males and females reading 

performance after taking the treatment. Based on the findings of the study, it became clear that systemic-oriented summarization strategies 
did not affect Iranian EFL learners' reading comprehension and according to the findings of the present study the participants in the 

experimental groups did not outperform the subjects in the control group significantly. In conclusion, the arguments raised in this paper 

indicate that learning strategies in this study depend on different factors such as learners' prior knowledge. 

 

 

Pedagogical Implications 
This study was an attempt to investigate one of the most important issues in EFL situations, i.e., learning to read through using Hallidays' 

(1985) expansion. The findings of this study suggest that teaching reading through using Hallidays' (1985) expansion did not improve the 

students' performance in the process of reading. Although the results did not carry an important effect for EFL learners of this study, teacher 
must not easily neglect the influence of teaching systemic-oriented summarization strategies on the reading comprehension of EFL learners. 

This study is expected to be helpful for those teachers who feel disappointed in attempting a creative approach to the teaching of the reading 

process. It is already known that in academic setting reading is the most important skill for students to be independent readers. However, 
how to teach students in order to be proficient readers is important issue. Syllabus designers, teachers, curriculum developers can use these 

strategies but they should consider the following suggestions. They should pay attention to students' prior knowledge and their awareness of 

these strategies and they may need to modify the design of the study was used in the present research because the important point in further 
research which should be taken into account is learner's schedule time. 

 

Suggestion for further research 
In this study different levels of proficiency were not taken into account. To examine the effects of the strategies used, different levels of 

proficiency can be included in the further studies. The number of participants was rather small in this research, and the results may not be 

generalized to a larger population of the learners. Thus, this study could be conducted with a large sample size. Important point in further 
research which should be taken into account is learner's schedule time. Another important point is the student's prior knowledge 

(experimental and control group). It may have effects on their production. The group that we were working on may have seen the TOEFL 

test in other situations.  
 

The students' prior knowledge regarding Hallidays' (1985) expansion strategies may have been taught previously in other classes. These two 

points should be taken into account in further research. 
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ABSTRACT  

The current study aims to investigate Iranian learners' beliefs about learning English and the stability of these beliefs over time. 50 
learners, males and females, studying English as a foreign language in different English institutes in Isfahan were selected. 

Horwitz (1987) Beliefs about Language Learning Inventory (BALLI), a 34-item survey instrument, was used to collect data twice 

with the interval of three months. After data analysis was done, the results indicated that generally, learners recognized the 
existence of foreign language aptitude and placed strong emphasis on excellent pronunciation, vocabulary acquisition, and the 

benefits of practice. Most of them reported of being highly motivated and interested to learn English. The findings also revealed 

that with the exception of slight change to two items on language learning difficulty, two items on nature of language learning, 
and five items on learning and communication strategies, most of their beliefs were stable over time.  

 

 
KEYWORDS:  Learnerôs Belief, Language Learning, Language Learning Inventory (BALLI), Communication Strategy. 

 

 

INTRODUCTION  

Recently, research on learner beliefs has evolved out of a growing interest in the role of affect in language learning. Beliefs are 

defined as "psychologically held understandings, premises, or propositions about the world that are felt to be trueô (Richardson, 
1996, p. 103) and are said to act as strong filters of reality (Arnold, 1999)."Beliefs are predispositions to action" (Rokeach, 1968); 

they influence what and how students learn. It has been shown (Schoenfeld, 1983) that oneôs belief systems, social cognitions and 

metacognitions are important force for intellectual performance, including learning and acquisition of foreign languages. 
According to Horwitz (1987), learnersô beliefs or notions about language learning can influence both their experiences and actions 

as language learners. Educational psychologists believe that learnersô self-beliefs are a defining factor of their learning behavior 

(Bandura, 1986; Pintrich & DeGroot, 1990). Learners with high self-efficacy are likely to expend more effort at a learning task 
and persevere even in the face of failures. Conversely, learners who doubt their ability to continue a learning task will put in less 

effort and give up easily in the face of challenges. According to Bernat and Gvozdenko (2005), beliefs have the potential to 

influence the learnersô attitude to language learning, their motivation to learn, and also shape their experiences and actions in the 
classroom. It has been noted that successful learners develop insightful beliefs about language learning processes, their own 

abilities, and the use of effective and efficient learning strategies, which have intensified their competence and performance in 

language acquisition. On the other hand, learners can also have misconceptions, uninformed or negative beliefs about language 
learning, resulting in their reliance on less effective strategies and negative attitude and perspective towards learning and 

autonomy (Victori & Lockhart, 1995), classroom anxiety (Horwitz, Horwitz and Cope, 1986), and poor performance (Reid & 

Hresko, 1981). Victori and Lockhart (1995: 225) discussed differences between insightful beliefs that successful learners hold, 
and the negative or limited beliefs that poor learners hold, and stated that: 

 

if students develop or maintain misconceptions about their own learning, if they attribute undue importance to factors that are 
external to their own action, they are not likely to adopt a responsible and active attitude in their approach to learning and may 

never become autonomous. 

 

For instance, a learner who assumes that one shouldnôt say anything in English until one can say it accurately and fluently will not make an 

effort to practice speaking in English while a learner who believes that it is important to repeat and practice a lot will benefit from applying 
that strategy. Similarly, learners who believe that they do not possess any special aptitude necessary for acquisition of English will start off 

with a relatively negative expectation of ultimate success compared to someone who believes otherwise. 

Literature Review 

 

Since beliefs about language learning have been found to significantly affect language learning and outcomes, one of the areas of research 
interest in recent years is the factors that affect beliefs, such as individual learner differences and contextual diversity (Bernat & Lloyd, 

2007). Interdisciplinary research suggests that learner beliefs are intertwined with factors such as self-percepts (e.g. self-concept, self-
efficacy), personality traits, and other individual differences (Bernat, 2007; Langston & Sykes, 1997; Siebert, 2003). Recent studies have 

examined learnersô beliefs about language learning for their relationship to factors such as strategy use (Yang, 1999); anxiety (Kunt, 1998; 

Tsai, 2004); learner autonomy (Cotterall, 1995; Wenden, 1991); gender (Bacon & Finnemann, 1992; Siebert, 2003), personality traits 
(Bernat, 2006); and language proficiency (Mantle-Bromley, 1995; Peacock, 1998, 1999; Tanaka & Ellis, 2003). Among other things, these 

studies have found that learners who held unrealistic beliefs or misconceptions about language learning were more anxious and intolerant 

than those who held more positive and realistic beliefs. Moreover, these beliefs have direct links to proficiency in that the more proficient 
learners were the more realistic and/or positive were their beliefs. Learner beliefs about language learning have also been found to be 

dynamic and context-specific (Alexander & Dochy, 1994; Chawhan & Oliver, 2000; Cotterall, 1995; Ellis, 2008; Horwitz, 1999; Riley, 

2009). Learner beliefs have been revealed to change over time to new experiences and learning as well as change of attitude. The results also 

indicated that there were significant differences between groups of diverse language background students, for example students studying in 

Australia (Chawhan & Oliver, 2000) and New Zealand (Cotterall, 1995). However, studies conducted using the BALLI did not have 

consistent findings (Kern, 1995; Peacock, 2001). Kern (1995) conducted a survey involving university students studying French, reported 
that 35% to 59% of the responses changed over a period of 15 weeks. A significant change was observed in the response to the statement: 

"If you are allowed to make mistakes in the beginning, it will be hard to get rid of them later on", with 37% of the students reporting greater 

agreement and 15% lesser agreement. This suggests that many students were becoming increasingly conscious of their mistakes and were 
having difficulty in avoiding them, although they tried to correct them. Another change was in responses to the statement: "Learning a 

foreign language is mostly a matter of learning a lot of grammar rules", with 32% showing greater agreement and 20% lesser agreement. 

Meanwhile, Peacock (2001) reported a longitudinal study that investigated changes in beliefs about L2 learning of trainee ESL students in a 
three-year program at the City University of Hong Kong. His findings revealed that there were no significant changes in learner beliefs at 

the end of the program. Since the research findings regarding change in learner beliefs so far are not comprehensive and thorough, Bernat 

and Gvozdenko (2005) suggested that there is need for further investigations on the stability of beliefs and effects of instructional 
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interventions based on studentsô beliefs about language learning. The present study aimed to explore this phenomenon among Iranian 

learners belief. 

 

Wong (2010) did a research to explore learners' beliefs about learning English and the stability of these beliefs over time by using the 

Horwitz' BALLI in Malaysia. The findings revealed that learners recognized the existence of foreign language aptitude and placed strong 
emphasis on excellent pronunciation, vocabulary acquisition, the benefits of practice, and an immersion approach to language learning. Most 

of them reported of being highly motivated to learn English and were positive about their ability to master the language. The findings also 

revealed that with the exception of slight change (ranging from 4% to 20%) to two items on language learning difficulty and six items on 
nature of language learning, most of their beliefs were stable over time. 

 

As it was mentioned, research on learner beliefs in teacher education research has gotten significant attentions in recent years, particularly in 
investigating teacher beliefs and the connection between their beliefs and educational practices (Brown & McGannon, 1998; Calderhead, 

1996; Peacock, 2001), since their beliefs play an important role in their learning. Brown and McGannon (1998) and Breen (1991) studied 

teacher beliefs and concluded that teachers had many incorrect beliefs about how foreign languages are learned and that this influenced their 
teaching practices later. Kennedy (1996) argued that real and effective change in teachersô practices could only occur through a change in 

their beliefs.  

 
In Iran, a place where English is being learnt as a foreign language, no studies have been reported investigating learners' or pre- service 

teachers' beliefs about language learning over time, particularly studies involving English learners who are learning English in institutes for 

different purposes to teach English. Documenting language learners' beliefs is indispensable, so that efforts can be made to bring about 
awareness and changes in beliefs while they are still undergoing training to learn English. Discernment into learnersô language learning 

beliefs would prove practical to teacher educators in incorporating appropriate and pertinent instruction on language learning during English 

lessons. The present study aimed to fill a gap in research on language learning beliefs. 
 

 

 

RESEARCH QUESTIONS 

In line with what was stated above, this study aimed to gain insights into the following research questions: 
 

1. What are the main Iranian EFL learnersô beliefs about language learning? 

2. To what extent are Iranian learnersô beliefs stable over time? 
 

                

METHODOLOGY  

Participants 

Participants were fifty English students, male and female, who were learning the language in different English institutes at least for six 

months. The age range of learners was from 18 to 30 years. 
 

Instrument 

The survey instrument used to collect data consisted of 34 items from the Beliefs about Language Learning Inventory (BALLI) designed by 
Horwitz (1987). This instrument has been widely used (Bernat, 2006; Bernat & Lloyd, 2007; Horwitz, 1989; Siebert, 2003; Tanaka & Ellis, 

2003; Yang, 1999) to assess learners and teachers' beliefs in relation to second or foreign language learning. Nikitina and Furuoka (2006) 

showed that the BALLI is a valid and suitable tool for research on language learning beliefs in different context. The BALLI measures 
learnersô beliefs about five language learning categories: (1) foreign language aptitude, (2) the difficult of learning language, (3) the nature 

of language learning, (4) learning and communication strategies, and (5) motivation and expectations. Participants were required to respond 

to the items on a 5-point rating scale, with 34 items ranging from agree (1), neutral (2), and disagree (5).The reliability of the inventory was 
estimated at 0.92 in this study. 

 

Procedure 
The BALLI was administered on the English learners in this study. The learners were not informed that they were involved in a study to 

investigate their beliefs about learning English but they were asked to check their ideas. They were told that there were no right or wrong 

answers. What was important was that they answered according to their beliefs about learning English. Most of the learners completed the 
inventory in 20 minutes and all the instruments were collected back for analysis. Three months later, the same instrument was administered 

again on the same group of learners. In both sessions they did not have any difficulties in understanding any of the statements in the BALLI. 

They were asked to write their names but they did not know that they would be asked to answer to the BALLI in three month again.   
 

Data Analysis 

Descriptive analysis was used to calculate the frequency of responses for each item. Additionally, the BALLI is a multidimensional 
instrument where each item assesses a specific belief about language learning. Therefore, the scores for the items were not added together or 

averaged. For ease of viewing, the BALLI item ratings were collapsed into three categories namely agree (for strongly agree and agree), 

neutral and disagree (for disagree and strongly disagree) .Changes in beliefs were investigated through comparing learnersô responses to 
each item in the five language learning areas over the interval. 

 

 

FINDINGS AND DISCUSSION 

The findings of this study have revealed some interesting insights into learners' beliefs about language learning and the variability of learner 

beliefs over time. The frequency of learnersô responses for the items in the BALLI and the relevant discussion are presented according to the 
five language areas of the instrument (outlined in the method section) in Tables 1 to 5. This is then followed by results on the stability of 

beliefs of the learners over time in tables 6 to 8. 

 

Learners Beliefs about Learning English 

Foreign Language Aptitude 

The items in this language area refer to various aspects of the individualôs potential to be successful in language learning. The findings show 
that majority of the English learners (40 of them) agreed with the commonly held belief that it is easier for children than adults to learn a 

second language (table1). Their beliefs were consistent with research findings that show a positive effect of young age on aspects of 
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language learning such as phonological development (Patkowski, 1990) and fluency (Donato, Antonek & Tucker, 1996). Similarly, English 

learners in the present study agreed that some people have special abilities for learning a foreign language. Their ideas about items 10: It is 

easier for someone who already speaks a foreign language to learn another one were mostly neutral (21 out of 50), seventeen of them agreed 

and the twelve left disagreed.  Examining item 11 just one participant believed that people who are good at mathematics or science are not 
good at learning foreign languages and most of them (31) disagreed. This response suggests that the majority of the learners do not make a 

distinction between an aptitude for the sciences versus an aptitude for the humanities-type subjects ð a distinction put forward by Gardner 

(1983) in his Multiple Intelligence theory distinguishing linguistic intelligence from logical/mathematical intelligence. 
 

For Item 16, twenty three learners agreed that they had this special ability while some of them (15 out of 50) believed that they did not have 

this special ability although the majority of them (45 out of 50) agreed that everyone can learn to speak a foreign language (Item 33). 
Learners' response to Item 33 is very encouraging as it shows a positive attitude towards learning a foreign language among EFL learners. 

The effect of culture and gender were addressed by Items 6 and 19. Here, 25 of them agreed that people in Iran are very good at learning 

second languages while six of them were neutral about this and the remaining nine disagreed with the statement. In terms of gender ability 
in language learning, the learners had interesting beliefs. Half of them agreed with the statement while 10 were neutral as to whether women 

are better than men are at learning languages and 15 of them disagreed that Women are better than men are at learning foreign languages.  

 
Regarding the effect of intelligence on language learning aptitude (Item 30), the learners believed differently. Twenty two t of the learners 

agreed with this belief while 17 were neutral and eleven disagreed that People who speak more than one language are very intelligent. 

According to Lightbrown and Spada (1999), intelligence is a strong factor in language learning when it comes to language analysis and rule 
deducting but it has less effect on language learning in the classroom where instruction focuses more on communication and interaction.  

