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ABSTRACT 
In designing materials for EFL classrooms, the use of “ads” cannot be 
underestimated. This paper will first describe the eight values of Ads in 
interplaying with the teaching and learning of foreign or second language 
classroom. Students have been exposed to ads in their daily living and this pool of 
knowledge will make it easier for them to think, speak and write when responding 
to ads. Ads description is often short and carries more than literal meaning and 
thus is a good short reading text for students to read between the lines in order to 
understand the real meaning. Students can also gain an insight into social and in 
particular cultural values of the people communicated in that particular 
community. Next, the paper will describe how teachers can exploit “ads” in 
language teaching in several ways e.g. in consolidating oral language skills, 
teaching vocabulary and reading comprehension, eliciting discussions in the class, 
supporting activities including writing and giving presentations, eliciting critical 
thinking, interpretation and association skills. Different sources of ads including 
printed ads, TV ads and online ads will be drawn upon to exemplify the design of 
various tasks.  
 
KEYWORDS: teaching materials, authentic materials, material development 
 
Introduction 
In designing materials for EFL classroom, the use of “ADS”cannot be downplayed. 
(Sinhaneti 1985) Roy F. Fox (2002:119) underscored a high value of ads in teaching 
and learning in the classroom saying that “the study of advertising-especially the 
evocative, highly visual magazine and TV advertising-provides many rich 
opportunities for learning and teaching.” Firstly, students have been exposed to 
ads in their daily living and this “deep pool of knowledge and curiosity makes it 
easier for them to think, speak, and write when responding to ads.” Secondly, 
there are no limit to advertising’s topics, characters, situations, styles, products and 
appeals and so it is easy for teachers to find the sources for their teaching materials. 
Thirdly, ads can easily elicit student responses because students realize that ads 
represent real communication messages containing specific objectives, purposes 
and target audiences. Fourthly, ads can be a good tool for teachers to articulate 
students’ thinking skills since visual images and the messages they conveyed may 
be more appealing for their reaction when compared to print material. In Roy Fox 
words (2002:120) “This allows teachers more opportunities to extend and build on 
this thinking and language.” Teachers can also use ads for further association or 
interpretation of the meaning since advertising is highly intertextual. Students can 
interpret or associate each sign, each symbol, each picture, each word the way they 
think or feel and at the same time come up with other associated meanings and 
interpretations. Seeing an ad for a pair of hiking shoes may mean just having more 
comfortable shoes around in the house or a vacation in the mountain or walking 
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gracefully along the catwalk. “Associating one thing with another is a common 
way in which people respond to images, as well as think through or with 
images.”(Paivio, 1990) Ads, in addition are very good for teaching reading between 
the lines. Ads descriptions is often short and carry more than literal meaning and 
thus is a good short reading text for students to read between the lines in order to 
understand the real meaning. Furthermore, ads are considered a public discourse, 
a real language communication. Moreover, according to Davies (1996)80% of 
students learning is visual and visual images influence thinking and verbal literacy 
skills. According to Fleckenstein (1996) and Paivio(1990), “Students construct 
meaning by interacting with images just as much as they do with language.” 
Finally, students can gain an insight into social and cultural values of the people 
communicated in that particular language community. Students will develop 
many kinds of such language insight or “health” using Fox’s term (2002:121)  
Physical health, -by learning about tobacco, drugs, nutrition, and exercise; 
emotional health-by gaining perspective on media-imposed definitions of 
beauty,sexuality, maturity and problem solving and by exploring such issues as 
instant gratification; social health-by exploring how ads communicate attitudes, 
values and ideologies, including those of consumption,competition and 
materialism; and cultural health-by exploring if, when, and how ads present 
groupings of people, such as examining stereotypes of gender, race and class.” 
Such use of “Ads” as a didactic tool for cultural value is an important ingredient in 
foreign language teaching and learning. Culture and language learning always 
walk hand in hand. Thus using ads to teach is a good reflection of the society 
culture of the language being taught. Students will not only get to practice the 
language skills but also get to understand the embedded culture such ads have 
reflected. Traditional cultures, variety of customs, international consumer culture 
are all portrayed in the ads. (William Leiss, Stephen Kline, Sut Jhally and Jackie 
Botterill, 2006) Leiss et al (2006:30) have emphasized this cultural reflection of the 
lifestyle of the people from the ads as “Rather, ads evolved alongside other, more 
general changes in society that loosened up and diversified the range of approved 
cultural models that guide the search for personal satisfaction. These models were 
later baptized “lifestyles.” 
Teachers can exploit ads in language teaching in several ways. For example ads can 
be used in consolidating oral language skills, teaching vocabulary and reading 
comprehension, eliciting discussions in the class, supporting activities including 
writing and giving presentations, eliciting critical thinking, interpretation and 
association skills. Peter Sharma and Barney Barrett (2007) supported this strongly 
by saying: 
Pictures and photographs have many uses in the classroom, especially with lower 
levels you can use them to teach vocabulary, prompt discussions and support 
activities such as presentations. Like texts, images can be copied and pasted into 
word-processor documents or incorporated into presentation slides. They can be 
used to create flashcards and added to vocabulary exercises. 
The following is an illustration of how printed ads, television ads, online ads can 
be exploited in classroom teaching. 
 
Printed ads 
Task 1 this task implies simple response plus critical thinking and association or 
interpretation: 
Level  Pre Intermediate 
Time 30-40 minutes 
Preparation Teachers need about 4-5 advertisements. 
 In Class  
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1 Teachers show one advertisement and demonstrate it to set as 
examples. Then they can show the class the four, five commercials 
they have chosen. The first time students just view them.  

2  Give the ads to the students (work in pair or in group) and let each 
comes up with the answer to the following questions. Teachers can 
of course choose the questions that are proper for their objectives 
and the target students. For example if teachers wish their students 
to exercise their critical thinking skills or association and 
interpretation skills they may select questions type 4,5,6,8,9 rather 
than the general question types of who, what, where, why and how. 

  
1 What is this ad trying to do? 
2 How is the ad trying to do this? 
3 Who is the intended audience of this ad?/ Who are the potential customers? 
4 What do you like about this ad? 
5 What is the story behind these pictures? 
6 What are you thinking about when you look at each picture? 
7 What product or service do you think this ad is selling? 
8 What do you think the creator of this ad is trying to make people think? 
9 What message is the ad communicating? 
10 Would this ad be more successful in the US,UK or in your country and why? 

Task 2 
This task is designed for intermediate level students.  
Level  Intermediate  
Time 30-50 minutes 
Preparation you will need about 5 advertisements 
In Class 1 Show the class all advertisements the teachers have chosen. Then ask 
them to think about the advertisements in terms of the criteria in step 2. 
 
 2  Ask students to work in pair or in small groups. Each person should describe 
the advertisement by analyzing it in terms of the following considerations: 

1 Target group: who is expected to use the product or service?  
2  Consider  1A  the consumer age (children/young people/ethnic 

groups/yuppie/culturati) ( yuppie means young born professionals, 
culturati means a highly educated and affluent audience who develop 
lifestyles and consumption habits to distinguish themselves from the mass) 

1B  National/global market segment (the product is intended for using in 
particular country or can be used internationally) 
3 price 
4 durability 
5 utility 
6 style 
7 luxury/social appeal 
 Task 3 this task is designed for more advanced students. 
Level Intermediate upwards 
Time 30-50 minutes 
Preparation   1 Teachers will need to prepare some guidelines for analysis of 
printed advertisements like the list shown below, and have enough copies to give 
out to students working in pair or small groups.   
                2 Teachers will need 4 to 5 printed advertisements. 
In class  1 Ask the students, working in pair or in small groups, to look through 
“guidelines for analysis of advertisements” below. Note that there is no model 
answer for their decision. 
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                         2 The students then view the 5 advertisements and 
decide on the following points: 
A. Which of the characteristics listed (in the separate worksheet as in appendix 1) 
are exemplified in each advertisement? 
 B Which two of these characteristics most contribute to making an advertisement 
effective? 
C Which of the five advertisements is the most effective? (This can also be done on 
a whole class vote) Reasons to explain the choice must be given. 
Appendix 1 is student worksheet. Ideas concerning these 7 categories are adapted 
from Michael J. Rouse and Sandra Rouse‘s Business Communications A Cultural 
and Strategic Approach (2002). More ideas on this can be found in the book Video 
by Richard Cooper, Mike Lavery and Mario Rinvolucri (1991) Appendix 2 is the 
the explanation of the 7 categories. Appendix 3 is samples of ad description for 
“airline ads” 
Task 4 Further exploitation of “Airline ads” 
Teacher can lead class discussion on the similarities/ differences or generalizations 
of the message conveyed from all airline ads. The discussion can be taken a step 
further on their critical thinking and association skills for example if they could 
choose a country for vacation what country will they go? Which airline will they 
choose? Why? What will they do there?  
Teachers can teach vocabulary used in travel context and reading skills from these 
same ads. Teachers can teach expressions like "in style, on board, breakaway, 
escape, fleet, route, destination, benefit, taking reservations, hot seats(not literal 
meaning), legroom, cabin crew, in-flight entertainment, fares” or “adjectives” such 
as “spacious, award-winning, domestic, exclusive, tiresome, impressive, cost-
saving, wide (selection)” all of which are from these ads. Likewise, this ad activity 
can be a good warm-up activity for teaching about the travel content.  
In addition, there are often good advertisements ( both print and broadcasting) 
that highlights on cultural issues and teachers can make use of this featuring 
advertisements  to generate discussions of pertinent cultural issues shown in such 
advertisements. AT & T advertisements, for example, are a good example for this 
cultural purpose. By looking at each advertisement students can identify what 
countries each advertisement it represents, why they think so, any clear evidences 
etc. This is a good prompting activity for generating further discussion.  
Television ad and Online Ads are easily accessible to students. Teachers can thus 
assign students to find television ad and /or online ads at home and report back to 
class after due date. This can also be done as a small project for individual 
students. It should be fun and meaningful to students because they can choose 
their own piece of ads to report to. Also online ads will match their interest of 
doing something online, as using this technology is so timely for the students. 
Teachers can harness technology to complement and enhance teaching and 
learning a language. Peter Sharma and Barney Barrett (2007:132) stated this clearly: 
Nowadays our teaching role is far wider than inputting new knowledge. We also 
facilitate learning. While our learners study or communicate using technology, we 
monitor activities and ensure that learning opportunities are maximized. We run 
learner-training sessions, informing learners of the potential of technology, and 
encourage our learners to take an advantage of the many opportunities to practice 
away from the confines of the classroom. Technology will continue to play a part in 
our lives. The future will be exciting. If the new technologies lead to better learning 
outcomes, then that is a good thing for teachers and learners. 
Online ads will enhance reading skills while television ads will enhance students 
’listening skills. To ensure that students try listening and reading, teachers can 
assign 5 pieces for online reading ads and 5 for television’s listening ads. Teacher 
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may design a work sheet for students to fill in each time they complete one piece of 
assignment. For instance to complete a project students need to do at least 10 
pieces of ads either online or on television based on the features below. Such task 
can be assigned as homework or a small individual project. The student worksheet 
or report card should contain the following points. 
1 Source (online /TV)  
2 dates recorded 
3  title of ad 
4  reason why choosing 
5 analysis of ad features based on the criteria shown in the previous task  
 
Tasks from commercial spots and ads from the Internet  
Websites or ads in the internet which provide information of many kinds are now 
easily accessible for web surfers. In particular the travel websites are not only 
viewed by travelers but also are sources of information for general public seeking 
information about specific countries. (Ngampornchai, 2009) The travel website 
from The Tourism Authority of Thailand is no exception, along with travel 
commercials. They portray various aspects of Thai tradition, value, and lifestyle 
and are authentic listening materials that teachers can make use in the classroom. 
This will motivate students because they are relevant, meaningful and give 
familiar context that Thai students already have in their schema. Ngampornchai 
(2009:104) cited this Thai life portrayal in the web as follows: 
Jory (1999) investigating advertising messages, reported that signifiers such as 
temples, ancient ruins, Thai patterned textiles, elephants, Thai style wooden 
houses, and paintings of peasant life are overwhelming present in Thai 
commercials. These symbols emphasize and remind Thai people of their cultural 
identity that is concerned with Buddhism, peasant life, and nature-bound heritage. 
The Tourism Authority of Thailand video spots of 30 or 60 seconds long are a good 
example of this category such as the website of Thai Tourism Authority (TAT) at 
http://www.tatnews.org?TAT_Videos/index.asp and 
http://www.tatnews.org/TAT_ADVERTISING_CAMPAIGN/4581.asp and they 
are available online. 
Task 1 Watch the Thai TV spots on Amazing Thailand and write down the 7 
wonders shown in the video. Students can do this as an individual or a pair work 
activity. Later on, the teacher can generate class discussion. 
Task 2 Watch the TAT TV Commercials on “Thailand Talks to the World” and ask 
students to identify vocabulary or phrases in that ad that show what the Thais can 
offer to others. This can be a good activity for word forms and accuracy. These 
“adjective plus noun forms” like “absolute joy, genuine hospitality, endless 
indulgence, infinite tranquility, scenic adventure, absolute thrills, irresistible 
temptations, extraordinary attractions” can all be elicited from watching these 
commercials. The spot on “Liverpool” can be exploited to teach adjectives, their 
comparative and superlative degree forms and their grammatical usage. Examples 
of adjectives from this spot are exciting, fantastic, warm, hot, amazing, and 
beautiful.  
Task 3 Likewise in the spot on “So Much to Do”, “Let’s Take a Break”, “Travel 
Vignette.” the teacher can elicit a discussion and /or writing activity based on the 
various actions portrayed from the spot: e.g. elephant riding, parasailing, riding 
the tuktuk, going to the seaside, having a Thai style massage, cooking Thai food, 
going shopping, golfing, experiencing the water festival, boxing, diving, going to 
the spa, trekking, hiking, river rafting. 
Task 4   Given the word “smiles, fun, joy, bliss,” students in pair looks at some of 
the pictures taken from the TAT ad campaign on Amazing Thailand, Amazing 
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Value and then match the pictures with the words and give reasons to support 
their decision. 
Such ideas of using the travel ads / commercials are directly applicable for 
teachers all around the world because these tourism ads/commercials are always 
easy to find and considered a good source for language teaching in various aspects 
as mentioned above. 
Reading, interpreting from ads helps motivate students' ability to think, to 
associate, to interpret, and at the same time develop their spoken and written 
language through their visual perception and their ability to connect verbal and 
visual text. Roy Fox from the University of Missouri-Columbia reiterated the 
benefits of this and his statements below serve very well as a conclusion of the 
paper. (2002:133) 
After the course ended, the classroom teacher and I agreed that students’ 
motivation, thinking, and language (spoken and written) benefited from their 
study of advertising. From the outset, students were confident in using English to 
express their thoughts, feelings and questions about advertising, as well as about 
their own culture and social issues.  
In their second language, students articulated abstract, incomplete thoughts about 
complex issues, such as gender and culture. This in turn often elicited further 
thinking and language from others, creating an authentic, social context for 
growing ideas, for developing language and literacy skills. 
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Appendix 1 

Advertizer 
Product 
Image 

Transference 
& Aspiration 

Lifestyle Product 
Information 

(Performance) 

Demonstration Endorsement Humour Art 

Company 1 

              

Company 2 

              

Company 3 

              

Company 4 

              

Company 5 

              
 
 
Appendix 2 
Guidelines for the analysis of effective advertisements  
1 Aspiration and product-image transference: the message is through the images of 
persons or lifestyles to which the target audience might aspire, the implicit 
message with this style is that if you use the advertised products/services, you will 
become that to which you aspire. For example, the message in some automobile 
advertising where the car is placed in an aspirational context is that if you 
purchase the car you will become or will be demonstrating that you already are 
successful in life. This format suggests that there is a magical transfer of the 
qualities of the context eg the expensive exotic locale that only the successful can 
afford, to the purchaser. 
2 Daily life/lifestyle: this theme shows a situation with which the target audience 
would identify and then places the product “naturally” in that setting in a way that 
suggests that the product improves the quality of daily life or enhances lifestyle. 
3 Product information: this provides information about the product and its 
performance. 
4 Demonstration: sometimes new products need to be demonstrated to show how 
they work; this is to convince that it is easy to use this product. 
5 Endorsement: celebrities or famous stars are often used to motivate a target 
audience especially to appeal to specific age group. For example, to advertise 
sporting goods famous sports star can be used to endorse the product. 
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6 Humor: advertising that can utilize tasteful humor is often successful because 
people tend to remember humorous stories well. 
7 Art: this is the advertising inspired by art because some target audiences are 
visually literate.The message may not be immediately clear to the audiences and 
this makes them think about the advertisement, mentally searching for the link 
between the images/sound/text and the product. Keeping the ads in audiences’ 
minds makes for successful advertising for particular target audiences.  
 
Appendix 3 
1 FinnAir Ad   
1.1 Escape the Ordinary Get away in style ,get on board Finnair Breakaway from 
the boredom and jet off with our gorgeous new fleet to Asia and Europe. Book 
your escape at finnair.com 
1.2Designed for Business 
Welcome on board the youngest fleet in Europe.We fly the shorter,faster northern 
route from Bangkok to 50 major European cities, via Helsinki. Our excellent 
timetable and award-winning business class make sure you arrive at your 
destination sooner and well-rested.By joining the Finnair Corporate Programme 
you are entitled to enjoy immediate cost savings and other benefits-read more at 
finnair.com/corporate 
2 AirAsia Ad   
I’m Hot 
Now taking reservations 
The seat, not the girl 
Assigned seating has never been cooler with our Hot seats. You get to board first 
and be right up front or enjoy spacious legroom. 
3  Cathay Pacific Ad 
“My passion for travel really connects me with my passengers.” Aya Kitamichi, 
Flight Attendant, Cathay Pacific Airways 
One of the things Aya enjoys is connecting with passengers on the ground, as a 
model in the Cathay Pacific signature “walking on Air”show-a stage show of our 
history and cabin crew uniforms since 1946. Meet Aya and other members of the 
Cathay Pacific team at www.cathaypacific.com. And while you’re there, check out 
our great fares to over 111 destinations worldwide-you’ll be happy to know that 
when she’s not modeling, Aya is still connecting with our passengers in the air. 
Great service. Great people. Great fares. Visit cathaypacific.com 
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ABILITY OF EFL STUDENTS: THE EFFECT OF 
GROUP WORK 
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ABSTRACT 
This study attempted to investigate the impact of extensive reading (ER) on 
writing ability of Iranian EFL students. It also took a further step to explore the 
effect of adding group work activity to extensive reading program to find its 
possible positive effect on improving writing ability. The present research had two 
experimental groups with no control group. The candidates were 35 students 
majoring in English Literature as ER plus GW (group work) group and 30 students 
majoring in English Language Teaching as ER group both taking the course of 
reading comprehension (II) at the University of Mazandaran. The candidates were 
first given a reading comprehension test taken from TOEFL from which 24 
students were chosen as the participants of this study according to their marks. 
The ER plus GW group read one graded reader each week at home, discussed the 
summary or related topic in the groups of five or six. The group members took 
notes on each other's talk including new vocabulary and language structure. ER 
group, on the other hand, read one book each week and wrote its summary at 
home without any discussion. Both groups were asked to write about a common 
topic one before and one at the end of the program as their pre/posttest. Their 
writings then were subjected to analysis of the error-free T-units to calculate the 
means for later comparisons. The results of t-tests revealed that adding group 
work to ER was fairly effective in improving the investigated writing aspects. A 
friendly interview with ER plus GW group for the sake of participants' self-rating 
of group work at the end of the program showed that the majority suggested 
reading a common book in groups would be more interesting and effective than 
different stories in each group which is in contrast with the nature of ER. 
 
KEY WORDS: Extensive reading, writing ability, group work. 
 
Introduction 
In language learning, reading is a very important and active skill. The ability to 
read in a second language is considered to be an essential skill for students. 
Learning to read requires cognitive effort and is a long process in both the first and 
second language (Grabe, 2006). There are four styles considered for reading 
including: skimming, scanning, intensive reading (IR), and extensive reading (ER). 
However, nowadays, extensive reading is not considered as a reading style but 
rather as an approach to second and foreign language reading instruction (Day and 
Bamford, 2004).Harold Palmer was the first person who applied the term ER and 
IR in 1968. Intensive reading is reading complex material under the teacher's 
control by the aim of detailed understanding (Imrie, 2004; Nishino, 2007; Gardner, 
2004; etc). On the other hand, ER is a kind of rapid, silent reading of large and easy 
to understand material without teachers' help in a stress-free environment, usually 
done outside the classroom (Asraf and Ahmad, 2003; Imrie, 2007; Gardner, 2004 
Nishino, 2007). For many decades, people have been increasingly interested in ER 
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programs. Extensive reading is being employed in reading classes for both native 
and non-native English students. The purpose of ER is improving reading skills by 
reading a large quantity of materials that are comprehensive and pleasurable 
enough. It can help improve reading skills in native and foreign languages and 
have a positive effect on the enhancement of other language skills. Research 
studies show that students become better and more confident readers through 
employing ER program. Furthermore, they write better, their listening and 
speaking abilities improve, and their vocabularies get richer. In addition, ER makes 
students motivated to learn the target language and develop positive attitudes 
toward the new language. ER has gained its theoretical support from Krashen's 
Input Hypothesis. Research has confirmed that comprehensible input is among the 
key factors contributing to language acquisition. Regarding extensive reading, it is 
the input hypothesis that is of central importance. Nevertheless, Krashen's model 
has been widely contested, and some researchers (Tsang, 1996; Lee and Hsu, 2009) 
have questioned the claim that comprehensible input is the only way to acquire 
language. As a result, Krashen has acknowledged that extensive reading alone may 
not always ensure language acquisition. He continues to view reading as a 
"powerful means of developing reading comprehension ability, writing style, 
vocabulary, grammar and spelling", as well as a means of promoting cognitive 
development and lowering writing apprehension (Krashen, 2004: 37). Mason 
(2005) proposed that the current trend in ER is to add some output-oriented 
activities because it is believed that reading alone is not enough. In the Interaction 
Hypothesis, Michael Long proposes that while both input and output are 
necessary for second language acquisition, in order to gain a greater understanding 
of how this works, one should focus more attention on the interactions language 
learners engage in.  
The present study drew on Long's interaction hypothesis as its theoretical 
background, since it proposed that interaction plus providing input would 
guarantee the learning. In other words, Long's theory acted as a complement for 
input hypothesis since it accepts the influence of input on language acquisition and 
adds the element of interaction for further positive impacts. The purpose of this 
investigation was to explore whether adding group element to ER would result in 
improving the writing ability of the learners. Over the past decades, an increasing 
number of studies have been conducted within English as a second or foreign 
language context on extensive reading. The purpose of those studies was to 
investigate the impact of ER on the improvement of language skills.ER program 
has been found to be very helpful and effective in increasing learners' language 
proficiency. Research has shown improvement of the vocabulary through ER (see 
e.g. Matsuka and Harish, 2010; Benettayeb, 2010), speed reading (Bell, 2001; Mason 
and Krashen 2001; Tanaka, 2007), reading comprehension (Tanaka, 2007; 
Yamashita, 2008), attitude and motivation toward reading (Asraf and Ahmad, 
2003; Nishino, 2007), listening (Day and Bamford,1982; Schieppegnell, 1984), affect 
(Powell, 2005), and writing (Tsang, 1996; Lee and Hsu, 2009). 
All of these studies have shown that there is a high correlation between ER and 
different areas of a language except in the writing skill. Of course, that is to say that 
success has not been attained in all aspects of writing through employing an ER 
program. Furthermore, just a small number of writing criteria have been examined 
through employing ER program. Some writing criteria examined in research 
studies so far include: fluency, accuracy, word count, range of language structure, 
expression, complex structure, general improvement, content, language use, etc 
(Tsang,1996; Abu Saleem,2010; Han, 2010). Thus, it is evident that writing 
improvement via extensive reading program, among the other language skills, 
needs more examination. In other words, the reason why ER has not been 
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successful in improving some aspects of writing remains unanswered in foreign 
and native language learning setting. Therefore, this study attempted to shed more 
light on this issue with the hope that the findings would contribute to the teaching 
of reading and writing in both EFL and ESL contexts. 
A brief review of the related literature would seem necessary to support the claims 
for the implementation of this study. Tudor and Hafiz (1989), for example, worked 
on 31 ESL university students in the United Kingdom employing twenty weeks ER 
program including 16 students, aged 10-11 as an experimental group and 15 
students without treatments as control group. The learners were asked to read 
graded readers according to their interest and report on what they had read and 
their reaction to it. The results implied general improvement in reading and 
writing in experimental group concluding that extensive L2 input in a tension-free 
environment can attribute to the improvement of learners' language skills both 
receptive and productive. Hafiz and Tudor (1990) also carried out an empirical 
research on 25 male learners aged 15-16 who studied in the secondary school of 
Pakisan. They read 104 simplified readers during a year and wrote 6 essays. These 
participants showed significant gains in fluency (writing readiness and 
vocabulary), accuracy (accuracy of expression), not in the range of language 
structure and expression after a 90-hour program. Close to the previous study, Lai 
(1993) administered an experiment on the participants from Hong Kong, secondary 
school students, aged 11-15 without any control group. They were compared with 
the educational department project which was carried out before on some 
secondary students without ER. The learners read graded readers and short 
passages and their reading comprehension, their speed in reading, and writing 
ability were examined through writing essays around the topic of "my family" one 
at the start of the program and one at the end. It was a four-week program 
conducted in summer. The results suggested that very little improvement was 
gained in their writing ability such as word count and accuracy but not in complex 
structure and T-unit. 
In the same vein, Tsang (1996) conducted a valuable study by 144 high elementary 
to low intermediate EFL secondary students in Hong Kong, comparing the impacts 
of three different program on writing including extensive reading, writing practice, 
and regular program as control group. English, in this country, is regarded as an 
auxiliary language which means English is not full second or foreign language. The 
treatments were an input-based reading program and an output-based writing 
program. Students in reading program were asked to read some graded readers in 
various areas of interest and participants in writing program were given 8 essay-
writing tasks to complete in 24 weeks. He concluded that the program that 
included ER was significantly effective in writing ability of learners. The 
participants showed improvement over content, language use, and overall 
impression but not in organization, vocabulary and mechanics. According to the 
findings, Tsang recommended ER program in English teaching syllabus as an 
effective material. He mentioned to shortage of time and absence of teacher 
feedback in the program as the possible reasons of failure in enhancement of some 
aspects including organization, vocabulary, and mechanics. Taking insight from 
Tsang (1996), Mason and Krashen (1997) carried out a research on 26 elementary 
level learners in Japan. Employing ER program, they asked the participants in 
experimental group to read graded readers and control group had detailed study 
of some short passages. The experimental group showed considerable gains in 
reading speed, reading comprehension, and writing ability. In their study of 71 
EFL university students of Japan, Mason and Krashen (1997) employed ER 
program using graded readers. The participants were asked to write summary of 
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the books which were rated by two native speakers as good, not good, and 
average. At the end, more summaries were classified as good in the post-tests. 
Mason (2004) carried out a research according to Tsang's suggestion of adding 
feedback element on behalf of teacher in his article (1996). Mason worked on 104 
first year college students of Osaka. ER students were asked to read 1000 pages 
from graded readers each semester and write a brief summary of the books. The 
reading was done at home. Grammatical feedbacks including spelling, articles, 
tense, infinitive, and plural were provided by the teacher. He concluded that 
providing feedback is not of any significant importance on improving writing 
ability of the learners. So, there should be other elements influencing the 
improvement in writing ability. Recently, in their study of a group of Taiwanese 
college students, Lee and Hsu (2009) investigated the effectiveness of ER on 
writing ability which resulted in improvement in organization, mechanics, and 
vocabulary which were not improved in Tsang's (1996) study. 
The above results suggested that ER should be an integral part of the curriculum in 
schools and universities. The spirit of ER should be appreciated with its focus on 
reading for pleasure and information. It seems to be clear that research studies on 
ER indicated that learners (ESL students in general and EFL learners in particular) 
would benefit from reading extensively. None of the studies mentioned above, 
however, has considered the impact of ER on the use of some important elements 
in writing such as run-on sentences, vocabulary errors including word choice 
(spelled correctly but wrong word) and word form (wrong form of an appropriate 
or incorrectly spelled word), as some of the most problematic aspects of writing 
ability of EFL/ESL learners. The present study, according to the effectiveness of 
interaction in writing ability (Storch, 2001; 2002) investigated the impact of group 
work in ER program and its influence on writing ability of EFL learners. Studying 
the first three summary writing of the participants, the researcher found the above-
mentioned errors were more frequently occurring.  
 
Adding Group Element to ER 
The influence of group work has been examined in L1 setting employing ER 
program which resulted in gains in attitude and reading comprehension. To 
examine the impact of group work, Heal (1998) employed a class reader program 
using group activities to increase students' motivation to read the L2 book which 
the class was studying. The class read a particular book, met in groups to answer 
questions about the section of the book the class was supposed to read. At the 
beginning of the program, the teacher provided and made the questions herself; 
however, later, each group wrote questions for the other groups. The researcher 
reported that this approach was successful in increasing the quantity of students' 
reading. In another study, Manning and Manning (1984, cited in Jacobs and Gallo 
2002) examined 414 fourth grade native students in the US. In their study, they 
intended to test the value of combining ER with peer interaction. Four conditions 
were considered in their examination: 1) no ER. 2) ER without follow-up activities. 
3) ER accompanied by individual teacher-student conference about students 
reading and 4) ER plus interaction with peers about students reading. The results 
showed that students who did ER accompanied by peer interaction outperformed 
students in the three other conditions on reading achievement gains. Furthermore, 
the ER with teacher conferences and ER plus peer interaction conditions attained 
significant gains on the attitude variable. Considering the positive impacts of 
adding group element to ER program, the present study attempted to examine ER 
impacts and better learning through interaction among learners in the form of 
group work. In EFL setting, few researches have been carried out about the impact 
of group/pair work activity on ER on boosting motivation and positive attitude 
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toward reading which resulted in considerable gains. However, none of them 
considered the effect of group work on improving the writing ability so far. There 
is a need for more research to investigate the impacts of the group element in EFL 
setting. Besides, to the best of researchers' knowledge, the effect of ER on writing 
improvement has not been examined in an EFL setting like Iran and there is a need 
for more research to see if extensive reading can be introduced as an effective 
approach to enhance writing and what possible role could be considered for group 
work in such contexts. Therefore, this study intended to examine the effect of 
group element on improving writing ability of EFL students of Mazandaran 
University employing extensive reading program. The research questions that 
guided this study are as follows: 
1. Does the use of group work have any impact on the writing ability of the 
learners? 
 1.1. Is there a significant difference in EFL learners' writing ability after ER 
program? 
 2.1. Is there a significant difference in EFL learners' writing ability after ER 
program plus group work? 
2. How do the learners self-report the impact of group work? 
In order to investigate the above mentioned research questions, the following null 
hypotheses were proposed: 
1. The use of group work does not have any impact on the writing ability of the 
learners. 
 1.1. There is not a significant difference in EFL learners' writing ability after ER 
program. 
 1.2. There is not a significant difference in EFL learners' writing ability after ER 
program plus group work. 
2. The learners will not like the idea of group work after ER. 
 
Method 
Participants 
Sixty five first year students, both male and female students majoring in English 
Language and Literature and English Language Teaching studying at the 
department of foreign languages of Mazandaran University participated in this 
study. Their ages ranged from 19 to 23. The participants were divided into two 
experimental groups: the one in which group work is employed along with ER (ER 
plus GW) in English Literature class and the other one which only used ER (ER 
group) in English Language Teaching class.All of the participants took a reading 
comprehension test at the beginning of the course. This was done to homogenize 
the subjects and control the effect of reading proficiency on the final analysis of the 
results.  
 
Materials 
Reading Comprehension Test 
The candidates were given a reading comprehension test of TOEFL. The rationale 
behind such a test was to homogenize the subjects and select the ones with the 
same level of proficiency from among 65 students. The reading comprehension 
tests were chosen from TOEFL Reading flash (2002) and included 23 items. In the 
literature class, the students whose scores were 2 SD above and below the mean 
score (14) were selected as the ER plus GW group. The same procedure was 
employed to select the participants in the TEFL group.  
 
Graded Readers  
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Fifty fiction graded readers in three levels including intermediate, upper 
intermediate and advanced were used in this study which was introduced to the 
students to choose from. The students were also allowed to choose any other books 
that they were willing to read but were directed to take the difficulty level of the 
books into consideration. These graded readers were from the Readers, Oxford 
book worms, Heinemann, Penguin Readers, and Cambridge University Press 
Series. 
 
Checklist sheet 
A checklist sheet for each book has been given to the participants for recording 
some information related to the books they have read such as date of reading, title 
of the book, new vocabulary, overall evaluation, and so on. It helped to trace and 
monitor students' developing habits and interests. Input from this monitoring 
process, helped to record students' progress, maintain the lists of titles, and select 
new titles for the class library. 
 
