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Abstract 
Elementary school teachers should keep pace with the constant changes in 
educational research, subject knowledge, and teaching strategies. Since 
Farhangian University plays an essential role in pre-service teacher training, 
acquainting teacher-students with the specialized language is essential. 
Therefore, this qualitative cross-sectional study was conducted to investigate 
translating problems with specialized English texts among elementary 
education student-teachers. The target population was the elementary 
education student-teachers of West Azerbaijan Farhangian University. Using 
random sampling, 30 students were selected and asked to translate an English 
text of 120 words into Persian. In addition, they were asked to translate a 120-
word Persian abstract into English and to calculate how long the translation 
took. The translation scripts were collected and their content was analyzed 
and the initial coding was done. Based on the coding, for English to Persian 
translation, the main identified categories were vocabulary, structure, and 
comprehension. Moreover, two categories including vocabulary and structure 
were identified for Persian to English translation. Then, translated scripts 
were analyzed based on these categories. The results indicated that lack of 
acquaintance with the necessary grammatical structures and principles of 
effective writing were major challenges for participants. Furthermore, 
interviews were conducted to identify the steps taken by participants in the 
translation process and the problems they faced in this process. The analysis 
of the conducted interviews indicated that the majority of the participants did 
not take the proper sequence of steps in the translation process. 

Keywords 
Specialized language, 
Translation process, 
Elementary Education 
Student-Teachers, 
Content analysis, 
Farhangian University 

1. INTRODUCTION 
Education ensures economic growth and development of a country not only by triggering, 

promoting, and sustaining entrepreneurial and technological developments but also by securing 
economic and social progress and improving income distribution. The rapid technological change 
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and advancement in science encourage all countries to use their capacities and unlock the potential 
of young people, but this can be achieved by transforming the educational system and replacing it 
with an effective one (Avesta et al., 2019). The production of knowledge and its optimal 
application in the process of education will increase the knowledge and ability of students and 
teachers, which in turn makes the education system more successful in its most important goal, 
training of capable and efficient human resources (Monfaredi et al., 2015). Therefore, one of the 
main tasks of the educational system is to equip students with new knowledge (Islamian et al., 
2013).  

Since 24% of the total population is under 14 years old (https://worldpopulationreview. 
com/countries/iran-population), education plays a vital role in achieving sustainable development 
in Iran. In a document that was approved in 1998, Supreme Council of Education highlighted that 
national development is the main goal of education in order to boost productivity, realize social 
and national integration, and foster social, moral, and spiritual values with putting a strong 
emphasis on strengthening the faith of Islam. The goals that were approved by this council also 
highlighted the role of education in human resource development for economic growth (Ministry 
of Education, 2013); therefore, it can be claimed that education is a priceless investment in the 
future. It has been argued that primary education is the most important cycle of education. Enabling 
the students to read and write, improving their numeracy skills, and providing necessary training 
on appropriate social behaviors are the main objectives of primary education in Iran. It has been 
proved that qualified teachers are the most crucial factor in any educational system.  As teachers 
should constantly renovate and improve their knowledge and skills, they should remain up-to-date 
to enhance their expert power (Santelises, et al., 2015). 

The Role of English in Today’s World and English Language Teaching in Iran’s 
Educational System 

English as an international language is accepted as the global business and scientific language 
in the new commerce-driven world. Nonnative speakers saw it as the new lingua franca that 
responded to their needs of cross-cultural communication, business doing, and information sharing 
(Teodorescu, 2010). English is the scientific language of the world and acts as a lingua franca for 
sharing ideas and discoveries (Mauranen et al., 2016). Today, English has particular importance 
due to its international nature and its widespread use as a means of communication that can 
advance other subjects. The beginning of teaching and learning English in Iran dates back to the 
1960s and 1970s when the British Cultural Council and the American-Iranian Association were 
active in offering English language courses (Yarmohammadi, 2005). Iranian Students start 
learning English in the seventh grade and it continues up to the university levels. But it has been 
claimed that students are not able to communicate in English in real contexts despite studying 
English for a long period of time in schools (Mostofi, 2018). Furthermore, since English is a 
foreign language in Iran, language learners do not have the opportunity to use it in real life. 
Therefore, English is limited to classrooms and learners have few opportunities to use English 
outside of the classroom. As Brown (2000) pointed out learning English as a foreign language 
involves learning it in the context of that language and with the opportunity to use it immediately 
in that culture. 

English for Specific Purposes 
During the 1960s, changes in the world’s markets resulted in the rising of English for specific 

purposes as a discipline. It has been argued that English for specific purposes has grown into a 
trend in English language teaching and research (Bracaj, 2014).  Hutchinson and Waters (1987) 
stated that the early origins of English for Specific Purposes (ESP) date back to the end of the 
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Second World War. It can be claimed that ESP emerged due to the development of the world’s 
economy, which included the progress of technology, the economic power of oil-rich countries, 
and the increasing number of overseas students in English-speaking countries (Hutchinson & 
Waters, 1987). Johns and Dudley-Evans (1991) stated that the international community recognized 
the importance of learning English not only as a means to achieve the transmission of knowledge 
and communication but also as a neutral language to be used in international communication. 
Dudley-Evans (2001) stated that English for specific purposes has three variables: “English for 
specific purposes has to be related to specific disciplines; use a different methodology from the 
one used in General English and be aimed at intermediate to advanced adult learners” (p. 131). As 
a branch of applied linguistics, English for specific purposes focuses on the relationship of the 
teaching and learning process to the needs of learners and it is based on the fact that we use 
language to achieve specific goals and to communicate with members of a particular social group 
(Hyland, 2009). 

Farhangian University as the largest and most comprehensive teacher-training center in the 
country, was established after the approval of the Supreme Cultural Revolution Council and the 
merging of all teacher-training colleges in 2011. It includes about 100 branches and 78,022 
enrolled student-teachers throughout the country. Its curriculum focuses specifically on teacher 
education. One of the obligatory courses at Farhangian University is English for Specific Purposes 
which aims to enhance student-teachers’ English knowledge to meet their academic and 
occupational needs. Therefore, this study aimed to investigate the problems with translating 
specialized English texts among elementary education student-teachers. 

Review of Literature 
Although translation was recognized as the reason for the Grammar-Translation Method’s 

failure in meeting the needs of language learners, some scholars have turned attention to the role 
of translation in language teaching in general and in English for Specific Purposes in particular 
since the last decade of the twentieth century (Mažeikienė, 2019; Ziyaei & Gharaei, 2022). 
Moreover, Chirobocea (2018) stated that using translation activities as a language-learning device 
has been gaining ground for many years. 

Translation is sometimes referred to as the fifth language skill alongside the other four basic 
skills of listening, speaking, reading, and writing. Furthermore, translation from L1 to L2 and L2 
to L1 is recognized as the most important social skill since it promotes communication and 
understanding between strangers (Ross, 2000).  Kavaliauskienė and Kaminskienė (2009) believed 
that practicing all language skills (reading, writing, speaking, and listening) and developing 
communicative competence, accuracy, clarity, and flexibility are the benefits of translation 
activities. They argued that the ability to translate from L2 into L1 and from L1 into L2 is a skill 
that is closely related to reading and writing. Furthermore, they stated that individual strengths and 
weaknesses in the use of the languages may be identified by translating activities. Furthermore, 
some studies demonstrated that two skills of reading and writing are closely related to translation 
ability (Kavaliauskienė & Kaminskienė, 2009). Kovács (2018) also pointed out that the reading 
level influences the ability to translate the texts. 

Duff (1989) argued that teachers and students utilize translation to learn. Translation entails 
two languages and differences in the system and structure of the source language and the target 
language are the most essential obstacles in the translation process (Wu, 2008). Furthermore, 
Newmark (1988) stated that translation methods and translation procedures are not the same, since 
translation procedures are related to sentences and the smaller units of language, whereas 
translation methods focus on whole texts. 
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It is noteworthy that learners’ determination and interest in language learning may be enhanced 
by motivation. According to the Oxford Learner’s dictionary, motivation means the feeling of 
wanting to do something, especially something that involves hard work and effort. Oxford and 
Shearin (1994) believed that motivation plays a significant role in L2 learning. They argued that 
“Motivation determines the extent of active and personal involvement in L2 learning.” (Oxford & 
Shearin, 1994, p.12). In addition, they pointed out that contributions from many aspects of 
psychology, including general, industrial, educational, and cognitive-developmental, are 
beneficial for an extended vision of L2 learning motivation. Furthermore, Gardner and Lambert 
(1959, 1972) introduced the notions of instrumental and integrative motivation. While instrumental 
motivation is defined as the learner’s desire to learn a language for practical purposes, integrative 
motivation refers to the desire to learn a language in order to be incorporated into the social 
structure of the target language community. It can be concluded that instrumental motivation plays 
a more important role than integrative motivation in teaching English for specific purposes to 
teacher-students. Furthermore, Liao (2006) believed that translation can help reduce learning 
anxiety and enhance motivation to learn L2. 

Studies have shown that translation may promote foreign language learning. For example, the 
findings of a study conducted by Soleimani and Heidarikia (2017) showed that the use of literal 
translation promotes the noticing and learning of the participial phrases and absolute constructions 
of EFL students. The findings of another study conducted by Ghaiyoomian and Zarei (2015) 
showed that using translation from Persian to English affects language accuracy in intended 
grammatical structures. Furthermore, Perkin (1985) pointed out that linguistic awareness of 
contrast between first and second languages’ grammatical structures may be facilitated by the use 
of translation. Calis and Dikilitaş (2012) also conducted a seven-week classroom-based research 
on the use of translation as an L2 learning practice and found out that the participants believed that 
their reading comprehension and target vocabulary memorizing improved by using translation. It 
should be mentioned that it has been argued that translation may facilitate learning, especially with 
regard to English for specific purposes. For instance, Kavaliauskienë and Kaminskienë (2007) 
argued that all learners rely on their mother tongue in learning English for Specific Purposes. 
Mažeikienė (2019) also analyzed the selected academic publications in order to investigate the use 
of translation in the teaching as well as learning of English for specific purposes and found out 
that translation-based activities will be useful for the ESP learners, on condition that the amount 
of the translation that is used in the teaching-learning process is well-balanced and activities are 
well-planned. 

Needs Analysis 
Richards (2012) defines needs analysis as “the procedures used to collect information about 

learners’ needs” (p. 51) whereas according to Tudor (1996) needs analysis refers to the research 
of the learners’ conceptual and expressive agendas. While West (1994) believes that needs analysis 
is done for practical purposes; in other words, the educators investigate the learners’ target 
situation needs to design their course syllabus. Long (2005) argues that “needs analysis is a 
precondition for effectual course design” (p. 1). 

Needs analysis is one of the indicators of specialized language courses that can have an 
important role in the development of its curriculum (Sarafini, 2015). It is a process that is done to 
determine the curriculum planning requirements. Needs analysis is especially important due to its 
role as a starting point or a guide for lesson planning, curriculum development, and selection of 
textbooks which is the first step in curriculum design and lesson planning. The results provide 
evidence on what the learners need to be able to perform effectively and appropriately which in 
turn leads to improvements in learners’ performance and accomplishment. Considering this 
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evidence in relation to the current state of learners’ language knowledge, as well as the practical 
possibilities and limitations of the field of education can help to determine and improve the content 
and method of specialized language courses (Basturkmen, 2010).    

Brindley (1986) identified three types of needs: “language proficiency needs (the level of 
language knowledge that the learners need to achieve), psychological-humanistic needs (learners’ 
psychological condition regarding the language learning process), and specific purpose needs 
(linguistic items that the learners need to master for vocational use)” (p. 66). 

Several models are introduced for needs analysis.  John Munby’s Communicative Syllabus 
Design (1978) is the most well-known model of needs analysis.  He identified a set of procedures 
for discovering target situation needs. He called this set of procedures the Communication Needs 
Processor. The Communication Needs Processor entails a group of questions that are related to 
key communication variables (topic, participants, medium, etc.) and are utilized to identify the 
target language needs of any group of learners. Tarone and Yule (1996) introduced a model for 
needs analysis. They believed that there are four levels in which learners would need to use the 
language: the global level, the rhetorical level, the grammatical-rhetorical level, and the 
grammatical level. 

It should be mentioned that questionnaires, pilot student and staff questionnaires, interviews, 
tests, case studies, authentic data collection, participatory needs analysis collection, and 
consultation of qualified informants are the most commonly used techniques that have been 
proposed for conducting needs analysis (Richards, 2012; Tudor, 1996). 

Some studies tried to investigate the needs of general and specialized language.  For example, 
Liu et al. (2011) examined the general and specialized language needs of students in six Taiwanese 
universities and the results showed that students had different understandings of their perceptions 
of necessities, wants, and lacks in the different language skills taught in English for General 
Purposes and English for Specific/Academic Purposes courses. In another study, Evans and Green 
(2007) investigated the language problems of 152 medical science students and found out that 
general English courses are not enough to meet the students’ English language needs. In Iran, 
Moslemi et al. (2011) investigated the language needs of graduate students in biology, psychology, 
physical education, accounting, and western philosophy and their findings showed that students 
do not have enough contact with English. They believe that teaching English in the Iranian 
education system needs to be reviewed and that students are not sufficiently exposed to specific 
English. In another study that is conducted in Iran, Dobakhti and Zohrabi (2018) studied the need 
for specialized English language teaching for carpet design students of Tabriz University of Arts. 
The results showed that the hours and number of units allocated to this course were not enough 
and students did not have enough knowledge. 

The study of research literature showed that very few studies have been conducted to assess the 
need for the specialized language of student-teachers, especially in the field of elementary 
education at Farhangian University. As Farhangian University plays an essential role in pre-service 
teacher training, acquainting teacher-students with the specialized language is very important. 
Elementary education student-teachers, like students of other fields of study, are required to use 
English texts related to this field and attend international conferences and competitions during and 
after their studies. Furthermore, student-teachers need to be skillful in the selection and use of 
reference materials written in English so that they can answer their students’ questions accurately 
in the future and help themselves improve their knowledge and work (Dobakhti & Zohrabi, 2018). 
Therefore, the present study was conducted to investigate the translation ability of elementary 
education student-teachers in two parts: elementary education textbooks and Persian academic 
text. Furthermore, the study aimed to identify the steps taken by students in the translation process 
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and the problems faced in this process. Hence, it aimed to identify the students’ problems in 
translating specialized texts in education, the following research questions were formulated: 

1. What are the common errors made by elementary education student-teachers in the 
translation of specialized English texts into Persian? 

2. What are the common errors made by elementary education student-teachers in the 
translation of Persian texts into English? 

3. What are the steps taken by the elementary education student-teachers in the translation 
process? 

4. What are the major problems faced by the elementary education student-teachers in the 
translation process? 

2. METHODOLOGY  
The study aimed to examine translation problems with specialized English texts among 

elementary education student-teachers. Hutchinson and Waters (1987) emphasize the importance 
of differentiating target needs from learning needs.  While target needs are what the learner needs 
to do in the target situation, learning needs are what the learner needs to do in order to learn. 

The present study was designed to investigate the learning needs of the participants; therefore, 
the errors made by them were studied. The learners’ errors show their underlying knowledge and 
the nature of the errors will influence the solution; therefore, this study investigated what sort of 
mistakes the student-teachers would make. Considering the purpose of this research, the content 
analysis was select to respond to the research questions. The data were collected from the translated 
texts and the occurrence of the errors was identified by using content analysis. To analyze, the 
errors of the translated texts were coded; then, the codes were categorized into code categories. 
Furthermore, the interviews were conducted to identify the major steps taken by the participants 
in the English into Persian translation process. 

Participants 
The target population covered all elementary education student-teachers of West Azerbaijan 

Farhangian University in Iran. The sample size consisted of 30 student-teachers of elementary 
education in West Azerbaijan province in Iran with an average age of 21 that were selected through 
simple random sampling. About 36% of the participants (N=11) were male and the rest (N=19, 
64%) were female. The criteria that were considered for the participants include: studying at least 
four semesters at West Azerbaijan Farhangian University in Iran, passing the General English 
course at the Farhangian University, and not using Google Translator to translate the whole text 
or sentences. The participants were informed about the objectives of the study and informed 
consent was obtained.  

Instruments 
To address the main purpose of the current study which was to analyze the problems with 

translating specialized texts among student-teachers majoring in elementary education, the 
instrument included demographic questions and two texts in English and Persian. The first part 
consisted of the demographic questions (including gender, the experience of attending English 
language classes outside the university or school), using a dictionary for translation, and the 
duration of the translation process.  The second part consisted of two texts that were provided to 
students to assess their language and translation ability. English text was a specialized text of 120 
words from the book entitled “Curriculum and Instructional Methods for the Elementary and 
Middle School, 7th Edition” which consisted of 60 general words, 40 specialized words, and 16 
complete sentences. Persian text was a piece of an abstract in the education field which contained 
120 words.  
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For improving the construct validity of the study instruments, English text was selected from 
the approved textbook of this course, and Persian text was the abstract of the article published in 
a Scopus-indexed journal (Sage Open). 

Furthermore, the semi-structured interviews were conducted. The interview contained three 
open-ended questions. These questions were used to indicate major steps taken by the participants 
in the English into Persian translation process: “(1) What steps did you take to translate the English 
text into Persian?” and major steps taken in Persian into English translation process: (2) “What 
steps did you take to translate Persian text into English”; and major problems faced in this process 
“What problems did you face in the translating process?”. The data were collected qualitatively 
through cyberspace (web) within 7 working days and analyzed using frequencies, percentages, and 
averages. 

3. RESULTS  
Analysis of the demographic data showed that all participants have attended English courses 

outside the formal education system for at least 2 semesters. English to Persian translations were 
collected, a table was created, and a number was assigned to each participant in the table. The 
following steps have been taken for analyzing the translated texts:  

• The errors were identified and labeled (Open coding); 
• Connection between codes was identified; in other words, the codes were organized 

(Axial coding); and  
• The codes were grouped into categories. 
• After the above-mentioned steps, three categories were extracted: 
• Vocabulary that consisted of two subcategories: general and specialized terms; 
• Sentence structure that consisted of three subcategories: use of appropriate 

conjunctions, recognizing reduced adjective clauses, and tense recognition; and  
• Comprehension included two subcategories: fluent translation and familiarity with 

academic terms.  

Some of the identified errors were: 
Example 1: 
Source text: The core of the proposed theory  
Translation: 

 هسته نظریه پیشنهادي  -
Student’s translation: 

 را پیشنهاد کردهسته نظریه  -
(Structure and comprehension problems) 

 
Example 2: 
Source text: The true ‘window of opportunity’ is fully used and strengthened to ensure long-
term benefits 
Translation: 

پنجره واقعی فرصت براي تضمین فواید دراز مدت، به طور کامل مورد استفاده قرار گرفته و تقویت  -
 شود می

Student’s translation: 
 کنداستفاده میبراي اطمینان از سود بلندمدت  واقعیت -

(Vocabulary, structure, and comprehension problems) 
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Example 3: 
Source text: In a recent study, the researchers designed an experiment in which some 
children were coached in an imaginative play 
Translation: 

در یک مطالعه جدید، پژوهشگران آزمایشی را طراحی نمودند که در آن تعدادي از کودکان در یک بازي تخیلی   -
 آموزش دیدند.

Student’s translation: 
 .مربی یک بازي خیالی هستنددر مطالعه اخیر، محققان یک آزمایش طراحی کردند که تعدادي بچه  -

Structure problem) ( 
 
Example 4: 
Source text: In a recent study, the researchers designed an experiment in which some 
children were coached in an imaginative play 
Translation: 

در یک مطالعه جدید، پژوهشگران آزمایشی را طراحی نمودند که در آن تعدادي از کودکان در یک بازي تخیلی   -
 آموزش دیدند.

Student’s translation 
گري  مربیرا مصور ها بازي یک آزمایش طراحی کردند که در آن بعضی از بچه جستجوگراندر مطالعات اخیر،  -

 .کردندمی
(Vocabulary and structure problems) 

 
Example 5: 
Source text: The most important theory published in 1916  
Translation: 

 منتشر گردید 1916ترین نظریه که در سال مهم -
Student’s translation: 

 تولید شد 1916که در  انتشارات مهمی بیشتر  -
(Vocabulary, structure and comprehension problem) 

Then, frequencies and percentages of the items chosen incorrectly or not translated at all were 
calculated and listed in Table 1. Finally, the period of time that each student had spent on 
translation was entered in the table. The total number of each subcategory (number of words, 
sentences, and terms) was calculated separately in order to get the percentage. Table 1 
demonstrates the analysis of the English to Persian scripts according to identified categories and 
subcategories. In each section, the frequency and percentage of mistakes or the items that had not 
been translated were reported. The mean of mistakes in the specialized vocabulary subcategory 
was 21 and general vocabulary was 10.44, respectively. The mean of mistakes in the category of 
the structure was (x̄ = 25.44), in which sub-category of recognizing reduced adjective clauses was 
the highest (x̄=30/15) and the subcategory of using appropriate conjunctions was the lowest 
(x̄=20/60) mistakes. The mean of mistakes in comprehension category was 46.33. The average 
time required to translate a 120-word specialized text was 32.13 minutes, with a minimum of 15 
minutes and a maximum of 65 minutes.  
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Table 1: Frequency, Percent, and Mean for the Mistake Categories of English to Persian 
Translation 

Participant Vocabulary Structure Comprehension 
 

Duration 
 min 

 Specialized General Use of 
conjunctions 

Adjective clause 
recognition 

Tense 
recognition 

Fluent 
translation 

Academic 
terms  

1 F=3 
P=9.09 

F=1 
P=1.9 

F=2 
P=12.5 

F=1 
P=6.2 

F=4 
P=25 

F=0 
P=0 

F=1 
P=100 35 

2 F=2 
P=6.06 

F=3 
P=5.7 

F=2 
P=12.5 

F=0 
P=0 

F=4 
P=25 

F=3 
P=18.7 

F=0 
P=0 65 

3 F=12 
P=36 

F=12 
P=23.07 

F=2 
P=12.5 

F=1 
P=6.2 

F=4 
P=25 

F=5 
P=31.2 

F=0 
P=0 35 

4 F=2 
P=6.06 

F=4 
P=7.6 

F=2 
P=12.5 

F=4 
P=25 

F=3 
P=18.7 

F=1 
P=6.2 

F=0 
P=0 25 

5 F=4 
P=11.11 

F=2 
P=3.8 

F=1 
P=6.2 

F=3 
P=18.7 

F=3 
P=18.7 

F=10 
P=62.5 

F=0 
P=0 40 

6 F=12 
P=36.36 

F=4 
P=7.6 

F=5 
P=31.2 

F=8 
P=50 

F=10 
P=62.5 

F=4 
P=25 

F=0 
P=0 25 

7 F=3 
P=9.09 

F=1 
P=1.9 

F=1 
P=6.2 

F=1 
P=6.2 

F=2 
P=12.5 

F=1 
P=6.2 

F=1 
P=100 

35 
 

8 F=2 
P=6.06 

F=1 
P=1.9 

F=2 
P=12.5 

F=4 
P=25 

F=2 
P=12.5 

F=1 
P=6.2 

F=0 
P=0 45 

9 F=2 
P=6.06 

F=2 
P=3.8 

F=2 
P=12.5 

F=4 
P=25 

F=1 
P=6.2 

F=0 
P=0 

F=0 
P=0 35 

10 F=4 
P=12.12 

F=2 
P=3.8 

F=2 
P=12.5 

F=7 
P=43.7 

F=3 
P=18.7 

F=4 
P=25 

F=0 
P=0 40 

11 F=3 
P=9.09 

F=5 
P=9.6 

F=3 
P=18.7 

F=3 
P=18.7 

F=1 
P=6.2 

F=8 
P=50 

F=1 
P=100 38 

12 F=4 
P=12.12 

F=2 
P=3.8 

F=2 
P=12.5 

F=0 
P=0 

F=1 
P=6.2 

F=0 
P=0 

F=0 
P=0 25 

13 F=1 
P=3.03 

F=0 
P=0 

F=1 
P=6.2 

F=0 
P=0 

F=0 
P=0 

F=0 
P=0 

F=0 
P=0 30 

14 F=2 
P=6.06 

F=1 
P=1.9 

F=2 
P=12.5 

F=1 
P=6.2 

F=2 
P=12.5 

F=2 
P=12.5 

F=1 
P=100 45 

15 F=0 
P=0 

F=0 
P=0 

F=5 
P=31.2 

F=2 
P=12.5 

F=6 
P=37.5 

F=1 
P=6.2 

F=1 
P=100 15 

16 F=12 
P=36.3 

F=0 
P=0 

F=1 
P=6.2 

F=1 
P=6.2 

F=1 
P=6.2 

F=0 
P=0 

F=1 
P=100 40 

17 F=12 
P=36.3 

F=4 
P=12.12 

F=3 
P=18.7 

F=4 
P=25 

F=3 
P=18.7 

F=1 
P=6.2 

F=1 
P=100 15 

18 F=3 
P=9.09 

F=0 
P=0 

F=2 
P=12.5 

F=3 
P=18.7 

F=3 
P=18.7 

F=1 
P=6.2 

F=1 
P=100 20 

19 F=14 
P=42.4 

F=9 
P=17.3 

F=6 
P=37.5 

F=9 
P=56.2 

F=4 
P=25 

F=4 
P=25 

F=1 
P=100 55 

20 F=1 
P=3.03 

F=0 
P=0 

F=0 
P=0 

F=0 
P=0 

F=1 
P=6.2 

F=0 
P=0 

F=1 
P=100 25 

21 F=1 
P=3.03 

F=1 
P=1.9 

F=1 
P=6.2 

F=2 
P=12.5 

F=1 
P=6.2 

F=0 
P=0 

F=1 
P=100 50 

22 F=0 
P=0 

F=0 
P=0 

F=1 
P=6.2 

F=1 
P=6.2 

F=1 
P=6.2 

F=0 
P=0 

F=1 
P=100 40 

23 F=1 F=0 F=2 F=3 F=2 F=3 F=1 40 
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Participant Vocabulary Structure Comprehension 
 

Duration 
 min 

P=3.03 P=0 P=12.5 P=18.7 P=12.5 P=18.7 P=100 

24 F=26 
P=78.78 

F=27 
P=51.9 

F=10 
P=62.5 

F=15 
P=93.77 

F=15 
P=93.7 

F=11 
P=68.7 

F=1 
P=100 20 

25 F=0 
P=0 

F=0 
P=0 

F=0 
P=0 

F=2 
P=12.5 

F=1 
P=6.2 

F=10 
P=62.5 

F=1 
P=100 30 

26 F=17 
P=51.51 

F=20 
P=38.4 

F=8 
P=50 

F=11 
P=68.7 

F=10 
P=62.5 

F=9 
P=56.2 

F=1 
P=100 15 

27 F=26 
P=78.78 

F=25 
P=48.07 

F=15 
P=93.7 

F=15 
P=93.7 

F=14 
P=87.5 

F=11 
P=68.7 

F=1 
P=100 18 

28 F=17 
P=51.51 

F=12 
P=23.07 

F=6 
P=37.5 

F=12 
P=75 

F=7 
P=43.7 

F=9 
P=56.2 

F=1 
P=100 20 

29 F=16 
P=48.48 

F=9 
P=17.3 

F=5 
P=31.2 

F=14 
P=87 

F=7 
P=43.7 

F=15 
P=93.7 
 

F=1 
P=100 18 

30 F=15 
P=45.45 

F=14 
P=26.9 

F=7 
P=43.7 

F=14 
P=87 

F=6 
P=37.5 

F=11 
P=68.7 

F=1 
P=100 25 

 x̄=21.87 x̄=10.44 x̄= 20.60 x̄=30.15 x̄= 25.37 x̄= 26.01 x̄= 66.66 x̄= 
32.13 

 

The Persian text was part of the abstract of a research article that included 120 words and 10 
complete sentences.  

Translations were collected and a number was assigned to each participant. Unfortunately, ten 
participants stated that they were not able to translate the Persian text into English at all. The 
following categories were identified after taking the steps mentioned earlier: 

• Vocabulary 
• Structure and grammatical accuracy consisted of three subcategories: use of 

conjunctions and articles, tense recognition, and using parallel structures  
Some of the identified errors were: 
Example 1:  
Source text:  

 سازند  برآورده را مدرسه اجتماع و والدین آموزان، دانش انتظارات تا است شده  تحمیل آنها بر بسیاري هاينقش -

Translation: A lot of roles are imposed on them in order to meet the expectations of the 
students, parents, and school community. 
Student’s translation: a lot of role impose them to supply expectations of student, parents, and 
school society  
(Vocabulary and structure problem) 
 
Example 2:  
Source text:  

 دارند معلمان عملکرد  بر مهمی تأثیر که هستند متغیري دو رضایت، و خودکارآمدي -
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Translation: Self-efficacy and satisfaction are two variables that have a remarkable impact on 
teachers’ performance. 
Student’s translation: Self-performance and acceptance are two variables that have an 
important on teacher’s performance. 
(Vocabulary and structure problem) 
 
Example 3:  
Source text:  

 دارد  وجود داري معنی  و مثبت ارتباط شغلی رضایت و خودکارآمدي بین دادند نشان نتایج -

Translation: The results showed that there is a positive and significant relationship between 
self-efficacy and job satisfaction. 
Student’s translation: The results showed that between shoghli’s self-efficacy and satisfaction 
have a positive. 
(Vocabulary and structure problem) 
 
Example 4:  
Source text:  

 مطالعه  این کنندگان مشارکت -

Translation: The participants of this study  
Student’s translation: contributors of this work …. 
(Vocabulary and structure problem) 

 
The results are depicted in Table 2. In each section, the frequency and percentage of incorrect or 

untranslated items were included. Table 2 illustrates that the mean of mistakes in the vocabulary category 
was approximately eight, probably due to the dictionary use. While in the structure and grammar category, 
the mean was about 43, in the subcategories of the use of conjunctions and articles (x̄ = 42), observing 
parallel structures (x̄ = 44.51) and tense recognition (x̄ = 42.71). Furthermore, the percentage of mistakes 
of each participant in the structure and vocabulary categories was very close to each other, indicating that 
the abilities in these two categories are related. Also, the average translation time of this text was about 46 
minutes, which shows that the participants spent almost a lot of time translating 120 words. 

Table 2: Frequency, Percent, and Mean for the Mistake Categories of Persian to English 
Translation 

Participant Vocabulary Structure Duration 
min 

  Tense 
recognition 

Parallel 
structures 

Using conjunctions and 
articles  

1 F=5 
P=3.8 

F=2 
P=20 

F=3 
P=27.27 

F=3 
P=27.27 50 

2 - - - - - 

3 F=16 
P=12.3 

F=9 
P=90 

F=10 
p=90.9 

F=1 
P=9.09 30 

4 F=3 
P=2.3 

F=2 
P=20 

F=1 
P=9.09 

F=1 
P=9.09 30 

5 F=5 F=3 F=4 F=4 45 
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Participant Vocabulary Structure Duration 
min 

P=3.8 P=30 P=36.36 P=36.36 

6 F=14 
P=10.7 

F=5 
P=50 

F=8 
P=72.7 

F=4 
P=36.3 40 

7 - - - - - 

8 F=7 
P=5.3 

F=2 
P=20 

F=9 
P=81.8 

F=9 
P=81.8 70 

9 F=3 
P=2.3 

F=1 
P=10 

F=2 
P=18.1 

F=0 
P=0 40 

10 F=3 
P=2.3 

F=1 
P=10 

F=3 
P=27.2 

F=3 
P=27.2 70 

11 - - - - - 

12 F=12 
P=9.2 

F=5 
P=50 

F=4 
P=36.3 

F=3 
P=27.27 40 

13 F=18 
P=13.8 

F=7 
P=70 

F=8 
P=72.7 

F=5 
P=45.4 34 

14 F=1 
P=0.7 

F=2 
P=20 

F=0 
P=0 

F=1 
P=9.09 50 

15 - - - - - 

16 F=8 
P=6.1 

F=4 
P=40 

F=4 
P=36.3 

F=3 
P=27.27 100 

17 F=4 
P=3.07 

F=3 
P=30 

F=2 
P=18.1 

F=3 
P=27.27 35 

18 F=8 
P=6.1 

F=3 
P=30 

F=5 
P=45.4 

F=4 
P=36.3 - 

19 F=40 
P=30.7 

F=9 
P=90 

F=11 
P=100 

F=10 
P=90.9 60 

20 F=5 
P=3.84 

F=4 
P=40 

F=3 
P=27.27 

F=4 
P=36.36 40 

21 - - - - - 

22 F=5 
P=3.84 

F=4 
P=40 

F=5 
P=45.4 

F=3 
P=27.27 40 

23 - - - - - 

24 F=33 
P=25.3 

F=8 
P=80 

F=11 
P=100 

F=11 
P=100 50 

25 F=7 
P=5.3 

F=4 
P=40 

F=5 
P=45.4 

F=3 
P=27.27 55 

26 F=19 
P=14.6 

F=6 
P=60 

F=10 
P=90.9 

F=11 
P=100 20 

27 - - - - - 
28 - - - - - 
29 - - - - - 
30 - - - - - 
 x̄= 8.229 x̄=42 x̄=44.51 x̄=42.71 x̄=45.95 

 
Moreover, the interviews were conducted in order to identify the steps taken and the main 

problems they faced in the translation process. The participants were asked to list the steps they 
took in the translation process. 19 participants listed the following steps: 
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• Finding the definition of unfamiliar words 
• Translating the title 
• Putting the words together to make the sentences. 

And 11 participants mentioned the following steps: 

• Reading the whole sentence 
• Finding the meaning of unfamiliar words 
• Translating the title  
• Putting the words together to make the sentences 

The results showed that the participants did not read the whole text or whole paragraph to 
understand the main idea of the text which in turn caused the use of equivalents that were not 
suitable for the target language. Moreover, since they translated word for word, they were not able 
to observe the structural consistency of the text. 

Second, the participants were asked to mention the problems they faced in the translation 
process. The most frequent answers were: 

• There are no Persian equivalents for some English words. 
• There are no English equivalents for some Persian words. 
• I knew the meaning of the text, but wording is too difficult. 
• I am not familiar with some grammatical structures.  

4. DISCUSSION 
English for specific purposes has become a viable and vigorous movement within the field of 

TEFL/TESL over the past three decades (Johns & Dudley-Evans, 1991). As a learner-centered 
approach, it mainly aims to fulfill the specific needs of target learners in order to satisfy either their 
professional or vocational demands (Ramírez, 2015). As pointed out by Mohan (1986) in content-
based language courses, the target language is a medium of learning across the curriculum. 

The present study was conducted to investigate the problems with Persian-English and English-
Persian translation among student-teachers majoring in elementary education.  The results of the 
English-to-Persian translation showed that the percentages of mistakes of each participant in the 
structure, comprehension, and vocabulary categories were very close to each other and this 
indicates that the ability in these three categories is interrelated. The results showed that the 
average of mistakes was higher in the specialized vocabulary subcategory. Also, the averages of 
mistakes in the subcategories of comprehension and structure were high, too. This indicates that 
the participants in the section of structure and comprehension of English are not capable enough. 
Similarly, the results of the Persian-to-English translation analysis showed that the percentages of 
mistakes of each participant in the structure and vocabulary categories were very close to each 
other and it shows that the abilities in these two categories are related. Moreover, the results 
showed that the average of mistakes in structure was very high which indicates that the participants 
are not familiar or are less familiar with the essential structural and grammatical points of English. 
The average translation time of this text was about 46 minutes which shows that the participants 
relatively spent a long time on translation.  

It should be mentioned that the participants did well in the vocabulary category in comparison 
to the comprehension and structure categories. Additionally, Persian-to-English translation was 
very difficult for the students so some of the participants refused to translate it.  

The analysis of the interviews indicated that the participants had problems with finding efficient 
equivalents for the Persian words and structures and the proper sequence of steps was not taken in 
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the translation process. Therefore, it is a good idea to teach basic reading strategies and translation 
strategies to the students.  

The following steps are recommended to have a more efficient and comprehensible translation:  
• Initial reading of the whole section to get the main idea 
• Reading paragraph by paragraph to get the main idea 
• Reading each paragraph  
• Finding the meaning of unfamiliar words 
• Translating sentence by sentence 
• Reviewing the accuracy of each paragraph translation 
• Refine translation wording 
• In case of Persian into English translating, back translation is helpful. 

It can be concluded that in order to meet the needs of the specialized language of student-
teachers, the necessary changes should be made to the content and goals of the specialized 
language. Indeed, it can be claimed that the weakness of the specialized language course lies in 
the weakness of the general English. 
5. IMPLICATION 

Based on the results, the following recommendations are offered to improve student-teacher 
translation skills: first, writing is the most difficult skill among the four basic language skills 
because the learners should consider many elements including content, sentence structure, 
vocabulary, and punctuation. The results of the present study showed that students face more 
challenges in translating Persian to English; therefore, it is recommended that the basics of writing 
an article in English and writing each section of the article be taught in a specialized language 
course. In addition, the principles of writing in English, especially the structures such as 
describing, comparing, explaining and exemplifying be taught in specialized language courses. 

Second, the teaching materials should cover the learning objectives mentioned in the 
specialized language curriculum and can be selected from texts written by English-speaking 
authors. These educational materials can be part of textbooks in English-speaking countries, part 
of authoritative English language resources, lesson plans, part of scientific articles published in 
prestigious journals, etc. Authenticity should be the main reason for selecting the learning 
materials. Authentic materials can increase the student’s interest and curiosity in learning by 
considering that they have the real and valuable language input that they need for their current 
goals of learning and work field after graduation. 

Third, grammatical functions, acquisition skills, terminology, and specific functions of 
discipline content are crucial parts of the ESP course (Jianjing, 2007). The results showed that 
student-teachers had higher mistakes in grammar, especially in recognizing the tenses, passive 
structures, and reduced adjective clauses. Therefore, these structures should be included in the 
general and specialized language courses.  

  There are some important limitations to this work. It should be mentioned that the sample was 
too small to make a safe generalization. Furthermore, this research was conducted at the West 
Azerbaijan Farhangian University; therefore, the results cannot be necessarily generalized to 
students in other universities. Consequently, future studies need to include samples from various 
universities to verify the authenticity of these results. 
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Abstract 
This study examines how two different modes of face-to-face and mobile-
mediated peer review (FFPR versus MMPR) affect the commenting patterns 
based on the International English Language Testing System (IELTS) 
assessment criteria and actual revisions among second language (L2) academic 
writers. Moreover, the students’ attitudes toward peer review will be explored 
to demonstrate how they mediate between the comments received from their 
peers and subsequent revisions which might result in writing development. A 
16-session IELTS academic writing course was held in a private university in 
Vancouver, Canada, and 72 English for Academic Purpose (EAP) students 
participated to exchange peer comments in the classroom and in a mobile 
application called Telegram. In order to conceptualize the peer comments in 
both groups, the IELTS academic writing assessment criteria were used. The 
results indicated that the MMPR groups generated significantly more comments 
with more revision-oriented responses and actual revisions. In addition, the 
MMPR groups’ notes were mainly in terms of lexical resources and 
grammatical range and accuracy, whereas the FFPR groups centered their topics 
on task achievement and coherence and cohesion. Finally, based on the results, 
not only did both FFPR and MMPR students show positive attitudes toward 
peer review sessions at the end but their negative attitudes decreased. Generally, 
MMPR students showed more positive attitudes, yet the difference was not 
significant. 

Keywords 
Peer review, IELTS 
academic writing, 
Students’ attitudes, 
L2 writing 

1. INTRODUCTION 
Students experience a form of collaboration in peer review sessions. This can happen by 

providing constructive and positive comments on writing drafts and by exchanging the roles of an 
assessor and assessee (Jurkowski, 2018; Van den Bos & Tan, 2019). However, teachers might find 
designing and implementing successful peer feedback sessions challenging, and students might 
find the procedure less trustworthy (Neumann & Kopcha, 2019). The efficiency and prevalence of 
exchanging peer review are more demanding in some language proficiency exams such as the 
IELTS with life-changing results. The candidates might consider their peers’ comments less 
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efficient; instead, they count on their teachers’ comments and incorporate them into their revisions. 
Nevertheless, there are some variables such as peer review training, quality of peer comments, 
mode of communication, and attitudes toward peer exchange which might affect the way students 
either participate in peer review sessions or incorporate such comments. The term attitudes refer 
to how students feel about their writing errors and their mindsets for correcting mistakes and 
making some revisions in their written works (Vo, 2022). This study considers these variables by 
running a training workshop, examining the comments the students generate, selecting a specific 
task in the IELTS academic writing test, grouping the students into two face-to-face and mobile-
mediated environments of peer review (FFPR and MMPR), and exploring their attitudes. Although 
many previous studies have examined and compared the effectiveness of computer-mediated peer 
review (CMPR) with that of FFPR mode, the research on MMPR mode remains limited. Indeed, 
only a finite number of studies investigated the effectiveness of using mobile instant messaging 
(MIM) applications in developing candidates’ writing development in the IELTS test. 

2. THE THEORETICAL FRAMEWORK 
Different theories exist in the literature regarding the use of peer review in second language 

settings such as process writing theory (Hayes & Flower, 1980), collaborative learning theory 
(Bruffee, 1984), and interactionist theory (Hyland & Hyland, 2006). These theories and 
perspectives emphasize the role of learners in creating knowledge and using various skills.  

Process Writing Theory  
As the name indicates, process-oriented writing contains several related drafting processes in 

order to come up with a meaningful and acceptable writing piece. Process writing theory considers 
writing as an ongoing, recursive process in which students engage in peer review to produce 
multiple drafts in a meaning-making activity (Hayes & Flower, 1980). 

Collaborative Learning Theory 
Collaborative learning theory emphasizes that learning, and even knowledge itself, is 

constructed socially through communication with knowledgeable peers in a community. It is 
through collaboration among peers that some kinds of knowledge can be acquired (Bruffee, 1984; 
Liu & Hansen, 2005). 

Interactionist Theory  
Interactionist theory suggests that language learning would be enhanced when we create 

opportunities for learners to negotiate meaning in group work (Hyland & Hyland, 2006). 
Negotiation is the key factor in this theory that assists L2 development by creating a more 
comprehensible input, drawing students’ attention to their linguistic problems and errors, and 
highlighting the negative evidence (Gass, 2003). 
3. LITERATURE REVIEW 

Three Modes of Peer Review: Different Studies 
The mode of peer review interaction can be broadly classified into three categories namely face-

to-face, computer-mediated, and mobile-mediated. In FFPR, the process occurs when students give 
comments on peers’ drafts by working in pairs or groups. One of the benefits of this practice is 
developing cognitive abilities among peers when articulating explanations on each other’s draft. 
Moreover, Pritchard and Morrow (2017) believe that FFPR students build stronger social bonds 
when dealing with a non-threatening or less strict audience who has similar features as them. 
Recently, computer tools are being used in language education and particularly writing skills to 
promote peer review groups. Indeed, they are being used as alternatives to face-to-face peer 
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review. With the advent of smartphones, mobile learning has received significant attention in 
education recently by providing MIM services (Aghajani & Zoghipour, 2018; Andujar, 2016; 
Soria et al., 2020; Tang & Hew, 2017). Unlike CMPR with its asynchronous nature, MMPR 
provides both synchronous and asynchronous contexts for exchanging comments.  

To date, several studies have compared the modes of peer review and reported valuable 
findings. These studies argue that the difference in the mode of interaction has affected the number 
and type of peer comments as well as students’ attitudes (Ho, 2015; Rouhshad et al., 2016; Soria 
et al., 2020). For instance, a study by Rouhshad et al. (2016) examined how different collaborative 
writing modes (e.g., writing face-to-face versus online through the use of Google Docs) affected 
learners’ interactions. Finding revealed that the FFPR students showed more collaborative patterns 
of interaction and reported more opportunities for negotiation outside the class compared to that 
of the CMPR group. In MMPR, several studies tried to compare students’ performance in 
synchronous or asynchronous modes of communication.  These studies used MIM applications in 
peer review environments to improve revision skills and writing development among English as a 
Second Language (ESL) students (Aghajani & Zoghipour, 2018; Andujar, 2016; Miller, 2016). 
The overall findings showed that students expressed positive attitudes toward both synchronous 
and asynchronous features of such apps, generated more comments which were revision-oriented, 
participated and negotiated actively by creating a community of practice, and produced more 
accurate sentences with fewer mistakes. For example, Andujar (2016) required students to post 
daily comments on the mobile phone application WhatsApp. The findings revealed that students 
not only improved their writing by producing fewer grammatical, lexical, and mechanical errors 
but also showed active collaboration and negotiation. Aghajani and Zoghipour (2018) used the 
mobile application Telegram for writing practice by conducting three forms of correction (self-
correction, peer-correction, and teacher-correction). A prompt was sent to the students on 
Telegram, and they posted up to 60 words in their group. Better results and more satisfaction were 
reported in the groups of self and peer correction than in the teacher-correction one.  

Attitudes toward Peer Review 
Students’ attitudes and perceptions toward peer review have been the focus of many research 

studies. The mode of peer review interaction affects their attitudes and determines their willingness 
to participate. Students might express positive attitudes towards the use of technology by referring 
to the importance of reduced stress due to the convenience and user-friendliness of online 
platforms (Bradley, 2014; Ciftci & Kocoglu, 2012). However, using technologies might have its 
own challenges that may demotivate students or cause interactional problems while discussing 
language-related concepts in the classroom (Guardado & Shi, 2007). Arnold et al. (2012) pointed 
out that students’ positive perceptions show their willingness to use peer comments for language 
learning. Referring to the discussion of technology and attitude, Tang and Hew (2017) admire the 
use of students’ and teachers’ attitudes towards mobile applications in writing classes to help us 
show how such applications are supportive of developing language skills. On the other hand, 
students might report negative attitudes while using mobile applications which might be due to 
some technical challenges and their small screens (Winet, 2016). Studying students’ perceptions 
will extend more knowledge on the affective dimensions of language learning.  

Previous studies reported both positive and negative attitudes toward peer review. In a study by 
Li and Zhu (2013), students showed positive attitudes by reporting that their classmates’ ideas 
provided them with some ideas for revision. The length of the essay is another criterion that might 
affect the attitudes. According to Chen et al. (2020), the length of an assignment is positively 
correlated to both the students’ performance and attitudes toward peer feedback. Students perform 
better on short essays and welcome their peers’ comments. Referring to MIM, Ngaleka, and Uys 
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(2013) pointed out that mobile learning affects students’ attitudes. In their study, students used 
WhatsApp as a communication platform to exchange information about assignments and meetings. 
The study’s findings demonstrated that students showed positive attitudes by using some 
interactive features of mobile applications such as audio chat. In contrast, Samaie et al. (2018) 
reported students’ negative attitudes while using mobile applications for peer review. The 
participants of this study had different reasons for adopting negative attitudes such as the efficiency 
of face-to-face talk and the demanding features of mobile applications such as time, effort, and 
technical issues. Other perceptions of challenges related to electronic peer review are namely time 
management and synthesizing different opinions (Bikowski & Vithanage, 2016), attaining co-
ownership agreements and having an unequal chance of participation (Arnold et al., 2012), and 
different language proficiency levels and writing ability (Lee, 2010). 
4. THE STUDY 

This study aims at examining students’ peer review exchanges in two groups of face-to-face 
and mobile-mediated by referring to the type of comments generated, the incorporation rate of 
comments into revision, and students’ attitudes toward peer commenting. Unlike the previous 
study by Liu and Sadler (2003) which classified peer comments based on the type, nature, and area 
of comments, the analytical scheme used in this study is the standard IELTS academic writing 
assessment criteria. The reason this study employed the IELTS assessment analytical scheme was 
to offer a more customized and related design for assessing students’ comments. In addition, using 
these criteria increases students’ awareness of the existing marking rubrics in this test. Although 
many previous studies have examined and compared the effectiveness of CMPR with that of FFPR 
mode, the research in MMPR mode remains limited. Indeed, only a finite number of studies 
investigated the effectiveness of using MIM applications in developing candidates’ writing 
development in the IELTS test. To this end, this study attempts to answer the following three 
research questions:   

RQ1: Do the MMPR and FFPR commenting modes result in a different distribution of peer 
comments based on IELTS assessment criteria?   

RQ2: To what extent do students revise their IELTS task 1 samples based on comments made 
in both groups?  

RQ3: What are the students’ attitudes toward FFPR versus MMPR used in this study? 
5. METHODS 

Participants and Setting 
The population of this study was limited to English for Academic Purposes (EAP) students 

studying at upper-intermediate levels in a private university located in Vancouver, (British 
Columbia, Canada). 113 students volunteered to participate in this study and took an online 
DIALANG test which was used to determine the homogeneity of the groups in terms of language 
proficiency level. Those students who obtained level B2 (n=91) were invited to attend the program. 
Out of 91, only 72 students attended the peer review training workshop. All of these students had 
submitted their IELTS overall band score of 6.0 as part of their admission. Therefore, the sample 
of this study comprised 47 female and 25 male students, coming from various nationalities and 
language groups within the age range of 22 to 34 with an average of 26.  

Students were purposefully divided into the MMPR (n = 36) and FFPR group (n = 36). The 
participants were divided into three classes of FFPR each with 12 students and three groups of 
Telegram groups each with 12 members. An attempt was made to set the groups in a way that 
represents the variety of students in terms of gender and nationality. The sixteen sessions were 
scheduled for two 90-minute conference sessions per week. The researchers facilitated the peer 
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review groups by assisting the face-to-face classes at the campus and the mobile ones on Telegram. 
The same assignments, peer review guidance sheet, and logs were used for the two modes. 
Meanwhile, pseudonyms were used for the participants to protect their identity when analyzing 
the data in the MMPR groups.  

Instruments  
DIALANG Test 

In order to measure the participants’ level of language proficiency, the DIALANG test, which 
is an online language assessment test, was administered. This test is designed based on the 
standards of the Common European Framework of Reference (Alderson & Huhta, 2005) and 
measures general language proficiency based on a 6-level assessment rate ranging from A1 to C2. 
Levels A1 and C2 represent the lowest and the highest levels respectively.  
Mobile Instant Messaging Platform Telegram 

The second instrument was an instant messaging platform called Telegram (Version 1.5.12) for 
peer review meetings. This application provides the opportunity to create groups of users for 
collaboration in both asynchronous and synchronous modes.  
The Questionnaire  

Finally, a Likert scale questionnaire was adapted from previous studies (Ho & Savignon, 2007; 
Liu & Hansen, 2005; Shang, 2017;) to explore students’ attitudes toward peer review. This 
questionnaire contained six sections with a total number of 33 items. Table 1 shows the outline 
and themes of the questionnaire.  

Table 1: The Questionnaire’s Outline and Themes (Total Questions = 33) 

Section Title Question items Groups 
1 Biographical data  

Both 
FFPR & MMPR 

2 Attitude toward peer review 1-11 
(11) 

3 Peer review in writing & IELTS academic writing 12-17 
(6) 

4 Attitudes toward FFPR 18-21 
(4) Only FFPR 

5 Attitudes toward CMPR 22-27 
(6) Only MMPR 

6 Attitudes toward MMPR 28-33 
(6) Only MMPR 

 
In order to check any potential gap in the quality of the questionnaire, a pilot study was 

conducted. As Mackey and Gass (2012) stated, a near-final version of the questionnaire needs to 
be tried out with 50-100 participants similar to the target population; therefore, the questionnaire 
was administered to 53 participants with similar characteristics to the target population to examine 
the reliability of the instruments. Moreover, 17 students (n = 17) with similar characteristics to the 
participants of the main study took the questionnaire to check the timing, wording, and format of 
the questionnaire items. The questionnaire was also checked for validity by three EAP instructors 
who were the colleagues of the researchers. Finally, the internal consistency reliability analysis 
run on the instrument after revision of the questionnaire in the pilot study yielded a Cronbach 
Alpha Coefficient of .86, suggesting a highly reliable scale according to Cohen et al.’s (2011) 
Alpha Coefficient guidelines set at 0.80–0.90 as highly reliable. 
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Data collection 
As illustrated in Table 2, an eight-week (16 sessions) time plan was used for this study which 

included the peer review training (sessions 1-4) and the intervention (sessions 5-16). Sessions 1 to 
4 were the peer review training workshop adapted from previous studies (Lam, 2010; Min, 2006). 

Table 2: The time plan of the study  

Sampling Sessions 1-4 Sessions 5-16 

Proficiency test 
N = 72 Peer Review Training Workshop 

(Intervention) 
(Writing 3 samples) 
-Sample 1 (Sessions 5-8) 
-Sample 2 (Sessions 9-12) 
-Sample 3 (Sessions 13 to 16) 

 
During the intervention (sessions 5-16), the students wrote three IELTS task 1 samples based 

on the Cambridge Academic IELTS series. All participants did brainstorming on the topic. Then, 
the FFPR group wrote their first drafts in the class and gave them to their instructor; whereas, the 
MMPR group typed and submitted them using Google Classroom. Students’ first drafts were 
returned to them either in the class or in Telegram. The teacher required them to offer peer 
comments on the peer drafts by using the guidance sheet and peer review logs.  

In Telegram, in order to control the flow of comments and ensure equal participation, each 
participant was requested to post at least one to three comments only in English with permission 
to share stickers. The researchers facilitated the activity as a member. Figure 1 shows a sample of 
peer review sessions among MMPR students. The peer review sessions in FFPR occurred when 
students presented their first drafts to their classmates and had 10 minutes to read and 10 minutes 
to fill out the logs. Moreover, the teacher asked the students to work with a different partner each 
time to encourage the richness of peer comments. Finally, the revision of drafts based on peer 
review logs was conducted in sessions 8, 12, and 16 of the intervention. 

 

Figure 1: MMPR students’ peer review exchange on Telegram 
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6. DATA ANALYSIS & RESULTS 
As shown in Table 3, the comments were counted and categorized based on the four assessment 

criteria of IELTS academic writing task 1. The frequency of actual revisions made and revisions 
suggested on all three IELTS task 1 samples was calculated, accordingly. Two official IELTS 
examiners coded 15% of the comments; the inter-rater reliability was determined as .91.  

Table 3: The analytical scheme for classifying peer comments adopted from the IELTS 
assessment criteria 

 

The IELTS assessment criteria and peer review distribution 
The first set of results refers to research question 1: Do the MMPR and FFPR commenting 

modes result in a different distribution of peer comments based on IELTS assessment criteria? 
Students’ comments were classified based on task achievement, coherence and cohesion, lexical 
resource, and grammatical range and accuracy. The findings report that students in FFPR and 
MMPR groups commented differently based on these criteria.   

As demonstrated in Figure 2, task achievement was the most distributed type of comment given 
by both groups. The percentage of peer comments related to task achievement and coherence and 
cohesion type was larger in the FFPR group than that in the MMPR group. More specifically, the 
FFPR group provided 8% more comments related to task achievement, out of which 2% was 
related to coherence and cohesion. The percentage of comments, on the other hand, pertinent to 
the grammatical range and accuracy (28% versus 22%) and lexical resources (27% versus 24%) 
was higher in the MMPR group than that of the FFPR group. 

Figure 3 shows that the MMPR group gave 523 comments related to the task achievement 
according to the IELTS rubric, out of which 393 (66%) were revision-oriented with 168 (43%) 
comments leading to the actual revisions. The FFPR group provided 372 task achievement 
comments, where 258 (69%) were revision-oriented with 106 (41%) resulting in actual revisions. 
The MMPR group produced 2% and 4% larger percentages of global and local actual revisions 
than the FFPR group, respectively.  

As displayed in Figure 4, a larger number of coherence and cohesion comments were globally 
distributed in both groups. While the FFPR group produced 5% more global revision-oriented 
feedback and made actual revisions (35% versus 30%), the MMPR group made 22% more local 
actual revisions (49% versus 27%). 

Figure 5 depicts that all lexical resource types of feedback given by the participants were local 
in nature. The MMPR group made an 8% larger percentage of revision-oriented feedback (87% 
versus 79%). Moreover, the MMPR group made 11% percentage more actual revisions than the 
FFPR group (40% versus 29%).  