 

Table 1: Foreign Language Aptitude 

 
Items 

 Frequency 

A N D 

1 It is easier for children than adults to learn a second language. 40 5 14 

2 Some people have a special ability for learning a second language. 31 10 9 
6 People in my country are very good at learning second languages. 25 16 9 

10 It is easier for someone who already speaks a foreign language to learn another one.  17 21 12 

11 People who are good at mathematics or science are not good at learning foreign languages.  1 18 31 
16 I have a special ability for learning foreign languages.  23 12 15 

19 Women are better than men are at learning foreign languages.  25 10 15 

30 People who speak more than one language are very intelligent.  22 17 11 
33 Everyone can learn to speak a second language. 55 2 3 

Note: A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree 

 

Difficulty of Language Learning 
Items 3, 4, 15, 25 and 34 were on difficulty of language learning. Nearly all of the learners (46 out of 25) agreed that some languages are 

easier than others (Item 3) while three of them were neutral and the remaining one  disagreed with the statement. Regarding difficulty of the 

English language, 17 of them rated the English language as a language of medium difficulty while 25 in the group rated it as very easy or 
easy and the remaining 8 agreed that English is very difficult.  

 

Meanwhile, a few (19 out of 45) of the learners agreed that it would take 3 to 5 years to learn a foreign language well if one spent an hour a 
day learning the language, although 25 of them believe that it would take 5 to 10 years to learn a language well if one spent an hour a day 

learning the language. As it is obvious in the table .2 nobody answered that people can learn English less than 1 year if they spent one hour a 

day learning a language. Items 25 and 34 assessed the relative difficulty of language skills (speaking, reading, and writing). Learners 
appeared to be divided on this issue. Three of the learners agreed with the statement while nineteen were neutral on this and a larger number 

(28 persons) disagreed with the statement. For Item 34, there were more learners agreeing that it is easier to read than to write a foreign 

language; forty of them and seven of the learners were neutral and the remaining three disagreed. It is important to mention that items 15 
and 34 had different answers in the interval which will be completely explained in table 6. 

Table 2: Difficulty of Language Learning 

 
Items 

 Frequency 

A N D 

3 Some languages are easier than others are. 46 3 1 

4 The English language is*  8 17 25 

15 If someone spent one hour a day learning a language, how long would it take them to speak it very 
well? 

 

Less than 1 year - - - 

1 to 2 years 8   
3 to 5 years 19   

5 to 10 years 10   

 You can't learn a language in 1 hour a day 

 

13   

25 It is easier to speak than understand a foreign language. 3 19 28 

34 It is easier to read than to write a foreign language. 40 7 3 

Note: A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree * A = A very difficult or difficult language; N = language of 

medium difficulty; D = A very easy or easy language 
 

Nature of Language Learning 

Items 8, 12, 17, 23, 27 and 28 are related to the nature of the language learning process. Items 8 and 12 investigated learners' opinion 
regarding the role of cultural contact in language learning. More than half of the learners (36) agreed that it is necessary to learn about the 

culture of the foreign language under study in order to speak the language while the 10 of them were neutral and the remaining 4 disagreed 

about this view. A larger number of learners (42), however, supported the immersion-type setting in language learning, judging from their 
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response to Item 12, that it is best to learn English in an English-speaking country. In such a setting, there would be greater exposure to the 

foreign language, its culture, and its people. A majority of the learners (38 out of 25) agreed that the most important part of learning a 

foreign language is learning new words (Item 17). Two persons however, did not agree that vocabulary acquisition was that important while 

ten neither agreed nor disagreed. For Item 23, learners were asked to rate the importance of learning grammar, and the remaining eight 

disagreed this view. Half of the learners agreed with the statement but seven of the learners were neutral. Mentioning that participants' 
beliefs were changed about this item over time is important. Item 27 surveyed learnersô views regarding learning English as dif ferent from 

other types of learning. Thirty out of fifty learners agreed with the statement and just three of them disagreed this statement. Meanwhile, 

quite a large number of learners (30 out of 50) agreed with the belief that translating from oneôs mother tongue is a highly valued learning 
strategy in language learning (Item 28). Therefore their belief does not support the Communicative Language Teaching (CLT) approach, 

where the target language is used during authentic, functional, communicative activities, and studentsô native language has no particular role 

in the classroom. The best way for learners to achieve native-like control of the target language is to think in that language rather than to 
translate or reprocess the target language into their mother tongue. However, five of the learners, agreed that translation is not important in 

language learning while the rest were neutral on the matter. The answers to this item were changed over time. 

 
 

Table 3: Nature of Language Learning 

 
Items 

 Frequency 

A N D 

8 It is necessary to learn about English-speaking cultures to speak English. 36 10 4 

12 It is best to learn English in an English-speaking country. 42 3 5 

17 The most important part of learning a foreign language is learning new words. 38 10 2 
23 The most important part of learning a foreign language is learning grammar. 25 17 8 

27 Learning a foreign language is different than learning other academic subjects. 30 13 3 

28 The most important part of learning English is learning to translate from my own language.  30 9 5 

Note: A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree 
 

 
Learning and Communication Strategies 

BALLI items 7, 9, 13, 14, 18, 21, 22 and 26 investigate the use of learning and communication strategies in language learning practices. 

most of the learners(40 out of 50) believed that it is important to speak English with an excellent pronunciation (Item 7), but the majority of 
them(43 out of 50) did not believe that one should only say something when one can say it correctly (Item 9). This finding revealed that 

while they support the idea of achieving excellent pronunciation, they also believed that it is all right to make mistakes, as is reflected in 

their responses to two Items 13 and 14. It is elating to note that many of these learners believe in the benefits of practicing speaking in 
English without waiting to be perfect and accurate before attempting to use the language. In fact, as seen in their responses to these two 

items, most of them enjoy practicing speaking in English with people who speak English well and felt that it is okay to guess when they 

donôt know a word. Griffiths (2003) said that instead of literally translating, painstakingly, and meticulously looking up every new word, 
good language learners guess and keep going. Guessing the meaning of new words instead of relying too much on mono or bilingual 

dictionaries is a useful skill. Nearly all of the learners also believe that it is important to repeat and practice a lot when trying to master the 

language (Item 18). If this belief is put into practice more often, it would help them to improve their proficiency in English, as this English 
proverb says practice makes perfect. Meanwhile, superiority of the learners appeared to agree over whether it is important to practice using 

tapes and CD-ROMs and nobody disagrees with this item (Item 26). Learnersô responses to Item 21 are encouraging in that half of them did 

not feel shy about conversing in English. Ten of them indicated that they felt shy speaking in English with other people and fifteen of them 

had neutral ideas in this view. Finally, for Item 22, greater of the learners did not agree that if mistakes are not corrected immediately, it is 

difficult to óunlearnô them. Few (3) of them agreed with this while the rest (9) neither agreed nor disagreed with the statement. 

 
 

Table4: Learning and Communication Strategies 

 

Items 

 Frequency 

A N D 

7 It is important to speak English with an excellent pronunciation. 40 6 1 
9 You shouldnôt say anything in English until you can say it correctly.  3 4 43 

13 I enjoy practicing English with people who speak English as a native language/speak English 
very fluently. 

45 4 1 

14 Itôs OK to guess if you donôt know a word in English. 43 5 2 

18 It is important to repeat and practice a lot. 44 4 2 
21 I feel shy speaking English with other people.  10 15 25 

22 If beginning students are allowed to make mistakes in English it will be difficult for them to 

speak correctly later on.  

3 9 38 

26 It is important to practice with cassettes/tapes or CD ROMs.  46 4 - 

Note: A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree 

 

Motivation and Expectations 

The items in this language category concern the desires and opportunities learners associate with learning English. The responses of the 

majority of the learners indicates that they were positive about their ability to speak well in English (Item 5), have a strong desire to do well 

in English (Item 31), and they would like to improve in English through getting to know native speakers of English (Item 32). Learnersô 
responses to items 29 and specially 24 suggest that they have strong motivation to learn English. A majority of the learners indicated that 

they would like to learn English because of its utility value, that is, it enables them to understand native speakers of English better (Item 24) 

and to have better job opportunities (Item 29). For the item20 most of the learners (38 out of55) believed that people in Iran feel like that it 
is important to speak English.as the table shows the majority of learners had a positive attitude and motivation toward learning English. 

There was no change in their beliefs in the motivation and expectations area. 
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Table 5: Motivation and Expectations 

 
Items 

 Frequency 

A N D 

5 I believe I will learn to speak English very well. 42 8 - 

20 People in my country feel that it is important to speak English. 38 9 3 

24 I would like to learn English so that I can better understand people who speak English as a native 
language. 

40 7 3 

29 If I learn to speak English very well, I will have better job opportunities. 29 13 8 

31 I want to speak English very well. 46 4 - 
32 I would like to get to know people who speak English as a native language. 30 14 6 

Note: A = Agree and Agree; N = Neutral; D = Disagree and Strongly Disagree 

 
 

Table 6: Change in Beliefs about Difficulty of Language Learning 

 

Items 

 Frequency 

A N D 

15 If someone spent one hour a day learning a language, how long would it take them to 
speak it very well?  

 

 

i. less than 1 year - - - 

ii. 1 to 2 years (8)5   

iii . 3 to 5 years (19)15   

iv. 5 to 10 years (10)25   

v. You canôt learn a language in 1 hour a day 

 

(13)10   

34 It is easier to read than to write a foreign language. 
 

(40)35 (7)9 (3)6 

Note: the numbers in the parenthesis show the results of the first survey 

 
The Stability of Beliefs over Time 

The results of the BALLI administered learners after three months showed that there was no change in two  of the five language learning 

areas, namely foreign language aptitude, and motivation and expectations. There were, however, slight changes ranging from .5% to 9% in 
the responses to two of the items on difficulty of language learning, five of the learning and communication strategies and two items on 

nature of language learning, as presented in Tables 6 and 7an 8. As is evident in Table 6, there seems to be a change in learnersô beliefs 
regarding the issue of the length of time it would take to learn a foreign language well. While there were still 19 learners who indicated that 

it would take 3 to 5 years the rest of the learners seemed to be in favor of a shorter length of time compared to previously. There was an 

increase of 1.5% of those who believed that it would take less than a year, decrease of 2% for those who believed it would take between 1 to 
2 years, and an increase of 7.5% for those who thought it would take 5 to 10 years to master the language and finally an increase of 1.5% in 

the last statement: You canôt learn a language in 1 hour a day. 

 

It could be that the experience and knowledge acquired over the past three months have shown them that it does not really take that much 

time to master the language. Another change in belief is seen in Item 34, regarding whether it is easier to read than to write a foreign 

language. The number of learners who were neutral on this seems to have increased by 1% while those who agreed with the statement 
decreased by 2.5% and those disagreed increased by 1.5%. 

 

Table 7: Nature of Language Learning 

Items  Frequency 

A N D 

23 The most important part of learning a foreign language is learning grammar. 25(27) (6)7 (8)10 

28 The most important part of learning English is learning to translate from my own language.  (30)36 (9)4 5(10) 

 
The results about the nature of language learning were different in two items 23 and 28.In 23, there was an increase of 1% in learners 'beliefs 

regarding the most important part of learning a foreign language is learning grammar, a decrease of 2% who were neutral and an increase of 

1% who disagreed this view. Regarding item 28 there was an  increase of 2.5% who agreed that the most important part of learning English 
is learning to translate from my own language, the number of learners who were neutral  have decreased  by2.5%  by which those who 

disagreed with the statement increased by 3%.  

          
Meanwhile, the bulk of the change in beliefs seems to be concerning the learning and communication strategies. As shown in table 8 there 

was  an increase 9% in the number of learners who agreed that it is important to speak English with an excellent pronunciation while there 

was an increase of 1.5%  in those who were neutral and an increase of .5% who disagreed the statement(item 7). The next strategy was that 

you shouldn't say anything in English until you can say it correctly(item 9), the results show that the learners who agreed this view had a 

decrease of 5% , there was an increase of 1.5% in those who had a neutral idea and finally a decrease of 1% in those who disagreed this 

statement. With the respect to the matter of whether it is Ok to guess if you don't know a word in English, there appears to be an increase of 
2% in those who agreed this statement and a decrease of about 1% in those who were neutral and disagreed this view. As for the attitude to 

feel shy speaking English with other people (item 21) learners  seemed to have changed their beliefs on this, judging by the drop of3.5% in 

those who agreed with the statement , decrease of 3% in those who were neutral and an increase of 6% who disagreed this view. The last 
stamen which revealed the learners change in strategy was item 22 which states if beginning students are allowed to make mistakes in 

English it will be difficult for them to speak correctly later on; there was a decline of 5% in those who agreed and a drop of 1.5% in those 

who were neutral, and a rise of 1% in those who disagreed this statement. Although the percentage change in beliefs is small, learners 
appear to be more divided on the issues put forward in the statements on learning and communication strategies. Generally, the findings 

concur with those of previous researchers (Alexander and Dochy, 1994; Chawhan and Oliver, 2000; Cotterall, 1995; Ellis, 2008; Horwitz, 

1999) in that learner beliefs can change with time due to new experiences and learning as well as change of attitude. 
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Table 8: Learning and Communication Strategies 

 

Items 

 Frequency 

A N D 

7 It is important to speak English with an excellent pronunciation. (40)46 (6)4 (1) 0 

9 You shouldnôt say anything in English until you can say it correctly. (3)2 (4)7 (43)41 

14 Itôs OK to guess if you donôt know a word in English. (43)47 (5)3 (2) 0 
21 I feel shy speaking English with other people. (10)3 (15)9 (25)38 

22 If beginning students are allowed to make mistakes in English it will be difficult for them to 

speak correctly later on. 

(3)4 (9)6 (38)40 

 
 

CONCLUSION 

In summary, the analyses of findings in this study provide some interesting insights into EFL learners' beliefs about the five language areas 
covered in the BALLI. Learners' responses to nine of the items changed slightly ranging from 0.5% to 9% after three months when they 

were asked to report on their beliefs again, supporting the view that learner beliefs are situational and dynamic in nature. In terms of 

pedagogical implications, the findings presented here will be useful to teacher educators in planning activities, to learners and administers 
that could increase awareness and even adjustment of learners' beliefs about language learning. However, it is important to pay attention that 

the beliefs about language learning held by the respondents in this study are only those specified in the BALLI instrument. As Bernat (2006) 

noted, for such a cognitively and affectively rich construct such as oneôs belief system, it is difficult to capture the complete picture merely 
through responses to a set of normative statements. Future researchers might want to employ a contextual approach and use a variety of 

qualitative data collection methods such as semi-structured or unstructured interviews, observations, and questionnaires to gain more 

insights into learners' and even teachers' beliefs and any change in their beliefs over time. 
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ABSTRACT 

This paper will analyze one of mitigation device type in the novel ñKetika Cinta Bertasbihò. It focuses on hedge, how it works as mitigation 

device. Hedge in this paper is to show how the speaker can save his or her utterance because of uncertain utterance. It will be divided into 
two classes according to Fraser (2010), propositional hedging and speech act hedging. These classes will help the speaker utters something 

and will achieve speakerôs goal easier. Finally, the aims of this paper are to find the function, the perlocutionary act of hedge and to find 

hedge as a mitigation devices in conversation to achieve speakerôs goal easier and to save his or her utterance because of uncertain utterance.     

 

 

KEYWO RDS: Hedge, Mitigation Devices, Indonesian Novel.   
 