Procedure 
Thirsty five English Literature students as ER plus GW group made six groups, 
five in each. The teacher divided these students according to the grade of their 
previous course in reading. Each individual student read one book of his/her 
interest each week. The students themselves selected the books for the purpose of 
encouraging more involvement; furthermore, learners' motivation to read increases 
when they are interested in what they are reading. The reading occurred at home 
and a short discussion on the topic of the book or any related issues regarding the 
books they have read was held for 25 minutes in the class as a group work activity. 
Thus, each student could talk for about 5 minutes; it could play an absolutely 
crucial role in keeping them focused on what they have read. While working in 
groups, the members took notes on each other's' talk including new vocabularies 
and language structures.ER program was employed in the reading class for 90 
minutes, once a week. The analysis was done on 12 students whose scores were 
among 12-16. 
Thirty English Language Teaching students comprised the ER group. The course 
they were studying was reading (II). They chose one book per week according to 
their interest. After reading the book at home, they filled out the checklist sheet, 
wrote the summary of the book at home, and handed them in to the teacher the 
next session. Like experimental group, ten books would be read till the end of the 
program. This group did not have group work activity and discussion part. 
Extensive reading was one activity of their reading course with a separate mark 
considered for it. The writings of 16 students whose scores were among 12-16 were 
examined at the end. The researcher studied the first three summary writing of the 
learners of both groups and observed that the most problematic areas of their 
writings were the three aspects mentioned before which were run-on sentences, 
vocabulary errors including word choice and word form. Overall accuracy was 
chosen by the researcher as the most important criteria to compare the two groups. 
Therefore, after an analysis of students writing, these four criteria were selected to 
be examined in this study. T-test was used to compare means of the error-free T- 
units between the two groups with regard to their written papers. The collected 
data was analyzed through SPSS software. As mentioned before (see 3.3.1) the total 
number of participants chosen at the end, according to their marks, in ERG was 16 
and in ER plus GW were 12. Since the nature of paired sample t-test requires 
equality of the two groups, 12 writings of the learners in EG were randomly 
examined. 
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In order to answer the first part of the first research question and to investigate 
whether there is a significant difference in EFL learners' writing ability after ER 
program, four writing criteria including run-on sentences, word choice (spelled 
correctly but wrong word), word form (wrong form of an appropriate or 
incorrectly spelled word), and overall accuracy have been examined in students' 
wittings of pre-posttests. The number of error-free T-units has been counted. The 
total number of errors per the total number of T- unit (E/T) was subtracted from 1 
and multiplied by 100 i.e., (1 – E/T) 100 to examine the four writing criteria.This 
formula was presented by Wolfe-Quintero et al, 1998 (cited in Hartshorn, 2008). 
This formula was used to count the errors regarding the writing criteria mentioned 
above. Then, the mean score of each variable was counted. At the end, these 
numbers used to run to paired samples t-test to investigate the participants' 
writing improvements from pre-test to post-test using SPSS software. The error-
free T-units counted by the researcher were checked against those counted by a 
second rater to ensure inter-rater reliability and avoid subjectivity. To answer the 
second part of the first research question and to examine whether there is a 
significant difference in EFL learners' writing ability after ER program plus group 
work, the same steps mentioned above have been followed to examine to what 
extent the students' writings improved by adding group element to extensive 
reading program. To address the second question and investigate whether the 
students agreed with adding group element to extensive reading program, an 
attitude questionnaire regarding ER and group work was not available. Thus, a 
friendly interview was used to learn more about their ideas regarding the 
usefulness of the group work activities. This was supposed to elicit more from the 
learners since they were personally involved and they mentioned themselves that 
they felt more comfortable talking about their reactions than writing or filling out a 
questionnaire. 
 
Results 
Research question1 
Part 1 of question 1: "Is there a significant difference in EFL learners' writing 
ability after ER program plus group work?" To answer this research question, first 
the mean score of the first variable WC (word choice error) in ER group was 
calculated and then the participants' marks were run to paired sample t-test 
formula to investigate the difference between the results in pre-test and post-test. 
Based on table 2, it is shown that sig=0/73 and since it is more than 0/05, the null 
hypothesis that there is not a significant difference in EFL learners' writing ability 
after ER program is accepted. Although it can be seen that there is a three numbers 
raise in the post-test, the change is not meaningful according to t-test. The second 
variable that was analyzed in the ER group was the run-on sentences (RO). The 
same steps as mentioned above were taken for this variable too. Regarding table1, 
sig=0/26 and since it is more than 0/05, this investigated item (i.e. run-on 
sentences) confirms the null hypothesis which was: "there is not a significant 
difference in EFL learners' writing ability after ER program is accepted". WF (word 
form error) was the third variable examined in the ER group.Table1 shows that 
sig=0/013 and it is less than 0/05. So the above hypothesis which was: "there is not 
a significant difference in EFL learners' writing ability after ER program is 
accepted", is rejected regarding this variable. The last variable OA (overall 
accuracy) was investigated in the writing of ER group and the same steps were 
followed for analyzing it. According to the table 1, sig=0/025 and it is less than 
0/05 and the above hypothesis which was: "there is not a significant difference in 
EFL learners' writing ability after ER program is accepted", is rejected. 
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Table1. Paired sample t-test for four variables in ERG 

 
Part 2 of question1: "Is there a significant difference in EFL learners' writing ability 
after ER program plus group work?" To answer this research question, the above 
steps were followed to calculate the mean score of the three variables mentioned 
above (WC, RO, WF, and OA). Then the data were run to SPSS software to 
calculate the paired sample t-test score between the pre- and posttest marks. The 
first variable is WC (word choice error).Table2 shows that sig=0/004 that is less 
than 0/05. Thus, it rejects the null hypothesis which was: "there is not a significant 
difference in EFL learners' writing ability after ER program plus group work". The 
next variable analyzed is RO (run-on sentence).According to table2, sig= 0/63 that 
is more than 0/05 and the above null hypothesis which was: "there is not a 
significant difference in EFL learners' writing ability after ER program plus group 
work", is accepted. It shows that run-on sentences were manifested more in post-
tests of the participants. Group work did not make the learners able to overcome 
this problem. More than that, as the mean score shows, participants showed 
weaker performance compared with pre-test. WF (word form) is the third variable 
examined in the writings of ER plus GW group. Table 2 shows that sig=0/021 and 
it is less than 0/05. As a result, the above null hypothesis which was: "there is not a 
significant difference in EFL learners' writing ability after ER program plus group 
work", is rejected. The last variable analyzed is OA (overall accuracy).According to 
table 2, sig= 0/001 that is less than 0/05. Then, the null hypothesis which was: 
"there is not a significant difference in EFL learners' writing ability after ER 
program plus group work", is rejected. 
Through an overall overview of the above analysis, one can infer that extensive 
reading program has been influential in improving some aspects of writing in this 
study such as OA and WF; it has been less effective in enhancing two other aspects 
which are RO and WC. Adding group element to ERP brings about improvement 
in three aspects of writing which are WF, WC, and OA but not in RO. It is 
noteworthy that learners gained a lower mean of RO in post-test than in their pre-
test.  
 

Table2.Paired sample t-test for four variables in ER plus GWG 
 
Variable T df Sig 
WC(pre-
post) 

-0/34 15 0/004 

RO(pre-
post) 

-0/485 11 0/63 

WF(pre-
post) 

-2/68 11 0/021 

OA(pre-
post) 

-4/8 11 0/001 

Variable T df Sig 
WC(pre-
post) 

-0/34 15 0/73 

RO(pre-
post) 

-1/175 15 0/26 

WF(pre-
post) 

-0/34 15 0/013 

OA(pre-
post) 

-2/48 15 0/025 
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Also, an independent samples t-test at the 0/05 level of significance as the standard 
was performed to determine whether group work activity was effective through 
comparing the overall means of ER plus GW and ER group from the pre-test to 
post-test. Table 17.4 illustrates the results of this analysis.  
 
 
 
 

  
According to the above table, the results show that sig in all of the variables are the 
same in both groups and more than 0/05. Therefore, the null hypothesis that "there 

Table 3. Independent Samples T-test for ER plus EREG and ERG 

  t-test for Equality of Means 
  

t df Sig. (2-tailed) 
Mean 
Difference 

OA Equal 
variance
s 
assumed 

-.429 46 .66 -1.75 

Equal 
variance
s not 
assumed 

-.429 43.642 .66 -1.75 

RO Equal 
variance
s 
assumed 

-.076 46 .93 -.25 

Equal 
variance
s not 
assumed 

-.076 45.618 .93 -.25 

WF Equal 
variance
s 
assumed 

1.569 46 .12 2.79 

Equal 
variance
s not 
assumed 

1.569 37.101 .12 2.79 

WC Equal 
variance
s 
assumed 

-1.361 46 .18 -3.79 

Equal 
variance
s not 
assumed 

-1.361 42.715 .18 -3.79 
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is not a significant difference in EFL learners' writing ability after ER program plus 
group work", is accepted 
 
Research Question 2 
"How do the learners self-report the impact of group work?" To answer this 
research question, first it was assumed to apply an attitude questionnaire 
regarding ER and group work; however, to my knowledge, there was not such a 
questionnaire available. As a result, an unstructured interview with the 
participants of ER plus GW group was designed. Since they did not allow the 
researcher to audio record the discussion because they felt shy and uncomfortable, 
their talk were written down and then analyzed. Some of the notes the researcher 
took included as follows: 
- I think group work was not good because I did not want to share my personal 
ideas with my classmates (3 students). 
- Some of the members in a group did not prepare themselves well for the 
discussion and just listened to the others. They did not participate in the discussion 
so it decreased the quality of the group work activity (5 students). 
- I liked the idea of group work; however if the books in each group were the same, 
it was better. Because it made the discussion more effective and every individual 
could share his/her idea with the other members about the same book. (15 
students) 
- I did not have any problem with group work activity. It was almost effective and 
helped me with writing the summary in a better way. (12 students)  
The number of learners who were against adding group element to ER was 
counted. 12 students were for and 23 students were against with applying group 
work in such a way they experienced in their class. This number is in line with the 
second null hypothesis; however, the reasons brought in discussion part might 
reject this hypothesis. 
 
Discussion 
Regarding the first part of the first research question which was "Is there a 
significant difference in EFL learners' writing ability regarding selected items (run-
on sentences, vocabulary errors including word form and word choice, and overall 
accuracy) after ER program?", findings of the study showed that ERG's writing 
improved from the pre-test to post-test which was in line with the studies of Tsang 
(1996), Lee and Hsu, (2009), Abu Saleem, (2010) and Han, (2010). They investigated 
the relationship between extensive reading and writing improvement of high 
school and college students. Their programs, especially the program in the study of 
Tsang and Abu Saleem, were very close to the one which was used in the present 
study. Tsang (1996) believed that extensive reading was a very effective approach 
in improving different aspects of writing. He recommended ER in English teaching 
syllabus as an effective material. In their studies, these four researchers worked on 
some writing criteria such as general improvement, organization, mechanics, 
vocabulary, content, and language use. However, the present study examined 
some other criteria which were more problematic in the participants' writing 
namely word choice, word form, and run-on sentences. 
The second part of the first research question was" Is there a significant difference 
in EFL learners' writing ability regarding selected items (run-on sentences, 
vocabulary errors including word form and word choice, and overall accuracy) 
after ER program plus group work?". A survey in the literature revealed that group 
work element has been found to be effective on improving reading comprehension 
as Manning and Manning (1984, cited in Jacobs and Gallo, 2002) proposed in their 
study. They intended to test the value of combining ER with peer interaction. Heal 
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(1998), also, carried out a research on the effect of group work on the attitude of 
learners toward reading. He suggested that group work was a very effective factor 
in changing learners' attitude and increasing quantity of reading. However, the 
present study is not consistent with these researches. Although the findings of 
paired t-test performed for each group showed that group work was effective in 
improving writing to a great extent, findings of the independent t-test revealed 
that the performance of both groups was almost the same; thus, group work 
cannot be considered as the reason of ER plus GW groups' improvement. The 
following sections will explain the analysis of the four variables in details: 
According to the findings of the study, related to the first variable that is WF (word 
form), ER group outperformed ER plus GW group after ERP. First, it might imply 
that group work element did not influence that much on improving the vocabulary 
errors i.e. word form error (wrong form of an appropriate or incorrectly spelled 
word) in learners' writings. And second, that this aspect of writing may require a 
longer time to develop and in the short term, as was the case of this study, one 
should not expect a huge difference. It is worth mentioning that ER plus GWG has 
improved in terms of WF errors. RO is the third variable ending in ERG's 
outperformance. Why run-on sentences problems and word form errors did not 
show a considerable improvement in ER plus GWG might be answered by the 
claim that these are two aspects of writing which require a big deal of reading and 
concentration to be improved. Perhaps, in ER plus GWG, the learners paid their 
close attention to group work. They were to read, discuss in groups, and finally 
write their summaries. Group work might have played an intruding role ending in 
lack of concentration on writing and full concentration on doing the group work 
activity. However, ERG, on the other hand, without any group work activity, tried 
to just concentrate on their reading only and immediately writing their summaries. 
Building on the studies on the effect of ER on improving some writing criteria 
which ended in positive results (Tsang, 1996; Mason, 2004), it might be implied 
that mere ER is influential and GW was an intruding factor. Since, to the best of the 
researchers' knowledge, there were almost no studies on this area, this reason 
should be viewed with caution. There is a need for more studies to examine the 
reason precisely. The next variable analyzed was WC (word choice) in which ER 
plus GWG outperformed ERG leading to the conclusion that group work was 
somehow helpful in enhancing word choice error (spelled correctly but wrong 
word) related to vocabulary errors. So group work activity and interaction between 
learners, according to Long, was a factor helping the learners to concentrate on 
each other's' talk; perhaps they were able to choose a better and more appropriate 
word through repetition and taking notes on their group members' talk. 
According to the findings of paired t-test, one can imply that group work can be an 
influential and effective element added to extensive reading program to improve 
writing ability of EFL learners. Relying on Long's interaction hypothesis both input 
and output are necessary for second language acquisition; interaction among 
learners in negotiation around meaning through clarification requests, 
confirmation checks, comprehension checks, and repetition makes input more 
comprehensible, meaningful, accessible, and more useful. The members of the 
groups listened to each other's speech and took notes on the new vocabularies and 
new structures. Therefore, it is expected that group work activities should have 
influenced their writings. However, because the comparison of the two groups 
indicated no significant differences between their performances, the above-
mentioned claim cannot hold true unless it is investigated in depth in future. 
According to the data, the last variable (OA) received higher mean score in ER plus 
GW group than in ER group. Overall accuracy (OA), as the most important writing 
aspect in the present study, was selected for the purpose of contrasting the two 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                           24 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

25 
 

groups which improved in ER plus GWG. It supports the idea introduced by 
Mason and Krashen (2004) according to which besides massive reading, some 
output-oriented activities should be added to ER to result in better language 
acquisition. According to Long's interaction hypothesis on which the present study 
is relied, while both input and output are necessary for second language 
acquisition, in order to gain a greater understanding of how this works, one should 
focus more attention on the interactions language learners engage in to end in 
more success. 
Regarding learners' self-rating of adding group element to ERP, since finding an 
appropriate attitude questionnaire related to ER and group work was not 
accessible for the researcher, an unstructured interview to ER plus GWG was 
designed instead. According to the result, the majority of the participants (i.e. 18 
out of 35) disagreed with adding group work activity to extensive reading during 
the program in their reading class. Most of the students (n=15) reject adding such 
an element claiming that it was better if all of the group members read a common 
book. Since each member read a different book, while presenting the summary or 
the points related to the book, the members did not listen well and the process got 
a bit tiring for them. As far as the nature of ER has concerned, such a claim is not 
applicable in ERP. Building on Waring's (2007) idea, each individual should choose 
a book of his/her interest and level of proficiency. There should not be any force in 
choosing the books. Three learners suggested that because of the fact that they did 
not want to tell the group members what they have got and experienced in their 
reading, they were silent during group discussion. In their opinion, it was better 
that the program was individual. In the same vein, five learners declared that since 
some of the students did not prepare themselves well before presenting in groups, 
they could not talk about the summary in an acceptable manner and the group 
work activity was not of any advantage for them. They asked the researcher to 
omit group work activity and shift ERP to an individual activity. At the first sight, 
ER might seem an individual act as it was before 1984. However, adding 
group/pair work activity and interaction between learners in ERP have been found 
to be influential in improving some language skills such as reading comprehension 
and increasing positive attitude (Manning and Manning, 1984, cited in Jacobs and 
Gallo 2002), increasing the quantity of reading and motivation toward 
reading(Heal, 1998). However, its effect on writing enhancement has not been 
examined so far.  
Despite disagreement mentioned above, the results of the interview revealed that 
group work activity was considered to be influential in enhancing writing ability of 
the learners. It was favored by the majority of the participants and even most of the 
learners who disagreed with adding group work (i.e.15 out of 23) suggested that 
they liked group work activities if they had read a common book in the group. One 
can imply that group work was not rejected totally; they were satisfied with the 
activity basically with a bit modification. It supports Long's interaction hypothesis 
in such a way that interaction among learners makes input more comprehensible 
and adding some out-put oriented activity leads to a better language acquisition. 
As mentioned before, the results of the independent t-test revealed that there was 
not any considerable difference between the two groups from their pre-test to post-
test. Thus, although the results of the paired sample t-test, which was run in each 
group, supported the idea of group work activity in writing improvement, the 
results of the independent t-test showed that the improvement was not meaningful 
and considerable; the performance of the both groups was almost the same. 
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CONCLUSION 
As discussed previously, the aim of this study was to examine the effect of group 
work in extensive reading program to discover whether it is effective in enhancing 
learners' writing ability. Four aspects of writing ability were chosen in the present 
study including run-on sentences, vocabulary errors including word choice and 
word form, and overall accuracy. These aspects were selected according to the 
problems observed in the first three samples of the learners' summary writings. 
Two writing classes taught by the same instructor were selected for this study as 
two experimental groups. The study had no control group. English literature class 
as ER plus GW group and teaching English class as ER group. Extensive reading 
program was used in ER plus GWG accompanied by group work activity in the 
sense that the students were to read one graded readers each week and discuss it 
in the group while other members took notes of the speakers' new vocabulary and 
structure. ERG had extensive reading program alone without group work activity 
and discussion. They were supposed to both read a book and write the summary at 
home. Ten books were introduced to be read till the end of the program which was 
nine months. 65 students studied in these two classes; however, this number 
changed into 24 for the final analysis according to their marks in the reading 
comprehension test. Both groups were asked to write around the same topic one 
before and one at the end of a program.     
One research question (part one of the first research question) was to investigate 
the relationship between ER and improving writing ability of EFL learners while 
examined in ERG resulting in acceptable improvement this confirmed the previous 
studies' findings (Tsang, 1996; Han, 2010, Abu Saleem, 2010). The next part of the 
first research question was to investigate the relationship of ER and improving 
writing ability after group work. Previous studies (Hill, 1997; Manning and 
Manning 1998 as cited in Jaccobs and Gallo, 2002) offered that group work can be 
an effective element added to ERP to improve any language skill. Reading 
comprehension and motivation toward reading were among the language skills 
which enhanced by group element in ERP. In this respect, this study did not 
supported previous studies that have suggested adding group work activity makes 
a good improvement in language skills. The results of the independent t-test 
showed that there was not a considerable difference between the two groups from 
the pre-test to post-test. The second research question was how the learners self-
reported the impact of group work. An unstructured interview with ER plus GWG 
and counting the number of participants who were for and against adding group 
work activity to extensive reading program showed that just 12 out of 35 students 
agreed with adding such an element in the program. 
A certain limitation of this study is related to the nature of ERP. Previous studies 
on ER were conducted in separate classes in the name of ERP class; the whole 
activities were directly related to ER. However, in the present study, ER was 
considered a part of those reading classes' activities due to university constraints. 
Therefore, the results of this study should be viewed with caution. Another 
limitation related to this study was lack of time which resulted in withdrawing the 
efforts to find and apply a questionnaire in responding the second research 
question which was related to the students' idea about adding group work to ERP. 
Since an appropriate attitude questionnaire regarding ER and group work was not 
available, a friendly talk was employed to elicit as much information as possible to 
answer this question. Naturally, an attitude questionnaire would gain more 
reliable results. 
Further research is needed to examine the effect of group work activity directly 
through sound recording of group discussion to compare it with students' writings 
in order to discover the real effect of group work and writing improvement. 
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Furthermore, it should be interesting if future studies focus on the effect of 
extensive reading and peer feedback on writing improvement. The relationship 
between ER and peer feedback on writing improvement could be an interesting 
subjects to be examined. Since finding three reading classes with the same teacher 
was almost a difficult job, the researcher could not consider a control group. If 
there was a control group without any ER program, the results were more accurate 
and acceptable. So, further researches can be designed with three groups: control 
group with no ER, one experimental group with ERP, and another experimental 
group with ER plus group work. 
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ABSTRACT 
This study aims at investigating the translations of English requests as face-
threatening acts into Persian in order to: 1) find out the politeness sub-strategies 
applied both in English and Persian, 2) compare and contrast the two cultures 
based on usage of these politeness strategies and 3) investigate translation 
strategies applied for rendering English requests into Persian. To achieve these 
objectives, the related data were collected based on sub-strategies of negative and 
off-record politeness (Brown and Levinson, 1987). As to procedures, the following 
steps were taken. First, thirty requests were extracted from texts of seven movies in 
English and given to thirty MA and PhD students of translation studies to translate 
them into Persian. Then, politeness sub-strategies used for rendering these requests 
were found and compared and contrasted with the original. As the final stage, 
translation strategies applied for rendering English requests into Persian were 
identified. The findings of the study indicated that fourteen sub-strategies of 
negative and off-record politeness were used commonly in English and Persian 
languages. Further, the results showed that the sub-strategy of ‘be pessimistic’ was 
added in Persian which was absent in English. Finally the analysis of data revealed 
that seven translation strategies were applied for rendering English requests into 
Persian. From among these strategies, translators preferred ‘expansion’ and ‘literal 
translation’ for rendering requests made by negative and off-record politeness sub-
strategies respectively. All of the translation strategies used in this study, were 
proposed in Newmark’s (1988) lists of strategies.     
 
KEY TERMS: Face-threatening act (FTA), request, negative politeness strategy, off-
record politeness strategy. 

1. Introduction 
“Translation consists of studying the lexicon, grammatical structure, 
communication situation, and cultural context of the source language text, 
analyzing it in order to determine its meaning, and then reconstructing the same 
meaning using the lexicon and grammatical structure which are appropriate in the 
receptor language and its cultural context” (Larson, l998: 3). As this statement 
implies, translating as a linguistic activity is inseparable from the concept of 
culture. Understanding the notion of ‘culture’ and its implications is essential in 
translation. Discussing the problems of correspondence in translation, Nida in his 
1964 book “Principles of Correspondence” confers equal importance to both 
linguistic and cultural differences between the SL and the TL.  

Culture operates largely through translation, thus, facing translators with major 
problems in their rendering of meaning. Among the very cultural and elusive 
factors involved in translation are face-threatening acts’ (FTAs) - acts that 
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inherently damage the positive and negative face of the hearer (H) or the speaker 
(S) by acting in opposition to the wants and desires of the other- leads to 
translation errors. 
Request as one of the FTAs is concerned with the act of asking for something or 
getting someone to do something. According to Brown and Levinson (1987:65) by 
making a request, H’s negative face is threatened by indicating that S does not 
avoid impeding H’s freedom of action. 
The diversity among languages and the variation in cultures throughout the world 
make the process of translation a difficult task. One of the sources of errors in 
translation of requests is ignoring politeness aspect, differences among cultures in 
terms of making requests and their ensuing degrees of imposition. In order to 
minimize the threat and to avoid the risk of losing face, there is a preference for 
indirectness on the part of the S issuing the request to smooth the conversational 
interaction .The notions of ‘indirectness’ and ‘politeness’ play a crucial role in the 
realization of FTAs such as requests. 
There are lots of empirical studies done on various aspects of requests in varieties 
of languages in the world. Some of these cross-cultural studies are as follows: 
Australian English, Canadian French, German, Hebrew, and Argentine Spanish 
(Blum-Kulka, House, & Kasper 1989); Cuban Spanish (Ružickova 1998); 
Ecuadorian and Peninsular Spanish (Placencia 1998); Hebrew and American 
English (Blum-Kulka 1987); Greek and British English (Sifianou 1992); Mexican 
Spanish (Koike 1994); Peninsular Spanish (Le Pair 1996); Peninsular and 
Colombian Spanish (Delgado 1994), Peninsular and Uruguayan Spanish (Marquez-
Reiter 2000); Peruvian Spanish (Garcia 1993); Puerto Rican Spanish (Walter 1979); 
Polish (Wierbzicka 2003); and, Uruguayan Spanish and British English (Marquez-
Reiter 2000), among others. 
In case of the Persian language very few studies have looked at the pragmatics of 
Persian politeness (Beeman 1976, 1986, Assadi, 1980, Jahangiri, 1980, Koutelaki, 
1997) let alone to translation field. According to Sahragard(2003), Beemen(1986) is 
the only authoritative and comprehensive published work done on the Persian 
language from a sociolinguistic point of view. Nevertheless there are many 
researchers who attempted in realization of politeness in Persian. Among them 
Zahra Akbari (2002) in her article ’ has extracted and categorized the range of 
politeness strategies used by Persian mono-lingual speakers in certain situations 
and to compare and contrast them with those employed in English, based on the 
model proposed by Brown and Levinson (1987). 
Translating requests as FTAs may cause problems for the translator since the 
translator may not notice the degree of threatening the face of the H based on the 
indirectness (politeness strategies) of the FTA.       Following Brown and Levinson‘s 
model of politeness (1987), while a request may be realized by means of politeness 
strategies such as bald-on-record and positive politeness, a compromise may be 
reached by the S using indirect requests made by negative and off-record 
politeness strategies. Negative politeness strategy is oriented mainly toward 
partially satisfying (redressing) H’s negative face, his basic want to maintain claims 
of territory and self-determination (p.70). On the other hand, a communicative act 
is done off-record if it is done in such a way that is not possible to attribute only 
one clear communicative intention to the act (p.2110). It has been observed that 
higher levels of indirectness may result in higher levels of politeness, in other 
words, the more potentially threatening an act, the higher the degree of 
indirectness is required. The choice of the strategies used in making indirect 
requests may differ from one culture, this difference can be a source of cross-
cultural misunderstanding in translation of requests both in written and oral texts 
based on socio-cultural norms and may cause difficulty in the act of 
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communication. According to Leech (1983) direct requests appear to be inherently 
impolite and face-threatening because they intrude in the addressee’s territory, and 
these authors argue that the preference for polite behavior is ‘indirectness’. 
Observing these challenges in translating requests is essential in applying the 
proper translation strategy. The present study will be of significance when it comes 
to realization of sub-strategies of negative and off-record politeness for making 
requests as FTAs in both English and Persian. The finding of this study may 
hopefully reveal that whether translators are successful in transferring indirectness 
and corresponding politeness aspect through translation of English indirect 
requests into Persian or not. The results are hoped to contribute to the clarification 
of the effect of observing ‘politeness aspect’ in the task of translation. Analysis of 
this study and its findings is hoped to help translators to be able to render the 
intended meaning with regard to cultural and social differences, be beneficial to 
translators when dealing with texts in which FTAs, especially indirect requests are 
used and help them to adopt effective translation strategies to render English 
requests into Persian successfully. 
The purpose of this study is to investigate the problems associated with translation 
of requests made by sub-strategies of negative and off-record politeness and to 
analyze the students’ translations in order to find the most frequently used 
politeness sub-strategies and to know how to unmask and reveal implicit and 
hidden meanings behind requests. It also throws lights on the applicability of 
Newmark’s strategies on the translation of FTAs and by doing so, it will help the 
researcher to find the most frequent translation strategy for transferring the 
intended meaning of FTAs especially indirect requests. 

2. Method 
The materials of this study were composed of Seven British/American movies. The 
main reason for selecting movies as the corpus of this was to meet the requirement 
of having plenty of conversational texts which could be investigated in detail. 
Besides, movies are proper mediums to interact with other people in different 
countries to learn their languages, behaviors and cultures. Besides, with the 
increase in actual exchanges between countries, the movie has gradually stood out 
as one of important medium of communication.  
One questionnaire composed of thirty English requests extracted from these 
movies was used as the instrument in this study. These requests were divided into 
two categories of negative and off-record politeness strategies (Brown and 
Levinson, 1987).  
The related data were given to thirty Persian-speaking MA and PhD students of 
translation studies in Universiti Sains Malaysia to translate them into Persian. The 
basis of this selection was the participant’s availability in the researcher’s place of 
education and homogeneity of their IELTS score. They were between 24 and 43 
years old. 
Then, sub-strategies of negative and off-record politeness in Persian translation of 
requests and their frequency and percentages of occurrence were identified and 
compared and contrasted with the original. 
As the final stage, translation strategies applied for rendering English requests 
were found and their frequencies were identified separately for negative and off-
record politeness based on Newmark’s (1988) list of strategies which was used as 
the framework of translation. 
 
3. Results and Discussion 
Data Analysis and discussion of Negative Politeness Strategy 
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In this study, eight of ten sub-strategies of negative politeness were used in 
collected data. These sub-strategies are listed below. For each category, an English 
utterance is set as an example and one of the translations by the students are 
presented. For each Persian translation, politeness strategies and applied 
translation strategies are identified. 
 
Be Conventionally Indirect: 
 
SL: Oh Honey, we ought not to be reading his nasty stories. 

TL: [Azizam mishe xāhesh konam in dāstānaye mozaxrafo naxunim?] 
Politeness sub-strategies in TL:  

a) Question: [Mishe xāhesh konam in dāstānaye mozaxrafo naxunim?] 
b)  Giving deference: [xāhesh konam] 
c) Use in-group identity marker: [azizam] (positive politeness) 

Translation strategies: 
 Expansion: [Mishe xāhesh konam] 
 
Question/Hedge 
 
SL: Would gentlemen have a break before continuing the discussion if possible? 

TL: [āqāyun māyel hastan qabl az in ke bahso edāme bedim ye esterahate kuchiki 
dāshte bāshim? Albate dar surate emkān. 

Politeness sub-strategies in TL: 
a) Include both H and S in the activity: [edāme bedim], [dāshte bāshim] (positive 

politeness) 
b) Giving deference: [āqāyun], [māyel hastan] 
c) Question/ hedge: [āqāyun māyel hastan qabl az in ke bahso edāme bedim ye 

esterahate kuchiki dāshte bāshim?], [Albate dar surate emkān]. 
d) Minimize imposition: [esterāhate kuchik] 

Translation strategies:  
a) Literal translation : [āqāyun], [dar surate emkān], [esterāhati dāshte bāshim] 
b) Expansion: [māyel hastan], [kuchik] 
c) Shift : [edāme bedim], [darsoorate emkān] 
d)  Expansion: [kuchik] 

 
Minimize the imposition 
 
SL: Look I want to watch my favorite program tonight, so…whenever we are 
going, I wonder if ….we just have to be home at6. 

TL: [Bebin mixām emshab barnāmeye morede alāqamo bebinam, pas halā har jā 
mixāym berim, nemidunam mitunim saat 6 xune bāshim yā na] 

Politeness sub-strategies in TL:  
a) Be pessimistic: [nemidunam mitunim saat 6 xune bāshim yā na] 

Translation strategies:  
a) Literal translation: [Bebin mixām emshab barnāmeye morede alāqamo bebinam, 

pas halā har jā mixāym berim, nemidunam mitunim saat 6 xune bāshim yā na] 
b) Expansion: [nemidunam yā na] 
c)  Reduction: I wonder if.., just 

 
Give deference 
 
SL: Excuse me I request the pleasure of your company for tea. 
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TL: Mibaxshid mitunam eftexāre nushidane ye fenjun chāy bā shomā ro dāshte 
bāsham? 

Politeness sub-strategies in TL: 
a) Apology: [Mibaxshid] 
b)  Giving deference:[eftexār], [nushidan]                                           
c) Nominalize: [nushidan] 
d) Question: [mitunam eftexāre nushidane ye fenjun chāy bā shomā ro dāshte 

bāsham? 
e) Minimize the imposition: [ye fenjun chāy] 

Translation strategies: 
a) literal translation: :[eftexār], [Mibaxshid] 
b) expansion: [ye fenjun], [mitunam], [nushidan] 

Apologize 
SL: Once again as usual I am giving you trouble….I wonder if you have extra forks 
to borrow me, we have some guests tonight. 
 
TL: [bāz mese hamishe mixām behetun zahmat bedam.. bāz mozāhemetun 
shodam…changāle ezāfi dārin? Emshab chānta mehmun dārim] 
 
Politeness sub-strategies in TL:  

a) Apology: [bāz mese hamishe mixām betun zahmat bedam], [bāz mozāhemetun 
shodam] (admit impingement)  

b) Question: [changāle ezāfi dārin?] 
c) Giving deference: [dārin], [mozāhemetun], [behetun] 

Translation strategies: 
a) Literal translation: [bāz mese hamishe mixām betun zahmat bedam..], [Emshab 

chānta mehmun dārim] 
b)  Reduction: Borrow, I am here, I wonder if… 
c) Expansion: [bāz mozāhemetun shodam] 

 
 Impersonalize 
 
SL: Can someone drive me over the Gardon’s right now? 

TL: [Barāye kasi emkānesh has mano fori be gārdon beresune?] 
Politeness sub-strategies in TL: 

a)  Nominalize:[emkān] 
b) Impersonalize: [kasi] 
c) Question: [Barāye kasi emkānesh has mano fori be gārdon beresune?] 

Translation strategies:  
a) Literal:[kasi] 
b) Shift: [emkānesh hast?] 

 
 Nominalize  
 
SL: Honey, will you just admit that you regret not going to that party?  

TL: [Asalam qabul dāri ke az naraftanet be mehmuni pashimuni?] 
Politeness sub-strategy in TL: 

a) Using in-group identity markers: [asalam](positive politeness)  
b) Nominalize: [naraftanet] 
c) Question: [Asalam qabul dāri ke az naraftanet be mehmuni pashimuni?] 

Translation strategies:  
a) Literal translation: [asalam] , [naraftan] 
b) Reduction: will 
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Go on record to incur a debt or to not indebt the listener 
 
SL: We will never forget your assistance, we wonder if you do another favor again. 

TL: [Hich vaqt lotfi ke behemun kardino farāmush nemikonim, āyā marhamate 
digei dārin?] 

Politeness sub-strategies in TL:  
a) Question: [āyā marhamate digei dārin?] 
b) Give deference : [lotf], [kardin], [marhamat], [dārin]  
c) Go on record to Incur a debt : [Hich vaqt lotfi ke behemun kardino farāmush 

nemikonim] 
Translation strategies: 

a)  Literal translation: [Hich vaqt lotfi ke behemun kardino farāmush nemikonim] 
b) Expansion: [āyā marhamate digei dārin?] 
c)  

 
Table1. Sub-strategies of Negative Politeness used in SL and TL 

 
Sub-strategies of Negative 

politeness in 
Their 

Frequencies in 
SL 

Their 
Percentages of 
occurrence in 

SL 

Their 
Frequencies 

in TL 

Their 
Percentages 

of occurrence 
in TL 

Be Conventionally indirect 3 0.06 31 0.04 
Question/hedge 14 0.30 185 0.28 
Be Pessimistic 0 0 6 0.009 
Minimize the imposition 4 0.08 49 0.07 
Give deference 14 0.30 221 0.34 
Apologize 5 0.10 60 0.093 
Impersonalize 1 0.02 11 0.017 
Go on record to incur a dept or 
to not indept the listener 

1 0.02 31 0.054 

Nominalize 2 0.04 35 0.057 
Sub-strategies of positive and 
off-record politeness 

2 0.04 10 0.01 

Total 46 100% 639 100% 
 
As table 1 shows sub-strategies of ‘question/hedge’ and ‘give deference’ have the 
highest frequencies in both SL and TL.  
 