Part B (IELTS Assessment Criteria) 

Task Achievement You can highlight the points of highest and lowest proportion to give idea about the 
whole trend (e.g., “There is no paraphrasing of the title in the introduction”) 

Coherence & 
Cohesion 

You can link each process with a few connectors, such as, first, second, next… 
(e.g., “The sentences in paragraph two are not linked properly”) 

Lexical Resources You can also use more vocabulary rather than increase and decrease. 
(e.g., “More vocabulary can be used instead of rented and owned”) 

Grammatical Range & 
Accuracy 

Don’t put (The) before name of countries 
(e.g., “Start the new sentences with capital letter”). 
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Figure 2: Peer Review Distribution Based on the IELTS Assessment Criteria   
 

Figure 3: Task Achievement Comments and Actual Revisions by Group and Area 

 

 

Figure 4: Coherence and Cohesion Comments and Actual Revisions by group and Area  
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Figure 5: Lexical Resources Comments and Actual Revisions by group and Area 

As Figure 6 presents, all comments related to the grammatical range and accuracy were also 
local in nature. While 90% of the comments given by the MMPR group were revision-oriented, 
86% were revision-oriented in the FFPR group. The MMPR group also worked more on the 
comments in an attempt to revise more and made 43% of revisions while the FFPR group made 
25% of actual revisions. 

 

 

Figure 6: Grammatical Range and Accuracy Comments and Actual Revisions by Group 
and Area  

0

50

100

150

200

250

300

350

400

450

GLOBAL LOCAL GLOBAL LOCAL

0

440
100%

0

230
100%

0

384
87%

0

181
79%

0

153
40%

0

52
29%

Lexical Resources Revision-oriented Feedback Actual Revissions

MMPR 
(Total Lexical Resources Comments = 440)

FFPR 
(Total Lexical Resources Comments = 230)

0

50

100

150

200

250

300

350

400

450

500

GLOBAL LOCAL GLOBAL LOCAL

0

460
100%

0

206
100%

0

412
90%

0

177
86%

0

178
43%

0

44
25%

Grammatical Range and Accuracy Revision-oriented Feedback Actual Revissions

MMPR 
(Total Grammatical Range & Accuracy Comments = 460)

FFPR 
(Total Grammatical Range & Accuracy Comments = 206)



 

NAZARI, M. & MCCARVILLE, J. ISELT – VOL. 2, NO. 1, 2024 

 

27 27 27 Two Peer Review Modes 

Peer review adoption rate in FFPR and MMPR 
The second phase of findings concerns the extent to which the students revised their writing 

samples based on the second research question (To what extent do students revise their IELTS task 
1 samples based on comments made in the MMPR and FFPR groups?). As discussed earlier, most 
comments provided by both groups were revision-oriented in nature. This question examines these 
revision-oriented comments which led to the actual revision by considering the nature and type of 
comments. As revealed in Figure 7, the MMPR group indicated a larger percentage of revision-
oriented comments than the FFPR group (82% versus 75%) with a higher percentage of actual 
revisions compared to the FFPR group (41% versus 33%). This result indicates that the students 
in Telegram incorporate more comments into their revisions. 

 

 

Figure 7: Comparing the total Comments, Revision-oriented Comments, and Actual 
Revisions 

 

FFPR and MMPR groups attitudes toward Peer Review 
This section of findings concerns the third research question: What are students’ attitudes 

toward FFPR versus MMPR used in this study? The results are divided into several categories:   
Positive attitudes toward peer review 

A Mann-Whitney U Test was run on the scores in order to compare participants’ positive 
attitudes in both groups. As shown in Table 5, the participants’ positive attitude toward peer review 
in the MMPR (Mean Rank = 38.11) is more than the FFPR group (Mean Rank = 34.89). However, 
the analysis indicated no significant difference between the two groups, U = 590, z = –.66, p = 
.509, r = .07. Table 4 presents the results of the Mann-Whitney U test on participants’ positive 
attitudes toward peer review in the FFPR and MMPR groups. 
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Table 4: Results of the Mann-Whitney U Test on Participants’ Positive Attitude 
toward Peer Review 

Group n Mean 
Rank  

Sum of 
Ranks Mdn U z p (2-tailed) 

MMPR 36 38.11 1372 
590 

6.00 
-.661 .509 

FFPR 36 34.89 1256 5.50 
 

Negative attitude toward peer review 
Table 5 represents the means and standard deviations for the MMPR and FFPR groups in the 

pretest and posttest. 

Table 5: Descriptive Statistics for the Participants’ Negative Attitude toward Peer 
Review 

Group  Pretest Posttest Mean Difference 
 n M SD M SD M SD 
MMPR 36 10.25 1.71 9.75 1.42 -.50 1.27 
FFPR 36 9.80 2.29 9.50 1.55 -.30 2.21 

 
Table 6 displays equal variances that are not assumed based on the results of Levene’s Test, F 

(70) = 6.89,   p < .05.  An independent-sample t-test was run on the data to compare the mean 
difference of MMPR and FFPR groups in their negative attitude toward peer review. The results 
revealed that the difference between pretest and posttest scores for the two groups was not 
significant, t (70) = -.45, p = .650, with a large effect size, Cohen’s d = .11.  Examining mean 
scores for both groups indicated that, as displayed in Table 6, the participants’ negative attitude 
toward peer review in both groups has decreased. This decrease for the MMPR group (M = 9.75) 
was slightly more than the FFPR groups (M = 9.50) after treatment sessions. Table 3 displays the 
results of the independent-samples t-test analysis. 

Table 6: Results of Independent Samples t-test for the Participants’ Negative Attitude 
toward Peer Review 

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

Equal variances are 
assumed 

F p t df P 
(2-tailed)             

.6.89 .01 -.45 70 .650 
 

Attitudes toward peer review in writing and IELTS academic writing 
A Mann-Whitney U Test was performed to compare the participants’ attitudes toward the use 

of peer review in writing and IELTS academic writing in both groups. As displayed in Table 8, 
the participants in the FFPR groups (Mean Rank = 38.72) revealed more gains in attitude than the 
MMPR groups (Mean Rank = 34.28) in the posttest. However, the analysis yielded no significant 
difference between the two groups, U = 568, z = –.919, p = .358, r = .10. Table 7 shows the results 
of the Mann-Whitney U test. 
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Table 7 Results of the Mann-Whitney U Test on Participants’ Positive Attitude toward 
Peer Review 

Group                n      Mean Rank     Sum of Ranks      Mdn        U              z             p (2-tailed)                        

MMPR             36        34.28      1234                   5.00 
                                                                                                 68        -.919          .358 
FFPR                36        38.72      1394                   5.50 

 
Attitudes toward Face-to-Face peer review  

FFPR attitude was examined through four items (18-21) solely in the FFPR groups.   Table 8 
demonstrated that 30.6 percent of 36 participants agreed that face-to-face peer review helped them 
improve their writing; 19.4 percent of 36 participants preferred to have a peer review on their 
writing with teacher review as well; 24.6 percent of 36 participants agreed that reviewing their 
classmates’ writing gives them a different insight on the topic of the writing assignment; 29.2 
percent of 36 participants agreed that face-to-face peer review should be used in writing classes. 
To summarize, all participants in the FFPR groups agreed to have face-to-face peer review in their 
writing.  

Table 8: FFPR Attitude in the FFPR Groups (n =36) 

Items Strongly 
disagree Disagree Neither agree 

nor disagree Agree Strongly 
agree 

18. Face-to-face peer review helps me improve 
my writing. 0.00 0.00 6.9 30.6 12.5 

19. I prefer to have a teacher review my 
writing, no peer review. 5.6 19.4 18.1 6.9 0 

20. Reviewing my classmates’ writing gives me 
a different insight into the topic of the writing 
assignment. 

0.00 0.00 6.9 24.6 16.7 

21. I think face-to-face peer review should be 
used in writing classes. 0.00 0.00 4.2 29.2 16.7 

 
Attitudes toward Computer-Mediated peer review 

Six items (22-27) aimed at assessing CMPR attitude in the MMPR groups only. Table 9 shows 
27. 8 percent of 36 participants in the group neither agree nor disagree to do computer-mediated 
(using computers) peer review. In item 23, 22.2 percent of participants disagreed with CMPR being 
useless for revising writing drafts. Item 24 shows that 23.6 percent of participants neither agreed 
nor disagreed to give comments on their partner’s writing draft in Word document (Microsoft 
Word). Item 25 shows that 25.0 percent of participants neither agreed nor disagreed to feel relaxed 
and comfortable when giving comments on the computer. In item 26, 27.8 percent of participants 
neither agreed nor disagreed to give comments on the Word document is easy. Finally, item 27 
depicts that 27.8 percent of participants disagreed that giving comments on the Word document is 
confusing. Almost all participants’ attitudes toward CMPR in the MMPR groups were neutral.  
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Table 9: CMPR Attitude in the MMPR Groups (n =36) 

Items Strongly 
disagree Disagree Neither agree 

nor disagree Agree Strongly 
agree 

22. I like to do computer-mediated (using 
computers) peer review. 0.00 4.2 27.8 13.9 4.2 

23. Computer-mediated peer review is not 
useful for revising writing drafts. 11.1 22.2 16.7 0.00 0.00 

24. I like to give comments on my partner’s 
draft in Word document (Microsoft Word). 0.00 0.00 23.6 19.4 6.9 

25. I feel relaxed and comfortable when 
giving comments on the computer. 0.00 4.2 25.0 15.3 5.6 

26. Giving comments on the Word document 
is easy. 0.00 5.6 27.8 13.9 2.8 

27. I feel that the comments inserted in the 
Word document are confusing. 18.1 27.8 4.2 0.00 0.00 

 
Attitudes toward Mobile-Mediated peer review 

The MMPR attitude was examined through six items (28-33) in Table 10. In item 28, 23.6 
percent of participants agreed that they feel comfortable using their mobile devices to interact with 
their partners. In item 29, 20.8 percent of participants agreed to do peer review via a smartphone 
in writing classes. In item 30, 20.8 percent of participants neither agreed nor disagreed with peer 
review via a mobile application such as WhatsApp or Telegram can be timesaving. Item 31 shows 
that 23.6 percent of participants agreed that mobile-based peer review activities can increase 
interaction among classmates. In item 32, 27.8 percent of participants neither agreed nor disagreed 
that using mobile applications when providing comments on the writing assignment was easy. In 
item 33, 33.3 percent of participants agreed that peer commenting via a mobile application should 
be used in writing classes.  

A paired-sample t-test was run on the scores to compare the participants’ attitudes toward the 
CMPR and MMPR in the MMPR groups. As shown in Table 11, the analysis indicated that the 
participants had a more positive attitude toward MMPR (M = 22.61) than CMPR (M = 17.58).  The 
mean difference (-5.02) was significant, t (35) = -12.98, p < .05.  
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Table 10 MMPR Students’ Attitudes Toward Using Mobile-Mediated Peer Review (n 
=36) 

Items Strongly 
disagree Disagree Neither agree 

nor disagree Agree Strongly 
agree 

28. I feel comfortable using my mobile device 
or applications to interact with my partner. 0.00 1.4 13.9 23.6 11.1 

29. I like to do peer review via a smartphone in 
writing classes. 0.00 0.00 12.5 20.8 16.7 

30. Peer review via a mobile application such 
as WhatsApp or Telegram can be time-saving. 0.00 15.3 20.8 13.9 0.00 

31. Mobile-mediated peer review activities can 
increase interaction among classmates. 0.00 0.00 13.9 23.6 12.5 

32. It is easy to use mobile applications (apps) 
when providing feedback on the writing 
assignment. 

0.00 1.4 27.8 16.7 4.2 

33. I think peer review via a mobile 
application should be used in writing classes. 0.00 0.00 2.8 33.3 13.9 

Table 11: Results of Paired-samples T-test for CMPR and MMPR Attitude 

                                    n               M                 SD                t                df             p (2-tailed)  

CMPR & MMPR      36            -5.02             2.32           -12.98            35                  .000*                               

 
7. DISCUSSION 

The results related to research question 1 can be discussed in three aspects: the frequency and 
distribution of comments, the number of revision-oriented comments, and the number of actual 
revisions. Task achievement and lexical resources were among the commonly used comments the 
FFPR group shared in the classroom, whereas the MMPR focused more on task achievement and 
grammatical range and accuracy. Surprisingly, the FFPR group made more comments on task 
achievement than the MMPR group. The possible reasons might be that the FFPR group shared 
more global comments due to the face-to-face nature of communication, while the MMPR group 
tried to be more specific when commenting in a non-verbal situation. Although it is commonly 
believed that task achievement and coherence and cohesion target the global area of feedback, they 
might refer to local areas such as requiring the student to support their sentences with appropriate 
and accurate data or using linking devices and pronouns. In contrast, lexical resources and 
grammatical range and accuracy deal with local areas of feedback. Finally, the least generated 
comments based on the IELTS criteria were coherence and cohesion comments for both groups. 
This lack of interest might be because they focused on local aspects in both groups and neglected 
some global features such as text organization and sense of progression.  

By referring to the percentage of revision-oriented comments in each IELTS assessment 
criteria, the findings show that most comments in lexical resource and grammatical range and 
accuracy criteria were revision-oriented. This is not a surprise because these two criteria entirely 
refer to local aspects of writing. In other words, no comments were made in the global area of 
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these two criteria. One reason could be that students followed a detailed guidance sheet that 
addressed numerous aspects of IELTS task 1 writing. Moreover, the IELTS assessment criteria 
have plenty of sub-categories for each criterion which address non-revision features and positive 
feedback.  Regarding the actual revisions, the rate of revisions made by students based on task 
achievement and coherence and cohesion comments were almost similar. Nevertheless, the MMPR 
students made more revisions in lexical resources and grammatical range and accuracy comments 
compared to FFPR. One likely cause is that more local revision-oriented comments were made in 
MMPR groups, and that increased the number of revisions.  

The findings related to question 2 revealed that the percentage of revision-oriented comments 
and the percentage of actual revisions made by MMPR students were larger than FFPR students. 
Indeed, most actual revisions made in MMPR were local. Similarly, Chang (2012) and Ho (2015) 
found that not only technology-mediated peer review groups made significantly more comments 
than the traditional groups but their comments were more revision-oriented and led to more actual 
revisions. Although the number of revisions in MMPR groups was more than in FFPR groups, the 
adoption rate percentage of 41% is not satisfactory. These findings seem to be consistent with 
other research which found almost a similar adoption rate of 48% (Liou & Peng, 2009) and 47% 
(Liu & Sadler, 2003). The reason for poor adoption rate in Liu and Sadler’s (2003) study might be 
that the researchers used the mobile application MOO for online chat, yet they required students 
to exchange their electronic drafts via email first; therefore, they could not see their peers’ drafts 
and their chat dialogues simultaneously. However, the results contradict Min (2006) who reported 
a high adoption rate of 90%.  

Regarding question 3, the findings revealed that not only did both FFPR and MMPR students 
show positive attitudes toward review sessions at the end but their negative attitudes decreased. 
Generally, MMPR students showed more positive attitudes, yet the difference was not significant. 
These results are consistent with those of other studies which suggest that the mode of peer review 
interaction affects students’ attitudes, and students will show more positivity when technology is 
used due to its convenience (Bradley, 2014; Ciftci & Kocoglu, 2012; Elola & Oskoz, 2010; Liou 
& Peng 2009). Increased positive attitudes in both groups do not corroborate these earlier findings 
which reported technologies cause distractions and demotivate students (Choi, 2007; Guardado & 
Shi, 2007). A possible explanation for this might be that these studies had been conducted several 
years ago when students still were not introduced to easy-to-use computer software and mobile 
applications.  

The positive results in the MMPR group might be due to the positive perception of team 
working and community in online groups (Li & Kim, 2016).  Finally, the positive attitudes in both 
groups partly could affect their revision skills mainly in terms of coherence and cohesion, and 
coherence and grammatical range and accuracy because research shows that positive attitudes 
improve vocabulary and grammar (Ducate et al., 2011). The students reported gains in attitude 
toward peer review effect in developing their writing and IELTS writing skills. Surprisingly, FFPR 
students revealed more gains than MMPR students although the difference was not significant.  
The results are not in line with some of those previous studies which claimed that there is no 
relation between positive attitude and writing development (Kaufman & Schunn, 2011; Strijbos et 
al., 2010). However, the findings are in agreement with other studies that directly associate writing 
development with students’ perception and willingness to participate (Andujar, 2016; Van der Pol, 
et al., 2008).  

The results of this study suggest that almost all FFPR students adopted positive attitudes toward 
FFPR sessions and their effects on students’ writing skills. Referring MMPR students, their 
attitudes toward CMPR were neutral; however, they showed agreement with the use of mobile 
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applications. Additionally, comparing CMPR with MMPR, students showed great interest in using 
mobile applications for future peer review sessions. The results are in accord with recent studies 
indicating that mobile applications in both synchronous and asynchronous modes are helpful for 
peer review practice and develop students’ writing skills (Aghajani & Zoghipour, 2018; Andujar, 
2016; Miller, 2016; Tang & Hew, 2017). 

8. CONCLUSION 
The use of mobile communication services known as MIM has gained considerable attention 

in the field of language learning in recent years. Yet, to date, only a few comprehensive studies 
have investigated how MIM applications can be effective in facilitating peer review and improving 
students’ revision skills. The comparison between face-to-face and mobile-mediated modes of peer 
review requires some considerations: The findings confirmed that the MMPR groups produced a 
larger number of comments overall with a higher percentage of revision-oriented which resulted 
in a larger number of revisions. Therefore, it can be concluded that using mobile applications in 
peer review sessions could develop academic writing skills and is worthy of further exploration. 
Nevertheless, FFPR has its own advantages. The peer review will be more influential when 
combined with either face-to-face or asynchronous modes of communication which encourages 
students to generate more focused and deliberate comments. In order to increase the effectiveness 
and efficiency of peer review, writing teachers should incorporate MMPR with face-to-face mode 
by considering some factors such as students’ familiarity with MIM applications, the usability of 
such applications, the assessment procedures, and impact on students’ revision process. This study 
revealed that students’ perception of the importance of peer review affects their participation and 
engagement in the review sessions. As students’ attitudes and perceptions are linked to their 
classroom participation and their willingness to revise their writing drafts, increasing their 
awareness, praising their endeavors, and encouraging them will make them perceive the peer 
review practice more worthwhile. In addition, well-organized training sessions are required to 
familiarize students with the procedures of peer review, new technologies, and information and 
communication technology (ICT) skills. Finally, we hope that the findings of this investigation 
promote further research among other scholars who are interested in using MIM for language 
teaching and learning, specifically for a second language writing course. Although future studies 
might use more state-of-the-art technologies to enhance various aspects of language learning, the 
emphasis should be put on enhancing the quality of education. In other words, pedagogy should 
drive the technology, not vice versa (Burston, 2015). 

9. LIMITATIONS, IMPLICATIONS, AND SUGGESTIONS FOR FUTURE 
RESEARCH 

The small size of 72 participants and the limited number of three writing tasks are among the 
limitations of this study which will influence the reliability; therefore, the results could not be 
generalized outside the scope of this study. In addition, there was no inter-group and inter-
assignment analysis to better understand the differences between the groups and students’ 
performance variation. Moreover, the close-ended nature of the questionnaire could not thoroughly 
examine students’ attitudes and the reasons for expressing their reluctance or negative attitudes. 
Implementing other qualitative measurements such as interviews could enhance the quality of the 
data.   

The pedagogical implications of this study could be useful for language teachers, students, and 
education professionals. First, MMPR may assist both teachers and students to experience a 
collaborative writing environment through both the synchronous and asynchronous nature of such 
applications. For example, writing teachers can begin encouraging students to produce short pieces 
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of writing and extend the length as the course proceeds. Second, L2 writing teachers are suggested 
to combine FFPR with MMPR. Students might be more motivated and less anxious when these 
two modes are combined. In order to achieve this aim, sufficient training is needed to get writing 
teachers familiar with the features and demands of both environments. Finally, curriculum 
designers can benefit from the chain of practices conducted in this study such as training 
workshops, assigning writing tasks, managing the mobile groups, collecting their drafts, and 
assessing their samples. 

More future studies can be conducted as an improvement or continuation of this study. First, in 
order to enhance the generalizability of the findings, more participants and extensive writing 
assignments are needed for analysis. Also, more efforts are needed to measure the use of MIM 
applications for writing development on a long-term basis. Longitudinal and case studies might 
reveal different learning processes and revision patterns in writing classes. Second, future research 
can examine the use of MMPR in various educational contexts, language exams, language skills, 
and subjects. We know little about other educational contexts such as school settings as well as 
university levels such as master’s and doctoral students’ academic writing contexts. Meanwhile, 
the use of mobile applications can be used in other international exams such as TOEFL, SAT, or 
GRE. Third, future research could explore teachers’ perceptions of the usefulness and value of 
MMPR by measuring some factors such as their readiness, attitudes, beliefs, and competence. 
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Abstract 
Language selection in bilinguals is a multidimensional phenomenon. This 
paper aimed to adopt a multidisciplinary approach to investigate language 
selection in bilingual speech production. The present paper first reviews the 
sociolinguistic aspects of bilingual language choice, moves on to investigate 
the notion of language choice presented in the models of bilingual language 
production and comprehension, views different factors through a single 
window into the bilingual language selection, and finally examines language 
choice in dialogue. In this study, I examined neurolinguistics, psycholinguistic, 
and sociolinguistic models of bilingual language production in order to provide 
a better understanding of bilingual language selection. When language choice 
is formulated, information about language is included in the preverbal message 
at the conceptual level in order to channel the preverbal message into the 
intended language. This study suggests that as bilingual language selection is 
highly affected by the context, language tag specification is formulated outside 
the language system and the output is sent to the conceptualizer level where it 
is included in the preverbal message. Language cues may have various values 
depending on the linguistic context. In a bilingual mode or a dense (heavy) 
switch context, the value of language cues is not very high. I propose that 
information about language choice at the higher level of processing, language 
membership information, and language nodes at the lower level of processing 
construct a language information network that regulates bilingual language 
processing. Language selection in dialogue settings is also discussed. The 
present study suggests that bilinguals may not formulate a language choice for 
every utterance they produce during a course of dialogue or when there is a 
language history between the two participants. 

Keywords 
Bilingual language 
choice, Language tag, 
Language cue, 
Language node, 
Bilingual language 
information network 

1. INTRODUCTION 
Both bilinguals and monolinguals map the intentions to speak onto language at the conceptual 

level (Carota et al., 2009). While both groups of speakers consider the same choices (e.g., 
dialectical or stylistic choices), only bilingual speakers decide whether the utterance will be in 
language A or unilingual in language B (see La Heij, 2005). De Houwer (2006) assumes that for 
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every utterance a bilingual speaker produces, he or she decides whether it will be unilingual in 
language A, unilingual in language B, or mixed, in which elements from the two languages are 
combined. Thus, as Kroll et al. (2006) state, at least one critical respect that differentiates bilingual 
planning for speaking from monolingual planning is that a bilingual speaker must select the 
language of production. In fact, only a bilingual speaker needs to determine which language is 
most appropriate for the conversation (Paradis, 2004). 

Bilingual speakers make language choices based on several factors such as with whom, about 
what, and where and when a speech act occurs (Bhatia & Ritchie, 2004). A huge body of research 
(e.g., Giles & Johnson, 1981; Gumperz & Hymes, 1972) demonstrates that language choice in 
bilingual speakers is not a neutral means of communication (Sachdev et al., 2013) and has an 
important role in bilingual verbal behaviour. According to Wei (2013) through language choice 
speakers “maintain and change ethnic-group boundaries and personal relationships, and construct 
and define self and other” (p. 43). For Walters (2005) language choice is a significant determinant 
of social identity. The researcher assumes that bilingual language production consists of various 
choices among different social identity options, participants, settings, topics, and discourse 
patterns, all of which highly depend on language choice. For many bilinguals, intimate settings 
such as home, neighbourhood, or familiar people like close friends most probably activate the 
dominant or the primary language, while less familiar contacts activate the other language 
(Walters, 2005). 

Children as young as one year and three months old who grow up based on the one person one 
language input strategy, have been reported to use language A exclusively with monolinguals of 
language A, and language B with monolinguals of language B (Sinka & Schelleter, 1998). As De 
Houwer (2006) puts it, this linguistic behaviour indicates children’s high sensitivity to the 
addressees’ language choice. Children’s ability to accommodate such language choices indicates 
a level of sociolinguistic and pragmatic development that is usually not observed in their 
monolingual peers until at least a year later. The researcher assumes that bilingual children learn 
which type of utterances they can use or they should use in what situation “through language 
socialization practice in the family” (p. 784). 

The present paper first reviews the sociolinguistic aspects of bilingual language choice, moves 
on to investigate the notion of language choice presented in the models of bilingual language 
production (e.g., Green, 1986; Hartsuiker & Pickering, 2008; de Bot, 1992, 2004; Walters, 2005) 
and comprehension (e.g., Dijkstra & Van Heuven, 2002), views different factors as a single 
window into the bilingual language selection, and finally examines language choice in dialogue. 
Bilingual language choice in a dialogue setting has hardly been discussed. Moreover, the present 
study, to my knowledge, is the first to investigate language choice in bilinguals from different 
disciplines. 

2. LITERATURE REVIEW 
Bilingual language selection as a social issue 

Bilingual language choice has been discussed in several sociolinguistic studies. Fishman (1965) 
identifies three factors as the determinants of bilingual language choice. The first controlling factor 
is “group membership”. By using appropriate language, a bilingual speaker identifies 
herself/himself with a different group to which he/she belongs, is willing to belong, and from 
which he/she seeks acceptance. It is not surprising to find that a bilingual selects different 
languages in different situations. For example, a government functionary in Brussels generally 
prefers to speak standard French in the office, standard Dutch at the club near his home, and a 
“distinctly local variant of Flemish” (p. 95) when he is at home. He might use a mix of French and 
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Dutch when addressing a French-Dutch speaker. This situation might “be replaced by any one of 
some others such as Romansch, Standard German, and Schwytzertüsch in some parts of 
Switzerland. Thus, the main aim of adopting such a convergence strategy is the speakers’ desire 
to achieve approval from another, namely, the social networks to which she/he is believed to 
belong (Sachdev et al., 2013). 

Social category memberships are sometimes negotiated during bilingual interaction through the 
accommodation process (Sachdev et al., 2013). Bourhis (1994) reports an example of this in 
bilingual Montreal in a Canadian community where Anglophones (English speakers in countries 
where other languages are also spoken) perceive Francophone much more favorably when the 
Francophone converges toward English rather than in French, and also vice versa. Both 
interlocutors use each other’s weaker language to communicate. Their linguistic behaviour 
demonstrates that speakers might use mutual language convergence as a strategy to improve ethnic 
harmony. It is not even uncommon to find, for instance, that speakers of High German (German) 
might choose to speak Swiss German rather than High German in German-speaking states 
(cantons) in Switzerland, however, they may be understood very well when they speak High 
German. Selecting Swiss German helps the speaker be more integrated into the Swiss community. 
As Sachdev and Giles (2004) put it, the more similar speakers are to their interlocutors, the more 
they will like or respect each other and the more social rewards they can expect. 

A second regulating factor that affects bilinguals’ language choice is the “situation” (Fishman, 
1965). Speakers’ linguistic behaviour may be affected by the immediate context and the presence 
of participants. Situational factor refers to the fact that one of the languages of a bilingual speaker 
is more suited to certain participants, and social groups than the other language (Bhatia & Ritchie, 
2004). “Situation” might impose certain regularities in bilinguals’ language choice on certain 
social occasions. One of the situations that affects language choices is where a monolingual 
speaker is among the participants. In this situation, a bilingual speaker selects the language that 
the monolingual knows. Selecting a language that the monolingual participant cannot speak might 
be an indicator of disrespect for the monolingual speaker. Such linguistic behaviour of bilinguals 
shows “a mutual understanding of the obligations and rights of participants” (Bhatia & Ritchie, 
2004, p. 339). 

Sometimes, including or excluding an individual among the participants from a conversation 
affects a bilingual’s language choices. This kind of situation arises when a monolingual speaker is 
among the addressees. In order to exclude an addressee among the addressees from the 
conversation, bilinguals might choose the unshared language. For example, when Mazandarani-
Persian bilinguals (Mazandarani is a local language spoken across the Caspian Sea in northern 
Iran) have guests who do not know Mazandarani, they might select to speak Mazandarani to talk 
about the shortage of items (e.g., food). In such a situation, language choice strategy serves to 
exclude an individual addressee from a conversation. 

Some other non-linguistic factors have also been recognized to play roles in bilingual language 
choices. Among them are religion, occupation, the content of discourse, gender, and ethnicity (see 
Grosjean & Li, 2013 for a discussion about factors that determine choice). Walters (2005) 
classifies them into the intrapersonal factors that determine language choices. For example, 
according to Backus (2004), there is a firm link between religion and language choices among 
Turkish bilingual speakers. Turkish bilinguals have been reported to use Turkish exclusively in 
mosques. 

I assume that for many situations bilingual speakers decide among four language choice 
options, unilingual in language A, unilingual in language B, using both languages for 
communication but each typically with different speakers (see Green & Abutalebi, 2013 for dual 
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language context), or a mix of the two languages. Their choices are affected by external 
sociocultural factors such as the addressee, (the addresses’ language proficiency, the addresses’ 
attitude toward language mixing), and the conversational situation. This is because sociopragmatic 
knowledge affects language production at different levels from intention to speak to articulation. 
Fishman (1965) speculates that “proper usage, or common usage, or both” (p. 67) determine that 
only one of the co-available languages will be chosen by particular interlocutors in a particular 
situation. I assume that based on such variables (i.e., the proper usage, common usage, or both) a 
bilingual speaker might also recognize that a mixing of the two languages might be appropriate 
for a given occasion. When a speaker recognizes that her/his addressee does not have a negative 
attitude toward language mixing or code-switching, she/he is encouraged to use a mix of the two 
languages. In contrast, when a bilingual speaker finds that even one of the addressees does have a 
negative attitude toward language mixing, she/he might not use language mixing. The idea that 
sometimes mixing of languages is preferred in some contexts is in line with Green’s (2011) 
assumption that in some situations where a speaker is permitted, he uses the mixing of languages 
because of “the behavioural ecology of bilingual speakers” (p. 1) does affect the processes of 
language control. The interactional context determines whether there must be a stronger control 
over the language-not-in-use or a weaker control suffices. A weaker language control (open control 
mode) permits language mixing (see Green & Abutalebi, 2013; Green & Wei, 2014). 

Language Selection in Models of Bilingual Language Production and Perception 
As language choice is one of the most important characteristics of bilingual speech production, 

the way how it is achieved needs to be determined in a model of bilingual language production. 
Several models of bilinguals’ speech production discussed language choice in bilinguals. Green’s 
(1986, 1998) inhibitory control (IC) model posits a language tag for each lemma. The model holds 
that producing a word in a particular language requires the intention to do so to be included in the 
conceptual representation (Green, 1998). The model suggests that each lemma in the mental 
lexicon has an associated tag for L1 or L2. All other lemmas in the language share the same 
associated tag. The selection mechanism, thus, operates on language tags that are associated with 
lemmas (Green, 1998). According to the IC model, the activation of the language tag together with 
the conceptual information about the intended language leads to the selection of a relevant lemma. 
Moreover, language task schema targets the language tags to suppress competitors. In Persian-
German bilinguals, for instance, when Persian is selected as the base language, the language tag 
corresponding to the other language (here, German) is inhibited. Green (1998) assumes that 
language tag is just one cue that allows speakers to control output. The model suggests that output 
is controlled by suppressing (inhibiting) lemmas with inappropriate tags. Thus, according to the 
model, the availability of language tag together with suppressing (inhibiting) lemmas with 
inappropriate tags allows speakers to control language output. 

Concerning the conceptualizer operation in the case of language differences (e.g., the distance 
difference in English and Spanish) de Bot (1992) makes some assumptions: the preverbal message 
includes “all the possible relevant information for all possible languages” (p. 8). Accordingly, one 
way to include information about language selection “is to label parts of the message according to 
the language” (de Bot & Schreuder, 1993, p. 201). The Vbl (verbalizer) receives language 
information from the preverbal message. In order for the preverbal messages to be lexicalized, 
they are required to be divided into chunks. Each of the chunks is labelled depending on the value 
of the language cue (de Bot & Schreuder, 1993). There are, however, some arguments with respect 
to the suggestion. As the researchers state, in some settings the mixing of the two languages can 
be done almost at random; or sometimes when bilinguals encounter a lexical problem, they may 
use words from their L1 as a compensatory strategy (de Bot & Schreuder, 1993). In this situation, 
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they use words from their L1, however, they are aware that the interlocutor is monolingual. 
Accordingly, a bilingual’s language processing may not always follow from the initial language 
selection. Moreover, de Bot (1992) suggests that one possibility about which part of the language 
system is responsible for selecting the base language is to assume that “the knowledge component 
is involved in this choice: it contains a discourse model, a list of limiting conditions for the speech 
which is to be generated, however, the role of the knowledge component is not very clear” (p. 7). 

In his study, de Bot (2004) proposed that the intention of speaking in a specific language 
originates from the conceptual level, however, it is relayed to both the information in the preverbal 
message and the language node. In other words, information on the language to be used comes 
from two different sources: from the lexical concepts and the language node. de Bot (2004) 
suggests that the problem with the earlier proposal (de Bot & Schreude, 1993) is that “all 
information about language choice has to be included in some form in the preverbal message” (de 
Bot & Schreuder, 1993, p. 201) is that some aspects of production such as “deliberately speaking 
with a foreign accent” appears to be difficult to control in such a way. The language node system 
can control language choice at the lower level of production. The language node will inform the 
relevant components including the syntax, lemma, and word form (de Bot, 2004). Thus, language 
membership information might be available at multiple levels: conceptual, syntactic, lemma, and 
word form. “The language node conveys information about language selection both from the 
conceptual level to lower-level components and between components at these lower levels” (de 
Bot, 2004, p. 29). 

In some models of bilingual language production (e.g., Hartsuiker & Pickering, 2008) and 
comprehension (e.g., Dijkstra & Van Heuven, 2002) language nodes are the main determinants of 
language selection. As far as I am aware, the greatest role to the language nodes was given by 
Dijkstra and Van Heuven (1998, 2002). In Dijkstra and Van Heuven’s (2002) Bilingual Interactive 
Activation (BIA) model, all the word nodes are connected to language nodes. According to the 
model, in German-English bilinguals, for instance, activated word nodes (e.g., Zug meaning dog) 
send activation on to the relevant language node (here, German language node). Activated 
language nodes also “send inhibitory feedback to all word nodes” (Dijkstra & Van Heuven, 2002, 
p. 177) in the other language (here, English). The language nodes, thus, collect activation from 
lexical items in the language they represent and suppress active words in the other language. In 
BIA model (Dijkstra & Van Heuven, 1998) language nodes have four primary functions: a) they 
function as language tag for each individual item in order to identify to which language an item 
belong; b) collect activation from words within a language. Based on the model, language nodes 
function as linguistic representations in the first two functions; c) they function as a “language 
filter (rather than an all-or-none language switch)” that modulates language activation; d) language 
nodes collect information from outside the language system (the linguistic context) for example 
information about participants’ expectations with respect to the appropriate language. The 
researchers assume that in the last two functions language nodes serve as non-linguistic functional 
mechanisms. 

Based on the model, language nodes have both linguistic and non-linguistic functions (Dijkstra 
& Van Heuven, 1998). However, Dijkstra and Van Heuven (2002) indicate that combining all 
these aspects (linguistic and non-linguistic) in one mechanism is too ambitious. This led the 
researchers to restrict the functions of language nodes to “language membership representations, 
…. Being just representations, the language nodes can no longer function as language filters … 
nor as collectors of non-linguistic contextual pre-activation” (p. 186). 

The same account holds for Hartsuiker and Pickering’s (2008) integrated model of syntactic 
representation. The model that is an extension of Roelofs (1992) and Hartsuiker et al. (2004) 
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models postulates a language node for any lexical items. Accordingly, each lemma node (e.g., eat) 
is linked to one language node (e.g., English) (Purmohammad, 2009; 2015a). Remember that in 
Green’s (1998) IC model, the language nodes are equivalent to language tags. In Hartsuiker and 
Pickering’s (2008) integrated model of syntactic representation, items are tagged for the languages 
(e.g., Persian, German) by linking, for instance, to ‘‘Persian’’ or ‘‘German’’ language nodes 
respectively. In this model, some nodes are inherently activated. Whereas the verb node is 
inherently activated whenever a verb such as “think” is activated, some nodes are not. For example, 
Sleep is linked to both the past tense and the present tense nodes. Whenever “slept” is used, the 
past tense node is activated along with the lemma sleep (Pickering & Branigan, 1998). 
Accordingly, the language node must be inherently activated when a word (e.g., Zimmer) is 
activated. Whereas Hartsuiker and Pickering’s (2008) model is explicit about the functions of the 
combinatorial node, featural node, and category node (see Pickering & Branigan, 1998 for 
discussion), it is not explicit about the function of language nodes. In a personal communication 
(p.c.) with Hartsuiker, he referred me to the notion of language node proposed in Dijkstra and Van 
Heuven (2002). It seems that the model applies the same language node account as proposed in 
Dijkstra and Van Heuven (2002). 

Walters (2005) proposed the Socio- Pragmatic Psycholinguistic Processing (SPPL) model. The 
SPPL model has socio- pragmatic roots. The researcher states that the main aim of proposing the 
SPPL modal was to account for various source of socio-pragmatic information in bilingual 
language production and integrate it with psycholinguistic aspects of bilingualism. In the SPPL 
model, there are seven sources of information. Two modules (language choice and affective) are 
assumed to run vertically because they have interactions with other sources of information. This 
indicates that language choice and affective information are available at every level of speech 
production. The central foci of the SPPL model are the language choice module and its interaction 
with the other sources of information (Walters, 2005). In Figure 1, the left-to-right direction of the 
two-headed arrows shows that the language choice module provides the following LI and L2 
information to bilinguals “(1) in the construction of identity, (2) in the choice of where to speak, 
and in preferences for interlocutors and genres, (3) in the formulation of an intention, (4) in the 
retrieval of concepts and words, and, finally, (5) in the articulation of an utterance” (p. 11). 

The language choice module selects, regulates, and retrieves information from the internal 
components and integrates them with the speaker’s language choices. In the SPPL model, a 
language choice component makes language tags available at a different level of speech production 
including the conceptual, lemma, and lexemic levels of representation. Walters (2005) assumes 
that while the language choice module selects and retrieves elements from the two languages 
including features of identity, genre, morphosyntax, phonology, lexis, and discourse, in other 
accounts of language choice (e.g. Albert & Obler, 1978; Poulisse, 1997) especially in Green’s 
(1986) account in which language tag is responsible for language choice, the function of language 
choice is limited to the lexicon only. Thus, concerning the function of language choice, the 
principal difference between the SPPL model and other approaches (e.g. Albert & Obler, 1978; de 
Bot, 1992; de Bot & Schreuder 1993; Green, 1986, 1998; Poulisse, 1997) is that whereas in SPPL 
model the language choice module runs vertically, hence is functioning at every stage of bilingual 
language production and supplies that information to the identity, pragmatic, morphosyntactic, 
phonological, lexical, contextual, and discourse information components, in the other approaches 
the verbalizer at conceptualizer level is responsible to assign information about the language 
(Walters, 2005). As stated above, in their earlier account of language choice information, de Bot 
and Schreuder (1993) assumed that “all information about language choice has to be included in - 
  



 

ISELT – VOL. 2, NO. 1, 2024 PURMOHAMMAD, M. 

 

44 44 Language Selection in Bilingual Speakers: A Multidisciplinary Approach 

 

Fig.1: The Sociopragmatic Psycholinguistic Processing Model (SPP) 

Adapted from Walters (2005:93). Bilingualism: The Sociopragmatic Psycholinguistic Interface. Lawrence Erlbaum 
Associates, Inc., Publishers. 
 
some forms in the preverbal message” (p. 201). Walters (2005) argues that in de Bot and 
Schreuder’s (1993) account, even data at the phoneme and syllable levels of processing require the 
verbalizer to determine the language to phonemes and syllables. Thus, the researcher assumes that 
“there is no resolution to this problem in a framework where all the work for language specification 
is carried out by the verbalizer” (p. 85). 

3. DISCUSSION 
The present paper first reviewed the sociolinguistic aspects of bilingual language choice, moved 

on to investigate the notion of language choice presented in the models of bilingual language 
production (e.g., de Bot, 2004; Green, 1986; Hartsuiker & Pickering, 2008, 1992; Walters, 2005) 
and comprehension (e.g., Dijkstra & Van Heuven, 2002), viewed different factors through a single 
window into the bilingual language selection, and finally examined language choice in dialogue. 
Bilingual language choice in a dialogue setting has hardly been discussed. Moreover, the present 
study, to my knowledge, is the first to investigate language choice in bilinguals from different 
disciplines. Bilingual language choice has been discussed from different disciplines including 
sociolinguistics (e.g., Fishman, 1965; Walters, 2005), 

neurolinguistics (e.g., Green, 1986, 1998), and psycholinguistics (e.g., de Bot, 2004, 1992; 
Dijkstra & Van Heuven, 2002; Hartsuiker & Pickering, 2008). The results from the studies 
reviewed above suggest that one of the two languages needs to be selected as the base language 
for any linguistic context. Including language choice information in the preverbal message (de Bot, 
1992; Green, 1986) provides an elegant solution for how the intended concept is channelled to a 
specific language of a bilingual speaker. According to Treffers-Daller (2009), most bilingual 
researchers agree that the decision to select one language as the base language of dialogue 
increases the likelihood that lemmas belonging to that language receive more activation (see 
Kootstra et al., 2020). As discussed, findings from sociolinguistic studies of bilingualism 
demonstrated that factors of different natures affect bilingual language choice. Language selection 
is, thus, something more than a mere selection of one of the two languages. As Paradis (2004) puts 
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it, language selection is an awareness of membership, an outcome of metalinguistic knowledge 
rather than an unconscious process. 

As noted above, some models (e.g., Hartsuiker & Pickering, 2008; Dijkstra & Van Heuven, 
2002) postulate that language nodes are responsible for language selection. There might be two 
problems with respect to the “language node” account especially if it is considered the main 
determinant of bilingual language choice. The first problem is that it does not explain the language-
mixing phenomenon as the most frequent phenomenon in bilingual speech production (Paradis, 
2004). As stated above, I assume that bilingual language choice includes four options, unilingual 
in language A, unilingual in language B, using both languages for communication but each 
typically with different speakers (see Green & Abutalebi, 2013 for dual language context), or a 
mix of the two languages. Because in some linguistic contexts, especially in a dense code-
switching context (Green 2018; Green & Abutalebi, 2013) where the partners know the two 
languages and the speaker is aware that his or her partner does not have a negative attitude toward 
language mixing, he or she decides to use the mixing of the two languages (see Beatty-Martínez 
et al., 2020). As Green (2018) states, bilinguals use their two languages in different ways due to 
the interactional context. Therefore, any language control mechanism must be able to enable 
different patterns of language use. The assumption that language choice information also includes 
language mixing permits us to provide an account for a wider range of bilingual linguistic 
behaviour such as code-switching and translation. However, language nodes may not account for 
language mixing (see Purmohammad et al., 2022; Purmohammad, 2015a, 2015b). 

A second problem that concerns the language node may be that the language information is 
available very late for language processing (see Dijkstra & Van Heuven, 2002), especially too late 
to direct the preverbal message to the intended language. As Dijkstra and Van Heuven (2002) put 
it, language nodes are not able to “enforce language selective lexical access from the very 
beginning of word recognition” (p. 177). The same problem holds for the word production process 
because in order to decide which language must be selected as the language of conversation, 
language processing is required to reach the lemma level. It should be noted that although language 
nodes, to which all the lemma nodes of a given language are linked, are not responsible for 
language choice formulation; they have a facilitatory role for an intended message to be channelled 
to a certain language of a bilingual speaker. 

In this model, language nodes are responsible for inhibiting active non- target language words. 
For example, in the case of a German-Persian bilingual, at the lemma level, a German word 
activates the German language node, and this language node feeds activation back to all German 
words and suppresses all words from the Persian lexicon. Thus, it is unclear what mechanism 
directs language processing from the conceptualizer level to the intended lemma level in which 
lexical items of individual language are to be accessed. This account speculates that the language 
of a given utterance and inhibiting words from the other language is determined only after the first 
item is selected, because the language nodes collect activation from their respective lexicon, and 
inhibit words in the other lexicon. Moreover, no top-down inhibitory mechanism is postulated in 
BIA. 

In BAI+ the function of language nodes is limited to membership representations. It should be 
mentioned that whereas important modifications have been made with respect to the functions of 
language nodes in BIA+ model, one existing problem is that language information is available 
very late for language processing, usually too late to direct the preverbal message to the intended 
language. Language cues cannot be assigned at the very late stage of language processing. 

Green (1986, 1998) proposed that tag specification is “part of the conceptual representation” 
(p. 71). The IC model holds that producing a word in a particular language requires the intention 
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to do so to be included in the conceptual representation. The model also suggests that each lemma 
in the mental lexicon has an associated tag for both L1 and L2. The activation of language tag 
together with the conceptual information about the intended language leads to the selection of a 
relevant lemma (Green, 1998). 

As discussed above, for many situations bilingual speakers decide among four language choice 
options, unilingual in language A, unilingual in language B, using both languages for 
communication but each typically with different speakers (see Green & Abutalebi, 2013 for dual 
language context), or a mix of the two languages. Grosjean (1982, 1985, 2008) also introduces 
language mode which is “the state of activation of bilinguals’ languages and language mechanism 
and language processing mechanism at a given point in time” (Grosjean, 2008, p. 39). On this 
account, bilingual speakers’ linguistic behaviour is presented in two separate contexts: when they 
are speaking to monolingual speakers and when they are speaking to bilingual speakers. In the 
monolingual mode, bilinguals activate one language to much greater degree and suppress the other 
language (but never totally) and in bilingual speech mode, they select one of the languages as the 
base language, activate the other language, and “calls on it from time to time in the form of code-
switches and borrowings” (p. 38). Thus, a bilingual speaker may select the bilingual mode for a 
given situation. It seems that Green’s (1986) notion of “language tag” (that will be discussed in 
detail in this section) is not explicit about the language mixing choice. Accordingly, if language 
specification determines which language to be selected, in the case where a bilingual speaker 
selects to use a mix of the two languages, there must be a “switch tag” rather than a “language tag” 
available in the preverbal message. 

Paradis (2004) assumes that the means of selection needs not be different from that used by a 
unilingual speaker to select formal-register words rather than baby- talk words. According to the 
researcher, if speaking one language rather than another requires that a bilingual speaker provides 
a language tag at the preverbal message as proposed in Green (1998), then a similar tag seems to 
be necessary for unilingual speakers to select lexical “items from among their various registers” 
(p. 112) from among within-language synonyms. Paradis suggests that the selection mechanism 
between the two languages needs not be different from that operates within each language. He 
proposed a direct-access hypothesis in Paradis (2004). According to the hypothesis, the intended 
language is accessed without the need for a language tag in the preverbal message to first identify 
which language is to be selected. The same process as used by unilingual speakers suffices to 
account for a bilingual’s selection of lexical items, structures, or pronunciation, allowing them to 
select to speak in unilingual mode (Grosjean, 1985) or to freely mix the two languages. There is a 
strong link between Paradis activation threshold hypothesis and the direct-access hypothesis. The 
activation threshold mechanism leads bilingual lexical access not to need a language tag. The 
activation threshold hypothesis supports the idea that the intended language is accessed directly 
without the need for a language tag. Accordingly, when one language is selected rather than 
another, automatically the activation threshold of the non-selected language is raised. In other 
words, the activation threshold of its competitor (the other language) is raised. This leads the 
preverbal message to direct to the intended language without the need for a language tag (Paradis, 
2004, 2009). 

In personal communication, (p.c.) David Green presented more details about the notions of “tag 
specification”. According to the researcher, there are different ways in which the notion of a tag 
might be specified and implemented and what its actual sense might be. Language tag might not 
reflect formally defined languages such as “German” or “Farsi” but other aspects of language use: 
the language speakers use to their relatives or on this occasion: what is key is that there is a 



 

PURMOHAMMAD, M. ISELT – VOL. 2, NO. 1, 2024 

 

47 47 47 Language Selection in Bilingual Speakers: A Multidisciplinary Approach 

functional way to distinguish the languages where those languages are distinguished within a given 
language community (the behavioural ecology of the speaker). 

I assume that the major problems proposed by some researchers (e.g., Paradis, 2004) with 
respect to the notion of tag specifications may be resolved by the above explanation. For example, 
Paradis (2004) assumes that if speaking one language rather than another requires that a bilingual 
speaker provides a language tag at the preverbal message as proposed in Green (1998), then the 
same tag seems to be necessary for unilingual speakers to select “lexical items from among their 
various registers” (p. 112), from among within-language synonyms. According to Green (p.c.), as 
the function of tag specification is broader than selecting formally defined languages “German” or 
“Farsi”, even speaking one language demands tag specifications which include information about 
which register or style is appropriate concerning a given context. “Some form of tagging may also 
be used to label vocabulary or structures associated with particular “registers” or styles of speech 
within a language” (Green, 1986, p. 217). 

In the SPPL model proposed by Walters (2005) the language choice module runs vertically, 
hence functions at every stage of bilingual language production including the conceptual, lemma, 
and lexemic levels of representations, and supplies that information to the identity, pragmatic, 
morphosyntactic, phonological, and lexical information components. As stated above, in SPPL 
model the problem that the language choice module might have is that it is too big to be included 
in bilingual language processing. Moreover, combining all these aspects in one single module is 
probably too ambitious, because the language choice module needs to interact with several sources 
of information that are different in nature including a) formulation, for the retrieval of concepts 
and words and access to the morphosyntactic information, b) articulation for phonology, c) 
intentional information for speakers’ intention to speak, and d) social identity information for 
features of identity, style, and genre. The language choice module in the SPPL model selects, 
regulates, and retrieves information from the internal components and integrates them with the 
speaker's language choices. More importantly, in this model, the way the language choice module 
interacts with such a different source of information is unclear. 

Regarding the language choice mechanism, there are still some points that need to be clarified. 
First, since language choice is mainly a function of speakers’ metalinguistic knowledge, and is 
highly affected by several non-linguistic factors (topic, interlocutor, situation, group membership, 
etc.), I assume that language choice is preliminarily formulated outside the bilingual language 
system; while distinct, there is a close interaction between the language system and the 
metalinguistic, and sociopragmatic knowledge (Paradis, 2004; Rickheit et al., 2008). Green (p.c.) 
assumes that there is debate about where the intention to speak in a particular language is 
formulated because it must make use of the linguistic context. I suggest that language choice is not 
formulated in the conceptualizer (i.e., in the language system) because selecting a specific 
language to speak is not an inherent function of the conceptualizer at the conceptual level. While 
language choice is formulated outside the language system, the output of tag specification 
formulation is sent to the conceptualizer where it is included in the preverbal message. As Costa 
(2005) states, the decision of which language to use to convey the intended message is based on 
different types of information that have little to do with the lexical system. 

Second, language cue (tag specification) has various values depending on several linguistic and 
non-linguistic factors (de Bot, 1992; de Bot & Schreuder, 1993). The relative value of such 
language cue depends on which language mode the bilingual is expecting to experience (Grosjean, 
1985, 2008). In bilingual settings, the value of such language cue is not very high. This permits 
bilinguals to switch between the two languages. One question that arises is why while sometimes 
the value of the language cue is high, bilinguals use words from the other language. This may be 
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because some words from the other language have lower activation threshold levels (Paradis, 1993, 
2004). Moreover, when the topic of conversation changes (e.g., a bilingual speaks about a topic 
that relates to the other language) or when a new addressee enters the conversation, people may 
use words from the other language regardless of what language cue was included in the preverbal 
message, because such a situation might increase the activation level of the words in the other 
language 

Third, recent studies revealed that language membership information at the lower level of 
processing from both the lexical and the sub-lexical level facilitates language processing (Kesteren 
et al., 2012). This suggests that language information is also available at the lower levels of 
production. For example, Lemhöfer et al. (2011) report that both native and non-native speakers 
used bigram (e.g., English bigram wh) at the morpheme boundary as a cue during reading Dutch 
compound words. Participants were faster to respond in compound words that included such 
orthotactic cues. In other words, participants used the orthographic parsing cues in order to direct 
higher-level processes. According to Kesteren, et al. (2012), sub-lexical and lexical information 
sources could potentially codetermine the language membership of a specific word. Studies (e.g., 
Dijkstra & van Heuven, 2002; Poulisse & Bongaerts, 1994) showed that lexically orthographic or 
lexically phonological representations are connected to particular “language membership” 
representations or tags that indicate the language to which a lexical item belongs. The results from 
Kesteren, et al. (2012) study indicate that sub-lexical language membership information (e.g., the 
words’ orthographic representations in the two languages of bilinguals) “could be used to speed 
up bilingual identification processes or decision making” (p. 2131). Interestingly, Vaid and 
Frenck-Mestre (2002) report that French-English bilinguals were more sensitive to the 
orthographic cues for their second language than their first language. The idea that language 
membership information is also available at the lower level of processing is consistent with de Bot 
and Schreuder's (1993) account that it is unlikely that “Vbl specifies the language for each 
individual phoneme or sound which clearly cannot be the case” (p. 205). The account that some 
information about language exists at the lower levels through language membership information 
and language nodes provides an elegant solution to the problem proposed by Walters (2005). As 
stated above, Walters (2005) argues that in de Bot and Schreuder’s (1993) account, even data at 
the phoneme and syllable levels of processing require the verbalizer to determine the language to 
phonemes and syllables. Thus, the researcher assumes that “there is no resolution to this problem 
in a framework where all the work for language specification is carried out by the verbalizer” (p. 
85). Thus, a distinction is made between language membership information and language node at 
the lower level of the processing; however, both facilitate bilingual language processing. 

Finally, I assume that a language cue does not need to be included in the preverbal message for 
every sentence that bilinguals produce during a course of the dialogue. The automaticity existing 
in dialogue affects bilingual speech production to a great extent. Language choice mechanism may 
be formulated at the very early stage of language production in dialogue settings, but there is no 
need for interlocutors to select a language for any dialogue turn. Considering the fact that in most 
exchanges “inter-turn intervals are extremely close to 0 ms” (Garrod & Pickering, 2009, p. 300), 
speakers may not decide to speak in one language rather than the other language for every dialogue 
turn. In other words, like other aspects of language production (e.g., word selection) language 
choice mechanism also undergoes automaticity in dialogue. As Code (1994) states “much of our 
speech activity is not under ongoing, moment-to- moment control, with each segment being 
individually planned and sequentially executed. It would be physiologically impossible for us to 
produce speech with the rapidity and the proficiency that we can if we had to plan and perform 
each segment individually” (p. 137). Speakers’ linguistic behaviour is affected by interlocutors 
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during the course of the dialogue. (see Broersma et al., 2020; Garrod & Pickering, 2007, 2009; 
Pickering & Garrod, 2004, 2006, for the priming effect, and interactive alignment). de Bot (p.c.) 
agrees that in conversation there is no language choice needed at a high level. The researcher goes 
on further and states that “a deeper question is whether bilinguals need to choose between 
languages at all”. De Bot (p.c.) states that “I now believe that we have a repertoire of situation-
specific utterances that may include words from different languages but is extracted in this form. 
When I am in an English-speaking environment I use English words or utterances because that is 
what I have learned is appropriate. The selection is not at the utterance level; it is the setting that 
leads to specific utterances”. Thus, de Bot no longer endorses his statements on language choice 
which were presented in his influential papers (1992, 2004). In line with de Bot, I assume that 
bilinguals do not have to decide which language to use for every communication. In cases where 
they need to formulate language selection, it follows from the processing discussed above. 

Thus, since the bilingual speech production system is indeed dynamic (Hermans et al., 2011) 
and is affected by several linguistic and non-linguistic factors, “bilingual language selection” 
should not also be viewed as an all-or- nothing phenomenon. The linguistic context determines 
whether “language selection” needs to be formulated at a higher level. During the course of the 
dialogue, the interlocutors do not need to determine a choice for every utterance they produce as a 
function of the alignment processes and automaticity. When there is a language history between 
the participants (see Grosjean & Li, 2013), bilinguals use their “repertoire of the situation” to 
communicate with each other. I know a couple, M and N, in Switzerland. M is a Mazandarani-
Persian bilingual and his wife is an Azeri Turkish- Persian bilingual. As I am a Mazandarani- 
Persian bilingual, and given that in our first meeting in 2013, we both had a positive attitude toward 
speaking in Mazandarani, M and I decided to communicate in the Mazandarani language. We still 
keep on communicating in the Mazandarani language. Thus, based on the language history, I do 
not need to formulate language choice for every communication with M. However, whenever his 
wife is present, I use Persian in order to include her in the conversation. As speaking with M in 
Persian is not what I normally do, language choice may be needed to be formulated at a high level. 