 

INTRODUCTION  
When two or three people open a conversation, they or one of them will do some impolite utterance. The interlocutor will ignore the 

speakerôs utterance or some will feel offended of the utterance. In order to avoid the interlocutorôs negative response, mitigation device is 
needed. The function of mitigation is to soften the speakerôs utterance. As Caffi (1999), mitigation is ñthe attenuation of unwelcome effects 

on the hearerò. Many type of mitigation devices; shield, bushes, opener, softener, filler, preparator, grounder, disarmer, expander, promise of 

reward. One of the types is Hedge. Hedge occurs if someone utters something inaccurately, something uncertainty. Hedge usually involves 
adjective, adverbs, predicate adjectives, predicate nominal and declarative sentence such as actually, extremely, anyway, I guess, etc. In 

bahasa, the word or phrase or even sentence which is involved to hedge is the same as in English. But the function may be different. Hedge 

can be affected by the speakerôs speech act. One of the uses of hedge also will affect the perlocutionary act where the interlocutor will do the 
speakerôs utterance as the function of mitigation device; the interlocutor will achieve the speakerôs goal easier. In this case if the speaker 

uses hedge in their utterances the achievement will be occurred. But what if the result is unequal from the theory?. As the background 

above, the authors will analyze beside the function of hedge as mitigation. The authors analyze the perlocutionary act and to analyze 
whether hedge as mitigation is same as the theory. Here, the authors use Ketika Cinta Bertasbih as data. 

 

 

THEORETICAL BACKGROUND  

Hedge is introduced famously by Lakoff (1972) as fuzziness. ñFor me, some of the most interesting questions are raised by the study of 

words whose meaning implicitly involves fuzziness ï words whose job it is to make things fuzzier or less fuzzy (195)ò. As Hyland (1998) 
wrote the function of hedge is either a lack of complete commitment to the truth value of an accompanying proposition or a desire not to 

express that commitment categorically. Another hand, the function of hedge is to express inaccurate the speaker utterance. Here, hedge as a 

device or known as mitigation device is to make easier the speaker conveys his or her meaning or to attenuate the strength of utterance. As 
Zuck and Zuck (1986) mentioned that ñHedge is the process whereby the authors reduce the strength of a statement.ò Hedge in this paper 

will be divided into two classes; propositional hedging and speech act hedging. Propositional hedging involves predicate adjectives, 

predicate nominal, and declarative sentence. It where the truth value of the proposition is affected (Prince et al,1982). Another class of 
hedge is speech act hedging where hedge is depended on the speech act. It is not a semantic point of view anymore but it is a pragmatic 

point of view and it focuses on illocutionary force of speech act. As Brown and Levinson (1987) said that   

 
ñA hedge is a particle, word, or phrase that modifies the degree of membership of a predicate or noun phrase in a 

set; it says of that membership that it is partial, or true only in certain respect; or that it is more true and complete 

than perhaps might be expected.ò (145)  
 

Here hedge re-divided into two classes according to Prince et al, Fraser and Brown and Levinson that are approximators and shields. 

Approximators is another term of propositional hedging which work on the propositional content. For example: sort of, kind of, somewhat, 
some, a little bit, etc.  Second type is Shields or speech act hedging. It is to changing the relationship between propositional content and the 

speakerôs uncertain utterance. For example: I think, probably, as far as I can tell, right now, I have to believe, I donôt see that, etc. Here, 

Hedge will be related to speech act. Speech act divided into three; locutionary act, illocutionary act and perlocutionary act. According to 
Yule (1996) locutionary act is act which has no a meaningful power. Illocutionary act is act which has a meaningful power and 

perlocutionary act is the effect of locutionary act and illocutionary act. Those are the theories of hedge are bringing the authors to analyze; 

my focus is on hedge as mitigation device in Indonesian novel which is in Indonesian sentences.     

 

 

DATA AND METHODS  

The data in this research are from Indonesian Novel titled Ketika Cinta Bertasbih part I. Ketika Cinta Bertasbih written by Habiburrahman 

El Shirazy. He was a student who graduated from Al Azhar Cairo University, founder and main owner of Basmala Islamic boarding school. 

The novel is éthese were best selling novel in 2002 and had many awards such as the most favorite book in 2005. Because of its popularity, 
these novels were made as movie and became one of favorite movie in that time. The story was about finding their soul mate. The method of 

this research is the writer sorts and finds hedge in the novel. and the data are analyze by the type and the function as mitigation devices. The 

data are literally and followed by the analysis.        
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RESULTS AND DISCUSSIONS  

This research focuses on hedge as mitigation devices in novel ñKetika Cinta Bertasbihò. It would examine the function, the perlocutionary 

act of hedge as mitigation devices. Based on the data, the authors found most of the uses of hedge in the novel are; kayaknya, jika or kalau, 

mungkin and ngomong-ngomong. The authors took some data which contain the hedges. 
 

(1) Pak Ali : ñKalau boleh  tahu   berapa umur  mu   Mas Khairul?ò 

           If     may   know   how      age   you, Mas Khairul? 
  ñMay I know how old are you, Mas Khairul?ò 

Khairul  :  ñDua puluh delapan Pak.ò 

        Twenty Eight        Sir.   
 ñTwenty Eight years old, sir.ò 

Pak Ali  :  ñKalau aku perhatikan, gurat wajah mu  lebih tua  sedikit dari  umur  mu.  

   if      I      notice        line   face  you  more old   little  from   age   you. 
  Kayaknya kamu memikul sebuah  beban    yang   lumayan   berat. 

            Like      you    carry         a      burden  which      quite     heavy. 

 Aku perhatikan kau  lebih banyak bekerja daripada belajar  di  
       I        notice     you  more  many    work     then       study    in 

 Mesir   ini.  Boleh aku  tahu   tentang hal      ini?.ò 

 Egypt  this.  May    I     know  about   thing   this? 
ñI see your face is quite older than your age. As if you carry a heavy burden. I notice you like working than studying 

in Egypt. May I know what is happened?ò 

Khairul  :  ñAh Pak Ali terlalu perhatian pada saya. Saya memang  harus  bekerja keras Pak.  
          ah Mr. Ali     too      care       to       I.       I   indeed    have to  work    hard   Sir. 

 Bagi saya ini    bukan beban. Saya tidak merasakannya sebagai    beban.  

 For    I    this      not    burden. I      not          feel              as         burden. 
 Meskipun       orang   lain   mungkin melihatnya sebagai       beban.  

 Eventhough   people other    maybe      see             as          burden. 

 Saya memang   harus    bekerja untuk menghidupi adik-adik    saya di Indonesia. 
     I      indeed    have to  work     for     live              sister sister  I      in Indonesia. 

ñYou too care about me. I indeed must work hard sir. For me it is not a burden and I donôt feel as a burden. Even 

though other people see as it. I must work for supporting my sistersô finance in Indonesia.ò 
 

In the data (1) kayaknya is hedge because kayaknya shows the speaker hesitation. In English kayaknya is translated to as if.  Kalau aku 

perhatikan, gurat wajah mu  lebih tua  sedikit dari  umur  mu. Kayaknya kamu memikul sebuah  beban yang   lumayan   berat. The sentence 
is uttered by Pak Ali to Khairul. Here, the speaker uses hedge; speech act hedging which affect the speech act of the speakerôs uncertain 

utterance. The function in the data is the speaker does not sure whether his utterance is right or wrong. As if can represent the function of 

hedge to cover the speakerôs inaccurate utterance. The perlocutionary act of hedge for interlocutor is when the speaker utters kayaknya, the 
interlocutor covers his condition from the speaker, but in the end he tells his condition. Here, hedge kayaknya as mitigation device works 

because the interlocutor follow the speakerôs goal to achieve easier the goal.    

  
(2) Khairul   : ñApa   tidak ada    topic  lain       Pak,   selain   Eliana?  

    what   not  there  topic another  Sir,   beside  Eliana? 

  Pagi-       pagi        gini sudah   membahas Eliana. Eliana lagi.ò 
    Morning morning       already     discuss   Eliana. Eliana more. 

ñIs not another topic beside Elianaôs topic, sir? In the morning, we have already talked about her.ò 

Pak Ali  : ñAku ingin menceritakan hal    penting     pada mu. Untuk kebaikan mu.ò 
         I    want         tell        thing  important  to     you.   For  goodness you. 

 ñI want to tell an important thing to you. It is for your goodness.ò 

Khairul  : ñTentang Eliana?ò 
       about   Eliana? 

 ñabout Eliana?ò 
Pak Ali  : ñbisa dikatakan tentang Eliana bisa juga dikatakan tidak.ò 

   can       say       about  Eliana can also        say      not. 

ñIt can be said about Eliana and it can be not.ò 
Khairul  : ñmendengar nama Eliana   saja saya sudah   bosan Pak.ò 

        Hear     name Eliana  just     I   already bored  Sir. 

ñhearing Elianaôs name, I have been already bored, sir.ò 
Pak Ali  : ñAh  yang   benar?ò 

   ah  which  right? 

ñare you serious?ò 
Khairul  : ñBenar Pak, sungguh,ò 

   right   Sir,   really. 

ñYes, I am sir.ò 
Pak Ali  : ñMas, bapak  ini   sudah     makan  asam garam lebih  dari   mu.  

   Bro, father  this   already    eat      sour   salt   more  from  you. 

 Bapak  tidak   bisa kau bohongi.  
 Father   not    can  you     lie. 

   Jujur    saja, bapak sungguh memperhatikan mu empat hari ini. Dan bapak   Honest  just    father    

really            notice          you   four  day this. And father  
   Melihat kamu  ini sesungguhnya sangat mengagumi Putri   Pak    Dubes       itu. 

        See      you  this        really        very        admire  princess Sir ambassador that  

    Bahkan bapak berani menyimpulkan kamu itu   sebenarnya suka sama dia.ò 
.    Even   father  brave      conclude      you  that   actually       like   to    she. 

ñhey, I have experienced the bittersweet of life than you. I can not be lied by you. Just be honest, I have been noticing 

you for four days. And I noticed that you admire the ambassadorôs 
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daughter. Even I dare to say that you really like her.ò 

 

In the data (2) bisa dikatakan tentang Eliana bisa juga dikatakan tidak is hedge because bisa dikatakan tentang Eliana bisa juga dikatakan 

tidak shows the speaker hesitation. In English that sentence is translated to It can be said about Eliana and it can be not. bisa dikatakan 

tentang Eliana bisa juga dikatakan tidak. The sentence is uttered by Pak Ali to Khairul. Here, the speaker uses hedge; speech act hedging 
which affect the speech act of the speakerôs uncertain utterance. The function in the data is the speaker does not sure whether his utterance 

will be heard by the interlocutor. It can be said about Eliana and it can be not can represent the function of hedge to cover the speakerôs 

inaccurate utterance. The perlocutionary act of hedge for interlocutor is when the speaker utters bisa dikatakan tentang Eliana bisa juga 
dikatakan tidak, the interlocutor seems lazy to hear the speakerôs utterance, so the conversation did not go well. Here, hedge bisa dikatakan 

tentang Eliana bisa juga dikatakan tidak as mitigation device does not work because the interlocutor does not follow the speakerôs goal.    

   
(3) Eliana  : "Tapi tadi  malam dia berkata kasar  di  telpon pada saya Pak.  

   but   ago  night   he     say    rude   in  phone   to     I      Sir. 

 Dia   juga   memutus   pembicaraan   seenaknya saja!  
  He   too    decide     conversation   arbitrarily just! 

 Apa   itu    tidak penghinaan     Pak Ali!?" 

  What  that  not        insult           Sir  Ali? 
ñbut last night he said rudely to me on the phone. He also stopped the conversation. Was that an insult, sir?ò 

Pak Ali  : "Mungkin    saat        itu     Mas   Khairul   sedang   capek.      Letih.  

     maybe    moment  that   bro    Khairul  average   tired.   Exhausted. 
 Orang   kalau letih             itu  pikirannya    bisa   tidak  jernih.  

 People   if      exhausted   that    thinking     can     not   clear. 

 Cobalah         ingat,       kemarin     itu   ia  kerja  sejak   pagi        sampai malam." 
     Try       remember, yesterday  that he work  since morning   until   night. 

 "Semestinya Mbak  Eliana harus    berterima kasih pada Mas       Khairul.  

      Should      sister  Eliana have to thank you          to     brother Khairul. 
 Enam hari  ini  tenaga  dan      waktunya     ia  curahkan untuk membantu Mbak  

     Six  day  this energy and      time        he  lav ished     to      help           sister    
Bahkan dalam   kondisi       sangat letih,         dia masih mau membakarkan ikan       Even         in      condition    

really exhausted. He still   want     burn                fish   

 untuk membantu Mbak Eliana.   Dan      pagi        ini,   
     to       help      Sister Eliana.   And  morning     this, 

dia  mengirim      sesuatu     yang   sangat Mbak suka.  

  he       send       something   which   very   sister   like. 
 Semestinya Mbak berterima kasih sama dia. Saya dengar orang  Barat yang  

       Should      sister      thank you          to      he.   I       listen   people west  which 

 terdidik  itu   mudah mengucapkan terima kasih pada     orang   yang 
 educate that    easy           say           thank you     to      people  which 

 membantunya."  

     help. 
ñMaybe last night, Khairul was being tired. Exhausted. If People are being exhausted, their thinking is not clear. Try 

to remember. He had been working since in the morning until in the night. You should say thank you to him. He had 

already spent his energy and his time to help you. Even, in exhausted condition. He still wanted to grill the fish. And 
in the morning, he sent something that you like. I hear that educated foreigner is easy to say thank you.ò 

Eliana  :  ñBaik Pak. Saya akan meneleponnya untuk meminta maaf. Terima kasih ya  Pak. 

   Fine  Sir.   I       will           call           for      ask        sorry. Thank you    yes Sir. 
ñOke. I am going to call him to ask apologize. Thank you Sir.ò   

 

 (4) Sara    :  "Saya mengundang Tuan nanti malam jam 19.30   di Abu Sakr Restaurant 
     I        invite          Mr.  later  night  clock 19.30 in Abu Sakr Restaurant  

  di  Qashr Aini Street,   tepat   di depan Qashr El Aini Hospital.  

  in Qashr Aini Street   exactly  in front  Qashr El Aini Hospital. 
  Setelah berkenalan dengan Tuan  di perpustakaan itu,  

    After   introduce     with      Mr.  in      library     that. 

  saya lalu mencari   data lebih  jauh tentang Tuan di bagian kemahasiswaan. 
       I   then  search   data  more  far   about     Mr. in  part          student  

  Saya jadi       mengetahui banyak    hal    tentang Tuan. Saya   juga sering melihat 

      I    become        know   more    thing  about    Mr..   I      too   often   see  
  Tuan melintas di gerbang kampus, tapi Tuan    pasti     tidak  tahu. 

     Mr.      pass  in     gate   campus.  But    Mr. exactly    not    know.  

  Saya harap Tuan bisa memenuhi undangan saya malam   ini"  
       I     hope   Mr.  can       fill        invitation    I     night    this. 

ñI invite you tonight 7.30 PM at Abu Sakr Restaurant in Qashr Aini Street, in front of Qashr El Aini Hospital. After I 

knew you in the library. Then, I looked for more about you. I often see you passing the campus gate. But you do not 
know. I hope you can fill my invitation tonight.ò 

Furqan :   "Maaf, mungkin saya tidak bisa Nona. Ada    yang   harus    saya kerjakan." 

     sorry,    maybe      I    not    can  miss. There which  have to     I      do. 
ñI am sorry miss, maybe I can not fill your invitation. There is something that I have to do.ò 

Sara     :  "Tidak   harus   Tuan jawab  sekarang. Lihat saja  nanti malam,  

          not    have to   Mr. answer    now.    Look just   later  night, 
 jika ada  waktu silakan datang. Jika tidak, tidak apa. 

  if    there time   please  come.   If     not,    not what,  

Namun saya     sangat senang   jika Tuan  bisa  datang. Ini  saja Tuan,  
but        I         very    happy    if    Mr.       can  come.  This just   Mr.      

 maaf  mengganggu. Sampai bertemu   nanti malam. Syukran." 
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sorry      disturb.       Until       meet      later  night.   Syukran (thank you) 
ñyou do not answer now. We will see tonight. If you have time, please come. If not, it is alright. But I am very happy 

if you can come. That is all, sorry to disturb you. See you later. Thank you.ò 

Furqan  :  "Afwan." 
    sorry. 