Chart1. Percentage of Occurrence of Sub-strategies of Negative Politeness in SL 
and TL 
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As the chart shows, the percentages of sub-strategies of ‘giving deference’, and ‘go 
on record to incur a debt’, and nominalize, have been increased in TL and the sub-
strategy of ‘be pessimistic’ is added in Persian utterances which is absent in 
English requests. 
‘Nominalize’ as one of the sub-strategies whose percentage of occurrence had been 
increased in TL, was transferred by translation strategy of ‘shift’ or ‘literal 
translation’ into Persian. On the other hand translation strategies used for 
rendering ‘go on record to incur a debt’ and ‘give deference’ were mostly 
‘expansion’, ‘functional equivalent’ and ‘cultural equivalent’. Sub-strategy of ‘Be 
pessimistic’ which was absent in English utterances was transferred by ‘expansion’ 
in TL. 
Many social, cultural and linguistic factors led to increasing the percentage of 
occurrence of these politeness sub-strategies in Persian. Some of these which the 
researcher assumes to be effective are as follows: 
The data reveals that there are some expressions which become stabilized among 
the participants of this study as a result of exposure to mass media, especially 
television programs. These expressions continue to be used (even some time after 
the program finishes) especially by the younger generation. They may be as a 
result of some cliché expressions as well. Here are some examples: 

• SL: It is customary to write and request an appointment before entering 
room…. TL: [Qadimā mixāstan vārede otāq beshan, ejāze migereftan!] 

 
• SL: Honey will you just admit that you regret not going to that party? 

      TL: [azizam, in tan bemire, biā o eterāf kon, pashimun nisti be un mehmuni     
          narafti?] 

Similar to many languages, Persian has a distinction between tu (T) and vous (V), 
where grammatically there is a ‘singular you’ tu(T) and a ‘plural you’ vous(V). The 
T form is sometimes described as the ‘familiar’ form and the V form as a ‘polite’ 
one in Persian. While investigating translations of indirect requests by the 
students, the researcher noticed that certain linguistic choices were used by them 
based on perception of social relationship existing between the speaker of the 
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utterance and listener in the conversation. Persian and English are considerably 
different in this respect. This difference leads to increasing the percentage of 
occurrence of sub-strategy of ‘give deference’ in TL. Besides, it was the highest 
percentages of usage among other sub-strategies. Here are some examples: 

• SL: If I know what the stain is madam, It‘s easier for me to remove…. 
      TL: [xanum lotf konin be man begin in lake, lakeye chie] 
 
Results of the study show, ‘go on record to incur a debt’ is used in Persian more 
than in English. There are lots of cliché expressions in Persian by which S can 
redress an FTA by explicitly claiming his indebtedness to the listener or by 
disclaiming any indebtedness of H. The followings are the expressions used by 
the students which had such function: 
 
SL: Once again, as usual, I am giving you trouble….hmm…I ‘m here…. I wonder 
if you have extra forks? We have some guests tonight… 

      TL: [Mozāheme hamishegi! Umadam bebinam ehtemālan changāle ezāfi darin?  
          Sharmande..āxe mehmun dārim] 
 
The percentages of occurrence of other sub-strategies of negative politeness which 
were present in SL were lower in TL. These sub-strategies are: ‘be conventionally 
indirect’, ‘question/hedge’, ‘minimize the imposition’, ‘apology’, ‘impersonalize’. 
 
Data Analysis of Off-record Politeness Sub-strategies 
 
Among fifteen politeness strategies of off-record politeness, English off-record 
requests were collected based on six sub-strategies. These sub-strategies are listed 
below. 
 
Give Hints 
 
SL: If you don’t mind, I would like to go to bed; I have told you the light from the 
sitting room bothers me. 

TL: [Age eshkāli nadāre man mixām bexābam, gofte budam nure otāqe neshiman 
azyatam mikone] 
 

Politeness sub-strategies used in TL: 
a) Give hint: [man mixām bexābam, gofte budam nure otāqe neshiman azyatam 

mikone] 
b) Hedge: [Age eshkāli nadāre ] (negative politeness) 

Translation strategies:  
a)  Functional equivalent: [age eshkāli nadāre ] 
b) literal translation: [Man mixām bexābam, gofte budam nure otāqe neshiman 

azyatam mikone] 
Be ironic 
 
SL: I should wash my face, if I were you! 

TL: [Yani vāqean nemixāy surateto beshuri?] 
Politeness sub-strategies used in TL:  

a) Rhetorical question: [Yani vāqean nemixāy surateto beshuri?] 
Translation strategies:  

a) Modulation: [Yani vāqean nemixāy surateto beshuri?] 
 
Rhetorical question 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                           38 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

39 
 

 
SL: Can’t you play the trumpet somewhere else? 

TL: [Nemituni trumpto ye jāye dige bezanin?] 
Politeness sub-strategies used in TL:  

a) Rhetorical question: [Nemituni trumpto ye jāye dige bezanin?] 
Translation strategies:  

a) Literal translation: [Nemituni trumpto ye jāye dige bezanin?] 
     
       Overgeneralize 
 
SL: It is customary to write and request an appointment before entering room…. 
 
TL: [Mamulan rasm in has ke qabl az vāred shodan be otāq ye darxāste molāqāt 
benevisin] 
Politeness sub-strategies used in TL:  

a) Overgeneralize: [Mamulan rasm in has ke qabl az vāred shodan be otāq ye 
darxāste molāqāt benevisin] 

b)  Nominalize: [vāred shodan], [rasm in has] 
c) Give deference: [benevisin] (negative politeness) 

Translation strategies:  
a) Shift: [rasm in has] 

 
Displace H and S 
 
SL: Perhaps drivers should have seatbelt. 

TL: [Ehtemālan fek nemikonin bāayad kamarbande imeni dāshte bāshin?] 
Politeness sub-strategies used in TL:  

a) Rhetorical question: [fek nemikonin kamarbande imeni dāshte bāshin?] 
b) Being pessimistic: [Ehtemālan] 
c)  Question: [ Ehtemalan fek nemikonin bāayad kamarbande imeni dāshte bāshin?] 

Translation strategies:  
a) Literal translation: [Ehtemālan] 
b)  Expansion: [fek nemikonin] 

 
Be incomplete, use ellipsis 
 
SL: Signor papparizzio, if you‘d help put an end to these controversies…. 

TL: [āqāye pāpārizio mamnun misham age be in janjālā xāteme bedin] 
 
Politeness sub-strategies used in TL:  

a) Give deference:[āqā]  
b) Go on record to incur a debt: [mamnun misham age be in janjālā xāteme bedin] 

Translation strategies:  
a) Expansion: [mamnun misham] 
b) Reduction: If you ‘d help put an end to these controversies 

 
Table2. Sub-strategies of off-record politeness in SL and TL 

 
Sub-strategy of negative 

politeness 
Their 

Frequencies in 
SL 

Their 
Percentages  of 
occurrence in 

SL 

Their 
Frequencies 

in TL 

Their 
Percentages  

of 
occurrence 

in TL 
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Giving hints 8 0.36 207 0.49 
Overgeneralize 1 0.04 14 0.033 

Using rhetorical questions 2 0.09 52 0.12 
Being Ironic 1 0.045 11 0.02 

Being incomplete, using 
ellipsis 

2 0.09 15 0.03 

Displace 1 0.045 17 0.04 
Sub-strategies of positive 
and negative politeness 

7 0.31 99 0.23 

Total 22 100% 415 100% 
 
 
The following chart compares and contrasts the percentages of these sub-strategies 
in both languages. 
 

Chart2. Percentage of Occurrence of Politeness Sub-strategies of Off-record 

politeness in SL and TL 

 
 
The results revealed that not all the politeness sub-strategies were transferred into 
Persian. 
As shown in table2 and chart2, sub-strategy of ‘giving hints’ had the highest 
frequency in Persian and English. Percentage of usage of sub-strategies of ‘giving 
hints’, ‘use rhetorical questions’ were higher in Persian. However sub-strategies of 
‘overgeneralize’, ‘be ironic’, be incomplete’ and ‘displace both H and S’ were 
lower. 
Similar to indirect request made by negative politeness sub-strategies, in case of 
off-record requests, there was no significance difference between percentages of 
occurrence of politeness sub-strategies in English and Persian. It was probably due 
to literal translation which has the highest percentage of usage among other 
strategies. 
However, the data showed that other strategies had been used for translating 
indirect requests made by off-record politeness sub-strategies. These translation 

0

0.1

0.2

0.3

0.4

0.5

0.6

English(SL)

Persian(TL)

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                           40 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

41 
 

strategies were ‘expansion’, ‘modulation’, ‘shift’, ‘functional equivalent’ and 
‘reduction’.  
 
Analysis of Translation Strategies 
Finally, the findings of this study revealed that all translation strategies used by the 
students were among the Newmark’s (1988) list of strategies. 
In the following table, frequencies and percentages of usage of applied translation 
strategies are given: 
 

Table3. Newmark‘s strategies for translating requests made by negative 
and off-record politeness sub-strategies 

 
Newmark ‘s used 

strategies 
Their Frequencies  

of usage in 
translations of 

requests made by 
negative 

politeness 

Their 
Percentages  of 

usage in 
translations of 
requests made 

by negative 
politeness 

Their 
Frequencies  
of usage in 
translations 
of requests 

made by 
off-record 
politeness 

Their 
Percentages  
of usage in 
translations 
of requests 

made by 
off-record 
politeness 

Shift/Transposition 40 0.03 82 0.10 

Cultural equivalent 12 0.009 0 0 

Functional Equivalent 106 0.08 26 0.031 

Modulation 76 0.05 27 0.033 

Reduction 80 0.06 50 0.06 

Expansion 632 0.49 151 0.18 

Literal 340 0.26 480 0.58 
Total 1286 100% 816 100% 

 
As table shows, ‘expansion’ was used for rendering requests made by negative 
politeness strategy. By expansion, some politeness sub-strategies were expanded in 
TL which were absent in SL. 
In the other hand, ‘literal translation’ was used for rendering indirect requests 
made by off-record politeness. By using this translation strategy, students transfer 
the same politeness strategy in TL. 
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Chart 3.Percentage of Usage of Newmark translation Strategies used for 
translating Requests made by Negative and Off-record Politeness 

 
 

CONCLUSIONS 
When trying to translate FTAs, cultural elements and language-specific devices are expected 
to make the translator’s work difficult, while some elements are ultimately not transferred at 
all. FTAs are inevitable in terms of conversation; observing ‘indirectness’ and corresponding 
‘politeness’ is a decisive factor in terms of successful translation of them. The related data 
showed that the students used the same sub-strategies of off-record requests in Persian. 
These sub-strategies were ‘give hints’, ‘overgeneralize’, ‘be ironic’, ‘be incomplete, using 
ellipsis’, ‘displace the listener’, ‘sub-strategies of negative and positive politeness’.  
In case of negative politeness, common politeness sub-strategies in SL and TL were 
‘be conventionally indirect’, ‘question/hedge’, ‘be pessimistic’, ‘minimize the 
imposition’, ‘give deference’, ‘apologize’, ‘impersonalize’, ‘nominalize’, ‘go on 
record to incur a debt’, ‘sub-strategies of positive and off-record politeness’, 
however sub-strategy of ‘being pessimistic’ had been added in TL which was 
absent in SL requests. The strategies used for translating requests made by both 
negative and off-record politeness strategies (other than cultural equivalent which 
was used in negative politeness) were the same. They were: modulation, reduction, 
shift/transposition, literal translation, functional equivalent and expansion. Literal 
translation was the most frequent strategy for rendering both types of requests. 
‘Expansion’ in case of translating indirect requests made by negative politeness 
sub-strategies was the most frequent translation strategy, whereas ‘literal 
translation had the highest frequency of usage for rendering indirect requests 
made by off-record politeness sub-strategies 
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Appendix 
Requests made by Negative politeness sub-strategies 
Would gentlemen have a break before continuing the discussion, if possible? 
Honey, will you just admit that you regret not going to that party?  
Look, I want to watch my favorite program tonight, so…. Wherever we are going, I 
wonder if ………..we just have to be home at 6. 
May I have a word with the girl first, actually… if you do not mind 
Could you please have compassion? I could go blind…. 
Once again, as usual, I am giving you trouble….hmm…I ‘m here…. I wonder if 
you have extra forks? We have some guests tonight… 
Excuse me, Professor, can I take a few minutes of your valuable time? 
Excuse me. I request the pleasure of your company for tea. 
If your scissors are handy and you don’t need them, let me use them for a moment. 
We’ll never forget the assistance you gave us. We wonder if you do another favor 
again. 
11. I don’t mean to be rude Mr. Wilson, but …..I have some friends waiting out for 
me, May I go? 
12. Allow me introduce my son –in –law to be Signore Papprizzio.. 
Oh honey…….we ought not to be reading his nasty stories. 
..Can someone drive me over to Gardon‘s right away? 
Excuse me for taking your time. I’m’ trying to find this address. 
 
Requests made by Off-record politeness 
Mom? The wedding starts at 5, I refuse to be late! 
If I know what the stain is madam, It‘s easier for me to remove…. 
I should wash my face, if I were you! 
Need not speak so loudly dear! 
Can’t you play the trumpet somewhere else? 
Signor papparizzio, if you‘d help put an end to these controversies…. 
You reverence, I think we can wait no longer…. 
Oh my dear… a pair of earrings is the only thing I am missing… 
Perhaps drivers have seat belt, madam… 
But reading it comes with a price, a kiss for each page….  
It is customary to write and request an appointment before entering room…. 
Perhaps you would be so kind as to remind me of her name…. 
Mrs Bernica, do not you want to get my hair brushed up before my mother get 
home?  
If you do not mind …I would like to go to bed, I have told you the light from the 
sitting room bothers me.  
I just need to keep this between me and you.  
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ABSTRACT 
The major aim of this study is to find out whether metacognitive strategies can 
cultivate learner autonomy or not by identifying the relationship between them in 
EFL reading. The study was conducted with a total of 213 ELT learners at 
Hacettepe and Gazi universities and a questionnaire was used as a data collection 
instrument. The relationship between 12 metacognitive reading strategies, “St1: 
Overview and linking with already known material”, “St2: Paying attention”, “St3: 
Directed attention”, “St4: Selective attention”, “St5: Advance organizing”, “St6: 
Setting goals and objectives”, “St7: Identifying the purpose of a language task”, 
“St8: Planning for a language task”, “St9: Seeking practice opportunities”,“St10: 
Self-management”, “St11: Self-monitoring”, and “St12: Self-evaluating”, and 
reading autonomy has been found to be 0,659, which means that there is a strong 
relationship between them at the level of 99 %. Also, significant relations have been 
discovered between each of the 12 metacognitive reading strategies separately and 
reading autonomy at the level of 99%. Moreover, it has been found that there is not 
any significant difference between students according to their gender and age in 
relation to metacognitive reading strategies and reading autonomy. However, a 
significant difference has been ascertained between learners in accordance with 
their English learning experience in St2 “Paying attention”, St12 “Self-evaluating”, 
and reading autonomy. 
 
KEYWORDS  
EFL Reading, Reading Strategies, Metacognitive Strategies, Reading Autonomy, 
Hacettepe and Gazi Universities ELT learners.  
 
1. Introduction 
The ability to read academic texts is regarded as one of the most important skills 
that foreign language students need to achieve (Levine, Ferenz, & Reves, 2000). 
Reading has been the most emphasized skill in traditional foreign language 
teaching and it is the most important part of English as a foreign language (EFL) 
instruction in many countries (Susser & Rob, 1990). Richards and Renandya (2002, 
p. 273) emphasize that reading receives a special focus in foreign language 
teaching. According to them, there are two basic reasons for this. First, reading is 
the most important goal of many foreign language learners. Second, the different 
types of pedagogical aims that are served by written texts help reading to receive 
this special focus. 
Some researchers like Alderson (1984), Bernhardt (2005), and Hudson (2007) 
emphasize that foreign language learners have to follow learning strategies during 
the process to be able to read academic texts at a reasonable rate and with good 
comprehension. The two favorite accounts of categorization of learning strategies 
belong to O’Malley and Chamot (1990) and Oxford (1990). O’Malley and Chamot 
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list learning strategies in three categories: metacognitive, cognitive and 
social/affective strategies. Oxford’s six types of learning strategies are categorized 
in two groups; direct and indirect. Oxford lists ‘memory’, ‘cognitive’, and 
‘compensation’ strategies in the direct group, while ‘metacognitive’, ‘affective’, and 
‘social’ strategies are in the indirect group. 
It needs to be pointed out, however, that most of the comprehension activities of 
efficient readers take place at the metacognitive level, as shown by recent research 
on the reading strategies used by successful and less successful readers (Carrell, 
Gajdusek, & Wise, 1998; Hudson, 2007). Moreover, some researchers and teachers 
like Wenden (1985, p. 1), Deng (2004, p. 156), Ren (2000, p. 23), and Zhang (2004, p. 
54) highlight metacognitive strategies and say that they are essential for cultivating 
autonomous learning which is regarded as the end product of education. 
Metacognitive strategies involve: thinking about the learning process, planning for 
learning, monitoring the learning task, and evaluating how well one has learned 
(O’Malley& Chamot 1990, p. 137). As a result, they are closely linked with 
autonomous learning skills as transferable key skills e.g. planning, monitoring, 
evaluating, reflecting, decision making, and accessing and organizing 
information— way of coping with explosion of knowledge. 
Also, Dam (1990) holds that when a learner independently chooses aims, materials, 
methods and tasks, exercises and purposes in organizing and carrying out the 
chosen tasks, criteria for evaluation, and sets goals he/she is qualified as 
autonomous learner. Therefore, there is no doubt that metacognitive strategies can 
lead to autonomous learning. Thanasoulas (2000) also supports our claim and says 
that it should be realized that autonomy is not an article of faith, or a product 
prepared for use or merely a personal quality or trait. Rather, it should be clarified 
that autonomous learning is achieved when certain conditions existed like 
cognitive and metacognitive strategies on the part of the learner, motivation, 
attitudes, and knowledge about language learning, i.e., a kind of metalanguage. 
Xiaoqin (2006, p. 63) has conducted an empirical study on some top students use of 
metacognitive strategies and autonomous learning. The research strongly suggests 
good language learners use a variety of strategies to assist them in gaining 
command over new language skills. Xiaoyan and Xiaohong (2007) have examined 
levels of relationship among metacognitive strategy use, learner autonomy, and 
English achievement of a group of non-English majors at Nanchang University, 
China. The results of the study show that there is a significant positive correlation 
between learner autonomy and metacognitive strategies. 
However, those researchers have investigated the relationship between 
metacognitive strategies and learner autonomy in general and without any relation 
to specific language skill. As reading receives a special focus in foreign language 
teaching, as mentioned earlier, the present study focuses on metacognitive 
strategies and their role in fostering or cultivating learner autonomy in EFL 
reading. Then, in order to be able to reveal the validity of the study, and the 
solidity of the statistical findings, the following research questions are to be 
answered: 
1. What is the relationship between metacognitive strategies and learner autonomy 
in EFL reading? 
2. Is there any significant relationship between learner autonomy in EFL reading 
and 
a. Overview and linking with already known material strategy? 
b. Paying attention strategy? 
c. Directed attention strategy? 
d. Selective attention strategy? 
e. Advance organizing strategy? 
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f. Setting goals and objectives strategy? 
g. Identifying the purpose of a language task strategy? 
h. Planning for a language task strategy? 
i. Seeking practice opportunities strategy? 
j. Self-management strategy? 
k. Self-monitoring strategy? 
l. Self-evaluating strategy? 
3. Is there any significant difference between male and female students in using 
metacognitive reading strategies? 
4. Do male and female students display any significant difference in relation to 
learner autonomy in EFL reading? 
5. Does age affect the use of metacognitive reading strategies? 
6. Is there any effect of age on learner autonomy in EFL reading? 
7. Does English learning experience affect the use of metacognitive reading 
strategies? 
8. Is there any effect of English learning experience on learner autonomy in EFL 
reading? 
 
2. Method 
2.1. Participants 
For the data collection, the first class students of English as a foreign language at 
English Language Teaching Departments at Hacettepe and Gazi universities were 
included. The participants were in total 213 tertiary students, 83 students belong to 
Hacettepe University, and the rest 130 students belong to Gazi one. The 
participants voluntarily took part in this study.  
The huge numbers of the participants involved in this research were females; about 
77.9% of the subjects were females and 22.1% were males in the sample. This is 
because ELT departments are female-dominant and female students perpetually 
outnumbering male students in every year’s intake by a 1/3 or 1/4 comparative 
size and the ages of the participants ranged from 17 to 24 at both of the 
universities. 
The participants have been also asked about their experience in English. Their 
experiences extended from one to eleven years. 14.6% of the students had been 
studying English for 1-5 years; 49.3% of them had been studying for 6-10 years; 
and 36.2% of them had been studying for 11 years. In accordance with these 
percentages, it seems that they had been exposed to the foreign language for a long 
time. The following table shows the frequency statistics of the participants in this 
study. 
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Table 1: Profile of the Participants 
 
GENDER 

School 
Total Hacettepe Gazi 

 
 
Gender 

 
Male 

Count 18 29 47 

% within School 21,7% 22,3% 22,1% 
 
Female 

Count 65 101 166 
% within School 78,3% 77,7% 77,9% 

 
Total 

Count 83 130 213 

% within School 100,0% 100,0% 100,0% 
  

AGE 
School 

Total  Hacettepe Gazi 
 
 
Age 

 
17-20 ages 

Count 75 110 185 

% within School 90,4% 84,6% 86,9% 
 
21-24 ages 

Count 8 20 28 
% within School 9,6% 15,4% 13,1% 

 
Total 

Count 83 130 213 

% within School 100,0% 100,0% 100,0% 
 
EXPERIENCE 

School 
Total Hacettepe Gazi 

 
 
 
Experience 

 
1-5 years 

Count 8 23 31 

% within School 9,6% 17,7% 14,6% 
 
6-10 years 

Count 35 70 105 
% within School 42,2% 53,8% 49,3% 

 
11+ years 

Count 40 37 77 
% within School 48,2% 28,5% 36,2% 

 
Total 

Count 83 130 213 

% within School 100,0% 100,0% 100,0% 
 
2.2. Instrument 
A questionnaire which consisted of two parts was given to the learners so as to see 
the effects of metacognitive strategies on fostering learner autonomy in EFL 
reading. The first part is related to metacognitive reading strategies and it is 
designed according to Oxford’s (1990a) and O’Malley’s et al. (1985b) classifications 
of metacognitive learning strategies, while the second one is related to reading 
autonomy.  
The questionnaire was adapted and modified from various studies: Xu, J. (2009), 
Dafie, D. (2007), Barnett, L. (1989), Oxford and Burry-stock (1995), Taraban (2006), 
Qiufang (2001), Mohtari and Sheorey (2002), and Maghsudi and Talebi (2008). 
Also, many questions have been added by the researcher especially to the 
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metacognitive reading strategies part to cover all the classifications that are given 
by Oxford (1990a) and O’Malley et al. (1985b) for metacognitive learning strategies. 
However, delaying speech production to focus on listening strategy is exceeded as 
it is related to the listening skill rather than the reading one.  
Every part of the questionnaire uses a five-point Likert scale ranging from (never) 
to (always) to reporting respondent use of each itemized strategy. To provide our 
participants with the opportunity to report their strategy use in the reading process 
and to enhance practicability of the present study, the questionnaire was extended 
in certain ways as described below. 
First of all, the investigator added a background information part to bring out 
information about the participants’ sex, age, and their English learning experience. 
Then in order to make it easier for the participants to comprehend and differentiate 
some of the relevant and similar strategies, the researcher with the help of his 
supervisor rearranged the sequence of the items and customized the wording of 
some of the items. 
As in any study, pre-testing for the success of the data collection tool is of vital 
importance; 25 students at Hacettepe University, ELT department were given the 
questionnaire for the pilot study. It was illustrated that the questionnaire was 
comprehensive enough for the students to desired performance and also it was at 
their level of understanding. Administration of the pilot study led the researcher to 
go one step further and he started to find the reliability coefficient for the 
questionnaire by calculating the Cronbach Alpha Analysis. The reliability 
coefficients (Cronbach’s Alpha Analysis) for the two parts of the questionnaire 
were as follows: 
● Metacognitive Reading Strategies part (α = 93%) 
● Reading Autonomy part (α =92.1%) 
The overall reliability coefficient was α=95.4% guarantee the general reliability of 
the study and that was quite a high level of reliability. As it seems above, the parts 
of the questionnaire, "metacognitive reading strategies” and "reading autonomy", 
had a very high level of reliability. 
Then, the data were collected at the end of the spring term of 2010-2011 academic 
years at Hacettepe and Gazi Universities, English Language Teaching Departments 
and they were analyzed with the use of the Statistical Package for the Social 
Sciences program (SPSS. 16). 
 
3. Results and Discussions 
Pearson Product Moment Correlational Coefficient (r) was used to see if there is 
any statistically significant relationship between metacognitive strategies and 
learner autonomy in EFL reading. At the matrix below, the “r” coefficient 
(Correlational Coefficient) between 12 different metacognitive strategies and 
learner autonomy in EFL reading is given. Also, the relationships between learner 
autonomy and each of the 12 different metacognitive strategies individually in EFL 
reading are presented, too. The 12 different metacognitive strategies that are 
presented in the following table are as follows: St: Overview and linking with 
already known material, St2: Paying attention, St3: Directed attention, St4: Selective 
attention, St5: Advance organizing, St6: Setting goals and objectives, St7: 
Identifying the purpose of a language task, St8: Planning for a language task, St9: 
Seeking practice opportunities, St10: Self-management, St11: Self-monitoring, and 
St12: Self-evaluating. Any strategy that has “*” symbol has 95% Correlational 
Coefficient, while the strategy that has “**” symbol has 99% Correlational 
Coefficient.  
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Table 2: The Correlational Coefficients between the 12 Metacognitive 
Strategies and   Learner Autonomy in EFL Reading 

 St 1 St 2 St 3 St 4 St 5 St  6 

 

Reading 
Autonomy 

Pearson 
Correlation 0,380** 0,368** 0,419** 0,192** 0,356** 0,288** 

Sig. (2-tailed) 0,000 0,000 0,000 0,005 0,000 0,000 
 

St 7 St 8 St 9 St 10 St 11 St 12 
St 
mean 

Reading 
Autonomy 

Pearson 
Correlation 0,360** 0,603** 0,554** 0,544** 0,418** 0,663** 0,659** 

Sig. (2-tailed) 0,000 0,000 0,000 0,000 0,000 0,000 0,000 
  **. Correlation is significant at the 0.01 level (2-tailed). 
   *. Correlation is significant at the 0.05 level (2-tailed). 
 
As seen in Table 2, the relationship between the 12 different metacognitive 
strategies and learner autonomy in EFL reading has been found to be 0,659, which 
means that there is a strong relationship between metacognitive strategies and 
learner autonomy in EFL reading at the level of 99%. Then, in general 
metacognitive reading strategies can have an important role in cultivating reading 
autonomy. Moreover, Table 2 shows also the relations between the 12 
metacognitive reading strategies individually and reading autonomy. In 
descending order, the results of the relations between the 12 metacognitive reading 
strategies one by one and reading autonomy are given below: 
1- The relationship between Metacognitive Reading Strategy 12 (self-evaluating) 
and reading autonomy has been found to be 0,663 which means that there is a 
significant relationship between reading autonomy and self-evaluating strategy at 
the level of 99%. Then, Metacognitive Reading Strategy 12 plays a very important 
role in fostering reading autonomy. Learners must be self-evaluated to be 
autonomous readers. 
2- The relationship flanked by Metacognitive Reading Strategy 8 (planning for a 
language task) and reading autonomy has been discovered to be 0,603 which 
denotes that there is a significant relationship between reading autonomy and 
planning for a language task strategy at the level of 99%. At that time, 
Metacognitive Reading Strategy 8 participates extremely in fostering reading 
autonomy. Learners need to plan before starting to read, and they should not start 
their reading randomly. 
3- The affiliation between Metacognitive Reading Strategy 9 (seeking practice 
opportunities) and reading autonomy has been found to be 0,554 which signifies 
that there is a significant relationship between reading autonomy and seeking 
practice opportunities strategy at the level of 99%. In that case, the necessary use of 
Metacognitive Reading Strategy 9 in fostering reading autonomy should be 
considered. Learners should seek to practice reading in and outside the classroom 
to be autonomous readers. 
4- The association between Metacognitive Reading Strategy 10 (self-management) 
and reading autonomy has been got to be 0,544, which means that there is a 
significant relationship between reading autonomy and self-management strategy 
at the level of 99%. Subsequently, making use of Metacognitive Reading Strategy 
10 in fostering reading autonomy should be inevitable. Students need to manage 
while reading so as to deal with any difficulty that may encounter them.  
 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                           50 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

51 
 

5- The connection between Metacognitive Reading Strategy 3 (directed attention) 
and reading autonomy has been ascertained to be 0,419, which means that there is 
a significant relationship between reading autonomy and directed attention 
strategy at the level of 99%. After that, students need to be awarded of 
Metacognitive Reading Strategy 3 that contributes in fostering reading autonomy. 
Students should be taught how to direct their attention by making scanning and 
skimming before starting to read. 
6- The correlation between Metacognitive Reading Strategy 11 (self-monitoring) 
and reading autonomy has been determined to be 0,418, which indicates that there 
is a significant relationship between reading autonomy and self-monitoring 
strategy at the level of 99%. Then, the utilization of Metacognitive Reading Strategy 
11 in cultivating reading autonomy should be considerable. Students should be 
taught how to monitor their fluency by recording their reading performance. 
7- The relationship between Metacognitive Reading Strategy 1 (overview and 
linking with already known materials) and reading autonomy has been found to 
be 0,380, which means that there is a significant relationship between reading 
autonomy and overviewing and linking with already known materials strategy at 
the level of 99%. At that moment, the exploitation of Metacognitive Reading 
Strategy 1 in cultivating reading autonomy should be sizeable. Students have to 
overview and link with already known materials to get general information about 
what they read and make use of their time efficiently. 
8- The relationship between Metacognitive Reading Strategy 2 (paying attention) 
and reading autonomy has been realized to be 0,368, which means that there is a 
significant relationship between reading autonomy and paying attention strategy 
at the level of 99%. At that point, the use of Metacognitive Reading Strategy 2 in 
cultivating reading autonomy is significant. While reading, students should pay 
attention to the all information that presented in a text and to the strategies that 
they use to avoid repeating what they have read and using strategies incorrectly.  
9- The affiliation between Metacognitive Reading Strategy 7 (identifying the 
purpose of a language task) and reading autonomy has been found to be 0,360, 
which means that there is a significant relationship between reading autonomy  
identifying the purpose of a language task strategy at the level of 99%. At that 
point, the use of Metacognitive Reading Strategy 7 in cultivating reading 
autonomy is momentous. Before starting to read, students need to identify the 
purpose of what they read in order to avoid losing their time. 
10- The relationship flanked by Metacognitive Reading Strategy 5 (advance 
organizing) and reading autonomy has been noticed to be 0,356, which means that 
there is a significant relationship between reading autonomy and advance 
organizing strategy at the level of 99%. Then, drawing on Metacognitive Reading 
Strategy 5 in promoting reading autonomy is supposed to be crucial. Before 
starting to read, students need to organize their reading by trying to find the topic 
they need from index and previewing the texts. 
11- The association between Metacognitive Reading Strategy 6 (setting goals and 
objectives) and reading autonomy has been found to be 0,288, which means that 
there is a significant relationship between reading autonomy and setting goals and 
objectives strategy at the level of 99%. Consequently, making use of Metacognitive 
Reading Strategy 6 in promoting reading autonomy should be essential. Students 
before starting to read, need to set clear goals to help them at using their time 
efficiently and to set reading objectives according to their interests and level in 
English. 
12- Although the relationship between Metacognitive Reading Strategy 4 (selective 
attention) and reading autonomy has been found to be 0,192, which is much less 
than the previous relations of metacognitive reading strategies and reading 
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autonomy, but without doubt there is a significant relationship between reading 
autonomy and selective attention strategy at the level of 99%. Consequently, 
making use of Metacognitive Reading Strategy 4 in promoting reading autonomy 
is important. Looking at pictures, graphs, and maps may help students to infer 
information and save time. Also, reading the first sentence of each paragraph may 
help learners to signify what the rest sentences of each paragraph are talking 
about. 
After that, it can be said that the relationships (Correlational Coefficients) between 
learner autonomy and each of the 12 different metacognitive strategies 
individually in EFL reading are statistically significant at the level of 99%. Then, no 
reason can hamper us to declare that metacognitive strategies have the ability to 
foster learner autonomy in EFL reading.  
As to the analysis of the difference between learners’ preferences and variables 
such as sex and age, “independent two-sample t-test” procedure has been utilized. 
Therefore, the null hypothesis is checked by comparing the t table value (1,645) 
with the t calculated one. If the t calculated value is smaller than the t table one, the 
null hypothesis is accepted (df= 211, p<.05). Also, the null hypothesis is accepted if 
the value of sig. (significance 2-tailed) is larger than p<.05. Accordingly, it implies 
that there is not any significant difference between learners’ preferences and 
variables such as sex and age in relation to both metacognitive reading strategies 
and readig autonomy.  
In contrast, if the t calculated value is larger than the t table one, or if the value of 
sig. (significance 2-tailed) is smaller than p<.05, the null hypothesis is rejected. 
Thus, it entails that there is a significant difference between learners’ preferences 
and variables such as sex and age in relation to both metacognitive reading 
strategies and reading autonomy. 
 