4. CONCLUSION 
I assume that language choice is formulated outside the bilingual language system but the output 

of tag specification formulation is sent to the conceptualizer where the information about language 
is included in the preverbal message. Language information including information about 
language choice (at the higher level of processing), language membership information, and 
language nodes (at the lower level of processing) construct a language information network during 
bilingual language processing. The intention to use a particular language is, thus, relayed to both 
the system at the higher level of processing which produces lexical concepts, and the language 
node (de Bot, 2004). The idea that some information about language exists at the lower levels 
through language membership information and language nodes provides an elegant solution to the 
problem proposed by Walters (2005) that in de Bot and Schreuder’s (1993) account, even data at 
the phoneme and syllable levels of processing require the verbalizer to determine the language to 
phonemes and syllables. When a specific language is selected, the language node at the lower level 
will inform all corresponding components in which syntactic or form information is required to be 
selected. Thus, a link is made between the information on language at the higher level and the 
language nodes and language membership information at the lower level of language processing 
(lemma and lexeme levels). In other words, the language choice information included in the 
preverbal message (de Bot, 1992; Green, 1986, 1998) together with language nodes and language 
membership information from the sub-lexical structure of lexical items (e.g., English bigram wh) 
(Kesteren et al., 2012) and phonological representations regulate bilingual language processing. 
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Lastly, I proposed that there is no need to include information on language choice for every 
utterance during a course of dialogue or when there is a language history between the two 
participants. 
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Abstract 
Identity studies have gained ground in applied linguistics and many 
convention-al research areas are explored under the more inclusive term of 
identity. Due to the fluidity of identity, important life events including 
immigration play a major role in (re)construction of the identity of teachers. In 
this autoethnographic research, my identity positions as an Iranian English 
teacher in Turkey are re-counted. Employing autoethnography research, I use 
my reflection, diary, and records of my social media communication to recount 
the related events. While having my professional identity at the focal point, I 
will recount social, cultural, and even political narratives which might have 
affected the reconstruction of my identity. The reflection mainly includes 
narration of happenings at the school I used to work at, which was managed in 
a stricter way than other schools. There are also explanations about areas where 
I needed to show openness to adapt myself to the new roles in the school, while 
at some points I was more comfortable with being a foreigner than making 
efforts to blend into the new context. It also includes cultural and social 
differences from those in my hometown ranging from simple greetings to major 
behavior of the society toward a crisis that made the process of full integration 
not easily achievable. Finally, there is a reflection on some distinctive features 
that I observed over the period of my stay in Turkey. Encouraging teachers to 
keep a diary journal can be the main implication for classroom practice.   

Keywords 
Autoethnography, 
Identity, Iranian 
Immigrant teacher, 
Turkey 

1. INTRODUCTION 
The summer of 2019 is drawing to an end and I am sitting in my soon-to-be-rented-out 

apartment in the center of Tehran still unsure about work in another country. I am planning to 
travel to Turkey, the land of tea and the majestic Hagia Sophia, find a teaching job, and live there 
permanently. The thought of a new life in Turkey was racing through my mind, and since it was 
my very first time there, I was a bit confused but excited. I just thought gaining some general 
knowledge about the new destination could be a good way to relieve the stress one usually has 
when entering a new country. My knowledge of Turkey had been formed by my rudimentary study 
of some Wikipedia articles about the history, literature, and social life of Turks and the status of 
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foreigners in this country. I knew that among the countries in the region, Turkey has been one of 
the most welcoming countries for vacationers and job seekers. That was something that made me 
gain confidence about the decision. As for cultural differences, I was inclined to believe that it 
would not be a serious issue since Iran and Turkey have long had historical commonalities. My 
purpose was to stay in Turkey for a long time, so I knew I should do my best to gain as much 
understanding as possible about Turks and their life. Integration was not bound to gaining 
knowledge about them, but some degree of openness to accept differences as culture is not just 
characteristics of a group of people, but relations and interactions among people and groups 
(Abdallah-Pretceille, 2003). Therefore, I was determined not to stubbornly hold onto norms I had 
gained knowledge of, but to do my best to show openness and respect and then find an intermediary 
role between the two cultures. This can help one experience a smooth transition into the new 
context by grasping differences while preserving their unique cultural features; something referred 
to as adaptation (Brown, 1980). I aimed to be cognizant of cultural differences, analyze them, and 
apply them if necessary, to have a potential acceptance into a new culture. With an awareness of 
the dangers of being an immigrant, the most blatant of which is racism, I was determined to avoid 
disrespecting differences, but to enjoy them. That necessitated forming new identities affected by 
the new culture as experiencing a new culture can help one reconsider some of their old ideas, and 
probably form a new identity.  

The study of the integration and construction of ethnic and cultural identity of English teachers 
in their practice in the classroom in the new context is not a widely explored issue (Ajayi, 2011). 
However, it can greatly shed light on identity studies since identity is affected by the socialization 
of the person which is through the experiences in the past (Block, 2017). My reflection is to make 
an attempt to see the differences between the two cultures and then observe whether these 
differences lead to a change in the identity of the teacher at work, and what new roles and duty 
does the teacher adopt due to identity changes.  Although mostly about my job, my reflection can 
include out-of-work social interactions to help me provide a better picture of my life in Turkey. 
My reflective practice is aimed at answering the following question:   

How has my professional identity been (re)constructed as an Iranian English teacher in Turkey? 

Identity 
Studies in anthropology, sociology, as well as applied linguistics have turned attention to 

identity constructions. The most widely used theory to lead the studies of both learners and teachers 
is poststructuralism, which was the result of the birth of postmodernism (Bakhtin, 1981, 1984, 
1986). The perspectives falling under the poststructuralism theory reject the unitary idea of identity 
which views identity as easily identifiable categories, such as nationality, race, gender, religion, 
etc. Instead, it sees language as forms interdependent with the speaker of the language where 
speakers in a given situation create meaning in a dialog (Norton & Toohey, 2011). The meaning 
is created through the understanding of the person about their relationship to the world which is 
affected by time and space (Norton, 1997). It is about how in an interaction, people position 
themselves and are positioned in a social, historical, and cultural context (Block, 2009; Duff, 2012; 
Norton, 2010; Norton & Toohey, 2011). The issue of positionality in a given situation forgoes the 
value-laden nature of identity and sees the present group as the community which shapes a person’s 
identity, therefore, identity in a sense is “to which group do I belong?” (Hofstede et al., 2010). 
That means people can change their identities over a lifetime and can hold multiple identities 
(Hofstede et al., 2010). Having poststructuralism as the leading theory of my autoethnography, I 
try to see the changes in my identity through the positions I have adopted once faced with new 
educational, cultural, or social incongruities in a given context.  
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The most important aspect of my life in Turkey was my job, so my identity as a teacher of 
English is supposed to be affected by interactions and be constructed or reconstructed accordingly. 
That is because we all develop identities at work, and just as the identity in the general sense, one’s 
professional identity needs to adapt itself to the new situation. I was not sure whether what I had 
learned at the university in Iran and what I had practiced as a teacher of English at one of the best 
language schools had made me able to call myself a professional in the field. I was not sure whether 
I would again enjoy my students’ learning, the same popularity, and the same support from the 
management. To defeat my apprehension and prevent myself from prejudgment, I just rested on 
the final idea that as the last resort: all I need to do is to give myself free rein and develop a new 
professional identity. This type of identity is referred to as the self-image which we present as 
being a teacher (Burn, 2007), and it consists of a teacher’s personal and professional experience 
and also the interaction of personal experiences and ‘the social, cultural, and institutional 
environment’ (Sleegers & Kelchtermans, 1999, p. 579). In other words, I could not claim success 
provided that I just intended to be myself, but my surroundings were bound to play an important 
role in shaping my new identity. Zare-ee and Ghasedi (2014) list several factors which define 
professional identity: 

“…historical factors related to personal experiences such as early childhood experiences or 
early teacher role models; sociological factors related to what surrounds a prospective teacher, 
what parents expect of her, or where she stands compared to a native speaker; psychological factors 
related to the significance of self-perception in teacher professional identity formation; and cultural 
factors related to (student) teachers’ perceptions and notions of the professional community in 
their geography, of government policies, of language education policies, and of power and status 
issues” (p. 1993). 

At work, normative expectations and the degree of openness shown by the teacher are effective 
factors in the move toward the formation or reformation of the teacher’s professional identity 
(Reynolds, 1996). In addition, this identity is affected by the context in which the teacher is 
working. It is “being recognized as a certain ‘kind of person’, in a given context” (Gee, 2001, p. 
99). The context-embeddedness of identity makes it an ideological and historical matter 
(Barkhuizen & Mendieta, 2000) which along with values and practices are rooted in history 
(Hofstede et al., 2010). When a teacher’s discourse community changes, they form a new aspect 
of themselves arising from transactions between their goals, beliefs, their self-image, and the 
limitations and opportunities in their social and historical context (Akkerman & Meijer, 2011; 
Beauchamp & Thomas, 2009). My identity reconstruction started once I felt myself in a new 
context where the new image demanded to build the required expertise, beliefs, perceptions, and 
values adjusted to the sociocultural demands of the context and teaching profession in Turkey. 
Such a change is a requisite to walk on the path toward expertise, though it might cause 
reconsideration of one as a teacher and might even turn into some tension. Here is an expert’s idea 
on this matter: 

“Teaching is the embodiment of one’s knowledge, skills, beliefs, and practices into 
an appropriate teacher identity…there is always the possibility that one will face 
tensions between one’s teaching and social identities, [and] these tensions keep the 
person evolving as a teacher, responding to one’s changing identities and values, as 
one brings them to inform teaching practice” (Canagarajah, 2017, p. 69). 

As an example study that shows the importance of context in limiting the agency of the teacher, 
I can refer to the research on an ethnically Spanish teacher of Spanish language born in the United 
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States (Kayi-Aydar, 2015). While at school, in her neighborhood in a Spanish-speaking 
community, she could practice her agency, but it was difficult for her at college. That is because 
she was positioned as an ethnic and linguistic minority as race, ethnicity, and non-nativism play 
roles in the teacher’s agency. It confirms the poststructuralist concept of identity where context 
embodied in the change of job and place of work influences the teacher’s professional identity. 
The analysis of narratives showed that her race as well as the categories that she had made (to 
which group do I belong) caused her to be distanced from the White teachers as well as those non-
white teachers as she found herself not sharing any of these traits. It all ended up with her complete 
withdrawal from the profession. As for me, race did not seem to be a major issue as I believed 
sharing the same racial categories with Turks would have no discriminatory consequences. 
However, the change in the context of work can result in a change in identity and the context is 
not bound to race only. However, every individual is born with certain identities (gender, race, 
complexion, etc.) which act as pigeonholing criteria for the teacher. Such views are known as 
essentialist views which can create serious obstacles to the better functioning of immigrant 
teachers. This is shown in the study about two Taiwanese teacher students as international speakers 
of English who are vying for the approval of their legitimacy as teachers of English over a two-
year Master of Arts program in TESOL (Golombek & Jordan, 2005). Despite their confidence in 
their abilities as teachers of English, the teachers are identified based on their race rather than their 
knowledge of the subject matter. However, the authors report innovative strategies applied by these 
teachers to combat native speakerism norms and reposition themselves as legitimate teachers. 
Gaining enough knowledge about students and the context of work is found to be effective in the 
battle against the long-held pseudo-belief of native speakerism. In spite of the idea of associating 
proficiency and competency in teaching to the place of birth which can damage the professional 
identity of a teacher, other numerous factors effective in teaching such as rapport, and knowledge 
of teaching can always come to help a non-native teacher of English.  

The reconstruction of the identity I am trying to document is relatively similar to the experience 
of Wenying traced in a case study by Sun (2012). Wenying is a Chinese teacher of English whose 
first year of practice in New Zealand is observed to discover the close relationship between her 
identity and her knowledge. Wenying’s cultural heritage had a strong influence on her performance 
as in her culture, the teacher’s performance occupies the focal point and the student’s learning falls 
into the second priority. Wenying’s teaching is characterized by “the careful presentation of clear 
models for students to follow; emphasis on memorization; step-by-step repetition, reproduction, 
and recitation.” (p. 765). That proves that in this new country with a remarkable cultural distance 
from her country, she was trying to stick to her identity as a Chinese teacher, which was reflected 
in her performance as a teacher. Finally, she aimed to make sure that ‘everything goes smoothly’, 
which is driven by an idea rooted in her heritage culture. My case differs from Wenying’s in terms 
of the relative cultural proximity of my homeland and host country. Now, the time is ripe to have 
a short description of the country where my professional identity is tracked, and how Turkey can 
be valuable to me. 

Turkey 
Turkey is the land of beautiful seas and beaches, heaven for clothes lovers, and a perfect 

destination for lax Muslims. Once in Turkey, visitors can savor every mouthful of the delicious 
kebabs and have great moments over sips of traditional drinks. Turkey is a kinescope of 
architectural feats reminiscent of shahs and their luxury. A trip around Turkey is a raree-show of 
the first human settlements on earth, Byzantine civilization, and Ottoman architecture. As an 
Iranian, one can enjoy entering the country without any visa restrictions. While many countries 
subsumed under Western block impose entry restrictions for Iranians, thanks to two old friends 
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and leaders of the countries, Ataturk and Reza Shah, Turkey has remained visa-free for Iranians. 
The country has recently been a haven for English teachers from Iran. I could not find access to 
the exact number of English teachers from Iran in Turkey, since almost all of them work in private 
schools and language institutes, but my observation shows a high number of them. Yearlong 
contracts with accessibility to the best publication companies along with a comparatively high 
number of English medium schools and universities in Turkey have opened the floodgate for many 
English teachers from Iran. These factors are enough to convince any English teacher from Iran 
that life in Turkey can be profitable and joyful. 

After three years of living in Turkey, I have decided to have a reflection on the first two years 
of my work as a teacher of English at a private school to track my identity reconstruction. It can 
be tracked since identity emerges from the lived experience, past practice, beliefs, and one’s own 
feelings as well as those who have observed them (Barkhuizen & Mendieta, 2000). I am going to 
recount the contributory role of macro-sociological and ideological context, institutional and 
community context, more immediate factors as well as my personal identity (Barkhuizen & 
Mendieta, 2000). These factors are going to be my signposts to direct my narration, but I might 
deviate from them if needed. Before narrating the account, some points on the way the study was 
done should be clarified in the next section. 
2. METHODOLOGY 

Since the present study is a reflective practice of the researcher, it falls under the category of 
autoethnographic studies. There has been an increase in autoethnography research in applied 
linguistics over the past decade exploring areas, such as language learning, language teaching, 
teacher education, language counseling, and immigration, to name a few (Keles, 2022). 
Autoethnographic research is a reflective practice where ethnographic methods are used to 
interpret data from one’s autobiography in relation to the culture where the main intention is 
understanding the self-linked to the culture (Chang, 2008). With varying degrees of emphasis on 
the research process (graphy), culture (ethnos), or self (auto) (Reed-Danahay, 1997), this type of 
research is carried out under five types of methods of inquiry. For the sake of penning my 
reflections, I benefit from reflexive or narrative ethnographies. This type of ethnographic inquiry 
has culture as the main foci of attention, bases the data collection on the author’s reflective practice, 
and gains data from self and interactions (Ellis, 2008). SAGE Encyclopedia of qualitative research 
(2008) lists some features of autoethnography research as the following: It’s usually in the first 
person and the focus is on a single case and the journey rather than the destination; the convention 
of writing is more similar to literary writing and is written in episodic form; the reader feels as a 
‘co-participant’ in the dialogue; it includes emotional and bodily details; and the story is to be told 
and retold rather than theorized and settled. What gains importance in such a type of research is 
the importance of reflection, which is an essential component of self and sheds light on the 
recognition of self as an essential component of identity (Antonek et al., 1997). The self-narrative 
nature of this type of inquiry can be emancipatory for me to break out of the usual frames of 
qualitative research and take advantage of any literary genre to impart the message. 

Data Collection 
Like most autoethnographic research, my study uses personal narratives based on memory work 

as the main data collection tool (see Keles, 2022). As far as interpersonal communication as a data 
collection tool is concerned, I can reach out to my old colleagues for their assistance. From the 
team of six English teachers, three Turkish and three Iranian teachers, just one still teaches in that 
school. But we still see each other, so it is not hard to find them and share old memories. Moreover, 
textual data accompany me through this journey, since I have been keeping a memoir of my 
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important life events since July 2017. In addition, social media posts and online conversations 
(Keles, 2022) can come to the assistance of my evocative practice. The curiosity of my friends and 
acquaintances at the beginning of my time in Turkey made me actively share my experience with 
them mostly through private chats. Thanks to the high-tech world, that data can be retrieved and 
used here. In addition, my letter of intent, sent to my current university as a requirement for the 
application, contains valuable data too. It is because this letter is supposed to convince the 
university why I am going to study there, and I have used my teaching experience as some of the 
reasons for my decision. Finally, due to the COVID-19 pandemic, our school went fully online for 
a rather long time. This made us use an intermediary interface to run our classes via ZOOM and 
WhatsApp applications. I had to save my ZOOM board for a while to use them again in classes 
where I had to teach the same content. WhatsApp, which was mostly used for communication 
purposes, has a backup function, which can provide rich data about our communications with the 
boss, supervisor, colleagues, and students.  

I initially formed a chronological outline of my life in Turkey and most specifically of that 
period of work at the school. My diary was greatly helpful in the reflective work. Afterward, I tried 
to benefit from the sources mentioned above and fill in the story with more details. The first version 
was a complete life story with events not related to the purpose of this autoethnography. In the 
final stage, I tried to have a thorough edit of the work and just include events related to the purpose 
of the study. At some points, I had to seek the advice of my former colleagues to help me remember 
some events. In particular, they provided valuable assistance in retrieving the stories related to the 
main role players like the boss and how he used to behave towards us.  

My Language-Learning Background  
I became an English teacher because I just loved English in high school, and I became more 

enthused with it when I did my Bachelor’s in English literature and a Master’s in English language 
teaching. After a year of teaching at a private school, I started teaching English as a serious job at 
a language school in Tehran. My life in Tehran was characterized by long hours of work (about 50 
hours a week), and long hours of socializing with friends. Tehran’s time had a great influence on 
both my personal and professional life. Personal influence since it changed me from an overly 
introverted person with a limited worldview to a more extroverted character with an experience of 
meeting many local and international people. My activities on Couchsurfing.com opened the doors 
of my house to many world travelers from various countries who would stay in my place and 
would share their great stories about their travels around the world. These intercultural experiences 
broke down the visa and the financial barriers of going to other countries since I had the privilege 
of having many people from around the world in my tiny apartment. As a novice teacher at work, 
I focused on implementing as much knowledge of my master’s studies as possible in the class. 
That was not perfectly possible because a main textbook and two others along with a lack of time 
for a preparation made me just follow the syllabus to be rated as a good teacher. Overall, teaching 
in Tehran was a great experience as it both helped me build up my expertise through intensive 
teaching and gave me the chance of attending quite a number of related workshops. After a while, 
going abroad became a fashion among colleagues and friends, and the fact that we all knew English 
very well added fuel to the burning desire. Motivated by the fad for flying away, I started thinking 
about Turkey and ended up working in a private K-12 school. Life in that school presents most of 
the stories in the current research. 
3. MY STORY 

I started work at the private school on August 19, 2019. The first day at work started with a 
brief meeting with members of the English department. The nice informal chat over a small 
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breakfast at a café reminded me of what I had heard about many city residents in Turkey: Having 
a small breakfast during weekdays and a big one on weekends is something common. We gave a 
brief background about ourselves, and then the topic changed to become entirely about our future 
boss. 

Our Boss  
We were told that the principal of the school had been a teacher of Turkish literature before; 

that he had a fallout with his business partner and then opened his own school. Emphatically, they 
told us that he is too serious when it comes to working. As we were speaking in English, the word 
‘serious’ could have been deciphered in different ways. We later realized that the boss (owner and 
principal) loves to have everything under control, to comment on educational issues though his 
expertise is only in the Turkish language, and to behave in a way so that people get petrified. Even 
worse, he shouts his head off when flying into a fit of rage. Even teachers cannot be released from 
his rage. To this, excessive disciplinary actions can be added. He is too sensitive about cleanliness 
to the point of calling students to go back and set their chairs properly after their lunch, having an 
urgent meeting with the whole school due to some rubbish on the ground, and making 11-year-
olds stand still for long hours for being noisy in class, to name a few. Surprisingly enough, there 
are many students who passionately love the principal and talk proudly about his way of 
management. For some, he is a hero, and for others, he is a caring father, a kind guardian, though 
an angry one. Some students had left the previous school just to have him as their principal. That 
was something I needed to digest. How can one gain a charismatic status while being so strict? Of 
course, he was a good public speaker and could paint a vivid picture of students’ future. He could 
motivate them to work hard and bear any difficulty. That could have given him a charismatic 
stance among his fans, of course, there were some students and teachers who despised him. We 
bore witness to his harsh behavior when his strict rules were violated. He would even lecture us 
on how to teach, though his knowledge of English was almost nothing. We observed his belief in 
a unidirectional hierarchy of management which is always a top-down approach. I was even more 
mesmerized when in the teachers’ meeting he alternated between many roles of being a preacher 
at a time, then a Mr. know-it-all, and then the judge and the jury. With the help of translations, I 
realized that a series of idea exchanges happen between the boss and the teachers about students, 
textbooks, syllabi, and anything related to education. However, when the topic of the talk switches 
to non-educational matters, the boss becomes the sole speaker and the passivity of the audience 
goes up. Apparently, there still exists the preaching tradition. 

Starting Teaching  
The first week was set aside for familiarizing new teachers with how things work in the school. 

The orientation program included meetings about the course book, general information about the 
status of the students, materials, and paper marking. On the first day of teaching, I stepped into the 
class and experienced something different from what I had in Iran. The students did not get up 
upon the teacher's entering the class. Of course, I saw it as a cultural difference and tried to get 
used to that. The first session was a warm-up event mostly spent on greeting and getting to know 
each other. Since it was their first time meeting a foreign teacher, students mostly inquired about 
my reason for choosing Turkey. The chat went on talking about nice things I had found in the 
country, and how food, economic situation, levels of English, and life is different in my country. 
One of the nicest topics I enjoyed was talking about food and football, and students expected 
everyone, even the teacher, to have a favorite. Not having a favorite of either, I was just happy to 
go for one, and then observe the grimace on the face of students who either showed approval or 
disapproval of my taste. 
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When starting teaching, I initially realized that the students were not much different from my 
students in Iran in terms of class participation, type of questions, and their habit of homework 
completion. The joy of having such perfect students was soon gone and the novelty of the new 
foreign teacher wore off when I realized my questions would be left unanswered if I just addressed 
the whole class. Voluntary participation would not happen as frequently as I expected which was 
derived from my experience in my country. Once a student meddled in to educate me about that 
by saying: “teacher! you have to pick someone to answer your question.”  A question for the whole 
class would not signify a question in need of an answer. After a while, I could not even hear all 
the students uttering a reply to the morning greeting. I thought I was not popular among them and 
consulted with our supervisor about this issue. She asked me further questions to find out that it 
was just different from what I expected. I had to bear with it. After teaching for about three months, 
I could see more differences. To remember how my classes went over those months, I sifted 
through the materials I had prepared at the time, and talked to some of my colleagues, and here is 
the result of my reflection about the way Turkish students learn English. 

Learning Differences  
We observed that for Turkish students, explicit grammar teaching seems both tiring and 

ineffective. Despite their willingness to know about the structures as it is reported by Sari et al. 
(2017), they have developed the habit of learning them inductively. The examples used to teach 
grammar had to be derived from an activity they had just done, or examples that pertained well to 
the real-life situation. For Turkish English learners, learning happens much better if the real-life 
relevance is explained. That was a major finding enabling me to lessen the degree of rule-based 
explanation in my grammar teaching. However, that could be just attributed to that school only, 
since the issue of what Turkish students favor in terms of explicit or implicit ways of teaching is 
yet to be discovered (Sari et al., 2017). More about grammar is the matter of teaching passive voice 
structures. For my students, the passive voice seemed an exotic tense, so they struggled to grasp 
the real logic behind this tense and then use it appropriately. Familiarizing students with the 
existence of the passive in most languages including their native language was a great help, though 
the issue was not completely resolved. There should be more studies about the best way for Turkish 
students to learn the passive voice, and why there is a major problem in learning it. The other 
teaching issue was the unpopularity of repetition. In Iran, repetition still plays a role in learning, 
especially in the case of low-level or young learners. In an English class in Iran, when the word 
‘repeat’ is heard, the class automatically turns into a chorus group and starts repeating after the 
teacher. I have my doubts about whether in theory repetition is viewed as a legitimate way of 
teaching, but I have seen its efficiency in practice, so I would see no reason not to implement it. 
Besides, I have found repetition as a way to attract the distracted attention of the students to the 
lesson. However, after immigration, I needed to develop a new understanding that students are not 
familiar with repetition, and will only repeat once only when they are briefed about it. As far as 
pronunciation is concerned, I cannot complain about the pronunciation and intelligibility of the 
English spoken by Turks. There were just a few long-held ingrained pronunciation mistakes, which 
I tried to eliminate, but did not gain much success. In some words, /s/ is always /z/ (e.g basic) or 
/e/ sound is /æ/ (when, then), or build is pronounced as it is written /u/ not /i:/. My attempts mostly 
through hard-earned repetition were not effective since they had become accustomed to 
pronouncing these in such ways. Then I thought this is what World Englishes means, which does 
not require setting English spoken in core (Kachru, 1985) as the standard norm. Then the next 
challenge, however, was to set a limit for the mistakes. For example, when ‘do an effort’ is a 
recurring mistake, should I correct it or just see it as Turkish English? 
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I found the textbook plays a central role in students’ level placement, term duration, and final 
assessment. Extra material development was also based on this centrality, which would regulate 
the attention paid to each teaching point. My use of repetition was limited by this central role and 
the benefit of using students’ mother tongue could not be backed up by the textbook. In the meeting 
with the supervisor, she did not seem to be a fan of these strategies since the textbook does not 
support them. However, my foreignness was a great pretext to benefit from translanguaging. If the 
meaning of a word were difficult to understand, for example, I would ask for a translation in 
Turkish. Sometimes an argument would ensue since an exact translation could not be found. I think 
I used my status as a foreign teacher well to have a critical look at some points. 

A Critical Incident  
By the end of roughly the sixth month of my life in Turkey, news of Coronavirus had dominated 

most news headlines. Since Iran was among the first countries to have reported cases infected with 
the virus, our status at the school was partly smeared. My other two Iranian colleagues and I 
experienced mild racism. I can remember one of my Turkish colleagues jokingly covering his 
mouth pretending he was cautious of being infected. In other cases, my Iranian colleague would 
say that students were whispering ‘Corona is coming’ in Turkish when she was to enter the 
classroom. The situation was followed by numerous questions asking why Iran is being hit so hard 
and what we were going to do about it. This was short-lived and we did not have to shoulder the 
responsibility of the pandemic anymore when Turkey reported the first case a few weeks later, and 
fortunately, the patient had not carried it in from Iran. The subsequent news of the status of the 
pandemic in Turkey made the two countries similar in terms of the number of infected patients, 
which means if the virus is culturally sensitive, we are similar in that. With online education and 
the fear of the pandemic, the horrible days dragged along. As for the students, lack of socialization 
and fearsome situations blurring the outlook had made even the liveliest and the most energetic 
students into spiritless individuals. 

The way the Coronavirus was managed by the government can be said to be adopting a middle-
ground policy— letting the wheels of the economy continue turning while closing schools and 
other public places. However, the way the virus crisis was reacted among people was different 
from that in my country. In Ankara, people seemed to be warier of the dangers of the virus by more 
carefully observing quarantine and distancing rules than what I had been informed of the behavior 
of people in Iran. This behavior can be proof of Turkey’s high level of uncertainty avoidance 
(Hofstede et al., 2010). People in such societies are afraid of ambiguous situations and love to have 
everything structured to avoid any vagueness. The reports of numerous rules about quarantine and 
frequent changes in these rules can be signs of the existence of high levels of this index in Turkey, 
or at least in the city I was residing.  

Frequent Changes  
The fact that those living in high ambiguous tolerant societies love everything to be structured 

is confounded when I think about our daily school schedule. In our school, the influence of the 
pandemic had our teaching schedule change daily. At some points, we did not know what we were 
supposed to teach a few minutes before the start of the class. The boss would create the next day’s 
schedule the night before and would change it on his own. We went through days when the 
schedule was announced just five minutes before the class and informed us of the plan of the day 
for the next 3 or 4 hours only. Of course, no one had to voice their disagreement since the boss 
had full authority over the schedule. Over the passage of time, students were raising their 
disagreement about such unplanned manners, but of course, all they could do was to keep their 
parents informed about that. However, in our school, parent-teacher meetings did not exist, and 
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parents would only visit the boss from time to time. Not quite frequently, some select teachers on 
behalf of all teachers would have a meeting with parents. These meetings were only limited to 
disciplinary problems, the general progress of the child, and the financial situation of the school, 
nothing deeply educational though. 

New Identities  
Some abilities that I developed in the school over the two years of working there were to expand 

my roles beyond teaching only. In Iran, I was only a teacher who would be provided with all the 
extra materials needed to supplement the book. I was not responsible for preparing any tests and 
just had the responsibility of marking the papers. In this new job, however, I was also a material 
developer. We were instructed to prepare materials, have them photocopied, and give them to 
students as extra homework or class activity hand-outs. The task was extremely difficult 
considering our weekly hours of teaching. Because of having many classes in a week, it was 
exhausting to find something on the net or a book, review it based on the level and interest of the 
students, and then have students complete it. Every day I would go to class with lots of papers in 
my hand which were mostly the source of stress for the students. Being prepared with haste, the 
materials were of low-quality graphic design, contained untaught points, and sometimes had vague 
instructions. Having some busy teachers think about the topic covered, while the time could have 
been spent on relaxation or the next lesson’s preparation, and then preparing their own materials 
could not have created better results. A reshape in my professional identity was to bear the fact 
that the teacher should also be a professional material developer, which I adopted unwillingly but 
felt I would have enjoyed more if I had not been forced to do it under some hectic conditions.  

Another issue that is attributed to the whole education system in Turkey, not just my previous 
school is the high number of timed English proficiency tests (Yuksekogretim Kurulu, YOK). 
Besides some well-known proficiency tests as requirements for taking a job or finding a way to 
the university, some exams only approved by a university or a school make the number even 
higher. The result has been the emergence of exam-oriented educational systems with more tests 
for critical grades (8 and 11) since they need to be prepared for the high school or university 
entrance exams. Since English does not carry many points in these tests, the motivation of the 
students to excel in English goes down, which affects their class participation and homework 
behavior. As an English teacher, I had to take this new role as a test savvy to gain knowledge about 
tests, find out about the related testing strategies, and orient my performance in class toward a 
specific target test. 

Unexpected Ending  
My second year was nearing the end when I was unexpectedly called into the office of my 

boss’s assistant just to be informed that my time at the school had ended. I was fired. The news 
came as a complete shock. Obviously, I demanded a reason but received nothing as an explanation. 
I insisted on getting a reason for their decision so as not to repeat the same mistake in the future. 
The assistant told me the boss is not in town and once he is back, he will have a meeting with you 
and two other fired English teachers to talk about details. That meeting was never held. I perused 
the incident and came up with many different scenarios. The only thing which could give me some 
solace was that I might have done something which had been seen as a mistake in the eyes of the 
people at school. They even canceled my work permit without notifying me, which created serious 
problems since I stayed in the country illegally for a few days. My stay in Turkey was at stake as 
well as my mental and emotional health. Besides being fully flabbergasted, I would have felt 
heartbroken, disappointed, and angered if I had not discovered the main reason behind this action. 
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Unfounded rumors were circulating about my dismissal, but I was never explicitly and officially 
informed of the reason for this one-sided decision. 

4. DISCUSSION 
Thinking back through time, despite some challenges and the unfair termination of my contract, 

I cannot deny the delight of the nice moments I had in school when I would gain some knowledge 
about a certain cultural matter. The purpose of this section is to recount the reconstruction of my 
professional identity affected by the novelty of the situation. 

I had to come to terms with the fact that in the school meetings, a long monologue by the boss 
and almost complete silence of the teachers should not be surprising even when the boss asks for 
comments. However, the informal talk after the meeting with the boss gives the teachers a great 
opportunity to just bare their souls and talk about whatever they want. The principal’s popularity 
in spite of his army-like method should be justified by referring to Hofstede et al.’s (2010) Power 
Distance Index in which Turkey has a relatively high status. In these societies, people of higher 
rank believe in their being in the possession of an unlimited degree of power, and those of lower 
ranks are expected to pay full obedience. Here, the direct confrontation at a meeting can be seen 
as undermining the power of the boss, thus a better option would be an off-meeting chat. The 
purpose of meetings in such contexts is what Hofstede et al. (2010) see as an opportunity for 
colleagues to socialize and for bosses to show their assertions. However, this power distance is not 
seen in the classroom, as I expected the students to stand up when I would enter the class. I had to 
change my expectation and attribute this presupposition to the education I received in my country. 
From the very first grade, we were demanded to stand up and chant some slogans in support of our 
religion and important figures. We saw it as a sign of respect and continued doing it throughout 
our years of schooling. Even at university, the habit stayed with us and just the chanting was not 
performed. Since Turkish and Iranian cultures do not differ significantly in terms of the Power 
Distance Index (Hofstede et al., 2010), the difference should be more related to rituals formed over 
the years rather than culture in the sense of emanating from values. 

As far as respecting quarantine rules and differences between Iranians and Turks are concerned, 
sociocultural differences between the two cultures drawn from (Hofstede et al., 2010) can explain 
this difference. Under the index of uncertainty avoidance societies differ from each other in terms 
of their response to events that are not fully known to the people.  It is “the extent to which the 
members of a culture feel threatened by ambiguous and unknown situations’’ (Hofstede et al., 
2010, p. 191). Turkey’s uncertainty avoidance index is 85 while Iran’s is 59 meaning Iranians can 
be more tolerant when it comes to ambiguity. Since predictions of the post-pandemic world were 
not possible, we can say it was an extremely uncertain situation. That could explain the over-
cautiousness of some people about their health issues. 

Changes in my professional identity in the new context included reconsidering my teaching to 
suit the preference of students. Be it cultural or not, embedding grammar in a real-life situation 
was the main educational orientation that I was happy to notice and did my best to perform. 
Gaining the status of being a non-native opened my eyes to the fact that a person’s mother tongue 
can be an asset in a foreign language class. That was a major educational tool in my classes and 
that could have been experienced differently if I wanted to teach students with the same mother 
tongue as mine. In addition, my awareness of the World Englishes phenomenon made me assured 
that some common minor mistakes can be ignored and intelligibility should be the determining 
factor. I experienced a new type of management, which tends to make everything unpredictable. 
Preparing myself for a lack of planning and abrupt decisions was something that I had to add to 
the repertoire of norms in the school. Adopting the role of material and test designer was another 
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major reconstruction of my identity, something which was not accomplished perfectly at the 
school, but made me more aware of my desire in preparing materials. 

I also discovered that I am not an obedient person as I had always thought, because at some 
points I thought I could make a better decision than what was imposed on me. Affected by the 
boss’s hegemonic behavior, I believed that there should be opposing views everywhere to benefit 
from variety. Unanimous agreement on a topic achieved by the boss’s attitude can never result in 
any type of progression at an educational institute. More importantly, there was cultural variety in 
our school which could have been harnessed well. Grouping around primary identities in the 
postmodern era results in an identity crisis (Dervin, 2012), and the ability to benefit from the 
available complexity is a better solution than reducing it. The experience of three teachers gained 
from other cultures could have been a great help had our boss acted more democratically. Finally, 
my professional identity was affected by potential cultural misunderstandings. I suppose the 
decision to end my employment at the school could have been colored by something related to 
culture; something which always can play a role when it comes to having the status of foreignness. 

Aside from work-related issues, I cannot claim success in establishing a new identity including 
my values, norms, rituals, and practices (Hofstede et al., 2010), things defining culture, and those 
of the host country. I was open to experiencing new horizons in Turkey and was determined to 
find my way among locals, but I have not been successful in getting fully integrated into Turkish 
culture. I identify myself as an Iranian, though I have come to the understanding that being fully 
Iranian cannot bring success at work. But once I leave the workplace, I feel more comfortable 
when I am in the Iranian community. Cultural differences are always beautiful and are the source 
of variety in our lives, but cross-cultural issues cannot be assumed as a combination of these 
beauties, but sometimes, alas, a clash of such beauties. In the present world, with an influx of 
immigrants and travelers going around the globe, the matter of cultural clash is still an unresolved 
issue. 

5. CONCLUSION 
I have tried to narrate my two-year life as a non-native teacher of English at a private school in 

Turkey. I have gone through identity reconstructions that made me more aware of the new 
environment in terms of educational matters, and more knowledgeable about myself as an 
immigrant. The new rise in immigration has caused an increase in the number of foreign language 
teachers. Their autoethnographic account can greatly help those who might be willing to follow in 
their footsteps. Their stories as someone who has lived the experience, and narrated it as the person 
in charge of teaching as well as research can be a valuable contribution to the scholarly work.  For 
me, this reflective work helped a lot in analyzing the changes I have gone through to see whether 
I am still the same teacher I used to be or have been affected by the demands of the job. Narrating 
one’s life story through narration either for personal use or research purposes can help one practice 
reflective teaching.  

I do not know whether I should call myself lucky or not to have started work in a school that 
for the most part did not follow mainstream education in Turkey. My experience was exceptional 
here because the rules, regulations, and authorities at the school made me encounter even more 
cultural shock. After three years of working in Turkey’s educational institutions, I still see people 
shocked when I talk about my previous workplace. That shows that the case I narrated here, 
especially about poor planning, harsh behavior of the principal, long study hours for the students, 
and my mysterious sack cannot be attributed to other schools in Turkey. 
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Abstract 
The studies on L2 argumentative writing have surveyed different dimensions 
of learners’ argumentative behavior and performance. However, less 
attention has been given to the strategies and techniques enhancing students’ 
argumentative repertoire. As such, the current study, which the design was 
repeated measures ANOVA, taking a pedagogy-based perspective, examined 
the argumentative writing behavior, introduced by Toulmin as Toulmin’s 
model, of 30 Iranian IELTS candidates before, during and after the instruction 
in both English and Persian languages. The sample questions were of the 
previous IELTS Writing part 2 essays from a real test by Cambridge 
University Press, chosen by 3 IELTS instructors in the Institute to meet the 
research objectives. To this end, 180 IELTS Task 2 argumentative essays 
were written by 30 volunteers, each having to write 6 essays with at least 250 
words (Persian and English). As for the stu-dents’ English and Persian 
argumentative writing performance, the results indi-cated that there were 
significant differences between the EFL learners’ overall means on 
argumentative tests in both languages. The results demonstrate that a sound 
pedagogy in argumentation can both influence the use of argumenta-tion 
elements in both English and Persian written texts. The pedagogical impli-
cations for writing instruction and argumentative writing are discussed. 

Keywords 
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Argumentative 
writing, IELTS 
writing, The Toulmin 
model, Writing 
performance 

1. INTRODUCTION 
Argumentation has an extended history in the scientific fields (Aristotle, 1991; Toulmin, 1958; 

Wilder, 2005) and a shorter one can be found in cognitive psychology (Britt et al. 2007; Britt & 
Larson, 2003; Larson et al., 2009; Voss et al., 1993; Wiley & Voss, 1999). The term ‘argument’ 
is used in a number of ways in educational contexts, which flows in a continuum from the 
philosophical construct (Toulmin, 1958, 2003) to varied writing practices (Mitchell et al., 2008). 
For example, Toulmin’s (1958) model of argumentation and its variations considered arguments 
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as claims supported by data and they were connected by warrants, such as broad universal 
statements authorizing the link between claim and data.  

As highlighted in the literature, producing sound argumentative writing is challenging and, at 
times, demanding. This is notable for EFL learners who might have numerous problems producing 
academic arguments in their required English essays. Such inadequacy in producing solid 
argument accounts might be attributable to various factors such as lack of preparation, explicit 
pedagogy, and L1-L2 interference (see Abdollahzadeh et al. 2017). Besides these challenges, some 
of the studies have addressed the nature of argumentative writing and its complicated nature. For 
example, students may then confirm that in producing claims, they basically need to summarize 
their claims to achieve the objective of convincing audiences without providing supporting 
evidence or changing their own or others’ standpoints on an issue. To view it in another 
perspective, the ability to identify the underlying argument, and its claims, warrants, and evidence 
in writing, is a critical skill for academic success (Abdollahzadeh, et al. 2017; Graff, 2008; 
Hillocks, 2011; Kuhn, 2008). Additionally, Wiley and Voss (1999) proposed that producing 
written arguments helps individuals combine and deepen the comprehension of texts. One of the 
key and complicated elements of argumentative writing is the ability of the students and learners 
to produce counterarguments to know the opposing view point of the writer and how they can 
develop such cases and support them. Counterarguments are significant for two reasons: First, 
according to O’Keefe’s (1999) meta-analysis results, texts considered and rebutted 
counterarguments were more persuasive than texts that did not. Second, many models of good 
thinking involve the ability to reflect and evaluate alternative perspectives (Baron, 2000; Scriven, 
1976). However, the related studies highlighted students’ inability to produce counterarguments 
and rebuttals in their argumentative tasks (Abdollahzadeh et al., 2017). On the other hand, there 
are some empirical studies proving that the key element for this lack of preparation and inadequacy 
is the different rhetorical systems between students’ first language and the second or foreign 
language and the negative transfer they can result (Connor, 1987; Edelsky, 1982; Kaplan, 1966).  

Nevertheless, research has revealed that, with ongoing academic instruction, EFL students are 
able to solve many of the above-mentioned issues (Connor, 2001; Grabe & Kaplan, 1989, 1996; 
Kaplan, 1987, 2001; Wang & Wen, 2002). Providing remedies for this issue is mostly related to 
the contributory role of writing instructors who are in quest for suitable teaching methodologies to 
spread appropriate materials and appropriate required course books to develop the EFL students’ 
writing techniques and their argumentative performance. Although teachers may emphasize the 
importance of argumentative writing, a key element to obtaining academic knowledge, they are 
often cautious of introducing what may evolve into conflict and combative debate (Johnson & 
Johnson, 2009).  Hasani (2016) stated that there are some students who are required to be instructed 
explicitly and to move towards contextual instruction. “…we need to construct and improve upon 
teaching strategies which takes care of student with difficulties, especially students who have low 
critical thinking ability” (p. 5). 

By the expansion of international relations of Iran in all domains of life, which determined the 
social order for the training of a new type of specialist communication, an active role must take 
place in various forms of written communication affairs. The new formation, which is an active 
intermediator of intercultural communication, should be able to make public speech and writing 
effectively. Consequently, with the significant role of dialogue systems of international 
communication, the intermediator should possess the presentation skills of public argumentative 
speech in circumstances of intercultural professional interaction. In the scientific field, the notion 
of “presentation competence” was revealed, which is reflected as a fundamental factor of 
intercultural communicative competence. The efficiency of public speech, employed on the basis 
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of presentation competence, is principally determined by the ability to argue one’s speech 
(Nurhayati, 2018). This is also generalizable to producing sound written argumentation to make 
communication as effective as possible. Though, there are still very few studies in this field that 
are in the quest of the impact of teachers’ professional development focusing on argumentation, 
especially in the area of pre-service and in-service teacher training programs. Likewise, the effect 
of teaching argumentative writing on students’ performance in L1 is scarce given the nature of 
language transfer and its related issues in L2 writing, notably in argumentative writing courses 
(see Abdollahzadeh et al. 2017). 

In this study, we initially describe whether argumentation instruction has any effects on 
boosting students’ performance from pre-test to post-test. In the IELTS course books, the notion 
of argumentation has been implicitly taught whereas the aim of the researchers is to change this 
implicit instruction to explicit. In search of investigating the most appropriate instruction, Yeh 
(1998) disputed the usefulness of explicit over implicit teaching methods and found that the former 
gave better results in terms of student writing development than the latter. A study organized by 
Horowitz (1986) specified expressively better performance by a group that was given reading and 
writing instruction with text-structure patterns than a group that received only reading instruction. 
Leitão’s (2003) study on how children aged 8-12 and college students in their first year were taught 
to write arguments through an argumentative sequence of introduction, viewpoint, supporting 
element, counterargument and reply (I, V, S, C, R) further showed how the students through 
explicit instruction could detect and integrate counterarguments and found difficult and 
undervalued elements into their texts. Although these studies have highlighted the centrality of L2 
argumentative writing, they did not provide the effect of teaching explicit argumentative writing 
under the banner of the modified Toulmin model developed and practiced by Qin and Karabacak 
(2010) on students’ English and Persian argumentative performance. 
2. LITERATURE REVIEW 

Second and foreign language writing have advanced increasingly in the recent years, and it is 
the strategies used by writers which have been one of the most influential factors in the process 
and product of writing. One of the pioneers who worked on ESL writing strategies was Arndt 
(1987), who proposed eight categories of “planning, global planning, rehearsing, repeating, 
rereading questioning, revising, and editing” and coded the strategies that the students applied in 
their writing (as cited in Mu, 2005, p. 6). In many cases, critical thinking and argumentation are 
often interchangeably used in educational research settings, which the former is regarded as a 
dispassionate analysis of arguments, including some general skills such as questioning, empathy, 
and critical detachment, that have straightforwardly been developed by engaging in argumentative 
discourse (Walton, 1989). Likewise, argumentative writing becomes more “critical” when the 
following reasoning skills are apparent: the construction of valid arguments, counter-arguments, 
and the relevant use of evidence. In the research done on Japanese ESL students’ writing strategies, 
Sasaki (2000) introduced eight major categories of “planning, retrieving, generating ideas, 
verbalizing, translating, rereading, evaluating, and others.” Cognitive strategies contribute to the 
employment of metacognitive strategies, which help learners in adapting to their suitable learning 
process. Metacognitive strategies comprise planning, evaluation, and monitoring, and cognitive 
strategies comprise clarification, retrieval, resourcing, deferral, avoidance, and verification 
(Rashtchi et al., 2019). 

To look at it from a cognitive development point of view, argumentative skills are normally 
available from a very young age, but are only being mastered after being explicitly and consciously 
practiced mostly in educational settings (Kuhn & Udell, 2003). Felton (2004) categorized a human 
argumentative life-cycle to: three-year-old children who understand and generate the most 
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important components of an argument; the early school years when children are also able to 
produce counterarguments or even more complex justifications; finally, adolescents can 
impulsively implement oral argumentative strategies of persuading purposes. He concluded, 
research has proven that it is merely through engagement with argumentative practice that 
argument skills get manifested during adolescence, either in oral or written discourse. 

 Regrettably, most educational programs globally do not provide lively courses in 
argumentation, as in some cases it may not seem necessary to teach this skill individually (Zohar, 
2007). To put it in a nutshell, argumentation skills among grown-ups are often described as weak 
and the most effective stage to learn is during school period (Goldstein et al., 2009). Moving on to 
the university level, there are not many studies being worked on this issue, and even less 
interferences have been focusing on the promotion of argumentation skills in higher education. 
Argumentation skills at undergraduate and post-graduate levels are usually limited to critical 
thinking courses in namely extracurricular programs and not as main courses to be taught (Rowe 
et al., 2006).  

Graff et al. (2014) explained that, “academic writing is a means for entering a conversation” (p. 
xiii) and, consequently, its goal is to “make sophisticated rhetorical moves” (p.3). Which means 
that when we write an academic paper, we intend to write for “others”, and within a community 
of “others” (Hoey & Winter, 1983); which means that academic writing must be persuasive, not 
only for a professor or a supervisor, but also for other scholars reading the work. Such books focus 
on the mechanisms of linguistic dimension in writing for academic addressees, to be more specific 
on how to use academic language and conventions in a more accurate manner. 

The use of argumentative approach in academic writing has to be linked to argumentative 
reasoning, and the notion has to be applied in a more practical way. Toulmin proposed a tool for 
an argumentative structure (1958) and it was named as Toulmin’s Argument Pattern (TAP), which 
he mentioned an argument could be represented as pattern of: a Claim, Data, a Warrant connecting 
claim and data, and Backings substantiating the warrants. Govier (2013) defined an argument as 
“a set of claims in which one or more of them –the premises – are put forward so as to offer reasons 
for another claim, the conclusion” (p. 1). According to TAP, those premises include data (facts on 
which a conclusion is based), and warrants, (rules of inference linking the data to the claim). In 
deductive logic, which is the validity of an argument judged from the validity of the premises used 
to lead to the conclusion: if the data and warrants are true, then the conclusion is true too. 
Nonetheless, this is not true for the great majority of arguments used in everyday and academic 
sets. Another type of logic, which is known as defeasible logic, appeals for a more complex criteria 
of validity, and also draws importance on the additional evidence used to support the premises of 
the argument (backing).  

To talk about the L2 academic settings, quite a few studies have shown that Toulmin’s model 
can be used as an empirical tool to teach argumentative writing in both L1 and L2 settings. Yeh 
(1998) examined the effect of two types of instruction on the argumentative writing abilities of 
116 American students who were in the 7th grade. The two types of instruction were first, explicit 
instruction in Toulmin’s model combined with concept-mapping activities and second, concept-
mapping activities only. The above-mentioned research showed better effectiveness for the former 
type of instruction in grasping argument knowledge and strategies. Varghese and Abraham (1998) 
studied a group of undergraduate students in a university in Singapore provided students with 
explicit instruction in the Toulmin model; therefore, students produced more explicit claims and 
were aware of views from both sides as well. The researches were arranged in L1 and L2, often 
focused on L2 writing only (Plakans & Gebril, 2013; Weigle & Parker, 2012), or compared a group 
of L1 writers to a group of L2 writers (Keck, 2006, 2014; Shi, 2004), usually with single tasks. To 
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verify whether argumentation behavior is learner-specific, and thus transferrable between 
languages, a within-writer comparison of L1 and L2 writing across multiple tasks is required. Yang 
and Wang (2017) ascribed the TP patterns deviance to conceptual transfer and tried to explain the 
deviation from the different ways of thinking and drew a distinction between the Chinese and 
English languages. They anticipated that this deviation as the transfer of spatiality of the Chinese 
language had an impact onto the temporality in the English language. Nevertheless, this study 
contained no statistical analysis or empirical data in support of their claims. Bi (2023) in his study, 
explored the L1 transfer of TP patterns in Chinese EFL learners’ argumentative writing and 
reached to three points. First, the tests of two potential effects of L1 transfer delivered substantial 
indication to pinpoint the transfer of the first language in Chinese EFL learners’ use of TP patterns 
in their English writing. Second, the results of comparative statistical analysis displayed that the 
overuse of constant progression patterns is an influence of L1 transfer on Chinese EFL learner’s 
English writing which makes their writing second-rate in quality of American native speakers. To 
consider it linguistically, EFL learners regard L1 transfer as a means to express their meaning in 
their target language. She concluded that “the overuse of constant progression patterns 
demonstrates the transfer of discrete and chunky characteristics from the Chinese language onto 
the English language due to the different preferences for spatiality and temporality held by Chinese 
and English people in their ways of thinking” (p. 368). 

Baker (2009) pointed out four types of argumentative situations in classes, but they depended 
on first, having one or more subjects to discuss; second, having one or more distinct points of view. 
To highlight the point that teachers need to develop their knowledge related to argumentation to 
create argumentative situations in their classroom, some researchers have introduced explicit 
teaching of argumentation in pre-service and in-service science teacher training programs 
(McNeill & Knight, 2013; Simon et al., 2006; Zembal-Saul, 2009). This is because, from this point 
of view, the features of argumentation are emphasized by the teacher educator, the pre-service 
teachers are clarified to be aware of this notion, which can at times boost awareness about using 
argumentation in the context of teaching.  

More precisely, the following questions were probed: 
1. Is there any significant improvement in students’ performance on English argumentative 

performance before and after instruction? 
2. Is there any significant improvement in students’ performance on Persian argumentative 

performance before and after instruction? 
3. METHOD 

The current study employed a descriptive quantitative design to be able to explain the effect of 
explicit argumentative teaching on students’ English and Persian Argumentative performance. 
According to Cresswell (2014), this work is considered quantitative while the following processes 
like the data collection, analysis, and interpretation of data as well as its written results are 
included. Similarly, Johnson (2001) indicated that a study can be mentioned as descriptive when 
its core aim is to give a description to a particular event or phenomenon. This research as well 
applied an experimental design, as it was explained by Cresswell (2014) that when the target of 
the author is to investigate in the result section, whether there is an effect that befalls in the 
intervention applied in the given samples in this case, it is considered as experimental design. 
Therefore, the researchers in this type of design were able to apply intact sampling which is 
exploited in a true experiment study. 



 

FAGHIHI, G. & GHAEMI, F. ISELT – VOL. 2, NO. 1, 2024 

 

73 73 73 How to Enhance EFL Students’ English and Persian Argumentative …  

Participants 
30 male and female Iranian graduate and undergraduate learners of EFL (English as a Foreign 

Language) participated in the study. All of them were English language students in an English 
Institute (Melal Language Institute) in Alborz province, Iran. The candidates were being prepared 
for IELTS examination, which is an International English Language Testing System. The 
volunteers had different language backgrounds, from B1 to C1 (based on CEFR). They all were 
required to be at least in the B1 level to participate in the IELTS course. IELTS is designed in a 
four-semester course when students pass their English Diploma, which is a 12-semester course 
and students are granted a certificate by the institute, and Writing is one of their main skills being 
focused in order for the candidate to get an acceptable Band Score. One of the issues in such 
courses is that argumentation is not explicitly taught as a main point for the second writing section. 
Most of the volunteers were candidates less than 20 as they were all seeking to achieve at least 6.5 
in order to continue their education in a foreign country. The participation policy in this study was 
voluntary, and they were notified about the purpose of the study, and that they could withdraw 
from the study anytime they wished. Consequently, the final participants were 40 as some of them 
did not complete the writing task as requested and some withdrew from the study; therefore, the 
final number was 30, 10 males and 20 females. Due to the Covid-19 pandemic, there were severe 
limitations to face to face classes and the sessions were arranged via Skype.  

Materials and Instruments 
The participants were asked to write three IELTS Task 2 essays based on argumentation in 

English and Persian. To select the appropriate topics, we referred to the online database for IELTS 
Task 2 Sample questions (www.ielts-practice.org) and selected 10 topics to suit the related 
research’s aim. At the end, the researchers chose 3 topics for the volunteers to write both in English 
and Persian. It was also assumed that the participants had adequate background knowledge on the 
issue and were given enough exposure of what writing argumentation is and the general knowledge 
they were supposed to know related to IELTS. The writing task had simple and clear instructions 
on how to do the task along with the stages the students had to respond to. The learners were 
required to develop well-organized arguments explaining and supporting their views, and making 
their position clear on the given topics. Because the whole course was online and the researchers 
were not able to see the volunteers, the prompt questions were given to them online and the sample 
IELTS answer sheet for Writing Task 2 was sent to all students. Some wrote their answers on the 
actual answer sheet and the rest typed them via Word doc. 