ñI am sorryò 

 
In the data (3) and (4) there two statements which contain hedge mungkin. It shows the speaker hesitation. In English mungkin is translated 

to maybe. Mungkin saat itu Mas Khairul sedang   capek. Letih and Maaf, mungkin saya tidak bisa Nona. Here, the speakers use hedge; 

Propositional hedging which contains adverb is maybe. The functions of hedge in the data are to express the speakerôs doubt. In data (3) 
beside express the speakerôs doubt, maybe here has another function; to save Khairulôs face.  While in data (4) beside express the speakerôs 

doubt, maybe here has another function; to reject the Saraôs invitation. In data (3) the perlocutionary act of hedge to interlocutor is when the 

speaker utters maybe, the interlocutor realizes that her attitude was bad to Khairul and she felt guilty. Here, hedge as mitigation device 
works because the interlocutor follows the speakerôs goal. In data (4) the perlocutionary act of hedge for interlocutor is when the speaker 

utters maybe, the interlocutor does not want to understand about the speaker utterance. Here, hedge as mitigation device does not work 

because the interlocutor does not follow the speakerôs goal to achieve easier the goal. 
 

(5) Furqan   : "Ya  siapa ini?" 

    Yes  who  this? 
ñYes, who is this?ò 

Sara      :  "Ini  Sara, Tuan Furqan. Mengingatkan aja.  Anda tidak lupa   dengan undangan  

    This Sara,  Mr.   Furqan. Remember      just. You    not   forget   with    invitation  
 saya bukan? Pukul   19.30 di Abu Sakr Restaurant." 

     I      not?   Clock   19.30 in Abu Sakr Restaurant. 

ñI am Sara, Furqan. To remind about my invitation, you do not forget, do you? At 07.30 PM  at Abu Sakr 
Restaurant.ò 

Furqan  : "Saya tidak lupa.  Tapi saya kelihatannya tidak bisa datang" 

           I    not   forget. But     I        look          not    can  come. 
ñI do not forget. But I think I can not come.ò 

Sara       :  "Saya sangat berharap Tuan datang." 

          I      very     hope       Mr. come. 
ñI wish you came.ò 

Furqan   : "Kalau tidak datang semoga Nona tidak kecewa." 

         if     not    come,   hope    miss   not   disappointed. 
ñIf I can not come, I hope you will not be disappointed.ò 

Sara       : "Justru saya kuatir, jika Anda tidak datang, Anda menyesal.  

   exactly I    worry,   if    you    not    come.  You   regret. 
 Undangan  ini  mungkin hanya sekali Anda dapatkan dalam hidup Anda" 

  Invitation   this   maybe   only   once   you       get           in     life     you. 

ñI am exactly worried. If you can not come. You will regret it. Maybe this is the invitation that you get once in your 
life.ò 

Furqan   :  "Terima kasih, saya merasa tersanjung." 

         thank you.     I       feel      flattered. 
ñThank you. I feel to be honored.ò 

Sara       :  "Saya merasa lebih  tersanjung jika Anda berkenan datang. 

        I        feel   more   flattered    if     you      can       come. 
ñI will feel more to be honored, if you can come.ò 

 

 (6) Erna      : "Mbak   kita    jadi      ke Palace?"  
      sister   we  become    to Palace? 

ñAnna, are we going to Palace?ò 
Anna:  "Sekarang, sudah   jam   tujuh lebih lima, tapi Wan Aina dan Sholihati belum   pulang.  

      now,    already clock seven more   five, but  Wan Aina and Sholihati not yet  return home. 

 Apa    tidak terlalu malam jika kita keluar setelah mereka pulang?" 
 What   not      too    night   if     we   out     after      they    return home? 

ñalready seven past five now, but Wan Aina and Sholihati have not come back home yet. will not be too late we go 

out if we wait them come back home?ò 
Zahraza: "Iya, terlalu malam. Nanti dilihat orang  tidak baik." 

       yes,  too     night.   Later    see   people not   good. 

ñyes it is too late. It will be a gossipò 
Erna      : "Atau tidak  usah     ke Palace  saja Mbak. Nanti kalau mereka pulang 

       Or    not   have to   to  Palace just sister.   Later     if         they      return home  

  kontak Babay saja. Pesan   makanan minta diantar ke sini."  
 contact Babay just. Order    food        ask   deliver to here. 

ñOr we do not have to go to Palace. If they come home just call Babay. Order some foods, ask him to deliver itò 

Anna     :  "Yah, nanti kalau mereka  pulang          kita musyawarah. Enaknya bagaimana. 
         Yes. Later   if     they    return home we      discuss.        Taste       how. 

  Yang   jelas  malam  ini insya Allah  tetap syukuran  

  Which clear   night   this insya Allah still  expression of gratitude  
 Seperti    yang   saya   janjikan." 

     like      which    I      promise. 

ñoke. If they come back. We will discuss it. For tonight, I hope the thanksgiving party is held like I promise. 
Erna       : ñOkeò 

   Oke 

ñOkeò 
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In the data (5) and (6) there two statements which contain hedge Jika shows the speakerôs expectation. In English, Jika is translated to If. 
Kalau tidak datang semoga Nona tidak kecewa and nanti kalau mereka  pulang. Here, the speakers use hedge; Propositional hedging which 

contains noun is if and adverb is exactly. The functions of hedge in the data are to express the speakerôs expectation. In data (5) the 

perlocutionary act of hedge for interlocutor is when the speaker utters if, the interlocutor felt worry her invitation was rejected by the speaker 
and in her utterance contains justru = exactly which she has a big expectation and she tends to threaten the speaker. Here, hedge as 

mitigation device does not work because the interlocutor does not follow the speakerôs goal. In data (6) the perlocutionary act of hedge for 

interlocutor is when the speaker utters if, the interlocutor follows the speaker utterance. Here, hedge as mitigation device work because the 
interlocutor follows the speakerôs goal. 

 

 (7) Pak Ali  : "Eh ngomong-ngomong Mbak Eliana   sudah   makan      pagi?"  
                talk           talk     sister  Eliana already    eat      morning? 

ñehm. By the way, have you already had breakfast?ò 

Eliana     : "Belum Pak. Lagi tidak nafsu. Apalagi   menu hotel. Sudah bosan sekali    rasanya." 
        yet     Sir.  More not  appetite. Moreover   menu    hotel. Already bored  really   taste. 

ñnot yet sir. I do not have an appetite to eat. Moreover, I  do not have an appetite of the taste of hotelôs foodò 

Pak Ali  : "Kalau habasy takanat mau?" 
        If     habasy takanat want? 

ñwhat is about habasy takanat, do you want?ò 

Eliana: "Wah itu boleh Pak. Sebenarnya saya lapar.   Yuk  kita keluar cari    habasy  
                 that can   Sir.      Actually      I      hungry. Letôs we     out     search habasy  

 takanat Pak Ali yuk?" 

 takanat  Sir Ali letôs? 
ñwow, I love it. Actually, I am hungry. Letôs go to find habasy takanat sir? 

Pak Ali  : "Tak usah      keluar.       Ini    saya    sudah   bawa. Tadi saya baru saja makan 

   not have to out.      This  I    already bring. Ago  I      already    eat        
 tha'miyah bil baidh. Ini     saya bawa untuk   Mbak Eliana." 

 thaômiyah bil baidh. This    I     bring    to      sister  Eliana.  
 ñdo not have to go out. Here I bring it. I have already eaten thaômiyah bil baidh. Here, I bring Habasy takanat for 

you.ò 

 
(8) Khairul   :  "Ngomong-ngomong Nasir kemana kok belum    pulang?" 

             talk          talk       Nasir where           not yet return home. 

ñby the way, where is Nasir?ò 
Nasir    :  "Nasir   tadi pamit  tidak  pulang.         Dia ada   urusan    ke Tanta 

       Nasir   ago permit  not   return home. He  there business to  Tanta 

ñNasir asked not to go home. He has a business to Tanta.ò 
Khairul :  "O ya    sudah   kalau begitu."  

         o yes already     if       that. 

ñoh, okò 
 

In the data (7) and (8) there statement is ngomong-ngomog. In English, ngomong-ngomong is translated to by the way. Here, the speaker 

uses hedge; speech act hedging which affect the speech act of the speakerôs uncertain utterance. The function of hedge in the data is not to 
express the speakersô uncertain utterance but to change the topic conversation. The speakers want to know another thing so they change the 

topic. The perlocutionary act of hedge for interlocutor is when the speakers utter by the way, the interlocutors follow the speakers utterance 

to answer the different topic. Here, hedge as mitigation device work because the interlocutor follows the speakerôs goal. 

CONCLUSION 

The data in this paper revealed that there are 30 data which contain different result. But the data contain hedge; mungkin, jika and ngomong-

ngomong. So, the authors took some data which the hedges. The data involve eight data. From the eight data, the type of hedge is 
propositional hedging and speech act hedging. The propositional hedging is represented by mungkin, jika and justru. While the speech act 

hedging is represented by Kayaknya, bisa dikatakan..bisa dikatakan tidak and ngomong-ngomong. In the data, the function of hedge beside 

to show the speakerôs uncertain utterance, the authors find out that there are three functions of hedge are to save the third personôs face, to 
reject something in hedge mungkin and to change the topic conversation in hedge ngomong-ngomong. In this paper, hedge as mitigation 

device is equal and there some is contradicted as the theory that mitigation device is to attenuate the strength of the speakerôs utterance to 

achieve the speakerôs goal. Hedge as mitigation device affects the perlocutionary act. The perlocutionary act which occurs in this paper is 
different from the theory whereas the interlocutor follows the speakerôs utterance. He/she helps achieving the speakerôs goal easier. In this 

paper, authors find out that in perlocutionary act, the interlocutor deny the speakerôs utterance. He/she does not help achieving the speakerôs 

goal.  
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ABSTRACT 

The purpose of this study was to measure up the impact of digital stories on reading comprehension among Iranian young learners through 

an internet-based instruction. The design of the study was based on experimental method through pre and post test procedure. Thus, 90 

students ranging from 11 to 16 years old were selected to take a placement test based on their English course book ñFamily and Friends 
3òand the young learners whose scores were one standard deviation above and one standard deviation below the mean were chosen. Finally 

60 subjects (18 boys and 42 girl, mean age = 12.7 years) were randomly divided in to three groups, two experimental and one control group. 

They took a pre-test of reading comprehension based on 10 digital stories based on three different groupsô instructions: 1) Internet-based 
with pre and post reading tasks, 2) Paper-based with the same pre and post reading tasks,3) Conventional instruction group without any pre 

or post reading tasks. For the first group, 10 digital stories available at the site WWW.learnenglishkids.britishcouncil.org were worked on in 

10 sections, together with pre-reading and post-reading tasks. For the two other instructions the hard copy of the same 10 digital stories were 
used. Finally, an immediate post-test was conducted to measure the effect of instructions on reading comprehension immediately after the 

final section. Immediate post-test measured the learnersô reading comprehension in the short-term recall. After two weeks, a delayed post-

test was administered to assess the retention of the learners. Based on the results there was significant difference between the means of the 
three groups. Findings showed that the internet-based instruction of digital stories had the most effect on young EFL learnersô reading 

comprehension. Moreover, it was found out that using pre and post work activities can also help to improve learnersô reading 

comprehension. 

 

 

KEYWORDS: Digital stories, reading comprehension, Internet-based instruction, EFL 

 

INTRODUCTION   

Technological advances, such as more powerful personal computers and internet, directly affect the way people live and peopleôs literacy 
world in this information century (Mishan, 2005, p. 242). People, nowadays, tend to rely more on computer-based resources (such as writing 

emails, sending free e-cards, watching online video, reading online news, transmitting instant messages and photos by Yahoo or MSN 

messengers, exchanging information in online chat room or discussion area) than paper-based resources (such as writing letters, sending 
cards and postcards, reading newspapers, magazines, novels, and sending pictures by regular mails). Other affected areas by the advance of 

technology, particularly, include the education system (Gulek & Demirtas, 2005, p. 1).  

       
Recent advances in computer technology and Internet have led to opportunities to teach and learn English through practical ways and 

authentic materials. Today, computer technology is integrated into almost every aspect of learning in higher education: virtual classes are 

hold, textbooks arrive with CD-ROMs; homework is delivered and graded on the World Wide Web (WWW); audio ESL (English as a 
Second Language) files are available on the net; assignments are designed to be completed collaboratively through electronic mail. There 

are also numerous websites (e.g., ESLPOD, My English Club, Ebaby) available for independent self study especially for young learners and 

beginners. These websites if appropriately selected and organized can be very useful to improve all skills and proficiency level in a joyful 
and interesting way. Todayôs students must be involved in both text and multimedia which can help them gain four skills ( i.e., listening, 

reading, writing and speaking), through understanding and creating by using their multisensory abilities. Many studies (e.g., Cope & 
Kalantzis, 2000) suggest that integration of technology can improve studentôs performance, enhance motivation, and promote learning. 

Digital sources, such as internet-based digital stories, allow young learners to develop creative presentations and participate in a playful 

context. In such contexts authentic language, its culture, linguistic and paralinguistic features such as body language, prosody, and gestures 
can be introduced in to the classroom. 

        

The aim of this study is to improve Iranian young learners reading skill. In this regard, one of the crucial techniques of enhancing this is to 
use digital stories in an internet-based instruction which is associated with meaningful and playful context for young learners. Here we have 

three instructions of Internet-based, paper-based, and conventional to determine which instruction is more effective to teach reading. 

 

Computer-assisted Language Learning (CALL) 

CALL is very well-known and applicable nowadays and can be defined as learning language in formal or informal contexts through 

computer technology. In CALL, learners and teachers can be involved in different activities from communicating or writing in distance 
courses to carry out task or leaning structure and reading. It is comprised of the combination of learners, language, and context such as 

physical and temporal environment or other external influences, tools, and pedagogical activities or tasks. Peers, teachers, or other 

practitioners can influence this process. All these factors are important and crucial in conducting research on CALL. The number of 
researches and studies conducted on CALL has been increased due to the increase of computer use and availability nowadays, which leads to 

the lack of agreed-upon standards for CALL research. Thus, in CALL research, some factors and criteria should be called upon to reduce the 

faults affecting research outcomes, factors such as a good theoretical support, limitation on CALL such as having a valid design, describing 
both the benefits and limitations of computer use. The concept of environment or context in CALL can be quickly connected to the concept 

of authenticity. Lived and real life (RL) environments are something undeniable  in cyber and internet-based instruction (IBI) learning in that 

these are good infinite resources of authentic materials (Cope & Kalantzis, 2000). 
 

Teaching of reading has been a principle focus for many years. Based on Chastain (1988) the reading goal is to read for meaning or to 

recreate the writersô meaning, it involves comprehension which require a productive fashion 
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so as to determine meaning even when some of the words, endings, and patterns are not immediately meaningful. The students should 

control the speed at which they read, they should not be forced to receive and process language at a rate controlled by someone else 

(Chastain, 1988).  