Table 3: Schedule of Independent Two-Sample T-test for the Two 
Variables of Sex and Metacognitive Reading Strategies 

   Levene's Test for 
Equality of 
Variances 

 
t-test for Equality of Means 

     
F 

 
Sig. 

 
t 
calculated 

 
df 

Sig.                        
(2-tailed) 

Mean 
Difference 

Std. Error           
Difference 

 
Strategy_1 

Equal 
variances 
assumed 

0,122 0727 1,404 211 0,162 0,15786 0,11243 

Equal 
variances 
not 
assumed 

  

1,408 74,381 0,163 0,15786 0,11211 

 
Strategy_2 

Equal 
variances 
assumed 

0,314 0,576 1,115 211 0,266 0,14117 0,12657 

Equal 
variances 
not 
assumed 

  

1,090 71,770 0,279 0,14117 0,12951 

 
Strategy_3 

Equal 
variances 1,164 0,282 0,097 211 0,923 0,01089 0,11220 
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assumed 

Equal 
variances 
not 
assumed 

  

0,091 67,805 0,928 0,01089 0,12004 

 
Strategy_4 

Equal 
variances 
assumed 

1,532 0,217 0,920 211 0,359 0,10600 0,11524 

Equal 
variances 
not 
assumed 

  

0,855 67,348 0,396 0,10600 0,12399 

 
Strategy_5 

Equal 
variances 
assumed 

0,252 0,616 0,134 211 0,893 0,01542 0,11497 

Equal 
variances 
not 
assumed 

  

0,134 74,097 0,894 0,01542 0,11495 

 
Strategy_6 

Equal 
variances 
assumed 

0,030 0,863 -0,979 211 0,329 -0,23111 0,23598 

Equal 
variances 
not 
assumed 

  

-1,334 138,212 0,185 -0,23111 0,17330 

 
Strategy_7 

Equal 
variances 
assumed 

0,186 0,666 -1,008 211 0,314 -0,14780 0,14656 

Equal 
variances 
not 
assumed 

  

-0,977 70,970 0,332 -0,14780 0,15123 

 
Strategy_8 

Equal 
variances 
assumed 

0,561 0,455 -1,015 211 0,311 -0,11987 0,11812 

Equal 
variances 
not 
assumed 

  

-0,959 68,687 0,341 -0,11987 0,12505 

 
Strategy_9 

Equal 
variances 
assumed 

1,748 0,188 -0,460 211 0,646 -0,06322 0,13752 

Equal 
variances 
not 
assumed 

  

-0,420 65,992 0,676 -0,06322 0,15054 
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Strategy_10 

Equal 
variances 
assumed 

0,982 0,323 0,211 211 0,833 0,02060 0,09752 

Equal 
variances 
not 
assumed 

  

0,195 66,676 0,846 0,02060 0,10582 

 
Strategy_11 

Equal 
variances 
assumed 

0,534 0,466 0,476 211 0,634 0,06229 0,13075 

Equal 
variances 
not 
assumed 

  

0,495 78,408 0,622 0,06229 0,12583 

 
Strategy_12 

Equal 
variances 
assumed 

1,627 0,204 -0,328 211 0,743 -0,03561 0,10851 

Equal 
variances 
not 
assumed 

  

-0,306 67,478 0,761 -0,03561 0,11655 

 
As seen in Table 3, the t calculated value is smaller than the t table one (1,645) in all of 
the 12 metacognitive reading strategies. As a result, the null hypothesis (Ho) for 
each of the 12 metacognitive reading strategies is accepted. Also, the null 
hypothesis for each of the 12 metacognitive reading strategies is accepted as the 
value of sig. (significance 2-tailed) in all of the 12 metacognitive reading strategies 
is larger than p<.05. So, it can be said that the difference between “female” and 
“male” learners’ preferences for each of the 12 Metacognitive Reading Strategies is 
not important. That is, gender is not a predictive aspect for learners’ preferences of 
the 12 Metacognitive Reading Strategies at all.  
 

Table 4: Schedule of Independent Two-Sample T-test for the Two 
Variables of Sex and Reading Autonomy 

  Levene's Test for 
Equality of 
Variances 

 
t-test for Equality of Means 

   
F 

 
Sig. 

 
t calculated 

 
df 

Sig.                        
(2-tailed) 

Mean 
Difference 

Std. Error           
Difference 

 
Reading 
Autonomy 

Equal 
variances 
assumed 

2,369 0,125 -1,219 211 0,224 -0,11035 0,09050 

Equal 
variances 
not assumed 

  
-1,115 66,080 0,269 -0,11035 0,09895 

 
Table 4 explains that the t calculated value is smaller than the t table one (t calculated =1,219 
< t table=1,645). As a result, the null hypothesis (Ho) “There is not a significant 
difference between “female” and “male” learners’ preferences in relation to 
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reading autonomy” is accepted. Also, the null hypothesis above is acknowledged 
since the value of sig. (significance 2-tailed) 0,224 is larger than p<.05. Thus, one 
can declare that females and males do not differ in relation to reading autonomy. 
 

Table5: Schedule of Independent Two-Sample T-test for the Two Variables of 
Age and Metacognitive Reading Strategies 

  Levene's 
Test for 
Equality of 
Variances 

 
t-test for Equality of Means 

   
F 

 
Sig. 

 
t 
calculated 

 
df 

Sig.                        
(2-
tailed) 

 
Mean 
Difference 

 
Std. Error           
Difference 

 
Strategy_1 

Equal 
variances 
assumed 

1,425 0,234 -1,561 211 0,120 -0,21514 0,13783 

Equal 
variances 
not 
assumed 

  

-1,829 40,729 0,075 -0,21514 0,11761 

 
Strategy_2 

Equal 
variances 
assumed 

0,247 0,620 -0,596 211 0,552 -0,09276 0,15567 

Equal 
variances 
not 
assumed 

  

-0,634 37,372 0,530 -0,09276 0,14622 

 
Strategy_3 

Equal 
variances 
assumed 

0,133 0,716 -1,067 211 0,287 -0,14648 0,13733 

Equal 
variances 
not 
assumed 

  

-1,228 40,014 0,227 -0,14648 0,11932 

 
Strategy_4 

Equal 
variances 
assumed 

0,192 0,661 -0,335 211 0,738 -0,04748 0,14168 

Equal 
variances 
not 
assumed 

  

-0,340 36,032 0,736 -0,04748 0,13967 

 
Strategy_5 

Equal 
variances 
assumed 

1,892 0,170 -0,640 211 0,523 -0,09027 0,14097 

Equal 
variances 
not 
assumed 

  

-0,753 40,857 0,456 -0,09027 0,11991 
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Strategy_6 

Equal 
variances 
assumed 

0,274 0,601 0,952 211 0,342 0,27586 0,28965 

Equal 
variances 
not 
assumed 

  

1,294 48,672 0,202 0,27586 0,21315 

 
Strategy_7 

Equal 
variances 
assumed 

0,487 0,486 -1,130 211 0,260 -0,20308 0,17976 

Equal 
variances 
not 
assumed 

  

-1,092 34,871 0,282 -0,20308 0,18599 

 
Strategy_8 

Equal 
variances 
assumed 

0,119 0,730 -0,305 211 0,761 -0,04432 0,14529 

Equal 
variances 
not 
assumed 

  

-0,326 37,476 0,746 -0,04432 0,13600 

 
Strategy_9 

Equal 
variances 
assumed 

1,952 0,164 0,037 211 0,970 0,00632 0,16886 

Equal 
variances 
not 
assumed 

  

0,033 33,162 0,974 0,00632 0,19046 

 
Strategy_10 

Equal 
variances 
assumed 

4,206 0,042 -0,451 211 0,653 -0,05390 0,11964 

Equal 
variances 
not 
assumed 

  

-0,564 43,764 0,576 -0,05390 0,09554 

 
Strategy_11 

Equal 
variances 
assumed 

0,004 0,951 0,811 211 0,418 0,13002 0,16030 

Equal 
variances 
not 
assumed 

  

0,780 34,758 0,441 0,13002 0,16670 

 
Strategy_12 

Equal 
variances 
assumed 

0,256 0,613 -0,661 211 0,510 -0,08791 0,13307 

Equal 
variances 

  -0,607 33,810 0,548 -0,08791 0,14489 
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not 
assumed 

 
Table 5 demonstrates that the t calculated value is smaller than the t table one (1,645) in 
all of the 12 metacognitive reading strategies. As a result, the null hypothesis (Ho) 

for each of the 12 metacognitive reading strategies is accepted. Also, the null 
hypothesis is agreed to as the value of sig. (significance 2-tailed) in all of the 12 
metacognitive reading strategies is larger than p<.05. Then, it can be said that the 
difference between learners’ preferences for each of the 12 Metacognitive Reading 
Strategies according to the two variables of their age (17-20) and (21-24) is not 
important at 95%. That is, age is not a prognostic feature for learners’ preferences 
of the 12 Metacognitive Reading Strategies by any means. 
 

Table 6: Schedule of Independent Two-Sample T-test for the Two 
Variables of Age and Reading Autonomy 

  Levene's Test 
for Equality of 
Variances 

 
t-test for Equality of Means 

   
F 

 
Sig. 

t 
calculated 

 
df 

Sig.                        
(2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

 
Reading 
Autonomy 

Equal 
variances 
assumed 

0,571 0,451 -0,135 211 0,893 -0,01501 0,11145 

Equal 
variances 
not 
assumed 

  

-0,149 38,663 0,882 -0,01501 0,10053 

 
Table 6 lets somebody see that the t calculated value is smaller than the t table one (t 
calculated=0,135 < t table =1,645). That’s why; the null hypothesis (Ho) “There is not a 
significant difference between learners’ preferences according to the two 
variables of their age (17-20 and 21-24) in relation to reading autonomy” is 
accepted. What’s more, the null hypothesis above ought to be acceptable as the 
value of sig. (significance 2-tailed) 0,893 is larger than p<.05. Consequently, age 
does not play as a significant element that can lead students to be autonomous in 
their reading. 
As to the analysis of the difference between learners’ preferences and their English 
learning experience variables (1-5 years, 6-10 years, and 11 years and over), ‘One-
Way Analysis of Variance’ (ANOVA) has been utilized. Therefore, the null 
hypothesis is checked by comparing the F table value (3,00) with the F calculated one. If 
the F calculated value is smaller than the F table one, the null hypothesis is accepted 
(df= 211, p<.05). Also, the null hypothesis is accepted if the value of sig. 
(significance 2-tailed) is larger than p<.05. Accordingly, it implies that there is not 
any significant difference between learners’ preferences and their English learning 
experience variables (1-5 years, 6-10 years, and 11 years and over) in relation to 
both metacognitive reading strategies and reading autonomy.  
In contrast, if the F calculated value is larger than the F table one, or if the value of sig. 
(significance 2-tailed) is smaller than p<.05, the null hypothesis is rejected. Thus, it 
entails that there is a significant difference between learners’ preferences and their 
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English learning experience variables (1-5 years, 6-10 years, and 11 years and over) 
in relation to both metacognitive reading strategies and reading autonomy. 
 

Table 7: One-Way Analysis of Variance (ANOVA) for the Variables of 
English Learning Experience and Metacognitive Reading Strategies 

 
Sum of 
Squares df 

Mean 
Square F Sig. 

 
Strategy_1 

Between 
Groups 0,873 2 0,436 0,937 0,393 

Within Groups 97,731 210 0,465   
Total 98,603 212    

 
Strategy_2 

Between 
Groups 5,563 2 2,782 4,909 0,008 

Within Groups 118,987 210 0,567   
Total 124,550 212    

 
Strategy_3 

Between 
Groups 0,684 2 0,342 0,744 0,477 

Within Groups 96,617 210 0,460   
Total 97,302 212    

 
Strategy_4 

Between 
Groups 0,585 2 0,293 0,600 0,550 

Within Groups 102,468 210 0,488   
Total 103,054 212    

 
Strategy_5 

Between 
Groups 2,028 2 1,014 2,127 0,122 

Within Groups 100,141 210 0,477   
Total 102,170 212    

 
Strategy_6 

Between 
Groups 3,529 2 1,765 0,864 0,423 

Within Groups 428,825 210 2,042   
Total 432,355 212    

 
Strategy_7 

Between 
Groups 3,530 2 1,765 2,270 0,106 

Within Groups 163,277 210 0,778   
Total 166,808 212    

 
Strategy_8 

Between 
Groups 1,669 2 0,834 1,642 0,196 

Within Groups 106,695 210 0,508   
Total 108,364 212    

 
Strategy_9 

Between 
Groups 3,131 2 1,566 2,296 0,103 

Within Groups 143,178 210 0,682   
Total 146,309 212    

 
Strategy_10 

Between 
Groups 1,570 2 0,785 2,292 0,104 

Within Groups 71,952 210 0,343   
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Total 73,523 212    
 
Strategy_11 

Between 
Groups 2,399 2 1,200 1,940 0,146 

Within Groups 129,863 210 0,618   
Total 132,262 212    

 
Strategy_12 

Between 
Groups 3,819 2 1,909 4,597 0,011 

Within Groups 87,227 210 0,415   
Total      

 
As seen in Table 7, the F calculated value is smaller than the F table one (3,00) in 8 
(St1, St3, St4, St5, St6, St7, St8, St9, St10, and St11) of the 12 metacognitive reading 
strategies. As a result, the null hypothesis (Ho) for the 8 metacognitive reading 
strategies is accepted. Also, the null hypothesis for the 8 metacognitive reading 
strategies is accepted as the value of sig. (significance 2-tailed) in each one of them 
is larger than p<.05. So, it can be concluded that the use of the 8 metacognitive 
reading strategies by ELT students is not at variance in line with the three variables 
of their English learning experience (1-5 years, 6-10 years, and 11 years and over).  
However, in each of the rest two strategies, Metacognitive Reading Strategy 2 
(paying attention) and Metacognitive Reading Strategy 12 (self-evaluating), the F 
calculated value is larger than the F table one (3,00). Therefore, the null hypothesis 
(Ho) for each one of them is rejected. As well, the null hypothesis is rejected since 
the value of sig. (significance 2-tailed) in each strategy is smaller than p<.05.  
As it is observed in Graphic 1 below for the two strategies (‘2’ and ‘12’) there is a 
big statistical discrepancy especially between the (6-10 years) group and (1-5 years) 
group. So, it can be said that the (6-10 years) group has a higher mean from the 
other two groups and it is statistically different at 95%. Thus, there is no doubt that 
English learning experience plays as a significant factor in employing 
Metacognitive Reading Strategy 2 and Metacognitive Reading Strategy 12 (self-
evaluating). 
 

Graphic 1: Learners’ Preferences of Metacognitive Reading Strategies ‘2’ 
and ‘12’ According to Their English Learning Experience 
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Table 8: One-Way Analysis of Variance for the Variables of English 
Learning Experience and Reading Autonomy 

 
Sum of 
Squares df 

Mean 
Square F Sig. 

 
Reading 
Autonomy 

Between 
Groups 2,326 2 1,163 3,978 0,020 

Within Groups 61,415 210 0,292   

Total 63,742 212    
 
Table 8 puts on show that the F calculated value is larger than the F table one (F 
calculated=3,978 < F table =3,00). As a result, the null hypotheses (Ho) “There is not a 
significant difference between learners’ preferences in relation to reading 
autonomy according to their English learning experience variables (1-5 years, 6-
10 years, and 11 years and over)” is refused. Similarly, the above hypothesis is 
rejected as the value of sig. (significance) 0,020 is smaller than p<.05. 
As it is seen in Graphic 2 below for reading autonomy, there is a big statistical 
difference especially between the (6-10 years) group which has the average 3,4466 
and (1-5 years) group which has the average 3,1355. So, it can be said that the (6-10 
years) group has a higher mean from the other two groups and it is statistically 
different at 95%. Hereafter, there is no doubt that English learning experience 
participates as a vital element in promoting reading autonomy, i.e. experience in 
learning English plays an important role in leading learners to be autonomous in 
reading. To be exact, students need to be experienced enough in learning English 
to be autonomous in learning and especially in reading.  

Graphic 2: Learners’ Preferences of Reading Autonomy According to Their 
English Learning Experience 

 
 
4. CONCLUSION AND RECOMMENDATIONS 
There may be different reasons for failure in learning a second/or foreign 
language, or more specifically in reading academic texts at a reasonable rate and 
with good comprehension, or in cultivating autonomous learning which is 
regarded as the end product of education, or more specifically in cultivating 
autonomous reading. The lack of using metacognitive strategies is considered one 
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of these reasons. Therefore, this study was conducted to investigate metacognitive 
strategies awareness or effect to foster learner autonomy in EFL reading.  
In this study there were 12 metacognitive strategies incorporated with reading 
skills to see whether they can really help ELT learners to be autonomous in their 
reading. Correlation Coefficient (r) structure has been used to check whether 
metacognitive strategies can really assist ELT learners to be autonomous in EFL 
reading. It has been clear that there is a strong relationship between metacognitive 
strategies and learner autonomy in EFL reading. As a result, there is no doubt that 
metacognitive strategies can lead ELT learners to be autonomous in their EFL 
reading. 
Then, the following 12 metacognitive strategies that have been employed in this 
study: St1 overviewing and linking with already known material, St2 paying 
attention, St3 directing attention, St4 selecting attention, St5 advance organizing, 
St6 setting goals and objectives, St7 identifying the purpose of a language task, St8 
planning for a language task, St9 seeking practice opportunities, St10 self-
management, St11 self-monitoring, and St12 self-evaluating can direct students 
towards reading autonomy.  
Metacognitive Reading Strategy 1 (overviewing and linking with already known 
material) (items1, 2, 3, 4, and 5 in the questionnaire, see Appendix 1) is able to help 
learners to get general information about texts and understand what they are 
reading by trying to draw on their knowledge of the topic. Metacognitive Reading 
Strategy 2 (paying attention) (items 6, 7, and 8 in the questionnaire, see Appendix 
1) is capable of assisting students to pay attention to the strategies that they use in 
order to be aware of whether they use an appropriate strategy in an appropriate 
situation and avoid repeating what they have read. 
Metacognitive Reading strategy 3 (directing attention) (items 9, 10, 11, and 12 in 
the questionnaire, see Appendix 1) can lead learners towards reading autonomy 
by: (1) surveying a book’s title, topic, and sub topic before starting to read it to be 
sure that it is the book they need, (2) guiding the students to read a summary, a 
topic sentence, and a heading or a subheading before deciding to read any book, 
and (3) teaching them how to scan and skim. Metacognitive Reading strategy 4 
(selective attention) (items 13, 14, and 15 in the questionnaire, see Appendix 1) can 
straight learners to look at pictures, graphs, maps, diagrams, etc., of a passage 
which can be very useful and helpful to their reading comprehension and direct 
learners in order to search out information relevant to their reading goals. 
Metacognitive Reading strategy 5 (advance organizing) (items 16, 17, and 18 in the 
questionnaire, see Appendix 1) have the ability to help learners by: (1) previewing 
the text before reading, (2) trying to find the topic they needed from index, and (3) 
anticipating information that will be presented later in the text.  
Metacognitive Reading strategy 6 (setting goals and objectives) (items 19, 20, and 
21 in the questionnaire, see Appendix 1) is capable of leading students to be 
autonomous readers by helping them to use their time efficiently and through 
setting their reading objectives according to their interests and levels in English. 
Metacognitive Reading strategy 7 (identifying the purpose of a language task) 
(items 22, 23, and 24 in the questionnaire, see Appendix 1) can also lend a hand to 
learners with the intention of utilizing their time efficiently. Metacognitive Reading 
strategy 8 (planning for a language task) (items 25, 26, 27, 28, and 29 in the 
questionnaire, see Appendix 1) is able to be of assistance to learners through 
reading in English besides the homework assigned by their teacher and by 
planning their schedule so they will have enough time to read in English.  
Metacognitive Reading strategy 9 (seeking practice opportunities) (items 30, 31, 
and 32 in the questionnaire, see Appendix 1) can support learners to read aloud to 
develop their fluency and actively look for opportunities to participate in a variety 
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of English reading activities. Metacognitive Reading strategy 10 (self-management) 
(items 33, 34, 35, 36, 37, 38, and 39 in the questionnaire, see Appendix 1) can 
maintain learners to continue reading even if they have difficulty and choose the 
reading materials that are suitable to their English level neither too difficult nor too 
easy.  
Metacognitive Reading strategy 11 (self-monitoring) (items 40, 41, 42, and 43 in the 
questionnaire, see Appendix 1) can help learners to check their pronunciation as 
they read a loud and monitor their fluency by recording their reading 
performance. Finally, Metacognitive Reading strategy 12 (self-evaluating) (items 
44, 45, 46, 47, 48, and 49 in the questionnaire, see Appendix 1) can aid learners 
through, evaluating the text to determine whether it contributes to their 
knowledge/ understanding of the subject, evaluating their reading strategies to 
find out the existing problems and solutions, and analyzing and evaluating 
critically the information presented in the text rather than passively accept 
everything. 
So, we recommend that learners should be meta-cognitively awarded as it would 
help them to be autonomous readers. Learners would accept to plan, set goals, 
make decisions, and evaluate in their reading. They would: (1) agree to be 
responsible for finding their own ways of practicing reading in and outside the 
classroom, (2) realize that the role of the teachers are not to create opportunities for 
them to practice, (3) accept that the teacher should only be a counselor, a helper 
and a guide, and (4) understand that errors are signs of learning and it is not the 
teachers’ job to correct all the mistakes. Namely, students would comprehend that 
the best way to read in a language is not by the teacher’s explanation; a lot of 
reading can be done without a teacher, and whether they can read in English well 
or not does not depend on the teacher. 
Regarding the participants’ gender, it is clear that there is not any significant 
difference between males and females in relation to each of the 12 metacognitive 
reading strategies and reading autonomy. Therefore, there is no need to be worried 
about concerning the heterogeneity of our ELT learners in terms of gender in order 
to be meta-cognitively awarded and reach their potential to be autonomous 
readers.  
Concerning the participants’ age, it has been come into sight that there is not any 
significant difference between the two variables of age (17-20, 21-24) in relation to 
each of the 12 metacognitive reading strategies and reading autonomy. Therefore, 
there is no need to be worried about pertaining to the heterogeneity of our ELT 
students in terms of age in order to be meta-cognitively awarded and reach their 
potential to be autonomous readers. 
Regarding the participants’ English learning experience, it has been come out that 
there is a significant difference between especially the group that has 6-10 years of 
experience in learning English and the group that has 1-5 years of experience in 
learning English in St 2 (paying attention) and St 12 (self-evaluating) among the 12 
metacognitive reading strategies. It has been appeared that the group that has 6-10 
years of experience in learning English is better than the group that has 1-5 years of 
experience in learning English in St2 and St12. So, we need frankly to be worried 
about students’ experience in learning English; they need to be experienced 
enough in order to have the ability to employ especially St2 and St12 which can be 
regarded as inevitable strategies that can lead learners to be autonomous in their 
reading. 
Also, it appears that there is a significant difference between especially the group 
that has 6-10 years of experience in learning English and the group that has 1-5 
years of experience in learning English in relation to reading autonomy. It has been 
appeared that the group that has 6-10 years of experience in learning English is 
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better than the group that has 1-5 years of experience in learning English in relation 
to reading autonomy. Then, one can conclude without a shred of doubt that 
experience in learning English plays an important role in fostering reading 
autonomy.   
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Appendix : The Questionnaire 
Dear participant,  
This questionnaire is a part of survey in which you will indicate what you do while 
reading. It is consisted of two parts, the first part is related to metacognitive 
reading strategies, and the second one is related to learner autonomy in EFL 
reading. Before responding the statements, please write your name, student 
number, branch, sex, age, and experience in English. Keep in mind that the 
information collected through this questionnaire will be used only for research 
purposes and it will not affect your course grades by any means. Thank you for 
your contribution to the study 
 
Sex :................ 
 
Age :................ 
 
 
I have been studying English for………..years. 
 
(Part I) 
Metacognitive Reading Strategies Questionnaire 
Metacognitive reading strategies questionnaire includes (49) statements. While 
responding to the statements, imagine that you are reading a text for school. Take a 
moment to think about the typical things you do to help you comprehend the text. 
For each strategy statement, choose the statement that best indicates how much 
you use that strategy. Feel free to give your real opinions on the matter. Please, 
read each statement carefully. (N=Never, R=Rarely, S=Sometimes, O=Often, 
A=Always)  
 

 Items N R S O A 
1 I overview the texts to get general information about 

them. 
     

2 I try to draw on my knowledge of the topic to help me 
understand what I am reading. 

     

3 While I am reading, I reconsider and revise my 
background knowledge about the topic, based on the 
text's content. 
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4 As I am reading, I distinguish between information that I 
already know and new information. 

     

5 I use my prior knowledge (e.g., knowledge about the 
theme of the text, or grammar knowledge) to help me 
understand what I read. 

     

6 I pay attention to all information that I have read.      
7 While reading, I pay attention to the strategies that I use.      
8 I pay attention as much as possible to avoid repeating 

what I have read. 
     

9 Before starting to read any book I will survey its title, 
topic, sub topic to be sure that it is the book I need. 

     

10 I read summary, topic sentence, chapter questions and 
heading or subheading before deciding to read that book. 

     

11 I look through the text as quickly as possible until I reach 
the relevant part of the text. Then I read that part to get 
information I want (scanning). 

     

12 I read the whole passage quickly to understand the main 
idea (Skimming). 

     

13 I look at the pictures, graphs, maps, diagrams, etc., of the 
passage. 

     

14 First, I read the first sentence of each paragraph.      
15 I search out information relevant to my reading goals.      
16 I try to find the topic I needed from index.      
17 I anticipate information that will be presented later in the 

text. 
     

18 I preview the text before reading.      
19 Before reading, I set clear goals for improving my English 

reading skills. 
     

20 I set goals to help me at using my time efficiently.      
21 I set my reading objectives according to my interests and 

level in English. 
     

22 Before starting to read any book at any time I, first of all, 
think about what the purposes of my reading are. 

     

23 I think about whether the content of the text fits my 
reading purpose. 

     

24 While reading, I try to remember the purpose of what I 
read to help me at utilizing my time efficiently.  

     

25 After I have read a text, I anticipate how I will use the 
knowledge that I have gained from reading the text. 

     

26 I have my own plan to read in English besides the 
homework assigned by my teacher. 

     

27 I plan my schedule so I will have enough time to read in 
English. 
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28 I revise my plan in time once I find it not accordance with 
the real situation. 

     

29 I revise what I will read in advance.      
30 I seek practicing reading aloud to develop my fluency.      
31 I actively look for opportunities to participate in a variety 

of English reading activities. 
     

32 I actively look for opportunities to practice reading in 
English with my classmates. 

     

33 I try to distinguish facts from opinions.      
34 I link information in one sentence with information from 

the preceding ones. 
     

35 I continue reading even if I have difficulty.      
36 While I am reading, I reconsider and revise my prior 

questions about the topic, based on the text's content. 
     

37 After I read the text, I consider other possible 
interpretations to determine whether I understood the 
text. 

     

38 While reading, I exploit my personal strengths in order to 
better understand the text. If I am a good reader, I focus 
on the text; if I am good with figures and diagrams, I focus 
on that information. 

     

39 I choose the reading materials that are suitable to my 
English level, neither too difficult nor too easy. 

     

40 I correct my pronunciation, grammar, vocabulary while 
reading for appropriateness related to the setting or to the 
teacher who is present.  

     

41 I check my pronunciation as I read a loud.      
42 I monitor my fluency by recording my reading 

performance. 
     

43 While reading, I check whether my pronunciation of the 
words is clear and understandable. 

     

44 As I am reading, I evaluate the text to determine whether 
it contributes to my knowledge/ understanding of the 
subject. 

     

45 I evaluate whether what I am reading is relevant to my 
reading goals. 

     

46 As I read along, I check whether I had anticipated the 
current information. 

     

47 I evaluate my reading strategies to find out the existing 
problems and solutions. 

     

48 I check my own progress by doing reading exercises.      
49 I critically analyze and evaluate the information presented 

in the text rather than passively accept everything.  
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(Part II) 
Learner Autonomy Questionnaire in EFL Reading 
Directions 
Learner autonomy questionnaire in EFL Reading is designed to survey your 
degree of autonomy in reading English materials. Remember that there are no 
rights or wrong answers. Just answer as accurately as possible and take your time. 
Thank you very much for your help and patience. 
 
Using the scale below, indicate what you do in reading English materials. Please 
put a tick mark (/) in the space provided corresponding to your answer. N=Never, 
R=Rarely, S= Sometimes, O=Often, A=Always 
 

 Items N R S O A 
1 I have a clear idea of the purpose of class reading 

activities set by the teachers in class. 
     

2 I am able to have clear schedule of English 
autonomous reading after class. 

     

3 I am able to plan the study time well for reading in 
English. 

     

4 I can implement appropriate reading strategies 
consciously in reading. 

     

5 I can monitor the use of reading strategies 
consciously and critically in reading exercise. 

     

6 I am able to use other more reading appropriate 
strategies after I had identified the reading strategies 
that were not appropriate. 

     

7 I actively look for opportunities to participate in a 
variety of English reading activities after class. 

     

8 I am able to find out the reasons for my reading 
errors and take measures to correct them. 

     

9 I think I have the ability to read in English well.      
10 I make good use of my free time in reading English 

materials. 
     

11 I preview what I will read before the class.      
12 I find I can finish my reading task in time.      
13 I make self-exam of what I have read by myself.      
14 I reward myself such as going shopping, playing etc. 

when I make progress in my reading. 
     

15 During the class, I try to catch chances to take part in 
reading activities. 

     

16 I can read without teacher’s supervision.      
17 If I didn’t have to read in English I wouldn’t.      
18 When I have a problem in my reading, I turn to 

teachers or classmates for help. 
     

19 I think English class should be teacher centered and 
students’ autonomous reading should be auxiliary. 

     

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                           67 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

68 
 

20 If I had the right materials I’d prefer to spend some 
time reading alone. 

     

21 In reading a language, I enjoy tasks where I can read 
what I am interested in. 

     

22 I prefer to read books, magazines and newspapers, 
all by myself without the teacher telling me what to 
read. 

     

23 I prefer to choose my own reading materials e.g. 
course books, magazines and to decide about the 
amount of material to be covered. 

     

24 I like to read autonomously because it can give me 
the freedom to read what I want to do. 

     

25 I like reading in a language on my own because I 
know best how to read. 

     

26 I enjoy reading in a group with other students.      
27 I try to enlarge my reading strategies by 

remembering a few strategies every day. 
     

28 I keep up reading something every day such as 
English emails and diaries. 

     

29 I review regularly in reading English materials and 
check what I have read. 

     

30 I often discuss reading problems with classmates 
both inside and outside class. 

     

31 I sometimes do assignments which are not 
compulsory for example reading compositions doing 
test paper questions. 

     

32 When I have a problem in reading a text I first try to 
solve it myself and only if I don’t manage to do it, I 
turn to teachers or classmates for help. 

     

33 I make a plan for reading and stick to it in order to 
achieve my aim. 

     

34 I reasonably organize my spare time and spend at 
least two hours reading English every day. 

     

35 I take opportunities to read in English inside and 
outside class. 
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ABSTRACT 
“Multilingualism has been the norm throughout the ages in most of the world” 
(Lanza, 2007, p. 45) and hence with the increasing number of the multilinguals all 
over the world, the need for paying much attention to this phenomenon is felt 
more. In this vein, the current study aimed at describing the possible effect of 
multilingualism on reading anxiety of Iranian English as foreign language (EFL) 
learners. Seventy-five EFL learners, aged 18-26, including Persian monolinguals, 
Turkish-Persian bilinguals, and Turkish-Persian-French trilinguals participated 
in this study. Data were collected through: a) a two-part questionnaire composed 
of background information and Foreign Language Reading Anxiety Scale, and b) 
an adapted version of the First Certificate in English test used for homogeneity 
purposes. Results of a set of two-way ANOVA revealed a significant effect of 
linguistic background on the reading anxiety levels of EFL learners. This effect, as 
the results of post-hoc Tukey’s HSD multiple comparisons demonstrated, was in 
favor of multilinguals especially trilinguals who reported lower levels of reading 
anxiety. In addition, findings indicated no significant interaction between 
linguistic background and gender of the participants as they impacted their 
reading anxiety levels. The findings are discussed in relation to effective EFL 
instruction especially to multilinguals. 

KEYWORDS: bilingual, EFL learners, monolingual, multilingualism, reading 
anxiety, trilingual 
 
1. Introduction 
Globalization, as a commonplace process in the world today, requires people to 
keep pace with the rapid developments in various branches of science and 
technology. In order to better do so, people may need to raise their knowledge 
level and add a world language to their linguistic repertoire to effectively 
communicate with the other people across the globe. Nowadays, the desire to 
learn two or more languages and communicate through them is becoming a 
pervasive phenomenon to which Bhatia and Ritchie (2006) have attended and 
referred to as multilingualism.  
The issue of multilingualism becomes more salient in multilingual societies such 
as Iran where a large number of its population, especially English as a foreign 
language (EFL) learners, have different first languages like Turkish, Kurdish, 
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Arabic, Lori, etc. at hand when learning additional language(s). In Iran, people 
have to learn Persian language as a second and national language of the country 
and use it as a lingua franca for official and communication purposes. 
Furthermore, they may sometimes need to learn a foreign language (FL) and use 
it for studying, working, or other international purposes. Therefore, it is evident 
that more attention must be paid to multilingualism in such contexts; though the 
number of studies in this vein is still limited. 
Whenever a person, who already knows more than one language, begins to learn 
a new language, his prior linguistic knowledge may act as a contributor and 
assist him effectively learn the new language. As Cenoz (2003, p. 72) confirms, 
“the more languages one knows, the easier it becomes to acquire an additional 
language”. This implies that learners’ linguistic background may help them 
appropriately approach the new language learning experience and skillfully 
overcome the challenges of so doing. 
These challenges may manifest themselves through various factors such as 
affective, cognitive, biological, social, and instructional factors; whose levels and 
intensities may be fluctuated by the linguistic background of the learners. Among 
these factors, according to Horwitz (2007) and Garrett and Young (2009), the most 
influential one is the affective factors which relate to the learners’ emotions, 
attitudes, and personalities. These factors may sometimes have different impacts 
and affect or be affected by the learning process either in a positive or negative 
way.  
Among the subcategories of affective factors, anxiety which deals with learners’ 
feelings of apprehension and worry may have a more prominent role in the 
learning process. Reading anxiety (RA), as a specific type of foreign language 
anxiety (FLA), is associated with some fearful and worrying feelings that 
language learners may experience while doing reading comprehension tasks. 
Otherwise stated, reading in an FL may sometimes be a challenging undertaking 
for some learners and be influenced by their feelings of anxiety, as the findings of 
some studies (Saito, Horwitz, & Garza, 1999; Matsuda & Gobel, 2004; Shariati & 
Bordbar, 2009) confirm. However, the level of RA may fluctuate depending on 
various factors among which learners’ linguistic background can be considered 
to be playing a more prominent role.  
 