Procedures 
A consent letter was prepared and given to the students prior to data collection in the study. All 

the students were briefed individually on the purposes of the study and the data collection 
procedures. A session was set and the students were reassured that all the data would be kept 
confidential and used for research purposes only, and it was guaranteed that they could withdraw 
from the study if they wanted to. All the respondents were given all the materials online due to the 
pandemic and if they needed assistance, they could come to the institute for better clarification, 
according to the protocols of that time. Students had to write 3 sets of IELTS writing questions 
from pre to while and post stage to measure the effect in each process. The students had to write 
the Persian version of each writing after two weeks  in order not to fully remember what they had 
written on the English version. Students had to write a pre-stage writing without any instructions. 
After a week, they had their first instruction session that included an overview of IELTS writing 
Task 2 and the feedbacks for the first writings. The content of the second session was a discussion 
on what argumentation is and specifically in IELTS writing Task 2. The first two components of 

http://www.ielts-practice.org/
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argumentative writing, claim and data, were explained in detail along with examples to clarify the 
use in IELTS. While they were instructed, they had to write their second essay based on what they 
were taught about argumentative writing. During the third session, counterargument claim, 
counterargument data, rebuttal claim and rebuttal data were explained and examples of these 4 
elements were given to the class to know how to apply them. After the three-session instruction 
was over, two weeks passed and the students all wrote their third topic. The number of words had 
to be a minimum of 250 words in maximum 40 minutes. The collected papers were rated by two 
experienced IELTS writing instructors and raters both holistically and analytically according to 
the argumentation scale, the interrater reliability was estimated too. One of the raters was an IELTS 
mock test examiner at one of the well-known IELTS centers in Tehran and the other rater scored 
the papers according to the argumentative writing scales. First, the selected scripts (n = 180) were 
corrected based on the Band descriptors of IELTS, Task Response (TR), Coherence and Cohesion 
(CC), Lexical Resource (LR) and Grammatical Range and Accuracy (GRA). The Band Scores are 
from 0 to 9, all the elements were scored and then the mean was given to each writing. The first 
argumentative writing profile, both English and Persian (cluster 1) showed an increase in score 
from Pre to Post-test, as the researcher reviewed all the IELTS writing tips once again, only the 
English version was scored. The second writing profile was corrected based on the argumentation 
elements. The candidates tended to support their claim(s) and counter-argument claims with either 
data, dismissing rebuttals and maintaining their position after being instructed. The first writing 
they wrote was about all they knew related to their previous knowledge they had. In this stage, the 
number of times each argumentative element was applied had to be analyzed and counted to see 
whether the instruction had any effect on the argumentative use in both languages. 
4. DATA ANALYSIS 

Overview 
The present study was undertaken in order to compare the EFL learners’ performance on writing 

IELTS test, and components of argumentative writing. The statistical technique of Repeated 
Measures ANOVA was run to investigate the data collected through this study. Table 1 shows the 
skewness and kurtosis indices and their ratios over the standard errors. Since the computed ratios 
were within the ranges of ±1.96 (Raykov and Marcoulides, 2008; Coaley, 2014; Field, 2018; and 
Abu-Bader, 2021). The normality was checked and it was concluded that the assumption of 
normality was retained. 

Table 1: Skewness and Kurtosis Indices of Normality 

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

IELTS1 30 .282 .427 0.66 .177 .833 0.21 
IELTS2 30 -.032 .427 -0.07 -.165 .833 -0.20 
IELTS3 30 .397 .427 0.93 -.442 .833 -0.53 
PreEngClaim 30 .134 .427 0.31 -.408 .833 -0.49 
PostEngClaim 30 -.314 .427 -0.74 -.816 .833 -0.98 
DelayedEngClaim 30 -.739 .427 -1.73 .333 .833 0.40 
PrePerClaim 30 .069 .427 0.16 -1.182 .833 -1.42 
PostPerClaim 30 -.498 .427 -1.17 .990 .833 1.19 
DelayedPerClaim 30 -.347 .427 -0.81 -.374 .833 -0.45 
PreEngData 30 .050 .427 0.12 -.350 .833 -0.42 
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N Skewness Kurtosis 
Statistic Statistic Std. Error Ratio Statistic Std. Error Ratio 

PostEngData 30 -.128 .427 -0.30 -1.331 .833 -1.60 
DelayedEngData 30 -.364 .427 -0.85 -1.089 .833 -1.31 
PrePerData 30 .266 .427 0.62 -.469 .833 -0.56 
PostPerData 30 -.689 .427 -1.61 -.241 .833 -0.29 
DelayedPerData 30 -.657 .427 -1.54 .011 .833 0.01 
PreEngCounterClaim 30 .133 .427 0.31 -.967 .833 -1.16 
PostEngCounterClaim 30 -.355 .427 -0.83 1.518 .833 1.82 
DelayedEngCounterClaim 30 -.477 .427 -1.12 -.318 .833 -0.38 
PrePerCounterClaim 30 -.052 .427 -0.12 -.953 .833 -1.14 
PostPerCounterClaim 30 -.947 .427 -2.22 1.903 .833 2.28 
DelayedPerCounterClaim 30 -.337 .427 -0.79 -.267 .833 -0.32 
PreEngCounterData 30 -.411 .427 -0.96 .525 .833 0.63 
PostEngCounterData 30 -.200 .427 -0.47 -1.600 .833 -1.92 
DelayedEngCounterData 30 -.311 .427 -0.73 -1.362 .833 -1.64 
PrePerCounterData 30 .026 .427 0.06 -.170 .833 -0.20 
PostPerCounterData 30 -.261 .427 -0.61 -.374 .833 -0.45 
DelayedPerCounterData 30 -.408 .427 -0.96 -.743 .833 -0.89 
PreEngRebuttalClaim 30 -.076 .427 -0.18 -.653 .833 -0.78 
PostEngRebuttalClaim 30 -.822 .427 -1.93 -.267 .833 -0.32 
DelayedEngRebuttalClaim 30 -.480 .427 -1.12 -1.328 .833 -1.59 
PrePerRebuttalClaim 30 .138 .427 0.32 -.317 .833 -0.38 
PostPerRebuttalClaim 30 -.611 .427 -1.43 -.510 .833 -0.61 
DelayedPerRebuttalClaim 30 -.591 .427 -1.38 -.936 .833 -1.12 
PreEngRebuttalData 30 -.201 .427 -0.47 1.450 .833 1.74 
PostEngRebuttalData 30 -.686 .427 -1.61 -.470 .833 -0.56 
DelayedEngRebuttalData 30 -.796 .427 -1.86 -.327 .833 -0.39 
PrePerRebuttalData 30 .281 .427 0.66 1.083 .833 1.30 
PostPerRebuttalData 30 -.601 .427 -1.41 -.312 .833 -0.37 
DelayedPerRebuttalData 30 -.275 .427 -0.64 -.948 .833 -1.14 
Pre = Pretest, Post = Posttest, Eng = English, and Per = Persian. 

 

Exploring First Research Question 
Is there any significant improvement in students’ performance on English argumentative 

performance before and after instruction? 
Repeated Measures ANOVA was run to compare the EFL learners’ means on pretest, posttest 

and delayed posttest in order to probe the first research question. Table 2 shows the results of the 
Mauchly’s test of sphericity. Repeated Measures ANOVA assumes that the differences between 
any two means enjoy roughly equal variances. The non-significant results of the sphericity test (W 
= .978, p > .05) indicated that the assumption was retained. 
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Table 2: Mauchly's Test of Sphericity Total English Tests 

Within Subjects 
Effect 

Mauchly's 
W 

Approx. Chi-
Square 

df Sig. Epsilon 
Greenhouse-
Geisser 

Huynh-
Feldt 

Lower-
bound 

Total English .978 .611 2 .737 .979 1.000 .500 
 
Table 3 shows the descriptive statistics for the EFL learners on total English argumentative 

tests. The results indicated that the EFL learners had the highest mean on delayed posttest (M = 
124.93, SE = 2.37). This was followed by posttest (M = 121.56, SE = 2.55), and pretest (M = 
77.36, SE = 1.78). 

Table 3: Descriptive Statistics Total English Argumentative Tests 

Emotions Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 

Pretest 77.367 1.783 73.719 81.014 
Posttest 121.567 2.553 116.346 126.788 
Delayed posttest 124.933 2.372 120.083 129.784 

 
 

 

Figure 1: Means on Total English Argumentative Tests 
 

 

Table 4: Multivariate Tests Total English Argumentative Tests 

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

 

Pillai's Trace .973 503.391 2 28 .000 .973 
Wilks' Lambda .027 503.391 2 28 .000 .973 
Hotelling's Trace 35.956 503.391 2 28 .000 .973 
Roy's Largest Root 35.956 503.391 2 28 .000 .973 
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The inferential results (F (2, 28) = 503.39, p < .05, pη2 = .973 representing a large effect size*) 
indicated that there were significant differences between the EFL learners’ overall means on 
English argumentative tests. Therefore, the null hypothesis is rejected. 

Table 5 shows the results of the post-hoc comparison tests. Based on these results, and the 
descriptive statistics shown in Table 3, it can be claimed that; 

A: The EFL learners had a significantly higher mean on delayed posttest (M = 124.93) than 
pretest (M = 77.36) (MD† = 47.56, p < .05). 
B: The EFL learners had a significantly higher mean on posttest (M = 121.56) than pretest 
(M = 77.36) (MD = 44.20, p < .05). 
C: There was not any significant difference between the EFL learners’ mean on delayed 
posttest (M = 124.93) than posttest (M = 121.56) (MD = 3.36, p > .05). 

Table 5: Pairwise Comparisons Total English Argumentative Tests 

(I) Test (J) Test Mean Difference (I-J) Std. Error Sig. 
95% Confidence Interval for Difference 
Lower Bound Upper Bound 

Delayed 
Posttest 

Pretest 47.567* 1.673 .000 44.145 50.989 
Posttest 3.367 1.895 .086 -.510 7.243 

Posttest Pretest 44.200* 1.755 .000 40.610 47.790 
*. The mean difference is significant at the .05 level. 
 

Exploring Second Research Question 
Is there any significant improvement in students’ performance on Persian argumentative 

performance before and after instruction? 
Repeated Measures ANOVA was run to compare the EFL learners’ means on pretest, posttest 

and delayed posttest in order to probe the second research question. Before discussing the results, 
the assumption of sphericity should be reported. Table 6 shows the results of the Mauchly’s test 
of sphericity. The non-significant results of the sphericity test (W = .892, p > .05) indicated that 
the assumption was retained. 

Table 6: Mauchly's Test of Sphericity Total Persian Tests 

Within Subjects 
Effect 

Mauchly's 
W 

Approx. Chi-
Square df Sig. 

Epsilon 
Greenhouse-
Geisser 

Huynh-
Feldt 

Lower-
bound 

Total Persian .892 3.188 2 .203 .903 .959 .500 
 
Table 7 shows the descriptive statistics for the EFL learners on total Persian argumentative 

tests. The results indicated that the EFL learners had the highest mean on delayed posttest (M = 
100.16, SE = 2.94). This was followed by posttest (M = 95.00, SE = 3.01), and pretest (M = 80.83, 
SE = 2.83). 
  

 
 

* Partial Eta Squared should be interpreted using the following criteria; .01 = Weak, .06 = Moderate, and .14 = Large (Gray and 
Kinnear 2012, p 323; and Pallant 2016, p 285). 

 

† MD stands for mean difference. 
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Table 7: Descriptive Statistics Total Persian Argumentative Tests 

Emotions Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 

Pretest 80.833 2.386 75.954 85.713 
Posttest 95.000 3.011 88.842 101.158 
Delayed posttest 100.167 2.940 94.153 106.181 

 
 

 

Figure 2: Means on Total Persian Argumentative Tests 

 

Table 8: Multivariate Tests Total Persian Argumentative Tests 

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

 

Pillai's Trace .829 67.852 2 28 .000 .829 
Wilks' Lambda .171 67.852 2 28 .000 .829 
Hotelling's Trace 4.847 67.852 2 28 .000 .829 
Roy's Largest Root 4.847 67.852 2 28 .000 .829 

 
The results (F (2, 28) = 67.85, p < .05, pη2 = .829 representing a large effect size) indicated that 

there were significant differences between the EFL learners’ overall means on Persian 
argumentative tests.  Therefore, the null hypothesis is rejected. 

Table 9 shows the results of the post-hoc comparison tests. Based on these results, and the 
descriptive statistics shown in Table 7, it can be claimed that; 

A: The EFL learners had a significantly higher mean on delayed posttest (M = 100.16) than 
pretest (M = 80.83) (MD = 19.33, p < .05). 
B: The EFL learners had a significantly higher mean on posttest (M = 95.00) than pretest (M 
= 80.83) (MD = 5.16, p < .05). 
C: The EFL learners had a significantly higher mean on delayed posttest (M = 100.16) than 
posttest (M = 95.00) (MD = 14.16, p < .05). 
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Table 9: Pairwise Comparisons Total Persian Argumentative Tests 

(I) Test (J) Test Mean Difference (I-J) Std. Error Sig. 
95% Confidence Interval for Difference 
Lower Bound Upper Bound 

Delayed 
Posttest 

Pretest 19.333* 1.635 .000 15.989 22.678 
Posttest 5.167* 1.486 .002 2.128 8.205 

Posttest Pretest 14.167* 1.951 .000 10.176 18.157 
*. The mean difference is significant at the .05 level. 
 

5. DISCUSSION 
The instructor organized the sessions talking about argumentation in an explicit fashion. From 

pre-test to post-test, we could see a significant rise in the mean of argumentation use, both in 
Persian and English. Their formal training sessions during a 2-month period showed candidates’ 
directedness towards using argumentation in their essays. To consider a similar aim of improving 
EFL students’ academic arguments, Yeh (1998) carried out a study on 116 non-native middle 
school students in the US, indicating that a combination of explicit instruction with a ‘bridge’ and 
a ‘pyramid’ heuristic (guide) gave noteworthy improvements in the experimental students’ writing 
and their knowledge transferability to different topics over the control group. Yeh (1998) believed 
that students stand a cost if they are not guided correctly in writing argumentative essays. Even 
though the study was carried out on pre-university students, it reveals that explicit instruction in 
textbooks is lacking for the foreign learner, as we see that argumentation in IELTS courses are not 
taught explicitly. 

The candidates used all the elements of written argumentation being taught in the instruction 
sessions; however, the extent of applying the components, increased from the pre to post stages. 
The majority of the essays being scored included merely the basic elements, the writer’s opinion 
(claim) and supporting evidence (data). These elements are the most preferred ones for learners to 
write as they are the fundamental elements to argumentation (Abdollahzadeh et al., 2017; 
Lunsford, 2002; Qin and Karabacak, 2010; Varghese and Abraham, 1998). The use of the 
argumentation elements were quite the same both in Persian and English for each individual topic. 
Less than half of the argumentative essays applied some form of rebuttals and counterarguments. 
A plausible explanation might be the implicit explanation of argumentation in IELTS course books 
and some teachers’ lack of experience and awareness of the application of these elements. 
Counterarguments and rebuttals have a significant role in argumentation structure (Toulmin 2003). 
The majority of the candidates failed to signify a reflective side related to the topic which could 
have a better result in the quality of their arguments in their task 2 writing.  

The research was based on an integrated assessment framework, both according to substance 
and structure (Stapleton and Wu, 2015). After the complete analysis, various argumentative 
behaviors were detected in both the English and Persian version. Obviously, as the instruction 
sessions took place, the written arguments become more complex and sophisticated. Although the 
students produced more complex and sophisticated arguments compared to those in the first 
writing, the students were not able to apply rebuttals with the counterarguments and consequently 
failed to refute them. With all the instruction sessions taking place and one to one classes for those 
who needed more instruction, the candidates failed to use the complex nature of the argument-
counterargument structure in L2 (Qin and Karabacak, 2010) as well as ‘‘risk avoidance, lack of 
confidence, and reformulation difficulties in producing argument-counter-argument claims and 



 

ISELT – VOL. 2, NO. 1, 2024 FAGHIHI, G. & GHAEMI, F. 

 

80 80 How to Enhance EFL Students’ English and Persian Argumentative …  

supported data’’ (Kobayashi and Rinnert, 2008, p. 35). There was an interesting fact that in most 
of the writings, the number of argumentation elements were quite the same in the L1 and L2. 
Additional research can help us notice the extent to which transfer of argumentation strategies 
occurs in L2 argumentative production. The impression of L1 educational and writing culture 
could be another factor for L1–L2 variations in argumentative development. Most of the students 
wrote a well-structured essay but this did not guarantee a sound use of argumentative components. 
Awareness raising can be crucial for both instructors and candidates to make the most in the essays. 
(Sadler, 2004). 

6. CONCLUSION 
The findings of this research reveal the effect of argumentation instruction on the L1 and L2 

writings. The use of arguments reasoning of the candidates was generally weak in the first set of 
writings, but as we moved on towards the post-test, the numbers had a significant rise. Applying 
argumentative skills is a striving educational objective which needs time and practice to master 
(Means & Voss, 1996); intensive writing programs have to be organized to create abundant 
opportunities for learners to take part in argumentative practices so that they can justify their 
claims, and the use of counterarguments and rebuttals (Sampson & Clark, 2008; Braund et al., 
2013). This argumentative mediation can develop EFL learners’ critical thinking skills as people 
seem to have a better learning when they argue (Kuhn, 2008), “and thus help them understand the 
epistemic nature of knowledge and participate more effectively in their respective scientific 
discourse” (Abdolahzadeh et al., 2017, p. 18). As argumentation has not been taught explicitly in 
IELTS courses, adding this topic can increase the band score of the students. IELTS instructors 
can benefit from argumentative writing and teach the topic thoroughly in class as critical thinking 
should be part of the pedagogy. It is highly recommended for instructors to add this topic to their 
syllabus and use Toulmin’s model in the discursive section. 

We chiefly explored the discursive essays of IELTS learners of an English Institute. The 
volunteers’ topical and background knowledge were not investigated in this study. Students can 
use Toulmin’s model in developing their Task 2 writings in IELTS as part of their intensive course.  
Admittedly, there exist several drawbacks in the study. The number of students was limited and 
the study took place only in one EFL institute, due to the pandemic, and consequently future studies 
with more participants and different educational settings are recommended. Additionally, students 
were only asked to write three topics in two languages, and the number could increase. Future 
studies could investigate the explicit instruction of Toulmin’s argumentation in IELTS course 
books. Examining these matters was outside the scope of the present study. 
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Abstract 
Second Language (L2) writing has always been a matter of difficulty for 
foreign language learners and an appealing topic for researchers in the field. 
Following a quasi-experimental method, this study aimed to investigate the 
comparative effects of shared, interactive, and independent writing on 
Lebanese EFL learners' writing accuracy and complexity. To achieve this 
aim, 74 non-Iranian female EFL learners were selected through a 
convenience sampling technique. The results of the Oxford placement test 
indicated that their level of English proficiency was intermediate. Afterward, 
the participants were assigned to three experimental groups (i.e., shared, 
interactive, and independent writing groups). The syntactic accuracy was 
gauged in terms of t-units and complexity was calculated based on the 
number of the words in t-units. The results of statistical analysis manifested 
that the group which used interactive writing strategies outperformed the 
other two groups, and no significant differences were found between shared 
and independent writing groups. Moreover, the performance of the 
interactive writing group differed significantly from those of the other two 
groups. Hence, it was concluded that an interactive writing strategy may lead 
to more accurate and complex writing performance. This study might have 
implications for language instructors, EFL learners, material developers, and 
syllabus designers. 

Keywords 
Interactive Writing, 
Independent Writing, 
Persuasive Genre, 
Shared Writing 

1. INTRODUCTION 
Writing skill is an important component in language learning and arises in communication in a 

tangible form (Veramuthu & Shah, 2020). In addition, writing skill is the most complicated 
fulfillment of the process of language learning (Singer & Bashir, 2004). This skill is naively 
considered as merely constructing grammatical sentences; however, sentences should be 
connected to each other by cohesive devices in ways that can be followed by readers (Halliday & 
Hasan, 1976). In other words, various parts of the text have to work together in a particular context 
(Carrell, 1982; Witt & Faigley, 1981). Matsuda (2001) found that for most writers – especially less 
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experienced ones – it is often helpful to have an explicit understanding of some of the strategies 
that can be internalized through practice. Therefore, students require instructions that stimulate 
them to use strategies to be successful in learning independently, or in Wenden’s (1998) words, 
they need conscious instruction about how they should deal with a learning situation.  

As Nunan (1999) explained, different genres of writing “are typified by a particular structure 
and by grammatical forms that reflect the communicative purpose of the genre” (p. 280). Learners 
should be taught how to use effective composing strategies. The recent shift of attention from what 
to learn to how to learn necessitates efficient learning and the use of some learning strategies. Of 
the writing text types, argumentative writing is a genre that is integral in school and beyond. In the 
same vein, Newell et al. (2011) argued that “The ability to compose high-quality arguments (and 
their claims, warrants, and evidence) are essential skills for academic success” (p. 273). Not 
surprisingly, academic language teaching features persuasion (Coffin, 2004). Persuasion in writing 
is defined as a form of rhetorical production involving the identification of a thesis or claim, the 
provision of supporting evidence, and an assessment of warrants that connect the thesis, evidence, 
and subject matter of the argument (Newell et al., 2011).  

It is believed that persuasive writing includes formal operational skills such as formulating, 
analyzing, and synthesizing reasons; as a result, persuasive writing is postponed to high schools 
or even college level (Applebee et al., 1986). The rhetorical structure of formal persuasive writing 
is far beyond putting the grammatical structures together. It includes thinking, planning, 
organizing, drafting, and revising (Newell et al., 2011). In addition, persuasion “requires students 
to express points of view and consider the perspectives of other people on a specific issue that 
needs to be clarified and supported by evidence to persuade the reader” (Alkthery & Al-Qiawi, 
2020, p. 461). 

The terms analytical and hortatory are sometimes used to distinguish two fundamental 
differences in persuasive purposes and strategy (Coffin, 2004). An ‘analytical exposition’ 
(persuading that) presents a well-formulated objective claim or thesis, while the relationship 
between writer and reader is typically interpersonally distant. In contrast, ‘hortatory exposition’ 
(persuading to) aims to convince the reader to respond in a certain direction – to take social action. 
In such persuasive texts, the interpersonal relationship between reader and writer is often more 
‘charged’ (Coffin, 2004; Martin, 1989). 

Studies conducted on writing skill (e.g., Bhowmik & Kim, 2021; Caplan, 2020; Hyland, 2000; 
Ivanic, 1998; Matsuda, 2001) have indicated that most foreign language learners are unaware of 
writing genres and strategies. In writing classes, teachers try to find out the best way to improve 
learners’ L2 writing, especially in the persuasive genre. Mastery over writing strategies is of 
significance because it enriches students to create written discourses vital to our society (Breaden, 
1996). 

Among the strategies used in writing instruction, three different strategies of shared writing, 
interactive writing, and independent writing may increase English writing accuracy, defined by 
Richards and Schmidt (2010, p. 613) as a grammatical t-unit “consisting of one independent clause 
together with whatever dependent clauses are attached to it” and the writing complexity, normally 
defined in terms of the number of words per t-unit (Birjandi & Ahangari, 2008). 

However, although previous studies have shown the effect of each of these strategies on adult 
EFL learners’ writing performance, it seems that a comparative study with young EFL learners is 
missing in the literature. For this purpose, the following research questions were formulated: 

1. Are there any statistically significant differences among the effects of shared, 
interactive, and independent writing strategies on intermediate non-Iranian EFL 
learners’ writing accuracy? 
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2. Are there any statistically significant differences among the effects of shared, 
interactive, and independent writing strategies on intermediate non-Iranian EFL 
learners’ writing complexity? 

2. LITERATURE REVIEW 
Teaching Writing 

Writing will not make competent writers per se; therefore, it has to be instructed. Reppen (1995) 
stated that “simply allowing students to write a lot will not necessarily provide sufficient practice 
in the types of writing valued for academic learning” (p. 321). Teaching writing empowers L2 
students by providing them with tools to accomplish different purposes through writing. This way 
the second language writers will also be able to evaluate their own writings as they begin to 
understand how and why texts are organized in certain ways (Reppen, 1995).  

Hyland (2009) discussed three broad approaches to teaching writing, focusing on theories that 
are mainly concerned with texts, writers, and readers. The first approach focuses on the products 
of writing by examining texts, either through their formal surface elements or their discourse 
structure. The second approach focuses on the writer and describes writing in terms of the 
processes used to create texts. The third approach emphasizes the role that readers play in writing, 
adding a social dimension to writing by elaborating on how writers engage with an audience in 
creating texts. 

In order for the teachers to make the experience of writing easier and better for the students, 
Elbow (2000) suggested the following. First, writers should understand certain features of the 
writing process to take charge of themselves. Second, writers need two kinds of mentalities. The 
first one is a fertile mentality, producing new ideas, and the second is a skeptical and critical 
mentality for critiquing and revising ideas. Third, learners’ selves are individual and to some 
degree unique. 

Carrió-Pastor and Romero-Fortezab (2013) stated that “The ability to write autonomously in 
English enables students to draw on a wider information base and carry out research effectively” 
(p. 235). The importance of writing this way undoubtedly makes teaching writing very important. 
In addition, Kazemi et al. (2014) argued that writing skill gains greater importance in higher 
education for being identified as a member of the disciplinary community of expert writers.  Martin 
and Provost (2014) claimed that written communication skills remain the single most critical 
attribute for success in higher education. Without appropriate writing instruction, the probability 
to become a skilful writer would be little. 

In the same vein, Ka-kan-dee and Kaur (2015) stated that there is a critical need to investigate 
and develop effective teaching strategies to develop students’ writing competence. They 
highlighted the importance of argumentative teaching strategies to teach writing. The absence of 
argumentative teaching strategies to teach writing to both ESL and EFL learners makes a lot of 
difficulties in the use of complex syntactic forms and appropriate elements in producing 
argumentative writing. Hence, there is a need to change teaching writing as the students enter 
higher levels since the writing strategies taken by the lower graders are often different from higher 
graders (Fletcher & Portalupi, 2007). 

Persuasive Writing: Theoretical Underpinnings 
In the 1980s the genre approach disseminated the notion that student writers could benefit from 

studying different types of written texts. By investigating different genres, students can perceive 
the differences in structures and apply what they learn to their own writing (Nunan, 1999). Even 
in the classroom, where academic writing usually predominates, writing tasks can be introduced 
that are based on different real-world genres, such as essays, editorials, and business letters. 
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According to Nunan (2001), “genre theory grounds writing in a particular social context and 
stresses the convention-bound nature of … discourse. Writing, therefore, involves conformity to 
certain established patterns, and the teacher’s role is to induce learners into particular … text types” 
(p. 94). 

This theory perceives texts as attempts to communicate with readers (Miao, 2005). In the same 
vein, communicative purposes determine the social contexts in which writing is used and the 
genres that are characterized by both the grammatical items and the overall shape or structure of 
the discourse. In order to develop learners’ ability in writing persuasive texts, teachers can use 
different strategies. There are often three main teaching strategies used by teachers to teach writing 
in classrooms. The first is shared writing, often defined as a collaborative composition between 
teacher and learners where the teacher is a writer (Swartz et al., 2001). As the second strategy, 
interactive writing involves the same procedure of shared writing with the difference that in 
interactive writing the teacher and students share the transcription of their shared compositions 
(Pearson & Gallagher, 1983). Interactive writing is similar to shared writing (Pinnell & McCarrier, 
1994) in that the teacher and students collaboratively decide on a message and work through the 
writing process together; however, in interactive writing, the teacher will generally solicit a 
sentence from students based on a reading, conversation, or prior class experience. Deciding the 
exact point at which the students serve as scribes is a responsive teaching decision that offers a 
scaffold to the students (Button et al., 1996). The pattern of exchange is directed by the teacher, 
who makes strategic decisions about which literacy concepts to highlight, which writing principles 
to address, and which spelling strategies to use for scaffolding the young writers. The teacher 
serves as an audience member and a guide, carefully choosing the direction of the conversation for 
instructional effectiveness. 

The third strategy is independent writing, through which the learners write independently 
without reliance on the teacher and their competent peers (Burns & Myhill, 2004). Independent 
writing is a chance for EFL learners to apply all they have learned about the writing process. This 
is executed through both assigned and self-initiated writing. It is at this phase in writing instruction 
that a teacher can make or break a writer (Power & Hubbard, 1991). Independent writing can open 
the door for involvement and can also accelerate writers’ motivation. The independent writing 
strategy can spark students’ interest all by themselves. The innumerable hours which teachers 
spend trying to spark learners’ interest can be accomplished through independent writing. The key 
is knowing how to present writing to the students (Routman, 1991). Moreover, Calkins (1994) 
opined that independent writing is writing with a selection of topics, any topic of interest the 
learners may have with a balance between given and free choice. This balance could be done by 
designating a particular writing genre in which the learners must write.  

Empirical Studies 
Storch (2005) explored the effect of collaboration on writing. In this classroom-based study, 

the participants were 23 adult ESL students completing degree courses. Students were given a 
choice to write in pairs or individually. Although most chose to work in pairs, some chose to work 
individually. All pair work was audiotaped and all completed texts were collected. All pairs were 
also interviewed after class. The researcher compared texts produced by pairs with those produced 
by individual learners and investigated the nature of the writing processes evident in the pair work. 
The study also elicited the learners’ reflections on the experience of collaborative writing. It was 
found that pairs produced shorter but better texts in terms of task fulfillment, grammatical 
accuracy, and complexity. Collaboration afforded students the opportunity to pool ideas and 
provide each other with feedback. Most students were positive about the experience, although 
some did express some reservations about collaborative writing. 
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Dobao (2012) investigated the effect of collaborative writing tasks. Previous research from the 
perspective of sociocultural theory suggests that writing tasks completed in pairs offer learners an 
opportunity to collaborate in the solution of their language-related problems, co-construct new 
language knowledge, and produce linguistically more accurate written texts. Accordingly, this 
study compared the performance of the same writing task by four-learner groups (n = 15), pairs (n 
= 15), and individual learners (n = 21). It examined the effect of the number of participants on the 
fluency, complexity, and accuracy of the written texts produced, as well as the nature of the oral 
interaction between the pairs and the groups as they collaborate throughout the writing process. 
The analysis of interaction focused on language-related episodes (LREs) revealed that although 
both groups and pairs focused their attention on language, groups produced more LREs and a 
higher percentage of correctly resolved LREs than pairs. As a result, the texts written by the four-
learner groups were more accurate not only compared to those written individually but also those 
written in pairs. 

Jafari and Ansari (2012) attempted to find the effect of group work on Iranian EFL learners’ 
writing accuracy. Moreover, the effect of gender on text production was also investigated. Over a 
month, sixty Iranian EFL learners were chosen as the participants of this study. They were divided 
into two groups. The experimental group wrote collaboratively while the control group underwent 
individual writing tasks. Both groups participated in four essay writing sessions. The participants 
wrote on the same topics and genres. The results revealed that the students in the collaborative 
writing group outperformed the students in the control group, emphasizing the significant role of 
collaboration in L2 writing. Regarding gender effect, the data analysis showed that the females in 
the collaborative group outperformed males in the same group proving that gender plays a 
significant role in the Iranian EFL collaborative writing setting. 

Jalili and Shahrokhi (2017) aimed at investigating the effects of individual and collaborative 
writing on the writing complexity, accuracy, and fluency of Iranian intermediate EFL learners. To 
this end, sixty EFL learners were divided into two groups. The participants in both groups were 
asked to compose a story based on the provided picture sheet. One group worked individually, and 
the other group worked in pairs. The t-test results indicated no significant differences in the 
complexity of the texts produced by the pairs and the individuals. Moreover, the findings 
demonstrated that collaborative writing fostered more accurate L2 written productions while 
individual writing promoted more fluent compositions.  

Veramuthu and Shah (2020) explored 32 secondary school students’ attitudes toward improving 
writing skills through collaborative writing. They gathered the data through a questionnaire to 
assess students’ attitudes toward collaborative writing. The results indicated that students showed 
positive attitudes while writing collaboratively.  

Caplan (2020) did a needs analysis with a sample of international MBA students, using English 
as a second language. They used online surveys, focus group interviews, and verbal protocol 
analysis with four MBA professors to better understand one key written genre that emerged from 
the analysis. It was found that the genre of the case study write-up is both important for and 
challenging to ESL students.  

Bhowmik and Kim (2021) conducted a systematic literature review to examine the empirical 
evidence of the challenges teachers encounter in teaching ESL writing and the strategies that can 
be adopted to help overcome the challenges. They recommended incorporating skill integration in 
the writing classroom, providing students with opportunities to write more, and adopting explicit 
writing instruction to deal with the challenges of writing instruction. 

Given the previous literature review, it seems that the effects of these strategies (i.e., shared 
writing, interactive writing, and independent writing) on the writing accuracy and complexity of 
young EFL learners, have not been investigated in a single experimental study. Moreover, in the 
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previous studies (e.g., Jalili & Shahrokhi, 2017) the researchers have not integrated the writing 
task with speaking prompts. Furthermore, as the educational systems intend to fulfill the 
requirement for the 21st century, collaborative approach may be one of the key elements that may 
mark a paradigm shift to aid ESL students to become proficient in writing. Therefore, in addition 
to filling the niche in the literature, this study could be significant for EFL teachers and learners 
since it may raise their awareness of the effects of these collaborative writing strategies on writing 
accuracy and complexity. 

3. METHOD 
Participants and Setting 

Selected through a non-probability convenience sampling technique, the initial sample of the 
study incorporated 100 Lebanese intermediate EFL learners with the age range of 12-13. They 
were six-graders, studying at a Lebanese school in Qom, Iran, where they are taught the materials 
developed by the Lebanese educational system. The first language of the participating students 
was Arabic. In order to check the homogeneity of the sample in terms of the level of English 
language proficiency, one of the researchers distributed Quick Oxford Placement Test (QOPT) to 
all of them. The participants, who obtained scores within the range of 30 to 47, equal to B1 and 
B2 CEFR levels, were identified as intermediate-level learners (Geranpayeh, 2003). They were 
selected as the main participants of the study (n=74) and were randomly assigned to three 
experimental groups, each roughly 25 (i.e., shared, interactive, and independent groups, henceforth 
EG1, EG2, EG3, respectively). They used English as the obligatory medium of instruction at 
school. 

Instrumentation 
Quick Oxford Placement Test (QOPT) 

For homogenizing the participants of the study before the treatment, the paper-and-pencil 
version of the Quick Oxford placement test (QOPT) developed by the University of Cambridge 
Local Examinations Syndicate (2001) in collaboration with Oxford University Press, was 
administered to make sure that the learners were in the same level of proficiency in the English 
language. It is a valid standardized test for specifying ESL or EFL learners’ level of language 
proficiency (see Beeston, 2000; Jones, 2000). The test band scores are validated based on the 
CEFR bands (see Geranpayeh, 2003).  It is composed of 60 multiple-choice items in total, 
measuring English grammar, vocabulary, and reading comprehension. 
Pre- and Post-Tests 

A topic was given to the participants to determine the level of their writing accuracy and 
complexity before and after the study. This topic was “Write a letter to your parents to persuade 
them to let you go on a school camping trip”. The participants were asked to write one persuasive 
paragraph in 40 minutes and at least 250 words. The same topic was given as the post-test to 
measure the degree of change in the participants’ writing accuracy and complexity after the 
treatment. 
Materials 

Six topics were chosen by the researchers and assigned to the participants in all groups to write 
a one-paragraph persuasive text about them. To make sure that the topics were not too complex 
for the participants, the researchers decided to choose the topics from among those which had been 
assigned by the school supervisor and used by other teachers in other similar classes in the same 
school prior to this study. The topics were as follows: 
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1. Is child labor useful for the future life of the children? 
2. Why trees are important for human life? 
3. Are rich people necessarily successful?  
4. Is visiting museums during travel to new places amusing? 
5. Why do some people prefer to eat at food stands or restaurants? 
6. Is attendance in school classes necessary for learning? 

To fulfill the goals of this study, the following steps were taken: 

Procedure 
At first, the QOPT was administered to the main participants. According to the results of this 

test, those students who were identified as intermediate-level learners were selected. The 
participants were randomly assigned to three experimental groups. Then, the writing pre-test with 
the title “Write a letter to your parents to persuade them to let you go on a school camping trip” 
was administered to all groups.  

During the treatment sessions, the first experimental group (EG1) received shared writing 
strategy, the second experimental group (EG2) received an interactive writing strategy, and the 
third experimental group (EG3) received an independent writing strategy. A one-paragraph 
persuasive letter was the focus of the study in the class. It is worth mentioning that all 74 
participants were present in all stages of the study like pre-test, treatment sessions, and post-test. 
The treatments lasted six sessions, and the participants wrote a persuasive letter on the specified 
topic in each session.  

In EG1, the participants received a shared writing strategy for six sessions during a week. 
Following Swartz et al. (2001), students had to write a one-paragraph persuasive letter and 
organize the paragraph by formulating topic sentence, supporting sentences, and conclusions. In 
order to achieve the study goals, the teacher printed large colored pictures and brought one 
paragraph reading sample to the class for students. Then, during treatment sessions, students made 
groups of three or four to be able to write persuasive letters based on ideas shared about the reading 
passage. The teacher walked around the class and stopped by each group, took the best sentence 
of each, and wrote on her paper. At last, the teacher wrote the final edited paragraph on the board 
by herself.  

In the EG2, the students received interactive writing strategy for six sessions. Based on Pearson 
and Gallagher (1983), the participants were asked to interact together regarding the topic and 
pictures then they wrote about them cooperatively. The learners discussed the topic for about 15 
minutes before writing. Then, one representative from each group came to the board and wrote 
one sentence completing the other friends’ sentences to make a final paragraph. Every group wrote 
its own part with a different color than the others. The students were writers and the teacher acted 
as a supervisor. First, the teacher presented the topic and a text sample evidently, expressed an 
opinion, and constructed a structure in which linked ideas were sensibly assembled to advocate 
the writer’s purpose. Second, she offered logically ordered reasons that were adhered to by facts 
and details. After introducing the key features of persuasive writing and analyzing the text sample 
together on the board, she stuck some new pictures on the board regarding the topic of the new 
lesson. 

In the EG3, the students received independent writing strategy for writing one-paragraph 
persuasive text. According to Burns and Myhill (2004), students made groups of three or four then 
the teacher brainstormed like the other stages by reading passage and using pictures. In the next 
step, the teacher asked questions regarding the reading and students answered cooperatively. Then, 
each participant took one paper individually and wrote her own paragraph based on the specified 
topic. During the individual writing phase, the teacher advised them one by one and directed them 
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toward the purpose. Furthermore, the students’ errors were corrected separately. The teacher wrote 
the topic of each session on the board and asked the students to write at least 250 words in 40 
minutes about the given topic.  

After the sixth treatment session, a writing post-test was given to the participants in all groups, 
and its results were compared to the results of the pre-test in terms of the effect of the shared, 
interactive and independent writing strategies on non-Iranian EFL learners’ writing accuracy and 
complexity in a one-paragraph persuasive letter.  

Finally, the collected scores were subjected to analysis of covariance (ANCOVA) through 
SPSS software. The researcher implemented ANCOVA not only to compare the performance of 
the experimental groups after the treatment but also to show whether any post-test differences were 
due to the effect of treatment (i.e., writing strategies) or their possible variation in the starting point 
(i.e., pre-test). 
4. RESULTS AND DISCUSSION 

Results 
Table 1 shows the descriptive statistics of the OPT data collected from all groups of the study 

before the treatment. 

Table 1: Descriptive Statistics of the Participants’ OPT Scores 

 N Minimum Maximum Mean Std. Deviation 
OPT 100 11 60 37.45 12.51 
Valid N (listwise) 100     

 
As Table 1 indicates, the overall mean and standard deviation of the participants’ OPT scores 

were 37.45 and 12.51, respectively. From these initial participants, 74 students whose scores were 
between 25 and 49 were chosen. The descriptive statistics for the participants’ writing accuracy 
and complexity scores in the EG1 are presented in Table 2. 

Table 2: The Results of the Participants’ Pre-test and Post-test Scores in the EG1 

 N Min Max M SD 
Accuracy pretest in EG1 24 .11 .29 .20 .04 
Accuracy posttest in EG1 24 .07 .19 .14 .03 
Complexity pretest in EG1 24 2.79 7.27 4.70 1.21 
Complexity posttest in EG1 24 3.68 5.61 4.72 .56 
Valid N (listwise) 24     

 
As it is evident in Table 2, the participants’ writing accuracy pre-test mean score in EG1 was 

0.20 with a standard deviation of 0.04, and their writing accuracy post-test mean score was 0.14 
with a standard deviation of 0.03. Regarding the participants’ writing complexity in the EG1, their 
mean score in the pre-test was 4.70 with a standard deviation of 1.21, and the post-test mean score 
was 4.72 with a standard deviation of 0.56. Table 3 indicates the descriptive statistics for the 
participants’ writing accuracy and complexity scores in the EG2 group.  
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Table 3: The Results of the Participants’ Pre-Test and Post-Test Scores in the EG2 

 N Min Max M SD 
Accuracy pretest in EG2 25 .07 .30 .21 .06 
Accuracy posttest in EG2 25 .03 .22 .10 .04 
Complexity pretest in EG2 25 3.12 6.95 4.50 .82 
Complexity posttest in EG2 25 4.16 6.42 5.08 .61 
Valid N (listwise) 25     

 
As Table 3 indicates, it was found that participants’ mean score in the writing accuracy pre-test 

in the EG2 was 0.21 with a standard deviation of 0.06, and their mean score in the writing accuracy 
post-test was 0.10 with a standard deviation of 0.04. In terms of writing complexity, the 
participants’ pre-test mean score was 4.50 with a standard deviation of 0.82, and their post-test 
mean score was 5.08 with a standard deviation of 0.61. The descriptive statistics for the 
participants’ writing accuracy and complexity scores in the EG3 are displayed in Table 4. 

Table 4: The Results of the Participants’ Pre-test and Post-test Scores in EG3 

 N Min Max M SD 
Accuracy pretest in EG3 25 .07 .33 .20 .06 
Accuracy posttest in EG3 25 .03 .27 .15 .06 
Complexity pretest in EG3 25 3.52 6.25 4.64 .62 
Complexity posttest in EG3 25 3.82 6.05 4.68 .58 
Valid N (listwise) 25     

 
Table 4 shows that the participants’ writing accuracy pre-test mean score in EG3 was 0.20 with 

a standard deviation of 0.06, and their writing accuracy post-test mean score was 0.15 with a 
standard deviation of 0.06. Regarding the participants’ writing complexity in the EG3, their mean 
score in the pre-test was 4.64 with a standard deviation of 0.62, and the post-test mean score was 
4.68 with a standard deviation of 0.58. In order to investigate the first research question, which 
addressed the difference among the effects of shared, interactive, and independent writing 
strategies on intermediate non-Iranian EFL learners’ writing accuracy, the researcher had to run 
an Analysis of Covariance (ANCOVA). Of course, prior to running ANCOVA, the researcher 
checked the necessary statistical assumptions (Table 5).  

Table 5: Analysis of Covariance for Accuracy Scores 

Source Type III Sum of Squares df Mean Square F Sig. Partial Eta Squared 
Corrected Model .03a 3 .01 5.36 .002 .18 
Intercept .05 1 .05 22.11 .000 .24 
Accuracy Pre-Test .005 1 .005 1.89 .043 .12 
Groups .03 2 .01 7.47 .001 .17 
Error .16 70 .002    
Total 1.53 74     
Corrected Total .206 73     
a. R Squared = .187 (Adjusted R Squared = .152) 
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As it is shown in Table 5, the participants’ writing accuracy in pre-test scores is significantly 

and positively related to their writing accuracy post-test scores (p=0.043< 0.05) with a magnitude 
of 0.126. After adjusting for pre-test scores, there was a significant effect of the group, F (1, 70) = 
7.478, p< 0.05, partial η² = 0.176. As the p-value is less than 0.05, the difference among the three 
groups was significant in terms of writing accuracy. Then, the LSD post hoc test was run to see 
where the differences lay between the groups (Table 6). 

Table 6: The Pairwise Analysis of Accuracy Scores 

(I) 
Groups 

(J) 
Groups 

Mean Difference 
(I-J) 

Std. 
Error Sig 

95% Confidence Interval 
for Difference 
Lower Bound Upper Bound 

EG1 
EG2 .03* .01 .01 .01 .06 
EG3 -.01 .01 .25 .04 .01 

EG2 EG3 -.05* .01 .000 .08 -.02 
*. The mean difference is significant at the .05 level. 

 
Based on Table 6, the mean score of the participants in the EG2 differed significantly from both 

EG1 (p=0.011<0.05) and EG3 (p=0.000<0.05). No significant difference was seen between EG1 
and EG3 (p=0255>0.05). As the mean differences indicate, EG2 outperformed both EG1 (I-J=-
0.036) and EG3 (I-J=-0.052) and it can be concluded that interactive writing strategies can lead to 
more accurate writing performance. Similar to the first research question, responding to the second 
research question, which aimed at investigating the difference among the effects of shared, 
interactive, and independent writing strategies on intermediate non-Iranian EFL learners’ writing 
complexity, demanded running another ANCOVA after checking the required statistical 
assumptions (Table 7). 

Table 7: Analysis of Covariance for Complexity Scores 

Source Type III Sum of Squares df Mean Square F Sig. Partial Eta Squared 
Corrected Model 2.622a 3 .874 2.555 .062 .099 
Intercept 69.204 1 69.204 202.364 .000 .743 
Complexity Pre-Test .178 1 .178 .521 .007 .473 
Groups 2.316 2 1.158 3.386 .039 .088 
Error 23.938 70 .342    
Total 1750.291 74     
Corrected Total 26.560 73     
a. R Squared = .099 (Adjusted R Squared = .060) 
 
As shown in Table 7, the first line highlighted shows that participants’ writing complexity pre-

test is significantly and positively related to the writing complexity post-test (p< 0.05) with the 
amount of 0.47. The next line shows the main effect of different writing strategy types on the 
dependent variable – writing complexity post-test scores. After adjusting for pre-test scores, there 
was a significant effect of the group, F (1,70) = 3.386, p < 0.05, partial η² = 0.088. As p-value is 
less than 0.05, the difference among the three groups in terms of writing complexity was 
significant. 
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A pairwise comparison was needed to check the difference between each pair of groups. The 
LSD Post Hoc test was performed on the data to achieve the goal. The results of the Post Hoc test 
are presented in Table 8. 

Table 8: The Pairwise Analysis of Complexity Scores 

(I) 
Groups 

(J) 
Groups 

Mean Difference 
(I-J) 

Std. 
Error Sig 

95% Confidence Interval for Difference 
Lower Bound Upper Bound 

EG1 
EG2 -.35* .16 .04 .68 -.01 
EG3 .04 .16 .78 .28 .37 

EG2 EG3 .39* .16 .02 .06 .72 
*. The mean difference is significant at the .05 level. 

 
Table 8 indicates that the mean score of the participants in the EG2 differed significantly from 

both EG1 (p=0.041<0.05) and EG3 (p=0.020<0.05). No significant differences were seen between 
EG1 and EG3. As the mean differences indicate, EG2 outperformed both EG1 (I-J=0.350) and 
EG3 (I-J=0.396) and it can be concluded that interactive writing strategies can lead to more 
complex writing performance. 

Discussion 
The purpose of this study was to investigate the effects of shared writing, interactive writing, 

and independent writing strategies on the writing accuracy and complexity of young EFL learners. 
It was found that the group, which used interactive writing strategies outperformed the other two 
groups and no significant differences were found between shared and independent writing groups.  

In the same vein, the results obtained in this study were consistent with the results gained from 
the analysis of the texts produced by Storch (2005). He indicated that interactively written texts 
scored higher than individually written ones in terms of accuracy. Moreover, Nixon and McClay 
(2007) found that interactive groups achieved higher scores than individuals on their writing in 
terms of communicative quality along with organization and linguistic appropriateness. Similarly, 
Jafari and Ansari (2012), who explored the impact of interaction on Iranian EFL learners’ writing 
accuracy, found results similar to those of the present study, indicating that learners, who worked 
in interaction with each other, produced more accurate texts than those in the independent group. 
They inferred that the improved accuracy in interactive writing group may be due to the learners’ 
enhanced motivation to concentrate on grammatical accuracy and the participation in revision 
process which led to more accuracy. 

Moreover, the finding of this study was in line with that of Jalili and Shahrokhi’s (2017) study 
in terms of both writing accuracy and complexity in spite of the fact that Jalili and Shahrokhi 
(2017) used a picture description task as a prompt for the interactive writing task with some adult 
participants. Furthermore, the results of Jafari and Ansari (2012) also confirmed the findings of 
the present study in terms of writing accuracy in favor of the collaborative work group although 
they had only used dyads as a pattern of interaction in their study. 

Moreover, the findings of the study can be justified on the ground that the interactive writing 
strategy emphasizes the integration of language skills. In this context, it stresses the combination 
of writing and oral skills in order to improve the learners’ writing skill. According to the principles 
of interactive writing, learners should practice writing in actual writing activities (Pinnell & 
McCarrier, 1994). Another justification that may explicate the results concerning the higher 
accuracy and complexity of interactive writing group is that interactive writing afforded learners 
the chance to provide and get immediate feedback on language, a privilege that is not available 
when learners write individually. Furthermore, as Wigglesworth and Storch (2009) asserted, 
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another reason might be that, when working interactively, students are able to pool their resources, 
and on the whole, produce the correct outcome. 

The results of the present study are in contradiction with the findings of the following studies. 
Dobao (2012) found no statistically significant differences in syntactic and lexical complexity 
between the texts written interactively and independently. The conflicting results gained from 
Dobao’s (2012) study can be attributed to the difference in the size of groups and the learners’ 
second language (i.e., Spanish). Storch (2005) also found no significant difference between the 
individual and collaborative writing groups, which might be due to the short length of the text and 
the small sample size. Moreover, Watanabe (2014) found conflicting findings, indicating that the 
learners came up with a statistically significant greater number of words when writing 
independently than interactively, proposing that independent writing may be more encouraging for 
producing more written text, which may be justified in the ground that the participants’ use of first 
language as a meditational tool for learning L2 (Storch & Wigglesworth, 2003) and the scoring 
operationalization in Watanabe’s (2014) study were different from this study. 
5. CONCLUSION AND IMPLICATIONS 

From the transcendence of interactive writing over shared and independent writing strategies, 
it can be concluded that interaction among learners and between the teacher and learners through 
sharing ideas can lead to better performance of the learners in terms of both accuracy and 
complexity of writing. Another conclusion that can be made is that interactive writing can 
maximize the students’ interaction in English, and it can take away the big burden of running large 
classes. Therefore, the teacher has to change his or her role to be a motivator or problem solver. 
Furthermore, interactive activities can be an effective way to deal with the problems faced by 
Iranian teachers in EFL classes. It creates a comfortable non-stressful environment for learning 
and practicing English. It helps students to learn more, have more fun, and develop many other 
skills such as learning how to work with one another. 

In the light of the findings of the present study, the researcher would like to suggest some 
practical implications which can be useful to students and teachers as well as material developers 
and syllabus designers. The first implication is for the students. By implementing group activities 
like interactive writing, language learners could reach high levels of writing proficiency. When the 
students interact with each other, they learn more as they are more involved. In other words, 
interaction which makes the learner think about the meaning of a word will be more helpful than 
teaching without it. Another implication of the present study for EFL learners may be enhancing 
their motivation to learn. When the students write interactively, they may have a sense of self-
satisfaction. It means that they feel that their learning has some benefits for them and at the same 
time for their peers and gradually the sense of futility of attending language classes fades in them. 
The findings of the present study can also be useful to foreign language teachers who are in search 
of effective methods for teaching writing in a meaningful context and non-threatening 
environment. Syllabus designers and material developers can also take advantage of the findings 
of this study. They could include innovative exercises in relation to writing skill, by selecting 
appropriate classroom group activities and tasks, while taking the students’ needs, strengths, 
levels, learning styles, learning strategies, teachers’ teaching styles, etc. into consideration. 

This study encountered two main limitations. Firstly, the limited number of students 
participating in this study and the representativeness of this small available sample may influence 
the generalizability of the findings. Moreover, the results of the study may have been influenced 
by the participants’ age. Third, only non-Iranian EFL learners from a Lebanese School in Qom 
participated in this study due to availability issues. 

Based on the limitations of the study, the following suggestions can be put forward for further 
research. Since the participants of this study were non-Iranian intermediate EFL learners, further 
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research is needed to check if the results of the present study are generalizable to other EFL 
learners with different first languages. Moreover, learners from other levels of proficiency can be 
selected for further studies. In addition to shared and interactive teaching of writing, other methods 
of cooperative writing may be implemented in future studies. 
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Abstract 
The use of technology has recently become an indispensable part of any 
educational program. Second and foreign language learning and teaching are 
increasingly being integrated with computers and mobile software. The 
importance assigned to the role of English language learning (ELL) software 
and websites has been even more highlighted in online classrooms, after the 
COVID-19 pan-demic, where teachers and students did not have a face-to-
face interaction. One of the language skills which seems to be negatively 
affected by the lack of face-to-face interaction between teachers and learners 
is writing. Among various technology-assisted tools, websites can be 
effectively used as a source for im-proving L2 writing skills. However, not 
all websites encompass suitable content for developing learners’ ESL/EFL 
writing skills. Therefore, it seems to be a logical concern to guide the students 
in both selecting and implementing the most relevant and, at the same time, 
efficient websites for teaching writing skill. Evaluating such websites is one 
way to respond to this concern. For this purpose, this study aims at evaluating 
two of the widely used websites specially designed to develop and improve 
learners’ L2 writing skills: The Purdue Online Writing Lab and Pro Writing 
Aid. Moreover, the two websites were compared with each other in order to 
introduce the strengths and weaknesses of each website. The results of such 
an evaluation would be helpful for both teachers and learners in selecting the 
most efficient websites for improving their writing skill based on their 
purposes and practical needs. 

Keywords: 
Writing skill, Website 
Evaluation, Purdue 
Online Writing Lab, 
Pro Writing Aid 

1. INTRODUCTION 
Technology has become an integral part of various educational programs. Computers and 

mobiles are increasingly enhancing opportunities for learning in various educational contexts. As 
stated by Larsen-Freeman and Anderson (2011) technology provides teaching resources and brings 
learning experiences to the learners’ world. Computer-based activities provide learners with rapid 
information and appropriate materials (Gençlter, 2015; Tomlinson, 2009). The development of 
computer technology and the internet has had considerable effects on the field of ESL/EFL 
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teaching and learning. Web 2.0 technologies which “encompass the growing collection of new and 
emerging Web-based tools” (Solomon & Schrum, 2007, p. 13) have paved the way for new forms 
of teaching and learning experiences. Various Web 2.0 tools such as blogs, wikis, photo and video 
sharing, and social networking have provided new opportunities for learners to use and learn 
English both in and out of the classroom environment. Because of the developing nature of Web 
2.0 technologies, the English language teaching market is constantly changing to be able to 
respond to the new demands of consumers for more personalized and flexible services and 
products (British Council, 2018, cited in Aguayo & Ramirez, 2020).  

Due to the widespread use of technology and internet-based computer applications, many L2 
learners today are already familiar with and have experienced online language learning activities. 
Many ESL/EFL teachers also offer students to make use of the internet for doing relevant language 
learning activities. By using technology, many authentic materials can be provided to L2 learners 
and they can be motivated during learning (Ahmadi & Reza, 2018). Computer Assisted Language 
Learning (CALL) programs can guide the students in both selecting and implementing the most 
efficient tools and computer software for ESL/EFL learning purposes. Encouraging students to 
make use of computers and the internet for language learning is especially important because using 
computer-based language activities can improve cooperative learning in learners (Harmer, 2007).  

Web use has been a paramount issue in recent CALL research and application (Fuentes & 
Martinez, 2018). In fact, technology-enhanced language learning (TELL) has received increasing 
attention in studies on language acquisition in the digital age (Healey, 2016). Among the learning 
resources available through the internet for developing L2 knowledge language learning, websites 
are considered as tools that offer great possibilities in language learning (Kir & Kayak, 2013; Son, 
2005). Due to the widespread expansion of the internet, many EFL/ESL teachers and learners now 
have access to different English language learning (ELL) websites which provide them with an 
enormous amount of online information for both teaching and learning English as a second or 
foreign language. These websites encompass various language learning activities for developing 
and improving different L2 skills like reading, writing, listening, and speaking. Some of these 
websites aim at reinforcing a specific skill and some others present activities for two or more 
integrated skills. Additionally, one of the main purposes of English language learning (ELL) 
websites is to promote self-directed learning on the part of L2 learners (Aguayo & Ramírez, 2020). 

The importance of online and self-directed learning through using ELL websites has been 
recently highlighted due to the outbreak of COVID-19 pandemic. The lack of face-to-face 
interaction between teachers and learners during online EFL classrooms can pose challenges to 
both teachers and learners in the process of teaching and learning different L2 skills. Using English 
language learning materials accessible through ELL websites allows learners to skip the 
imperatives of time, distance, and limits (Fuentes & Martinez, 2018) and paves the way for 
enhancing language skills through doing online language learning tasks.  