 

 

REVIEW OF LITERATURE                                    

Theoretical Background 

Using computer technology and Internet-based syllabus may be of great help in teaching young learners. Hayati (2005, p. 75-81) states in 
his article ñComputer and Language Teachingò, the benefits of using computers in language learning, for instance, improving intonation, 

grammar, structure, giving learners confidence and freedom, testing learnersô knowledge, self-evaluation ,more contact with language in 

different situations, problem solving activities toward authenticity and automaticity, etc.  

     

Computer technology and Internet can be used by teachers and authorities as a practical and useful tools to improve learning, Chen, Belkada 

and Okamoto (2004, p. 47) in their article ñHow a Web-based Course Facilitates Acquisition of English for Academic Purposesò ,argue that 
technological innovations foster changes in SLA, facilitate computer-base learning activities, and encourage student autonomy, they are 

ultimately tools in the hands of course authors who must use them creatively to maximize the students' language learning experience and to 

increase their language acquisition for communicative purposes. 
    

There are many literatures based on the potential of technology and using computer for language teaching and learning. Dunkel (1990), for 

example, mentioned the possibilities of computer technology as a tool include increasing language learnersô (1) self esteem, (2) vocational 
preparedness, (3) language proficiency and (4) overall academic skills. Armstrong & Yetter-Vassot (1994) and many others explored the 

benefits of multimedia, the Internet, and various forms of distance education.  Ehsani and Knodt (1998) emphasized the role of CALL  

programs, especially speech technology and voice-interactive CALL for improving learners' speaking skills. Computer technology in 
combination with a conferencing system was an effective tool for organizing a goal-directed writing and reading instructions. 

       

Computer assisted language learning (CALL ) in language education, which relates to the use of technology and specially computers in 
language teaching, is maturing and showing that can be a perfect and efficient tool in the hands of experienced teachers. CALL can offer 

solutions to the teaching and learning processes through different interactions. Learning would be fun and effortless and it can relatively 
alleviate the burden on the teachersô shoulders. 

      

Internet-Based Instructions Vs Traditional Instructions 
 Nowadays, many internet-based and online instructions and courses are in process and the number of students interested in such instructions 

is growing (Bryan & Hegelheimer, 2007). Even distance education has grown fast in recent years. Until now the benefits of using internet 

and online instruction was not known. On one hand, Clark (1985) maintained that media do not influence learning in any condition. On the 
other hand, Liu (2005, p. 61) debated that educational technologies influence learning by interacting with an individualôs cognitive and 

social processes in constructing knowledge.  

              
With online instruction, the student is separated from the teacher and connected through the use of a computer and the Internet. More and 

more institutions are offering online courses and/or programs to their students in order to meet various learnersô needs. Online learning and 

instruction, as an integral part of the teaching and learning process in higher education, is growing as fast as the technology itself. On the 
other hand, conventional classroom instruction is face-to-face instruction, typically conducted in a classroom setting in a 

lecture/discussion/note taking mode. 

 
Kearsley (1995) found that some benefits of online courses include increased student satisfaction, better examination scores, and a higher 

level of critical thinking. Other cited benefits of internet-based instruction are user-friendliness, self-paced learning and 24-hour access. 

With regard to information retention, Barth (1990) found that interactive multimedia computer lessons resulted in an 80 per cent retention 
rate, while lecture and associated visuals resulted in a mere 20 per cent retention rate in a sample of students. Other studies have found that 

computer-assisted instruction allows teachers to deliver the same material in a shorter period of time (Jain & Getis, 2003, p. 2) 

      
The advancement of the Internet has created new ways of learning and teaching English as a second/foreign Language (ESL/EFL). For 

instance, the Internet can be considered as an ideal learning and teaching tool because it offers authentic learning resources available. 

 

Reading Comprehension 

Chastain (1988, p. 216) in his book developing second language skills illustrated that reading is a receptive skill because the reader receives 

a message from the writer. Various writers also referred to reading as a decoding skill which considers language as a code which should be 
deciphered to arrive at the meaning of a message. Learners of the second language can probably learn to read more easily in compare with 

any other skill and also can use reading materials as a fundamental source of comprehensible input. 

       
Chastain (1988, p. 217) inserts that the goal of reading is to read for meaning or to recreate the writerôs meaning. By this definitions, reading 

for grammatical forms, study vocabulary or improve pronunciation is not reading at all, because reading involves comprehension. The 

process of the type that students may look up too many words in a laborious and painful effort to decipher the text should not be the type of 
reading in the mind f the teacher or students. Instead they have to learn to interact with the reading in a productive way so that be able to 

determine the meaning even when some of the words and patterns are not clear to them, and will be able to understand the writersô general 

meaning and use reading for enjoyment. 
    

Two of the psychological, emotional, and cognitive benefits of reading skill are that students can control the speed at which they read and 

can also read in privacy which is an advantage for those students who are apprehensive about reading in front of their classmates. Chastain 
(1988, p. 218) also emphasized the importance of the relationship between reading and other skills. The teacher should not underestimate the 

relationship between sound and its written symbols. Without this knowledge students will not meet the objectives of a reading class with 

comprehensible input. 
 

Experimental Background 

There are several empirical researches conducted on using stories in language teaching and learning. Ghasemi and Hajizadeh (2011, p.72) 
investigated teaching L2 reading comprehension through short stories, they concluded that the exposure of the students to literature as ESL 

material can ensure that they enjoy, understand and appreciate a life-like material while they are improving their linguistic proficiency. 
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Thus, it will be to the overall benefit of the ESL learners if the instructors promote the use of stories as a tool to introduce, accompany, and 

supplement tried and basal teaching techniques. The power and emotional impact found in a short story can offer the learners deeper 

meaning about the acquisition of language skills. Finally, short stories invite students to engage in a more active and informed discussion of 

their involvement with the text and their own personal experiences relevant to the world of the text. 

    

Stories also can have a great effect on vocabulary learning. In a study conducted by Collins (2005), the effect of storybook reading on 70 

ESL pre-school kidsô vocabulary acquisition was investigated. The results showed that the treatment (i.e., explanation of new vocabulary) 
effected significant gains in ESL preschoolersô new vocabulary acquisition from storybook reading. 

       

Ģig§rdyov§ (2006), in his thesis investigated the role of stories in English learning. He argues that Texts in pupils´ textbooks are quite 
difficult to read. Pupils do not feel confident when reading some texts and exercises. Some of them can read fluently but the rest of the class 

needs practice. Story brings many interesting opportunities for reading and in addition it is a good way to improve the pupils' interest. 

     
In another study by Yoon (2012) on sixty two Korean elementary students, he explored the effects of an e-book reading on the following 

aspects: 1) vocabulary increase over the experiment period, and 2) the changes of affective factors on learning English through an e-book. 

The results showed that with an e-book reading, vocabulary knowledge, motivation, and interest on reading and English learning have been 
remarkably increased. In addition to four skills, Digital stories through their multisensory effects can bridge the gap between two cultures 

and may have higher thinking benefits.  The combination of animation pictures, sound, music, rhyme, and narration can help learners to 

understand the meaning in a faster way.  
 

 

RESEARCH QUESTIONS 

The main questions to be investigated in this study are: 

 

(1) Do Internet-based instructions of digital stories improve Iranian young EFL learnersô reading comprehension?  
(2) Is there any difference between studentsô reading comprehension proficiency in conventional, paper-based, and internet-based 

instructions? 

 

 

METHODOLOGY                         

Participants 
The study is conducted at Pooyandegan institute in Abadan. 90 students ranging from the age 11 to 16 took a placement test based on their 

course book ñFamily and Friends 3ò written by Tamzin Thompson and Naomi Simmons (2010). This test contained 60 questions including 

multiple choice, short answer, and true-faults. The learners whose scores were one standard deviation above and one standard deviation 
below the mean were chosen as the participants of the study. The reliability coefficient of the proficiency-test in this research was calculated 

by Kuder-Richardson formula (KR-21). The reliability coefficient for the test was 0.76.  Finally, 60 subjects (14 boys and 48 girls, mean 

age= 12.7 years) were divided randomly into three groups for participating in three different groups of conventional, paper-based, and 
internet-based-based  instruction to be taught reading through digital stories.                                                                                                                                                

 

Instrumentation 
Proficiency Test 

90 students ranging from the age 11 to 16 took a placement test based on their course book ñFamily and Friends 3ò written by Tamzin 

Thompson and Naomi Simmons (2010). This test contained 60 questions including multiple choice, short answer, and true- faults. The 
reliability coefficient for the proficiency test was 0.76.      

 

Pre-test  
The next instrument was a pre-test of reading comprehension including 10 digital stories to measure the participantsô reading comprehension 

skill before the instructions (Appendix C). The pre-test contained 50 items and was organized around three types of items: true and false, 

multiple choice, and short answer questions (Heaton, 1990). The reliability coefficient of the pre-test calculated by Kuder-Richardson 
formula (KR-21) was   0.78.                                                                                                                                               

                                                                                                                                 

Post-test  

Finally, an immediate post-test was used to determine the effects of treatment period and the result of the two other instructions. The 

immediate post-test also contained 50 items based on 10 digital stories. The reliability coefficients of the test calculated through KR-21 
formula was 0.77. 

 

Procedure 
To make a homogenous group, the learners took a placement test of their course book ñFamily and Friends 3ò. The test took 30 minutes, 

then the scores were obtained and average mean of the scores were calculated. The subjects whose scores were one standard above and one 

standard below the mean were divided into three groups for three different conventional, paper-based, and internet-based instructions. The 
number of subjects in each group was 20. The whole research project took place in 12 weeks. The reading classes were carried out once a 

week in one and half hour classes. It is worth to mention that the instructor for all three instructions was the same to prevent any interference 

of different teaching methods, pronunciation, accent, motivation, etc.  
 

The participants in the internet-based instruction group met with the researcher in the first week at a computer lab, where in the first session, 

each was asked few questions about their background knowledge of synchronous CALL program and working with internet. The purpose of 
the interview was to provide data concerning participantsô use of computer for the purpose of language learning. 

      

At the beginning of each section in the computer site, the instructor started the class with some pre-reading activities, such as simple 
questions related to the topic of the story and new vocabularies, and tried to elicit some words from the students and write them on the 

board. After that the name of the story was announced and the students were asked to find it at the site and listen to it as much as they want 

in the time limit of 35 minutes. The students were supposed to write down each and every word that they understand clearly or have 
problems to find the meaning. After all the students finished their listening, the instructor asked some related questions about the story and 

check studentsô comprehension of the new vocabulary, story , and also answered their questions, if any. Then the printed form of the story  
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was given to the students and they started to read the story voluntarily to check their pronunciation. Finally, after all the students finished 

reading the story aloud, a printed paper of the activity worksheet presented at the site was given to students for checking their 

comprehension and also their writing skill.  

       

In the paper-based instruction class, the same pre and post reading tasks such as question and answer or volunteering reading were applied 
but there was no computer and internet access, instead the students were given just the printed form of the same digital story and activity 

worksheet and the same pre and post reading activities were applied.  

        
In the conventional reading class which is the control group, the students were given the printed text of the same 10 digital stories. There 

were no pre and post work and the teacherôs role is to read and translate the story and answer studentsô questions. Finally the students had to 

read the story aloud. The time of the two instructions was the same, one and half an hour, and also volunteering reading was applied. 
Finally, each group was given a post test based on 10 digital stories. The post-test contained different reading comprehension questions such 

as questions with short yes/no answers, true and false, and multiple-choice. Then obtained scores were compared to see which group had 

more progress in reading comprehension. In order to determine whether or not the three groups differed, One way- ANOVA was conducted. 
Because the F value was significant a post-hoc analysis was used. Two weeks later after the end of the course and without prior knowledge 

of the students, the instructor administers the delayed post-test. The sudden, without notice presence of the instructor in the class was to test 

the reading comprehension to see the real effect of the treatment and also retention. Obviously as far as long-term retention is concerned in 
this study, we adopted the definition provided by Laufer (2007). She asserts that ñsome people administer a test a week or two later, some a 

month or even three months, some people repeat measurement several times to check how much learners retain in different points of timeò 

(p.30). The only difference of this delayed test from the immediate post-test was that the items were changed to wipe out the probable recall 
of immediate test answers.                                                                                                                                              

 

 

RESULTS 

Results of Three Groupsô Pre-test  

At the beginning of the study, three groups were given a pre-test which their statistical data is presented in Table 1. 
 

Table 1: Groupsô Descriptive Statistics in Pre-test Scores 

                                                     95% Confidence Interval for Mean 

Groups                  N   Mean      Std.Deviation    Std.Error   Lower Bound   Upper Bound     Minimum Maximum 

1. Control             20    9.0000    4.58838           1.02598          6.8526            11.1474              3.00         20.00 

2.Paper-based      20     8.9000   4.58717           1.02572          6.7531            11.0469              3.00          20.00 

3.Internet-based   20    8.6500    4.15838           .92984           6.7038             10.5962              3.00          21.00 
 

Total                     60    8.8500   4.37568           .56490           7.7196              9.9804                3.00         21.00 

  

As can be seen in Table 1, the number of the students in three groups is 20. Initially, each studentós pre-test score on the proficiency test was 

obtained. Then descriptive statistics of mean and standard deviation of each groups, were calculated. Results indicated that the average 
means for every three groups was 8.8500 and the difference among the three groupsô was not significant. Regarding the standard deviation 

(SD), it was found out that the SD of conventional instruction in control group was 4.588, a bit higher than other two groups, and SD of the 

internet-based instruction group was 4.158 as the lowest comparing to the other two groups. 
 

In order to find out whether the difference among the performances of the three groups was statistically significant, One- way ANOVA for 

the three groups was applied, and the results of the test were interpreted from two points: Level of significance and F-ratio. Table 4.2., 
displays the results of the statistical operations. 

 

Table 2: One-way ANOVA (Pre-test) 

                                 Sum of Squares                 df                    Mean Square                  F                       Sig 

Between Groups                   1.300                          2                           .650                      .033                    .968 

Within Groups                1128.350                        57                      19.796 

Total                               1129.650                        59 

 

Table 2, indicates the statistical analysis of One-way ANOVA on the three groupsô pre-test scores. Results of the pre-test on the subjectós 
scores did not reject the null hypothesis at (p<.968) level of significance which indicated that the difference among the means was not 

significant, because of the fact that the probability level chosen for rejecting the null hypothesis of no difference was Ŭ = .05, so that the null 

hypothesis was not rejected if the amount of signification was lower than 0.05. By dividing the betweenïgroup variance by the within-group 
variance and finding the ratio between them, we found the probability that the ratio we obtained would recur if the experiment were repeated 

an infinite number of times with three sample groups on the same participants or any other experimental groups under the same conditions 

(Hatch & Farhady, 1981, p. 132). The critical F was (19.47) while the observed F was (0.033); therefore, the observed ratio was not large 
enough to convince the researcher that the mean difference was significant. On the other hand, in Table 2 , the amount of observed F (0.033) 

for the three groups was lower than Critical F (19.47) suggesting that the difference between three groupós mean was not significant. This 
showed that the groups were homogenous before the research period at the pre-test level. 
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It can be seen in Table 3, that the mean in the internet-based group differs significantly from two other groups, and also the mean for paper-

based instruction group shows difference to some degree from conventional group. The mean for internet-based, paper-based, and 
conventional instruction groups were 46.4, 37.3, and 32.9 respectively. To describe the statistical significance of the three groupsô mean, 

One- way ANOVA was applied, and the results of the test were interpreted from two points: Level of significance and F-ratio. The results of 

the statistical operations are analyzed in Table 4.  
 