2. Review if the related literature 
With respect to the effect of multilingualism on or its relationships with affective 
factors, a number of studies have been carried out in different contexts. Marami 
(2009), for instance, through involving 112 Iranian EFL learners found that 
bilinguals held higher level of self-esteem than monolinguals and hence, were 
better in their achievement in English language. Furthermore, to explore the 
relationship between FL use and FL use anxiety, Levine (2003) studied 600 FL 
students and revealed that the students from bi/multilingual backgrounds felt 
less anxious about FL use than students from monolingual backgrounds.  
In the same vein, Dewaele (2010) focused on the effect of the knowledge of other 
languages on self-perceived communicative competence and communicative 
anxiety in the French of 953 users. Then, using a web-based questionnaire and 
focusing on participants having French as first, second, third, or fourth language; 
he found that when a language is either very strong or very weak, the knowledge 
of the other languages did not play a major role. Nevertheless, at intermediate 
level of proficiency, multilingualism and affordances could serve as a crutch in 
challenging communicative situations. 
Dewaele (2007) also examined the effect of multilingualism on communicative 
anxiety and FLA of 35 bilinguals, 33 trilinguals, and 38 quadrilinguals. The 
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results showed that multilinguals experienced more communicative anxiety in 
stressful situations in their L1, but that levels of FLA were higher in languages 
learnt later in life. It was also found that the knowledge of more languages was 
linked to lower levels of FLA in the L2.  
As the recent literature revealed, the studies carried out in the realm of 
multilingualism mostly focused on a group of multilinguals having two language 
systems in their linguistic repertoire (i.e., bilinguals), while there are other groups 
of multilinguals (e.g., trilinguals) to be attended to and studied extensively. 
Regarding the relationship between multilingualism and affective factors, there 
seems to be no study concentrating on the effect of linguistic background on skill-
specific anxieties. Ultimately, considering Iran as a multilingual country, it is felt 
as a rarely touched context as far as the issues related to multilingualism are 
concerned.  
The current study was thus motivated to investigate the effect of multilingualism 
on RA of Iranian EFL learners, to consequently provide beneficial insights for 
those interested and involved in such issues. Otherwise stated, this study 
attempted to provide useful information about the nature of multilingualism in 
Iran to consequently encourage this world-wide phenomenon through 
highlighting its diverse impacts on additional language learning. With these 
objectives, therefore, the findings of this study seem to serve a bunch of 
authorities involved in EFL learning multilingual contexts. Specifically stated, 
English teachers in multilingual learning settings may get more familiar with the 
role of multilingualism in educational settings and adjust their teaching 
procedures and methodologies to meet their needs. Researchers interested in 
exploring various aspects of EFL learning may also enhance their knowledge 
about the nature of multilingualism and existence of differing levels of RA 
among EFL learners, to consequently extend the studies in the same veins.  
To sum up, this study with the aim of deeply focusing on the nature of 
multilingualism and expanding research into a rarely touched cohort, trilinguals, 
in Iran and attending to its effects on RA of Iranian EFL learners, may provide 
logical answers to many unanswered questions about multilingualism and its 
relation to EFL learning. In this vein, the current study sought to find possible 
answers to the following research question: 
Does linguistic background (monolingualism, bilingualism, and trilingualism) 
significantly affect the RA of Iranian EFL learners? 
Taking gender as a moderator variable, the researchers predicted that a rich 
linguistic background can affect the RA of EFL learners. 

 
3. Method 
Participants 
A hundred and twenty-four EFL learners, including both males and females, 
participated in this study. In the process of screening the participants, some of 
them (N = 7) were filtered out due to their age; as the age range was 
predetermined in advance to be 18-26. In addition, in order to account for 
linguistic typology, participants with first, second, and third languages different 
from Turkish, Persian, and French (N = 6) were excluded from the study. The 
remaining 111 participants were reduced to 75 having been homogenized based 
on the results of a proficiency test. Of the final sample, as Table 1 demonstrates, 
23 were Persian monolinguals, 37 Turkish-Persian bilinguals, and 15 Turkish-
Persian-French trilinguals.  
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Table 1 
Participants’ Profile 

 Gender Total 
Male Female 

Monolinguals 9 14 23 
Bilinguals 9 28 37 
Trilinguals 5 10 15 
Total 23 52 75 

 
Instruments  
Data was collected through a two-part questionnaire and an adapted version of 
the First Certificate in English (FCE) test. The first part of the questionnaire, that 
is, background information questionnaire included 12 items aimed at eliciting 
participants’ age, gender, their first, second, and third languages, their age at the 
time of acquiring each language, the specific ways of acquiring the languages, 
their abilities in using the languages known to them, and finally their English 
language experience. The second part of the questionnaire included Foreign 
Language Reading Anxiety Scale (FLRAS) adopted from Saito, Horwitz, and 
Garza (1999) that elicited participants’ self-reports of anxiety over various aspects 
of reading, their perceptions of reading difficulties in their target language, and 
their perceptions of the relative difficulty of reading as compared to the difficulty 
of other language skills. This measure contained 20 likert-scale items scored on a 
5-point scale, ranging from strongly agree to strongly disagree.  
The adapted version of the FCE test consisting of reading, writing, and use of 
English papers along with some sub-parts was used to measure the participants’ 
general proficiency in English language. In order to determine the acceptable 
range of participants’ scores on the FCE test, the mean and standard deviation of 
the scores were calculated. As a result, 75 participants with scores standing 
between the mean and one standards deviation above (+1s) or below (-1s) the 
mean were selected as the final sample. 
 
4. Results  
As previously mentioned, participants’ anxiety associated with FL reading was 
measured through FLRAS. Descriptive statistics regarding participants’ 
responses to the FLRAS is presented through Table 2. The theoretical range of 
FLRAS was from 20 to 100.  
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Table 2 
Descriptive Statistics for RA Scores of All Groups 

Groups Gender N M SD 

Monolinguals Male 9 57.77 9.03 

Female 12 60.58 8.43 

Total 21 59.38 8.59 

Bilinguals  Male  7 58.85 4.67 

Female 24 53.87 8.81 

Total 31 55.00 8.27 

Trilinguals Male 5 45.80 7.52 

Female 9 44.11 10.92 

Total 14 44.71 9.57 

Total Male 21 55.28 8.96 

Female 45 53.71 10.57 

Total 66 54.21 10.04 

Dependent variable: RA scores  
Comparison of means across groups indicates that trilinguals obtained lower RA 
scores (M= 44.71) than bilinguals (M= 55) and monolinguals (M= 59.38). In 
addition, it was shown that male participants (M= 55.28) felt higher levels of RA 
compared to their female counterparts (M= 53.71). However, in order to 
statistically examine the significance of these differences, two-way ANOVA was 
applied. Table 3 represents the outcomes of the ANOVA test. 
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Table 3 
Results of Two-way ANOVA 

Source Type III Sum of 

Squares 

df Mean Square F Sig. 

Corrected Model 2027.387 (a) 5 405.477 5.364 .000 

Intercept 149321.669 1 149321.669 1975.310 .000 

Linguistic 

background 

1693.827 2 846.914 11.203 .000 

Gender 21.652 1 21.652 .286 .594 

Linguistic 

background and 

Gender 

160.648 2 80.324 1.063 .352 

Error 4535.643 60 75.594   

Total 200534.000 66    

Corrected Total 6563.030 65    

 
Dependent variable: RA 
Linguistic background: monolinguals, bilinguals, and trilinguals 
a. R Squared= .309 (Adjusted R Squared= .251) 
The third and fifth lines in Table 3 indicate a significant difference (Sig. = .000, F 
(2, 60) = 11.2) in the RA scores of monolingual, bilingual, and trilingual 
participants. With respect to the amounts of means in Table 2, this difference was 
in favor of trilinguals (M=44.71) who reported to feel lower levels of RA than 
their bilingual and monolingual peers. Therefore, linguistic background turned 
out to significantly affect the RA levels of EFL learners.  
Furthermore, lines 4 and 5 of Table 3 indicate the effect of gender on the RA 
levels of the participants. As is evident, there was not any significant difference 
(Sig. = .59, F (2, 60) = .28) in the RA levels of male and female participants. 
Additionally, the interaction between linguistic background and gender of the 
participants as they impacted the RA levels was not significant (Sig. = .35, F (2, 
60) = 1.06). This interaction effect is depicted through Figure 1. 
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Figure 1 Estimated Marginal Means 

 
The findings provided further evidence that gender did not significantly 
moderate the interaction between linguistic background and the RA of EFL 
learners. 
Finally, follow up post-hoc analysis through employing Tukey’s HSD test was 
done to clarify the existing differences between groups and compare them in 
pairs. The outcome of this test is indicated through Table 4. 
 

Table 4 
Multiple Comparisons 

Linguistic 

background  

Linguistic 

background  

Mean 

Difference 

Std. Error Sig.  95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

Monolinguals Bilinguals 4.3810 2.45728 .184 -1.5244 10.2863 

Trilinguals 14.6667 2.99988 .000 7.4573 21.8760 

Bilinguals Monolinguals -4.3810 2.45728 .184 -10.2863 1.5244 

Trilinguals 10.2857 2.79966 .001 3.5575 17.0139 

Trilinguals Monolinguals -14.6667 2.99988 .000 -21.8760 -7.4573 

Bilinguals -10.2857 2.79966 .001 -17.0139 -3.5575 
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Dependent variable: RA scores  
Follow up tests also provided strong support to the results of ANOVA test. 
Otherwise stated, the results of multiple comparisons revealed lower levels of RA 
in trilinguals compared to bilinguals and monolinguals.  

  
5. Discussion 
This study was initiated with the assumption that the experience of learning 
languages besides L1 may affect one’s anxiety while doing reading 
comprehension tasks in the target language. The outcomes showed that linguistic 
background significantly affected the RA of participants. As the number of 
languages increased, the level of RA decreased. Specifically stated, the trilingual 
and bilingual participants felt lower levels of RA compared to their monolingual 
peers. As a result, one can come to the idea that multilinguals experience lower 
levels of RA than monolinguals.  
This finding emphasizes that as Saito et al. (1999) confirm reading in an FL is 
indeed anxiety provoking for some students while they do FL tasks. 
Nevertheless, the level of RA may differ among students with different 
characteristics, as the finding of this study highlighted. In other words, having 
lower levels of anxiety while doing reading comprehension tasks can be partly 
attributed to having a rich and diverse linguistic background, that is, language 
learners who have experienced additional language learning may feel lower 
levels of anxiety. In line with this finding, is the conclusion made by Dewaele 
(2007), Levine (2003), and Marami (2009) who proposed that knowledge of more 
languages is linked to lower levels of FLA in specific and affective factors in 
general.  
The findings may be an indication of the fact that multilinguals’ language 
learning experiences aid them to efficiently manage their affective factors which 
seem to be related to each other. To use Wei’s (2007) terms, there is evidence that 
the more anxious learners are, the less likely they are to have confidence in 
themselves and to achieve good learning results. In addition, one can argue that a 
lower level of anxiety may lead to a higher level of willingness to communicate 
as Yashima (2002) maintains. It seems, therefore, that individuals’ affective states 
may affect the way they approach the learning process which consequently 
determine how much energy a mulilingual individual is expected to spend on 
language learning process (Dewaele, 2007).  
Generally speaking, the outcomes of this study can contribute to the proposals 
made with regard to the superiority of multilinguals over monolinguals in 
various aspects, for example, a positive effect of bilingualism on the acquisition 
of an L3 (Sanz, 2000; Modirkhamene, 2011; Goetz, 2003); greater overall use of 
language learning strategies (Tuncer, 2009); and pragmatic and meta-pragmatic 
awareness (Jordà, 2003).   
As a result, these achievements and outperformances shed light on the positive 
impacts of multilingualism in that multilinguals, due to experiencing the 
challenges of learning additional language(s), can effectively perform in a new 
language learning settings through overcoming those challenges.  
 
6. CONCLUSION 
The findings of this study demonstrated that linguistic background significantly 
affected the RA levels of EFL learners. This effect was in favor of multilinguals 
especially trilinguals who reported lower levels RA. In addition, findings 
indicated no significant interaction between linguistic background and gender of 
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the participants as they impacted their RA levels. Moreover, there was found no 
significant difference between the RA levels of male and female participants. 
These findings may provide some implications for those involved and interested 
in EFL instruction. For instance, EFL instructors, in general, and EFL teachers 
involved in multilingual settings, in particular, may improve their teaching 
process through modifying their teaching procedures and methodologies to suit 
the particular needs and characteristics of the multilingual students.  
The findings may also present researchers with some insights about the 
complexity and diversity of multilingualism in Iran and the existence of skill-
specific anxieties among EFL learners to consequently broaden the insights in the 
realm of multilingualism and anxiety types through administering pertinent 
studies.  
However, since this study was restricted to bilinguals and trilinguals as 
multilingual participants studying EFL as their third and fourth languages, it 
may be difficult to generalize the findings to other multilinguals having more 
than three language systems in their linguistic repertoire. Therefore, it is 
recommended that other relevant studies to be conducted through involving EFL 
learners with more diverse linguistic backgrounds and language typologies to 
help broaden the issue of multilingualism, its nature, and its concerns.  
The current study concentrated on the effect of linguistic background on RA of 
EFL learners. Other studies can be conducted to figure out the effect of 
multilingualism on other affective factors such as motivation, self-confidence, 
self-concept, etc. with focal attention to other language skills. 
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ABSTRACT 
The current study investigates the effects of planning time and task complexity on 
foreign language learners’ oral discourse in order to enhance both fluency and 
accuracy in language learners. Forty male intermediate EFL learners studying in a 
private Language Centre in Iran were randomly assigned into two experimental 
groups. For the purpose of the data collection, a complex version of decision-
making task was employed. The participants, then, were interviewed one-by-one 
and audio-recorded. Group A did the complex task with a limited time-span of 
about 10 minutes and group B did the same task with no time limitation. To 
interpret the data ANOVA was employed. The results of the statistical analysis 
revealed that there was a little amount of increase in accuracy attributed to the 
unplanned group and in terms of fluency the unplanned group outperformed the 
planned one. This study has a number of useful pedagogical implications to help 
SLA researchers and language teachers toward a step forward. 
Keywords: Task, Task-based Language Teaching, Task Complexity, Planning 
Time, Fluency, Accuracy. 
 
Introduction 
When L2 learners speak, the speed of their production, the complexity of their 
utterances, and the accuracy of their speech is influenced by a number of factors, 
such as the anxiety learners may feel as they speak, their proficiency, or the degree 
of cognitive complexity of the task that learners are trying to perform and time 
pressure. Researchers have so far found that the case is different from simple to 
complex task performance. As far as possible, in Cognition Hypothesis (Robinson 
2001a, 2001b, 2005a), the cognitive complexity is isolated from other factors, and 
the effects of its manipulation along with planning time on production measured. 
The effects of various types of planning time on tasks mainly used for oral 
production have been undertaken with respect to three aspects of language 
production-fluency, complexity, and accuracy (Skehan, 1996). These three aspects, 
complexity, accuracy, and fluency (CAF), of learners’ performance are viewed as 
comprising a learners’ language ability. Namely, it is inferred that a competent 
speaker will be able to accomplish tasks fluently and accurately, using more 
complex language (Ellis, 2009).  
As a consequence, I became interested in operationalizing the present project to 
find out how learners of English as a foreign language benefit from task 
complexity and planning time variables. Many researchers and language teachers 
in the area believe that due to multi-componential nature of L2 performance/L2 
proficiency their principal dimensions can be paralleled, and comprehensively 
expressed by the idea of complexity, accuracy and fluency (Skehan 1998; Ellis 2003; 
Ellis and Barkhuizen, 2005). Thus, this study is specifically concerned with the 
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design features of oral tasks which contribute to their different degrees of accuracy 
and fluency. 
 
Background of the study 
Recently, there have been substantial research interests in tasks, both as a construct 
and as a research basis. Bygate, Skehan and Swain (2001) say pedagogy involves 
decisions by teachers, action by learners and perceptible outcomes, both immediate 
and over time. In task-based language teaching, tasks are considered as the main 
unit of analysis. As a result, they are designed to engage learners in authentic 
communication on the grounds that engagement in communicating meaning is 
likely to lead to implicit learning (Gilabert, 2007). Since 1970s, a large number of 
studies have turned to examine and investigate tasks in the realm of L2 
performance (Bygate 1999; Bygate et al., 2001; Foster and Skehan, 1999; Gilabert, 
2005, 2007; Ortega, 1995, 1999, 2005; Rahimpour, 1997, 2008; Robinson, 1995, 2001, 
2003, 2005; Skehan and Foster, 1999). Besides, Skehan (1996) distinguishes three 
different dimensions of task outcome, i.e. accuracy, fluency and complexity 
(Skehan, 1998, 2001; Robinson, 2001a, 2001b, 2003b, 2005a, 2007a), therefore, 
researches undertaking task has been primarily concerned with analyzing the 
effects of task design and performing variables on the accuracy, fluency and 
complexity of language in oral production. One of the greatest advantage of tasks 
is that they allow learners to achieve their communicative potential of the encoded 
semantic resource (Widdowson, 2003) and the most important role for a language 
task is to make learners face with certain language problems in completing the task 
(Long, 1985).                      
Among three aspects of task-based pedagogy, complexity, difficulty, and 
condition, to Robinson (2001a) task complexity is the task dependent and 
proactively manipulatable cognitive demand of tasks. Among increasing number 
of different models of task complexity (Anderson & Lynch, 1988; Candlin, 1987; 
Long, 1985; Prabhu, 1987; Rahimpour, 1997), Robinson's model (2001b, 2007a), 
seems to the investigator to meet the requirements of what Robinson (2001b) calls 
theoretically motivated, empirically substantiable, and pedagogically feasible 
sequencing criteria to syllabus design. Along with this task design, Robinson 
(2001a) in his model, included planning time in the resource-dispersing as a 
variable which affect the performance of a task as well as L2 proficiency. 
Reasonably it can assist inform the methodology of task-based teaching and 
learning, where for performing tasks one of the options available concerns whether 
or not to allow students any time to plan and if so, what sort of planning and for 
what length of time. Generally there are two main types of planning time, Pre-task 
planning or strategic planning and within task planning or online planning. The 
former emphasize on how planning that takes place during performance of a task 
affects production while the latter points to the influence of planning prior to 
performance and its result in production (Ellis, 2003). There have also been 
growing bodies of research in this area. Researchers such as (Skehan and Foster, 
1996, 2005; Foster and Skehan, 1999; Lynch and Maclean, 2000, 2001; Bygate, 1996, 
2001; Rutherford, 2001; Wigglesworth, 2001; Yuan and Ellis, 2003; Tavakoli and 
Skehan, 2005; Sangarun, 2005; Sheppard, 2006; Norris and Ortega, 2006a; Gilabert, 
2007; Guara-Tavares, 2008) all investigated the effects of different types of planning 
time on different aspects of L2 learners’ performance as mentioned before mainly 
in terms of fluency, complexity, and accuracy. Although all the above researchers 
share the common features in their investigation and achieved to some degree 
similar results, but some of them obtained different results in their studies which in 
turn motivated the present researcher to investigate the area again in different 
context. 
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Significance of the Study 
As mentioned above, tasks form the basic unit of analysis of the curriculum; 
therefore no doubt that cognitive; information-theoretic factors of different tasks 
(task complexity) have the prime importance in task-based instruction, as it is 
believed that language learning and teaching should be sequenced by means of 
tasks (Gilabert, 2005; Robinson, 2001b, 2007a). Robinson (2001a) relates task 
complexity, cognitively defined, to choices in syllabus design and to other issues in 
the implementation and assessment of task-based instruction Norris and Ortega 
(2006b in Yuan & Ellis, 2009) stated that a ‘research synthesis always includes an 
explicit articulation of how the relevant literature was searched and how primary 
studies were selected for review’ (p. 477). So, the current investigator probed some 
related publications for experimental results that compared L2 learners’ 
performance of meaning-centred tasks on the two aspects of language use (fluency, 
and accuracy) in terms of how much strategic planning was effective. Therefore a 
central criterion for this inclusion was the presence of a no-planning as well as one 
planning group. There are also some other reasons behind this research including 
types of planning whether pressured or unpressured and learners’ fluency and 
accuracy to integrate them with task complexity to see how they affect L2 learners’ 
performances. Therefore the current paper aims at cast some lights on what the 
following researchers say: 
Ellis (2009, p. 505) commented on the novelty of the subject as follows:  
One of the most serious limitation is the lack of information about what learners 
actually do while they plan. One or two studies have examined the planning 
strategies that learners adopt during planning but to date only Ortega (1999) has 
attempted to relate these to their actual performance of the task. 
Ellis (2003, p. 131) argues that ‘Clearly more research is needed to indentify how 
planning time interacts with task design variables, implementational procedures 
and learner factors.’ Since his study lasted 10 weeks, Bygates (2001) addresses 
another limitation as ‘…the lack of a longitudinal study of the effects of planning 
on L2 performances.’ 
As a result, the main focus of current paper is fluency and accuracy of language 
use in terms of how the above variables impact separately. Here, in this study, the 
present investigator is going to examine what have been said above on the fluency 
and accuracy of EFL learner’s along with a dependent variable like task complexity 
to check whether planning time and task complexity have any beneficial effects on 
fluency and accuracy. Therefore, the question based on which the current study is 
going on is ‘what is the effect of planning time and task complexity on EFL 
learners’ oral performance?’ Also this study seeks to investigate the effect of tasks 
with different cognitive complexity on individual language learners’ oral 
production. The current study will also explore the possibility of using a specific 
task to achieve a desirable elicitation of learner language in terms of the three 
elements of learner production, i.e. accuracy, fluency. This aim originates from a 
strong desire both on the part of the learners, especially intermediate language 
learners, and the language teachers to improve the two aspects of language 
production simultaneously in real classroom learning and testing situations. 
Students expect and are expected not only to produce complex language to reflect 
complex reasoning, but also to express their ideas with greater accuracy and 
fluency. As research hypothesis the present researcher is going to examine either 
there is significant difference between the performances of L2 learners in term of 
fluency in doing planned complex task or there is significant difference between 
the performances of L2 learners in term of fluency in doing unplanned complex 
task.  
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In all spoken and written languages speakers and writers have to decide what to 
say/write and how to say/write it in due time. Planning is essentially a problem 
solving activity; it involves deciding what linguistic devices need to be selected in 
order to affect the audience in the desired way. As Clark and Clark (1977) 
suggested, planning takes place at a number of different levels, resulting in 
discourse plans, sentence plans and constituent plans, all of which have to be 
interconnected in the actual language production. There have been a number of 
researches with respect to giving the learners’ planning time before the performing 
of pedagogic tasks (Crookes, 1989; Ellis 2005; Foster and Skehan, 1996, 1999; Philip 
et al., 2006; Skehan, 2001; Yuan and Ellis, 2003).  
Plilip et al. (2006) stated that there are a number of different types of planning time. 
In pre-task or strategic planning, learners have the opportunity to plan before they 
produce language and carry out the task. In guided planning learners receive 
detailed instructions about how to plan, for example, by being advised to focus on 
syntax, lexis, content, or organization. Learners can plan individually or in small 
groups, pairs, or with a teacher. Likewise, Ellis (2003) makes distinction between 
online planning and strategic planning. The former examines how the planning 
that takes place during performance of a task affects production, whereas, strategic 
planning examines how planning prior to performance influences production. 
Philip et al. (2006) investigated the relationship between pre-task planning and 
linguistic production in children's ESL classrooms. They reported that in terms of 
interaction, the children's provision of feedback to each other was greater when 
they did not have anything to plan or when they had a short amount of planning 
time. In terms of fluency and accuracy, they hypothesized that there were no 
significant differences according to planning time.  
Yuan and Ellis (2003) compared the effects of pre-task and online planning on 
learner performance of a narrative task in a more systematic way. In pre-task 
planning condition learners were given 10 minutes to prepare the task and then 
performed it under time pressure. In the online planning condition, the learners 
were given no chance to prepare rather they were allowed to perform the task in 
their own time. The results indicated that opportunities for online planning aided 
both accuracy and complexity but at the expense of fluency.  
Ultimately, Skehan (2003, p. 396) concludes that ‘research has shown that giving 
learners the opportunity to plan before a task is done consistently produces greater 
complexity of language and greater fluency. These effects are dependable and 
strong, and imply that if one wants learners to draw upon more advanced 
language, and if one wants them to use this language with less hesitation and 
pausing, giving planning time is essential.’ The contribution of the studies with 
respect to planning time and the task complexity is that having no planning time 
prior to the task performance imposes attentional demands for the learners, 
making their utterances more complex and less fluent (See Ellis, 2005).  
Figure 1 distinguishes two principal types of task-based planning – pre-task 
planning and within-task planning. These are distinguished simply in terms of 
when the planning takes place – either before the task is performed or during its 
performance. Pre-task planning is further divided into rehearsal and strategic 
planning. Rehearsal entails providing learners with an opportunity to perform the 
task before the ‘main performance’. In other words, it involves task repetition with 
the first performance of the task viewed as a preparation for a subsequent 
performance. Strategic planning entails learners preparing to perform the task by 
considering the content they will need to encode and how to express this content. 
In pre-task strategic planning, the learners have access to the actual task materials. 
It is this that distinguishes strategic planning from other types of pre-task activity 
(e.g. brainstorming content; Rod Ellis, 2005): 
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                                   Rehearsal 
                 Pre-task planning  
                                   Strategic planning 
Planning 
                                    Pressured 
               Within-task planning 
                                   Unpressured 

Figure 2.1. Types of Task-Based Planning (Ellis, 2005, p. 4) 
 
Within-task, online, planning can be differentiated according to the extent to which 
the task performance is pressured or unpressured. This can be achieved most 
easily by manipulating the time made available to the learners for the on-line 
planning of what to say/write in a task performance. In an unpressured 
performance learners can engage in careful on-line planning resulting in what 
Ochs (1979) has called ‘planned language use’. In pressured performance learners 
will need to engage in rapid planning resulting in what Ochs calls ‘unplanned 
language use’ (although, of course, all language use involves some level of 
planning). Ochs documents a number of linguistic differences between the two 
types of discourse. For example, unplanned discourse tends to manifest non-
standard forms acquired early whereas planned discourse contains more complex, 
target-like forms.  
While pre-task planning and within-task planning constitute distinctive 
types of planning, they should not be seen as mutually exclusive, it is 
possible to predict four basic combinations of the two planning conditions. 
In condition 1, learners have no opportunity for either pre-task planning or 
unpressured within-task planning. Given that learners (especially with low 
proficiency) have a limited processing capacity and are likely to experience 
difficulty in accessing and encoding their linguistic knowledge, this can be 
considered the most demanding condition. In condition 2, learners are 
given the opportunity to pre-plan their performance (either by means of 
task rehearsal or strategic planning) but are not allowed to plan their 
utterances carefully on-line. In condition 3, the reverse occurs; learners are 
required to start performing the task straight away but are given as much 
time as they wish to take. Both of these conditions may ease the processing 
burden of the learner (Ellis, 2005).As summary the following research 
questions and hypotheses are going to be tested:  
RQ1: What is the effect of planning time and task complexity on L2 learners’ 
fluency? 
RQ2: What is the effect of planning time and task complexity on L2 learners’ 
accuracy? 
RH1: There is a difference between the oral performances of L2 learners in term of 
fluency in doing planned complex task than unplanned simple task. 
RH2: There is a difference between the oral performances of L2 learners in term of 
accuracy doing planned complex task than unplanned simple task. 
 
Methodology 
Variables  
The dependent variable is what is affected by the independent variable, our 
outcomes or effects. It is going to measure the effects that the independent 
variables has on it. In this investigation time factors are considered as dependant 
variable. The independent variable is what we manipulate, a treatment or program 
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or cause. Task complexity is the independent variable and is the result of 
attentional, memory, reasoning, and other information processing demands 
imposed by the structure of the task to the language learner (Robinson, 2001a, b, 
and 2007b). That is why the complexity of the applied task is treated as 
independent, since it is cognitively much more demanding rather than 
traditionally linguistically graded. 
Participants 
The participants were all chosen from Private Language Centre, Tabriz, Iran 
divided into two groups and assigned into two planned and unplanned 
experimental groups. Learners were all teenagers ranging from 15 to 19 (mean= 
17). All learners have the same language background; their first language is 
Turkish. In this study, Group A was assigned to planned complex decision-making 
task. Group B was assigned to unplanned complex decision-making task. 
 
Materials 
The materials used in this investigation were a complex (decision-making) task 
replicated from Gilabert (2007). This is a complex ‘fire chief’ task. The problem 
with this task is not just decision, but a series of demanding tasks like reasoning 
and interaction. In doing this task in the class learners were instructed to explain 
the action that would take place, determine the sequence of actions and finally 
justify their choice of action. In the second group learners were given a limited 
time scope to maximize the cognitive demand in line with task complexity with the 
same instruction given to the first group.  
 
Procedures  
The researcher gave them the task and described what they would do to 
accomplish the task (either planned or unplanned). In the planned phase learners 
were given 10 minutes to accomplish the task in hand. In both phases, learners 
were provided with two or three words which seemed to be difficult for learners 
(e.g. fire truck, stuck elevator). Besides, when planning time was given, the 
participants were given a sheet of paper each. They were encouraged to use this 
planning time to write down their ideas, words, or phrases that were relevant to 
their proposed descriptions and which may come handy during their oral 
production. However, they were instructed that these notes should not be used 
when actually performing the oral descriptions. This strategy was employed to 
help ensure the participants were engaged in planning during the ten minute 
planning phase. In order to keep them speaking, the researcher tried to give, of 
course as much as possible, the same feedbacks in the form of simple questions. 
The whole procedure of task performance was audio taped and later transcribed. 
 
Measurements  
In order to measure the obtained data, following measurements were employed. T-
units: All the main clauses plus subordinate clauses attached to or embedded in 
them were counted as T-units. Error-free T-units: only those T-units that contained 
no grammatical, syntactic, lexical, or spelling errors were counted as error-free T-
units. To measure accuracy, the number of error free T-units is divided by the total 
number of t-units (Ishikawa, 2006). Finally, the present study employed fluency 
measurement by calculating the number of words per minute as oral fluency 
measures, which is one of the best measures of oral fluency (Skehan and Foster, 
1999).  
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Data Collection  
After gathering the data, appropriate measures were employed to analyze the data 
with respect to the fluency and accuracy in each group. Since the participants in 
this study were two independent groups, along with two other variables (fluency 
and accuracy), two-way ANOVA was employed to analyze whether two groups 
was significantly different from one another or even within their own group how 
planning time and complex task was effective in the participants’ oral production. 
 
Limitations of the Study  
As it is with most of the studies in the literature, certain limitations made it more 
difficult to operationalize this study and generalize its results to other contexts. 
Therefore a number of limitations in this study should be acknowledged: firstly, 
the statements made in this dissertation have referred to a particular type of tasks 
(decision-making tasks) under a particular kind of condition (planning time). Thus, 
caution should be exercised about the generalization of this study. Secondly, this 
study is conducted with relatively low number of the participants. Thirdly, all the 
participants in this study were male learners. Fourthly, unavailability of the key 
articles, authoritative books published, and conferences released to the date, was 
one of the limitations of the present study. It was also discussed that the major 
problem that task-based language teaching suffers from is, since the present study 
revolves around it, determining criteria for grading and sequencing tasks (Long 
and Crookes, 1992; Robinson, 2003b, 2006). To solve this problem, Robinson (2003b, 
2006) argues that empirical research should be conducted to find out the factors 
affecting task difficulty.  
 
Statistical Analysis 
The oral production of participants was transcribed and then turned into the scores 
via the formula mentioned in the previous chapter. For measuring fluency, we 
transcribed the participants’ speaking, then we counted the total number of words, 
then we calculated number of words per minute (Skehan and Foster, 1999). For 
accuracy measures the numbers of erroneous sentences were calculated by 
dividing them into the total number of error-free units (Ishikawa, 2006).  
Between Group Fluency Differences 
The following table provides the Mean, Standard deviation, for fluency in both 
planned and unplanned groups of investigation. The mean difference within and 
between groups also shown in the following figures. As it is shown, the mean for 
planned group is (X=32.18) and for unplanned group the mean for fluency is (X= 
36.39), which is simply implied that the unplanned group did better than the 
former one. For planned group the Std. deviation is (SD= 6.90) and for unplanned 
group it is (SD=10.77). 
 

Table 4.3. Mean, Standard Deviation of Fluency Both in Planned and 
Unplanned groups 

 
Group Mean Std. Deviation N 
 

Fluency 

Planned 32.1892 6.90172 20 

Unplanned 36.3900 10.77701 20 

Total 34.2896 9.18227 40 
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Figure 4.1. Mean Difference of Fluency in Planned and Unplanned Groups 
 
The above figure shows the mean comparison of the fluency in planned and 
unplanned groups. As it is clear, the unplanned group outperformed the planned 
group in terms of fluency. 
Between Group Accuracy Differences Table 4.2 provides the Mean, Standard 
deviation, for accuracy in both the planned and the unplanned groups of 
investigation. The mean difference within and between groups is also shown in the 
following figures. As it is demonstrated, the mean for planned group is (X=0.32) 
and for the unplanned group the mean for accuracy is (X= 0.17). For the planned 
group the Std. deviation is (SD= 0.13) and for the unplanned group it is (SD=0.17). 
As it can be interpreted from the scores shown in the table below, there was only a 
slight increasing trend of accuracy in the unplanned group.  
 