One of the concerns regarding online materials and technologies is that they are generally 
considered more helpful in developing receptive skills – listening and reading – than addressing 
productive skills – speaking and writing (Kyppö, 2017, cited in Aguayo & Ramírez, 2020). This 
is in line with Aguayo and Ramírez’s (2020) results of the assessment of four English teaching 
websites for self-directed learning: ESOL Courses, BBC, British Council, and Cambridge English. 
The assessment of these ELL websites revealed that there are important deficiencies in the 
evaluation of writing and speaking tasks which causes ignorance of the aspects on which the 
student must focus after learning. In the same vein, learners are less likely to engage in effective 
writing tasks after COVID-19 pandemic. Such a condition necessitates the introduction of suitable 
websites for developing EFL learners’ writing skills.    



 

ISELT – VOL. 2, NO. 1, 2024 SOLEIMANI, H. & MOQIMI, J. 

 

102 102 Teaching ESL/EFL Writing Skill Website Evaluation 

Furthermore, because of the variety of EFL learners’ needs, website designers often try to 
address learners’ needs and earn their satisfaction (Shen et al., 2015). However, not all materials 
are equally reliable or valuable, therefore, language teachers need to be discerning and thoughtful 
Web users with clear ideas of Web resources quality factors (Son, 2005). With the availability of 
a variety of L2 learning websites, selecting the most efficient ones among them seems to be an 
essential task. As stated by Fuentes and Martinez (2018) who focused on designing an assessment 
framework for evaluating L2 learning websites, it has become problematic for language teachers 
and learners to find quality websites matching their needs. It is usually recommended that the 
effectiveness of an ELL website can be determined through evaluation (Castillo & Arias, 2018). 
Evaluating ELL websites in terms of their effectiveness in teaching different language skills is one 
way to help students select a suitable website for their English language learning purposes. Such 
an evaluation is also beneficial for the purpose of website improvement, as a website evaluation 
that fulfills the goals and desires of its users could specify areas for improvement (Allison et al. 
2019).  

Due to these concerns and the importance of ELL website evaluation as aforementioned, and 
for the purpose of helping L2 learners to improve their EFL writing skills in a self-directed manner, 
this study aims at evaluating two widely used websites specially designed for enhancing writing 
skills: The Purdue Online Writing Lab (POWL) and Pro Writing Aid (PWA). These two websites 
are among the top ten mostly used websites for the development of writing skills (according to the 
search on Google). The two websites provide English language learners with helpful tools to 
evaluate and develop multiple writing skills. The websites aim to provide learners with online 
programs to enhance their writing skills by increasing sensitivity to errors in the writing process. 
The results of such an evaluation would be helpful for learners in selecting an effective website 
that satisfies their needs for the development of EFL writing skills 
2. LITERATURE REVIEW 

Approaches to CALL Evaluation 
According to Castillo and Arias (2018), the effectiveness of a website dedicated to teaching and 

learning the English language can be determined through evaluation. The evaluation of an ELL 
website can help learners to understand whether the content found on a particular website can help 
them achieve their learning goals. The importance assigned to website evaluation could be justified 
by the fact that if an ELL website lacks some basic qualities of website criteria such as interactivity, 
ease of use, operability, being user friendly, and providing relevant content, the learners will not 
make effective use of it and autonomous learning will not take place. In order to get familiar with 
the general orientations of evaluation of technological and web tools we resort to the distinctions 
that Levy and Stockwell (2006) observe for CALL evaluation. Levy and Stockwell (2006) 
distinguished three distinctive forms of CALL software assessment: assessment driven by 
checklists or forms, evaluation guided by methodological frameworks for language teaching, and 
evaluation related to second language acquisition (SLA) theory and research-based criteria. 

As stated by Hubbard (1996; cited in Fuentes & Martinez, 2018), there are two points of 
difference between these forms of evaluation. The first is that methodological frameworks mainly 
focus on describing or characterizing instead of assessing. They evaluate features related to 
language learning and teaching outside technology. In other words, methodological frameworks 
allow a detailed top-down analysis of items through the description. The second point of difference 
is related to SLA-based approach which, unlike the other forms of assessment, is especially based 
on SLA theories and research and exploits findings from non-CALL research to adjust them to 
CALL. This is in line with Chapelle’s (2001) description of the standards for assessing CALL 
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material where she emphasized concrete features like those in SLA theory. As stated by Chapelle 
(2001), some of these features are the purpose of the task, judgmental analysis of software and 
tasks, empirical analysis of learners’ performance, and most importantly, the language learning 
potential of the software. Therefore, in SLA-based evaluation criteria, the elements are taken from 
SLA theory and research findings and re-evaluated based on CALL conceptualizations. 
Checklists 

Assessment checklists have been widely used by reviewers from the earliest phases of CALL 
(Fuentes & Martinez, 2018). These checklists, like other fields of study, request a response on a 
Likert scale or simply a yes/no answer. Although there have been some criticisms regarding the 
evaluation checklists as being biased and restrictive (Hubbard, 1988), some scholars like Susser 
(2001), have discussed in favor of CALL checklists emphasizing the efficiency of their specific 
instantiations.  

Another aspect of evaluation checklists, as asserted by Susser (2001), relates to the flexibility 
of these instruments. Susser (2001) believes that we do not need to acknowledge the checklists in 
their original condition, instead, they can be adjusted and redesigned according to situational 
purposes. There are various sources for designing items on a checklist. Methodological 
frameworks and SLA-based approaches as two main sources of evaluation checklist development 
are introduced below. 
Methodological Frameworks 

Fuentes and Martinez (2018) state that despite being compatible with a few checklists, 
methodological frameworks vary from checklists in two points: firstly, methodological 
frameworks are mostly descriptive rather than judgmental in their structure. Second, the 
methodological frameworks mainly aim at joining the language and learning implications that 
happen outside of the innovation of CALL technologies. In other words, methodological 
frameworks characterize features of language learning and teaching instead of an evaluation of the 
tool. As stated by Hubbard (1988), rather than asking a specific set of questions, a methodological 
framework provides a tool through which an evaluator can create his or her own questions or 
develop some other evaluation scheme. In this sense, a framework provides a description of the 
components of something - in this case CALL materials - with respect to a particular goal - in this 
case evaluation (Hubbard, 1988).    

To clarify the case, we can observe that the assessment framework components proposed by 
Hubbard (1988) are compatible and based on Richards and Rodgers’s (1982) characterization of 
language teaching methods in terms of three classes: approach, design, and procedure. The 
approach refers to the hidden theories of language and language learning; the design is compatible 
with the assumptions of the method and includes the general and particular goals of the method, 
the syllabus model, and the role of teachers, learners, and materials. In order to depict the key 
components of assessment, Hubbard (1988) adjusted the approach, design, and procedures and 
classified them into learner fit, teacher fit, and operational description.  
SLA-based approaches 

The underlying idea of SLA-based approaches for developing software assessment checklists 
is that since teaching languages through software is a type of language teaching, it is sensible to 
construct the checklists based on suggestions from second language acquisition theory or research. 
Consequently, as described by Fuentes and Martinez (2018), the SLA-based approach takes 
discoveries from non-CALL areas and translates them into the CALL context. 

Different scholars have tried to develop CALL evaluation criteria based on this approach. An 
example is Underwood’s (1984) communicative approach to CALL in which findings from 
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research in communicative theory came to form 13 criteria for describing communicative CALL. 
The criteria later turned into an accepted assessment checklist. Other similar studies (like Egbert 
& Hanson-Smith, 1999) have tried to organize evaluation designs based on SLA theories and 
research regarding ideal language learning and teaching situations. 

One of the famous CALL assessment models based on SLA-based approach was presented by 
Chapelle (2001) who worked in the field of computer applications in second language acquisition 
(CASLA). In general, computer-assisted language learning (CALL) as well as computer-based 
language testing, and computer-based SLA research are subsumed under CASLA. Based on this 
model, Chapelle (2001) offers five standards for assessing CALL: 

1. CALL evaluation is situation-specific; 
2. CALL should be evaluated both judgmentally and empirically; 
3. CALL evaluation criteria should come from instructed SLA theory and research; 
4. The criteria should be applied relative to the purpose of the CALL task; and 
5. The central consideration should be language learning potential. 

Various CALL software can be evaluated based on the principles of these assessment 
approaches. However, as aforementioned, SLA-based approach to CALL evaluation is considered 
to be more applicable as it relates the findings of SLA research to the CALL context. Various 
scholars have used these approaches to design checklists for assessing different aspects of 
technology use in English language learning and teaching. These checklists present multiple items 
for evaluating software and web tools used for learning English as a second or foreign language. 
Some of these assessment criteria are particularly designed for evaluating mobile language 
learning applications or computer software and websites. In accordance with the purpose of this 
study in regard to the evaluation of ELL websites as an important and widely used source for self-
directed learning, we now turn to focus specifically on various evaluation criteria proposed for 
assessing ELL websites.  

Assessing English Language Learning Websites 
The importance of assessing ELL websites is highlighted when we see that only a few studies 

have concentrated on assessing language learning sites (Fuentes & Martinez, 2018). Another 
concern regarding the evaluation of ELL websites is that such evaluation seems crucial because 
we do not see any formal editorial process regarding the content of the language learning websites. 
As asserted by Shen et al. (2015), anyone can write just anything and post it online for public 
consumption. As a result, this leads to a point where in Kartal’s (2005) words most language sites 
do exclude all the advantages provided by the internet. Kartal (2005) asserts that these sites offer 
a “restricted pedagogical methodology” which is decreased to simply presenting self-correcting 
activities like multiple choice questions, true or false items, and fill in the blanks. Furthermore, 
these sites do not reflect pedagogical models and learning theories and more importantly, goals, 
levels, and the target audience are not mentioned (Kartal, 2005). As previously mentioned, learning 
websites that do not meet certain standards and lack the essential and relevant components can not 
satisfy learners’ needs and do not lead to self-directed and autonomous learning. Also, as stated 
by Aguayo and Ramírez (2020) regarding the importance of manipulation of evaluation criteria, 
non-compliance with the evaluated items leads to a deficient experience for independent users, 
unable to exploit all possibilities of the website due to the technical limitations they may encounter. 
Due to these concerns, the assessment approaches reviewed in this section are mainly related to 
website genres. 

One of the oldest methods of evaluating a website is Jacob Nielsen’s usability heuristics 
(Duggirala, 2016) developed in the 1990s. Nielsen’s heuristic evaluation emphasizes a website’s 
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ability to communicate with users in a language that is understandable to them and does not lead 
them into confused states. This heuristic evaluation consists of 10 principles for evaluating 
websites and aims at objectively evaluating the user experience on digital platforms (Duggirala, 
2016). The principles include visibility of system status, the match between the system and the 
real world, user control and freedom, consistency, and standards, error prevention, recognition 
rather than recall, flexibility and efficiency of use, and aesthetic and minimalist design. 

  Another criteria framework for assessing ELL websites was proposed by Nelson (1998). 
Nelson’s assessing framework contains four sections:  a) purpose which refers to intended goals, 
uses, and audiences, b) pedagogy that is related to instructions, aspects of multimedia, interactivity, 
and communicativeness, c) design/construction that encompasses general web design principles 
including appearance, navigation, load speed, etc., and d) description which refers to general 
description and relevant comments about the site.  

Chapelle (2001), following the previously mentioned standards for assessing CALL, suggests 
an arrangement of six general criteria for assessing the adequacy and efficiency of a CALL tool 
for supporting language acquisition. The six criteria are: 

1. Language learning potential: the degree of opportunity presents for beneficial focus on 
form; 

2. Learner fit: the amount of opportunity for engagement with language under appropriate 
conditions given learner characteristics; 

3. Meaning focus: the extent to which learners’ attention is directed toward the meaning 
of the language; 

4. Authenticity: the degree of correspondence between the learning activity and target 
language activities of interest to learners out of the classroom; 

5. Positive Impact: the positive effects of the CALL activity on those who participate in it; 
and  

6. Practicality: the adequacy of resources to support the use of the CALL activity. 
As we see, this model is mainly learner-centered and tries to assess a website based on the 

facilities it provides for learner engagement and interaction with the learning materials provided. 
Additionally, most criteria of this framework reflect a task-based, integrationist language teaching 
approach (Fuentes & Martinez, 2018). 

In a comprehensive study, Allison et al. (2019) did a meta-analysis to review the existing 
globally accepted models of evaluating websites. The strong point of this study is that it presents 
a comprehensive review and summary of a great number of studies on website evaluation that can 
be used for designing new evaluation frameworks. In this meta-analysis, Allison et al. (2019) 
identified 69 relevant studies and explored the criteria for evaluating websites in each study. The 
identified criteria included: 

1. Usability (i.e., ease of use), which is how much a website can be used to achieve given 
goals. It involves “navigation, effectiveness, and efficiency” (Alison et al., 2019, p. 6). 
In fact, the ease of use is determined by a highly interactive website, hence a better user 
experience ensures the website’s popularity (Shen et al., 2015). 

2. Content, regarding a website’s understandability, completeness, accuracy, relevancy, 
and timeliness. 

3. Functionality in regard to a website’s links, speed, security, and compatibility with 
devices and browsers. 

4. Web design that includes features, such as media usage, search engines, help resources, 
originality of the website, site map, multi-language capability, and maintainability. 
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5. Appearance, including layout, font, colors, and page length 
6. Interactivity in which the option for feedback, comments, email, forum discussion 

boards, FAQs, consumer services, and background music is available. 
7. Satisfaction with its usefulness, entertainment, and look and feel pleasure. 
8. Loyalty, which indicates a website’s first impression. 

From another perspective, Kelly (2000) proposes a set of elements that should be considered 
when outlining a site for ESL students. The elements include: 

- usability by a wide audience as possible 
- speed of loading and displaying 
- ease of use (ease of navigation and reading) 
- usefulness (the site should fulfill a need) 
- integrity and professionalism (honesty, accuracy, respect for copyrights, indicating 
- the date of the last update, a contact address, …) 
- wise and effective use of “cutting-edge technology” 

Aguayo and Ramírez (2020) proposed an arrangement of criteria for evaluating the technical 
quality of ELL websites. They focused on the functionality and usability features of ELL websites 
which are the main characteristics of the technical dimension of a website. The functionality issues 
include navigation, adequacy of technology, interactive functionality, and accuracy of technology 
for the specific purpose. Furthermore, the usability sub-categories are presented as intelligibility, 
ease of use, operability, and design. Each of these issues is subdivided into detailed components 
which aim at evaluating different technical features of language learning websites. The important 
features like hyper-textuality and interactivity of websites are among the features evaluated in 
Aguayo and Ramírez’s (2020) model. According to Aguayo and Ramírez (2020), Hyper-textuality 
might be regarded as the most defining characteristic of functionality in the web medium as it 
represents the basic and most important distinction between traditional textual genres and web 
genres. Hyper-textuality makes it possible for a user to follow different directions when reading, 
navigating, or using web content (Aguayo & Ramírez, 2020). Moreover, interactivity which 
mainly applies to autonomous learning context depicts a digital learning environment as interactive 
processes between the learner and the learning environment (i.e. websites) (Aguayo & Ramírez, 
2020). The other essential feature of functionality, the accuracy of technology for specific purpose, 
determines the extent to which the technology exploited in the website is particularly relevant and 
helpful for teaching a specific language skill. 

Son (2005) also proposes 15 criteria for classification and assessment of (ESL/EFL) websites. 
Each criterion is evaluated on a five-point Likert scale. The criteria in Son’s (2005) model evaluate 
various features of ELL websites including the accuracy, usefulness, organization, navigation, 
authenticity, and communication of websites. Also, the model requires the evaluators to give an 
overall rating to the intended website by choosing a category from very poor (1) to excellent (5). 

Sabri (2010) proposes an assessment approach for assessing a grammar site. Based on this 
approach, two methods of heuristic and exact evaluation of a grammar site are used. The approach 
contains a framework of assessment criteria and a pragmatic ease of use test of the site. The main 
segments investigated in Sabri’s (2010) approach (as stated by Fuentes & Martinez, 2018), are 
Website description, website ergonomy (interface, navigation, learning path), usability test (type 
of difficulties encountered while running tasks), and complementary tools (dictionaries, 
translators, etc.).  

As we consider, these and other similar studies (Kartal, 2005; Liu, Liu & Hwang, 2011; 
Hubbard, 2011) propose different arrangements of criteria for assessing English as a second and 
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foreign language (ESL, EFL) websites. Many features across these evaluation frameworks have 
similar purposes and function to evaluate certain aspects of ELL websites in a similar way. 
However, in spite of sharing several features in common, we should also take note of different 
orientations of these criteria. Each assessment criterion analyzes particular aspects of ELL 
websites in a different way while focusing on certain fundamental standards. These standards are 
related to basic aspects of Human Computer Interaction (HCI) and different components of Web 
2.0 technologies. Moreover, a worth noting point in regard to choosing a particular assessment 
model is that we should determine which features of it can help us in effectively evaluating a 
particular language learning website. Regarding the literature, evaluating ELL websites can be 
considered a useful tool to help foreign language learners and teachers to select suitable websites 
according to their practical needs. In particular, in Iran, because of the COVID-19 pandemic, many 
language classes have been and are being held online. Such a condition has made L2 learners feel 
more need for using suitable ELL websites to enhance their language skills. The present study 
intended to show how the evaluation of two writing websites might assist both EFL learners and 
teachers. 
3. METHOD 

Instruments and procedure 
The first step in evaluating the websites for teaching writing skills was to select the assessment 

criteria. In this study, Son’s (2005) model was selected for categorizing and evaluating intended 
websites (see Table 1). Son (2005) asserts that his language learning website review form is based  

Table 1: Son's (2005) Website Evaluation Checklist 

Items Descriptions 

1. Purpose Is the purpose clear? Is the content in line with the purpose? Is the Website appropriate for 
its targeted learner? 

2. Accuracy Is the content accurate? Are spelling and grammar accurate? 
3. Currency Is the Website current? Is the Website updated regularly? 
4. Authority Is there information on the author? Is the author well-recognized for his or her work? 
5. Loading speed Does the Website download fast? Do the content pages download efficiently? 
6. Usefulness Does the Website provide useful information? Are the language activities or tasks useful? 

7. Organization Is the Website well organized and presented? Is the Website interesting to look at and 
explore? Are screen displays effective? 

8. Navigation Is the Website easy to navigate? Are on-screen instructions easy to follow? Is it easy to 
retrieve information? Are hyperlinks given properly? 

9. Reliability Is the Website free of bugs and breaks? Is the Website free of dead links? 

10. Authenticity Are the learning materials authentic? Are authentic materials provided in appropriate 
contexts? 

11. Interactivity Is the Website interactive? Are methods for user input effectively employed? 
 

12. Feedback Is feedback on learner responses encouraging? Is error handling meaningful and helpful? 

13. Multimedia Does the Website make effective use of graphics, sound, and color? Is the level of audio 
quality, and the scale of graphics or video display appropriate for language learning? 

14.Communication Can the user communicate with real people online through the Website? Is online help 
available? 

15. Integration Can the learning materials be integrated into a curriculum? Does the content fit with 
curricular goals? 
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on a critical analysis of some other famous website evaluation guidelines and criteria including (as 
cited in Son, 2005), Tate and Alexander (1996), Bell (1998), Davis (2000), Joseph (1999), Kelly 
(2000), McKenzie (1997), Nelson (1998), Seguin (1999), and Schrock (1996). The review form 
requires administrative information such as the title of the site, its URL, language activities/skills, 
and target audience. Additionally, it contains a part for a site description. As shown in Table 1, 
Son’s (2005) evaluation criteria contain 15 items. The reviewers evaluate each item as “Very 
Unsatisfactory”, “Unsatisfactory”, “Uncertain”, “Satisfactory” or “Very Satisfactory”. The 
definition of each criterion is presented in Table 1. 

Furthermore, the form asks reviewers to give an overall rating for the website by choosing from 
five options: Very Poor (Not recommended at all), Poor (Not appropriate), Adequate (Acceptable 
with reservation), Good (Appropriate for use), and Excellent (Highly recommended). The 
evaluation checklist was sent to and received from the reviewers through a Google form link. 

The Reviewed Websites 
The two websites evaluated through Son’s (2005) evaluation model were the Purdue Online 

Writing Lab (POWL) and Pro Writing Aid (PWA). These two websites are among the top ten 
mostly used websites for learning EFL writing skills. The two websites have been designed to be 
used by ESL/EFL writers at all levels and for general purposes. Purdue University’s online writing 
lab (Purdue OWL) is an online writing center to help English language learners improve their 
writing skills by providing them with writing resources and guides. Through a navigation bar, the 
website provides some writing guidelines in the form of specified sections and sub-sections about 
a particular issue in writing.  

The main sections of the website include general writing, research and citation, avoiding 
plagiarism, graduate writing, subject-specific writing, and job search writing. Each of the sections 
contains multiple sub-sections which present related instructions on a specific issue in writing. For 
instance, the main sub-sections of the general writing section include writing style, the writing 
process, academic writing, common writing assignments, mechanics, grammar, punctuation, 
rhetoric, personal correspondence, community-engaged writing, and general writing FAQs. The 
website also includes another navigation bar that presents instructions regarding different writing 
styles like MLA guide, APA guide, and Chicago guide. The website includes a section for writing 
exercises (OWL Exercises) in which various exercises are presented with correct answers available 
for learners on a separate page to check their answers. Each Exercise section contains various 
related subsections. The main sections range from grammar, punctuation, and spelling exercises 
to sentence structure and sentence style exercises. 

Finally, the website includes a section for proofreading learners’ papers and written documents 
through which learners can upload their papers or type their sentences and get a free online expert 
check on their writing. The errors are underlined and suggestions for correction are provided.  

Pro Writing Aid (PWA) website provides a text editing tool which, in addition to the regular 
spell-checking and other grammar tools, checks the entered content for usage of vague or abstract 
words, alliteration analysis, and more. 

Seven EFL teachers, including the writer, who had over ten years of experience in teaching 
English as a foreign language, independently evaluated the two websites based on Son’s (2005) 
framework. Four teachers held MA and three teachers were Ph.D. students or candidates in TEFL. 
The results of the teachers’ evaluation were analyzed in order to compare the two writing websites. 
The strong and weak points of each website were reported based on the results of the study. 
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4. RESULT  
The results of the evaluation of the two websites are presented in Table 2. The seven evaluators 

independently assessed each website based on Son’s (2005) framework. In addition to rating each 
criterion, the evaluators give an overall rating to each website. 

As indicated in Table 2, for Pro Writing Aid (PWA) website (picture 1), the reviewers gave the 
highest mark (4.7) to purpose, interactivity, and feedback. Furthermore, the reviewers were highly 
satisfied with the accuracy, usefulness, organization, and reliability of PWA giving each of these 
criteria a mean score of 4.5. They also evaluated the website as having a highly acceptable loading 
speed (4.4). However, the currency (2.8), authenticity (2.4), integration (2.2), and communication 
(3) aspects of this website were given the lowest marks by the reviewers. PWA was also rated 
positively in terms of the navigation (4) features of the website. 

 

Table 2: Web Site Review Results 

 POWL PWA 

Purpose 4.2 4.7 

Accuracy 4.2 4.5 

Currency 3.4 2.8 

Authority 4.2 4 

Loading speed 4 4.4 

Usefulness 4.1 4.5 

Organization 3.2 4.5 

Navigation 4.4 4 

Reliability 4.1 4.5 

Authenticity 3.1 2.4 

Interactivity 3.2 4.7 

Feedback 3.7 4.7 

Multimedia 2.1 3 

Communication 3.4 3 

Integration 4.2 2.2 

Overall rating 3.7 4.1 
Note. POWL: The Purdue Online Writing Lab (https://owl.purdue.edu/); 

PWA: Pro Writing Aid (https://prowritingaid.com/). 
  

https://owl.purdue.edu/
https://prowritingaid.com/
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Fig. 1: Pro Writing Aid (https://prowritingaid.com/) 

 
The results of the evaluation (Table 1) show that in the Purdue Online Writing Lab (POWL) 

website (Fig. 2), navigation (4.4) and integration (4.5) were given the highest marks. The purpose 
(4.2), accuracy (4.2), authority (4.2), and reliability (4.1) aspects of the website also were rated 
highly. The lowest scores were given to multimedia (2.1) and authenticity (3.1) features of POWL.  

 

 

Fig. 2: Purdue Online Writing Lab (https://owl.purdue) 
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As can be understood from Table 2, the authenticity in both PWA and POWL were given low 
marks by the reviewers, 2.4 and 3.1 respectively. Additionally, the mark for currency in both 
websites was relatively low although it was higher in POWL (3.4) than in PWA (2.8). On the other 
hand, the accuracy, purpose, usefulness, and reliability criteria were rated above 4 in both websites. 
In terms of the differences between the two websites, the reviewers gave a significantly higher 
mark to the organization in PWA (4.5) than in POWL (3.2). Also, interactivity and feedback were 
rated higher in PWA than in POWL (see Table 1). In POWL, currency and authenticity got higher 
marks compared to PWA, and the integration in POWL (4.2) was rated significantly higher than 
in PWA (2.2).  

Finally, as Table 2 shows, the two websites were rated as appropriate for use (between 3.5 and 
4.5), however, the overall rating for PWA (4.1) was higher than POWL (3.7). 
5. DISCUSSION 

As discussed by Son (2005), in analyzing the results, it should be noted that a rating given to 
each criterion is more meaningful than the overall rating and the overall rating of an evaluation 
checklist cannot be a definite measure of evaluation. Therefore, the relative importance of each 
criterion should be taken into consideration when evaluating each website. 

The results of the reviewers’ evaluation of the two websites indicated that in most features 
measured by the checklist, the two websites were considered equally effective and useful. A score 
above 4 for the two criteria of purpose and accuracy for both websites indicates that the two 
websites can be acceptable sources for learners’ writing improvement. This result is also reflected 
in the average score of the usefulness criterion which is higher than 4 for both websites.  

However, the evaluation results showed that in some criteria the two websites are different. In 
the case of interactivity, for instance, the results showed that PWA is considered to be more 
interactive than POWL. It means that the learners can interact more easily and effectively with the 
content of PWA website. This issue can be attributed to the design of the text editing section of 
this website through which learners can easily edit and improve their text using various colored 
icons and figures available. Possibly, for the same reason, the organization of PWA was also rated 
higher than POWL although POWL contains more sections and sub-sections with a more variety 
of writing skill lessons. 

  One important aspect of ELL websites is the capability of integrating them into the content of 
a curriculum. It would be more functional for both teachers and learners if the content of an ELL 
website could be used effectively to enhance the content of the course. The results of this study 
showed that POWL was significantly rated higher than PWA in terms of this aspect. As mentioned 
above, this result can be attributed to the variety of writing issues in the form of main sections and 
subsections available in the navigation bar of this website. Various issues of general writing like 
writing styles, mechanics, grammar, punctuation, and other related issues can make POWL a 
suitable website for improving the content of a writing curriculum. 

Another important concern in evaluating an ELL website is the multimedia features of it. The 
results of this study showed that in terms of using multimedia features, PWA and particularly 
POWL did not get a high score compared to the other highly rated features. This result, however, 
can be considered normal as we may discuss that the two websites are specifically designed for 
developing writing skill. The scores for this aspect in the two websites can be attributed to the 
graphics and color used in the two websites. It should also be noted that PWA includes videos for 
introducing some writing issues. 
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Fig. 3: Pro Writing Aid Text Editing Program 

Finally, regarding feedback, the analysis showed that PWA (4.7) can provide more efficient 
feedback on learners’ writing (Fig. 3) compared to POWL (3.7). This can be due to the more user-
friendly environment provided by graphical figures of text editing programs in PWA. Using the 
proofreading and text correcting programs in both websites, the users can receive instant feedback 
on their self-written texts.  

 

6. CONCLUSION 
Reviewing and evaluating ELL websites can be considered a useful way for helping ESL/EFL 

learners and teachers to select suitable websites according to their practical needs. This can be 
even more crucial in flipped or online classrooms. Due to COVID-19 pandemic, many ESL/EFL 
classes have been and are being held online. Such a condition has made L2 learners feel more need 
for using suitable ELL websites to enhance their language skills. Writing, as a productive skill, 
might be less effectively practiced in online classrooms as teachers and learners do not interact 
directly with each other as in face-to-face classrooms. This is in line with Kyppö’s (2017), (as 
cited in Aguayo & Ramírez, 2020) comment that most online and technological resources are 
considered more helpful in improving receptive skills like listening and reading than productive 
skill (i.e. speaking and writing). 

It became evident from the evaluation results that the two websites reviewed in this study can 
be used to improve students’ writing abilities. Consulting the assessment results of the specified 
criteria of the two websites, teachers and learners can fairly identify the strong points of each 
website and systematically use them in favor of improving certain skills in writing. Whether or not 
the teaching materials in the reviewed websites have been introduced and designed by known 
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experienced authors is an important aspect of such use. According to this study, the review results 
indicated that the two websites have been authorized by well-recognized authors in this field. 
However, as aforementioned, L2 learners and instructors can make different use of each website 
according to their levels and local needs. Moreover, the choice of a suitable writing website might 
differ considering the purpose and nature of a language learning course. The important concluding 
point is that teachers should continuously monitor and evaluate the students’ use of such websites 
in order to assess their efficiency and make necessary decisions in advising learners on how to 
implement different sections of those websites. 
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Abstract 
Forgiveness has been identified as one of the 24 fundamental character 
strengths, and its reflection signals one's temperance, which is among six 
major virtues residing in the human psyche, alongside wisdom, courage, 
humanity, justice, and transcendence. However, (un)forgiveness has been 
rarely discussed in language teaching and learning research.  Thus, the 
present exploratory sequential mixed-methods study sought to profile the 
preliminary evidence on the psycho-emotional outcomes of unforgiveness 
among Iranian EFL teachers. The thematic analysis of the data obtained 
through semi-structured interviews with 25 teachers revealed that 
unforgiveness in L2 class entails rumination, in-creased anxiety, disrupted 
authority, and reduced energy. Building upon the qualitative findings, the 
researcher obtained the quantitative data by surveying 276 teachers to 
determine the extent to which they are forgiving towards themselves and 
their students in stressful situations. Results indicated non-significant 
differences in-between the three subcomponents of forgiveness, suggesting 
that teachers rely on forgiveness as a tension-coping strategy to detach 
themselves from the unpleasant consequences of unforgiveness. Find-ings 
imply that the extent to which teachers remain in the darkness of hatred and 
bitterness depends on their choice of grudging over things that cannot be 
reverted but can be compensated or forgiving themselves and others in favor 
of spreading love, kindness, and humanity. 

Keywords 
Emotions, 
Forgiveness, Positive 
psychology, 
Unforgiveness, 
Wellbeing 

1. INTRODUCTION 
Recent psycho-emotional studies have verified the emotionally-intensiveness of language 

teaching. Many factors, such as students’ misbehaviors, classroom management issues, anxiety, 
and psychological distress, have been identified as tension-provokers, and ignoring their presence 
in educational contexts would threaten the mental health and overall wellbeing of teachers 
(Dewaele et al., 2019; Wang et al., 2021). Many words like anger, anxiety, retribution, and 
retaliation burst into the mind while facing such adversities in life and profession. These are our 
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natural proclivities to deflect threats and unpleasant feelings that have been with us throughout 
human history, and triggering them puts individuals in a distressful state of mind. Therefore, 
empowering teachers with stress-coping mindsets and strategies can help them to thrive in 
hardships, remain immune to unpleasant situations, and protect their wellbeing from detrimental 
threats (MacIntyre et al., 2020). In this vein, instead of responding negatively to transgressions 
and adversities, one can consider forgiveness as an option to break the cycle of harsh thoughts, 
alter and manage the negative feelings, and plant the seeds of benevolence, compassion, 
understanding, and love (Black, 1998; Fry & Bjorkqvist, 1997; Thompson et al., 2005). The non-
forgiving atmosphere of the classrooms would lead the students to see their teacher as incompetent, 
indolent, and offensive (Kearney et al., 1991). Teachers might also feel distressed and offended 
due to their students’ misbehaviors (Debreli & Ishanova, 2019). In either scenario, the wellbeing 
of both groups will be negatively influenced (Sapmaz et al., 2016), and the probability of learning 
will decline; therefore, paying attention to teachers’ mindsets about forgiveness not only helps 
them to remain immune but also beneficial to their students’ wellbeing and growth since it provides 
the basis for an emotionally supportive educational context wherein teachers and students’ 
flexibility relative to diverse psycho-emotional fluctuations is honed and strengthened (Dwomoh 
et al., 2022; Tigert et al., 2022). However, few studies have considered language teachers’ 
forgiveness relative to sociology and social psychology. 

Forgiveness has been identified as one of the 24 fundamental character strengths, and its 
reflection signals one's temperance, which is among six major virtues residing in the human 
psyche, alongside wisdom, courage, humanity, justice, and transcendence (Peterson & Seligman, 
2004). The introduction of positive psychology (PosPsy) to SLA studies paved the way for 
studying and reflecting on various psycho-emotional factors among learners and teachers (Wang 
et al., 2021). PosPsy seeks to find ways by which the existing positive characteristics of the 
individuals can be honed since it tries to ensure the emergence and flourishing of the 
aforementioned character strengths, such as perseverance, hope, and wisdom, in light of 
recognizing and managing the negative factors that might infect one's wellbeing and safety 
(Seligman & Csikszentmihalyi, 2000; Snyder & Lopez, 2001). Relying on the tenets of PosPsy, 
scholars assert that forgiveness is an integral part of teachers' emotional competence, which also 
encompasses compassion, enthusiasm, optimism, power, and self-confidence (Madalińska-
Michalak & Bavli, 2018). It is argued that an emotionally competent teacher would cultivate the 
students' tolerance, respect, integrity, fairness, personal and social responsibility, and awareness 
(Schleicher, 2012; Madalińska-Michalak, 2015). The growing body of PosPsy-laden studies in 
recent years indicates that forgiveness has to be acknowledged in a peacebuilding and loving 
pedagogy frameworks that seek to nurture the language education stakeholders' proficiency along 
with enabling them to grow and flourish emotionally and psychologically despite hardships and 
threatening learning and teaching circumstances (Grimmer, 2021; Page, 2018; Yin et al., 2019). 
According to both frameworks, educational systems are to acknowledge and nurture hope, 
harmony, peace, and love, which are required to resolve interpersonal conflicts, violence, and 
misunderstandings that occur in classroom contexts. Thus, it becomes essential for teachers to 
become familiar with and equipped with a mindset about forgiveness as a fundamental notion in 
peacebuilding and loving pedagogies and a relevant competency required for nurturing peace and 
love in educational ciphers (Gabryś-Barker, 2021). 

Following PosPsy trends in L2 research, the present study would be among the first attempts in 
the language education realm that directly taps into language teachers' (un)forgiveness. The trial 
seeks to fill the gap within the L2 literature by highlighting the idea that forgiveness might function 
as a possible practical solution to language teachers' unpleasant experiences (Davis et al., 2015). 
In other words, forgiveness, as one's internal psychological strength, has been overlooked in the 
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literature, and the field is yet to discuss the stress-coping potentialities of this phenomenon. 
Specifically, language teachers face unique yet challenging stressors that might trigger 
interpersonal conflicts, perceived unpleasant experiences, and unresolved grievances (MacIntyre 
et al., 2019). In such an emotionally diverse context, language teachers might blame themselves 
for their students' poor performance and see themselves as incapable, incompetent, and inefficient 
teachers (Rimm-Kaufman & Sandilos, 2011; Toussaint et al., 2017; Wettstein et al., 2023; 
Winding et al., 2022). Further, they might cling to the idea that they are to be blamed for the 
students' misbehaviors, and their inability to control and manage the classroom might further evoke 
excessive negative feelings. Moreover, teachers might be unaware of the classroom realities by 
forgetting the fact that they are only a piece of educational domino, and there are numerous 
intervening variables, such as students' background, school facilities, and flawed policies, which 
might, in turn, affect the classroom situations, teachers' emotional engagement, interpersonal 
relationships with students and colleagues, and the students' experiences (Allen & Leary, 2010; 
Birch & Nasser, 2017). Additionally, the realization of forgiveness, like any other psycho-
emotional factor, is also context-dependent and requires a localized view for interpretation and 
generalization (Fu et al., 2004; Paz et al., 2008), thus, envisioning the forgiveness-laden pedagogy 
within the educational curriculum and teacher education programs requires a clarification of this 
phenomenon to the teachers (Azzi, 2022; Birch & Nasser, 2017). This would also lead to raising 
the awareness of the teachers that gives them an insight into their feelings and emotions and the 
possible positive outcomes that lie in forgiving their student's misbehaviors or language-related 
mistakes. The present research would also highlight the role of forgiveness relative to 
peacebuilding and loving pedagogy of language in which the notion has been recognized as one 
of the central pillars and goals, but studies that further justify the inclusion of forgiveness within 
these frameworks are scanty (Derakhshan et al., 2022; Gabryś-Barker, 2021; Wang et al., 2022). 
2. LITERATURE REVIEW 

(Un)Forgiveness 
Forgiveness and its counterpart, unforgiveness, had no room in scientific studies for over 300 

years. It was only during the last two decades that social psychologists decided to put an end to 
the hibernation mode of this phenomenon and open a new chapter in discussing the epistemology 
and nature of forgiveness among individuals (McCullough et al., 2000). To demystify forgiveness, 
one can reflect on it from an opposite vantage point by considering what forgiveness is not. The 
philosophical underpinnings of forgiveness suggest that it differs from notions such as condoning, 
pardoning, excusing, forgetting, and denying (Enright & Coyle, 1998; Mason & Dougherty, 2022; 
Strabbing, 2020). When we condone, we see ourselves as deserving of the abuse, or during excuse, 
we pretend that the offender had no intent to hurt us. Elaborating more on the differences between 
forgiveness and similar notions, Enright (2001) argues that a forgiver has the right to resent the 
offender or choose to respond with mercy, compassion, benevolence, and love because forgiveness 
involves “a change of heart, a shift in attitude, an alteration of an inner state” (Neu, 2011, p. 134). 
Meanwhile, unforgiveness refers to “a cold emotion involving resentment, bitterness, and perhaps 
hatred, along with the motivated avoidance of or retaliation against a transgressor” (Worthington 
& Wade, 1999, p.386). Factors such as religiosity, shame, trait empathy, anger, agreeableness, and 
altruistic motives have been discussed as predictors of one’s tendency towards forgiveness 
(Worthington & Wade, 1999; Worthington et al., 2007).  

Reflecting on the theoretical aspects of forgiveness, one comes up with three vantage points by 
which psychologists studied forgiveness. Some scholars believe that forgiveness is a prosocial 
positive or less negative response to the blameworthy transgressor (McCullough & Worthington, 
1994; Scobie & Scobie, 1998). Moreover, the disposition view scales people along a forgiving-
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unforgiving continuum and describes people somewhere between the two poles based on 
interpersonal circumstances (Mullet et al., 1998). Furthermore, the social characteristic standpoint 
brands forgiveness and other social values such as intimacy, commitment, and trust (McCullough 
& Witvliet, 2002). Several models and frameworks have been postulated to describe the 
boundaries of forgiveness. Based on Luskin’s conceptualization (2002), the phenomenon is 
rendered in three layers, namely, one’s own actions, others’ actions, and inevitable circumstances 
where no one can be blamed for the situation. Self- and others’ forgiveness is an emotion-laden 
tensions-coping strategy that helps individuals reduce negative thoughts, emotions, and intentions 
toward themselves and others (Davis et al., 2015). Reflecting on Luskin’s model, Exline et al. 
(2003) extended the territories of forgiveness-guided studies by posing a dichotomy of decisional 
and emotional forgiveness. The former type functions as a channel that reduces anger and 
resentment towards others and is a restoring strategy that helps the individual reconcile distorted 
interpersonal relations. The latter type (i.e., emotional forgiveness) arises from one’s sense of love, 
compassion, and empathy. Guided by these frameworks, studies show that forgiveness leads to 
decreased stress and anger (Harris et al., 2006), reduced resentment (Berry & Worthington, 2001), 
and self-condemnation (Toussaint et al., 2017), which includes guilt, shame, regret, 
disappointment, and despair (McConnell, 2015). Moreover, studies suggest that forgiving leads to 
increased resilience (Worthington et al., 2001; Worthington & Scherer, 2004), empathy (Toussaint 
& Webb, 2010), life satisfaction, and subjective wellbeing (Fincham, 2015; Thompson et al., 
2005).  

Also, forgiveness has been discussed as an essential component of one’s flourishing, which 
expands the boundaries of wellbeing from individual positive emotions to shared welfare in social 
contexts (Seligman, 2011). Further, it contributes to flourishing by increasing positive emotions, 
harmony, mastery, and amplified perceptions of self-worth and self-acceptance (Toussaint et al., 
2023). Recently, Tiwari et al. (2023) looked upon transgressions and forgiveness in the workplace 
context qualitatively, and their thematic analyses of the data obtained from 48 participants revealed 
that forgiveness is beneficial for promoting positive emotions, good relations, and a healthy work 
environment. Further, Haikola (2023) investigated forgiveness among seven interviewees through 
a religious and spiritual scope. The analyses supported the spiritual aspects of forgiveness by 
pinpointing that believers attribute forgiveness to God, and without God’s mercy, they would not 
have been able to forgive. Also, Rapp et al.’s (2023) meta-analysis of 20 studies involving 1477 
youths from 10 countries revealed that informing individuals about forgiveness and its process 
would benefit those exposed to disturbing and unpleasant feelings and experiences. 

(Un)Forgiveness has rarely been discussed in L2 studies. Birch and Nasser’s (2017) study is 
among the first attempts in L2 education where the researchers highlighted the role of forgiveness 
pedagogy in multilingual and diverse contexts. The rationale behind their trial was to highlight 
that forgiveness-laden pedagogies would help teachers face classroom realities since they detach 
the teachers from a pre-determined globalized agenda for education and provide a contextualized 
lens through which the teachers can be responsive to their students’ needs based on the classroom 
realities. In other words, they assert that applying forgiveness to education would possibly infuse 
more tolerance to the context and enhance the humanized aspects of education where teachers and 
students bond better and become capable of solving problems collaboratively in an emotionally 
supportive environment where to fail means to learn. Their idea aligns with Wang et al. (2022), 
who postulated the agenda for a Loving Pedagogy approach to language education. As discussed 
earlier, Loving Pedagogy tries to nurture positive feelings and experiences during the learning 
process and empower the teachers and learners psychologically and emotionally. In doing so, they 
elaborate on forgiveness as one of the central pillars of the Loving Pedagogy, along with notions 
such as kindness, sacrifice, empathy, growth, acceptance, and respect; however, the field of 
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language education lacks the empirical evidence further to justify the inclusion of forgiveness 
within this framework. Specifically, the outcomes of forgiveness have been discussed in areas 
other than L2 learning, and the multilayered nature of L2 teaching and learning calls for more 
elaborations and discussion regarding the role of forgiveness and the outcomes of unforgiveness 
in the L2 milieu. To date, Derakhshan et al.’s (2022) study is the only empirical study in this regard 
where the researchers sought to validate the Disposition towards Loving Pedagogy Scale (DTLP) 
(Yin et al., 2019), which aims at the teachers’ forgiveness, acceptance of diversity, intimacy, 
kindness, and similar entities. The data analysis from 773 EFL/ESL teachers revealed that DTLP 
predicts the teachers’ work engagement and is significantly correlated with teachers’ creativity. 

As discussed earlier, forgiveness could lead to reconciliation of distorted relations, increased 
sense of compassion and empathy, reduced resentment, and decreased self-condemnation 
(McConnell, 2015; Toussaint et al., 2017). However, to date, studies that exclusively frame 
forgiveness within language teaching boundaries are nonexistent, and the present study tries to 
address this gap along with identifying the negative psycho-emotional factors that unforgiveness 
might entail. Therefore, the present attempt is justifiable relative to several reasons which were 
addressed earlier. The foremost reason behind the present trial rests upon the premise that language 
teaching is an emotionally intense profession. Thus, the field urgently needs practical anti-stress 
strategies which help teachers remain calm and focused during apprehensive situations which arise 
in the class (Gabryś-Barker, 2021; Wang et al., 2022). Moreover, the thoughts of adverse incidents 
might further disturb the teachers’ feelings. The more anxious the teachers, the less willing they 
become to their job, which in turn might lead to various adverse outcomes such as distress and 
burnout; thus, forgiveness, as an integral strength and virtue within the human psyche, might help 
the language teachers to deflect negative and stressful thoughts. Thus, the present exploratory 
sequential mixed-methods study would provide insight into the opposite side of forgiveness (i.e., 
unforgiveness). The trial would provide the initial empirical and qualitative data, which enable the 
researchers to discuss further and justify the inclusion of forgiveness into contextualized curricula 
and pedagogies. Further, it highlights the possible beneficial role of forgiveness in detaching from 
stressful language-teaching experiences. Finally, it tries to warn about the possible negative 
outcomes of unforgiveness. In this vein, the answers of the following questions are sought: 

1. What psycho-emotional outcomes does unforgiveness entail among EFL teachers? 
2. To what extent are EFL teachers forgiving towards themselves, their students, and 

unpleasant classroom situations? 
3. METHODS 

Design 
To further theorize (un)forgiveness within L2 teaching domain, the present study provided 

preliminary evidence on EFL teachers’ tendency towards forgiving themselves, their students, and 
unpleasant situations and outcomes of unforgiveness. In this vein, an exploratory sequential 
mixed-methods design was utilized where the qualitative data is obtained prior to the quantitative 
phase. The qualitative aspect of the study helps to identify the key themes, while the quantitative 
phase permits generalization and statistical analysis, which paves the way for future inquiries 
(Creswell & Creswell, 2017). This design was selected to see whether English teachers tend to 
replace or allay the outcomes of unforgiveness via forgiving motives. 

Context and participants 
Two hundred and seventy-six Iranian EFL teachers with experience ranging from 1 to 20 years 

were recruited as the study participants using a convenient sampling method. The sample included 
171 females (62%) and 105 males (38%), aged between 20 to 50 years old (M=31). All the 
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respondents were English language teachers who worked in state, private, or both channels of 
education in Iran, where English is taught as a foreign language along with Arabic in junior and 
senior high schools. The majority of the participants (58%) were M.A. holders (N = 160), and the 
rest were (34%) B.A. holders (N = 93) and (8%) Ph.D. candidates (N = 22). Table 1 summarizes 
the demographics of the respondents. 

Table 1: Demographics of participants 

 Range/type Number 
Gender Male 105 (38%) 

 Female 171 (62%) 
Age 20-25 52 (19%) 

 26-30 84 (30%) 
 31-35 56 (20%) 
 36-40 64 (23%) 
 40-50 20 (7.5%) 
Years of experience 1-5 123 

 6-10 111 
 11-15 34 
 16-20 8 

4. INSTRUMENTS 

Semi-structured Interview 
The researcher used three semi-structured questions (Appendix) aimed at unforgiveness within 

L2 classrooms to elicit qualitative data. The design of the questions is in line with Hanson et al. 
(2005), who elaborated on the use of semi-structured interviews by mentioning that such questions 
would aim at the subjective perspectives of language teachers. Further, the semi-structured 
questions would be beneficial to gain in-depth insights about the lived experiences and emotions. 
Moreover, since the study tried to profile the initial mixed data on forgiveness, the inclusion of 
semi-structured questions in the qualitative phase would expand the existing literature on 
forgiveness and its counterpart (Toussaint et al., 2017). Thus, the first interview question aimed at 
eliciting data on the extent to which the respondents see themselves as a forgiving person. This 
question provided a basis to distinguish the unforgiving teachers from forgiving ones. 
Accordingly, teachers with six or higher scores on the scale were treated as unforgiving teachers. 
The second interview question expanded previous question by delving into reasons for which L2 
teachers become unforgiving. Finally, the third question asked them about their feelings during 
unforgiveness. In doing so, 25 Iranian EFL teachers were randomly selected from the total 267 
study participants and were asked to participate in the initial qualitative phase of the study. The 
interviews continued until the satisfactory saturation point was reached, and no new information 
emerged afterward (O’Reilly & Parker, 2013). Respondents were free to add any additional 
information or leave the interview on will. They also had the freedom to provide the answers in 
Persian or English, but all of their answers were transcribed into English for the analysis phase. 
Six non-participants were recruited to ensure the trustworthiness of the questions (Nassaji, 2020). 
Content validation of the questions was also confirmed by the opinion of three applied linguistics 
experts. Each interview lasted for about 15-20 minutes. 

Heartland Forgiveness Scale (HFS) 
HFS is an 18-item scale constructed by Thompson et al. (2005) and aims at forgiveness from 

three angles, namely, forgiving oneself, others, and circumstances beyond one’s control by 
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dedicating six items to each subscale aligned on a 7-point Likert ranging from 1 (almost always 
false of me) to 7 (almost always true of me). Since the scale targets forgiveness from a general 
perspective, some minor adaptations were made to the wording of the scale to make it appropriate 
for language teaching and classroom contexts. In this vein, items such as “If others mistreat me, I 
continue to think badly of them” were changed into “If my students mistreat me, I continue to 
think badly of them.” 

Data collection and analysis procedure 
Data of the present exploratory sequential mixed-methods study was collected in two phases. 

The qualitative phase attempted to unravel the psycho-emotional outcomes of unforgiveness 
motives among EFL teachers. Prior to both phases, all the respondents were informed about the 
objectives of the study and were ensured anonymity and confidentiality concerns following the 
guidelines outlined by BERA (2011). In the qualitative phase, 25 Iranian teachers answered three 
semi-structured questions in 15-20 minutes, and their answers were transcribed into English. Using 
a thematic analysis approach as outlined by Boyatzis (1998), the researcher read the answers 
multiple times to become familiar with the overall tone of the answers. The transcribed interviews 
were first codified through open thematic coding to identify the key concepts about the teachers' 
perceptions towards the outcomes unforgiveness. Consequently, themes were grouped according 
to their semantic interconnectedness and transparency in the axial coding stage. The final selective 
stage helped label and outline the similar key groups, building the major themes. The processes of 
coding, categorizing, and labeling were checked out by a qualitative research expert and another 
expert L2 researcher to ensure the inter-rater agreement process during which the discrepancies 
were negotiated and resolved (Gass & Mackey, 2000), resulting in the estimated .92 Cohen's 
Kappa, hence, ensuring the dependability and confirmability of the findings (Nassaji, 2020). 
Moreover, the credibility of the analyses was checked through a member-checking process in 
which the respondents reflected on the extracted themes and categories (Lincoln & Guba, 1985).  

In the quantitative phase of the study, teachers’ attitudes towards forgiving themselves, their 
students, and classroom situations were probed using the HFS. Before the primary quantitative 
data collection, the scale was piloted, and the responses of 40 individuals were used to test the 
psychometrics of the scale. Consequently, the respondents were added to a Telegram group and 
were given a link designed by Google Forms. By clicking on the link, the participants were guided 
to a two-page form in which they were asked to fill out the participant consent form along with 
demographic information and the forgiveness scale, the completion of which required less than 5 
minutes. 

5. RESULTS 
Qualitative findings 

The first research question sought to identify the adverse psycho-emotional outcomes of 
unforgiveness. In this vein, three interview questions (Appendix) guided the qualitative phase of 
the study. The first interview prompt concerned the extent to which teachers rated themselves as 
forgiving on a scale of one to ten. Individuals who ranked five or more (n=15) were categorized 
as forgiving, and those who rated themselves on a scale of one to four were treated as unforgiving 
teachers (n=9). However, all the respondents asserted that sometimes, during their teaching 
practice, they become unforgiving and that all of them had experiences of unforgiveness for the 
most salient and frequent reason, which was the students’ misbehaviors (n=25), which outscored 
all other unforgiveness provokers such as teachers’ economic status (n=4) and introvert personality 
(n=2). The following excerpts from participants seven and twelve clarify teachers’ stance 
regarding the misbehaviors of their students: 
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“Every time I have to go to that class, I know that something bad would happen, 
because the students are very rude and don’t listen to me. Although I’ve tried so 
many times to let go of their behaviors, sometime it becomes unbearable and for 
misbehaviors of one student, I become unforgiving of them all and punish them by 
lowering their scores, and criticizing them for their grammatical, pronunciation, and 
spelling mistakes.” [p. 7] 
“Parents and educational system see us as babysitters who have to educate the 
student; however, we are only one part of the whole. Being an unforgiving person is 
not I personally adhere in out-class environment, but dealing with over 30 students 
varying in mindsets and behaviors in each class and having at least classes each day, 
drains a lot of energy and being an unforgiving person in some instances is natural.” 
[p. 12] 

Figure 1: Outcomes of L2 teachers’ unforgiveness 

 
By asking the third interview question, teachers elaborated on the outcomes of being 

unforgiving. Rumination emerged as the most salient theme (n=22), followed by, increased anxiety 
(n=20), disrupted authority (n=19), and reduced energy (n= 14). Precisely, 22 of the teachers 
mentioned that unforgiveness makes them think and overthink unpleasant situations for hours and 
days even after the class is finished: 

“It was the time when I spent a whole week thinking about one of my students who 
had said something inappropriate in the class and made me angry. Things got out of 
control, and I shouted at her out of anger. Afterwards, it took me a week for letting 
go of the thought of that day.” [p. 2] 

Additionally, teachers (n=19) noted that being unforgiving makes classroom management more 
difficult because students’ misbehaviors make them feel angry and lonely. Teachers believed that 
the unpleasant classroom climate threatened their authority and agency since students became less 
supportive of angry teachers, did not follow orders, and welcomed more conflicts. For this reason, 
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teachers noted that they had to switch to an unforgiving mood and practice hatred, bitterness, and 
less flexible that drains much energy out of them (n=14). 

“After my in-class conflicts, we experience some minutes of silence. Afterwards, I 
hear that my students spread the word in the school that I am an unforgiving person, 
but the reality is that they don’t see themselves and everyone criticizes me and 
expects patience and forgiveness, but no one blames the students for they say many 
bad words and mistreat me and their classmates” [p. 14] 
“Being unforgiving drains my energy and soul. I have no choice but to say nothing 
most of the times I have troubles. I just check the clock and burst out of the class 
once it is finished. I myself am a quiet and introvert person, but dealing with so 
many misbehaviors has reduced my patience. I sometimes think that my students 
abuse my kindness and forgiveness. I wasn’t like this the time I entered this 
profession, but now after 10 years of experience, I feel emotionally, mentally, and 
physically drained. Nobody cares about teachers’ mentality and we have to show off 
that everything is in control while we are in the class, but the reality is that trouble 
finds its way to your class and sometimes you have to be tough for your own sake, 
otherwise, students become abusive and rude.” [p. 5] 

Quantitative results 
In the quantitative phase, all the participants (n=276) filled out the HFS questionnaire and 

provided information on the extent to which they forgive themselves, their students, and the 
unpleasant situations. Prior to data analysis, Cronbach’s alpha method showed .891 index, which 
is described as a good reliability indicator by George and Mallery (2020). Table 2 displays the 
skewness and kurtosis indices of normality. Since all values were within the ranges of ±2, it was 
concluded that the present data did not show any significant deviation from a normal distribution 
(Bachman, 2005; George & Mallery, 2020). 

Table 2: Skewness and Kurtosis Indices of Normality 

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

Self 276 .151 .147 -.450 .292 
Students 276 -.342 .147 -.761 .292 
Situations 276 -.062 .147 -.286 .292 

 
The only quantitative research question raised in this study was analyzed through Multivariate. 

Since this study did not include any independent (grouping) variables, there was no need to check 
the assumptions of homogeneity of variances, homogeneity of covariance matrices, and sphericity. 
All these assumptions require at least two groups’ means to be compared.  Table 3 shows the EFL 
teachers’ means of forgiving themselves, their students, and unpleasant situations. EFL teachers 
had roughly equal means on forgiving self (M = 27.12, SE = .389), students (M = 26.80, SE = 
.500), and unpleasant situations (M = 26.44, SE = .427). 
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Table 3: Descriptive Statistics for Forgiving Self, Students, and Unpleasant Situations 

Forgiving Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 

Self 27.127 .389 26.362 27.892 
Students 26.808 .500 25.824 27.792 
Unpleasant Situations 26.446 .427 25.605 27.287 

 
Table 4 shows the main results of MANOVA. The results (F (2, 274) = 2.63, p > .05, pη2 = 

.019 representing a weak effect size) indicated that there were not any significant differences 
between EFL teachers’ forgiving themselves, others, and unpleasant situations. Figure 2 shows the 
mean described in Table 4. 