Table 4: One-way ANOVA (Immediate Post-test) 

                                 Sum of Squares                 df                    Mean Square                  F                       Sig 

Between Groups                   1896.133                          2                   948.067                     38.688                 .000 
Within Groups                       1396.800                       57                     24.505 

Total                                      3292.933                       59 

 

Based on Table 3, the results of the immediate post-test on the subjectós scores rejected the null hypothesis at (p<.000) level of significance 

which shows that the differences among the means were significant. The amount of observed F (38.688) for the three groups was higher 
than Critical F (19.47) suggesting that the difference between the three groupós mean was significant. Since the probability level for 

rejecting the null hypothesis was smaller than Ŭ = 0.05, therefore the null hypothesis was rejected. To clarify which group outperformed 

other groups in the post-test, the Post-hoc Scheffe test was conducted to compare the specific mean effectiveness among the three groups. 
Data are illustrated in Table 5. 

 

Table 5: Post- Hoc Scheffe Tests, Multiple Comparisons (Immediate Post-test) 

                                                                                                                 95% Confidence Interval 

(I)Groups                 (J) Groups        Mean Difference (I-J)      Std. Error    Sig.      Lower Bound     Upper Bound 

Conventional             Paper-based          -4.40000 
*
                   1.56542       .025           -8.3347              -.4653 

                                  Internet-based      -13.50000
*
                    1.56542       .000         -17.4347            -9.5653 

Paper-based               Conventional         4.40000
*
                    1.56542       .025              .4653              8.3347 

                                   Internet-based       -9.10000 
*
                   1.56542       .000         -13.0347             -5.1653 

Internet-based            Conventional       13.50000 
*
                   1.56542       .000            9.5653            17.4347 

                                   Paper-based           9.10000  
*
                  1.56542        .000            5.1653            13.0347 

*. The mean difference is significant at the 0.05 level. 
 
It can be inferred from Table 5, that conventional instruction group is significantly different from paper-based instruction group (p<0.025) 

and internet-based instruction (p<0.000). Also the Paper-based instruction group shows difference in compare to two other conventional and 

internet-based instruction groups with significance of 0.025 and 0.00 respectively. Also in the third row internet-based instruction group 
shows great difference from conventional and paper-based groups with the significance level of 0.000. The differences among the three 

groups were significant but it cannot be understood from the table that which groups gained more significant difference toward others. The 
results of post hoc Scheffe are presented in three columns showed with numbers one to three. It can be inferred that three groups of 

conventional, paper-based, and internet-based instructions show great difference in compare to each other. But internet-based instruction 

group shows the greatest difference (46.4000) in compare to two other groups and it shows that the internet-based instruction had the most 
influence on the results of reading comprehension post-test and learnersô scores. 

 

Discussion  
Results of pre-test and post-test stages showed an improvement in overall learnersó reading comprehension skill through instructions and 

strategies  used during this study. However, the most important issue is the usefulness of both internet-based instruction and pre and post 

reading activities in order to obtain better results. Thus, the results will be discussed concerned with the two research questions.    

                                                                               

1. Does Internet-based instruction of digital stories improve Iranian young EFL learnersô reading comprehension? 

After analyzing  data , the results showed that there was not a significance difference among studentsó performance in pre-test, but in 
contrast there was a significant difference among the performances of the three groups in post-test ( see Table, 4. 6). Also it could be 

observed that students who received the internet-based instruction got better marks and their performance was better than the group who 

received paper-based or conventional instruction. By looking at the groupsô means in Table 4.8, the resulted of post-hoc Scheffe test 
revealed that internet-based instruction group had the greatest improvement in their reading comprehension post test. Based on the post test 

results and data, the scores obtained from internet-based instruction group were also much better in compare to other groups. It can be 

understood that the learners of the internet-based group after two weeks outperformed the two other groups. Therefore, the first research null 
hypothesis is rejected (p<0.05). The reasons behind this result could be discussed in terms of the effectiveness of digital stories in 

developing learnersô reading comprehension. 

 

Results of the Three Groupsô Post-test 

The descriptive statistics for the three groups on the post-test are presented in Table 4.5.  

 
Table 3: Groupsô Descriptive Statistics in Immediate Post-test 

                                                     95% Confidence Interval for Mean 

Groups                  N   Mean      Std.Deviation    Std.Error   Lower Bound   Upper Bound     Minimum Maximum 

1. Conventional    20    32.9000    5.24053          1.17182          30.4474          35.3526            25.00        42.00 

2.Paper-based      20     37.3000   6.05327          1.35355          34.4670           40.1330            25.00       48.00 
3.Internet-based   20    46.4000    3.06766           .68595           44.9643           47.8357            39.00       50.00 

 

Total                     60    38.8667   47.47077          .96447           36.9368           40.7966           25.00       50.00 
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Pre-reading and post-reading tasks also may be of great help in the internet-based instruction and learnersô improvement in reading 

comprehension. Chatwirote (2003 cited in Thangyon & Chiramanee, 2011) suggested that the teachers could provide reading promoting 

activities, such as the activities that interest the learners. The activities should contain the reading objectives that suit the learners and 

teacherôs interest. The teachers should provide the learners with various pre-reading activities that help them have certain amount of 
background knowledge about the reading text because the schema would help the reader get better comprehension (Graves, Watts & Graves, 

1994). 

     
The results of this study are compatible and in line with previous studies conducted by Busch (2003), Verdugo and Belmonte (2007), and 

Ghasemi and Hajizadeh (2011). Regarding the results of the delayed post-test, which showed that the digital stories may have better effect 

on memory and retention, the present study is compatible with the study conducted by Barth (1990) who found that interactive multimedia 
computer lessons resulted in an 80 percent retention rate.  

 

2.  Is there any difference between studentsô reading comprehension proficiency in     conventional, paper-based, and internet-based 
instructions? 

Based on the result section, there are significant differences between the three groups. The results of immediate and delayed post test may 

show the difference between the three groups in case of recall and retention. The group of paper-based instruction outperformed the group of 
conventional instruction. It shows that the application of pre and post reading tasks might be of great help in approving the learnersô reading 

comprehension. By comparing the delayed pos-test scores of the two groups of paper-based and conventional instructions it can be inferred 

that the difference may be due to the pre-reading and post-reading tasks applied by the teacher in the reading classes. These activities may 
cause better retention in case of reading comprehension. The lower scores of the conventional instruction group may be due to the teacher-

centeredness of the instruction that may make the students bore.  Also there is a great difference between paper-based instruction and 

internet-based instruction which shows the positive effect of digital stories on the learnersô reading comprehension. The results of the 
descriptive statistics show that, after the post-test, the mean for internet-based, paper-based, and conventional instruction groups were 

different. These results might show at the application of the both pre and post reading tasks may impact and improve the learnersô reading 

comprehension in the two instructions of digital story and paper-based in which pre-reading and post-reading activities was used. These 
findings are compatible and in line with the study conducted by Thongyon and Chiramanee (2011) which showed the positive effect of pre-

reading tasks such as introducing new vocabulary, pre ïreading questioning, or volunteering reading on the reading comprehension. It is 
also in line with Graveôs (1983) study in which he compared the score of students who received previews in reading with those who had not 

any reading previews. The results showed that the first groupôs scores were 13 to 120 percent higher than the second groupôs score. 

     
Therefore, based on the results of One-way ANOVA and the answer to the second research question above, the second null hypothesis was 

also rejected. There was not a significant difference between conventional, paper-based, and internet-based instructions concerned with 

improving reading comprehension.                                                                     
 

 

CONCLUSION 

This study began with the assumption that applying digital story instruction could enhance the young EFL learnersô reading comprehension. 

The three groups were taught reading comprehension through three methods of instruction .The participants had a course of English by the 

book ñFamily & Friends 3ò simultaneously. The instructor explored to see if the application of digital stories and pre-reading and post-
reading tasks have any effect on the Iranian young EFL learners or to investigate the effect of each approach.  

 

Having administered the posttest and analyzing  the data through specific statistical analysis of One way ANOVA, the results indicated that 
the instruction of using digital stories did affect the learnersô reading comprehension the most. The results also showed that applying the pre 

and post reading tasks may improve the learners reading comprehension. On the basis of the results of the present study, the following 

conclusions may be made: 
 

a. CALL generally and synchronous digital stories specifically may influence EFL learners' reading comprehension skill. 

b. Exposure to language materials through synchronous approach is an influential factor for EFL learners. 
c. The online instruction of digital stories does have more significant impact on the learnersô reading comprehension skill than conventional 

or paper-based instruction. 

d. In the internet-based instruction of digital stories, the learners listen and analyze the story independently and freely and thus comprehend 
it better. 

e. In digital stories instruction, pre-reading activities such as new vocabulary explanation, questioning can influence learnersô reading 

comprehension ability. 
f. In digital stories instruction, post-reading tasks such as questioning and volunteering reading improve reading comprehension. 

g. Paper-based instructions, associated with pre and post reading tasks, in compare to conventional instructions have more positive impact 

on learners reading comprehension. 
h. conventional instruction which was based on reading and translating can also affect reading comprehension but its effect is much less than 

paper-based or internet-based instructions. 

 

The following suggestions are drawn based on the limitations of the study. They may be applied in future researches. They are as follow:                                                                

1. As the study was only conducted at an institute, more research is needed in similar situations to support the findings and to find 

more about the effect of internet-based instruction of digital stories on Iranian young EFL students. It can also be applied at the 
schools or university for different range of ages. 

2. This study was conducted to measure the improvement of reading comprehension ability. Future researches can be done 

regarding the effect of digital stories on other skills such as writing, listening or speaking. 
3. The internet-based instruction in this study as associated with some limited pre and post reading activities. In future researches, 

other useful reading strategies and tasks such as note taking, or skimming and scanning can be examined. 

4. In the present study, just the synchronous way of instruction in case of digital stories was used. Future research can cover 
asynchronous way of applying stories as the material of reading. 

5. There are different websites containing effective digital story resources. Regarding learnersô age and level of proficiency, other 

websites can be used instead of the ñBritish Councilò website used in this study. 
6. Instead of using digital stories other kinds of literature such as songs, poem and novels or other kind of podcasts, videos, clips, or 

mp3 files can be used in future researches. 
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7. This study was an attempt to compare internet-based instruction to two other instructions (paper-based and conventional); other 

different kind of instructions can be compared to digital stories in future researches.  
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ABSTRACT 

Many factors (internal and external) are claimed to influence studentsô reading comprehension test performance .Among such factors one 

can refer to breadth of vocabulary knowledge which is classified as an internal reader variable. In addition to the limited literature, the 
existence of contradictory results highlights the necessity to conduct a survey with different participants and at a different setting. As a 

result, this research targets at finding the extent to which this factor influences English as a foreign language (EFL) learnersô reading 

comprehension (RC) test performance. A total of 207 students (102 males and 105 females) participated in this study. They took an RC test 
from TOEFL: test of English as a foreign language and a vocabulary size test. The analysis of the gathered data was then conducted through 

running simple linear regressions. The results revealed that breadth of vocabulary knowledge is an influential factor in RC test performance 

and can be used to predict EFL learnersô reading ability. These findings have implications for language instructors, EFL students, and 
curriculum organizers. 

 

 

KEYWORDS:  breadth of vocabulary knowledge, reading comprehension, influence 

 

 

INTRODUCTION  

Reading is a composite of many abilities. It is an interactive process between the reader and the text resulting in comprehension which is its 
principal point (Carnine et al., 1997). The reader needs to be armed with a wide range of abilities in order to comprehend the reading 

material and to solve the possible ambiguities. Among the factors affecting reading comprehension one can refer to breadth of vocabulary 

knowledge. Although vocabulary knowledge can be divided into a good deal of aspects in knowing a word, some lexical researchers (Grave, 
1986; Lessard-Clouston, 2006; Qian, 1999, 2002; Read, 2004) divided it into two main dimensions: breadth and depth. Breadth of 

vocabulary knowledge is the longitudinal dimension of vocabulary knowledge, which refers to ñthe size of vocabulary or the number of 

words the meaning of which one has at least some superficial knowledgeò (Qian, 2002, p. 515). It is a dimension defined by how many 
words have meaning for the individual (Anderson & Freebody, 1981). On the other hand, depth of vocabulary knowledge is viewed as the 

latitudinal dimension which includes all word characteristics such as phonemic, graphemic, morphemic, syntactic, semantic, and collocation 

properties and refers to the richness of knowledge that the individual possesses about the words that are known. 
 

 

LITERATURE REVIEW  

Nowadays, many reading teachers concede that when their students encounter an unfamiliar text in the foreign language, the first challenge 

seems to be its vocabulary (Grabe & Stoller, 2002). Lack of sufficient word understanding has been frequently stated as one of the major 

barriers to content comprehension in ESL/EFL reading. Indeed, Bernhardt (2005), Grabe and Stoller (2002), Nassaji (2003), and Segalowitz 
et al. (1991) claimed that the main difference between skilled and less skilled readers lies in slower and inefficient lexical access and 

semantic processing. Nassaji (2004) believes that one type of knowledge source that is intensively related to the learner's ability to read texts 

is vocabulary knowledge. Students with high levels of vocabulary knowledge will be able to decode and understand the reading passage 
better than students with low levels of vocabulary (Nation, Clarke, Marshall, & Durand, 2004). Zhang and Annual (2008) maintained that 

comprehension decreases whenever a text contains words that are beyond the learnersô level of understanding, no matter how much the text 

is cohesive or how much background knowledge the students have. The more vocabulary students know, the better they can decode and 
understand what they read (Qian, 2002). This implies that having vocabulary knowledge could increase the overall performance of a reading 

comprehension test.  

 
Anderson and Freebody (1981) have three hypotheses which interpret the relationship between the vocabulary knowledge and reading 

comprehension. These three hypotheses are: instrumental, general aptitude, and general knowledge hypothesis. The instrumental hypothesis 

suggests that vocabulary is the critical factor for text comprehension and that there exists a cause-effect relationship between them. The 
more word meanings the reader knows, the more easily he/she understands the text. General aptitude hypothesis states that vocabulary 

knowledge is the orientation of the general language ability, and the general language ability is the decisive factor on reading 

comprehension. Last but not least, General knowledge hypothesis confirms that vocabulary knowledge is one of the sources of the general 
knowledge which is fundamental for comprehension.                                                          

 

Obviously, researchers tend to agree that vocabulary knowledge is a major prerequisite and causal factor in comprehension and that there is 
a relationship between vocabulary size and reading comprehension. Some studies have used vocabulary size as a predictor variable for 

reading comprehension (Hu & Nation, 2000; Laufer 1992, 1997; Liu & Nation, 1985). Moreover, research on the role of decoding and 

vocabulary skills, as predictors of reading comprehension in young L1 and L2 language learners, proved that vocabulary is a critical 
predictor of the development of reading comprehension skills in both L1 and L2 learners (Lervåg & Aukrust, 2010). Empirical studies on 

the relationship between vocabulary size and L2 reading comprehension have consistently shown a strong correlation between them ranging 

from 0.50 to 0.85 (Laufer, 1992; Stæhr, 2008).  
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To understand text meaning, one must be able to decode the printed message (Adams, 2004; Alderson, 2000; Day & Bamford, 1998); 

however, the presence of high density of unknown words in a text may seriously hinder comprehension (Curtis, 1987; Nation, 2001). Laufer 

(1998) and Qian(1999, 2002, 2004) revealed that  lexical issues prevent successful comprehension and that vocabulary familiarity correlates 

strongly with other linguistic skills in the target language. To estimate how many words the learners know in their L2 vocabulary, 
breadth/size tests have been developed and researchers have found that breadth test of vocabulary knowledge can very well predict success 

in reading, writing, general proficiency, and academic achievement (Laufer & Goldstein, 2004; Nation & Meara, 2002). A number of studies 

(e.g., Al-Nujaid, 2003, as cited in Alsamadani, 2011; Koda, 1989; Laufer, 1992, 1996; Qian, 1999) have used scores on vocabulary size to 
predict levels of academic reading comprehension. Al-Nujaid (2003 as cited in Alsamadani, 2011), for example, found that there is a strong 

and significant relationship between vocabulary size and comprehension level. In fact, the relation of breadth of vocabulary knowledge with 

reading comprehension is recently paid much attention and viewed as a striking point by numerous ESL/EFL lexical and reading researchers 
who believe that the more words the EFL/ESL readers know, the better their reading (e.g. Huang, 2001, 2004; Hu & Nation, 2000).  