Table 4.4. Mean, Standard Deviation of Accuracy both in the Planned and 

the Unplanned groups 
 

group Mean Std. 
Deviation 

N 

 

Accuracy 

planned .3275 .13274 20 
unplanned .3750 .17872 20 
Total .3513 .15724 40 

 
The findings of the studies we have reported are summarized in Table 4.2. If a 
generalization emerges from the results of these studies, it is that harder tasks, on 
the dimension of cognitive load, tend to encourage greater fluency. Considering 
the empirical consequences of tasks under different conditions we have surveyed 
may therefore be a way of operationalizing the fluency/accuracy distinction within 
the framework of a task-based approach to syllabus design. One interesting 
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finding, with respect to accuracy, arose from this study of planning effects in 
speaking. The present researcher found no significant difference regarding 
accuracy of production. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.2. Mean Difference of Accuracy in the Planned and the Unplanned 

Groups 
 
The focus of the above figures is on the illustration of the mean difference of 
accuracy in the both planned and unplanned groups who participate in the 
investigation. As it is shown in the above figure there is a mean difference between 
these two groups. The planned group obtained the mean score of (X=0.32) while 
the unplanned group got a mean score of (X= 0.17). 
 
Fluency and accuracy Comparison between Two Groups 
The figure below is the summary of the whole data analysis chapter. As it is clear, 
each group is shown with a different colour. As was mentioned earlier in this 
thesis, here, the dependant variable, strategic planning time (timing condition), 
had only a very slight effect on the accuracy regarding the unplanned groups. In 
fact, there is only an increasing trend toward accuracy in the unplanned group 
while the planning time had no effect on accuracy on the planned group’s oral 
performance. On the other hand, the effect of our variable, regarding fluency, is 
quite clear. The unplanned group outperformed the planned group. 
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Summary of the Results 
Data analysis revealed that planners outperformed slightly the planned in 
accuracy, in fact, there is only as increasing trend in accuracy. As a result, the 
second hypothesis stating that there is a difference between the oral performances 
of L2 learners in term of accuracy doing planned complex task than unplanned 
complex task is supported. Therefore, this finding is in line with the findings of the 
researches by those (Crookes, 1989; Rutherford, 2001; Yuan and Ellis, 2009) who 
found no statistically significant difference among the planners and the unplanned 
groups considering accuracy. These findings also run against the work of some 
other researchers like (Skehan and Foster, 1999; Mehnert, 1998; Tavakoli and 
Skehan, 2005). In their study, they noticed that accuracy of the performance could 
be attributed to the opportunity to engage in strategic planning time prior to the 
task performance.  
Regarding fluency, findings of the current study, as mentioned above, present a 
puzzle and are at odds with the results of the previous research in the literature 
(Foster and Skehan, 1996; Skehan and Foster, 1997; Wigglesworth, 1997b; Mehnert, 
1998; Yuan and Ellis, 2003, 2009; Gilabert, 2005; Tavakoli and Skehan, 2005; 
Rahimpour and Hazar, 2008). Findings of all of the mentioned studies indicated 
that planning time conditions promote fluency. On the other hand, the present 
study reports the vice versa. The unplanned group outperformed planned group 
and as a result the second hypothesis stating that there is a difference between the 
oral performances of L2 learners in terms of accuracy doing planned complex task 
than unplanned simple task is verified but this result is not in line with previous 
findings of the researchers in the literature. It is only verified in terms of the 
difference existed between the performances of these two groups. 
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CONCLUSIONS AND DISCUSSIONS 
The effect of manipulating planning time has been receiving increasing attention in 
the study of second language production (Crookes, 1989; Ellis, 1987; Foster & 
Skehan, 1995; Haynes, 1992). The effect of 'planning time' is seen to be a possible 
explanation for interlanguage variation and development, and is also seen to be a 
factor which may influence the difficulty of tasks.  Foster (1996) examined the 
effect of planning time on fluency and accuracy in classroom setting. He found that 
planners paused less, were silent less, and produced fewer repetitions than non-
planners. In terms of accuracy non planners benefited accuracy mostly in personal 
information and in decision-making task. Foster and Skehan (1997) in classroom 
setting led a similar experiment and found that planners did fewer pauses, which 
means they had greater fluency, and had less silence than planners. Rutherford 
(2001) did an experimental research on the effect of teacher directed planning on 
students’ oral production. Participants of the study were 31 ESL adult learners. 
Results showed that both the planners and unplanners showed no statistically 
significant difference on either complexity or accuracy. Yuan and Ellis (2003, 2009) 
in a laboratory setting had 42 Chinese undergraduate students, to check their 
triadic oral production through pre-task planning. Their research showed that 
planners produced more fluent language but no statistically significant difference 
in terms of accuracy was found. Skehan and Foster (2005) in a classroom setting 
ran an experiment on 61 intermediate learners to find the effect of planning time on 
learners’ production during a task performance. Planners produced more fluent 
speech than no planners. In terms of accuracy only detailed planners produced 
more accurate speech. Tavakoli and Skehan (2005) tested the effect of planning on 
learners’ production. In their study they found that planners produced more fluent 
speech than non-planners while non-planners produced more accurate chunks of 
language. Guara-Tavares (2008) in a laboratory setting, in a one to one interview 
with 50 intermediate Brazilian learners found no statistically significant difference 
among both the control and the experimental groups. But the experimental group 
outperformed the control group in terms of fluency.   
This study examined the effect of planning time on Iranian EFL learners’ 
interlanguage variation. Based on Crookes' study (1989) which focused on learners 
of English as a second language and attempted to find evidence to support both 
the research questions and the hypotheses. Forty participants performed a single 
task under two planned and unplanned conditions. Consequently, two hypotheses 
were proposed earlier in this thesis predicting these impacts were tested. The first 
hypothesis made some assumptions about the impact of ‘planning time’ variable 
on L2 learners’ fluency. The second hypothesis, however, predicted the effect of 
'planning time ' on the L2 learners’ accuracy. As the previous researches’ finding 
support the positive effect of planning time on accuracy, that is learners’ accuracy 
increases under planned condition, the current study found only a slight increasing 
trend. In the planned speaking task this did not happen and this may have been 
because the learners' attentional focus was concentrated on meaning and the 
propositional coherence of their oral descriptions.  
Results of fluency contradict with the existing literature. In fact, participants in the 
unplanned group achieved a greater rate of fluency. Of course, the unplanned 
group enjoyed superiority over the planned group when they engaged in 
performing the task while having no time pressure and consequently no stress, so 
this lead to the increase of their fluency. This difference in the results of the present 
study regarding fluency and the previous research can be attributed to the lack of 
stress or confidence of the participant who got ready before the task performance. 
Because there was no pushing, learners started to talk about the picture whenever 
they feel ready. 
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Pedagogical Implications  
The purpose of the present study was to find out how learners allocated attention 
between the competing goals of fluency and accuracy and therefore, to establish a 
balance between these performance areas. So, the findings make it possible for a 
teacher or more importantly for a syllabus designer to design sequences of 
instructional activities that alternate attention to each of the areas so that the goal 
of balanced development can be obtained. 
It is important to demonstrate the effects of task complexity on learners of a range 
of different languages, as it was argued before in the literature that the dimensions 
of task complexity are language neutral, and much more cognitively demanding. 
Establishing the comparability of task effects across languages, and thus their 
universality can be an important part of the agenda of task-based researchers. All 
of the studies of task effects, cited in this thesis have been done using learners of 
English as a second language. 
Therefore, the present study has a number of pedagogical implications for SLA 
researchers, syllabus designers, and language testing specialists. Firstly, it was 
demonstrated that task complexity without planning time variable led to learners’ 
fluency. Secondly, this study showed that task-based teaching demands proficient 
language teachers that should react promptly to the learners' off-task behaviours, 
behaviour not related to task, since the learning situation is mostly authentic. 
Thirdly, the implications of this study for syllabus designers is that cognitive 
complexity is a more robust and valid criterion for selecting and grading of 
pedagogical tasks. That is to say, task complexity can be manipulated for the 
purpose of matching with learners' developmental sequences and their proficiency 
levels. Furthermore, task complexity can be manipulated in order to optimize 
opportunities for 'noticing' and for interlanguage development.  
Fourthly, for language testing, it should be noted that the shift from system-
referenced testing toward performance-referenced assessment (Baker, 1990). As 
pointed out by many researchers in the field, achievement during task-based 
instruction is performance, not system-referenced, and based on a decision about 
whether and what degree learners can successfully perform the pedagogic and 
target tasks that are the focus of instruction (see for example, Baker, 1990). It can be 
acknowledged that the present study never claims that learner oral performance 
can be taken as language acquisition; like many other studies (e.g. Ellis et al., 2004). 
However, it remains an open question to what extent fluent and accurate oral 
production can lead to language acquisition.  
In order to make the results more generalizable to other contexts, the following 
suggestions are given for further research. It should be noted that many tasks were 
narrative in nature but that these can be performed in both an interactive and 
monologic mode. What students do when they are asked to plan, has also been 
rarely investigated (Yuan and Ellis, 2009). More work is needed to find exactly 
when guided planning works better than unguided (Yuan and Ellis, 2003). There 
have been only two or three studies examining the planning strategies learners 
adopt during planning, and there is no study to attempt to relate these to their 
actual performance (Guara’-Tavares’, 2008). More attention needs to be paid to 
within-task planning (Yuan and Ellis, 2009). 
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ABSTRACT 
While most that schools have limited success in producing English 
speaking/literate students, some high schools, especially in Bangkok, have 
achieved excellent results. This research examined nine of the leading high schools 
in Bangkok by distributing 378 questionnaires (67 questions per questionnaire) to 
grade 10 – 12 students. 
The questionnaire results suggest that English background; teachers; attitudes 
towards English, personality traits; learning strategies; and activities outside 
classrooms have a substantial impact on students’ success in English.  
 
Introduction 
Background of the study  
This paper gives a more detailed account and somewhat different perspective of 
the research originally published in the proceedings of the chulalongkorn 
university, language institute international conference (kirkpatrick & 
jianrattanapong, 2011). 
while it is increasingly important that thai people become competent in English 
only a minority are fluent in English and a study by chaiboonruang & kanpanit 
(cited in thakhong, 2003) found that even most thai English teachers had little or no 
confidence in their English speaking ability, hardly attended English teaching 
courses, did not have time for lesson plans and did not have an understanding of 
psychology of foreign language teaching.  
However, there are some sectors where success in English is more common, and 
this study investigated factors contributing to English learning success of thai 
students at the leading high schools in bangkok. The study included nine1 of the 
top ten high schools where students had the highest accumulated scores from o-net 
(ordinary national educational testing), of which English is a compulsory 
component, during 2005 – 2007 announced by the national institution of 
educational testing service (niets). O-net results are a major component of 
university entrance and thus students with low results in English are severely 
disadvantaged in terms of choice of university. We are thus confident that this 
study gives a solid sampling of some of the most successful schools and students in 
the field of English learning. 
 
Scope of the study 

                                                        
1 We initially approached all 10 of the schools with the highest O-NET results but one of 
them declined to be a part of this study. 
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The population of this study was grade 10 – 12 students in nine leading high 
schools in Bangkok, total 9,429 students, and the sampling was 378 students.  
 
Literature review 
There are various factors affecting the success of students in English learning and 
many of these are beyond the scope of this paper. The study looked at six factors 
including: teachers and students’ attitude toward English and culture, learning 
strategies, outside classroom activities, personality traits, learners’ background, 
and test washback.  
A study by skantz (2007) shows that students are motivated to do well in class 
when they like the teacher. And dömyei and otto (1998), found that teachers have 
to create motivational conditions, generate student motivation, and maintain and 
protect motivation (thanasoulas, 2008). In creating these motivational classes 
teachers should generate good teacher-student rapport and create a pleasant and 
supportive classroom atmosphere and so on.  
Students’ attitude towards English and the culture is another factor that makes 
students interested in lessons. Krashen (1981, p.23) says that “attitude of learners to 
the class and the teacher may relate to both acquisition and learning” hence, 
learners who feel that language learning in classrooms is fun and have a good 
attitude towards instructors will be more likely to learn the language. Naiman, 
frolich and todesco (1975 as cited in ratchadawisitsakul, 1987) analyzed the 
information from interviews with 34 learners and found that in addition to 
motivation, good teachers, environments that encourage language learning, 
learning personality, a positive attitude towards the culture and the language 
owners are important factors for success in second language learning. Prodromou 
(1992) states that it is interesting for students to discover a culture difference and a 
case study conducted by lakkunaprasit (1992) also reflects that positive attitude 
towards English is a personality trait that contributes to success in learning 
English. 
Concerning learning strategies, papalia (1978, as cited in ratchadawisitsakul) 
conducted a research and found that high language learning achievers have better 
strategies in language acquisition than low language learning ones. The good 
strategies are to be interested in the meaning and structure of the language, to 
relate the current lesson with what have been learned. High language learning 
achievers know well what strategies are efficient to use while low language 
learning achievers learn by memorizing and translating. From a study conducted 
by ratchadawisitsakul (1987), it was found that there were differences between 
high and low language learning achievers in using context to guess or interpret the 
meaning of words or sentences and in using communication strategies to 
communicate. Mitchell and myles (2004) thought that strategies have to be learnt in 
exactly the same way as other complex cognitive skills.  
Green and oxford (1995) conducted a study of learners of English in purrto rico 
and found that more successful students used strategies for active involvement 
more frequently than did less successful learners.  
Rubin (1975) constructed a list of strategies typical of good language learners who, 
according to her observations, are willing and able to use clues (for instance non-
verbal indications, word association, general knowledge) in order to guess 
meaning, and attend to form (for instance by analyzing, categorizing and 
synthesizing), practice the language they are trying to learn (for instance by 
seeking out native speakers and initiating conversations), monitor both their own 
and others’ speech (for instance by learning from mistakes), (teacher resource 
books preview, 2008). 
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Wajasat (1987, as cited in lakkunaprasit, 1992) studied the learning strategies used 
by the freshmen at chulalongkorn university and found that highly and 
moderately competent students were similar in the way that they used English in 
communicating with other people, they found their own learning strategies, and 
guessed with principles. Interestingly, griffiths and parr (2001) propose that as 
learning strategy theory can work easily with other theories, methods and 
approaches it has the potential to be an important part of eclectic syllabi. 
Another factor is activities outside the classroom. A survey of overseas and eec 
students attending pre-sessional English for academic purposes (eap) courses and 
in-sessional classes was conducted at southampton university in 1988-89 (blue 
1991). One part of the questionnaire was concerned with factors that had helped 
the students’ language improvement. The factors are listed below in ranked order. 
 

1. Talking to native speakers informally 
2. Listening to the radio, watching tv, etc. 
3. Attending lectures, seminars, etc. In department 
4. Attending in-sessional English classes 
5. Individual language learning 
6. Talking to non-native speakers 
7. Their own positive attitudes 
8. Sympathetic staff in university department 

(jordan, 2007, p.54) 
 
Sukamolsan (1991) conducted a study with 460 students from 5 faculties, 
Chulalongkorn University, learning eap ii. It was found that mass media usage 
was one of the 5 variables that had significant effects on achievement in learning 
English indirectly. While pickard (1996), conducted a study with 20 german 
undergraduate students at Humberside University and found that the most 
frequent activities used are listening to the radio and reading newspaper, 
magazines and novels.  
Personality traits or good learner characteristics have been studied by a great deal 
of researchers. Naiman and his colleagues (1978) as cited in harmer (2007) describe 
features and factors of good learning including a tolerance of ambiguity, positive 
task orientation (being prepared to approach tasks in a positive fashion), ego 
involvement (where success is important for a student’s self-image), high 
aspirations, goal orientation and perseverance (p. 86).  
Lakkunaprasit (1992) conducted qualitative research using a structured interview 
of a law student at Chulalongkorn University who achieved highly in her English 
learning. The findings reflected that personality traits (good attitude towards 
English, love for reading, inquiring mind and willingness to learn, ambition), 
socio-economic factors (good language teachers, support from parents), and 
learning strategies (self-study through various mass media: newspapers, radio, 
television, films and radio films, contact with pen pals through letters, having 
strategies in learning vocabulary, creating chances to learn from native speakers, 
other learning strategies) contributed to her success in English language learning.  
The last factor to be included is students’ background. Carroll (1967, as cited in 
ratchadawisithakul, 1987, p.20) states that background of learners is the most 
outstanding indicator of success in language learning. The findings from a study 
conducted by sukamolsant (1991) indicate a similar result. Research design Most of 
the data was obtained using questionnaires which were distributed to 42 students 
in nine schools, total 378 students, half science students, and the other half 
language and mathematics students from each school. These 42 students from each 
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school were ranked as the top students who achieved the highest grades in 
English. The questionnaires elicited the factors they considered aided them in 
English language learning. However, only 338, equivalent to 89 percent, of the 
questionnaires were returned. 

Instruments 
The instrument used was a questionnaire (in thai language- see appendix for the 
English translation) consisting of both close-ended and open-ended questions 
using likert scale with 5 = strongly agree, 4 = agree, 3 = neutral, 2 = disagree, 1 = 
strongly disagree. 
There were 7 parts: 
Part 1: general views on the English teachers  
Part 2: general views on attitudes to English and culture   
Part 3: general views on the use of learning strategies 
Part 4: general views on outside class learning activities    
Part 5: general views on students’ background   
Part 6: general views on personality traits    
Part 7: respondent’s information. (this was personal information of the samples 
including their gender, type of school, program, practice, skills, experience abroad, 
effects from the entrance examination and so on). 
.The questionnaire was adapted from humphreys & spratt (2008), limbhasuta 
(1991), and ratchadawinittakul (1987). The alpha coefficient was .912, suggesting 
that the items had relatively high internal consistency. (a reliability coefficient of 
.70 or higher is considered "acceptable" in most social science research situations.)  

Reliability Statistics 

Cronbach's 
Alpha 

N of 
Items 

.912 79 
 
Procedures 
1) Questionnaire distribution  
With permission from the target schools, questionnaires were distributed and 
collected through the teachers in the schools.  
 
2) Data collecting method 

• Primary data: the data from questionnaires distributed 
to 378 students in top nine cooperative high schools out 
of ten planned schools, and 338 questionnaires were 
collected. 

• Secondary data: from past research, journals, books 
and the internet. 

Data analysis 
The questionnaire data was processed using the spss program to confirm the 
correlations of factors contributing success to students’ English learning around 
which the questionnaire was designed.  
 
General status of respondents 
From the data analysis, it was found that most of the respondents (86%) were 
female. Forty seven percent of them studied in science program and 53 percent 
studied in both mathematic and language programs. Most of them were high 
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English achievers with 72 percent achieving grade 4 (the highest possible grade) 
and 16 percent grade 3.5 (the next highest).  
 
The findings from English learning 
Students’ practice 
This information was obtained from the answers to the following question. 
Which answer best reflects your practice? ‘i practice only the skills to be used in the 
entrance examination, e.g. Grammar, vocabulary.’ or ‘i practice all English skills 
including grammar, vocabulary, speaking, writing.’  
The findings showed that most of the students (74%) practiced all skills including 
grammar, vocabulary, speaking, and writing.  
 
Best and most practiced skills in the classrooms 
The findings showed that the best and most practiced skill in the classroom was 
reading, and that writing was the skill practiced the least and was their worst skill.   
                                                        
Motivation 
The data showed that the highest motivation for the students was to get a good 
grade for exams and the least motivation was to watch movies or listen to songs 
with more understanding.  
The following data of students’ opinions towards factors leading to their success in 
learning English was gathered though questionnaires with 5-point scale ranges 
from 1= strongly disagree to 5 = strongly agree. 
In this survey, the questionnaire was in thai to ensure that students fully 
understood them, and then the data was translated into English. 
 
Factors contributing to success in learning English  
There were six factors that were asked in questionnaires. 

Figure 1: factors contributing to success in learning English 
 

From the figure, the factor most contributed to the students’ success in learning 
English was English background, and teachers, attitude towards English, 
personality traits, learning strategies, and activities outside classrooms were the 
factors less contributed to their success respectively.  
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Rankings of mean of each factor 
Teacher Factor Mean Activities outside 

classrooms 
Mean  Learning Strategies Mean 

1. Emphasize 
Importance of   
    English 

4.01 1. TV, cinema, video  4.32 1. Guessing from what 
learned 

4.18 

2. Correction in friendly 
manner 

3.99 2. Advertisements,  
    explanations, 
instructions 

3.99 2.  Background knowledge 4.12 

3. Praise from teachers 3.91 3. Contribution from 
cram    
    Schools 

3.88 3. Applications from songs, 
real  
    conversations and movies 

4.09 

4. Clear explanation 3.91 4. Cram school 
application 

3.82 4.  Note of corrections 4.04 

5. Asking teachers 3.91 5. The Internet 3.71 5.  Guessing from language 
knowledge 

3.96 

6. Effective teaching 
method 

3.88 6. Newspapers, 
magazines,  
    Journals 

3.68 6. Dictionary consultation 3.92 

7. Everyday life 
connection 

3.86 7. Talk to English 
speaking  
   Foreigners 

3.59 7. On time homework 
submission 

3.92 

8. Classmates’ help 3.84 8. More cram schools 
(>1) 

3.48 8. Don’t use rote, 
memorization 

3.78 

9. Pair/group work 3.84 9. English radio 
programs 

3.47 9. Compare own answers 
with teacher’s 

3.73 

10. Teachers’ help for 
activities 

3.79 10. English activities 3.25 10. Use of examples in 
dictionaries 

3.60 

11. Self-study 3.60 11. Pen pals 3.13 11. Summary note 3.58 
12. Using games 3.07   12. Practice & review 

vocabulary 
3.43 

    13. Review lessons 3.10 
    14. Initiate conversations 3.04 
    15. Volunteer to answer 

questions 
2.94 

Attitude Mean Students’ 
Background 

Mean Personality Traits Mean 

1. Difficulty 3.98 1. Parental support 4.12 1. Clear goal 3.93 
2. Like Culture 3.96 2. Good record of 

English  
    Learning 

3.91 2. Adaptation of learning 
strategies 

3.87 

3. Confidence in 
learning  
    English well 

3.92 3. Good background 3.81 3. Love for reading 3.74 

4. Like English 3.86 4. Interest and 
attention 

3.70 4. Inquiring mind 3.73 

5. Effort 3.25   5. Ambition  3.65 
    6. Diligent 3.40 
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To discover the relationships between each factor and students’ success in learning 
English, the data was analyzed in two ways as below. 

1. Comparison of the mean of each item and grades 
2. Correlations between each factor and grades 

 
1. Comparison of the mean of each item and grades which two-way analysis of 
variance (ANOVA) was also carried out to test the differences among the two 
proficiency groups including students who got grade 4 (a) and who got grade 2 (c). 
The results are shown below.  
 

1. Comparison of the mean of factors concerning teacher and grades 

 
2. Comparison of the mean of factors concerning attitude and grades 
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3. Comparison of the mean of factors concerning learning strategies and 
grades 

 
 

4. Comparison of the mean of factors concerning activities outside 
classrooms and grades 
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5. Comparison of the mean of factors concerning students’ background and 
grades 

 
6. Comparison of the mean of factors concerning personality traits and grades  

 
 
2. Correlations between each factor and grades (gpa) grouped by degree of 
positiveness. 
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Positive 
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Teacher High* V1 my English teachers use effective teaching methods. 0.11 

V5 my English teachers explain the lesson clearly. 0.11 
V10 my English teachers highlight the roles that 
English language plays in the world and how 
knowing English can be useful for myself. 

0.12 

V11 when I make mistakes in class, my teacher 
corrects me in a friendly manner and makes me feel 
comfortable. 

0.14 
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Mediu
m* 

V4 i work in pair or in group when learning English. 0.17 
V12 when I need help with my English, I ask my 
teacher. 

0.17 

Low * - - 
Attitude High V14 I am prepared to put a lot of efforts into learning 

English. 
0.15 

Mediu
m 

V17 I like and am interested in the culture of English 
speaking people. 

0.3 

Low  V13 I like English more than other subjects. 0.37 
V15 English is not too difficult for me to learn. 0.31 
V16 I am sure i will be able to learn this language 
well. 

0.32 

Learnin
g 
strategi
es 

High V18 I review my lesson after classes. 0.14 
V31 I make a summary note to help my review of 
lessons. 

0.15 

Mediu
m 

V20 I often volunteer to answer questions in the 
classroom. 

0.21 

V21 I often practice and review new vocabulary. 0.16 
V 22 I submit English homework on time. 0.19 
V24 I use my knowledge of vocabulary and grammar 
in guessing or interpreting the meanings of words or 
sentences. 

0.28 

V27 I try using words or sentences I heard from 
songs, conversations, or movies in my real 
conversations. 

0.27 

V28 I do not learn by rote or memorization of the 
rules or examples. 

0.2 

V29 I consult dictionaries to find meanings of words. 0.24 
V30 when looking for meanings of words in a 
dictionary, I read the example of its use as well. 

0.24 

V32 when the English teachers correct my mistakes, I 
note them and memorize to avoid a repetition of the 
mistakes. 

0.2 

Low V19 when the teachers ask my classmate to answer a 
question, I think of my own answer and compare it 
with the teacher’s. 

0.34 

V25 I use my background (general) knowledge in 
guessing meaning, or interpreting the meanings of 
words or sentences. 

0.33 

V26 I connect what I have learned to what I am 
learning in guessing meaning, e.g. To guess that 
“decision” is similar to “decide”, so they should 
share the same meaning. 

0.36 

Activities 
outside 
classroo
m 

High V35 I listen to English radio programs to practice my 
listening skill. 

0.13 

V38 I write letters or emails to pen pals in English. 0.14 
V41 I apply to learn English at cram schools. 0.13 
V43 I have been attending more than one course at 
cram schools 

0.11 

Medium  V34 I watch TV / cinema / video (English programs) 0.24 
V36 I talk to English speaking foreigners whenever I 
have chances. 

0.23 
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It was found that 43 out of 53 factors had positive correlations with students’ 
grades. 
 
Discussion and conclusion 
The findings showed that all the six factors including teachers, attitude toward 
English and its culture, learning strategies, activities outside classroom, students’ 
background and personality traits affected students’ success in learning English 
with the means of 3.88, 3.80, 3.79, 3.72, 3.70 and 3.66 respectively. The average 
mean of each factor which was higher than 3.5 meant they agreed that these factors 
affected their success.  
Regarding the background of learners, the results showed that the students agreed 
that “parents supported me to learn English in cram schools when i was young” 
had an influence on their success with the mean of 4.01. The next factor that led to 
the students’ achievement was “teachers”. They agreed at the mean of 4.12 that 
“teachers emphasized importance of English. For learning strategies, the results 
showed that students “guessed from what they had learned, used their 
background knowledge, applied the language from songs, real conversations, and 
noted corrections at the means of 4.18, 4.12, 4.09 and 4.04 respectively. Lastly, the 
mean score of 4.32 suggested that the factor of activities outside classrooms was 
importantly contributed to their success. 
In addition, they showed that successful students rated the independent variables 
in the six factors at higher scores than weak students with 36 out of 53 questions 
showing less than 0.05 level of significance. At the same time, the findings 
indicated that there were positive correlations between the six factors and the 

V37 I use the internet and programs for English 
practice. 

0.22 

V39 I try to read and understand advertisements, 
explanations, instructions, etc. In English. 

0.27 

V40 I participate English activities, e.g. Being a 
member of the school’s English club, play English 
language games. 

0.21 

V42 cram schools help me improve my English 
knowledge 

0.17 

Low V33 reading English newspaper, magazines, journals 
to practice vocabulary. 

0.32 

Student
s’ 
backgro
und 
   

High - - 
Mediu
m 

V44 I was interested and highly paid attention on 
English learning since I was young. 

0.26 

V45 I got good grades when I was at kindergarten 
until the primary school. 

0.24 

V46 my good background of English knowledge 
when I was young contributed to my success in 
learning English. 

0.27 

V47 my parents supported me to learn English at 
cram schools when I was young 

0.21 

Low -  
Persona
lity 
traits 

High  V48 I am diligent. 0.15 
Mediu
m 

V50 I have an inquiring mind. 0.17 
V51 I have ambition. 0.19 

Low -  
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students’ grades with 43 out of 53 items showing less than 0.05 level of 
significance. 
From the questions of ‘skills most practiced in the classrooms’ and ‘students’ best 
skills’, the results showed that ‘writing’ was the skill the least practiced and the 
students’ worst skill. This reflected washback, the effect or influence that a test had 
on teaching and learning. In other words, the thai university entrance exam did not 
have direct writing tests; therefore, less attention was given to this skill. This 
agreed with kitraksuwanich (2008), who found that presently thai students are 
capable of memorizing grammar and they learn to achieve good grades only 
(www.oknation.net). Similarly, lai (2009) discusses in his paper that in taiwan the 
test-oriented educational system causes teachers and students to focus on 
standardized tests, which mostly assess reading, grammar and writing while 
speaking and listening skills are neglected. However despite speaking not being a 
component in the o-net exam our results showed that it was still practiced to some 
degree in the classroom.  
It was discovered that the factor of ‘activities outside classrooms’ was rated the 
lowest. This is possibly because the environments in thailand does not really 
support activities such as ‘talking to English speaking foreigners’ and ‘listening to 
English radio programs’. This was different from a survey of overseas and eec 
students at southampton university, which showed that activities outside 
classrooms were a factor that helped students’ language improvement (blue 1991) 
as mentioned in the literature review. Likewise, lai (2009) indicates that in taiwan 
the environment offers few opportunities to learn the language outside the 
classroom, unlike learners in l2 learning environments such as in the us. 
From the comparison of the means of learning strategies rated by high and low 
proficiency student, the results showed that with 12 out of 15 items, high 
proficiency students agreed at the scale of 3.8 which meant agreed while low 
proficiency students agreed at the scale of 2.9 which meant neutral. This data 
complied with the previous research indicating that high proficiency students used 
more learning strategies than low proficiency students (papalia, 1978, 
ratchadawisitsakul, 1987, green and oxford, 1995). Furthermore, from the question 
‘i do not learn by rote or memorization of the rules or examples.’ it was found that 
high achievers agreed at the mean of 3.87 (agree) while low achievers agreed at the 
mean of 3.00 (neutral). This finding was supported by papalia (1978) who writes 
that high language learning achievers know well what strategies are efficient to use 
while low language learning achievers learn by memorizing and translating.  
In the group of learning strategies, it was found that the item ‘i often volunteer to 
answer questions in the classroom’ got the lowest mean. This may be a reflex from 
thai culture that people do not like to express themselves or show off. Thus, this 
learning strategy may not be suitable for thai people.  Similarly, lai (2009) points 
out that “cultural setting and national origin can have an effect on students’ 
strategy choice.” (p.271)   
 
Pedagogical implications  
From the findings it can be concluded that teachers, attitudes toward English and 
its culture, learning strategies, activities outside classrooms, students’ background 
and personality traits led to students’ success in learning English. Thus these 
factors should be taken into account by teachers, educational policy makers, 
trainers and material designers in order to develop English teaching. Furthermore, 
teachers should motivate students to improve their English by sharing success 
stories of those whose career success factors include English competency.  
Educational policy makers should emphasize the development and improvement 
of teaching in kindergarten and primary schools to ensure that teachers in these 
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schools provide best teaching quality so that students have a good foundation and 
background of English. In addition, teachers may help create personality traits for 
students to be successful in learning English such as to have an inquiring mind, to 
have ambition, to have a clear goal in future life, and so on. 
 
Suggestions for further research 
The findings from this study conclude the six main factors contributing to 
students’ success in learning English. Nevertheless, there might be some other 
factors that are not covered in this research. Therefore, to discover something new, 
an in depth interview could be conducted with a number of students. Furthermore, 
a study concentrating on unsuccessful learners could be useful to examine their 
difficulties and limitations and how to fine tune them with the factors leading to 
success. 
 
CONCLUSION 
The findings from this research concurred with results from previous studies that 
the six factors leading to success in learning English include teachers (finocchiaro, 
1989, saggaf, 1992, skanz, 2007, dornyei and otto, 1998, kubanyiova, 2006); attitudes 
toward English and its culture (krashen, 1981, naiman, frolich & todesco, 1975; 
learning strategies (papalia, 1978, ratchadawisitkul, 1978, o’malley & chamot, 1990, 
naiman et al, 1975, rubin, 1975, green & oxford, 1995, wajasat 1987); activities 
outside the classroom (blue, 1991 sukamolsan, 1991; personality traits (naiman and 
et al, 1978, harmer, 2007, lakkunaprasit, 1992, rattanapruek, 1990); and students’ 
background (carroll, 1967, sukamolsant 1991). 
 
In sum, the six factors and the approaches used by the teachers in the nine schools 
seem to lead to the success of students in learning English. Therefore, they should 
be promoted among English teachers, who play vital roles in helping create good 
attitudes of students towards English. Teachers should encourage students to do 
English activities outside classrooms; they should teach learning strategies; and 
possibly encourage students to develop personality traits that support success in 
learning English. 
Thus, policy makers should encourage teachers to take these roles to facilitate and 
support students’ success in English learning. Furthermore, the findings that the 
English background of students had the highest impact on students’ success in 
learning English suggest that English teaching in primary schools should be the 
focus of development in order that students have the background to ensure long-
term success in English learning. 
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Appendix a 
Questionnaire : English version (translation) 
I would like to ask you to help me by answering the following questions 
concerning English language learning. You do not need to give your name, and 
this is not a test so there is no “right” or “wrong” answers. I am interested in your 
personal opinion. Please give your answer sincerely as only this will guarantee the 
success of my survey. Thank you very much for our help. 
Please put the mark √ in a box of each item using the following scale: 
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5 = strongly agree 
4 = agree 
3 = neutral 
2 = disagree 
1 = strongly disagree 
 

Part I. General views on the English teachers 
 5 4 3 2 1 
1. My English teachers use effective teaching 
methods. 

     

2. My English teachers connect what has to be learned to 
my everyday life. 

     

3. My English teachers help me complete an activity 
successfully. 

     

4. I work in pairs or in groups when learning English.      
5. My English teachers explain the lesson clearly.      
6. My English teachers encourage students to help each 
other in learning. 