Table 4: Multivariate Tests for Forgiving Self, Others, and Unpleasant Situations 

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

Forgiving 

Pillai's Trace .019 2.631 2 274 .074 .019 
Wilks' Lambda .981 2.631 2 274 .074 .019 
Hotelling's Trace .019 2.631 2 274 .074 .019 
Roy's Largest Root .019 2.631 2 274 .074 .019 

 
 

 

Figure 2: Means for Forgiving Self, Others, and Unpleasant Situations 

 

6. DISCUSSION 
The paucity of research for justifying the inclusion of forgiveness in peacebuilding and loving 

pedagogies of L2, along with the dearth of evidence for highlighting tension-coping potentialities 
of forgiveness in language classroom contexts, motivated the researcher to fill the gap by 
conducting an exploratory sequential mixed-methods study the qualitative aspect of which 
identified primary psycho-emotional outcomes of unforgiveness and the quantitative aspect 
provided evidence on the forgiveness tendencies of EFL teachers towards themselves, their 
students, and unpleasant classroom context. 

Accordingly, teachers asserted that whenever their merciless side (i.e., unforgiveness) triggers, 
they start ruminating the problems and overthink about them anxiously which further leads to the 
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disruption of their authority and reduced energy. The findings clearly illustrate one’s cold emotion 
shrouded by anger, hatred, and bitterness against the transgressor, which is in line with 
Worthington and Wade’s (1999) definition of unforgiveness. It is noteworthy that psycho-
emotional notions occur simultaneously, and teachers might feel various in short or long time 
periods (Dewaele et al., 2019); thus, the emergence of rumination, reduced energy, and increased 
anxiety, as shown by the qualitative findings, are to be discussed and justified relative to each 
other. Accordingly, rumination (i.e., mulling over an offense) triggers a depressed mood which in 
turn reduces one’s energy and makes forgiveness difficult. The idea builds upon Worthington and 
Wade’s (1999) elaborations and recent discussions of forgiveness (e.g., Debreli & Ishanova, 2019; 
Dwomoh et al., 2022; Haikola, 2023; Rapp et al., 2023; Sapmaz et al., 2016; Tigert et al., 2022; 
Tiwari et al., 2023) and expands the literature of L2 teachers’ emotions by suggesting that in light 
of rumination and the triggered depression, language teachers might feel hopeless and threatened 
by the classroom situations and lose their concentration and focus, hence, embracing the sense of 
disrupted authority. An unforgiving L2 teacher would possibly mule over negative experiences 
and keep the detrimental thoughts alive. This might lead to the formation of a negative attitude 
toward particular L2 classes and students, which in turn disturbs the interpersonal relationship 
between language teachers and learners. Additionally, based on the results and by considering 
anxiety, rumination, distorted authority, and reduced energy alongside each other, it can be further 
argued that unforgiving L2 teachers clung to negative thoughts would possibly lose the opportunity 
to see the bright side of their efforts and their attempts would be negatively shrouded by the 
presence of disturbing feelings that could be resolved by forgiveness. 

Moreover, the combination of qualitative and quantitative results permits one to argue that 
language teachers’ (un)forgiveness can be justified relative to the prosocial response and 
dispositional stances of forgiveness (McCullough & Worthington, 1994; Scobie & Scobie, 1998). 
The former stance (i.e., prosocial response) justifies EFL teachers’ tendency towards forgiving 
themselves, their students, and the situations, while the latter vantage point (i.e., dispositional 
view) pertains that the interpersonal circumstances trigger people to show or hide their mercy to 
themselves and others. Accordingly, and based on Mullet et al.’s (1998) postulation of the 
dispositional view, it can be argued that language classrooms cradle an array of psycho-emotional 
factors by which EFL teachers fluctuate in-between unforgiving-forgiving continuum.  

The forgiving proclivity of the EFL teachers, as illustrated by the quantitative results, might be 
further justified with reference to McCullough and Witvliet’s (2002) elaborations on the social 
characteristic viewpoint of forgiveness based on which a breach in the social relations threatens 
the shared intimacy, commitment, and trust, thus, to recover the sense of intimacy and trust, L2 
teachers are prone to practice forgiveness in their interpersonal dialogues with their students. More 
importantly, it can be argued that the teachers’ willingness towards forgiving their students might 
be a motive to recover their authority, which is disrupted in classroom context. As the teachers 
noted, whenever the students misbehave, a sense of loneliness and anger flourish, and these two 
factors might further push the teachers into their detrimental state of mind wherein they overthink 
and ruminate negative thoughts and feelings and as a result, lose their face and authority in the 
class. Thus, the findings contribute to the emotion-laden studies in L2 education by further 
justifying the recognition of forgiveness as an aspect of teachers’ emotional competence about 
which empirical evidence was lacking (Madalińska-Michalak & Bavli, 2018). In other words, 
results support the idea that L2 teachers’ forgiveness would in turn cultivate the learners’ 
awareness about tolerance, integrity, and fairness along with personal and social responsibilities 
(Schleicher, 2012; Madalińska-Michalak, 2015). Arguably, L2 teachers’ forgiveness strengthens 
the bonds and relatedness between teachers and students, hence increasing the interpersonal 
rapport and intimacy, which are distorted through unforgiveness. As noted earlier, a non-forgiving 
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teacher is perceived as an indolent, incompetent, and offensive individual (Kearney et al., 1991). 
Such an unjust and imbalanced situation might possibly put the class in an offensive state in which 
the teachers feel more distressed and helpless (Debreli & Ishanova, 2019). Therefore, one possible 
and plausible justification for the teachers’ tendency towards relying on forgiveness, as resulted in 
the present study, lies in that they try to prevent distressful situations by forgiving their students in 
order to deflect the emergence of unwanted negative factors that infect the wellbeing of the 
teachers and students altogether (Sapmaz et al., 2016).  

Therefore, in line with previous studies (e.g., Davis et al.,2015; Dwomob et al., 2022; MacIntyre 
et al., 2020; Tigert et al., 2022) who highlighted the significance of finding practical solutions to 
the teachers’ tensions, it can be claimed that the present findings posit the idea that forgiveness 
can be considered as a tension- and stress-coping strategy among language teachers. The findings 
contribute to the existing PosPsy-laden studies of L2 emotions by suggesting that language 
teachers’ forgiveness paves the way for an emotionally supportive context flexible to diverse 
psycho-emotional fluctuations of the language teachers and their students. Further, the present 
findings provide more evidence for Allen and Leary (2010) and Birch and Nasser (2017), who 
highlighted the importance of coping strategies and forgiveness-laden pedagogies. Additionally, it 
suggests that language teachers’ forgiveness would potentially prevent language teachers’ 
emotional disengagement, distorted interpersonal relationships with learners, and unpleasant 
language learning experiences for the students. 

Moreover, the quantitative results are also justifiable relative to Exline et al.’s (2003) dichotomy 
of decisional-emotional forgiveness, according to which it can be argued that EFL teachers decide 
to forgive because they know that their mercy soothes the situation, brings peace to the classroom, 
and help the individuals to reconcile the distorted interpersonal relations. Meanwhile the emotional 
forgiveness of the EFL teachers might be traceable in their sense of love, compassion, empathy, 
and love. This idea is supported by reflecting on the respondents’ answers where the majority of 
them (n=168; 60%) scored mid- to the highest score to the item “Although my students have hurt 
me in the past, I have eventually been able to see them as good individuals” in Heartland 
Forgiveness Scale. This implies that EFL teachers are prone to search for findings silver linings 
and light despite experiencing the darkness of hatred, loneliness, and helplessness in the hope of 
leading the class toward tolerance, respect, integrity, fairness, and awareness, which have been 
listed as the characteristics of emotionally competent teachers who are willing to help their 
students grow and flourish (Madalińska-Michalak, 2015; Schleicher, 2012).  

Arguably, a subtle yet noteworthy point can also be considered regarding the L2 teachers’ 
forgiveness, and that is the possibility of some sacrifice that is required to mend the breach between 
the teacher and students. In other words, it can be claimed that the unforgiving status of the 
classroom context warns the teacher to reconcile the situation; otherwise, the situation might get 
worse, and the class might become unbearable, especially concerning the fact that education year 
in the Iranian context and many other settings extends in nine months and teachers are aware that 
tolerating a sense of resentment and hatred for nine months would become an emotionally 
overwhelming and intense burden, thus instead of remaining in a state of unforgiveness, they 
probably tend to sacrifice their own emotions and put one step forward towards compensating the 
situation and repairing the distorted bonds and community. The aforementioned idea is supported 
by Harris et al. (2006), who suggested that forgiveness leads to less stress and anger if individuals 
see it as a means of one’s growth. In doing so, Luskin (2002) suggested that people might consider 
restatement of negative circumstances in a positive way, mindfulness practices, and focusing on 
one’s kindness and personal growth in light of unforgiveness-reducing endeavors. Furthermore, 
quantitative analyses provided evidence in line with and in support of Luskin’s (2002) model of 
forgiveness, based on which forgiveness occurs relative to oneself, others, and situations. As 
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supported by the results, language teachers tend to reflect forgiveness in all three layers of Luskin’s 
model. However, roughly speaking, they tend to be more forgiving towards themselves 
(m=27.127) relative to their students (m=26.808) and the situations (m=26.446). In line with 
previous research, the present study suggests that both self- and others’ forgiving tendencies 
function as stress-coping strategies one might undertake to reduce tensions and unpleasant feelings 
(Davis et al., 2015). Therefore, it can be argued that EFL teachers also rely on forgiveness to detach 
themselves from rumination, anxiety, reduced energy, and disrupted authority to embrace 
wellbeing and peace.  

The present study yields several implications for language teachers in particular and teacher 
educators and researchers in general. First, the study signals that forgiveness is not a weakness but 
a strength, and choosing forgiveness over unforgiveness would be a win-win for teachers and 
students altogether. L2 teachers can consider forgiveness as a stress-coping strategy and a bridge 
toward personal growth, courage, and temperance. The results implied that teachers’ unforgiveness 
leads to rumination, reduced energy, distorted authority, and increased anxiety, the combination 
of which would potentially strain the interpersonal relationships between L2 teachers and learners. 
Moreover, unforgiveness might provide a sense of incompetence and indolence to L2 teachers, 
which makes them feel lonely and helpless in L2 class. Further, the findings implied that teachers’ 
unforgiveness might infect their job satisfaction by shaping a negative mindset toward teaching 
and learners and eroding joy and fulfillment, hence making it harder to cultivate positive relations 
and communication. On a larger scale, the findings further justified the inclusion and recognition 
of forgiveness in peacebuilding and loving pedagogy frameworks, which attempt to help 
individuals thrive in stressful situations and flourish emotionally and psychologically (Azzi, 2022; 
Derakhshan et al., 2022; Gabryś-Barker, 2021; Wang et al., 2022). In other words, results implied 
that nurturing forgiveness and informing the language teachers about the negative outcomes of 
unforgiveness would equip the teachers with the required competency necessary for infusing 
peace, understanding, and love into the classroom context. Further, it warned us about the 
probability of creeping negative and detrimental feelings into the language teaching context 
despite unforgiveness. In other words, if nurturing a loving, peaceful, and emotionally-supportive 
language teaching and learning is expected, then investment in raising teachers’ awareness about 
forgiveness and nurturing emotionally competent teachers becomes an inevitable task for 
educators. The trial, in turn, not only benefits the language teachers but also equips the learners 
with tolerance, awareness, respect, integrity, and responsibility. 

Pedagogically, the findings contribute to the field by suggesting that L2 teachers can reflect on 
themselves and their emotions to nurture awareness about their emotional boundaries. In other 
words, teacher educators are suggested to inform the teachers that forgiveness is an option and 
process which can lead to personal growth and kindness. Teachers are suggested to experience 
anger, distress, and rumination to obtain a tangible mindset about the negative feelings that these 
experiences might entail. Meanwhile, they would also consider the idea that holding on to grudges 
and bitterness would further infect their wellbeing and job satisfaction. As noted earlier, teachers 
are only a part of the educational domino and should not blame themselves for anything that occurs 
under their authority. Thus, shifting perspectives and looking at classroom conflicts and tensions 
from different viewpoints would be another practical solution for practicing forgiveness. Most of 
the tensions between teachers and learners might be traceable to a lack of proper communication 
and understanding. L2 teachers are suggested to learn that forgiveness starts by being 
compassionate and forgiving towards oneself. In other words, teachers are to be reminded that 
everyone makes mistakes; thus, torturing oneself with negative and disturbing thoughts for 
students’ faults is not a proper solution to classroom tensions. 
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Language teaching and learning are in the infancy stage of forgiveness-laden studies. Future 
studies might consider the forgiveness of L2 teachers relative to their religiosity, shame, anger, 
agreeableness, empathy, and altruistic motives since these factors have been discussed in the 
literature to be highly influential on one’s forgiveness, and evidence aiming at them within the L2 
domain is scarce. Additionally, more robust data collection and research designs, such as 
longitudinal or experimental designs, can provide a more in-depth view of fluctuations of 
forgiveness over time. Diverse sample sizes, demographics, and contexts can also be considered 
while studying, interpreting, and generalizing future studies. 

7. CONCLUSION 
The present study shed light on unforgiveness and forgiveness among EFL teachers and 

suggested that forgiving oneself and others requires courage and is not a weakness. The study 
metaphorically signaled that if language teachers practice forgiveness and remember that their 
students need their help, the distance between them diminishes, and they shall enjoy unity, trust, 
and intimacy. Findings indicated that experiencing unpleasant situations in the classroom context 
happens for teachers, and they are not alone in this sense. However, the extent to which they remain 
in the darkness of hatred and bitterness depends on their choice of grudging over things that cannot 
be reverted but can be compensated by forgiving themselves and others in favor of spreading love, 
kindness, and humanity.  
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Appendix 
This interview aims at understanding the outcomes of unforgiveness in language classrooms. 

There are no right or wrong answers as it concerns your subjective understanding based on your 
experiences. We ask you three main questions, and based on your answers, we might ask additional 
questions. Feel free to add whatever you think describes you as an English teacher: 

1. Do you see yourself as a forgiving person? On a scale of one to ten, please select the 
extent to which you see yourself as a forgiving or unforgiving person. 

2. Have you ever been an unforgiving English teacher? When was it, and for what reasons? 
How do you feel when the classroom situation calls for no mercy? 

 



 
 

Copyright © 2023 The Author(s). Published by the Faculty of Persian Literature and Foreign Languages 
at the University of Mazandaran. This is an open access article under the terms of the Creative Commons 
Attribution-NonCommercial 4.0 International (CC BY-NC 4.0) license. 
ISELT – Vol. 2, No. 1, 2024 

134 

 

Utilization of Hello Talk Mobile Application in Ameliorating Iranian EFL 
Learners' Autonomy 

Ali Sadeghi1  & Azizeh Chalak1,*  
 

1Islamic Azad University, Isfahan, Iran 
 

10.22080/iselt.2023.25810.1055  

Received 
December 1, 2023 
Accepted 
February 28, 2024 
Available online 
March 14, 2024 

Abstract 
Language teaching and learning have become more technologically advanced 
in recent years. These technological advances may change the nature of 
education and the place and the time at which the learning process takes 
place. In this regard, the present study investigated how the HelloTalk 
application affected Iranian intermediate EFL learners' autonomy. The study 
enjoyed a pretest-posttest quasi-experimental design. In doing so, 54 
intermediate EFL learners were randomly selected from an institute in 
Isfahan, Iran. The participants were divided into two homogeneous 
experimental groups based on their level of education (N = 27). Both groups 
received a multidimensional Learner Autonomy Questionnaire (LAQ) as an 
online pre-test and post-test on Google Docs. The data was analyzed using 
Paired Sample T-test, frequencies, and percentages. By comparing different 
dimensions and the p-values of the two groups from the pre-test to the post-
test, the results revealed that utilizing the HelloTalk application significantly 
and positively affected Iranian intermediate EFL learners' autonomy. 
Moreover, experts and EG learners had a positive attitude toward using the 
application. The findings of this study could be fruitful for learners with 
enough competence but inadequate knowledge of how to become 
autonomous through mobile applications. It could also provide insights into 
how technology tools and computer programs could facilitate teaching and 
learning English. 

Keywords 
HelloTalk 
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1. INTRODUCTION 
There has been an increasing attraction to incorporating technology into pedagogical purposes 

in recent years, and our lives are now deeply immersed in technology. By using new technologies, 
a significant change has been observed in the field of education, which facilitates learning and 
helps learners achieve a more fulfilled atmosphere. It is a fact that technology cannot be separated 
from educational environments, and both teachers and learners must be engaged with technology. 
Moreover, from the 1990s to the 2022s, how technology and foreign languages are connected has 
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grown stronger; therefore, it has gained researchers' interest. However, it should be noted that EFL 
learners still rely on traditional learning methods despite being considered native speakers of the 
digital language of computers and smartphones. 

In light of this, an essential point in learning English as a second language (L2) is learners' 
autonomy, especially in using mobile applications to learn a second language. Examining the 
learning and teaching process in second language classrooms revealed that non-native English 
learners might have good grammar, speaking, writing, and listening knowledge. However, they 
might lack autonomy and self-regulated learning knowledge compared to native speakers. 
Moreover, mobile applications complement language learners who have entered formal instruction 
as well as the first step for beginner autonomous learners. It is mentioned that applications can 
prepare EFL learners to have regular practices and exercises even when these learners are not 
formally studying a language but desire to continue practicing (Rosell-Aguilar, 2007). 

In this connection, the present study benefited from using a mobile application named 
HelloTalk. The reasons behind choosing the HelloTalk application and improving Iranian EFL 
learners' autonomy through this application could be explained in this way. While teaching English 
to Iranian EFL learners in different English classes, the researcher observed that the learners are 
too dependent on the teacher for every single problem. Learners must focus on developing and 
helping or satisfying their internal criteria, such as perception, self-esteem, learning style, etc. 
However, in reality, especially in Iran, learners depend on the course's instructor, even in higher 
education. 

The HelloTalk application can play a crucial role here by providing authentic learning materials, 
connecting learners to native speakers' communities, and providing language exchanges. Based on 
Larsen-Freeman's (2000) point of view, learners depend on the instructor at the beginning of the 
learning process. However, as the learners continue to learn, they become increasingly autonomous 
by developing their cognitive, meta-cognitive, social, and affective factors such as intelligence, 
interests, talents, motivation, and environmental factors. The other factor that needs to be 
mentioned is that educational applications in general and mobile learning in particular can affect 
learners' dependency on the teacher. Few researchers have addressed Iranian EFL learners' 
autonomy. In addition, it seems that no research has been found surveying Iranian EFL learners' 
autonomy through the HelloTalk mobile application. 

According to previous studies, this application has the potential to enhance learners' learning 
skills. As mentioned by Nugroho et al. (2021), before using this application, the students could not 
memorize the words well and needed a long time to memorize them correctly. Additionally, in a 
review of 11 English language learning applications, Valdimarsson (2020) explained that the 
application is more exciting, and perhaps its novel feature is its social aspect. Moreover, the 
application can offer various activities such as pronunciation, writing, and reading. In this 
connection, learning grammar as a sub-skill could be worked on with the aid of native speakers 
with whom the user comes into contact. According to Nushi et al. (2018), HelloTalk is a beneficial 
language learning tool, especially for the young generation, due to its social environment, practical 
use, and meaningful learning. 

One delicate point that needs to be answered is whether Iranian EFL learners' autonomy can be 
increased through mobile applications, especially in the case of the HelloTalk application. The 
HelloTalk capacities might improve learners' autonomy. This application can supply a good 
platform for second language learners to learn English and other languages fluently by 
contextualized visual information. Moreover, using similar applications in classrooms can assist 
teachers and support learners in creating social connections with the people around them and make 
autonomous learning easier (Barton & Potts, 2013; Hafner et al., 2013). Therefore, the present 
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study investigated the utilization of the HelloTalk mobile application for improving learners' 
autonomy from teachers' and learners' points of view, both inside and outside the class. 

2. LITERATURE REVIEW 
Researchers have shown an increasing interest in using technology in today's world, especially 

regarding the positive impacts of technology use on language learning (Kondo et al., 2012; Liakin 
et al., 2015; 2017; Liu et al., 2018; Stockwell, 2010). According to Clement (2020), the number of 
non-gaming applications was 3.42 million in August 2020, whereas based on the Apple company 
announcement in 2018, the number of educational applications had reached 200,000 (Pendlebury, 
2018). Therefore, there has been a tremendous shift toward using mobile applications for 
educational purposes. In modern societies, every single student and teacher works with many 
devices, which help promote any educational process (Pacheco et al., 2018; Zhernovnykova et al., 
2020). Digital technologies have been used as an educational tool for decades because they can 
increase student engagement in the learning process (Buchanan, 2011; Palaiologou, 2016; Weis et 
al., 2002). 

These new applications have motivated English language learners to change their acquisition 
strategies and assisted them in being more independent (Lai, 2014a; 21014b). It should be noted 
that the global pandemic (COVID-19) provides new opportunities for EFL learners and teachers 
to use new methods, such as the utilization of instructional applications. Learning through mobile 
applications can lead to some changes, such as turning passive learners into active learners and 
changing the traditional dependent learning methods into new, more autonomous learning 
methods, although there is still the question of how to best integrate MALL, especially in higher 
education (Chwo et al., 2018; Liu et al., 2016). Mobile-assisted language learning (MALL) is the 
sub-category of mobile learning; therefore, it is crucial to have a definition of M-learning. M-
learning is different from other sorts of learning, and it is a method where the learning materials 
are available for mobile users wherever and whenever they want (O'Malley et al., 2005). 
Accordingly, Dehkordi (2018) defined it as one technology that takes on more significant 
importance in teaching, specifically in language learning. In addition, based on Geddes's (2004) 
point of view, it can be used anywhere and anytime outside the classroom walls. 

M-learning was described by O'Malley et al. (2005) as any learning accomplished when learners 
are not in a steady state and exploit mobile technology. Moreover, Ally (2013) stated that learners' 
self-esteem, self-confidence, and autonomy might be enhanced through M-Learning and it can 
motivate learners in the learning process. Accordingly, Sutrisna et al. (2018) defined it as language 
learning through mobile devices and technologies. Based on Kukulska-Hulme and Traxler (2005), 
smartphones, tablets, and laptops are mobile devices in MALL that have two essential functions: 
portability and mobility. Portability and mobility refer to the state of being easy to carry and being 
used anywhere and anytime.  

In light of this, MALL can increase motivation in language learning (Kim et al., 2013) and 
promote collaboration and interaction (Goh et al., 2012). According to Dashtestani (2013), Iranian 
English teachers' attitudes toward using mobile phones in teaching and learning English were 
positive. Chartrand (2016) stated that smartphones, especially dictionary applications, could 
improve vocabulary mastery and pronunciation. According to the respondents' positive 
perceptions, Wagner et al. (2016) showed that MALL, as a learning strategy, could support the 
teaching-learning process.  

In addition, the results of Yudhiantara and Saehu's (2017) study revealed that using 
smartphones in classroom activities led to positive student perception. Oz (2015) mentioned that 
the intermixture of English learning and technology depends on factors such as technology, 
teachers' and students' perceptions, and teachers' and students' awareness of technology in 
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integration into English learning. Grimshaw et al. (2017) indicated that most language teachers 
worried about the restriction of MALL, although they were open to engaging their students in 
MALL.  

General Outlook of Autonomy 
The notion of autonomy has come into existence in several fields of study, such as psychology, 

philosophy, politics, and education. The term autonomy is derived from the Greek term 
autonomic/autonomous, which is used to describe someone or something that lives by their own 
rules (Swaine, 2020). Autonomy, in the process of learning, refers to the management of one's 
learning (Benson, 2001). In light of this, Holec (1981) provided a learner autonomy definition; in 
this way, when learners take charge of their learning process and accept responsibility for all 
decisions related to all aspects of their learning, they are independent. 

In addition to what was mentioned above, one of the crucial issues in this regard is Learner 
Autonomy (LA). LA has assumed research of interest in foreign language learning and teaching. 
LA can be operationally defined as learners' ability to take responsibility in their learning process. 
It differs from learner to learner based on factors such as language proficiency, context, and 
learning goals (Zehani, 2021). Furthermore, LA relates to the awareness of the learning process 
by learners. White (2003) explained it in this way: when a learner can be autonomous in his/her 
learning process, and simultaneously, he/she is supposed to collaborate with others. 

The other factor that needs to be considered is that teachers have an essential role in learners' 
independence, whether in or outside the classroom. No wonder instructors can affect the learners' 
usage of technology devices or mobile applications outside the classroom. In this connection, 
Hagger and Chatzisarantis (2012) mentioned that teachers could encourage and increase student 
engagement in independent learning outside of the classroom. Additionally, students are willing 
to utilize the technological resources that teachers use in the classroom (Fagerlund, 2012; Lai & 
Gu, 2011). It is worth mentioning that teachers' suggestions and pieces of advice on using 
technologies can affect students' involvement beyond the classroom (Inozu et al., 2010). 

It should be noted that different concepts are closely related to the notion of autonomy. 
Concerning learners' self-confidence, studies have shown that students lack the confidence to 
become involved in out-of-classroom activities (Gamble et al., 2012; Qi & Li, 2006). Another 
factor in this regard is self-direction; self-directed learning and the notion of autonomy are closely 
interrelated. Self-direction learning is a settled way of thinking or feeling about the learning 
assignment where the learner is in charge of the decision-making process in his learning (Hadi, 
2012). Based on Majedi and Pishkar (2016), through self-directed learning, learners are advanced 
in the direction of self-evaluation, self-study, and autonomy. In addition, self-directed learning 
demands that learners take charge and take responsibility for their learning and arrange it for their 
purposes, recognize and fix learning gaps, choose and perform learning strategies, and assess their 
learning (Loyens et al., 2008). 

Language Learning Studies on Mobile Applications  
The use of mobile applications, in general, and the HelloTalk application, in particular, is not 

only a means of autonomous learning of a foreign language but also an efficient means of training 
learning in the classroom (Bardus et al., 2021). According to Wang (2010), technology has 
advanced independent learning through an English learning pattern that includes newspapers, short 
stories, magazine articles, letters, and internet articles. It can also promote English language 
competence. In addition, the researchers did not deny the role and importance of using traditional 
methods (Bardus et al., 2021). Nevertheless, they emphasized that modern teachers must be 
prepared to face the challenges and changes in the educational process. Furthermore, it is 
mentioned that mobile applications can aid in the student's learning process and make it more 
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engaging and accessible at any time or place. A further result indicates positive attitudes toward 
mobile learning and adequate time spent using smartphones to practice English speaking skills 
(Ataeifar et al., 2019). 

According to Pachler et al. (2017), due to learners' attachment to their mobile phones, these 
devices are supposed to be a source of inspiration and motivation. The process of teaching and 
learning is made more developed through the use of technology in educational systems. Based on 
the National Council for Educational Technology (1967), educational technology can be defined 
as methods and aids that can improve the process of human learning. It refers to all processes that 
can help human learning. Schwienhorst (2003) stressed the importance of a motivating and 
authentic learning environment for learners to become more independent, but these are not 
sufficient alone. In light of this, Lai et al. (2016) mentioned that there are grounds for supposing 
that there were mismatches in instructors' and learners' perceptions of instructor engagement and 
specific roles that teachers could play. By appropriately manipulating the learning environment, 
reflective, social-interactive, and experimental-participatory learner behavior needs should be 
fostered. 

Recent studies have shown that learners have positive attitudes toward using educational 
applications as a successful way to learn and train themselves to be autonomous both inside and 
outside of the classroom. Zehani (2021) examined mobile educational applications' utilization to 
enhance learners' autonomy in English language learning. The results of this study showed that 
teachers' and students' attitudes were positive, although the findings should be interpreted with 
considerable care. First of all, the study focused on first-year EFL students at the Department of 
English division of the Mohamed Khider University of Biskra; therefore, age and language level 
have influenced the results. Second, the questionnaire did not have any questions about usability, 
ease of use, and intention to use the applications that may have affected the result. Third, the 
students had not been interviewed to find out the external and internal factors involved in this type 
of mobile learning. Therefore, generalizing the findings to all kinds of prompts and recasts can be 
problematic. 

Stockwell (2008) discovered that the cost of mobile phones is essential, and it can lead to 
disappointment in academic settings. Based on Azli et al. (2018), MALL can be implemented 
inside and outside the classroom; in other words, it is formal and informal learning that can support 
traditional learning, boost the teaching process, and enhance learning. They also believed teachers 
could use MALL as an assistant in English teaching. It is worth mentioning that Dehkordi's (2018) 
study showed that male and female learners have positive attitudes and perceptions toward using 
technology-based learning. Some researchers noted that the use of mobile phones makes it easier 
for learners, teachers, and peers to communicate. This could be a great chance to improve their 
language skills (Nah et al., 2008; Rosell-Aguilar, 2007). 

Concerning the advantages and disadvantages of the HelloTalk application, another research 
(Nugroho et al., 2018) provides information from students' perspectives in the following 
statements. There are some advantages of implementing HelloTalk in teaching vocabulary, 
described as easy to use, having various features, easy to remember vocabulary, time efficiency, 
and having an exciting learning experience. Finally, other research results have displayed that 
MALL increased language learning motivation (Kim et al., 2013) and promoted the development 
of collaboration and interaction (Goh et al.,2012). Moreover, smartphones provide a design plan 
for autonomous learning (Reinders, 2010), and they are inescapably a modern method of 
autonomous language learning (Clarke & Svanaes, 2015; Niño, 2015; Persson & Nouri, 2018). 

All in all, the present study attempted to investigate how the HelloTalk application can improve 
Iranian EFL learners' autonomy. The researchers have raised the following research question to 
accomplish the purpose of this study: 
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How does the HelloTalk app impact Iranian intermediate EFL learners' autonomy from the pre-
test to the post-test? 

3. METHODS 
In this section, the research design and setting are provided with detailed information at the 

beginning. Then, the research participants and instruments are carefully described as a significant 
and necessary part of the study. Finally, the data collection and analysis procedure are discussed 
to provide helpful information for the result section. 

Design and context of the study 
A quasi-experimental research design that is quantitative in nature was adopted in this research 

study, with two nonequivalent groups: Experimental Group Number One (EG1) and Experimental 
Group Number Two (EG2). In light of this, the quantitative part consisted of gathering data 
through the LAQ questionnaire given to Iranian Intermediate EFL learners to obtain the relevant 
information. It is worth mentioning that for collecting the data on autonomy, the current study 
aimed to investigate the characteristics of Iranian EFL learners enrolled in an institute in Isfahan, 
(in the Spring term of 2022). In addition, the homogeneity of each group was examined by 
participating in a Placement English Test (PET) at the Institute. Intermediate English learners were 
chosen for the study because of the course system used in the institute and their familiarity with 
the notion of being autonomous learners, which is related to their age and level of English 
proficiency. As Bardus et al. (2021) mentioned, age and English language proficiency level can 
somewhat influence the results. 

EFL learners received 6 hours of instruction per week within the course period, including 
primary skills and sub-skills. The course books used in the institute were Active Skills for Reading 
Level 2 and Headway Academic Skills Level 2. In this connection, extra materials such as grammar, 
vocabulary, and reading exercises were provided to students for every unit by the institution. It 
should be noted that all the course classes had to use standard materials and topics. Learners' 
achievement was measured basically through an online autonomy learner questionnaire on Google 
Docs to collect the data on autonomy. The learners were given a questionnaire; one in the first 
session and one at the end of the course (the LAQ questionnaire was given at the beginning and 
end of the course). 

Participants 
Strictly speaking, the participants were Undergraduate/Postgraduate learners enrolled in an 

institute in Isfahan, Iran, in the spring term of 2022. The average age of the whole number of 
participants was 24 years old. A panel of six education experts with a 9.5 average year of teaching 
English and research experience were asked to review the application, fill out a questionnaire, and 
provide written comments to add several points of view to the design (Chen et al., 2019). The 
experts had doctoral and M.A. degrees in a relevant education or language learning field. The 
participants and their demographic information are outlined in Table 1. 
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Table 1: Demographic Background of the Participants 

Participants Learners Educational experts 
Number of Participants 54 6 
Level of Education Undergraduate/Postgraduate learners Doctoral degrees/M.A 
Age The average age of 24 years old The average age of 34 years old 
English Level Intermediate Education expert 
Gender 20 males and 34 females Two males and four females 
Nationality Iranian Iranian 
Native Language Persian Persian 
Target Language English English 

 

Instruments 
The present paper used two instruments to collect the data:  the Learner Autonomy 

Questionnaire (LAQ), and the HelloTalk Application. The first instrument used for both a pre-test 
and post-test to assess the extent of the learners' autonomy was the Learner Autonomy 
Questionnaire. There are 44 items in the form of nine dimensions that are related to language 
learning (see Appendix A). It is worth mentioning that the nine dimensions are categorized and 
illustrated in Table 2. The LAQ (Learner Autonomy Questionnaire) was chosen in this study for 
three reasons; the first one was its comprehensibility. Since LAQ was one of the most 
comprehensive questionnaires, it considered a great extent of different dimensions that were 
related to learner autonomy. The second reason was the content validity of the LAQ; this could be 
determined by comparing it to other questionnaires that were available in the area of learner 
autonomy. The final reason was that many researchers confirmed the questionnaire (Gholami, 
2016; Gömleksiz & Bozpolat, 2012; Karagöl, 2008; Tilfarlioglu & Ciftci, 2011). According to 
Tilfarlioglu and Ciftci (2011), the original questionnaire has 40 items related to learner autonomy 
that were adapted from different resources, as mentioned above. While 30 of the items were 
adapted from Egel's questionnaire (2003), the rest of them were developed by examining different 
sources (Sancar, 2001; Koçak, 2003). 

Gholami (2016) adjusted the LAQ to the Iranian context by piloting the test for learners and 
modifying or replacing some items. Moreover, to put appropriate items in the questionnaire, the 
other questionnaires that were used in the Iranian context were checked (Moini & Asadi Sajed, 
2012; Hashemian & Soureshjani, 2011; Nematipour, 2012; Rahnama & Zafarghandi, 2013; 
Maftoon et al., 2011). In light of this, to improve LAQ or make it less extreme, partial or minor 
changes were used based on the aim of the study. With this framework, experienced professors of 
the Department of English of the Islamic Azad University, Isfahan (Khorasgan Branch), were 
asked to examine some items for modification or change. It is noteworthy that the LAQ 
questionnaire is categorized into nine dimensions, with dependent and independent questions (see 
Appendix A). 

The comparison of the dimensions of the questionnaire can lead to a better understanding of 
measuring the construct of learners' autonomy. Due to the comprehensibility of the questionnaire 
and its crucial factors, which were categorized into nine dimensions and focused on ready for Self-
direction, independent work in language learning, the importance of class/ teacher, the role of 
teacher, language learning activities outside the class, selecting content, intrinsic motivation, 
assessment, motivation, and finally interest in other cultures.  
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Table 2: Nine Dimensions in the Modified Learner Autonomy Questionnaire 

 
The second instrument used in the present study was the HelloTalk app. The HelloTalk app was 

used as a treatment of the study to enhance EG1 learners' autonomy. It should be noted that the 
treatment of the study refers to the whole process of using the HelloTalk app inside and outside 
the classroom for EG1 learners. The required application was HelloTalk in this research, which 
has free and VIP versions. HelloTalk is a popular language-learning app on the market; the team 
is based in Hong Kong and Shenzhen, China. This application covers almost all languages. The 
HelloTalk language exchange application aims to connect language learners to native speakers and 
facilitate language learning. The premium version should be downloaded to access many different 
options of the application without limitations. 

Data Collection Procedure  
At the beginning of the 8-week- course with 24 sessions, learners in EG1 (Experimental Group 

Number One) and EG2 (Experimental Group Number Two) were asked to answer the online 
learner autonomy questionnaire on Google Docs. In EG1, the learners were introduced to the 
HelloTalk application, viewed the user guidelines, and formed a chat group (during week 1). It 
should be noted that the HelloTalk application was introduced step by step on WhatsApp, as can 
be seen in Figure 2. In addition, the application was also shared with experts. In the next step 
(during week 2), different application options were introduced to EG1 learners: HelloTalk, 
Moments, Connect, Live, and Me. Some extra activities were designed for both EG1 (based on the 
usage of the HelloTalk application) and EG2 (based on the traditional teaching approaches) 
learners. EG1 learners were able to discuss their answers with the group in a chat room, and they 
also had the opportunity to have 20 minutes per week of discussion with the instructor in the 
application chat room. 

In week 3, the social aspect of the HelloTalk application was described for EG1 learners, and 
they were supposed to choose some topics for online discussion with native speakers and their 
friends, but before that, they were asked to submit their topics to the instructor for feedback.  

Section Number of 
Items Focus Questions 

Dimension 1 6 items Readiness for Self-direction What are the learners' beliefs relating to self-
directed learning in general? 

Dimension 2 6 items Independent Work in language 
learning 

What are the learners' beliefs about 
independent work in language learning? 

Dimension 3 8 items Importance of Class/ Teacher How important do learners see the class/ the 
teacher in their language learning? 

Dimension 4 5 items Role of Teacher: 
Explanation/Supervision 

What importance do learners give to teacher 
explanation and supervision? 

Dimension 5 4 items Language Learning Activities 
Outside the Class 

About particular language learning activities, 
what are the learners' attitudes? 

Dimension 6 3 items Selecting Content What are the learners' attitudes relating to the 
selection of content for language learning? 

Dimension 7 3 items Intrinsic motivation How confident do learners feel about defining 
objectives? 

Dimension 8 5 items Assessment/ Motivation How important is external assessment in 
motivating the learners' work? 

Dimension 9 4 items Interest in Other Cultures What are the learners' attitudes relating to the 
culture of other countries? 
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Figure 1: Installation of the HelloTalk Application by Participants of the Study 

 

 

Figure 2: Introducing the HelloTalk Application on WhatsApp 

 
During weeks 3 to 4, learners in EG1 were supposed to complete the study units in the 

application for 2-3 hours per week and answer the inside and outside of the class activities using 
the HelloTalk application. Moreover, learners had the opportunity to discuss online with the 
instructor. Over the next few weeks (during weeks 5 to 8), they were motivated to share and discuss 
the material in the chat room, where the instructor could encourage EG1 learners and provide 
structured comments. In week 6, the instructor tried to focus on the application's entertainment and 
gamification aspects to consider its fun and appealing aspects and introduce these particular parts 
of the application. Furthermore, the writing and grammar tools of the application were explained 
to EG1 learners because EG2 learners had some writing and grammar tasks or activities that the 
institution designed for each semester. Finally, in weeks 7 to 8, the participants completed a 
questionnaire. The research procedure is summarized in Figure 3.  
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Figure 3: Research Procedure 

 
One also should not overlook that, to bring a visual aspect to the study, some participants were 

asked for permission to use their screenshots and personal information, as seen in Figures 1 and 2. 
It is essential to highlight that the same conditions were provided for EG2 learners to achieve 

reliable results. In a parallel manner, at the beginning of the EG2 course, the syllabus and the aims 
of the course were explained (during week 1). During weeks 1 to 8, some external materials such 
as writing, speaking, reading, listening, and grammar activities were designed and shared by the 
institution. In this connection, EG2 learners were supposed to submit their homework, activities, 
and inside/outside class study units (in the form of oral or written forms). In addition, (during 
weeks 2-8), they had the opportunity to choose suitable topics for a 20-minute/week discussion in 
the class. It should be noted that the learners had to submit the topic to the instructor for feedback. 
Furthermore, they were asked to connect to native speakers and their friends through Instagram 
and WhatsApp in the classroom. Finally, the questionnaire was completed by the participants 
between weeks 7 and 8. 

Week 1

•Forming a exprimental group with 27 participents 
•Introduction to HelloTalk app
•Orientation and training 
•App shared with learners and experts

Week 
2-4

•Introduction to HelloTalk, Moments, Connect, Live, and Me applications 
options

•Discuss answers with the group in a chat room
•20 minute/week discussion with the instructor in a chat room

Week 3

•Introducing the Social aspect of the HelloTalk app
•Choosing topics for online discussion with native speakers and friends
•Submit the topic to the instructor for feedback

Week 
4-5

•Complete the study units in the app for 2-3 hours/week
•Discussion and preparation for inside and outside of the class activities 
through the usage of the application

•Online discussion with the instructor

Week 6

•Focusing on entertainment and gamification aspects of the application 
•Introducing writing and grammar tools 

Week 
7-8

•Questionnaire
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Data Analysis Procedure 
After gathering sufficient data about the phenomenon under study, data analysis is necessary 

for organizing, summarizing, synthesizing, and shifting the collected data. The Paired Sample T-
test was used in the study after counseling with an expert in the field of statistics. In another way, 
the study used a Paired Sample T-test to address the research question and compare the means of 
the control and experimental groups. Additionally, for analyzing LAQ questionnaires, IBM SPSS 
Statistics (Version 26) software was used for summarizing and categorizing the information. 

4. RESULTS 
This section analyzed the learner autonomy questionnaire to achieve the study goal. It must be 

noted that before any data analysis, reliability statistics should be examined. In doing so, 
Cronbach's alphas were provided in Table 3, which could illustrate the questionnaire's reliability. 
According to the information provided in Table 3, both questionnaires were reliable. 

Table 3: Reliability statistics 

Questionnaires 
Cronbach's Alpha 

Number of Items 
Pre-Test Post-Test 

LAQ-EG2 .890 .850 9- Dimension 
LAQ-EG1 .898 .912 9 -Dimension 

 
During the first step of the procedure, the learners were asked to fill out the questionnaire, and 

they were ensured that all the ethical issues were observed in this study. The next step was to test 
the data collected through the LAQ questionnaire to determine whether the distribution of the data 
was normal or not. In light of this, the following Null Hypothesis had to be taken into consideration 
to analyze the collected data correctly: 

H02: The distribution of the collected data is not Normal. 
To examine the normality of the data, the Kolmogorov-Smirnov and Shapiro-Wilk tests were 

utilized. After using the tests, the results revealed that the data distribution was normal. For 
instance, those tests were used for Dimension 1 in Table 4. It is noteworthy that the data was 
collected from the EG1 learners. 

 

Table 4: Kolmogorov-Smirnov and Shapiro-Wilk Tests for Dimension 1  

Kolmogorov-Smirnov Shapiro-Wilk 
Dimensions Statistic df Sig. Statistic df Sig. 
Dimension 1 0.153 27 0.100 0.949 27 0.206 

 
The Statistical Significance/P-values (Sig) of the EG group was higher than .05 (that is, the 

alpha level), as indicated in the table above. In both tests, therefore, the distribution of the collected 
data was normal.  

EG2 Learners' Autonomy Questionnaire Results 
Subsequent steps included the results of the t-test analysis of the paired samples. As previously 

described, the LAQ questionnaire was used both for the pre-test and post-test. After collecting the 
data, they were categorized into some dimensions and analyzed through the Paired Sample T-test. 
Table 5 shows the pre-test and post-test results of the EG2 group with 27 participants. 
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As shown in Table 5, traditional teaching methods do not impact learners' autonomy 
significantly. Most dimensions do not affect learner autonomy, except dimensions one and three, 
in which the p-value is lower than .05 

Table 5: Results of Paired Sample T-test of Experimental Group Number Two 

 

EG1 Learners' Autonomy Questionnaire Results 
The following results of the collected data refer to the Paired Samples T-test of experimental 

group number one, which was the critical part of the study. According to the mean, Sig., and other 
information provided in the table, almost all dimensions affected learners' autonomy. It is worth 
pointing out that the p-value of most dimensions was lower than .05 (the alpha level); therefore, 
almost all dimensions impacted the learners' autonomy. Consequently, it was possible to conclude 
that the HelloTalk application significantly impacted Iranian intermediate EFL learners' autonomy. 
The only dimension that did not have significant changes was dimension four, which was related 
to the role of the teacher, which refers to the dependent questions of the LAQ questionnaire (In 
Appendix A, some questions are both dependent and independent in the LAQ questionnaire.). 

As shown in Table 6, dimension four has five questions (which are questions numbers 9, 14, 
15, 21, and 22. See Appendix A for more information). In addition, the questions focus on the 
explanation and supervision role of the teacher. The following figure could better illustrate the 
differences between the EG1 and EG2 groups' frequencies to provide a deeper understanding. 
Question number 4 is related to dimension one (Self-direction), and the question is (I want to talk 
in English with my family, friends, or native speakers) with five alternatives (See Appendix A). 
Although dimension 1 in EG2, t-test positively affected the learner's autonomy, the frequencies of 
answers in EG2 were lower compared with those of the EG1 group. 
  

Dimensions Group N Mean Std. 
Deviation 

Std. 
Error 
Mean 

95% Confidence 
Interval of the 
Difference t df Sig. (2-

tailed) 
Lower Upper 

Dimension 1 EG2 27 0.253 0.321 0.061 0.125 0.380 4.090 26 0.000 
Dimension 2 EG2 27 0.141 0.664 0.127 -0.120 0.404 1.110 26 0.277 
Dimension 3 EG2 27 0.217 0.433 0.083 0.045 0.389 2.606 26 0.014 
Dimension 4 EG2 27 0.007 0.886 0.170 -0.343 0.358 0.043 26 0.965 

Dimension 5 EG2 27 -
0.101 0.434 0.083 -0.273 0.070 -

1.218 26 0.234 

Dimension 6 EG2 27 -
0.197 0.579 0.111 -0.426 0.031 -

1.771 26 0.088 

Dimension 7 EG2 27 -
0.098 0.379 0.072 -0.248 0.051 -

1.353 26 0.187 

Dimension 8 EG2 27 -
0.111 0.657 0.126 -0.371 0.148 -

0.878 26 0.387 

Dimension 9 EG2 27 0.092 0.710 0.136 -0.188 0.373 0.676 26 0.504 
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Table 6: Results of Paired Sample T-test of Experimental Group Number One 

Dimensions Group N 
Pre-Test & 
Post-Test 
Means 

Mean Std. 
Deviation 

Std. 
Error 
Mean 

95% Confidence 
Interval of the 
Difference t df 

Sig. 
(2-
tailed) 

Lower Upper 

Dimension 1 EG1 27 
3.506 -

0.604 0.460 0.088 -0.787 -0.422 -
6.829 26 .000 

4.111 

Dimension 2 EG1 27 
3.203 -

0.580 0.803 0.154 -0.898 -0.262 -
3.751 26 .001 

3.783 

Dimension 3 EG1 27 
3.296 -

0.513 0.521 0.100 -0.720 -0.307 -
5.119 26 .000 

3.810 

Dimension 4 EG1 27 
3.703 -

0.333 0.971 0.187 -0.717 0.051 -
1.782 26 .086 

4.037 

Dimension 5 EG1 27 
3.203 -

0.574 0.845 0.162 -0.908 -0.239 -
3.526 26 .002 

3.777 

Dimension 6 EG1 27 
3.604 -

0.567 0.639 0.123 -0.820 -0.315 -
4.616 26 .000 

4.172 

Dimension 7 EG1 27 
3.259 -

0.432 0.772 0.148 -0.737 -0.126 -
2.906 26 .007 

3.691 

Dimension 8 EG1 27 
3.548 -

0.355 0.640 0.123 -0.608 -0.102 -
2.884 26 .008 

3.903 

Dimension 9 EG1 27 
3.518 -

0.388 0.835 0.160 -0.719 -0.058 -
2.417 26 .023 

3.907 
 
 

 

Figure 4: Comparison between EG1(Red) and EG2s' (Blue) Answers 

After all, it is time to answer the research question and determine whether the conclusions of 
the present study are consistent with those of the others investigating the relationship of the study's 
variables. A quasi-experimental investigation was done to examine the research question, which 
was: 
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How does the HelloTalk app impact Iranian intermediate EFL learners' autonomy from the pre-
test to the post-test? 

The results revealed that by the usage of the HelloTalk educational app, almost all dimensions 
impacted the learners' autonomy. The only dimension that did not have significant changes in the 
learners' autonomy was dimension four, which was related to the role of the teacher. Dimension 
four showed that the learners were dependent on their teacher. Generally speaking, they wanted 
their teacher to explain lessons on the board, repeat grammatical structures, correct their errors, 
and give them all the needed learning materials. 

Using the HelloTalk application improved the self-direction of the learners; thus, the concepts 
of autonomy and self-directed learning were closely connected. Based on Majedi and Pishkar 
(2016), through self-directed learning, learners are advanced in the direction of self-evaluation, 
self-study, and autonomy. In addition, in self-directed learning, learners are expected to take 
responsibility for their learning, arrange their learning purposes, recognize and fix learning gaps, 
choose and perform learning strategies, and assess their learning (Loyens et al., 2008). 

According to dimension two, which refers to independent work in language learning, utilizing 
the HelloTalk application improved learners' autonomy. According to Wang (2010), technology 
has advanced independent learning through an English-language learning model that includes 
journals, news, magazine articles, letters, and articles on the Internet. It can also promote English 
language competence. The results of the present paper concerning the research question are in 
agreement with Bardus et al.'s (2021) finding, which is the use of mobile applications, in general, 
and the HelloTalk application, in particular, is not just a means of autonomous learning of a foreign 
language, but also an effective means of training learning in class. 

Regarding other aspects pertaining to the significance of the class and teacher in fostering 
learners' independence, the results revealed that using the application improved learners' 
independence. In this connection, the present study had similar results as Dashtestani (2013); 
Iranian English teachers' attitudes toward using mobile phones in English language teaching and 
learning were beneficial. The study's results also align with Yudhiantara and Saehu's (2017) study, 
revealing that using smartphones in classroom activities led to positive student perception. It 
should be noted that this result refers to dimension five. The application's use could lead to an 
improvement in the autonomy of learners, as evidenced by the results, through the usage of 
motivation and encouragement. Pachler et al. (2012) mentioned that due to learners' attachment to 
their mobile phones, these devices are supposed to be a source of inspiration and motivation. Based 
on the National Council for Educational Technology (1967), the definition of educational 
technology encompasses methods, development, application, and assessment of the system that 
aids in improving the process of human learning. The results revealed that using educational 
technology, particularly the HelloTalk application, could be a good way of assessing the system 
both for learners in terms of self-assessment and for teachers in terms of learner assessment. 

Based on the LAQ questionnaire results, which refer to the nine dimensions, fostering the 
behavior of social-interactive and experimental-participatory learners is necessary, as 
Schwienhorst (2003) claimed correctly. It is worth mentioning that teachers should be equipped 
and prepared with information, abilities, knowledge, and skills through experience or education to 
assist learners in using technological material within and outside the classroom to learn languages. 
As Lai et al. (2016) mentioned, mismatches in student and teacher perceptions could arise due to 
the extent of teacher involvement and their specific roles. Results from this study have shown that 
learners have positive attitudes toward using educational applications as a successful way to learn 
and train themselves to be autonomous both in and out of the classroom, which is in line with 
Zehani's (2021) results. 
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Consequently, one or two techniques are not enough to develop learner autonomy; a planned 
approach is necessary instead. By using the techniques and technologies, autonomy can be 
fostered, but not all dimensions can be developed. A multidimensional design is required to 
develop autonomy and all its aspects in the learners' learning process. The multidimensional design 
has the potential to affect the learner's proficiency, which is what many language teachers aim for. 

5. CONCLUSIONS 
This study attempted to investigate the contributory role of educational applications, 

particularly the HelloTalk application, in improving Iranian intermediate EFL learners' autonomy. 
The study subjects were divided into two groups with 27 participants. LAQ questionnaire was 
distributed online on Google Docs among the learners. In the next step, the Paired Sample T-test 
was used to examine leaders' autonomy improvements and compare EG1 and EG2 means. It was 
revealed that in most dimensions, the use of the HelloTalk application positively affected EG1 
learners and improved EG1 learners' autonomy. 

One of the implications of this study deals with online English courses in Iran. As suggested by 
this study, some courses could be presented online and in the form of virtual ones to prevent some 
problems of commuting for the learners and manage the time and place for these courses to be 
held. This study's findings and related literature validate that presenting courses in virtual forms 
has the potential to be used in educational areas. This study could impact learners with enough 
competence but who do not know how to be autonomous through mobile applications. It may 
benefit researchers keen to carry out a similar study in the future and give instructional technology 
planners guidance on how to utilize technology tools and computer programs or mobile 
applications such as HelloTalk to facilitate teaching and learning the English language. 

The small number of participants was one of the study's limitations, which requires further 
investigation for any generalization. The credibility and reliability of the verbal or written 
responses to the instruments used in the present study were limited to the honesty of the experts 
and learners. Learners who are enrolled in institutions are usually involved at work; therefore, 
explaining and following the stages of a research study can be such a big deal in some cases with 
the absence of learners. Moreover, all students are not equipped with technology tools and 
multimedia, even in the technology era, so persuading them to be equipped was another problem. 
This research study was influenced by the quality of the Internet and the development of the ability 
to conduct classes in virtual conditions. The premium version of the HelloTalk application was a 
challenge due to financial issues.  

Since this study was conducted on a group of Iranian intermediate-level EFL learners, more 
studies are also needed on different levels of EFL learners. In this study, the utilization of the 
HelloTalk application in improving learners' autonomy was under investigation; therefore, further 
research is needed to examine the effect of conducting virtual courses on the development of other 
language skills. As another suggestion for further research, it is recommended to review the project 
taking into account gender differences to achieve a better outcome in this case. 

English teachers must participate actively in group cooperation to monitor progress and 
moderate suggestions when cooperation breaks down, and online cooperation training is essential. 
Many English learners need training, self-regulation training, and directions to foster their 
autonomous learning, although one of the goals of using educational applications is to improve 
learners' autonomy. To encourage learners and improve their skills for collaborative work, course 
instructors must design activities that incorporate educational applications into the learning 
process. 

The HelloTalk application is a powerful means for second language teaching and learning if 
used as support for well-defined learning objectives. It reduces the problems of target language 
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practice, provides social aspects, offers communication with native speakers, improves language 
skills through practice and online courses, and enhances learners' autonomy. These are just a few 
application advantages that can facilitate English learning. Therefore, it is crystal clear that there 
is a tremendous shift toward using the HelloTalk application for educational purposes. Using 
technology materials in a classroom by a teacher leads to the learners' motivation improvement 
and enhances learners' ability to work independently, which needs to be investigated more, 
especially in Iran. 

Last of all, from the authors' points of view, learners' trust and respect for their teacher may 
indicate infantilization (i.e., the more the learner acts or feels like an infant, the better he can 
acquire the target language). The institution and teacher encouraged learners to use the application, 
but it was not mandatory. As a result, some factors could have influenced the study's findings, 
which were unavoidable. 
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APPENDICES 
Appendix A: Learner Autonomy Questionnaire 

I hereby declare that I voluntarily participated in this study. I let the researchers use my 
responses as data as far as my identity remains anonymous. In addition, the researchers guarantee 
that all information I provide for this study will be treated confidentially. 