 

 

OBJECTIVES OF THE STUDY AND THE RESEARCH QUESTIONS  

Taking a look at the studies available in the literature, one can come to the conclusion that the area of reading comprehension still requires 

further research, especially in EFL contexts. The main objective of the present study is to examine the effect of breadth of vocabulary 
knowledge as an internal or according to Samuels (1983) ñinside- the-headò factor on reading comprehension test performance of Iranian 

EFL learners. The present research also endeavors to discover the difference between male and female Iranian EFL learners regarding the 

extent to which their RC test performance is influenced by the selected internal factor. Therefore, the present study seeks to answer the 
following questions:  

 

1. To what extent does breadth of vocabulary knowledge influence studentsô RC test performance? 
2. Is there any significant difference between Iranian male and female EFL learners regarding the extent to which their RC test performance 

is influenced by the selected internal factor? (Does any gender influence exist?)   

 

 

METHODOLOGY  

Participants 
A total of 207 students (102 males and 105 females) participated in this study. They were Iranian EFL learners comprising students of an 

upper intermediate level at a private language institute (Navid English Institute, Shiraz branch). All students were native speakers of Persian, 

with the average age of 20 who had been studying English for almost 10 semesters. 

 

Instruments 

Two instruments were utilized in this study. The first one was the revised version of nationôs 3000 vocabulary Level Test (VLT) (Schmitt, 
Schmitt, & Clapham, 2001), which was used to assess breath of vocabulary knowledge of the students. The vocabulary size test (VST), 

called  the Vocabulary Levels Test (VLT), was originally designed by Nation (1983, 1990) and used to measure learner's size of vocabulary 

knowledge. Nation (2001) referred to the revised version as a major improvement on the original test made by Schmitt et al. (2001). Each 
level of the test includes 30 word-definition matching items and a total of 60 target words are used for testing; ten groups of six words on the 

left and three definitions on the right make up the test. Test-takers are required to match the words to the definitions.  

 
The following example illustrates the test format of a noun cluster (Schmitt et al. 2001, p. 82):  

1. business  

2. clock          __________ part of a house  
3. horse          __________ animal with four legs  

4. pencil         __________ something used for writing  

5. shoe  
6. wall  

 

The second instrument was a reading comprehension test drawn from the TOEFL Actual Tests (2005, pp. 25-35) employed to assess the 
studentsô reading comprehension test performance. It was a standardized reading comprehension test composed of five passages. Regarding 

the validity and reliability of the test, as an established standardized language test, all of the official TOEFL tests have been carefully 
pretested for validity and reliability before being put into actual use. 

 

Procedure  
To neutralize the influence of the RC test, all students first took the vocabulary test and then the reading comprehension test. The tests took 

20 and 55 minutes respectively. To carry out the statistical analysis, Statistical Package for Social Sciences (SPSS), version 21.0 was used. 

Scores gathered through selected instruments were calculated and arranged in different columns. Along with showing studentsô gender and 
age in the first two columns there were columns for each student showing his/her score in reading comprehension and breadth of vocabulary 

knowledge. The analysis of the data was then carried out through running simple linear regressions. 

 

 

DATA ANALYSIS AND RESULTS  

Breadth of Vocabulary Knowledge vs. RC Test Performance 
The first aim of this study was to investigate the extent to which the studentsô breadth of vocabulary knowledge influences their RC test 

performance. To this end, a simple linear regression analysis was carried out. The hypotheses under investigation in this phase of research 

were as follows:    
 

H0: ß1= 0       (The independent variable does not affect the dependent one.) 

H1: ß1# 0         (The independent variable affects the dependent one.) 
 

Before conducting the analyses, the outliers were checked through Cookôs and Leverage values and they were deleted from the data. Then 

normal distribution of the dependent variable (RC score) was assured through one-sample kolmogorov-smirnov test (Table 1, sig. = .09 >  

= .05). 
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Table 1: kolmogorov-smirnov test 

 RC score 

N 207 

Normal Parametersa,b 
Mean 25.77 

Std. Deviation 7.250 

Most Extreme Differences 
Absolute .086 
Positive .086 

Negative -.048 

Kolmogorov-Smirnov Z 1.241 
Asymp. Sig. (2-tailed) .092 

 
The regression analysis was then run and the results (Table 2) show that regression line and the independent variable account for 33 percent 

of the variance in RC test scores (R2=.33).  

 
Table 2: Model Summaryb of regression analysis 

Model R R Square Adjusted R Square Std. Error of the 
Estimate 

1 .579a .335 .332 5.925 

a. Predictors: (Constant), vlt 

b. Dependent Variable: RC score 
 

Table 3 provides evidence for the significance of the results (sig. = .00  = .05) 

 
Table 3: ANOVAa  (Significance of the regression results) 

Model Sum of Squares df Mean Square F Sig. 

1 

Regression 3629.948 1 3629.948 103.397 .000b 

Residual 7196.922 205 35.107   

Total 10826.870 206    

a. Dependent Variable: RC score 
b. Predictors: (Constant), vlt 

 

The results indicated that the null hypothesis was rejected and the alternative one (The independent variable affects the dependent one) was 
confirmed. Moreover, the following linear equation was proved to help predict the value of the dependent variable, RC test performance 

(Table 4, Figure 1) 

RC test performance= 3.82+ .92* vlt grade 
 

Table 4: Coefficienta of the selected internal factor 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 
(Constant) 3.822 2.197  1.739 .083 

Vlt grade .919 .090 .579 10.168 .000 

a. Dependent Variable: RC score 

 

 

 
Figure 1: regression line and linear equation 

 

 

Breadth of Vocabulary Knowledge and RC Test Performance in males vs. females 
To investigate the relative influence of the selected internal factor on RC test performance of males versus females, the SPSS file was first 

split based on the participantsô gender and then a simple linear regression was carried out. 
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According to the results of the regression analysis (Table 5), regression line and the independent variable accounted for 37 percent (R2=.37) 

of the variance in RC test scores in the male group, and 30 percent (R2=.299) of the variance in RC test scores in the female group. 

 

Table 5: Model Summary of regression analysis 

gender Model R R Square Adjusted R Square Std. Error of the 

Estimate 

male 1 .613a .376 .369 5.246 

female 1 .547a .299 .292 6.563 

a. Predictors: (Constant), vlt 

 

Table 6 provides evidence for the significance of the results (sig.= .00 <  = .05). 

 

Table 6: ANOVAa (Significance of the regression results for males and females) 

gender Model Sum of Squares df Mean Square F Sig. 

male 1 

Regression 1655.115 1 1655.115 60.142 .000b 

Residual 2752.032 100 27.520   

Total 4407.147 101    

female 1 

Regression 1892.336 1 1892.336 43.935 .000b 

Residual 4436.293 103 43.071   

Total 6328.629 104    

a. Dependent Variable: RC score 
b. Predictors: (Constant), vlt 

 

As Table 7 indicates, the following linear equation can help predict the value of the dependent variable, RC test performance, in each group: 
 

Males:  RC test performance= 2.62+ .96* vlt score 

Females: RC test performance= 4.46+ .9* vlt score 
 

 

Table 7: Coefficientsa of the selected internal factor foe males and females 

 Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

male 1 
(Constant) 2.617 3.116  .840 .403 

vlt .962 .124 .613 7.755 .000 

female 1 
(Constant) 4.458 3.181  1.401 .164 

vlt .897 .135 .547 6.628 .000 

a. Dependent Variable: RC score 

 
Overall, the results of the linear regression (Table 5) indicate that there is difference between Iranian male and female EFL learners 

regarding the extent to which their RC test performance is influenced by their breadth of vocabulary knowledge (Figures 2 & 3). 

 

 
Figure 2: regression line and linear equation for males 
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Figure 3: regression line and linear equation for females 

 

Discussion  
The results of the present study lend support to many researchers. Alderson (2000), Qian (2004), and Read (2000), for instance, underscored 

the prominent role of vocabulary knowledge in reading comprehension. Bernhardt (2005), Fukkink et al. (2005), Koda (2005), and Zhang 

(2000, 2002a, 2002b) have also consistently indicated the importance of vocabulary knowledge in reading comprehension. Moreover, Read 
(2000), and Nation (2001) argued for the claim of significant function of breadth/size of vocabulary in reading comprehension.  

In addition, the findings seem to be in compliance with Anderson and Freebodyôs (1981) general knowledge hypothesis according to which 

vocabulary knowledge is one of the sources of the general knowledge which is fundamental for comprehension. In this regard, Nation, 
Clarke, Marshall, and Durand (2004) also stated that students with high levels of vocabulary knowledge will be able to decode and 

understand the reading passages better than students with low levels of vocabulary. The findings are also in line with that of Joshi and Aaron 

(2000) who found that vocabulary knowledge is a predictor of reading ability. It is also supported by Hu and Nation (2000), Laufer (1992, 
1997), and Liu and Nation (1985), who found that vocabulary size is a predictor variable for reading comprehension.   

 

 

CONCLUSIONS 
The present study aimed at examining the effect of breadth of vocabulary knowledge as an internal factor on reading comprehension test 
performance of Iranian EFL learners. The results of linear regression analysis revealed that EFL learnersô breadth of vocabulary knowledge 

influences their reading comprehension test performance to a considerable extent. Moreover, a linear equation was proved to help predict 

their RC test performance on the basis of their vocabulary test grade. It was also confirmed that the influence of breadth of vocabulary 
knowledge on RC test performance is more significant in males compared with females. These results will inform language instructors, EFL 

students, and curriculum organizers of the significance of vocabulary breadth in reading comprehension. Many EFL students approach 

reading passively, relying heavily on the bilingual dictionaries and spending long hours laboring over sentence-by-sentence translations. In 
spite of all the efforts they see no improvement in their reading comprehension. Moreover, according to several experimental studies 

(Alexander, 1998; Kaivanpanah & Alavi, 2008a; Nassaji, 2003), in reality, inferring word meanings from context is not reliable for EFL 

students, since the success rate of this strategy is not as high as we anticipate and the word meanings the EFL/ESL learners infer are often 

incorrect, misinterpreting or too general. Therefore, studentsô vocabulary assessment and instruction should be a focus of every English 

course. Vocabulary teaching should be regarded as a priority in the curriculum. In addition, although vocabulary instruction is very common 

in foreign language classrooms in Iran, most textbooks in English only provide explicit instruction of relatively basic English vocabularies. 
It is necessary for teachers to find ways to increase the studentôs vocabulary knowledge. For example, the teacher can encourage students to 

do extensive reading beyond the classroom requirements. When students do extensive readings, they will be able to build new vocabulary. 

However, vocabulary knowledge is just one of the factors that should be emphasized. Investigating all different factors in a single study is 
not feasible. As a result, this study focused on the role that one of many internal factors plays in reading comprehension. More research is 

needed to examine how other factors influence RC test performance of Iranians as well as other EFL learners. 
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ABSTRACT  
This research was done at a non-profit school in Masjed-e-Soleyman (MIS) city in Iran. The aim of this research was to find the effect of 

using computer-assisted language learning (CALL) approach on the learners' recall and retention at the elementary level. In order to have 

homogeneous participants, the researcher used Nelson proficiency test (Fowler & Coe, 1976). 50 participants whose scores fell one standard 
deviation below the mean were chosen to take part in the research. The null hypotheses were proposed: CALL would not improve learners' 

recall and retention and there would be no significant difference between the mean scores of the students who were instructed traditionally 

and those who were instructed based on CALL regarding the recall and retention of vocabulary learning. The chosen participants were 
divided randomly into two groups of 25 students, one control, and one experimental group. Three sets of tests were designed by the 

researcher as the pre-test, immediate, and delayed post-test. Learners were taught ten units of Picture Dictionary (Nakata, Frazier & 

Hoskins, 2011) during ten sessions of treatment. Two groups took a post-test immediately after the treatment and a delayed post-test after a-
two-week interval. Paired samples t-test and independent samples t-test were used to compare the groups' means. The findings revealed that 

control group was good only at the recall of vocabulary items and the experimental group was good not only at recall but also at retention of 
vocabulary items.   

 

 

KEYWORDS: Computer assisted language learning (CALL), context-based instruction Lexical Items 

 

 

INTRODUCTION  

The importance of learning English as a foreign language (EFL) cannot be overlooked. While many people have engaged in teaching and 

learning English and used different methods and instruments, they have needed to optimize the use of available resources to help the learners 
to become more proficient and fluent in using English. One of them is Computer Assisted Language Learning (CALL) which has, in 

particular, been used in pedagogy more frequently since 1960s (Levy, 1997). It has rapidly been spread through the world and used in all 

aspects of teaching. Nowadays, there are a lot of software and programs in teaching a foreign language. Some focus on one aspect of 
language learning such as Babylon dictionary that focus only on vocabulary, while others are more comprehensive like Longman Dictionary 

of Contemporary English (5th ed.), helps learners to develop not only their vocabularies but also their pronunciation. It provides some 

examples of vocabulary use, the origin of the vocabulary and its family. Nowadays, Language teachers have been taking advantages of 
CALL to teach a foreign language totally or its components such as teaching grammar, pronunciation, or vocabulary individually. 

 

Learners used CALL to remember the vocabularies easier and faster. In a recent research, Jones (2004) examined the performance of the 
experimental group that was provided written forms and pictures when they heard the words with a group not provided these. She wanted to 

know whether there was any significant difference in their performance after the course of instruction or not. She concluded that the group 

who received pictures, spelling, and sounds through CALL simultaneously was better to remember the words. 
 

Using English as a foreign language (EFL) has been spreading throughout the world. Therefore, everybody who is engaged in teaching 

English such as teachers, syllabus designers, and educational specialist should help them-no matter that they have different reasons. Due to 
the significant role of vocabulary learning, it has been regarded as an important research topic for investigation in the context of foreign 

language learning and teaching. 

 
Students and generally people cannot speak if they do not know vocabulary. Research has shown than due to the lack of vocabulary 

knowledge, most Iranian students as (EFL) learners are either not interested to communicate, or if they initiate a communication, they would 

abandon it rapidly because introduced vocabulary items are not practiced in the exercises efficiently and effectively (Abdollahi-Guilani, 
SubakirMohdyasin & Hua, 2011). Therefore, it seems vital for teachers to find more effective methods to contribute to teaching and learning 

vocabulary. 

 
Unfortunately, in Iran, textbook writers and syllabus designers have paid less attention to the role played by the CALL in the classroom. 