     

7. My English teachers offer praise for efforts or 
achievements. 

     

8. My English teachers use games in teaching.      
9. My English teachers promote self-study by having 
students use the Internet or do research. (e.g. for oral 
presentation, projects, and displays) 

     

10. My English teachers highlight the roles that English 
language plays in the world and how knowing English can 
be useful for myself. 

     

11. When I make mistakes in class, my teacher corrects me 
in a friendly manner and makes me feel comfortable. 

     

12. When I need help with my English, I ask my teacher.      
 

Part II. General views on attitudes to English and culture 
 

 5 4 3 2 1 
13. I like English more than other subjects.      
14. I am prepared to put a lot of effort into learning 
English. 

     

15. English is not too difficult for me to learn.       
16. I am sure I will be able to learn this language well.      
17. I like and am interested in the culture of English 
speaking people. 

     

      
Part III. General views on the use of learning strategies 

 
18. I review my lessons after classes.  
19. When the teachers ask my classmate to answer a 
question, I think of my own answer and compare it with 
the teacher’s. 
20. I often volunteer to answer questions in the classroom. 
21. I often practice and review new vocabulary. 
22. I submit English homework on time. 

5 4 3 2 1 
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 23. In English classes, I often initiate the conversation with 
the teachers or classmates. 
24. I use my knowledge of vocabulary and grammar in 
guessing or interpreting the meanings of words or 
sentences. 
25. I use my background (general) knowledge in guessing 
or interpreting the meanings of words or sentences.  
26. I connect what I have learned to what I am learning in 
guessing meaning, e.g. to guess that “decision” is similar 
to “decide”, so they should share the same meaning. 
27. I try using words or sentences I heard from songs, 
conversations or movies in my real conversations. 
28. I do not learn by rote or memorization of the rules or 
examples. 
29. I consult dictionaries to find meanings of words. 
30. When looking for meanings of words in a dictionary, I 
read the example of its use as well.  
31. I make a summary note to help my review of lessons. 
32. When the English teachers correct my mistakes, I note 
them and memorize to avoid a repetition of the mistakes. 

     
     
     
     
     
     
     
     
     
     

 
Part IV. General views on outside class learning activities 

 
I make use of the following to improve my English ability. 5 4 3 2 1 
33. Reading English newspapers, magazines, journals to 
practice vocabulary 

     

34. I watch TV / cinema / video (English programs)      
35. I listen to English radio programs to practice my 
listening skill. 

     

36. I talk to English speaking foreigners whenever I have 
chances. 

     

37. I use the Internet and programs for English practice      
38. I write letters or emails to pen pals in English      
39. I try to read and understand advertisements, 
explanations, instructions, etc. in English 

     

40. I participate English activities, e.g. being a member of 
the school’s English club, play English language games. 

     

41.  I apply to learn English at cram schools.      
42. Cram schools help me improve my English knowledge.      
43. I have been attending more than one course at cram 
schools. 

     

Part V. General views on students’ background 
 5 4 3 2 1 
44.  I was interested and  paid strong attention to English 
learning since I was young.  

     

45.  I got good grades in English when I was at 
kindergarten until primary school.   

     

46.  My good background of English knowledge when I 
was young contributed to my success in learning English.  

     

47.  My parents supported me to learn English at cram 
schools when I was young. 
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Part VI. General views on personality traits 
 

48.  I am diligent. 5 4 3 2 1 
49.  I love  reading.      
50.  I have an inquiring mind.      
51.  I have ambition.      
52.  I have a clear goal in my future life.      
53.  I can well adapt myself when facing various 
problems by using the same or different learning 
strategies. 

     

 
54.  Sex             Male           Female 
55.  My family’s income 
                  Less than 25,000 baht       25,000 – 50,000 baht        50,000 – 75,000 
baht 
       75,000 – 100,000 baht       More than 100,000 baht 
56. Your program             Science               Language                Mathematics 
57.  Your English grade________________ 
58.  What parts of English language do you practice most in the classroom? (can 
be selected more than one answer) 
                                 Speaking                                                 Reading 
                               
                                 Writing                                                   Listening 
           Grammar    Vocabulary 
59.   My strength(s) in English is (please select just one answer) 
   Speaking    Listening 
   Writing    Reading 
60.  What language do your English teachers use in teaching? 
  
                                  Thai     English  
   
61.  Which answer best reflects your practice?     
             I practice only the skills to be used in the entrance examination, e.g. 
grammar, vocabulary.                                          
             I practice all English skills including grammar, vocabulary, speaking, 
writing. 
 
62. Which factors contribute the most to your English learning success? Please 
rank from 1 – 6. 
                                  Teachers                                                  

          My English background knowledge since I was young                                                                                                                                   
                                  Activities outside the classroom            
                                  Attitudes towards English language and culture  
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                                  Use of learning strategies (guessing from word structure, 
grammar, using 
dictionaries)  

                                   Personal traits (diligent, love for reading, etc.) 
           

  63. The strongest motivation that encourage me to success in English learning 
is 
      To get good scores from examinations, e.g., the entrance exam, 
TOEIC, TOEFL 
      To further my study overseas. 
      To communicate with foreigners 
      To better understand and enjoy English movies and songs 
64. The faculty that I plan to further my study in a university is  
       (please select just one answer) 
   Faculty of Medicine    Faculty of 
Engineering 
   Faculty of Architecture  Faculty of Science 
   Faculty of Arts/ Liberal Arts  Faculty of 
Management / Accounting 

Faculty of Mass Communications      Faculty of Political 
Science / Social Science 

 
65. Have you ever spent any time abroad more than one month? If so, please 
complete the following: 
 
Country visited Reason 

(tourism/study/living) 
Length of stay 

1.   
2.   
3.   
4.   
 
66. Do you have any relatives who are English native speakers?  If so, please 
specify your  relationship with them____________________ 
 
67.  Please describe your best English 
teacher.________________________________ 
_____________________________________________________________________ 
 
Adapted from 
Humphreys & Spratt (2008) 
Limbhasuta (1991) 
Ratchadawinittakul (1987) 
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ABSTRACT 
Teacher commentary on students' writing has always been a major source of 
feedback in most writing classes; yet the rhetoric of teacher comments has 
surprisingly been left uninvestigated in some contexts. In an attempt to fill this gap 
in literature, the present study replicated Ferris's (1997) study of classroom 
rhetoric, using the measures of the length, type, use of hedges and text-specifity, in 
the Iranian educational context. In so doing, both the marginal and end comments 
written on 81 first draft of papers were examined. The revised drafts of each paper 
were then observed to investigate the effect of teacher commentary on the students' 
revisions. The results were finally compared to those of Ferris's study. The research 
offers some implications for L2 writing instruction about the rhetorical choices 
which are most effective in maximizing students' potential for revision. 
 
KEYWORDS 
Rhetoric of teacher commentary, student revision, marginal notes, endnotes 
 
1- Introduction 
Feedback is generally conceptualized as "information provided by an agent (e.g., 
teacher, peer, book, parents, self, experience) regarding aspects of one' 
performance or understanding" (Hattie & Timperly, 2007, p. 81) and at the same 
time it can be defined from variety of perspectives; from behavioristic perspective 
which views feedback as reinforcing correct responses to cognitive perspective 
which views feedback as "a source of information necessary for verification, 
elaboration, concept development, and metacognitive adaptation" (Narciss, 1999 
cited in Huett, 2004). Feedback is of high importance in the field of second 
language learning and specifically writing. Drawing upon the dominance of 
process approach to writing in recent years, it is particularly important to consider 
how feedback is viewed from process approach perspective. Feedback as defined 
by Keh (1990) is "a fundamental element of process approach to writing" (p. 294) 
and is crucial for consolidating learning (Hyland & Hyland, 2006). Karim and Ivy 
(2011) have provided a recent definition of the phenomenon as "any response (even 
facial expression) from the teacher reader to the student writer's writing at any 
stage of the writing process" (p. 31).  
The importance of feedback is elaborated when Storch (2009) echoes Ferris's (2003) 
call that the provision of feedback in writing is "the single most important element 
for successful development in learner's writing" (p. 116). Similarly, Hounsell (2003) 
argues that "we learn faster, and much more effectively, when we have a clear 
sense of how well we are doing and what we might need to do in order to 
improve" (p. 67). In other words, feedback "actually fills the gap between what is 
understood and what is aimed to be understood" (Sadler, 1989 cited in Hattie & 
Timperly, 2007). Sommers (1982) believes that absence of feedback conveys this 
message to the students that their meaning has been communicated effectively and 
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they do not need to revise, edit or make any further changes to their texts. So, that 
feedback has an important part in process approach to writing is not questionable 
and it is of such high value for students that Flemming (1999) calls it as one of the 
most significant quality events in the lives of students and academics. 
Provision of feedback, in particular, written teacher commentary continues to play 
a central role in L2 and FL process-oriented writing classes where traditional 
paper-and-pencil teacher feedback is offered and students need to attend to the 
feedback and produce a handwritten second or multiple drafts of the same writing. 
In these classes, written teacher commentary is considered as the primary and 
essential method of response since "altering students to their strengths and 
weaknesses can provide the means by which they can assess their performance and 
make improvements to future work" (Weaver, 2006, p. 379).  
It is believed that type of teacher feedbacks on students' writing reflects underlying 
assumptions about the nature and function of writing (Zamel, 1985). The primary 
goal of teacher commentary is promoting students' abilities as writers and 
increasing their self-efficacy in creating product (Wiltse, 2002) and teachers 
provide students with feedbacks of varying types and nature. As such, researchers 
try to distinguish different components of teacher feedback. McGarell and 
Verbeem (2007) assert that most of the feedback teachers give students falls 
somewhere on a continuum between two extremes: 1- formative feedback (or 
intermediate feedback) which "consists of feedback that takes an inquiring stance 
towards the text. Addressing the particular needs of individual writers, it often 
consists of questions intended to raise awareness of the reader’s understanding of 
the meaning of the text as a means to encourage substantial revision on the next 
draft." 2- Evaluative feedback (or summative feedback) which "expresses to a 
writer how well the instructor’s instructional priorities have been met. This type of 
feedback typically passes judgment on the draft in terms of some abstract, 
undefined notion of an ‘ideal’ paper, reflects a preoccupation with sentence-level 
errors, and takes the form of directives for improvement on present or future 
assignments" (p. 229).  
Based on their assumptions, teachers provide feedback on different aspects of 
writing. The findings of many studies demonstrate that teachers mainly provide 
feedback on the form of language and that students appear to attend to teacher 
feedback and use them to make accurate changes in their texts. Lee's (2008) study 
investigating the focus of the teachers' written feedback in two band 1 (high 
proficient) and band 3 (low proficient) classes in Hong Kong came to the 
conclusion that teacher's A written feedback mainly focused on language form 
(75.8%). Similarly, teacher's B written feedback was even more form-focused as 
about 98% of his feedback was on grammatical errors. In Chandler's (2003) 
experimental study, students' writings were improved significantly in terms of 
language. Similarly, Cohen and Robbin's (1976) study showed more significant 
improvement on errors (also see Ferris, 2006; Polio et al, 1998; Sheppard, 1992). On 
the other hand, a group of researchers call for emphasis on other aspects of writing 
such as content (Kepner, 1991). In their study, Fathman and Whalley (1990) found 
that rewriting from feedback caused improvement in both content and grammar of 
students' writing. Likewise, the study conducted by Magno and Amarles (2011) 
asserted for the provision of the three types of feedback on students' written 
output. Findings of their study showed emphasis on the generation of students' 
content-knowledge, as well as on technical aspects and individual style of 
compositions. Taken as a whole, findings of many studies suggest that the 
combination of the two, i.e. form-focused or content-based type of feedback, which 
is referred to as 'integrated feedback', leads to the best results (see for example 
Ferris, 1995, 1997; Song, 1998).  
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More recently, however, researchers try to gauge effective modes and rhetoric of 
teacher commentary by addressing questions such as: are teachers employing an 
appropriate tone of address? Are they hedging? What type of comments are they 
using? (Ferris, 1997; Martin, 2011). Several studies have tried to address these 
questions. The original study administered by Ferris et al. (1997) was the 
benchmark of such studies. They categorized teacher commentary according to its 
linguistic forms, including declaratives, questions and imperatives, and also 
pragmatic intent. They found that teachers had asked a lot of questions on 
students’ drafts, the purpose of which was to elicit more information whereas 
imperatives had the lowest rate in teacher commentary. Besides, 'questions' were 
found to be employed the highest among the three linguistic forms. With the three 
pragmatic intent of questions, the comments about 'ask for information' accounted 
for the largest part while 'give information' was the smallest. Based on these 
findings, Ferris (1997) conducted a more well-developed study using the measure 
of length, types, use of hedges and text-specificity of teacher comments to analyze 
the compositions written by a group of ESL university students. She found that the 
vast majority of marginal comments were short or average while the end ones 
were average and long which reflected the summative nature of them. The teacher 
included few hedges and most of the comments were text-based. Moreover, the 
most common type of marginal note was 'ask for information' whereas the most 
frequent type of end note was positive comment. The study described in this paper 
is based on Ferris's study and the findings of both studies would be more 
extensively analyzed in the discussion section of this paper.  
Replicating Ferris' study, Martin (2011) investigated students' revision using the 
measure developed by Ferris on rough drafts to draw conclusions about the best 
methods for teachers to employ in their comments. Overall, the effect of teacher 
commentary on revision was positive (% 56.3). The findings of the study revealed 
that unlike Ferris' study most comments were short, the most prominent type of 
teacher comment was 'ask for information' and the percentage of generic 
commentary was more than that of text-specific comments. However, the two 
studies were similar in that the amount of hedging used by the teachers was more 
or less low. These findings as well as the differences found between the two 
studies suggested the importance of investigating the types of teacher commentary 
which lead to more positive changes in students' writing in different contexts. 
There are other related empirical studies intended to analyze teacher commentary 
examining various issues surrounding L2 teacher feedback. In her study, Sugita 
(2006) aimed at examining the influence of three types of teachers' comment, 
namely, statement, imperatives, and questions, on the changes in students' 
revisions. The results of her study showed that imperative comments were more 
effective than statements and questions in helping students achieve revision 
success. The category of give information' led to the most negative effects. 
Nevertheless, Conard and Goldstein (1999) found that although comment type and 
pragmatic intent were associated with revision success, their influence was not as 
strong as that of revision types such as adding fact and giving explanation. In 
another study by Alamis (2010) it was found that praise comments encouraged 
students to overcome writing apprehension, thus, improve their writing skills and 
abilities. Similarly, Hyland and Hyland (2001) concluded that praise was the most 
frequently employed function in the feedback of the two teachers involved in the 
study, but this was often used to soften criticisms and suggestions rather than 
simply responding to good work. Many of the criticisms and suggestions were also 
mitigated by the use of hedging devices, question forms, and personal attribution. 
On the contrary, Connors and Lunsford (1993) believe that students’ motivation 
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and self-confidence as writers may be damaged if receiving too much criticism 
(also see Cardelle & Corno, 1981; Gee, 1972).  
Feedback should also serve the purpose of feedforward (Carless et al., 2006), that 
is, students should use feedback information to improve their writing. However, 
"whether revision leads to improvement in writing depends on not only the 
writer's ability but also the quality of the feedback that he or she receives from the 
reader" (Tsui & Ng, 2000, pp. 147-148). Likewise, Sommer (1982) argues for 
students to revise their compositions, teacher feedback should be motivating. 
Although many researchers have reported the benefits of teacher commentary, 
there is a consensus among almost all experienced writing teachers that 
responding to student writing as a one-on-one attention to students' work is a 
frustrating, time consuming task and its effect is still open to discussion. According 
to Hyland and Hyland (2006), teacher feedback "will only be effective if it engages 
with the writer" (p. 86). The ineffectiveness of teacher responses (Fritz et al., 2000; 
Zamel, 1985) is usually attributed to particular teacher tendencies or other 
problematic factors. Some of these factors, among the other things, include 
appropriation, i.e. misunderstanding the students' purposes (Sommers, 1982; Yates 
& Kendel, 2002); hyperspecifity, i.e. rewriting of passages of student papers more 
concisely or the teacher's lack of specifity (Martin, 2011); lack of mitigation, i.e. 
posing comments in a directive manner and without hedges (Treglia, 2009); poor 
quality of written feedback (Zamel, 1985), vague teacher comments (Ferris, 1995), 
and illegibility of the comments (Lee, 2008). 
To sum, an overview of the literature on written teacher feedback reveals large 
gaps that need to be bridged by more extensive research in this area. Investigating 
the role written teacher comments plays on writing is important as the effect of 
such comments is open to question. Teachers are still wondering to what extent the 
process of writing, provision of feedback and revision make students independent 
writers. Studies of teacher feedback and its effect on revision (see for example, 
Carless, 2006; Cohen 1987; 2006; Leki, 1991) have been rare and left unaddressed 
despite the fact that most students still value it more than other alternatives (Leki, 
1991; Zhang, 1995). More specifically, the type of change students make to their 
writings and the degree of their success has to do with the type and nature of 
feedback they receive. But we still know a little about the nature of written teacher 
commentary. This scenario is not adequately explored, thus, prevents researchers 
to draw exact conclusions from their findings. There have been few attempts to 
link teacher response to student revision which is called a "process-product" 
paradigm by Connor and Asenavage (1994). Even in doing so, "it is difficult to 
claim a direct causal relationship between feedback and revision since both take 
place within a complex of contextual factors which can influence the extent and 
success of revision after feedback" (Hyland & Hyland, 2006, p. 87). Insufficient 
evidence and contradictory results cast doubt on the acceptance of claims of the 
effects of written teacher feedback in all contexts. Hence, it is argued that rather 
than being occupied with analyzing teacher feedback and classifying them into 
broad categories of grammar and content or dealing with the types of error 
correction, now it is the time to look more closely not at what teachers say about 
grammar and content but how they say it (Ferris et al, 1997, p. 159). So, as Ferris 
(1997) calls for it, we are required to "develop and refine useful analytic models to 
examine teacher feedback, student revision and the relationship between them". 
 
2- Objectives of the study 
Based on the above discussion and the scarcity of studies investigating teacher 
commentary, Ferris's study of the nature and rhetoric of teacher commentary and 
its relationship with student revision is replicated in the Iranian academic setting. 
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To the best of the author's knowledge, though written teacher commentary is the 
main source of feedback in most writing classes in the Iranian educational context, 
no study has addressed this important issue in this context and this made the 
implementation of the study essential. This comment-revision analysis is useful as 
it "relates the rhetoric of the teacher's comments to the degree to which the student 
revised the draft" (Martin, 2011, p. 17). To sum, the study seeks answer to the 
following questions: 
1- What is the nature and type of written teacher commentary? 
2- What types of revision do the students make to their compositions as a result of 
the feedback provided by the teacher?  
In addition, this study particularly aims at making a comparison between the 
findings of this study with those of Ferris's to attain insights about what comment 
types and characteristics lead to more revision success and how the nature of 
comments may vary in different contexts (as emphasized by Ferris's et al., 1997).  

3- Methods  
This case study was conducted in the Iranian academic setting, more specifically, 
in Hafez Institute of Higher Education, a non-profit university, in Shiraz, Iran. 
Students were lower intermediate undergraduate students in an essay writing 
class. All the 30 students were sophomore and native speakers of Farsi. In this 
essay writing course, students were introduced to process approach to writing as 
well as different rhetorical modes and needed to practice them by writing several 
compositions during the course. The length of the course was 4 months (16 weeks) 
and students attended the class one session (1/5 hours) per week. The instructor of 
this writing course was the sole commentator throughout the study whose 
comments on 80 papers written by the students during the entire course were 
analyzed by the researcher. 
To facilitate direct comparison between Ferris's and the current study, the 
researcher employed the same measures used by Ferris in order to analyze the 
teacher commentary as well as the student revision (see Appendices A & B). 
Ferris's measures describe both the purpose and form of the comments. In 
addition, like Ferris's study, the researcher only considered the written feedback in 
the margins and at the end of students' papers, although students were usually 
provided with other forms of feedback, such as verbal comments. The teacher also 
made some corrections and used other forms of identifying the trouble points such 
as underlining and circling some errors which were not considered for the purpose 
of this analysis. The comments were characterized according to length, type, use of 
hedges and text-specifity (Appendix A). These classifications include both the 
pragmatic aims and linguistic features of each comment. 
As a major part in process approach to writing and for feedback to work, students 
had to engage in further revision, redraft the compositions, and submit them to the 
instructor. So, students' preliminary and the second drafts were compared using 
Ferris's rating scale for revisions (Appendix B) to examine the extent to which the 
students have used the comments and made changes to their writings.  
 
4- Results and discussion 
4-1- Characteristics of teacher commentary 
The frequency and percentage of various comment characteristics of the teacher is 
presented in Table 1.  
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Table 1 
Characteristics of Pencil-and-Paper Teacher Commentary 

Marginal notes                 End notes 
Characteristic     No.  %    No.  % 
Length 
Short                  128 71   230 55 
Average                 52 29   176 42 
Long                    0 0   14 3 
Very long    0 0   2 0 
Type 
Ask for information/question   25 14   3 1 
Make a request/question                 3            2  0 0 
Make a request/statement                 5 3   14 3 
Make a request/imperative               20 11   62 15 
Give information/question                 4 2   4 1 
Give information/statement   36 20   122 29 
Make a positive comment/statement 
or exclamation                  11 6   197 45 
Make a grammar/mechanics comment/ 
question, statement, or imperative               76 42   26 6 
Use of hedges 
No     176 98   352  83 
Yes     4 2   70  17 
Text-specific comment 
No     77  43   398 94 
Yes     103 57   24 6 
Total comments    180    422 
 

The 80 papers yielded 602 comments of which 180 were marginal notes and 422 
were endnotes showing that the teacher had mostly provided comments at the end 
of the papers. The vast majority of marginal comments were short (%71) and some 
of them were average (%29). Similarly, the majority of end comments were short 
(%55) and average (%42) though a few long and very long end comments were also 
coded. The similarity in length between marginal and end comments reflects that 
end comments are not necessarily longer than the marginal ones due to their 
summative nature. The teacher included a few hedges in both marginal (%2) or 
end comments (%17). Most of the marginal comments were text-specific (%57) 
whereas the vast majority of the end comments were generic (%94), suggesting that 
marginal comments were of formative nature, addressing the instant needs of 
individual writers in the text while the endnotes were rather evaluative, expressing 
how well the students had achieved the writing goals. In terms of the type of 
comments, the difference between the marginal and end comments was more 
evident. The most common type of marginal comment was make a 
grammar/mechanics comment (%42) Give information/statement (%20) and ask 
for information/question (14%) were the next most common types, respectively. 
Conversely, the most frequent type of end comment was make a positive comment 
(%45) as opposed to the 6% seen in the marginal comments. Like marginal 
comments, there were some instances of give information/statement (%29), 
however unlike it, there were few instances of ask for information (only %1). 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                         117 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal of Language Teaching Methods (MJLTM) 
ISSN: 2251 - 6204 

 
 

118 
 

Instead, imperative form of make a request (%15) had the third place among the 
comment types in the endnotes. Question form of make a request and give 
information were the least frequent comment types in both marginal and end 
comments. In brief, this teacher primarily focused on students' grammatical 
problems than their ideas and relied mostly on giving information to the students, 
thus, avoided making a request but she offered lots of positive feedback 
particularly in end comments and provided both text-specific and generic 
comments. 
The ratings of the students' revision as related to each comment are classified into 
seven categories which are shown in Table 2. The most common ratings for both 
marginal and end comments were substantive change with positive effects, 
minimal change with positive effects and no change. Few changes were rated as 
having mixed or negative effects. In short, endnotes primarily included many no 
change ratings (61% as opposed to 23% observed in the marginal notes) which 
might be due to the high proportion of positive comments implying that no change 
was required (Ferris, 1997). On the other hand, generic comments, commonly 
found in endnotes, were less likely to lead to any change as opposed to text-
specific comments, found in marginal notes. As illustrated, although text-specific 
marginal comments were a few in numbers (only 180 as compared to 422 end 
comments), they resulted in more positive revision (57%) than the end comments 
(30%). But the end comments overall led to less negative and mixed effects (9%) 
than the marginal ones (20%). 

Table 2 
Revision Ratings 

        Marginal comments             End comments 
Rating       No. %    No.   % 
No change     41 23  259 61   
Minimal change/negative effect   9 5  4 1   
Substantive change/negative effect   8 4  7 2  
Minimal change/mixed effect   11 6  2 0  
Substantive change/mixed effect  9 5  24 6   
Minimal change/positive effect   66 37  64 15  
Substantive change/positive effect  36 20  62 15          
Total       180   422  

4-2- Comment Characteristics and Student Revisions 
Table 3 shows the cross-tabulated frequencies and percentages which relate the 
comment types to the revision ratings. The information reported here yields a 
number of insights about the extent to which the students utilized various types of 
teacher comments in their revisions as well as the degree to which these comments 
improved the papers overall. 

Table 3 
Relationship between Comment Types and Revision Ratings 

 
Revision rating 
Minimal    Substantive  Minimal   Substantive  Minimal 
  Substantive 
change/  change/  change/  change/  change/  change/ 
No change        negative effect  negative effect  mixed effect  mixed effect  positive effect 

 positive effect 
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Comment type    No.  %  No.  %  No.  %  No.  %
 No.  %  No.  %  No.  % 
Ask for information/question   
Marginal    8 32 1 4 0 0 1 4
 0 0 10 40 5 20 
End    2 67 0 0 0 0 0 0 1
 33 0 0 0 0 
Make request/question 
Marginal    0 0 0 0 0 0 2 67
 0 0 1 33 0 0 
End    0 0 0 0 0 0 0 0 0
 0 0 0 0 0 
Make request/statement 
Marginal    2 40 0 0 0 0 1 20
 0 0 2 40 0 0 
End    3 21 0 0 0 0 0 0 4
 29 6 43 1 7 
Make request/imperative 
Marginal   3 15 1 5 0 0 0 0
 0 0 7 35 9  45 
End    16 26 2 3 4 6 1 2 12
 19 19 31 8 13 
Give information/question 
Marginal   1 25 0 0 0 0 0 0
 0 0 3 75 0  0 
End    0 0 0 0 0 0 0 0 0
 0 4 100 0 0 
Give information/statement 
Marginal   4 11 0 0 1 3 2 6 4
 11 16 44 9 25 
End    43 35 2 2 0 0 0 0 5
 4 26 21 46 38 
Make positive comment/statement or exclamation 
Marginal  8 73 0 0 0 0 0 0 0
 0 2 18 1 9  
End    182 95 0 0 0 0 0 0 0
 0 6 3 3 2 
Make grammar/mechanics comment/question, statement, or imperative 
Marginal    15 20 7 9 7 9 5 7
 5 7 25 33 12 16 
End    13 50 0 0 3 12 0 0 3
 12 3 12 4 15
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Imperative form of 'make a request' was the type of comment that yielded the most 
positive results specifically in the marginal notes (80%) than in the endnotes (44%). As 
such, the students appeared to take imperative seriously because they were directly 
asked by the figure of authority to make a specific change and they could not disregard 
these requests. This finding supports the results of Sugita's (2006) study showing that 
imperative comments were more effective than statements and questions in helping 
students achieve revision success. Questions giving information to the student were the 
second comment type having a positive influence on students' revision in both marginal 
(75%) and endnotes (59%). Most of these comments gave student writers feedback about 
how the teacher perceived their ideas or organization (Ferris et al, 1997). Give 
information/statement was the next comment type leading to positive revision in both 
marginal (69%) and endnotes (59%). As shown in Table 1, questions asking for 
information which was the next frequent type of teacher commentary yielded 60% of 
positive changes in the marginal notes, showing the value students give to such 
comments. Two other effective types of commentary were make a grammar/mechanics 
comment (marginal notes: 49%) and make a request/statement (endnotes: 50%). 
Nonetheless, in some cases, the comment types had mixed effects. Ask for 
information/question (33%), make a request/statement (29%), make a 
request/imperative (21%), and make a grammar/mechanics comment (14%) were, 
respectively, the comment types that yielded mixed effect in the endnotes. On the other 
hand, make a request/question (67%), make a request/statement (20%), give 
information/statement (17%) and make a grammar/mechanics comment (14%) were, 
respectively, the comment types that had mixed effect in the marginal notes. It is worth 
noting that make a positive comment and give information/question did not result in 
any mixed effect, neither marginal nor endnotes. 
Student revision rarely had any negative effect but there were cases in which the 
corrections had a negative effect on the papers. Only four categories generated negative 
effects: make a grammar/mechanics comment (18% marginal notes, 12% endnotes), make 
a request/imperative (5% marginal notes, 9% endnotes), give information/statement (3% 
marginal notes, 2% endnotes), ask for information/question (4% marginal notes). 
In many cases the students avoided making any revision altogether. Unaddressed 
comments were observed in all categories, except the category of make a 
request/question because the teacher rarely provided a comment of this type to be later 
addressed by the students in their revisions. The least frequently addressed comment 
type in revision was positive comments (73% marginal, 95% endnotes). Positive 
comments had the largest number of occurrences (191) but were the least likely to lead to 
any positive changes in the revisions (25%). Apparently, provision of such encouraging 
comments conveys this message to the students that the paper is well enough and they 
are not necessarily required to make any further changes. Similarly, Martin (2011) argues 
that it is logical for positive comments not to result in revision because these comments 
"do not contain any suggestions or directives" (p. 23). The next least frequent end 
comment types are ask for information/question (67%), make a grammar/mechanics 
comment (50%) and give information/ statement (35%). It is important to note that, on 
the whole, the students attended to the marginal comments more than the end comments 
to make revisions to their writings since the proportion of the endnote yielding no 
revision in most categories is higher than the proportions mentioned for the marginal 
comments.  
Besides relating comment type to student revision, the relationships between the other 
comment variables (length, use of hedges, and text-specificity) and the revision ratings 
are displayed in Table 4. 
Short comments (60%) and average comments (48%) in the margins lead to positive 
revision, whereas long and very long comments were quite rare and the less likely to lead 
to positive revisions. But in end comments, short and average comments left unrevised 
more than the marginal comments (68% and 54%, respectively) and had less positive 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                         120 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal Of Language Teaching Methods (MJLTM) 
ISSN: 2251-6204 

 

 
121 

 

effects (21% and 39%, respectively). Average comments were associated with mixed 
(20%) and negative (12%) effects in the margins more than the short comments (mixed: 
7%, negative: 9%). In the endnotes, however, the rate of mixed and negative effect of 
short comments (7% and 5%) was more than those of average comments (6% and 1%). 
Based on the findings, it can be concluded that despite the common belief that longer 
comments by definition give more explicit feedback to student writers and thus may 
provide more assistance to students as they revise, short comments can also lead to many 
positive changes. This clarifies the fact that "the intent of a comment may be more 
significant than its length in predicting whether it will help the student produce a 
substantive and effective revision" (Ferris, 1997, p. 329). It is important to note that the 
instructor in this study rarely provided any long or very long comment so evaluating the 
kind of changes which are brought about as a result of such comments is difficult.  
The presence of hedges appeared to inhibit effective revisions, as 57% of the marginal 
comments and 41% of the end comments which did not contain them led to positive 
revisions, 10% correlated with negative and 11% correlated with mixed effect but just 9% 
of them, overall, had negative and mixed effect in the endnotes. Comments with hedges 
were substantially more likely to lead to a no change rating than comments without 
hedges (75% in the marginal comments and 67% in the end comments). Hedges appeared 
very infrequently in the marginal comments in this sample and at the same time led to 
insignificant positive changes (25% in the marginal and 25% in the endnotes) signifying 
that the students were more likely to respond to comments when they are asked directly 
and contained no hedge. Yet, hedged comments were not associated with negative and 
mixed effect only appeared in 9% of the end comments. 

 
Table 4 

Relationship between Comment Types and Revision Ratings  
Revision rating 
Minimal    Substantive  Minimal   Substantive  Minimal 
  Substantive 
change/  change/  change/  change/  change/  change/ 
No change        negative effect  negative effect  mixed effect  mixed effect  positive effect 

 positive effect 

Comment type    No.  %  No.  %  No.  %  No.  %
 No.  %  No.  %  No.  % 
Length 
Short 
Marginal    30 23 6 5 5 4 7 5
 3 2 49 38 28 22 
End    156 68 4 2 6 3 2 1 14
 6 37 16 11 5 
Average 
Marginal   11 21 3 6 3 6 4 8
 6 12 17 33 8  15 
End    95 54 0 0 1 1 0 0 10
 6 22 12 48 27 
Long 
Marginal    0 0 0 0 0 0 0 0
 0 0 0 0 0 0 
End    7 50 0 0 0 0 0 0 0
 0 4 29 3 21 
Very long 
Marginal   0 0 0 0 0 0 0 0
 0 0 0 0 0 0 
End    1 50 0 0 0 0 0 0 0
 0 1 50 0 0 
Use of hedges 
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NO 
Marginal   38 22 9 5 8 5 11 6
 9 5 65 37 36 20 
End    212 60 3 1 7 2 2 1 19
 5 60 17 49 14 
Yes 
Marginal   3 75 0 0 0 0 0 0
 0 0 1 25 0  0 
End    47 67 1 0 0 0 0 0 5
 7 4 6 13 19 
Text-specific comment 
NO 
Marginal   21 21 8 10 7 9 6 8
 0 0 22 29 13 17 
End    255 64 4 1 7 2 2 0.5 21
 5 56 14 53 13 
YES 
Marginal    20 19 1 1 1 1 5 5
 9 9 44 43 23 22 
End    4 17 0 0 0 0 0 0 3
 12.5 8 33 9 37.5 
 
In terms of text-specifity, as shown in Table 4, text-specific marginal and end comment 
led to positive revisions (65% and 70%, respectively) and just 19% of the marginal and 
17% of the end comments led to no change. Text-specific comments were the least likely 
to result in negative change (only 2% marginal comments) but they yielded 14% and 
12.5% of mixed effect in the marginal notes and endnotes, respectively. Of the overall 
general comments, 46% of the marginal and 27% of the end comments resulted in 
positive change suggesting that text-specific comments are more likely to be taken 
seriously and lead to positive changes than the generic comments and they were ignored 
at a higher rate (21% marginal and 64% endnotes) and the rest of the percentage was 
recorded as having negative and mixed effects. 
 