Name: ……………………... Time of the Class: ………………. Age: ……………………….  
Educational background: ……………… English Experience (year): ……………………… 
 
Direction: Please check the closest answer to the following questions according to your actual 

cases. Thank you very much for your help and patience. 
5= Always True  
4= Mostly True  
3= Sometimes True  
2= Rarely True  
1= Never True 

Qs LEARNER AUTONOMY QUESTIONNAIRE 1 2 3 4 5 
1 I usually set my own goal for each semester. (Independent Question-Dimension 1) 1 2 3 4 5 

2 I use other English books, mobile applications, and resources of my own will. (Independent 
Question-Dimension 2) 1 2 3 4 5 

3 When I hear someone talking in English, I listen very carefully. (Independent Question-
Dimension 1) 1 2 3 4 5 

4 I want to talk in English with my family, friends, or native speakers. (Independent Question-
Dimension 1) 1 2 3 4 5 

5 I enjoy learning grammatical points on my own. (Independent Question-Dimension 2) 1 2 3 4 5 

6 While learning English, I like activities in which I can learn on my own. (Independent 
Question-Dimension 2) 1 2 3 4 5 

7 I like trying new things while I am learning English. (Independent Question-Dimension 2) 1 2 3 4 5 

8 I am afraid that I won't learn a topic if the teacher doesn't explain it in the English class. 
(Dependent Question-Dimension 3) 1 2 3 4 5 

9 I learn better when the teacher explains something on the board. (Dependent Question-
Dimension 4) 1 2 3 4 5 

10 I use my own methods to learn vocabulary in English. (Independent Question-Dimension 2) 1 2 3 4 5 

11 I feel confident when the teacher is beside me while learning English. (Dependent Question-
Dimension 3) 1 2 3 4 5 

12 I can learn English only with the help of my teacher. (Dependent Question-Dimension 3) 1 2 3 4 5 
13 My teacher always has to guide me in learning English. (Dependent Question-Dimension 3) 1 2 3 4 5 

14 While learning English , I would like my teacher to repeat grammatical rules. (Dependent 
Question-Dimension 4) 1 2 3 4 5 

15 I feel happy when my teacher explains every detail of English. (Dependent Question-
Dimension 4) 1 2 3 4 5 

16 In the future, I would like to continue learning English on my own/without a teacher. 
(Independent Question-Dimension 1) 1 2 3 4 5 

17 I like projects where I can work with other students in the English lesson. (Independent 
Question-Dimension 5) 1 2 3 4 5 

18 I can learn English grammar on my own/ without needing a teacher. (Independent Question-
Dimension 3) 1 2 3 4 5 

19 If I cannot learn English in the classroom, I can learn working on my own. (Independent 
Question-Dimension 3) 1 2 3 4 5 
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Qs LEARNER AUTONOMY QUESTIONNAIRE 1 2 3 4 5 

20 I like learning English words by looking them up in a dictionary or using mobile 
applications. (Independent Question-Dimension 2) 1 2 3 4 5 

21 I like my teacher to correct my errors when I make a mistake. (Dependent Question-
Dimension 4) 1 2 3 4 5 

22 I want the teacher to give us the words that we are to learn. (Dependent Question-Dimension 
4) 1 2 3 4 5 

23 I would like to use cassettes, videos, CDs, and mobile applications to learn a foreign 
language outside of the classroom. (Independent Question-Dimension 5) 1 2 3 4 5 

24 I like to listen and read in English outside of the classroom. (Independent Question-
Dimension 5) 1 2 3 4 5 

25 I would like to select the materials for my foreign language lessons. (Independent Question-
Dimension 6) 1 2 3 4 5 

26 I would like to share the responsibility of deciding what to do in the English lesson. 
(Independent Question-Dimension 6) 1 2 3 4 5 

27 I know how I can learn English the best. (Independent Question-Dimension 3) 1 2 3 4 5 

28 If I haven't learned something in my English lesson, I am responsible for it. (Independent 
Question-Dimension 1) 1 2 3 4 5 

29 I would like to choose the content of what is to be taught in the English lesson. (Independent 
Question-Dimension 6) 1 2 3 4 5 

30 The teacher should give me regular tests or mobile applications so that I can measure my 
English language proficiency. (Dependent Question-Dimension 8) 1 2 3 4 5 

31 I like English because I like to speak English. (Independent Question-Dimension 7) 1 2 3 4 5 
32 I know my weaknesses and go for them. (Independent Question-Dimension 1) 1 2 3 4 5 

33 I believe that I will reach a good level in the English language. (Independent Question-
Dimension 7) 1 2 3 4 5 

34 Every time I have an assignment, the teacher should score or correct it. (Dependent 
Question-Dimension 8) 1 2 3 4 5 

35 I think that I learn English better when I work on my own. (Independent Question-
Dimension 2) 1 2 3 4 5 

36 My language learning success depends on what I do in the classroom. (Independent 
Question-Dimension 3) 1 2 3 4 5 

37 I find it more helpful to work with my friends than to work on my own for the English 
lesson. (Independent Question-Dimension 5) 1 2 3 4 5 

38 I do the English lesson activities only when my teacher is going to grade me. (Dependent 
Question-Dimension 8) 1 2 3 4 5 

39 I have my own ways of testing how much I have learned. (Independent Question-Dimension 
8) 1 2 3 4 5 

40 I can be a fluent English speaker in the future. (Dependent Question-Dimension 7) 1 2 3 4 5 

41 I try to understand the jokes and riddles of the foreign language. (Independent Question-
Dimension 9) 1 2 3 4 5 

42 I also investigate the culture of the foreign language I am learning. (Independent Question-
Dimension 9) 1 2 3 4 5 

43 I also investigate the idioms and sayings of the foreign language I am learning. (Independent 
Question-Dimension 9) 1 2 3 4 5 

44 I ask people who have lived abroad about the lifestyles of the people living there. 
(Independent Question-Dimension 9) 1 2 3 4 5 
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Appendix B: Online Consent Forms 
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Abstract 
Critical thinking disposition, as an important feature of the critical thinking 
concept, is considered as the active representation of critical thinking skills. 
This study investigated the contribution of gender and critical thinking 
disposition (CTD) on improving Iranian EFL learners' argumentative writing 
development. The participants were 150 intermediate EFL learners in five 
groups ranging from 20 to 30 years of age who were equally divided into 
three experimental (EGs) and two control groups (CGs); one group was only 
males (CG1), and the other only females (CG2). Participants took two 
TOEFL writing exams before and after the treatment sessions, followed by a 
CCTDI questionnaire before and after treatment sessions. The researchers 
taught both the experimental and control groups. Attempts were made to 
determine whether there were any gender differences at work while the EFL 
learners in the EGS were exposed to the treatment and the CGs received 
conventional instruction. The findings indicated no notable variation in 
writing scores based on gender-related distinctions among the participants in 
this research (17.84 vs. 18.43), but gender did play a role in the critical 
thinking disposition scores of the learners in which male learners 
significantly outperformed female learners in the CCTDI, and there was a 
statistically significant difference in CCTDI scores was observed, which 
indicated a statistical significance among groups: males (M = 355.22, SD = 
13.66) and females (M = 325.94, SD = 16.92). The findings provide further 
evidence for the effectiveness of the role of gender in Iranian EFL learners' 
critical thinking disposition. 
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Argumentative 
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Thinking 
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1. INTRODUCTION 
Despite the extensive efforts and investment in foreign language education in Iran, it is 

disheartening to note that students continue to face challenges in developing their language 
learning skills. The root of this problem, as previously highlighted by Schafersman (1991), appears 
to lie within the educational system itself. Teachers, still influenced by traditional teaching 
approaches, prioritize instructing students on 'what to think' rather than fostering effective critical 
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thinking skills. Consequently, students predominantly acquire lower-level learning abilities such 
as associative and rote memorization. This approach leads to misunderstandings, biases, and 
demotivation, as students rely on short-term memorization techniques for performance (Paul & 
Binker, 1990). These techniques significantly hinder students' ability to engage in meaningful and 
reflective learning experiences (Fahim & Ahmadian, 2012). 

The concept 'gender' is now incredibly popular and constantly evolving in the English language. 
It pops up everywhere, and its meanings are always changing, which can be surprising. We discuss 
gender roles, worry about the gender gap, and question whether our ideas are biased or specific to 
a certain gender. To learn more about these topics, we can explore the expanding gender studies 
section at our local bookstore. However, the abundance of these new terms can be confusing, 
especially when they seem to contradict each other. For example, 'gender role' implies a constraint 
or limitation, like a role we have to fulfill, while 'gender-bending' suggests breaking free from 
those roles through parody or embracing ambiguity. What was once considered fixed now becomes 
flexible, an opportunity to play with style and challenge societal expectations.  

Developing argumentative writing skills among EFL students and the impact of critical thinking 
and gender-related differences in this process is a key objective in the Iranian EFL instructional 
context (Fahim & Eslamdoost, 2014). Argumentative writing is considered an advanced form of 
critical thinking and brainstorming, requiring a combination of skills that gender differences and 
cooperative learning may influence. The ability to write proficiently necessitates cultivating 
advanced thinking and reasoning skills. Freeley and Steinberg (2013) emphasized the importance 
of conversations, debates, and problem-solving activities to foster critical thinking in students. 
However, only a small amount of research has been carried out in the Iranian EFL context to probe 
the impact of using critical thinking and gender roles to enhance argumentative essay writing 
among Iranian EFL learners. Traditionally, Iranian EFL contexts have focused their attention on 
developing language skills, with little attention given to critical thinking, gender differences, and 
learner autonomy.  

Khorasani and Farimani (2010) noted that conventional teaching methods are still prevalent in 
Iran, with learners perceiving teachers as sources of knowledge and teachers viewing students as 
passive recipients of knowledge. Moreover, instructional materials often lack content related to 
critical thinking and gender differences as educational objectives. This narrow focus overlooks the 
essential aim of language teaching, which is to cultivate critical thinking and effective 
communication skills. Consequently, despite achieving high test scores, graduates may struggle to 
become effective instructors as they lack the necessary critical thinking abilities. Active learner 
involvement in the learning process allows them to directly meet the advantages and disadvantages 
of their instructional contents, making them certain that EFL contexts become more than just trial-
and-error environments. 

Critical thinking disposition is an integral aspect of thinking critically. It serves as an active 
representation of CT skills and their related abilities. Without the presence of CTD, the mastery of 
CT in practical applications becomes unattainable. Sadly, most scholars have focused their studies 
on CT skills rather than CTD, mainly due to the lack of reliable measurement scales for CTD. 
Even though there are a few studies on CTD, there is a paucity of research on the relationship 
between CTD components and how gender influences the improvement of argumentative writing 
skills. Therefore, it is crucial to study the impact of gender on CTD. EFL teachers need to 
investigate whether gender differences exist in CTD or not in order to enhance the EFL students' 
argumentative writing skill. 

Argumentative writing is considered a challenging subject for foreign language learners to 
master. Second language learners must invest significant effort in comprehending the most critical 
components of argumentative writing, including hooks, blueprints, supporting phrases, and 



 

HOORIJANI, S., & HEIDARI TABRIZI, H. ISELT – VOL. 2, NO. 1, 2024 

 

159 159 159 Improving EFL Learners' Argumentative Writing through Critical … 

conclusions. EFL/ESL students must use a variety of different writing methods in order to write 
correctly. Previous research conducted in Iran indicated that Iranian EFL learners have significant 
difficulties in comprehending and applying English writing abilities (Rezaei & Jafari, 2014).  

Hashemi and Zabihi (2012) in their study concentrated on Iran's educational system. They 
stated that under such an educational system, learners' minds are seen as a repository of knowledge 
and information rather than a space for creativity and thought. They criticized the system in this 
regard. Thus, the findings indicated that critical thinking instruction for Iranian EFL students is 
required and should be examined. 

2. LITERATURE REVIEW 
The scientific origins of critical thinking are traced back to the tutoring traditions and beliefs of 

Socrates, a philosopher (c.470‒399 BC) identified by the approach of specific examining that 
humankind could not wisely advocate his self-reliant statements to their knowledge. Socrates 
asserted that people cannot rely on those in their jurisdiction to have reliable knowledge and 
wisdom. He emphasized the significance of probing logical inquiry that led to rational reasoning 
before accepting ideas as trustworthy and reliable. Socrates employed a dialogic approach with his 
learners in order to encourage them to have deep contemplation. His objective was to develop the 
skill of assessing ideas, unbiased judgment, and speculation. The act of seeking evidence, 
evaluating reasons, examining core concepts, and exploring the practical implications of people's 
actions and words held great importance for Socrates (Rashtchi & Khoshnevisan, 2020). 

Critical Thinking in the Iranian EFL Context 
In recent years, several works have studied different dimensions of thinking critically and its 

applicability in English as a Foreign Language (EFL) classrooms. The subsequent section presents 
a comprehensive overview of articles investigating the Iranian EFL context throughout the 
country. The primary objectives of these articles were to examine the connection between critical 
thinking and other related concepts, as well as to determine the potential effect of teaching critical 
skills on students' language proficiency. 

Amirian et al. (2023) conducted a study to examine the significant impact of critical thinking 
(CT), positive and practical beliefs, and instructing preferred styles on the success of professors 
and, as a result, the educational system's success. The findings revealed that CT proficiency and 
having positive and practical beliefs of teachers directly affect their teaching style preferences. 
Additionally, according to the findings of the study, the CT skills of Iranian EFL university 
professors have a positive impact on their sense of efficacy beliefs. 

Hoorijani and Heidari Tabrizi (2023) studied the impact of critical thinking dispositional 
features and action learning on Iranian EFL learners' argumentative writing skill. They concluded 
that (a) synthesizing critical thinking dispositional features and action learning approach had a 
direct and positive influence on enhancing Iranian EFL learners' argumentative composition and 
essay, and (b) there was an expressive disparity between the argumentative writing development 
of the learners exposed to the synthesis of critical thinking dispositional features and action 
learning approach with the ones who experienced conventional instruction. 

In their study, Eghbali et al. (2023) examined the attributes of the free-to-express-the-ideas type 
of classroom and its association with Iranian higher education classrooms. The findings from the 
comparison between Iranian higher education classrooms and those possessing emancipatory 
qualities revealed a lack of correlation between these attributes. Specifically, Iranian higher 
education classrooms were found to be characterized by a lack of participation and an authoritative 
approach, with instructors displaying reluctance to engage with learners. Additionally, learners 
reported a lack of exposure to emancipatory education, while the syllabus was observed to be 
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focused on memorization and quantitative assessments. Furthermore, the classroom environment 
was described as non-motivational and hierarchical, characterized by one-way teaching. 

Hoorijani and Heidari Tabrizi (in-press) in their study systematically reviewed the critical 
thinking dispositional studies in the Iranian EFL context and based on their review and findings, 
they tried to present a comprehensive framework of these conducted studies in the Iranian EFL 
context and filled the research gaps by introducing and suggesting new critical thinking-related 
topics. Additionally, Hoorijani et al. (2022) conducted research to explore the perspective of EFL 
teachers and learners on the impact of critical thinking disposition on improving EFL learners' 
argumentative writing. The results of their study indicated that both EFL professors and students 
have practical perspectives toward English language teaching and learning. However, they also 
revealed that possessing a positive attitude towards a foreign language did not necessarily lead to 
improvement in English proficiency.  

In their study, Abdar and Shafaei (2022) found a direct connection between thinking and certain 
sub-domains of teaching approaches. They concluded that various factors, including teacher 
characteristics such as reflective thinking and teaching styles, can influence the process of 
language teaching. They recommended that the interplay between these factors holds promise, as 
enhancing one factor can lead to improvements in the other. Additionally, the results indicate that 
teaching styles characterized by flexibility, adaptability, student-centeredness, sensitivity, and a 
straightforward approach are associated with higher levels of reflective thinking. 

Ravandpour (2022) Studied the relationship between Iranian EFL learners' flipped learning 
readiness and their learning engagement, critical thinking, and autonomy. The findings of her study 
revealed that flipped learning readiness correlated positively and significantly with three variables: 
learning engagement, critical thinking, and autonomy. In addition, based on the results, flipped 
learning is a positive significant predictor of critical thinking, learning engagement, and autonomy. 
Moreover, engagement is positively predicted by both critical thinking and autonomy. 

Zare et al. (2021) conducted a study to investigate the impact of critical thinking-oriented 
dynamic assessment (CT-DA) on the reading comprehension performance of Iranian language 
learners. The findings of their study indicated that both the CT-DA and DA groups performed 
better than those in the control group in terms of reading achievement. This suggests that the 
mediation provided through dynamic assessment procedures effectively enhanced the learners' 
reading performance. Furthermore, the results of critical thinking-oriented dynamic assessment 
and dynamic assessment did not show a statistically significant difference, which indicated that 
both types of mediation had a similar impact on the learners' reading achievement. 

Critical Thinking as a Cognition Approach 
Strategies based on a knowledge of how the mind works can assist in reducing cognitive load 

and, as a result, make writing easier (Mayer, 2002). The introduction of new technologies into 
education results in the development of novel models of teaching and learning in an interactive 
and engaging learning environment. From a methodological point of view, critical thinking can be 
viewed as a manifestation of innovative culture, which has the potential to achieve competitive 
advantages across the educational spectrum, particularly in an EFL context (Plachkov, 2013). 

The pertinent literature provides a foundation for understanding the key aspects related to the 
research questions and the affective factors of the present study. A thorough examination of the 
reviewed literature demonstrates the significance of possessing critical dispositional features in the 
EFL context, as well as its impact on the development of writing among EFL learners. 
Additionally, the literature highlights the influence of gender differences in this context. 
Unfortunately, to date, limited research has investigated the concept of critical thinking 
dispositional features and gender-related differences in improving EFL learners' argumentative 
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writing among Iranian EFL learners. The present research study, as a part of a larger research 
project, was an attempt to address this gap in the literature. Accordingly, the objectives of this 
study were twofold: 

The first objective of the present study focused its attention on the argumentative writing 
development of Iranian EFL learners from a gender-based view, so the researcher tried to 
investigate the concept of whether males and females are different from each other regarding their 
argumentative writing skill improvement or not. The second objective of the present study was to 
investigate the concept of critical thinking disposition again from gender-based differences to see 
which gender outperformed the other in their critical thinking disposition improvements in their 
writing course and develop future strategies for improving the intermediate EFL learners toward 
having a critical thinking disposition in their studies as well as their argumentative writing skill.  

Hoorijani and Heidari Tabrizi (in-press), in their study, proved the positive role of critical 
thinking disposition on Iranian EFL learners' argumentative writing skill, thus based on the 
findings of the above-mentioned study, they tried to investigate these improvements from a 
gender-based view; in other words, they investigated whether there was any significant difference 
between male and female Iranian EFL learners receiving the treatment and whether having a 
critical thinking disposition was related to gender-based differences; therefore, based on the 
findings of the above-mentioned studies, this research specifically addressed the following 
research questions: 

RSQ1: Does gender-based differences have any significant effect on the improvement of EFL 
learners' argumentative writing skill through synthesizing a critical thinking disposition and action 
learning approach? 

RSQ2:  Do male and female Iranian EFL learners show any significant difference considering 
critical thinking dispositional features improvements in their writing course or not? 
3. METHOD 

This section provides a thorough explanation of the study's design and context, the participants 
involved, the instruments used, the procedure for collecting data, and the procedure for analyzing 
the data. 

Design and Context of the Study 
This study utilized a quasi-experimental control/experimental group pretest/posttest design in 

order to fulfill its objectives. The study consisted of two groups: an experimental group and a 
control group. The independent variable examined critical thinking disposition and gender 
differences, while the dependent variable focused on the development of argumentative writing in 
the learning environment. The study was conducted at the Islamic Azad University, Kurdistan 
Branch. 

Participants 
The study involved participants who were undergraduate EFL learners from five intact classes 

in Iran. Of a total of 400 EFL learners, 150 were selected based on their performance on the Oxford 
Placement Test (OPT). These 150 learners were then randomly divided into five groups: two 
control groups (consisting of 73 learners) and three experimental groups (consisting of 77 
learners). The age range of the participants was between 20 and 30 years old, with 108 females 
and 42 males. All participants were Iranian and had language learning experience limited to 
secondary and tertiary education. A summary of the participant's demographic data is provided in 
Table 1. 
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Table 1: Demographic Background of the Participants 

No. of Learners 150 
Gender 108 Females and 42 Males 
Native Language Kurdish, Persian 
Majors Translation, Literature, Teaching 
Academic Years 2022 
Age 20-30 
Level of Proficiency Intermediate 

 
Note. All participants were required to complete a writing pretest and an achievement posttest. 

Additionally, the variable of gender was considered in this study. All participants were enrolled in 
the English course at the Islamic Azad University, Kurdistan Branch, Iran, in five distinct classes. 

Research Instruments 
The California Critical Thinking Skills Test (CCTST) 

The CCTST was designed by Facione (1990) to assess one's disposition to use critical thinking. 
There are 34 items in this questionnaire. Multiple-choice items are based on everyday experiences 
that are relevant to the intended test-taker population. Each item demands the test-taker to provide 
an accurate and thorough explanation of the question. Any specialized information required to 
reply appropriately is included in the question itself. The intensity and intricacy of the standardized 
test items vary. Various questions gradually invite test-takers to investigate or construe information 
in text, graphs, or illustrations, to show precise and justified conclusions, to assess assumptions 
and demonstrate why they depict positive or negative justification, or to discuss why a provided 
assessment of a logical deduction is good or bad. The tool is normally given in 45-50 minutes; the 
test duration is chosen to allow for high - development within the range of achievable energy for 
the target sample group. 

The validity of the California group of measurement techniques is based on the cross-
disciplinary conceptual definition of critical thinking developed during the APA Delphi Research 
Study (1988-1990) and replicated in the mid-1990s by the Department of Education-funded Penn 
State University Research study. The CCTST scales correlate to Delphi's primary critical thinking 
abilities. The CCTST is composed of items taken from a pool of objects tested over the last two 
decades. The items used on each of these instruments have been subjected to the standard 
validation procedures. Validation samples are often formed of test taker groups located both inside 
and outside the United States. Independent research has established the CCTST's criterion validity, 
the highest level of validity for measuring tools. 

The CCTST presents a range of rating scales that describe one's advantages and weaknesses in 
several skill areas. The California Critical Thinking Skills Test is scored on the following scales 
in all forms and versions: Analysis, Evaluation, Inference, Deduction, Induction, and Overall 
Reasoning Skills. 

The CCTST with seven dimensions (available online) provides standardized methods in all of 
the participant's fundamental critical thinking skills listed above, as well as scores for 
Interpretation and Explanation; this more refined presentation supports postgraduate learning 
outcomes goals by allowing evaluators to evaluate and identify each of the skills. 

The CCTST was created to assess test takers' ability to exhibit the critical thinking abilities 
necessary for success in educational or professional contexts where problem-solving and decision-
making via the use of reasoned judgment are vital. The CCTST, which is used across the United 
States and in a variety of countries and languages worldwide, has been shown to accurately predict 
critical thinking ability in actual issue scenarios and performance on professional license tests. 
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• The CCTST is suggested in educational contexts for evaluating program applications, 
counseling individual students, assessing learning outcomes, program evaluation, accreditation, 
and research. 

 • The CCTST is often used in business settings to test job applicants' reasoning abilities as part 
of a thorough and cost-effective hiring process or as part of a staff development plan. 

The CCTST scales and their definitions are provided in Table 2. 

Table 2: CCTST scales, based on the Insight Assessment CCTDI website (Insight 
Assessment 2016) and the user manual (Insight Assessment 2017a) 

Scale Scale Description 
Overall 
score The overall measure of critical thinking mindset. 

Reasoning 
Skills - 
Overall 

The Ability to Reason Overall refers to an individual's ability to use reasoning to make 
thoughtful judgments about what to believe or do. To get a high overall score, the test taker must 
demonstrate persistent, focused, and integrated use of fundamental reasoning abilities such as 
analysis, interpretation, inference, evaluation, explanation, induction, and deduction. The Overall 
score indicates a person's ability to succeed in educational or job environments that require 
rational decision-making and deliberate problem-solving. 

Analysis 

Analytical reasoning abilities help individuals to recognize assumptions, reasons, and assertions, 
as well as to study how they combine to generate arguments. We employ analysis to extract 
information from charts, graphs, diagrams, oral communication, and written materials. 
Individuals with high analytical abilities pay close attention to patterns and details. They classify 
a situation's components and establish how those components interact. Strong interpretation 
abilities may bolster the quality of analysis by giving context for what someone is expressing or 
what something implies. 

Inference 

The ability to infer from arguments and facts enables us to reach conclusions. When we make 
intelligent recommendations and guesses, we employ inference. The ability to infer the required 
or extremely likely implications of a given set of facts and situations. Conclusions, hypotheses, 
suggestions, or judgments based on flawed analysis, disinformation, inadequate data, or biased 
assessments may prove to be incorrect, even if they were obtained with superior inference 
abilities. 

Evaluation 

Evaluative reasoning abilities help us to determine the reliability of information sources and the 
assertions they make. Additionally, we use these abilities to ascertain the positive or negative 
points of arguments. We may evaluate the quality of analyses, interpretations, explanations, 
inferences, alternatives, views, beliefs, ideas, proposals, and conclusions by using assessment 
abilities. Strong explanation abilities may contribute to the production of high-quality 
evaluations by giving the facts, justifications, techniques, criteria, or assumptions that support 
the assertions and conclusions reached. 

Deduction 

Making decisions in clearly defined environments where rules, operational circumstances, basic 
beliefs, values, policies, principles, processes, and language all have a significant influence on 
the result requires good deductive reasoning abilities. Deductive reasoning proceeds with 
exactitude from the presumed validity of a collection of beliefs to a conclusion that cannot be 
wrong if the collection of beliefs is true. Deductive validity is logically precise and 
unambiguous. There is no place for doubt in deductive validity unless one modifies the meanings 
of words or the syntax of the language. 

Induction 

Inductive reasoning is used to make decisions in ambiguous situations. When we make 
inferences about what we believe must be true based on analogies, case studies, past experience, 
statistical analyses, simulations, hypotheticals, and familiar events and patterns of behavior, we 
are using inductive reasoning abilities. As long as there is a remote chance, however remote, that 
a highly likely conclusion is incorrect, inductive reasoning is used. While inductive reasoning 
does not give certainty, it may provide a firm foundation for trust in our findings. 
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The California Critical Thinking Disposition Inventory (CCTDI) (1992). 
The CCTDI (Facione, 1992/2011) was developed, validated, and used to assess students' 

disposition toward critical thinking (CT). Except for the CCTDI, no instruments have been 
identified in the literature that claim to test the dispositional aspect of CT validly and reliably. The 
current available on the market assesses CT abilities, such as the capacity to make accurate 
inferences, analyze statements effectively, and evaluate reasoning accurately. These instruments, 
in general, predate the Delphi Research Project (Watson & Glaser, 1980; Ennis et al., 1985; Ennis 
& Weir, 1985) and hence make use of less rigorous theoretical formulations of the CT concept. 
The California Critical Thinking Skills Test (CCTST) (Facione, 1990, 1992, 2011) is one 
instrument that relies on the Delphi concept. It is frequently applied to evaluate the CT skills of 
learner samples (Carter-Wells, 1992; Love, 1993). Due to the fact that the CCTDI seems to be the 
main independent test of the tendential dimension of CT, convergent validity research comparing 
multiple CT disposition assessments was not feasible at the time. However, strong relationships 
between specific CCTDI scores and known psychological scales targeting related topics have been 
identified, indicating concurrent validity (Hight et al. 1993). 

Face validity is not always desired in self-report attitudinal inventories. On the one hand, it 
seems as if an attitude tool with poor face validity does not achieve its stated purpose. Furthermore, 
an effective-face-validity attitude test may induce in certain participants the inclination to reply 
with the socially anticipated reaction rather than an authentic self-report. In terms of face validity, 
college professors who took the CCTDI readily admitted that the item prompts struck them as 
suitable for the intended disposition. For example, it's difficult to identify someone as a genuine 
truth seeker if they agree with comments like these: "I seek facts that support my ideas, not facts 
that contradict them", "Many questions were just too terrifying to ask", and "I already know what 
I believe; why should I pretend to consider my options?" Individuals who score low on the open-
mindedness measure often agree with the following statements: "Others have the right to their 
ideas, but I don't need to hear them" and "You were not entitled to your viewpoint if you were 
manifestly wrong." 

It consists of 75 statements, divided into seven subscales: Truth-seeking, Open-mindedness, 
Analyticity, Systematicity, Self-confidence, Inquisitiveness, and Maturity. The CCTST scales and 
their definitions are provided in Table 3. 

Table 3: CCTDI scales, based on the Insight Assessment CCTDI website (Insight 
Assessment 2016a) and the user manual (Insight Assessment 2017a) 

Scale Scale Description 
Overall score The general scale of critical thinking disposition. 

Truth-seeking 

The act of continuous pursuit of extensive knowledge on any subject is known as truth-seeking. 
It involves following arguments and facts wherever they may lead, even if they challenge one's 
deeply-held beliefs. Truth seekers are not afraid to ask difficult and sometimes unsettling 
questions. They diligently gather and consider all relevant information, making a conscious 
effort to avoid letting bias or preconceived notions hinder their quest for knowledge and truth. 
On the contrary, prejudice stands in stark contrast to the truth-seeking mindset, as it disregards 
sound arguments and pertinent data in order to evade confronting challenging concepts. 

Open-
mindedness 

The disposition to allow individuals to express their opinions even when one disagrees is 
known as open-mindedness. Open-minded individuals show tolerance for the viewpoints of 
others, recognizing that we often have ideas that only make sense from our own perspectives. 
In the context used here, open-mindedness is crucial for preserving peace in a diverse and 
intricate society where individuals approach issues from various religious, political, social, 
familial, cultural, and personal standpoints. Intolerance represents the complete opposite of 
open-mindedness. 

Analyticity The act of being forward-thinking involves actively seeking out what may occur in the future. 
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Scale Scale Description 
This entails anticipating both the potential positive and negative implications and outcomes of 
various circumstances, decisions, ideas, and plans. Conversely, the opposite of objective truth 
is to be indifferent towards consequences and neglect to consider the subsequent events that 
may unfold when making decisions or thoughtlessly accepting ideas. 

Systematicity 

The act of addressing issues in a disciplined, methodical manner. The opposite is 
disorganization. An individual proficient in systematic thinking may lack knowledge of specific 
techniques or struggle with certain problem-solving strategies, but they possess the inclination 
and inclination to approach problems and challenges in an organized and orderly way. 

Self-
confidence 

The act of utilizing self-reflection to address problems and make choices is known as 
introspection. Trust in reasoning, similar to the other characteristics explored in this analysis, 
applies to individuals as well as organizations. A family, team, company, community, or 
society can depend on rational judgment to resolve issues and accomplish objectives. 
Conversely, distrust in logic manifests as a reluctance to employ comprehensive reasoning and 
contemplation when forming judgments or deciding what to believe or do. 

Inquisitiveness 

Refers to the inclination to seek knowledge, regardless of its immediate or apparent 
practicality. It entails a genuine curiosity and enthusiasm for acquiring new information and 
understanding the underlying reasons behind phenomena, even when the immediate impact of 
such knowledge may not be readily apparent. Conversely, indifference stands in stark contrast 
to curiosity. 

Maturity 

The act of acknowledging the intricacies of problems while still striving to make informed 
decisions is a characteristic of a discerning individual. A mature individual understands that 
there may be multiple valid solutions but also recognizes the importance of reaching a 
conclusion even in the absence of complete knowledge. Conversely, cognitive immaturity 
involves behaving recklessly, distorting one's thinking, wasting time, stubbornly refusing to 
change when presented with logical reasoning and evidence of error, or arbitrarily altering 
ideas without adequate justification. 

 

Data Collection Procedures 
To address research question number one, "Do gender-based differences have any significant 

effect on the improvement of EFL learners' argumentative writing skill through synthesizing a 
critical thinking disposition and action learning approach?" the researcher investigated the critical 
thinking dispositional features improvements of the learners in the course of the study and 
investigated these improvement results based on the pretest and posttest scores. 

To address the first question of the study, the researcher initially examined the principles of the 
CCTST and administered the California Critical Thinking Disposition Inventory (CCTDI) at the 
beginning of the course. The CCTDI comprises seven categories: inquisitiveness, self-confidence, 
truth-seeking, open-mindedness, analyticity, systematics, and maturity (Facione et al., 1994). 
Following this, the researchers employed action learning approaches for instruction. As previously 
mentioned, the researchers divided the sample into two groups at the outset of the study: males 
(n=48) and females (n=102). Both groups were given the test to assess their current critical 
thinking disposition and abilities. Subsequently, the pretest and posttest results were compared 
based on their gender after the treatment stage. 

Upon the introduction of the teaching material, which was "The Practical Writer with Readings 
9th edition" the researchers proceeded to administer it to a total of 150 intermediate learners 
(N=150) who had scores from the Oxford placement test falling within ±1 standard deviation from 
the mean. These learners were selected based on convenient non-random sampling. Subsequently, 
the participants were divided into two groups: the male group, consisting of 48 participants, and 
the female group consisting of 102 participants. 

The CCTDI questionnaire was applied to both groups prior to the treatment. This test was used 
to evaluate the critical thinking disposition of both male and female EFL learners. Due to the fact 
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that the participants in both groups' proficiency was intermediate, the English version of the 
questionnaire was employed in this research. However, the questionnaire manual helped 
participants through the process of filling out the questionnaire. The time allocated for the 
questionnaire's 30 questions was about 40 minutes. 

Before beginning the study's treatment stage and collecting the data for question number two, 
one of the researchers, who was the instructor, outlined the requirements to the EFL learners in 
both groups to avoid any potential distractions. 

The learners in both groups received the same quantity of training, the same manner of 
education, and the same textbook throughout the research, with their group members in the 
classroom discussion based on the action learning strategies environment. Participants in both 
groups used the action learning methodology and were then instructed to debate the issues with 
their peers during the last 45 minutes of each session. 

At the end of the term of treatment (16 sessions), the argumentative writing posttest was given 
to both groups. The topic in the posttest was different to the one which was used in the pretest. It 
should be mentioned that, in the pretest, learners were not told that they would take the same topic 
at the end of the course. 

To answer research question number two,"Do male and female Iranian EFL learners show any 
significant differences considering critical thinking dispositional features improvements in their 
writing course or not?" Gender is a broad phrase that refers to the male and female characteristics 
that contribute to an individual's psychology and social role, having an effect on how people think, 
behave, and experience a phenomenon inside the self. According to the description, males and 
females may vary in terms of thinking abilities and dispositions. Fuad et al. (2017) claimed that 
males and females have equal conceptual knowledge, but males are better at problem-solving. On 
the other hand, Taghva et al. (2014) found no significant association between male and female 
critical thinking. On the other side, Yenice (2011) asserts that critical thinking dispositions vary 
depending on the sex of the learner, which benefits female students. The researcher attempted to 
study gender disparities in the development of argumentative writing reasoning in question number 
one. 

In the pretest phase for collecting related data for research question number one, the researchers 
again used the California Critical Thinking Skills Test (CCTST) and action learning strategies to 
assess the impact of critical thinking disposition and action learning on their argumentative writing 
improvement through a gender-based view. 

As it was stated, the researchers in question number one tried to investigate gender-based 
differences effect on the improvement of argumentative writing skill through synthesizing a 
critical thinking disposition and action learning approach. In doing so, at first, they reviewed the 
CCTST principles again. The normal routine of teaching the main source was conducted, but with 
a minor difference in homework for female and male EFL learners; for collecting the related data 
and effect of the treatment, the researcher assigned male and female learners homework topics in 
two different topics at the end of each session, and based on the action learning principles designed 
a small group of eight female learners and eight male learners to work and discuss and 
brainstorming the topics with each other. 

As mentioned earlier, the (CCTST) principles were administered as both the pretest and the 
posttest in their argumentative writings, so after the treatment stage, the researchers again gave 
this test to EFL learners to assess the impact of gender-based differences on argumentative writing 
development. 

The following eight sessions of the study were classified as experimental because they focused 
on developing higher-order thinking abilities. In each session, the teacher introduced learners to 
higher-order thinking skills based on the CCTDI (California Critical Thinking Disposition 
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Inventory). The advanced section covered levels of analysis, systematicity, maturity, synthesis, 
and assessment. Each level addressed a different set of questions. For instance, first-level questions 
included contrasting and generalizing, while second-level questions involved categorizing and 
contrasting. Third-level questions focused on drawing conclusions and justifying them. Moreover, 
EFL (English as a Foreign Language) learners were taught specific learning strategies that aligned 
with the different levels of CCTDI principles. 

After completing a series of sixteen treatment sessions that were guided by CCTDI features, 
the investigator proceeded to administer the CCTDI once more to the EFL learners. This was done 
in order to improve EFL learners' argumentative writing through critical thinking disposition from 
gender-related differences. 

In the last treatment session, or session 16, the posttest was administered in all five groups. The 
participants were directed to compose an essay comparable to the pretest but on a different subject. 
To expand on the prospective benefits of critical thinking disposition, the posttest writing scores 
of the students were compared with their pretest grades. Using the CCTST writing rubric, three 
experienced instructors who have taught English composition courses for more than ten years 
graded the writings of all groups of participants. 

The CCTDI questionnaire was designed to investigate the attitude of the research samples and 
their effectiveness in enhancing EFL learners' argumentative writing. The questionnaire was 
conducted in an online (Google Doc) setting. EFL learners (n=77) who answered the CCTDI 
questionnaire items designed and uploaded by the researchers. This online questionnaire was 
conducted to enhance the results by collecting more in-depth data from learners and teachers about 
their attitudes toward the English language, strategy use, and views toward having a critical 
thinking disposition in education.  

Data Analysis Procedures 
The researcher employed the Critical Thinking Disposition Inventory (CCTDI) and the 

California Critical Thinking Skills Test (CCTST) to collect data for both inquiries. Subsequently, 
the researchers utilized the CCTDI to evaluate the findings. The CCTDI yielded eight grades, 
including seven scale-related scores and an overall total score. According to Facione et al. (1996), 
individuals with a positive disposition toward critical thinking typically gained five or six points 
for each item, while others with a weak inclination scored three or fewer points per item. These 
scores were then converted into statistical measures ranging from a minimum of 30 points to a 
maximum of 60 points. An individual scoring above 50 on any of the sub-measures demonstrates 
a robust disposition, whereas a score exceeding 40 indicates a favorable disposition. Scores falling 
between three and 39 suggest an ambivalent disposition. A score of 30 or below signifies a negative 
inclination, while a score between ten and 20 indicates a significant negative disposition. The 
highest total score was 420. A total score of less than 280 indicates a notable deficiency in critical 
thinking capacity. Scores ranging from 280 to 350 are considered favorable, while scores of 350 
or more strongly indicate overall strength in a specific disposition (Facione et al., 1997). 

In order to enhance grading, learners maintained a record of their answers to the CCTDI items 
on answer sheets. All 75 items provided six options for selection. The instructions for optical 
scoring contained precise guidelines on how to interpret and respond to each of the six possible 
choices. Furthermore, Facione et al. (1996) provided supplementary instructions on arranging the 
items based on the relevant sub-scales, aggregating the scores for each item to determine the raw 
scale score, normalizing each scale score, and calculating the overall score. 
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4.  RESULTS  

Gender-based Differences in the Two Groups 
In the present study, attempts were made to determine whether there were gender differences 

at work while the EFL learners in the EGs were exposed to the treatment and the CGs received 
conventional instruction. To this end, teaching conditions and gender were regarded as two 
independent variables, and argumentative writing was considered as the dependent variable; thus, 
a two-way ANCOVA was conducted to help clarify the possible effects of gender (and the method 
of instruction). The results of the two-way ANCOVA analysis are provided in Tables 4 and 5. 

Table 4 shows that the difference between the male and female learners in the EGs was very 
insignificant in experimental groups: critical thinking (17.84 vs. 18.43), action learning (17.81 vs. 
18.03), and synthesizing critical thinking and action learning (17.31 vs. 17. 43) and also the male 
and female learners in the CG obtained mean scores which were only slightly different (14.30vs. 
14.45.). The total mean score for males (M = 16.81) was slightly greater than the total mean score  

Table 4: Descriptive Statistics for Writing Posttest Scores of Males and Females in 
the EGs and CGs 

Group Gender Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 

Exp G1 
Male 17.847a .323 17.208 18.486 
Female 18.434a .268 17.904 18.965 

Exp G 2 
Male 17.815a .326 17.171 18.459 
Female 18.033a .221 17.597 18.469 

Exp G3 
Male 17.318a .304 16.716 17.920 
Female 17.437a .243 16.957 17.917 

cont G 
Male 14.304a .150 14.008 14.600 
Female 14.454a .166 14.127 14.782 

Note: Covariates appearing in the model are evaluated at the following values: Pretest = 13.5617. 

Table 5: Two-way ANCOVA for the Writing Posttest Scores of the EGs and CGs 

Source df Mean Square F Sig. 
Corrected Model 12 65.096 78.104 .000 
Intercept 1 171.780 206.107 .000 
Group 3 23.553 28.259 .000 
Gender 1 .299 .358 .551 
Pretest 1 68.145 81.763 .000 
Group * Pretest 3 12.092 14.508 .000 
Gender * Pretest 1 .543 .651 .421 
Group * Gender * Pretest 3 .237 .285 .836 
Error 137 .833   
Total 150    
Corrected Total 149    
Note. a. R Squared = .872 (Adjusted R Squared = .861) 
Tests of Between-Subjects Effects Dependent Variable: Posttest 
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for females (M = 17.10). In order to see whether the differences between the EGs and CGs and 
also between the two gender groups on the argumentative writing posttest were statistically 
significant or not, Table 5 had to be examined. 

The p-value under the Sig. column for Gender was found to be smaller than the .05 significance 
level, which means that belonging to different gender groups did not have a significant effect on 
the argumentative writing performance of the learners. The interaction of the two independent 
variables did not have a significant effect on the EFL learners' performance as the p-value 
corresponding to the row labeled Groups*Gender was found to be larger than the alpha level of 
significance (.421 > .05).  

Gender and Critical Thinking Dispositional Features 
Another aim of the present study was to unearth whether there were any gender-based 

differences in the critical thinking dispositional features of male and female Iranian EFL learners. 
To this end, the total score for critical thinking dispositional features was calculated from the 
learners' responses to the CCTDI questionnaire. The total scores obtained for male and female 
learners were compared via an independent-sample t-test. The results of the t-test are presented in 
the following tables: 

Table 6: Descriptive Statistics for Comparing CCTDI Scores of Male and Female 
Learners in the EG 

Gender N Mean Std. 
Deviation Std. Error Mean 

Male 
Female 

22 
55 

355.22 
325.94 

13.66 
16.92 

2.91 
2.28 

 
As can be observed in Table 6, there was a difference between the CCTDI scores of male (M = 

355.22) and female learners (M = 325.94). To unfold whether the difference in the CCTDI scores 
of the two gender groups was statistically significant or not, the following t-test table had to be 
examined: 

Table 7:  Independent-Samples t -Test for CCTDI Scores of Male and Female Learners in 
the EG 

 

Levene's Test 
for Equality of 
Variances 

t-test for Equality of Means 

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

Mean 
Difference 

Std. Error 
Difference 

95% Confidence 
Interval of the 
Difference 
Lower Upper 

Equal 
variances 
assumed 

1.42 .23 7.21 75 .000 29.28 4.05 21.20 37.36 

Equal 
variances not 
assumed 

  7.91 47.71 .000 29.28 3.70 21.83 36.72 
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Figure 1: CCTDI mean scores of the male and female learners in the EG 

 
Table 7 shows that there was a statistically significant difference in CCTDI scores for males 

(M = 355.22, SD = 13.66) and females (M = 325.94, SD = 16.92), t (75) =7.21, p = .000 (two-
tailed). Thus, it could be inferred that male EFL learners managed to obtain significantly higher 
CCTDI scores than their female counterparts in the EGs. Figure 1. depicts the CCTDI scores of 
the two gender groups. 

Note. These scores revealed that the two gender groups in the EG were drastically different 
from each other, as their CCTDI scores were concerned. This means that there is a significant 
difference between the critical thinking disposition of the male and female EFL learners 
participating in this study.  
5. DISCUSSION 

The statistical analysis of the results of the present study demonstrated that the differences 
between male and female EFL learners were insignificant and belonging to different gender groups 
that did not have a significant effect on the argumentative writing performance of the learners.  

To test the first research question, an independent-sample t-test was performed on the total score 
for critical thinking disposition obtained from the questionnaire. The statistical analysis of the 
results showed that there was a statistically significant difference in CCTDI scores for males and 
females. Thus, it could be inferred that male EFL learners managed to obtain significantly higher 
CCTDI scores than their female counterparts in the EG.     

EFL teachers should try to make learners aware of the principles of critical thinking to increase 
learners' willingness to learn about a variety of topics, have an interest in learning more and be 
knowledgeable, be fond of searching for possibilities to apply critical thinking skills, be self-
assured in their own reasoning ability, be willing to consider opposing opinions, develop 
adaptability in weighing options and viewpoints, promote a keen awareness of potential 
unexpected cases in order to foresee their effects, be aware of others viewpoints, be objective in 
evaluating reasoning, and have wisdom in postponing, making, or changing decisions readiness to 
review and alter positions when honest contemplation indicates that change is required. 

When investigating the role of gender in language learning, the researchers should take into 
account the different ways in which gender may influence language usage and improvement. 
Gender is an important factor influencing language practice and learning. The reason can be related 
to biological and psychological effects or sociocultural differences that can greatly influence one's 
success in language development. The subject of gender influence as male and female in cognition 
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or educational success has a long history, but since the 1970s, it has gained more significance in 
educational studies. The most important dimension of this concern, which should be focused on, 
is that no credible researcher has ever presented results that male-female differences on any scale 
of intelligence level are unusually significant compared to the level of differences within either 
gender. By way of explanation, even in fields where significant gender issues are recognized, these 
distinctions are so minute and varied that they have minimal pragmatic significance Hallers-
Haalboom et al. (2020).  

As it was observed in this study, gender was not found to have a profound impact on writing 
improvement as far as critical thinking and action learning were concerned. This is in fact, in line 
with previous research whereby contradictory results were obtained. The study by Hashemi et al. 
(2014) can be considered one that is similar to the present dissertation in that both investigated the 
effects of CT on argumentative writing among EFL learners. Similar instruments were also 
employed; they both focused on gender differences, but in the gender dimension, their results were 
different since, in that research, gender differences played an important role in learners' 
argumentative writing development. 

In a study conducted by Nayernia et al. (2020), the potential influence of gender and age on 
participants' argumentative writing was examined. The study focused on the application of the 
Toulmin (1958/2003) model of argument structure. A corpus of argumentative essays written by 
250 Iranian postgraduate English language learners, comprising both male and female individuals, 
was utilized for data collection. The participants' age and gender were treated as independent 
variables. The study analyzed six key categories of argumentative structure within the learners' 
writing tasks and employed MANOVA to examine the observed frequencies. The findings 
indicated that there were no statistically significant differences between participants' age and 
gender and the type and frequency of Toulmin elements in argumentation. 

Nayernia et al. (2020) investigated the influence of gender and age on EFL learners' 
argumentative writing development, but the present study investigated the role of gender in 
argumentative writing improvement and critical thinking disposition. Like Nayernia et al.’s study, 
the participants' gender was treated as an independent variable. Both study results were similar to 
each other in that gender did not play an important role in the Iranian EFL learners' argumentative 
writing improvement. 

Thus, it is axiomatic that when teachers and materials developers synthesize these principles 
and strategies in their methodology and writing programs, the writing ability of the learners is 
better improved. The learners are enabled to accomplish planned change in their observable 
behavior in the issue field through responsible engagement in a genuine, difficult, and stressful 
situation. Theory and practice would be merged, which leads to the advancement of the individuals 
and organizations to the next level of output, growth, employment, and even loyalty (people who 
are growing and learning rarely leave the organization). This is how people and teams can learn 
new things while focusing on conflict resolution and taking action. In effect, the members of a 
class or group would collaborate in order to overcome obstacles via action and reflection. It could 
become a multi-purpose, systematic activity, depending on how well it is linked to the group's 
structure and made importance to the individuals' way of life. 
6. CONCLUSION 

The current research aimed to investigate the role of gender and critical thinking disposition in 
enhancing argumentative writing development. It was concluded that (a) critical thinking 
disposition and gender differences had a significant effect on enhancing Iranian EFL learners' 
argumentative writing, (b) there was not a significant gender-based difference between the writing 
scores of the learners in this study, and (c) gender did play a role in the critical thinking disposition 
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scores of the learners and male learners significantly outperformed female ones in the CCTDI 
scores.  

The results of this study, as well as other studies, prove the fact that the absence of CT skills 
from EFL courses results in EFL students who are disadvantaged by the opportunity to learn how 
to think critically (e.g., learners in the control groups) mostly weaker than those EFL learners who 
benefit from CT instruction. On the other hand, incorporating CT and gender-related concerns is 
bound to lead learners to think more critically about the information they learn, test the validity of 
materials, attempt to consider alternative theses, evaluate evidence, etc. The effective results 
experienced from the unification of CT and gender-related concerns in writing courses in an EFL 
context like Iran guarantee more positive outcomes if CT and gender-related concerns are 
combined in L2 writing courses.  

Another conclusion that the present study proposed is that CT is teachable in EFL contexts. 
Gender differences and their viewpoints toward critical thinking disposition could be outlined and 
highlighted. However, the related literature that investigated different approaches and techniques 
to facilitate CT in EFL argumentative writing is limited. Conducting more research is required in 
this field.  

All researchers face challenges, difficulties, and restrictions in the process of completing a 
research project, and this research is no exception. They involved the participants taking part in 
this study, the university administrators who assisted the researcher in conducting the study, and 
the time of data collection. The participants in this study were EFL learners who were learning at 
the university. The groups of subjects for this study were selected during one educational semester. 
The conclusion is valid as long as the scope of this study allows. Because of the limitations 
imposed on the research, generalizing the findings of the present study must be made carefully.  

The generalizability of the findings is also restricted by the sample size. It seemed that the size 
of the sample was small, and larger samples may be better able to analyze the effect of critical 
thinking and action learning on improving argumentative writing. The participants of the study 
were EFL learners. They were also non-native English learners who taught English mostly at the 
university. Therefore, the range and variety of participants were also limited. Thus, one of the 
limitations of this study pertains to its generalizability. The major limitation of the study was that 
the subjects in the study were not selected randomly. A convenience sample was used. The small 
size of the sample groups shed doubt on the universal validity of the observed significance. A 
study with more participants must be replicated to gain more reliable and generalizable outcomes.   

Some delimitations of the study include that the researcher was a teacher at the university from 
which the sample was selected. Additionally, the sample size was small since the study was 
conducted in five online classes. The opportunity to record and analyze the classes after being held 
helped the researcher to overcome the pitfalls of the online classroom environment. Although the 
sample size was small, the online environment provided a useful opportunity for the researcher to 
gather different EFL learners from different cities of the Kurdistan province, a context in which 
in-person classes were impossible. 
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Abstract 
Though the emotional aspects of language learning and teaching have 
received due attention in the past decades, this area of research remained 
almost untouched in Iran. To comply with this weak treatment, the present 
research adopted a mixed-methods approach to investigate how Iranian EFL 
adult students in higher education regulate their emotions and their ability to 
identify and manage their feelings. For this purpose, a group of 21 adult 
participants was chosen from various EFL colleges and academic locations 
in Iran. Data was collected using the reliable and valid TEIQue questionnaire 
developed by Petrides (2009) and supplemented with open-ended interviews. 
The findings made it clear that variables such as culture and society played 
an important role in shaping and changing the emotional vocabulary of 
English language students. The results also indicated that most EFL students 
did not use the Feeling Wheel tool (1980) to regulate their emotions, 
indicating emotional immaturity. Additionally, when using Daniel Siegel's 
technique (2012) to regulate their feelings, they were unable to connect it to 
their emotional repertoire derived from the feeling wheel tool.  The findings, 
therefore, imply for a balanced attention to be given to learners’ emotional 
maturity as well as their knowledge achievement in higher education. 

Keywords 
EFL Students, 
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Emotional Regulation, 
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1. INTRODUCTION 
Humans and emotions are inextricably linked. In many academic domains, the advent of the 

concept of emotional intelligence has been a turning point. Over the past two decades, moral 
education, in particular, has improved. According to educational psychologists, the fundamental 
goal of teaching and learning, particularly in higher education, is emotional intelligence (EI) 
(Baron-Cohen, 2000; Vandervoort, 2006). Emotion regulation is a set of processes related to 
training what emotions are experienced, when they are experienced, and how they are evoked, 
which can be addressed through physical or mental processes (Gross, 2015). Whatever the 
mechanism is, some factors will definitely be involved in its operation or shaping. 

One method of regulating emotions is through the influence of culture. Cultures are often 
transmitted through languages, and as a result, language plays a role in shaping our emotional 
thoughts and intuition (Barrett, 2006; Barrett et al., 2007). Moreover, an individual's orientation 
towards their culture's values is expected to influence their emotion regulation processes. 
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Additionally, culture plays a significant role in determining whether specific emotion regulation 
techniques are suitable or dysfunctional for individuals within a particular society. This suggests 
that culture plays a pivotal role in determining the efficacy of emotion regulation strategies for 
human well-being (Butler et al., 2007). 

Expressive suppression and cognitive reappraisal are two specific ways that are often studied 
in conjunction in the literature, as they have a definite influence on mood and wellbeing (Gross & 
John, 2003). For Webb et al. (2012), suppression involving the manipulation and reduction of 
emotion-expressed behaviors, like facial expressions of emotion, may be a response-focused 
strategy. It is regarded as a dysfunctional emotion-regulation activity that leads to less depression 
while maintaining one's mood. For example, there are two styles of culture: in Asia, there is an 
associated mutuality culture (individuals outline themselves in their relationships), and in Europe, 
there is an independence ambiance (Markus & Kitayama, 1991). Additionally, research has 
revealed that, while suppression affects people from all cultural backgrounds differently, it has a 
weaker detrimental influence on those from mutually beneficial cultural environments (Butler et 
al., 2007; Cheung et al., 2010; Kwon et al., 2013). 

Webb et al. (2012) mentioned that reappraisal involves reinterpreting emotionally salient 
information or scenarios to change the emotional response. It is also thought to be associated with 
accommodating a feeling-regulation strategy used to diminish negative moods or increase positive 
moods. In 2012, Daniel Siegel created a method referred to as "name it to tame it" that has been 
influenced by a reappraisal strategy. He claims that our brain is split into two sections, and each 
half has distinctive responsibilities. The left hemisphere is logical and linguistic, whereas the right 
hemisphere is emotional and experimental. If the right side ignores the logic half, we will drown 
in an emotional flood. At the same time, separating our logic and language from our emotions may 
lead to a desire to live in an emotional desert. This strategy focuses on one's ability to hitch two 
elements of his brain together. In some cases, transferring these sections requires several 
challenges (Siegel & Bryson, 2012). 

Hence, once someone is drowning in an emotional flood and needs someone else to regulate 
their emotions, we tend first to wish for them to retell the story to understand what makes them 
feel that way. Once that person talks about his unhealthy experiences, at the start of the discussion, 
his two hemispheres operate interactively; he is participating in his left hemisphere by putting the 
details into words (Siegel & Bryson, 2012). Recent research has looked into the significance of 
"affect labeling," or labeling emotions at the moment (Lieberman et al., 2007). 

Unlike reappraisal, which requires participants to actively rebuild the meaning of a stimulus, 
associating a single word with a stimulus is all that is necessary for emotion labeling. For example, 
associating the word "anger" with a picture of a scowling face or bodily sensations. Participants 
are not told to change how intense their emotional state is, yet describing one's state unintentionally 
or accidentally reduces the intensity of emotional experiences (Lieberman et al., 2011). Affect 
labeling is a tactic for regulating emotions that can be summarized as "putting feelings into words." 
It refers to the belief that clearly naming one's emotional state, which is usually negative, reduces 
one's conscious experience, physiological response, and/or behavior as a result of that emotional 
state (Torre & Lieberman, 2018). Using the feeling wheel tool is one of the most effective ways to 
express feelings verbally. The analysis of emotions is aided by the Plutchik theory of emotions, 
one of the most important systems for categorizing universal emotional reactions. According to 
Plutchik, there are eight fundamental emotions—anger, fear, sadness, disgust, surprise, 
anticipation, and trust—that are physically primitive and have evolved to secure the survival of 
the species. A wheel of emotions was constructed by Robert Plutchik. This wheel is used to depict 
many emotions in an engaging and subtle manner ("Healthy Eu Project," n.d.). 
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Having an eye on this tool, stress, anxiety, and school failure have been on the rise for some 
time, and they are beginning to show up in younger students (IsHak et al., 2013). This phenomenon 
may be attributed to a multitude of factors, such as increased accountability and independence, 
academic demands, and an aptitude for regulating emotions (Enns et al., 2018). In fact, emotional 
intelligence has grown importance in the academic system over the last few decades, as it promotes 
students' psychological well-being, allows them to better understand their surroundings, and 
equips them with the skills they need to deal with the various situations that arise on a daily basis. 
As a result, this construct is built as a permanent and continuous educational process that promotes 
students' holistic development (Bisquerra, 2009; Petrides, 2016). Consequently, a close association 
exists between academic achievement and the appropriate absorption and emotional deployment 
of knowledge, underscoring the significance of comprehending the course material rather than 
relying upon mere repetition of information (Dolev & Leshem, 2017; Suberviola, 2012). In short, 
considering its significant impact on both educational and social levels, it is critical to foster the 
development of students' emotional intelligence. 