Teaching is not supplemented with modern technologies, specially CALL in teaching English. Students are forced to follow the teacher. The 

classes are teacher-centered and teachers do not want to give students autonomy and independence to decline their authority. Therefore, they 
use traditional ways (Abdollahi-Guilani, SubakirMohdyasin & Hua, 2011).  

 

This study is crucial because it provides helpful evidence on the use of two approaches of CALL or context-based and non-CALL 
instruction. It will be necessary for teachers to equip themselves with up-to-date techniques if significant differences are found. The 

researcher hopes that the results of this study help teachers to teach vocabulary effectively and learners to recall and retain them easily and 

for a longer period. Also it is hoped that syllabus designers, textbook writers and the like take the advantages of it. 

 

REVIEW OF LITERATURE  

The Importance of Vocabulary Learning 
Cobb, Spada and Zahar (2001) claim one of most important aspects of language learning is vocabulary development. They believe that as a 

new and interesting subdivision of applied linguistics and producing a lot of books and papers, there are a number of remarkable 
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unanswered questions about Second Language Vocabulary Acquisition (SLVA). Knowing a lot of words can help learners not only to 

communicate well but also to have control over their academic progress (Gorjian, 2008). After the decline of Audio-lingual Method, 

vocabulary has become dominant and it has taken the most important role in language learning (Nunan, 1999). He (1999) also found that the 

more we know vocabularies, the better we pull out the meaning from spoken and written texts. Although knowing grammatical points are 
important, it is impossible to communicate without vocabulary (Harmer, 1991). According to Celce-Murcia (2001), learning a foreign or 

second language involves the acquisition of two thousands of words. Meara (1995) maintained than, due to the importance of vocabulary in 

language learning, the students should not only try to learn vocabularies but also to focus on the more frequently occurred words in a 
language. 

     

The Role of Computer in Language Teaching and Learning 
According to Holland and Fisher (2007), computer as tutor has been used to provide materials such as grammatical points and vocabulary 

items and language practices such as exercises in pronunciation, writing, listening, or reading for learners. It has also been useful for the 

teachers to analyze the learners' performance and test their knowledge. This has deeply rooted in behaviorist psychology which has focused 
on, as the key element in second language acquisition, extensive drill and practice (Meng & Hong, 2007).  

 

Paying attention to the individual learner capabilities, cognitive goals and needs, has been the second role of computer in language teaching 
(Philips, 1987). Computer (via the Internet) has provided the opportunities for learners to access radio, television broad cast, Internet 

Websites, blogs, and advertisements and Consequently represented a wide range of written, audio, and visual materials. These materials have 

been used to provide "insight into the real-world contexts in which words and collocations occur across genres, registers, and language 
varieties" (Simpson, 2011, p. 201). Computer as the medium has been the broadest use of computer in language learning. It has given 

opportunity to the learners to introduce themselves to others and making interactions with other people (Danet& Herring, 2007).  

 
Researchers have done a lot of researches related to these prominent roles of computers in language learning and especially in Second 

Language Acquisition (SLA) contexts. Some articles by researchers such as Kulik and Kulik (1987), McNeil and Nelson (1991) showed the 

positive effect of CALL on instruction. Providing the teachers with some training courses regarding to CALL not only improve the efficiency 
of computer in the classroom but also decrease the teachers' stress.  

 

It can be said that there are two different views on the role of the teacher and CALL. According to the traditional view, the presence of the 
teacher is considered as an indispensable element in the classroom. Levy (1997) believes that albeit helping students in teachers' absence 

outside the classroom, computers do not replace the teachers permanently or for a long time. With regards to the role of CALL in language 

learning, Alatis (1986) and Secan (1990) pointed out that computers would not replace the teachers in the classroom. They (1990) focused on 
the unchangeable role of the teacher.  

 

According to Fatemi Jahromi and Salimi (2013), both teachers' and students' attitudes towards CALL and their computer competence have a 
relationship with the use of CALL in Iran. They (2013) found that teachers have moderate computer competence with regard to CALL and 

more positive attitudes in the comparison with their students' in Iran and maintained that positive attitudes toward CALL, easy access to the 

computers at school and adequate training will be developing CALL factors in language education in Iran. 
 

Kang (1995) carried out a research on the effect of a context-embedded approach to second language vocabulary learning at an elementary 

school in Seoul, Korea. This research was taken for six sessions. The learners were instructed five sessions successively and the long-term 
treatment effect was checked in the last session. Selecting four groups, the researcher chose four instructional approaches as follow: 1. a 

human instructor thought the paper and pencil group traditionally; 2. computer-based word-for-word which was incorporated the same 

approach used in the first group. In this group, the researcher replaced the teacher with a computer; 3.a computer and pictures were used to 
instruct the participants in the third group; 4. a computer-based context was provided for the learners. 

 

The researcher used three types of tests to measure the learners' recall and retention include definition recall, listening comprehension, and 
knowledge transfer. Although the computer-based context group represented a slight improvement in recall phase, it showed higher 

performance than other three groups.  

 
The researcher concluded that the context-embedded approach was most effective than other three approaches used for vocabulary learning. 

It was also added that vocabularies that were processed in an enriched context through images, associations, or meaningful elaboration can 
be retained for a longer period.  

 

 

RESEARCH QUESTIONS  

According to the above literature review, the researchers aims to investigate two main questions in this study. They are mentioned below. 

1. Do CALL based instructions develop Iranian EFL learnersô recall and retention of lexical items?  
2. Is there any difference between non CALL and CALL-based instruction in developing Iranian EFL learners' recall and retention of lexical 

items?  

 
 

METHODOLOGY  

Participants  
This research was administered to participants attending a non-profit school in Masjed Soleyman (MIS) city in Iran. The researcher 

administered a proficiency test adopted from Nelson proficiency test (Fowler & Coe, 1976) not only to assess the studentsô level of 

proficiency but also to feel sure about the homogeneity of the participants. In order to generalize the research findings to a wider population, 
all participants at this school took this proficiency test and 50 participants whose scores fell less than one standard deviation below the 

sample mean were selected in terms of their performances on this proficiency test. Then the selected participants were randomly divided into 

two groups: the experimental and the control groups. All participants were females with their age range of 12 to 14. 
 

Instrumentation  

Nelson Proficiency Test  
To homogenize the participants, the researcher administered Nelson proficiency test (Fowler & Coe, 1976). Being one of the most 

proficiency tests available in Iran and covering different English language elements such as vocabulary, grammar (phrases, clauses) were the 

most important factors in selecting that test. It is available in. This test included 50 multiple-choice 
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items. It was taken an hour to answer the questions. Each true response to the items was scored 1. The students did not get negative points for 

false answers. 50 students were considered the elementary level. The reliability of the test based on KR-21 formula was 0.73. 

 

Three Tests Assessing Students' Progress  

The students faced three sets of multiple-choice questions included 30 test items. That was done in order to reduce test-retest effect. The 
content was kept consistent but the forms were different. The items were based on Picture Dictionary (Nakata, Frazier & Hoskins, 2011). 

Each set of items was piloted with a group of 20 homogeneous learners who did not take part in the research. The students did not get 

negative points for incorrect responses. The items standardization was considered in terms of item difficulty item, discrimination, and item 
distribution. Pre-test was done in order to show the students' initial proficiency and to help the researcher to make more precise conclusion at 

the end of the research. The reliability coefficient of pre-test based on KR-21 formula was 0.95. 

 
In order to check students' progress, after ten sessions, the researcher tested students on vocabulary at the end of the course. It was done with 

the aim of measuring the students' recall of the vocabulary in two groups. The reliability coefficient of the immediate post-test was 0.0.90 

through KR-21formula. 
The researcher administered a delayed post-test after two weeks. There was not any instruction in that period. It was done to measure the 

effectiveness of the use of CLL in students' retention. The reliability coefficient of the delayed post-test was 0.94 through KR-21formula. 

 
Also, there were a computer for the teacher and some computers for students, each for a couple of students, and some CDs. The CDs were 

prepared by the researcher. Students could play the CDs and see the pictures and spellings and listen to the pronunciation of the vocabularies 

successively. They did not need to click on every vocabulary. It was tried to design the CD which was utilized as easy as possible. There was 
a projector, too.  

 

Procedure 
In this study, the materials were similar and at the same level of difficulty for experimental and control groups. The participants attended 

class twice a week in both groups. There was a question-and-answer session for both groups separately. In order to assess how much students 

knew about CALL especially in the experimental group, the teacher asked some questions and answered students' questions. The students 
were asked to maintain their attitudes to the training sessions during or after the treatment. 

 
The participants in experimental and control groups were exposed to 10 units out of 55 extracted randomly from Picture Dictionary (Nakata, 

Frazier & Hoskins, 2011). This book is specialized for elementary level. Moreover, it covers everyday topics, high-frequency words, 

question -and-answer patterns, giving the students the opportunity to listen to native voices, providing contexts, and beautiful pictures. The 
extracted units were about parts of the body, feelings, kitchen, toys, fruits, vegetables, birthday party, descriptions, clothes, and school 

supplies. The number of vocabularies ranged from 16-20 in each unit. The teacher taught one units in each session. Students attended the 

class twice a week. Each session lasted for an hour. 
 

In the experimental group, the teacher used a computer, a projector, and a board. When the teacher played the CD, the students could listen to 

the pronunciation of the vocabularies that were pronounced by native speakers. At the same time they saw their pictures and spellings for 
three times. Vocabularies were pronounced in American. After doing that, the students were given a few minutes to take a look at the 

vocabularies while they had simultaneous access to the computers. Since then the teacher asked some questions. When students had some 

problem with pronunciation of vocabularies, the teacher stopped them and played the track for them again. When they had some difficulties 
remembering the meanings the teacher asked their classmates to help. Each student received a copy of CD, so they had the opportunity to 

practice over and over at home. In the control group, the students were given neither the opportunity to use CALL in the classroom nor the 

chance to play the CD at home. 
 

The course was made up of ten one-hour sessions. One unit was taught every session. Carrying out an immediate post-test right after the end 

of the course, the teacher tested how well students could recall vocabularies in both groups. There were forty items in the post-test. Students 
did not have any instruction in a period of two weeks. Then she performed the delayed post-test to measure the students' retention in both 

groups. The items of the tests were covered the lessons that were taught during the treatment.   

 

 

RESULTS AND DISCUSSION 

Descriptive Statistics  
Based on the Table 1 and 2, the significant value, .747 is greater than .050. The result does not show any significant difference between the 

two groups at the pre-test. That is, both groups are homogenous. 

 

Table 1: Results of the Pre-test 

   

 

Table 2: Results of Control Groups' Tests 

Control Group N Minimum Maximum Mean Std. Deviation 

Per-test 25 8.00 18.00 11.84 2.687 

Immediate Post-test 25 10.00 29.00 16.20 5.759 
Delayed Post-test 25 9.00 28.00 15.72 5.784 

 

According to Table 2, the mean of pre-test is 11.84 and the standard deviation is 2.68. The minimum score is 8 and the maximum one is 18. 
After the end of the training course, the participants were immediately tested on vocabulary recall. It was done to measure how well 

participants recall the meaning of the vocabulary items that they learnt during the treatment. The mean of the immediate post-test is 16.20 

Test Groups df Std. Error 
Difference 

t Level of Significant  (P)  

Pre-test Control 48 .738 -.325 .747 

Experimental 
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and the standard deviation is 5.75. The students' scores range from 10 to 29. After giving participants a two-weak break, the teacher gave the 

participants a delayed post-test. The mean is 15.72 and the standard deviation is 5.78. The minimum and the maximum scores are 9 and 28. 

 

Table 3: Results of Experimental Groups' Tests 

Experimental Group N Minimum Maximum Mean Std. Deviation 

Per-test 25 6.00 18.00 12.08 2.531 
Immediate Post-test 25 8.00 30.00 17.24 5.746 

Delayed Post-test 25 11.00 29.00 18.20 5.338 

 

The experimental group's performances are presented in Table 3. The minimum score is 6and maximum score is 30 in pre-test. The 
calculated mean is 12.08 and the standard deviation is 2.531. The students' scores range from 8 to 30 in immediate post-test and from 11 to 

29. The mean and standard deviation are 17.24 and 5.746 in immediate post-test. The mean is 18.20 and the standard deviation is 5.33854 in 

delayed post-test. It should be mentioned that the mean values of two groups are also shown by Figure 1. 
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Figure 1: Sample Means for Three Tests of Two Groups 

 
The Tables 2, 3 and Figure 1 show that two groups had an improved performance in mean scores from pre-test to immediate post-test, from 

11.84 to 16.20 in the control group and from 12.08 to 17.24 in the experimental group. They also show an increase from immediate post-test 

to delay post-test in experimental group from 17.24 to 18.20, but this increase is not observed in control group. In this group, the mean score 
decreased to 15.72. 

 

As the descriptive statistics does not provide the researcher with sufficient information to sustain or reject the null hypotheses, the researcher 
cannot interpret the results meticulously; she went further and used the inferential statistics too.  

 

Table 4: Paired Samples t-test of Control Group (pre-test vs. immediate post-tests) 

Table 4 shows that the observed t (6.303) is greater than the critical t (2.64). The results of paired samples t-test shows that is a significant 

difference between pre-test and immediate post-test of control at the significant level (p<.05). 

 
 

 

 
 

 

 
 

 

 
 

 

 
 

Pre-test & Immediate 

post-test  
 

 

Paired differences 

 
 

Mean 

Std. 
Deviation 

Std. Error 
Mean 

95% Confidence Interval of the 
Difference 

 

 

 
t 

  

Lower Upper df Sig (2- tailed) 

  -4.160 

 

3.300 .660  -5.522 -2.797 -6.303     24           .000 
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Table 5: Paired Sample t-test of Control Group (immediate vs. delayed post-tests) 

 

As the observed t (1.853) is less than the critical t, it can be conclude that there was no significant difference between the performance of 

learners in immediate post-test and delayed post-test of control group at the significant level (p<.05).The mean is .480 and SD is 1.29. 
 

Table 6: Paired Samples t-test of Experimental Group (pre-test vs. immediate post-tests) 

 
Table 6 shows that the observed t (11.941) is greater than the critical t (2.64). The results of paired samples t-test show that there is a 

significant difference between pre-test and immediate post-test of the experimental group at the significant level (p<.05). The mean is 7.24 

and the SD is 3.031. 

 

Table 7: Paired Samples t-test of Experimental Group (immediate vs. delayed post-tests) 

 

Table 7 shows that CALL instruction had an effect on learners' retention because the observed t (3.11) is greater than the critical t (2.06).  

 

Table 8: Independent Samples t-test of the Groups (immediate vs. delayed post-tests) 
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t 

  

        

Lower Upper df Sig (2- 
tailed) 

  .480 
 

1.294 .2589 -.054 1.014 1.853    24        .76 

 

 
Pre-test & Immediate 

post-test  

 
 

Paired differences 

 

 
Mean 

Std. 

Deviation 

Std. Error 

Mean 

95% Confidence Interval of the 

Difference 
 

 

 

t 
  

    Lower Upper  df Sig (2- tailed) 

  -7.240 

 

3.031 .606  -8.491 -5.988 -11.941 24 .000 
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Mean 

Std. 

Deviation 

Std. Error 
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t 

  

        

Lower Upper  df Sig (2- tailed) 

  -.960 
 

1.540 .308   -1.595  -.3240 -3.11 24 .005 

Test Groups df Std. Error Difference t Level of Significant (P)  

Immediate post-test Control 48 1.62714 -.639 .526 

Experimental 

Delayed post-test Control 48 

 

1.57429 -1.575 .122 

Experimental 