Emotional skills have been identified by Ortiz and Rodriguez (2011) as potentially enhancing 
mental processes while aiding in the management of stressful situations, fostering attentiveness 
and self-motivation, and facilitating the successful completion of academic assignments and 
studies undertaken by students. Moreover, students who attain elevated levels of emotional 
intelligence acquire skills that facilitate the apt management of emotions, encompassing anxiety 
and depression. In addition, they experience augmented self-esteem and gratification with their 
endeavors due to their adeptness in implementing adequate coping strategies to govern their 
emotions and comprehend occurrences, hence recovering from dysphoric tendencies swiftly and 
efficaciously (Asle Fathali & Najipoor Ostadi, 2013; Frederickson et al., 2012). 

Recent studies in the fields of psychology and linguistics have cast doubt on the belief that the 
quantity of emotional words in adults remains a mystery, leading to an observable lack of diverse 
emotional expressions in survey responses (Smith, 2020; Johnson et al., 2019). The present study 
aimed to explore the connections between the feeling wheel and Siegel's "name it to tame it" 
technique in relation to the emotional repertoire. To achieve this, an explanatory sequential mixed-
methods research approach was employed to investigate the emotional intelligence of Iranian EFL 
adult students in higher education and their capacity to identify and manage their emotions. The 
research focused on extracting the emotional vocabulary of the students, with a particular interest 
in determining whether their emotional lexicon aligned with the Feeling Wheel tool and assessing 
their emotional maturity. Additionally, the study sought to examine the extent to which utilizing 
Daniel Siegel's technique could aid in regulating the students' emotions. These issues were 
investigated in response to the following questions: 

1. Can the quantity of emotional words used by EFL students in society be estimated? 
2.  Is there a connection between emotional retention and the tool known as the "feeling wheel"? 
3.  Is it plausible that the utilization of the "name it to tame it" method for emotional regulation 

and its linkage with the emotion wheel tool can contribute to the emotional proficiency of English 
as a Foreign Language (EFL) learners? 
2. LITERATURE REVIEW 

In the previous section, an overview of the information gathered in the history of emotions and 
feelings was provided. This section identifies themes and trends, synthesizes the existing literature, 
and examines the contributions of the literature to the field. Through this synthesis, the gaps in the 
analysis become apparent. 
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Emotional labeling and emotional regulation 
There is a belief in emotion regulation. It is likely a process that requires physical or mental 

effort and somehow "distracts" people from the source of their feelings. When a person 
experiences an emotion, it elicits a variety of independent responses in the sensory, physiological, 
and behavioral domains (Levenson, 2003; Mauss et al., 2005). Emotion regulation is generally 
characterized as changing the quality, duration, or intensity of emotion (Gross, 1998; Gross & 
Thompson, 2007; Koole & Rothermund, 2011), and that can be quantified by emotion scores in 
the ranges listed above. The individual's behavior that must modulate these key pathways of 
emotion production must be viewed as a form of emotional control. Exploration shows that relating 
feelings indeed down-regulates feelings when there are no unequivocal emotion regulation 
pretensions, which supports the nonsupervisory part of emotion labeling. The amygdala is 
activated less when emotionally charged stimulants are labeled with affective (rather than neutral) 
terms (Lieberman et al., 2007). Thus, when emotions have evolved to cause the organism to 
respond to a stimulus, active consideration of the emotion and its probable origins can be a sign 
that the challenge has been "overcome" and that the emotion's episode has ended (or has shrunk). 
The amount and detail of emotional vocabulary in different languages should correlate with 
cultural differences in the need to deal with specific feelings. 

Multilingualism and Emotional Memory 
Emotion norms and ideal feelings vary by culture, and while there is some agreement between 

real emotions and the respective norms for what emotions individuals should experience, as well 
as the standards for what feelings people would like to experience, it is far from perfect (Eid & 
Diener, 2001; Tsai et al., 2006). A series of psychology and neuroscience models known as 
"psychological constructionist views" suggest that language plays a fundamental role in emotions. 
According to psychological constructionist theories, emotions are felt when affective states are 
given meaning as particular examples of emotion categories that are present in a particular culture. 
Thus, emotions are believed to be the products of more fundamental psychological "components" 
(Barrett, 2006; Clore & Ortony, 2013; Cunningham & Brosch, 2012). 

Ferré et al. (2010) investigated the recall of emotion terms by early and late bilinguals. Everyone 
had a better memory for emotion words, regardless of language dominance, age, the type and 
context of L2 acquisition, or linguistic similarity. The authors found that emotional intensity was 
equal in L1 and L2, at least for fluent bilinguals. In a later study, Ferré et al. (2013) assessed 
memory for emotion words in highly proficient bilinguals using encoding tasks that focused 
participants' attention either on emotionality elements or to word features (i.e., concreteness and 
number of vowels contained in each word). They discovered that positive terms had greater 
memory than neutral ones across all languages and tasks. However, cued tasks were used in both 
experiments. In summary, it can be challenging to pinpoint the emotional content and quantity of 
words that would prevail in L1 and L2 users' freely generated emotional vocabulary. 

Emotional maturity in academic students 
Relevant to the content of the previous paragraphs and following a review of numerous sources, 

it is likely that no thorough study of university students has been undertaken. Actually, Ferré et al. 
(2013) wanted to know how emotionally expressive university students were while taking into 
account their educational level. Some individuals were emotionally fragile, while others were still 
blooming. A growing amount of research demonstrates that a person's emotional maturity level 
has an impact on his or her academic performance and behavior. Furthermore, giving students 
regular chances to engage in their psychological experiences at school helps them transform those 
experiences into efficient learning (Lopez & Gardenas, 2014; Aragao, 2011). As a matter of fact, 
societies and families have a limited set of acceptable emotions, and people learn to suppress some 
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feelings that they intuitively believe are not acceptable in their household. As a result, they lose 
their ability to communicate or express what they are feeling. 

Incorporating social and emotional learning (SEL) into the academic setting 
Greenberg et al. (2003) report that in order to strengthen friendly relations between educators 

and scholars, student cooperation and resolving disagreements, reducing the feeling of academy 
security, developing social and emotional skills in scholars, educators, and academy leaders, and 
implementing programs and SEL classes are a must at the academy level. However, some of these 
initiatives have fallen short because they either (1) concentrate too intently on particular social or 
emotional issues, such as preventing bullying, substance abuse, delinquency, or violence, or (2) 
promote character development, job readiness, family life, volunteerism, or physical or mental 
health in a disorganized, haphazard manner. These usually disjointed attempts do not fall under 
the purview of SEL programming (Devaney et al., 2006). Improvements in the social-emotional 
climates of classrooms, schools, and districts are just a few examples of how SEL programming 
takes a more thorough and integrated approach to generating positive youth outcomes that endure 
a lifetime (Greenberg et al., 2003). According to Becker and Luthar (2002) and Catalano et al. 
(2004), SEL projects are created to create learning environments that meet students' developmental 
needs, such as feelings of safety, belonging, and community, and thus offer the best conditions for 
success in all spheres of their lives: academics, relationships, personal, and eventually in the 
workplace. 

Utilizing Emotions for Teaching and Learning in Higher Education 
At the school level, most of the research on emotions among teachers and students has been 

conducted, but a number of experts have lately made it clear that emotional issues need to be dealt 
with in higher education (Postareff & Lindblom-Ylänne, 2011; Hagenauer & Volet, 2014). 
Because the two learning worlds are so different, research results on school teaching and learning 
often cannot be generalized to higher education. Additionally, many studies of emotion in the 
classroom have been disconnected. Some theoretical frameworks, such as those that emerged in 
the areas of education psychology, learning sciences, and sociology, have formed a range of 
research traditions. Consequently, the results of emotion studies in education that use various 
approaches to analyze data are not uniform, and thus, there is a very unclear picture regarding this 
complicated phenomenon. 

Connections between "the wheel of emotions" and "name it to tame it"  
Observing how difficult it is for society, families, and students to verbalize their emotions, 

Robert Plutchik created what he called the "Wheel of Emotions" in 1980. In 1982, Gloria Wilcox 
released The Feeling Wheel: A Tool for Expanding Emotional Awareness and Increasing 
Spontaneity and Intimacy shortly after (Why a Feelings Wheel Supports Your Positive Parenting 
Journey, 2021). On the other hand, brain integration theory suggests that purposefully talking 
about emotional events is a more successful technique for increasing self-awareness, self-
regulation, and right-brain-left-brain integration, and individuals can use that knowledge to help 
their children create connections and integration between the two parts of their brain. However, 
there was no clear explanation or evidence of whether this tool was used by a different range of 
people, especially adult students, to regulate their emotions or not. 

3. METHODOLOGY 
Design 

Based on the research questions, it was intended to examine if it is possible to estimate the 
emotional proficiency of EFL students in society and its connection to emotional retention through 
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the utilization of the 'name it to tame it' method and the emotion wheel tool. For this purpose, an 
explanatory sequential mixed-methods research design was considered for this research. This 
design was adopted so that we could gather and analyze quantitative data first, followed by 
qualitative data, allowing for a comprehensive and holistic understanding of the research topic. 
This approach integrated both methods to validate findings and provided a nuanced and in-depth 
perspective, enhancing the overall rigor and trustworthiness of the research. The restrictions on the 
use of an explanatory sequential mixed-methods research design were time and resource 
constraints, complexity, potential bias, the sequential nature of the process, and limited 
generalizability. The research was conducted in two parts: quantitative and qualitative. A total of 
21 adult EFL students (10 males and 11 females) studying English at EFL institutions participated 
in this study. They were randomly chosen from five universities in Iran. The cohort under 
investigation comprised individuals aged between 20 and 35 years. Ten individuals possessed 
Bachelor of Arts degrees, while the remaining individuals possessed a Master of Arts degree. All 
participants in the present study engaged in voluntary participation and were apprised of the 
confidential nature of their divulged information, with assurances that their data would solely be 
utilized for scholarly research pursuits. Data from various EFL institutions was collected for this 
study in order to allow for clear generalizations. The two main methods used to collect information 
were primary sources such as questionnaires and interviews. EFL adult students, who were drawn 
from a homogeneous population of English-speaking institutions and were all randomly selected, 
had a study sample size of 5–10 students in each class. The use of random sampling had the 
following advantages: first, no time, financial, or human resources were invested, and second, the 
selection of one element was not dependent on the selection of another element in the sample. 

Instruments 
Trait Emotional Intelligence (TEI) is seen as a blend of emotional self-perceptions situated in 

the lower tiers of personality hierarchies. The TEIQue-SF is a 30-item survey designed to assess 
overall trait intelligence (trait EI). It is derived from the longer version of the TEIQue (Petrides & 
Furnham, 2003) and has been developed to offer a comprehensive insight into the trait EI domain 
(Petrides & Furnham, 2001). Based on research conducted in one of the Turkish universities in 
2013, the validity and reliability of the Trait Emotional Intelligence Questionnaire-Short Form 
(TEIQue-SF) developed by Petrides and Furnham (2000, 2001) were measured. The internal 
consistency score of the TEIQue-SF was .81, and the test-retest reliability of the total score was 
.86. These results revealed that this scale is a valid and reliable instrument to use with Turkish 
university students ("Just a moment," n.d.). It consisted of two sections. The first section addressed 
student demographics, including gender, age, and education. The second component included 30 
questions about students' emotional regulation abilities, which were assessed on a 7-point Likert 
scale from 1 to 7. "Never" (number 1) to "Always" (number 7) (see Appendix A). The second 
questionnaire was developed from the handouts for teaching middle and high school students about 
feelings (New Jersey State Bar Foundation, n.d.) and was used for qualitative data collection to 
collect emotional vocabulary from EFL students. This questionnaire consists of 14 open-ended 
interview questions (See Appendix B). 

4. RESULTS 
Data from the questionnaire and semi-structured interviews were analyzed to address the 

research questions. 

Online questionnaire  
The first questionnaire, created specifically for the study, looks into the quantity of emotional 

terms EFL adult students have stored and their capacity to regulate their emotions. The 
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questionnaire, which contained 30 items about students' emotional control abilities, was evaluated 
on a seven-point Likert scale, with always = 7, frequently = 6, usually = 5, occasionally = 4, rarely 
= 3, and never = 1 (See Appendix A for more information). Table 1 shows the results of the 
calculations, which were examined using the Excel software application. Table 1 is followed by 
Graph 1, which visually displays all the data in Table 1. 

Table1: The ability to regulate emotions in EFL students in percentage numbers 

  

Never Rarely Occasionally Sometimes Usually Often Always Questions 
Items 

9.52% 

4.76% 

4.76% 

9.52% 

4.76% 

4.76% 
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4.76% 
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4.76% 

4.76% 

4.76% 

9.52% 

4.76% 

9.52% 

9.52% 

4.76% 

4.76% 

9.52% 

4.76% 

4.76% 

4.76% 

4.76% 

4.76% 

4.76% 

0.00% 

4.76% 

4.76% 

0.00% 

5.00%  

23.81% 

4.76% 

9.52% 

33.33% 

0.00% 

4.76% 

0.00% 

0.00% 

9.52% 

14.29% 

14.30% 

19.05% 

33.33% 

14.29% 

14.29% 

23.81% 

14.29% 

28.57% 

28.57% 
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14.29% 
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4.76% 

9.52% 
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19.05% 
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14.29% 
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19.05% 

19.05% 
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Graph 1: Presents the data from Table 1 visually 

Online Interview  
The emotional vocabulary of EFL students was collected using the second questionnaire, which 

was generated from handouts for training middle and high school students about feelings. This 
questionnaire has 14 open-ended interview questions (For more details, see Appendix B). The 
findings of the computations, which were evaluated using the Excel software tool, are shown in 
Table 2. The number of emotional vocabulary words gathered from participants is indicated in this 
table. As a result of collecting the information in Table 2, EFL students have been assigned to two 
groups according to their awareness levels. The first was labeled "less emotional students," while 
the second was labeled "more emotional students". Table 3 contains the information gathered. 

Table 2: The number of emotional vocabularies in EFL students 
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Table 3: More emotional students vs. less emotional students 

 
  

Students levelof 
Questions More Emotional Students Less Emotional students 
self-awareness 
ITEM 1: You just got a 
good grade on a test 

Happy, satisfied, relaxed, joyful, proud, confident, gleeful, 
delighted, motivated, energetic 

Happy, confident, joyful, 
angry, excited 

ITEM 2: You just got a 
bad grade on a test 

Sad, ashamed, stressed, grief, sorry, worried, down, dismal, 
shameful, depressed, upset, underrated, unhappy, disappointed, 
disheartened, frustrated, mad, unmotivated, blue, embarrassed 

Sad, disappointed, upset, 
Shameless, frustrated, don’t 
care, confident, feel silly 

ITEM 3: Your friend just 
threw up in the hallway 

Worried, stressed, helping, emergency, fear, happy, surprised, 
nervous, shocked, disgusted, apprehensive, angry, sad, 
embarrassed, a bit stressed, sympathetic, frustrated 

Mad, compassion, I don't 
know, sad, gross, feel sorry 

ITEM 4: You cannot get 
your friend to understand 
your point of view 

Mad, distressed, swamped, rejected, arguing, discussing, 
failure, angry, overwhelmed, upset, frustrated, impatient, 
confused, respectful 

Confused, helpless, angry, 
sad, don’t care, 

ITEM 5: You hate what 
you are wearing today 

Uneasy, frustrated, uncomfortable, angry, unconfident, bored, 
shy, sad, still confident, not happy, embarrassed, cross, 
insecure, less talkative, hateful 

Lack of confidence, ashamed, 
stressed, nothing, indifferent, 
neutral, sad, unhappy 

ITEM 6: You just won a 
tournament but do not 
want to brag 

Happy, cheerful, relaxed, joyful, calm, honored, proud, 
excited, feeling gentle and great, humble, energetic, confident, 
grateful, modest, cool 

Peppy, unselfish, confident, 
joyful, comfort, I don’t know, 
angry 

ITEM 7: You think 
everyone is talking about 
you 

Stressed, curious, uncomfortable,  
I never think about it!!!!Can’t imagine this one, sorry!  Shy, 
anxious, confused, concerned, unhappy, feeling under control, 
suspicious, upset, insecure, worried, nervous, 

Worry, angry, stressed, happy, 
proud, don’t care, anxious 

ITEM 8: Your parents 
will ground you if you do 
not get an A 

Relaxed, can’t imagine this, but It’s ok, angry, sad, annoyed, 
confused, disrespected, anxious, worried, scared, stressful, 
tired, unhappy, uncomfortable, nervous 

Pity, stress, obedient, sad, 
don’t care, scared, angry 

ITEM 9: You do not feel 
like talking to anyone 
today 

Blue, dismal, grief, impatient, sleepy, upset, overwhelmed, 
bored, introverted, relax, unbothered, quiet, calm, feeling 
down, sad 

Nervous, dull, upset, happy, 
sad, shameful 

ITEM 10: You did a great 
job, but no one notices 

Careless, indifference, patient, angry, frustrated, happy, 
confused, satisfied, poker face, disappointed, upset, more 
energetic, chattier 

Depressed, despair, 
satisfaction, happy, joyful, 
hopeless, angry 

ITEM 11: You have no 
feelings and do not care 
about anything 

Relax, easy, mindful, careless, disappointed, stressful, 
overwhelmed, tired, serene, unbothered, tranquil, I do not 
understand, selfish, depressed, care free, cold, short temper, 
insouciance, let go of everything 

Careless, relax, sad, joyful, 
comfort, free 

ITEM12: You know you 
make people laugh a lot 

Happy, friendly, sociable, enjoying, smiling, fulfilled, relaxed, 
successful, feeling awesome, fun, joyful, cool, useful, 
humorous 

Cut, bored, proud, happy, 
neutral, joyful 

ITEM 13: You found a 
present for you on your 
desk 

Surprised, joyful, happy, shocked, curious, hopeful, energetic, 
amazed, wondering, shocked, inquisitive, elated, excited, 
mysterious, strange 

Glad, surprise, curious, happy, 
pleasure, excited 

ITEM 14: You are eating 
your favorite food 

Enjoying, satisfied, cheerful, happy, joyful, fascinated, 
explosion, amazing, delighted, energetic, excited, grateful, 
relaxed, good mood 

Joyful, grateful, pleasure, 
happy, enjoy 



 

ISELT – VOL. 2, NO. 1, 2024 ALIAKBARI, M. & FARHADI, S. 

 

184 184 Emotional Management of Adult EFL Learners in Higher Education 

Comparison 
The fact that students' emotional vocabularies were not based on Gloria Wilcox's 1982 feeling 

wheel was discovered by comparing data from Tables 2 and 3 with Graph 2 of Gloria Wilcox's 
1982 feeling wheel. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Graph 2: Gloria Wilcox Feeling Wheel Tool (1982) 

 

5. DISCUSSION 
To answer the first research question, we used a retroactive ex-post facto design to determine 

how independent variables affected the study's dependent variables. The findings of this study 
showed that independent variables such as culture and society played an important role in shaping 
and changing the emotional vocabulary of English language students in advanced education 
because the independent variable X commands the dependent variable Y, and the process of storing 
emotional vocabulary in English language learners must be controlled. Therefore, a change in X 
causes a change in Y. To check the claim, by selecting and comparing two students from the tables 
in the results section, we found that although we were able to measure the number of students' 
emotional words that were influenced by an independent variable called culture, these independent 

https://journals.sagepub.com/doi/pdf/10.1177/036215378201200411
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variables affected the emotional memory of EFL students. The number of emotional words 
students use at high English levels is still unknown. In the second question, we examined the 
relationship between emotional preservation and the tool known as the "emotional wheel." The 
mediating variable (Z) between X and Y was Daniel Siegel's fashion and emotion wheel, which 
played an important role, and EFL students did not know how to use it, although it was needed. In 
summary, it was found that the relationship between the emotional words of English language 
students and the emotion wheel tool was blurred because the students were not aware of the scope 
of the words of this tool, and accordingly, most of the English language students were immature 
in their emotions. We got our answer from the third research question, too. Based on current 
research, the "name it to tame it" method for emotional regulation, in conjunction with the emotion 
wheel tool, has the potential to enhance the emotional proficiency of English as a Foreign 
Language (EFL) learners, which is in line with Smith (2020). According to Smith (2020), these 
methods allow students to effectively identify and articulate their emotions, which is crucial for 
emotional intelligence and language proficiency. Furthermore, the findings support Johnson et al.'s 
(2019), who demonstrated that integrating emotional regulation techniques into language learning 
positively impacts students' emotional awareness and language proficiency. 

6. CONCLUSIONS 
One major objective of the study was to see how EFL adult students cope with emotional 

situations by mentally naming emotions from their emotional repertoire. However, determining 
when such storage occurs and what external circumstances influence the frequency of emotional 
phrases poses a hurdle. Adult emotional maturity studies have been conducted on a regular basis. 
They came to the same conclusion as Subbarayan and Visvanathan (2011), which is that pupils' 
emotional maturity is unaffected by gender, geography, or household size. Through a scan of 
numerous sources, it was discovered that no thorough study of EFL students had been conducted. 
The results of this explanatory sequential mixed-methods research showed that learners were 
emotionally immature and that context had a significant impact on the formation and modification 
of each individual's emotional lexicon, particularly for EFL students in colleges and schools. It is 
right to infer that emotion management is substantially more crucial in EFL adult students than in 
children because a large portion of college students are emotionally unstable. Adults are 
recommended to be more concerned about this issue. Since they are expected to fill a variety of 
roles in society after finishing their education, the uncertain emotional maturity may be caused by 
a variety of factors, including competition, a job, and increasing stress from a changing 
environment. Due to their lack of competence in these areas, the adult EFL academics in this study 
chose to concentrate on the cognitive rather than the emotional aspects of learning. It is true that 
young adults find it challenging to focus on internal aspects of their growth. 

Even though all English instructors at educational establishments employ the strategies 
described in order to produce a joyful learning environment, they are recommended for fostering 
close bonds among students, resolving disruptive behaviors through discussion, and assisting 
children with emotional management. In order to obtain a more precise portrayal of student 
reactions, lecture room observations must be included as a component in subsequent research 
initiatives. Despite those challenges, the total significance of emotional experiences in a person's 
life necessitates a basic understanding of emotions. In adulthood, emotional growth reaches its 
pinnacle. During this period, almost everyone reaches emotional maturity. The study can assist 
university postgraduates and instructors by motivating them to pay special attention to their 
emotional development and informing them about the importance of emotional maturity in today's 
fast-changing world. As a result, emotional adulthood topics in higher education are suggested to 
be evaluated and preserved. 
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Abstract 
Teacher professional development (TPD) is a kind of continuing education 
effort that can strengthen teachers’ skills and, in turn, boost students’ learning 
outcomes.  Teachers’ creativity and reflective practice also have key roles in 
teachers’ daily practice. Therefore, this study aimed to investigate the 
mediating role of English as a foreign language (EFL) teachers’ creativity in 
the relationship between their reflective practices and their professional 
development (PD). The participants of the study consisted of 150 Iranian EFL 
teachers aged between 30 and 41 years old with 1–up to 15 years of teaching 
experience. Three different questionnaires were used to collect the relevant 
data. The collected raw data were analyzed with SPSS and Partial Least 
Squares (PLS) software. The results of statistical analyses, namely Spearman 
correlation, and semi structural equation modeling (SEM) indicated that there 
were statistically significant relationships between teachers' reflective 
practice, teacher’s creativity, and their PD. In particular, the results revealed 
that teachers’ creativity can mediate the relationships between teachers' 
reflective practice and their PD. The obtained results are discussed in the light 
of the literature. The results also have a number of implications for the main 
stakeholders including administrators and EFL teachers. 

Keywords 
EFL teachers, Teacher 
Creativity, Teacher 
Professional 
Development, 
Reflective Practice 

1. INTRODUCTION 
Today, second language teaching is considered as a dynamic process that requires the teacher 

PD in order to overcome the wide range of inevitable social, psychological, and scientific 
challenges in the current educational context. The PD, in education, refers to teacher training 
programs, activities, and educational experiences with the aim of training knowledgeable teachers 
who are able to educate competent students (Christoforidou & Kyriakides, 2021). This context-
sensitive process can improve teachers’ pedagogical knowledge through different ways such as 
formal seminars and workshops or informal observations and discussions among colleagues 
(Sancar et al., 2021). Furthermore, the role of EFL teachers’ creativity has been highlighted during 
the last decades and it is commonly acknowledged that teachers play a critical role in fostering 
creativity in their students. The concept of reflective practice has also been gaining momentum as 
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a beneficial factor in the development of teachers’ creativity (LaPrade et al., 2014; Osterman, 
1990). Dewey (1931) defined the term reflection as "An active, persistent, and careful 
consideration of a belief or supposed form of knowledge, of the grounds that support that 
knowledge, and the further conclusions to which that knowledge leads" (p.9). To put it another 
way, it is the conscious consideration of teachers that allows them to take charge of their own 
learning through the evaluation and application of their information to reach a decision regarding 
an issue or circumstance. When engaging in reflective practice, teachers monitor how students 
respond and perform when dealing with a specific theory or method in the classroom. They then 
compile all experiences to adapt or alter the theory that was chosen (Hartmann et al., 2021). During 
the reflection process, teachers should connect educational theory with teaching practice and 
observe students' reactions to find a suitable theory and/or technique. Reflective practice is an 
interactive process between instructors and students, and reflective teachers promote reflection as 
a crucial tool in their classrooms.  

Although the importance of the three variables of creativity, PD, and reflection have been 
discussed in previous studies, the relationship between reflective practice and creativity, creativity 
and PD, reflective practice and PD, and the mediating role of creativity have received scant 
attention. As such, a model (see Figure, 1) was proposed. 
 

 

 

 

 

 

 

Figure 1: The Conceptual Model 

 
Based on the hypothesized model the following research questions were formulated: 
Q1. Is there any significant relationship between EFL teachers’ reflective practice and their PD? 
Q2. Is there any significant relationship between EFL teachers’ reflective practices and their 

creativity? 
Q3. Is there any significant relationship between EFL teachers’ creativity and their PD? 
Q4. Does EFL teachers’ creativity mediate the relationship between their reflective practice and 

PD? 
2. LITERATURE REVIEW 

Teacher Professional Development  
Based on the researchers’ experience traditional approaches to PD for EFL teachers in Iran 

usually focus on short-term workshops and conferences with a supervisor lecturing in the front. In 
other words, teachers’ development is controlled by external experts, and EFL teachers have a 
passive role in their PD activities, which are conducted regardless of EFL teachers’ personal needs 
and wants. Traditional TPD programs ignore interaction among teachers, and teachers are only 
given access to instructional strategies and approaches in a monologic, top-down way by this 
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chosen expert. That is why there is always a need for teacher PD in the teaching context to 
overcome educational, sociocultural, and technological challenges.  

Teacher PD, generally, refers to the continuous dynamic formal or informal processes and 
educational programs that help teachers improve their pedagogical skills (Li, 2022). Therefore, in 
the present study, teacher PD is defined as an ongoing dynamic learning process in which teachers, 
as active agents, are involved with lifelong attempts to discover different teaching approaches that 
can meet the learning needs of their students. Another important point about PD in the present 
study is that PD makes teachers more responsible for reflecting on their teaching practices to learn 
how to learn by conducting research individually or collaboratively. 

Novice teachers face challenges in the first year of their teaching. They experience 
inconsistencies between what they learn about teaching training and what happens in the real class. 
These challenges may be related to various reasons, such as classroom management, lesson 
planning, the level of education, lesson delivery, classification management, and the development 
of identity. There are challenges and incompatibilities during the first years of teaching. In this 
regard, the importance of EFL teachers’ PD as a continuous dynamic process that enables teachers 
to improve their pedagogical skills has been highlighted during the last few years. Indeed, teachers’ 
PD and well-being have been considered as necessary factors in increasing the quality of teaching 
and learning (Gore & Zeichner, 1991). The significance of EFL teachers’ PD has motivated teacher 
educators to make use of various formal and informal self-initiated teacher PD programs to foster 
teachers’ knowledge in teacher education programs.  

One aspect of teacher quality that is impacted by reflective practice is his or her PD, which is 
often defined as how a teacher learns particular knowledge and a set of skills within a specific 
context of a situation (Koellner & Jacobs, 2015). When teachers reflect on their teaching practices, 
their awareness of their teaching increases, and they can then unlearn the ineffective teaching 
methods, which may have undesirable effects on students’ learning experience (Ciampa & 
Gallagher, 2015). Meierdirk (2017) has stated that pre-service teachers usually use reflection in 
order to improve their teaching in areas of classroom activities, lesson planning, behavioral 
management, and performance indicators. Alger (2006) gives an example of how reflective 
practice impacts pre-service teachers’ classroom teaching and enhances the repertoire of their 
strategies when dealing with problems. After engaging in reflective practice, pre-service teachers 
in Alger’s study were able to move away from a teacher-centered classroom to a more student-
centered one. Generally, reflective practice allows pre-service and in-service teachers to stop for a 
moment to take a good look at their past teaching experiences. Through the means of self-
observation, self-analysis, and self-evaluation, they can explore their experiences, discover “the 
truth” about themselves, and improve their professional life. In another research, Malmir and 
Mohammadi (2018) examined the effect of reflective teaching on teachers’ professional success 
and the power of self-efficacy, and reflective teaching was reported as a predictor of teachers' 
professional success. 

Teacher creativity 
Creativity plays a crucial role in EFL teachers’ development and learners’ academic 

achievement and academic motivation (Xerri & Vassallo, 2016). Creativity is defined as the 
utilization of imaginative approaches to recombine familiar elements into new forms (Nunan, 
2013). In the teaching context, this process makes learning more interesting (Craft, 2004). Second 
language teachers’ creativity can be defined as their EFL/ESL ability to provide EFL/ESL learners 
with opportunities to use the target language in innovative ways (Ma, 2022). Although 
theoretically teacher creativity is defined as the interaction among teachers’ aptitude, imagination, 
innovative ideas, and environment to create a novel concept, the present study aimed to consider 
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EFL teachers’ creativity from a more practical point of view as teachers’ use of innovative 
methods, and techniques to use their full potential as reflective educators to improve their own 
autonomy, thoughtfulness and insight and their students’ learning outcomes (Ghanizadeh & 
Jahedizadeh, 2016).  

Jónsdóttir (2017) distinguishes between the two overlapping concepts of teaching for creativity 
and teaching creatively. While the former deals with applying teaching styles that center around 
the amelioration of creative thinking in learners, the latter refers to the application of innovative 
techniques and approaches with the aim of producing more efficacious and fascinating learning. 
Though these two concepts may appear to be distinct at first sight, there is a need to integrate them 
into our instructional endeavors to bring about more creative learning. 

Creativity is a crucial characteristic of a professional EFL teacher, and it can be achieved by 
moving away from traditional pedagogy (Han & Abdrahim, 2023). The related studies show that 
teachers’ creativity, which is necessary for EFL teachers’ PD and EFL learners’ language 
competence, is the result of the interaction between EFL teachers’ personal features and the 
features of social context and teaching environment (Han & Abdrahim, 2023). The traditional 
approaches to PD, which are typically arranged by external agents and administrators, cannot meet 
these contextual needs and situational factors (Kırkgöz, 2013). Teachers’ creativity can be 
enhanced through interactive workshops and seminars instead of traditional one-shot workshops 
in which EFL teachers are isolated from the mainstream of practices (Soodmand Afshar & 
Ghasemi, 2018). EFL teachers’ participation in PD programs as an active member, which can 
increase their creativity, is a vital factor that has not been investigated sufficiently. Although, 
teachers have a limited perception and understanding of creativity, their creativity in the classroom 
may facilitate students’ creative potential and promote changes in EFL teachers’ knowledge and 
incorporation of new skills (Hosseini, 2010). Several studies (e.g., Czaja-Chudyba et al., 2018; 
Hosseini & Watt, 2010; Mishra et al., 2015; Mohammadifar & Tabatabaee-Yazdi, 2021; Yeh et 
al., 2011;) have shown the potential effect of PD programs on facilitating change in the creativity 
of both teachers and students. Therefore, investigating the various approaches to PD programs in 
order to increase EFL teachers’ creativity is of great importance. 

Previous studies on creativity highlight the crucial role played by teachers' creativity in shaping 
and nurturing students' creativity and independence (Ghonsooly & Raeesi, 2012; Benson, 2006). 
The theory of experiential language learning (Kolb et al., 1979) underscores the significance of 
experience and discovery in acquiring a second language. In this context, EFL teachers can 
enhance students' readiness for discovery learning by providing opportunities to foster creativity 
and independence. This is particularly essential since language learning relies more on automatic 
processing cycles than controlled mechanical ones, necessitating the teaching of creative skills and 
strategies to facilitate experiential discovery-oriented learning. Consequently, learners are 
encouraged toward continuous independent learning. In this perspective, creativity should not only 
be seen as a means but also as a crucial objective in the development of foreign language curricula. 

Additionally, Razdorskaya (2015), in a study, applied the Reflective and Creative Approach 
(RCA) to teaching medical students English. In this study, the dialectic relationship of reflection 
and creativity was probed. This study states that the reflective component is important in a creative 
educational context and both reflection and creativity are important preconditions for improving 
the effectiveness of teaching. Creative structures and reflexive structures interact with each other 
and may overlap in some cases. In conclusion, this study confirmed the expected effects of the 
approach by identifying the relationship between creativity expression, reflective culture 
components, and intercultural competence. The comprehensive implementation of RSA means 
adequate educational support for the creative development of the student's individuality. 
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Reflection practice 
The roots of the term reflection are traced back to John Dewey (1859-1952). He argues that 

reflection is an essential part of teaching and learning and enables teachers to identify and solve 
problems (Farrell, 2013). Reflection practice is generally a process of thinking back on the 
individual’s own experiences and activities. It can take place at varying degrees of awareness and 
modes of reflection which results in varying degrees of effectiveness (Sellheim & Weddle, 2015).  

Teachers typically operate on "autopilot" and develop ritualized behaviors; however, through 
reflective practices, educators can cultivate the habit of reflection enabling them to take informed 
action. Accordingly, during the last decades, reflective practice has been considered a professional 
requirement for teaching a second language since it provides opportunities to re-evaluate and re-
structure understanding and insight (Ghaye, 1998). Not only does reflection help teachers become 
better educators, but it also helps students become aware of their learning process. To understand 
their own responses to problems in the classroom, teachers engage in a constant cycle of self-
observation and self-assessment (JozeTajareh & Rashtchi, 2019). Cunningham (2001) states that 
a key objective of reflective teaching is the ongoing observation and improvement of instructional 
practices. This objective can assist educators in reviving their classrooms and using the best 
instructional techniques for the given circumstance. Through reflective techniques, educators can 
develop new approaches to teaching (Kundu & Bej, 2022).  

Teachers’ reflective practice as a means of improving teaching activities is essential for both 
pre-service and in-service teachers. Widyaningrum et al. (2022) examined EFL teachers’ critical 
reflective practice. The participants of the study consist of two in-service teachers, one of whom 
carries out reflective activities as part of her habits to determine her weaknesses and strengths, but 
for the other participant, only problematic aspects, such as learning materials or managing the 
classroom atmosphere were the focus of reflection. They collected data using a narrative 
questionnaire, which was analyzed using appraisal theory. Based on the findings both participants 
agreed that the reflective practice provides benefits to their PD and learning process. Also, both 
participants stated that consistent and continuous reflective practices are the key to maximizing 
the positive impact of reflection. 

In a study on teachers’ reflective practice, Cadiz (2021) investigated how pre-service teachers 
plan, design, and evaluate their teaching strategies. To do so, 103 pre-service teachers were 
selected as the sample of the study, and survey questionnaires that assessed pre-service reflective 
practice and beliefs about their teaching practice were employed. The results highlighted the 
significance of adding reflective practice skills to teacher education programs. Griggs et al. (2018) 
investigated whether the development of reflective practice skills on a professional course 
influences the extent to which reflection becomes a part of their subsequent professional practice. 
The findings support the importance of teaching reflective practice in developing professional 
practice. They recommend varied and flexible strategies for teaching reflective techniques, 
introducing written and oral techniques, and individual and social reflection. Malmir and 
Mohammadi (2018) in their study examined the effect of reflective teaching on teachers’ 
professional success. The results showed that the power of self-efficacy and reflective teaching as 
predictors of teachers' professional success showed EFL teachers’ professional success and 
development can be predicted by both reflective teaching and self-efficacy. In another study, Cadiz 
(2021) introduced reflective practice as a means to see how pre-service teachers plan, design, and 
evaluate their teaching strategies. The results of this study highlight the significance of adding 
reflective practice skills to teacher education programs. Similarly, Pinnegar and Lay (2023) 
explored the effect of reflection on teacher and teacher-educator development. The findings 
revealed that reflective practices are important in teacher development. They found that a 
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preservice teacher's strength increases with her level of reflection. In the same vein, Habtamu and 
Belay (2023) investigated the extent to which university EFL instructors view reflection practice 
and the extent their perspectives affected their reflective teaching. The findings showed that the 
teachers have an acceptable theoretical understanding of the basic concepts of reflection in 
teaching. Scholars seek to show that reflective practice must be taught in a selective, deliberate, 
and comprehensible manner (Gudeta, 2022). 
3. METHOD 

Design 
To verify the research hypotheses, a quantitative correlational design, and SEM were utilized 

in the present study. We employed descriptive statistics to summarize sample characteristics, and 
inferential statistics to analyze relationships between the variables. 

Participants 
A total of 150 Iranian EFL teachers (which consists of 72 males, and 78 females) who teach 

general English in private language schools and high schools in various provinces of Iran were 
enrolled in this study. The teachers had varying levels of experience (4 to 12). Their educational 
degrees were M.A. (68 %), BA (27%), and Ph.D. (5%). The researchers used convenience 
sampling to select the participants for the study and assured them that their participation would be 
voluntary and anonymous. They were also told that they had the right to withdraw from the study 
anytime they wished. 

Instruments  
In the present study, the following instruments were employed. 

Teaching Reflection Inventory 
We employed the English language teaching reflection scale developed by Akbari et al. (2010). 

There are 29 items with five subscales namely practical reflection, cognitive reflection, affective 
reflection, metacognitive reflection, and critical reflection in the instrument. The questionnaire 
makes use of a 5-point Likert scale ranging from “never” to “always”. The first subscale, practical 
reflection, consists of six items and involves activities such as sharing teaching-related issues with 
colleagues, observing other teachers' classes, or maintaining reflective journals to improve 
instruction. The second subscale, cognitive reflection, consists of six items and pertains to 
intentional efforts made by teachers to participate in PD by reading academic journals. The third 
subscale, affective reflection, comprises three items and focuses on teachers' endeavors to 
understand their students' backgrounds and solicit their opinions about different teaching tasks. 
The fourth subscale, metacognitive reflection, includes seven items and encompasses teachers' 
beliefs about teaching, critical evaluation of their performance, and interpretations of their 
behavior. Finally, the fifth subscale, critical reflection, has seven items and concerns teachers' 
awareness of socio-political factors affecting teaching and their impact on the classroom context. 
The reliability of the questionnaire computed using Cronbach’s coefficient alpha was reported to 
be 0.90. 
Teacher Creativity Scale 

Based on the taxonomy and guidelines suggested by Rhodes (1961) and Torrance (1974) 
together with the CFT index. Rhodes (1961) and Torrance (1974) reviewed numerous scholarly 
papers and identified contributing factors. They constructed the current scale using a simple 
procedure involving two steps: 1) Designing the test and 2) validation. 
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The researchers developed a questionnaire consisting of 62 items on 7 Likert-type dimensions 
and 5 scales. The dimensions included originality and elaboration, fluency and flexibility, person 
(teacher), press (environment) and materials, motivation, independent learning (autonomy), and 
brainstorming. At least seven items were developed for each dimension. The reliability of the 
dimensions showed that Cronbach's alpha coefficient of this questionnaire was higher than   0.9 
for each of the dimensions, which indicates a high level of reliability for this measurement tool. 
Professional Development Inventory 

To explore the Iranian EFL teachers’ current PD, Soodmand Afshar et al. (2018) developed a 
PD scale, and the levels of reliability and validity of the scale were found to be satisfactory. There 
are four subscales in the scale, and the third section of the questionnaire consists of 35 items using 
a 4-point Likert scale that included "not at all" to " Perfectly well. " The subscales include a) PD 
activity preferences, b) potential benefits of PD activities, c) actual benefits of PD activities, d) 
affective contributions of PD, and e) practical contributions of PD. The scale has a high-reliability 
index (α=0.91) that indicates that it accurately measures the teachers' proficiency in various aspects 
of teaching.  

Procedure 
To recruit the required data, the researchers first gathered the target sampling through 

convenience sampling. Then they assured the participants about the anonymity and confidentiality 
of their personal information. Consequently, via email and accessible social networks, 150 
questionnaires were distributed among the participants. First, 150 questionnaires were distributed 
via email attachment. Then the data was fed into SPSS 24. First, to gauge the normality of the data 
distribution, we used the Kolmogorov-Smirnov and Shapiro-Wilk test. Additionally, this research 
conducted Cronbach's alpha tests to determine if the responses from participants on the three 
questionnaires exhibited acceptable levels of internal consistency. These tests helped us to evaluate 
the reliability of our data rigorously. After that, the relationship between variables was investigated 
by conducting Spearman product-moment correlations. To evaluate whether the proposed 
conceptual model is suitable, this research used goodness-of-fit measures in a SEM analysis. To 
determine the statistical significance of indirect associations, this research employed a 
bootstrapping procedure, which is a data resampling technique that establishes confidence 
intervals. This method allows us to test the significance of indirect associations with greater 
certainty.  

Data Analysis 
SPSS statistic program and Smart PLS Software were used to evaluate the data. To analyze the 

results, in this section, the researchers sought if EFL teachers’ creativity mediates the relationship 
between reflective practice and PD. The validity, reliability, normality, and descriptive statistics 
were used in this study and to answer all the research questions, the researchers used the PLS 
method.   

4. RESULTS 
Preliminary Analyses: The evaluation of construct validity and reliability 

Item loadings, Cronbach's alpha (α), composite reliability (CR), rho, and average variance 
extracted (AVE) were used to evaluate construct validity. Internal reliability (CR and α) and 
convergent validity (AVE) were assessed for each construct. According to Fornell and Larcker 
(1981), all factor loadings should be greater than 0.7. CR and α should be greater than 0.70 and 
AVE should be greater than 0.5 (Fornell & Larcker, 1981). Table 1 illustrates the findings of the 
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validity and reliability tests. The factor loadings of all constructs were greater than 0.7, α and CR 
greater than 0.7, and AVE values greater than 0.5. Therefore, both reliability and construct validity 
were recognized. 

Table 1: Evaluation of Construct Validity and Reliability. 

 Scales Loadings Mean SD α CR AVE 

Reflective Practice 

R1 0.789 

4.154 0.408 0.859 0.882 0.600 
R2 0.764 
R3 0.807 
R4 0.765 
R5 0.749 

Creativity 
C1 0.863 

4.432 0.501 0.967 0.924 0.637 C2 0.835 
C3 0.834 

 C4 0.831      
 C5 0.816      
 C6 0.615      
 C7 0.768      

Professional Development 
P1 0.907 

3.366 0.379 0.933 0.901 0.753 P2 0.869 
P3 0.836 

 

5. THE EVALUATION OF THE STRUCTURAL MODEL 
The factors used to verify the research hypothesis of this study were the evaluation of the 

direction, power, and significance level related to the path coefficients (betas). Leguina (2015) and 
Hair et al. (2014) state that the lowest individual R2 should be 0.10 (10%) greater than the lowest 
default. We used three criteria, namely, determination coefficient (R2), effect size (F2), and 
prediction power coefficient (Q2; Stone- Geisser criterion), to investigate the relationships 
between latent variables. The R2 criterion indicates the impact of the independent variable on the 
dependent variable. In addition, three values of 0.19, 0.33, and 0.67 indicate low, medium, and 
high R2 levels, respectively. The effect size (F2) allows us to estimate the contribution of an 
exogenous construct to its endogenous potential value. Values of 0.02 to 0.35 are considered mild, 
moderate, and strong, respectively, based on this criterion (Hair et al., 2014). The F2 values for 
the exogenous constructs in this study were: Creativity = 0.214 and Educational Reflection 
Inventory = 0.085. Q2 evaluates the predictive power of the model (Stone-Geisser criterion). The 
three values of 0.02, 0.15, and 0.35 represent low, medium, and high levels, respectively, for the 
second quarter. Table 2 shows the R2 and Q2 values for the research model. 

Table 2: Results of R2 and Q2 for Endogenous Constructs. 

 Creativity Professional Development 
R2 0.370 0.418 
Q2 0.234 0.315 
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Table 3: Correlation Between Exogenous and Endogenous Variables 

 Reflective Practice Professional Development 
Reflective Practice 1 0.646 ** 
Professional Development  1 

Note: **. Correlation is significant at the 0.01 level (2-tailed). 
 
The results of Table 4 indicated that the relationship between independent and dependent 

variables was significant and moderate. 

Table 4: Examination of the Path Coefficient of the Relationship. 

 Relations 
Original 
Sample 
(β) 

Standard 
Deviation 
(STDEV) 

T-Statistics 
(|β/STDEV|) P-Values Sign. 

level Decision 

H2 
Reflective Practice 
-> Professional 
Development 

0.280 0.101 2.770 0.006 **** Supported 

 
The two endogenous variables were 0.370 and 0.418. Furthermore, the Q2 values of 0.234 and 

0.315 suggest that this model has a high predictive power. Eventually, the standardized root mean 
square residual (SRMR) is defined as the difference between the constant root of the observed 
correlation and the predicted correlation matrix, according to Sathiyavany and Shivany (2018, p. 
7). It should be noted that acceptable values are less than 0.10 (Henseler et al., 2015). The SRMR 
(estimated and saturated) value of this model was 0.077, NFI = 0.820, x2/df = 244.932/87 = 2.81, 
indicating a good model fit. 

The first research question explored if there is a significant relationship between EFL teachers’ 
reflective practice and their professional development. A Spearman Correlation test and SEM 
method were performed. The results are shown in Tables 3 and Table 4. 

Table 3 indicates that the correlation between exogenous and endogenous variables is higher 
than mediate. We used Bootstrap T-statistics to explore the significance of the relationship. Table 
4 indicates the path coefficient between the latent variables, the second hypothesis, and the 
bootstrap T-statistics. Since the T-statistic was more than 1.65, the hypothesis was accepted. 

The results of Table 4 indicated that while the hypothesis was confirmed, the effect size was 
evaluated by the beta coefficient. The beta coefficient is a number between 0 and 1, the closer to 
1, the higher the impact of the independent variable on the dependent variable. It means that 0.28 
of dependent variable changes are estimated by the independent variable. 

The second research question inquired whether there is a significant relationship between EFL 
teachers’ reflective practice and their creativity. A Spearman Correlation test and structural 
equation modeling (SEM) method were performed. The results are shown in Tables 5 and 6. 

Table 5 indicates that the correlation between exogenous and endogenous variables is higher 
than mediate. Bootstrap T-statistics were employed to assess the significance of the relationship. 
Routes with T-statistics over 1.96 at the 95% confidence level are statistically significant, as Fig. 
2 illustrates (Garson, 2016). T-statistics above 1.65, 99% above 2.57, and 99.90% above 3.29 are 
considered acceptable at the 90% confidence level (Hair et al., 2014). The route coefficient 
between the first hypothesis, the bootstrap T-statistics, and the latent variables is displayed in Table 
6. The hypothesis was approved since the T-statistic was more than 1.65. 
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Table 5: Correlation Between Exogenous and Endogenous Variables. 

 Reflective Practice Creativity 
Reflective Practice 1 0.648 ** 
Creativity  1 

Note: **. Correlation is significant at the 0.01 level (2-tailed).  
 
The results of Table 5 indicated that the relationship between independent and dependent 

variables was significant and moderate. 

Table 6: Examining the Path Coefficient of the Relationship 

 Relations Original 
Sample (β) 

Standard 
Deviation 
(STDEV) 

T-Statistics 
(|β/STDEV|) P-Values Sign. 

level Decision 

H1 
Reflective 
Practice -> 
Creativity 

0.612 0.050 12.280 0.000 **** Supported 

 
The results of Table 6 indicated that while the hypothesis was confirmed, the effect size was 

evaluated by the beta coefficient. The beta coefficient is a number between 0 and 1, the closer to 
1, the higher the effect of the independent variable on the dependent variable. It means that 0.61 
of dependent variable changes are estimated by the independent variable. 

The third research question sought if there is a significant relationship between EFL teachers’ 
creativity and their professional development. A Spearman Correlation test and SEM method were 
performed. The results are shown in Tables 7 and 8. 

Table 7 indicates that the correlation between exogenous and endogenous variables is higher 
than mediate. Bootstrap T-statistics were employed to assess the significance of the relationship. 
The route coefficient between the third hypothesis, the bootstrap T-statistics, and the latent 
variables is displayed in Table 8. The hypothesis was accepted since the T-statistic was more than 
1.65. 

The results of Table 7 indicated that the relationship between independent and dependent 
variables was significant and moderate. 

Table 7: Correlation Between Exogenous and Endogenous Variables 

 Professional Development Creativity 
Professional Development 1 0.694 ** 
Creativity  1 

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

Table 8: Examine the Path Coefficient of the Relationship 

 Relations Original 
Sample (β) 

Standard 
Deviation 
(STDEV) 

T-Statistics 
(|β/STDEV|) 

P-
Values 

Sign. 
level Decision 

H3 
Creativity -> 
Professional 
Development 

0.443 0.084 5.264 0.000 **** Supported 
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The results of Table 8 indicated that while the hypothesis was confirmed, the effect size was 
evaluated by the beta coefficient. The beta coefficient is a number between 0 and 1, the closer to 
1, the higher the influence of the independent variable on the dependent variable. It means that 
0.44 of dependent variable changes are estimated by the independent variable. 

The fourth research question explored if EFL teachers’ creativity mediates the relationship 
between reflective practice and PD. A SEM method was performed. The results are shown in Table 
9. 

Bootstrap T-statistics was used to examine the mediation effect. Table 9 examines the fourth 
hypothesis, the bootstrap T-statistics, and shows the mediating variable role (indirect effect). Since 
the T-statistic was more than 1.65, the hypothesis was accepted. 

Table 9: Assessment of Mediator Effects 

 Relations Original 
Sample (β) 

Standard 
Deviation 
(STDEV) 

T-Statistics 
(|β/STDEV|) P-Values Sign. 

level Decision 

Reflective Practice -> 
Creativity -> Professional 
Development 

0.271 0.063 4.309 0.000 **** Supported 

 
The results of Table 9 indicated that the mediating role of creativity was significant, which 

means that the creativity variable has a significant mediating role in the relationship between 
Reflective Practice and PD. 

Figures 2 and 3 are a schematic view of the research model in standard and meaningful mode. 

 
 

Fig. 2: Test of the Research Model in Standard Mode 
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Fig. 3: Test of the Research Model in Significance Mode 

 

6. DISCUSSION AND CONCLUSION 
This study made an effort to explore the mediating effect of EFL teachers’ creativity in the 

relationship between their reflective practices and their PD. The first research question explored 
the relationship between teachers’ reflective practices and their PD. Accordingly, it was found that 
there is a significant relationship between these two variables. As such, the results of this research 
are in line with the results of Sparks-Langer et al. (1990), Gudeta (2022), and Widyaningrum et 
al. (2022). This suggests that, as Farrell discusses, through reflective reflection, educators can gain 
a better grasp of their pedagogy, evaluate their own PD, improve their decision-making abilities, 
and become more proactive and self-assured in their instruction (Farrell, 2013). These results are 
also consistent with the findings of the study conducted by Griggs et al. (2018), who explored 
whether the development of reflective practice skills on a professional course impacts the extent 
to which reflection becomes a part of their subsequent professional practice. The findings support 
the importance of teaching reflective practice in developing professional practice.  In contrast to 
Williams and Burden (1997) who highlighted reflection as a means of clarifying underlying 
conceptions, Ruddock (1991, p. 4) views it as an obligation of the profession.  

The results of the present research are also thoroughly supported by the findings of the studies 
conducted by Malmir and Mohammadi (2018) who examined the effect of reflective teaching on 
teachers’ professional success. The researchers were influenced by the fact that EFL teachers’ PD 
is affected by their self-efficacy and way of teaching. The findings indicated that reflective 
teaching can predict EFL teachers’ professional success and development. Also, Pinnegar and Lay 
(2023) conducted the effect of reflection on teacher and teacher-educator development. The 
findings of their study revealed that reflective practices are important in teacher development. 
They found that a preservice teacher's competence as a teacher increases with her level of 
reflection. Perhaps, as Miller (1990) notes, when a teacher starts asking questions to understand 
the processes that are going on around her and starts considering herself as the subject of inquiry, 
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learning becomes a significant process in teaching. This makes the teacher thoughtful, attentive, 
and mindful in her practice. 

Based on the findings of the second research question there is a significant relationship between 
EFL teachers’ reflective practices and their creativity. Accordingly, the results of this research are 
in tandem with the results of Razdorskaya (2015), who employed the Reflective and RCA to teach 
medical students English. As reported, the dialectic relationship of reflection and creativity was 
probed, and it found that the reflective component is necessary for a creative educational context, 
and both reflection and creativity are important preconditions for improving the effectiveness of 
teaching. Furthermore, Lutz et al. (2016) explored how reflective practice can improve students’ 
ability to find creative individual solutions in difficult communication situations. As reported, 
reflective practice may provide learners with the skills and attitudes to cultivate creativity in 
practice. 

According to the result related to the third research question, there is a significant relationship 
between EFL teachers’ creativity and their PD. In this regard, Han and Abdarahim (2023) 
emphasized the role of creativity in the PD of teachers in higher education. This study defined the 
concept of creativity in the field of higher education, identified its meaning, and identified the 
factors that affect creativity. The obtained results show that teachers' creativity plays an important 
role in the development of students' skills and in the PD of teachers. Furthermore, Pishghadam et 
al. (2012) sought the relationship between teachers’ creativity and their success in the classroom. 
The results indicated that a couple of creativity dimensions can significantly predict teacher 
success. The results of the present study are also in line with the work of Mishra et al. (2015), who 
found that there is a significant relationship between creativity and teacher PD. There is also a 
strong connection between the findings of the present study and that of Azamalah and Nam-Hwa 
(2023), who reported strong support for the effect of creativity on teachers' PD experiences. The 
obtained results showed that most Korean teachers developed their ideas about teaching through 
creativity during in-service teacher development programs. In tandem with this study, Han and 
Abdrahim (2023) examined the impact of teachers’ creativity in higher education, and they found 
that creativity plays a significant role in education. That’s why educational institutions around the 
world are calling on teachers to move away from traditional pedagogical methods to be more 
creative and apply their creativity to teaching activities.  

Regarding the mediating role of the creativity of EFL teachers, the results manifested that the 
relationship between reflection and PD through creativity was positively significant. To put it 
simply, creativity plays a mediating role in the relationship between reflective practice and 
teachers’ PD. This means that reflective teachers who are creative possess high degrees of PD. As 
already stated, to our best knowledge, there were not any studies that have explored the mediating 
role of creativity in the relationship between teachers’ reflective practices and their PD. 

The present study discusses the practical consequences of these results for practitioners, 
researchers, and course/material developers. The results of this study can also help promote the 
professional success of EFL teachers. In other words, it can be implicated that teachers who were 
provided reflective in their daily practice may have higher degrees of creativity and this may lead 
to their better performance in teaching. As such, education programs and PD courses should 
accordingly foster teachers’ reflection and creativity. Enhancing EFL teachers' creativity in teacher 
training programs can lead to the development of their success.  

There were limitations in the study including the small sample size and the difficulty of 
generalizing the present results based on this limited sample of Iranian EFL teachers to the wider 
population of EFL teachers. The reliance on self-report data in the assessment of reflective 
practices, creativity and PD is another major limitation of the present study since the findings could 
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be susceptible to self-presenting biases.  Self-reported teacher data can be better supported using 
a variety of measurement tools, such as direct observations and semi-structured interviews. 
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