5- Discussion 
This section compares the results of the present study with those of Ferris's. Initial 
analysis compares the proportions of the characteristics of teacher commentary in both 
studies. In the present study, most of the comments were short (71%) whereas in Ferris's 
study most of the comments were average (48%). However, the distribution of comment 
length between the two studies was similar in that long and very long comments were 
significantly fewer than short and average comments. Regarding the comment types, 
make a grammar/mechanics comment in the marginal notes was the most prominent 
comment type (42%) in the current study as compared to 18% accumulated in Ferris's 
study. Ferris found that the majority of marginal comments centered on ask for 
information/question (31%) as opposed to the 14% collected in the current study. The 
second most frequent type of marginal comment in the current study was give 
information/statement (20%) which was the third frequent comment type with the rating 
of 19% (after make a positive comment at 18%) in Ferris's study. But, as far as the 
endnotes were concerned, make a positive comment was the most frequently employed 
type in both studies (45% and 31%, respectively). The second prominent endnote 
reported by Ferris was make a request/statement (23%) while the current study yielded 
only 3% in this category and give information/statement (29%) took the second place 
among the comment types in the endnotes. In brief, the present study revealed a greater 
proportion of short comments, more grammar issues; give for information and positive 
comments than Ferris's study did. 
Use of hedging shows a similar trend in both studies in that the proportion of comments 
with hedges is considerably lower than those without them. Moreover, while hedges 
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were used at a similar rate in the marginal and end comments (15%) in Ferris's study, 
only 2% of the marginal comments and 17% of the end comments in the current study 
contained them. In both studies, the proportion of marginal text-specific comments was 
higher than the generic ones but it was more evenly distributed between the two forms in 
the current study (43% generic, 57% specific) than in Ferris's study (18% generic, 82% 
specific). Concerning the end comments, the contrast between the results was sharper. To 
illustrate, the current study reported significantly more generic (94%) than text-specific 
comments (6%), unlike Ferris's study in which the proportion of end text-specific 
comments (67%) exceeded the generic ones (33%). 
Comparing the revision ratings in the two studies also reveals some similarities as well as 
differences. While the current study reported that 57% of the marginal comments 
resulted in positive changes, Ferris showed the positive effect of revision at 47%. Unlike 
marginal comments, in the endnotes, Ferris recorded more positive changes at 39%, but 
the current study reflected the positive change made for 30% of the occurrences of teacher 
feedback. The current study showed overall 18% and 9% of mixed and negative effects in 
the marginal notes and endnotes which correspond to the 17% of the marginal and 10% 
of the end comments reported by Ferris. Hence, both studies yielded more or less the 
same degree of revisions with mixed or negative effects. 
The present study reported that 23% of the marginal comments led to no change but 
Ferris claimed 36% for this category. Conversely, the present study showed 61% of the 
endnotes resulted in no change while 51% was recorded for this category by Ferris. It can 
be, thus, concluded that in both studies the marginal comments resulted in more positive 
changes while endnotes led to more no change. In short, the current study resulted in 
more marginal positive change than Ferris's study did but, unlike her study, endnotes 
were less likely to lead to positive revisions. 
The last line of comparison is the analysis of the relationship between types of teacher 
commentary and student revision in both studies. 
• Ask for information/question, in the marginal comments, constituted 60% and 50% 

of the positive results in the present and Ferris's study, respectively. Comparing the 
end comments of this type between the two studies was difficult because very few 
instances of the end comments of this type were seen in the present study. However, 
53% of the end comments had positive results in Ferris's study but they did not yield 
any positive effects in the current study.  

• Make a request/question claimed 55% and 60% positive effects in the marginal and 
end comments, respectively, in Ferris's study. However, it was left unaddressed in 
22% of the cases and 19% of which had mixed results. This comment type was 
difficult to compare in these two studies because it was hardly employed by the 
teacher in the current study. In general, it was a successful comment type in Ferris's 
study. 

• Make a request/statement recorded a 62% marginal positive effect in Ferris's study 
but only 40% in the present study. Regarding the endnotes, this comment type 
showed a similar rate of positive effect (50%) in both studies. The current study 
recorded a higher percentage of no change (40%) than Ferris's study (28%) did in the 
marginal comments. But, in the endnotes, less   proportion of no change was 
observed in the present study (21%) than in Ferris's (28%). As such, this comment 
type was more successful in Ferris's study than in the present one.  

• Make a request/imperative garnered an 80% positive change in the present study as 
compared to 72% seen in Ferris's study as far as marginal comments were 
concerned. Of the end comments of this type, both studies yielded the same 
percentage of positive changes: 44% (present) and 45% (Ferris). Though no change 
had more or less the same percentage in the marginal comments, the present study 
reported less no change (26%) than Ferris's (39%) did in the endnotes. In general, 
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imperative form of making a request is recognized as a successful comment type in 
both studies while its positive effect is more apparent in the current study. 

• Give information/question resulted in far more positive effect in the present study 
(75%) than in Ferris's study (27%), regarding the marginal notes. As for the 
endnotes, they terminated in a 100% positive effect in the current study as compared 
to no (0%) positive effects reported by Ferris. This comment type constituted the 
largest percentage of marginal mixed effects in Ferris's study (56%). No negative 
effect was reported in either study for this type (with the exception of only one 
instance of no change in the marginal comments of the current study). Overall, this 
comment type, unlike the results reported by Ferris, appeared beneficial in the 
present study.  

• Give information/statement reported 69% and 59% (marginal and endnotes, 
respectively) positive effect in the present study but it recorded 48% and 44% 
positive effect in Ferris's study. Ferris additionally recorded a 12% negative effect as 
compared to only 3% in the present study. In her study, no change comprised 27% 
and 41% of the marginal and end comments, respectively; whereas the percentage 
was lower in the present study (11% marginal and 35% end comments). In brief, this 
comment type was more successful in the present study than in Ferris's. 

• Make a positive comment led to little positive effect in either study. In the marginal 
notes, 27% (present) and 4% (Ferris) and in the endnotes 5% (present) and 3% 
(Ferris) led to positive revisions. In the current study, no negative effect was 
reported but Ferris claimed 3% marginal and 1% end comments with negative effect 
for that. The largest percentage of this comment type appeared in the category of no 
change. Though Ferris claimed more or less the same rate of marginal and end 
comments (94% and 97%) in this category, the current study reported more no 
change in the end comments (95%) than in the marginal notes (73%). Overall, 
positive changes resulted in few changes but the little change reported in both 
studies was rather positive than negative particularly in the current study. 

• Make a grammar/mechanics comment garnered a 66% and 77% positive effect in the 
marginal and end comments in Ferris's study while the rate was lower in the current 
study: 49% (marginal notes) and 27% (endnotes). The negative effect of 20% and 22% 
was shown in the marginal comments of the present and Ferris's study, respectively. 
But as far as the end comments were concerned, negative effect of 11% was observed 
in Ferris's study, with 50% in the present study. The highest percentage of negative 
results in the current study was seen in this category (18% marginal notes and 12% 
endnotes) whereas Ferris recorded a low percentage of revisions with negative effect 
in this category. Grammar and mechanics comments were more successful in the 
current study when they were offered in the margins than at the end of the papers. 
Generally, this comment type was frequently addressed in both studies but it was 
significantly more successful in Ferris's study.  

Another part of the analysis compares the relationship between rhetorical characteristics 
and student revision in both studies. Marginal short comments had the most positive 
results in the present study (60%) as compared to a 30% positive change recorded by 
Ferris. However, end short comments in both studies mostly resulted in no change: 68% 
(present) and 70% (Ferris) than any other changes. Negative and mixed results had a low 
percentage in both studies. Broadly, marginal short comments were more successful in 
the present study than in Ferris's. On the other hand, end comments of this type were not 
beneficial in either study. Marginal average-length comments resulted in more positive 
change in Ferris's (54%) than in the present study (48%) but end comments resulted in 
more or less the same proportion of positive results: 39% (present) and 37% (Ferris). With 
regard to the marginal comments, no change yielded approximately a similar rate in the 
present and Ferris's studies (21% and 24% respectively). This comment type almost had a 
similar percentage of mixed effect in the two studies: 23% (present) and 22% (Ferris). 
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Overall, in Ferris's study, average-length comments were more successful particularly 
when they were offered in the margins. Marginal long comments occurred only in 
Ferris's study and yielded only a 27% positive result while a higher proportion left 
unaddressed (42%). In terms of end comments, however, both studies attained roughly 
the same percentage of positive results: 50% (present) and 47% (Ferris). Ferris recorded a 
41% no change and the rest of the percentage was recognized as having negative and 
mixed effect whereas the current study recorded no negative and mixed effect and the 
rest of the percentage ended in no change (50%). 
Non-hedged comments were successful in both studies: 57% (present) and 45% (Ferris) in 
the marginal notes. Similarly, end comments attained positive results which were fewer 
than marginal ones in both studies: 41% (present) and 32% (Ferris). On the contrary, 
hedged comments appeared more successful in Ferris's study (54% marginal notes and 
61% endnotes) than in the current one (25% marginal notes and 25% endnotes). Ferris 
recorded a 25% no change results in both marginal notes and endnotes for this comment 
type but the present study reported it as comprising 75% and 67% of the marginal and 
endnotes with no change, respectively. In general, hedged comments were more 
successful in Ferris's than in the present study. 
Marginal generic comments in the current study led to more positive change (46%) in the 
present than in Ferris's study (26%). But end comments of this type in both studies were 
chiefly left unrevised: 64% (present) and 61% (Ferris). Text-specific comments, however, 
yielded more positive results in the present study (65% marginal notes and 70% 
endnotes) than in Ferris's (52% marginal notes and 40% endnotes). Ferris reported a 
higher proportion of no change (30% marginal notes and 45% endnotes) while the current 
study recorded 19% marginal notes and 17% endnotes with no change. In summary, text-
specific comments in both studies terminated in more positive changes than generic 
comments did. But the current study yielded more successful revisions. 
 
CONCLUSION 
The comparative analysis between the current and Ferris's study demonstrated similar as 
well as different results that yield important implications for classroom instruction. In 
both studies, marginal comments were more successful in bringing about positive 
revisions than the end comments. One possible justification is that marginal comments 
contain specific information on aspects of learner's performance through explanation or 
provision of better alternatives or eliciting more information from the learner. But generic 
comments usually appear in the endnotes and inform the learners of how well or badly 
they have performed. That is why they generate less positive revisions and contain 
instructions which may not have an immediate influence on the quality of the present 
paper but the subsequent essay assignments.  
Some comment types appeared more effective than others in promoting positive change 
in student revision. Make a grammar/mechanics comment was a frequently addressed 
comment in both studies. In Ferris's study, the teacher primarily attended to the students' 
ideas and, on the second place, provided some instruction on the major patterns of error 
in the endnotes. This proved to be one of the most successful comment types. It was the 
most frequently addressed type in the present study as well. But only half of it led to 
positive revisions and this, once more, raised the controversial question of "form- or 
content-based commentary". The difference in findings of the two studies may be 
attributed to the participants of these studies. Students in Ferris's study were advanced 
while students in the current one were lower intermediate; that is why the teacher 
focused on the accuracy than the content knowledge of the writings by offering more 
comments on language. Though half of the comments ended in positive revisions, half of 
them resulted in no change, mixed and negative effect, thus, demonstrating that, 
regardless of the students' level, content-based comments should be more increasingly 
incorporated when commenting on students' writings and simultaneous attention to 
content and form improves the end product (Fathman & Whalley, 1990). On the other 
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hand, positive comment, frequently found in the endnotes, was the least likely to produce 
successful revision. They rarely resulted in positive revisions but their presence is 
certainly better than their absence as they have a stimulating role and increase students' 
self-confidence in producing papers of higher quality in the future. 
Another significant implication of the study was that the syntactic form comment type is 
not the most important factor influencing the revision success but the syntactic form of 
the comment type is a decisive factor as well. To cite an example, in the current study, 
give information in question form led to high degree of successful revision than give 
information in statement form because question forms stimulate students' thinking 
process (Zamel, 1985). Why a syntactic form may be more problematic or more successful 
than another one is possibly rooted in linguistic and pragmatic knowledge and mismatch 
of cultural expectations (Ferris et al., 1997). For instance, in the Iranian educational 
context students expect the teacher to directly ask and tell them about the trouble sources 
found in their texts. Knowing that, the teacher of the present study inserted her requests 
in imperative form which led to a high proportion of successful revisions whereas the 
more indirect forms (questions and statements) yielded less positive results. 
The correlation between other comment characteristics and revision success also yielded 
important insights. Although much is written on the effective role of mitigation and use 
of hedges as a factor improving the self-efficacy of the writers, both studies came to the 
conclusion that use of hedges were not as useful as they were considered in bringing 
about positive changes. Text-specific comments were more successful than the generic 
ones in both studies. This finding, in accordance with the findings of some other studies 
(Ferris, 1997; Martin, 2011, Sommers, 2006), implies the importance of giving text-specific 
comments particularly in the margins. However, the degree of text-specifity is of high 
importance. As Martin (2011) stated, for comments to have their optimum effect, they 
should be neither hyperspecific nor vague because vague and undergrounded 
suggestions have the potential to insult students. 
This study implies that the type of comment is a stronger indicator of revision success 
than the comment characteristics such as length, etc. This study also suggests that some 
comment types appear to be more effective than the others. But these comments may 
vary from one context to the next.  
The current study was under the influence of some limitations, namely limited sample 
and scope, and using papers that were all commented by the same teacher and utilizing 
only one source of feedback, i.e., teacher commentary whereas other sources were also 
available. Also, participants in the two studies were at different levels of language 
proficiency. So, it was likely that the offered teacher commentary and revision strategies 
were different. Further studies may contribute to the body of research in this area by 
using this scale with number of classrooms under differing circumstances (e.g., different 
writing instruction) or to better distinguish between different kinds of effects (e.g., 
comments that affect a student at a low level of organization vs. those that affect broader 
conceptualizations, themes or text-level structures. 
Responding effectively to students' writing is a demanding task and is referred to as 
"skill" by Ferris et al (1995). Mastering this skill certainly requires careful examination of 
teacher's responding behaviors in various contexts. Investigating teacher's and students' 
tendencies and expectations also shed more light on the types of comments which are 
considered as more successful in different contexts. The findings of the current and future 
studies will hopefully improve teacher commentary and, as a result, foster successful 
student revision.  
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Appendix 1 
Analytic model for teacher feedback 

A. Comment Length (Number of Words) 
1   Short (1-5 Words)  
2   Average (6-15 words) 
3   Long (16-25 words) 
4   Very Long (26 or more words) 
 
B. Comment Types 
1 Ask information/ question 

Example: What are the factors you are going to compare? 
 

2 Make a request/ question 
Example: Can you provide an example here? 
 

3 Make a request/ statement 
Example: I hope you can use more advanced structures in your next compositions. 
 

4 Make a request/ imperative 
Example: Add a clincher to your conclusion paragraph 
. 

5 Giving information/ question 
Example: How are you so sure that all people use a cell phone? 
 

6 Giving information/ statement 
Example: This sentence seems irrelevant. 
  

7  Make a positive comment/ statement or exclamation 
Example: I enjoyed you writing. 
 

8 Make a grammar/diction comment/ question, statement or imperative 
Examples: comes or came? 
 You need to expand your vocabulary range.  

 
C. Use of Hedges 
0  No hedge included 
 
1  Hedge included 
  Lexical hedges (e.g., please, may be) 
  Syntactic hedges (e.g., Can you reword your blueprints?) 
  Positive softeners (e.g., You have beautiful ideas, however ….) 
 
D. Text-specific comment 
0 Generic comment (could have been written on any paper) 
 Example: It's a really well-organized essay. 
1 text specific comment 
Example: It's a classification genre of essay, so you should classify cell phone users into three categories 
than explaining why we need a cell phone which makes your essay a cause and effect genre. 
 
Notes:  
Adapted from Ferris (1997) 

Appendix 2 
Rating Scale for Revisions 

 [
 D

ow
nl

oa
de

d 
fr

om
 m

ai
l.m

jlt
m

.o
rg

 o
n 

20
23

-0
5-

23
 ]

 

                         129 / 142

https://mail.mjltm.org/article-1-37-en.html


Modern Journal Of Language Teaching Methods (MJLTM) 
ISSN: 2251-6204 

 

 
130 

 

0  No discernible change made by student in response to this comment 
1  Minimal attempt by student to address the comment, effect generally negative or negligible 
2  Substantive change(s) made by student in response to comment, effect generally negative or 

negligible 
3  Minimal attempt by student to address the comment, effect mixed 
4  Substantive change(s) made by student in response to comment, effect mixed 
5  Minimal attempt by student to address the comment, effect generally positive 

6  Substantive change(s) made by student in response to comment, effect generally positive 
 
Notes:  
Adapted from Ferris (1997) 
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ABSTRACT 
This study aimed to examine Iranian EFL learners' foreign language anxiety. Eighty EFL 
learners' from Tabriz University participated in this study. Data were collected one versions of 
the questionnaire. Percentage value was used to analyze the collected data. The results of the 
study shows that oral-oriented activities, including impromptus, debates, and oral 
presentations, were found to be  high anxiety-provoking to the learners, whereas translation, 
repeated after teacher, and  group-oriented activities increased the possibility of producing less 
anxiety. Several implications were suggested based on the findings of the study, such as the 
adoption of less anxiety-provoking activities, like group work in class. It is hoped that through 
this study, more attention can be drawn to earners’ needs to make learners benefit from low 
anxiety-provoking learning activities in the classroom  . 
 
KEY WORDS: Learning anxiety, Questionnaire, Percentage value 
 
Introduction 
Foreign or second language learning, unlike many other subjects, can leave learners feeling 
vulnerable and personally at-risk for feeling inadequate, unskilled, or unintelligent.  “To study 
how we learn a new language is to study how the body, mind, and emotions fuse to create self-
expression” (Young, 1999, p.13). At the core of learning a new language a student learns how to 
communicate his or her own personally meaningful and conversationally appropriate messages 
through new phonological, syntactic, semantic, and sociolinguistic structures (Horwitz, 1999). 
Many people believe that anxiety in new language learning situations stems from previous 
experiences in similar settings. The following paragraphs describe language education’s path 
over the past half century.It seems that in the Iranian EFL contexts, little research has been done 
in the areas FL anxiety.  So, the main purpose of this study was to detect Iranian EFL learners' 
foreign language anxiety. 

Review of the Related Literature 
Anxiety can be an emotion that one feels generally in most situations or in certain related types 
of situations (trait anxiety), or in a specific situation (state anxiety) (Spielberger, 1966). Trait 
anxiety is considered part of a person’s personality, is stable over time, and is present in a 
variety of situations (MacIntyre, 1999) .Situation anxiety, according to Speilberger (1966), 
represents the likelihood of being anxious in specific types of situations. Most people experience 
anxiety that is present only during a particular situation or incident, which can be considered 
passing, and ideally, will diminish over time (Desrochers & Gardner, 1981). State anxiety, on the 
other hand, refers to the experience of anxiety itself, to “the moment-to-moment experiences of 
anxiety” and can fluctuate over time (MacIntyre, 1999, p. 28) .One may believe that if an 
individual has a personality which includes general apprehension and anxiety in many 
situations, that it would stand to reason that he or she would certainly also experience anxiety 
in the process of learning a new language. However, MacIntyre and Gardner (1989, 1991c) 
found that general anxiety is not necessarily a predictor of language anxiety. A beginning 
foreign or second (L2) language student encounters many tasks and experiences that may be 
difficult including comprehension, oral communication, grammar, writing, etc. If these 
experiences result in the student becoming concerned about making mistakes or an 
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understanding that he or she is not doing well, then state anxiety can occur. However, at this 
point, he or she may not connect the anxiety specifically with language learning. Over time, the 
student may begin to associate the anxiety with language learning and expect to feel anxiety in 
language class and experiences in which the new language is to be used. At this point, it is 
believed the student is experiencing language anxiety . 
MacIntyre and Gardner’s (1991b) review of the research methods and measures concluded that 
it is state anxiety, defined as apprehension resulting from early foreign language learning 
experience or experiences which cause situation-specific language anxiety. Unfortunately, those 
students who experience anxiety specifically in language class, but not in other learning 
situations, are not always relieved of this anxiety over time. If students experience anxiety in the 
same or similar contexts related to language, the anxiety becomes a trait, instead of state anxiety 
(Gardner & MacIntyre, 1993). Anxiety as a trait can become much more of a problem in the long 
term for the language learner.Much of the research done on anxiety in the classroom is 
correlational in nature. One instrument specifically designed to measure language anxiety 
called the Attitudes and Motivation Test Battery is by Gardner, Clement, Smythe, and Smythe 
(1979). Their battery includes items on attitudes and motivation to gauge anxiety in the French 
language classroom. Gardner, Smythe, Clement, and Gliksman (1976) used the scale against 
four achievement measures: listening comprehension, oral communication, a composite of three 
sub-measures of the Canadian Achievement Test in French, and the student’s final grade in the 
class. The results were small negative correlations between the anxiety measure and the 
achievement measures. 
Horwitz, et al. (1986) was the authors of the newer Foreign Language Classroom Anxiety Scale 
(FLCAS) to measure anxiety in foreign language learning. This scale includes 33 items in a 5-
point Likert-scale, in a self-report questionnaire format. It has established reliability and validity 
(Horwitz, 1986). It has been used in correlational studies to examine the relationship between 
language anxiety and a variety of constructs (Ganschow & Sparks, 1986, 1996; Saito, et al., 1999; 
Sparks & Ganschow, 1991).Gardner’s hypothesis of language anxiety suggests it is “a construct 
of anxiety which is not general but instead is specific to the language acquisition context and is 
related to second language achievement” (1985, p.34). Horwitz, et. al. add that language anxiety 
is a construct of the combination of communication apprehension, test anxiety, and the anxiety 
of being negatively evaluated by others, but they believe that the combination of these affective 
factors is something unique in the foreign language and second language learning and 
acquisition setting (1986). Supporting the idea of the uniqueness of language anxiety, MacIntyre 
and Gardner (1991c), did a factor analysis of 23 scales of trait anxiety, state anxiety, 
communication apprehension, interpersonal anxiety, novelty anxiety, audience anxiety, math 
anxiety, French test anxiety, French use anxiety, and French classroom anxiety. Their work 
provided an analysis of a large set of anxiety variables that included three clusters of anxieties: 
general anxiety, state anxiety, and language anxiety, with no correlation among the three. They 
concluded it was reasonable to separate language anxiety from other forms of the emotion 
(MacIntyre, 1999). This means that those who experience high levels of anxiety in other subjects 
may or may not experience anxiety in a language class, while those who do not experience 
anxiety in other situations may suffer anxiety when learning a new language .Prior to the 
1980’s, the bulk of the research done connecting the transfer of anxiety from one context to 
anxiety in a language learning classroom was inconsistent: some found positive correlations, 
others negative, and still others no correlation at all (Scovel, 1978; Young, 1991). Horwtiz & 
Young (1991) propose that language anxiety can be known as either a transfer of anxiety from 
another experience or realm or something about learning a new language that makes anxiety a 
new occurrence. And Horwitz, Horwitz, and Cope (1986) describe foreign language anxiety as 
“a distinct complex of self-perceptions, beliefs, feelings, and behaviors related to classroom 
language learning arising from the uniqueness of the language learning process” (p. 128)  . The  
research correlated anxiety-laden activities in the native language to that in the foreign or 
second language context. Kleinnmann (1977) found a connection between test anxiety and 
difficult linguistic constructs in the second language, while Daly (1991) and Mejias, Applbaum, 
Applbaum, and Trotter (1991) correlated communication apprehension with anxiety in a second 
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language acquisition context  .Recently, language anxiety is generally considered a situational 
anxiety. MacIntyre (1999) offers the suggestion that language anxiety is a tendency to 
experience a state anxiety response during language learning or communication. It is a fear or 
apprehension of being expected to perform in the target language, and it is associated 
specifically with functioning in that language, but it is not related to performance anxiety on the 
whole (Horwitz, Horwitz, and Cope, 1986; Gardner & MacIntyre, 1993). Oxford (1999) also 
found that the context in which anxiety is felt while performing in the target language can be in 
informal or formal settings. Ultimately, “language anxiety occurs when a student reliably 
associates anxiety with the second language” (MacIntyre, 1999, p. 31). 
MacIntyre and Gardner (1989) used Tobias’ (1986) model of cognitive consequences of anxiety 
arousal to explain the negative association between performance and anxiety levels. They and 
Horwitz, Horwitz, and Cope (1986) suggest anxiety causes deficits in learning and poor 
language performance .Gardner and MacIntyre believe the strongest negative correlate with 
language learning success is anxiety (1993). Anxiety has been positively correlated to low self-
confidence in language learning (Gardner & MacIntyre, 1993; MacIntyre & Gardner, 1991a), low 
performance in speaking and writing tasks in the target language (Young, 1986), low grades in 
language classes (Aida, 1994; Horwitz, 1986), and poor language proficiency test performance 
(Ganschow, Sparks, Anderson, Javorsky, Skinner & Patton, 1994; Gardner, Lalonde, Moorcroft 
& Evers, 1987). Language anxiety can be correlated with low cognitive functioning and low 
language class academic achievement.In a study regarding anxiety and cognition by Eysenck 
(1979), results showed that anxiety reduces cognitive functioning which in turn lessens the 
effects of learning experiences. In essence, the capacity to process information is limited by the 
emotion of anxiety, which leads to deterred performance. Through a number of studies, 
MacIntyre and Gardner (1991b, 1991c, 1994a, 1994b) determined that anxiety interferes with the 
learner’s cognitive capacity to receive, process, and generate foreign language. Gardner, 
Clement, and others had consistent findings showing a negative relation between high levels of 
language anxiety and language functioning (Clement, Gardner, & Smythe, 1977, 1980; Gardner, 
Smythe, Clement, & Gliksman, 1976). These studies employed a measure of anxiety experienced 
when using the second language as well as on attitudes and motivation for second language 
learning. Anxiety can affect any of the input, processing, or output stage of communication. 
Krashen’s concept of the Affective Filter is directed toward the input stage. If an individual’s 
learning environment and personal state is relaxed, safe, and free from stress, his or her 
affective filter is lowered and he or she is capable of receiving more input (in this case, 
information about and in the new language). However, if the student is feeling anxious or 
intellectually unsafe in the learning setting, his or her affective filter will be raised, cognitive 
resources are demanded by the emotion, and a reduced amount of input can be accepted. 
Studies have shown anxiety negatively affects the input stage of language learning and 
communication (Gardner, Day, MacIntyre, 1992; MacIntyre & Gardner, 1991b; 1994a). During 
the second stage, the input is processed, and anxiety can influence the rate and the accuracy of 
learning (MacIntyre, 1999). Anxiety at this stage acts as a distraction from concentrating on and 
learning grammatical structures, vocabulary, pragmatics, etc., which leads to diminished 
learning and acquisition. 
At the final stage, output, anxiety manifests itself through the quality of communication 
(MacIntyre, 1999). Students experience a disruption of their ability to retrieve known 
information and finds output very difficult. Anxiety has also shown to affect negatively 
communication practice in the classroom. Kleinmann (1977) found that learners with high levels 
of anxiety attempted different types of grammatical structures than less anxious students, and 
Steinberg and Horwitz (1986) found those who experience high levels of anxiety tried more 
concrete messages than those who felt more comfortable in the learning situation. In general, 
the highly apprehensive student will attempt few difficult or personal messages in the target 
language.  Researchers know that anxiety can cause problems at any of the learning stages, 
which usually manifests itself in the classroom by providing difficulties at the output stage. 
Horwitz, Horwitz, and Cope (1991), at the Language Skills Center at the University of Texas, 
shared the problems caused by language anxiety for foreign language students in the L2 
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classroom. These students indicated that anxiety mainly causes problems with listening and 
speaking activities in class or in testing situations. Students reported the sensation of “freezing 
up” on an exam, even though they felt confident they knew the information prior to the testing 
experience. They lamented the phenomenon of having the word, phrase, structure, etc., elude 
them, a temporary loss of ability to retrieve knowledge they have, when faced with an exam or 
on-the-spot need to produce in the L2. The students believed careless mistakes in spelling and 
syntax, or not being able to remember what they felt sure they knew, were problems caused by 
nervousness. Language anxiety has been shown to result in negative academic effects for the 
learner (Aida, 1994; Gardner, Smythe, Clement, & Gliksman, 1976; Horwitz, 1986; MacIntyre & 
Gardner, 1994b; Young, 1986). Anxious students have also shown to feel that they are left 
behind by too hurried a pace in classroom lessons (MacIntyre & Gardner, 1991a). Overstudying 
as compensation for language anxiety was also studied by Horwitz, et. al. (1986, 1991) and Price 
(1991), which can lead to lower performance results than could be expected given the time 
invested. The opposite of overstudying can also occur, where the over-anxious student avoids 
studying, and even attending the foreign language class, to alleviate their apprehension 
(Horwitz, et. al, 1991) . 
Anxiety can be brought about in language class by external factors, such as a group of 
classmates, a particular teacher, or the dynamic of an intercultural learning environment 
(Brown, 1991, Cohen & Norst, 1989). Teaching and testing methodology may also affect levels of 
anxiety for individual learners (Krashen, 2002; Madsen, Brown, & Jones, 1991). Price (1991) used 
interviews to determine what types of experiences provoked anxiety in language learners. She 
found anxiety causing incidents in the language classroom often stem from unease of speaking 
in the classroom due to a real or imagined threat of embarrassing oneself or being ridiculed. 
Concerns about making mistakes with pronunciation or errors with or lack of a specific accent 
add to the experiences of anxiety-ridden language learners. Interviewees also were concerned 
with not communicating well enough to be understood effectively .In addition to external 
factors, personality and other individual differences play a role in whether a student 
experiences language anxiety (Lalonde & Gardner, 1994; MacIntyre & Charos 1995; Skehan, 
1991). For example, an individual who is more introverted than outgoing and assertive may 
prove to do very well in other subjects and experience no anxiety, but have a very different 
experience in language class. It is speculated that the reason introversion may increase language 
anxiety is because these individuals are not as disposed to practice communicative discourse 
required for successful language acquisition (MacIntyre, 1999). An individual’s personal 
tribulations (interpersonal or lack of self-esteem), impractical expectations or beliefs of ability 
(time span for learning a language or the requirement of native-speaker-like accents), or the fear 
of losing one’s cultural or social identity come with the student to class and can perpetuate 
language anxiety as he or she enters and interacts in the language learning environment 
(Young, 1991).  
Clement (1980) combines language anxiety with self-perception of ability in the second 
language for the concept of self-confidence with regard to language learning. Personal feelings 
of inadequacy, lack of language learning aptitude, and fear of embarrassment can be a painful 
experience. Researchers such as Cohen & Norst (1989), Horwitz, et al. (1986), Price (1991) and 
Young (1991), have studied and shared interviewee responses that include language and 
feelings such as trauma, dread, ordeals, wanting to hide, disability or inability to learn foreign 
language, losing a personal positive self-concept, and such physiological experiences as rapid 
heartbeat, sweaty palms, freezing up, and shaking appendages. One can understand how such 
negative responses and perceptions could affect the ability to attend to a learning activity. 

Method 
This study employed a research method aiming at comparing EFL anxiety  in view of the 
purpose of this study. 
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R      QUEATIONS ESEARCH  
In order to achieve the purpose of the study, two research questions are addressed as follows: 

1. What kinds of in-class activities are high anxiety-provoking to Iranian EFL learners?' 

2. What kinds of in-class activities are less anxiety-provoking to Iranian EFL learners?' 

3. What are pedagogical implications  ? 

Participants 
The participants in this study contained Eighty Iranian EFL learners' (intermediate level) at a 
university in Tabriz. 

Data analysis 
The data of this study were analyzed with a percentage value. Data collected from the Learners 
questionnaires were analyzed. 

Item Description 

                  1 = Poor 

2 = Below average 

3 = Average             

4 = Good                                           

5 = Excellent         

x = N/a = Not applicable 

Figure 1. The High Anxiety –provoking Activities 
A. Students give oral presentation 1 2 3  5  x 

B. Student have debates in class 1 2 3 4 5  x 

C. Students make English oral presentations in front of the class 1 2 3 4 5  x 

D. Students interview foreigners, and turn in a report 1 2 3 4 5 x 

E. Students have "prepared" speech makings. 1 2 3 4 5  x 

F. Students have English oral tests. 1 2 3 4 5  x 

G. Students introduce themselves in English in front of the whole class. 1 2 3 4 5  x 

H. Students work in groups of 2 or 3  1 2 3 4 5  x 

I. Students are called on by the instructor to give an answer. 

 

1 2 3 4 5  x 

J. Students practice conversations individually with the instructor. 

 
Students having an impromptu and unprepared speeches 

1 
1 

2 

2 

3 

3 

4 

4 

5  
5 

x 
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Figure2. The High Anxiety –provoking activity 

  

Figure3. The High Anxiety –provoking activity 

 

As seen in figure2, the ten most anxiety-provoking classroom activities extracted were all sorted 
as oral-oriented activities. They all required EFL learners’ exposure to the public speaking 
situation, and involved in the risk of being evaluated by others, such as the activities that asked 
learners to make oral presentations in front of the class, or do role-plays. It appeared that the 
learners often treated these public-speaking classroom practices as potentially threatening 
pressure that leaded to their high level of anxiety.. Most EFL learners were afraid of speaking 
English in public because they thought they would be overseen, and judged by the audience 
(e.g., their teacher and peers) while speaking or performing in English.  Not surprisingly, the 
students’ reactions on those anxiety-provoking activities were in line with their statements they 
reported on the practice that they disliked to experience in the research question one. For 
example, the top three activities (e.g., having an impromptu, debates, and English oral 
presentations in front of the class) were the ones that the students disliked, respectively in the 
low-preference group. It is understandable that the learners disliked these activities because 
they thought they would suffer in an anxious and uneasy climate when doing these activities. 
According to the statistical data, most of the students reported that they were situated at an 
anxious or even a great anxious level when exposing to these three activities (having 
unprepared speeches, debates and, oral presentations, respectively).   
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The Less Anxiety-provoking Activities 
After investigating the high anxiety-provoking activities, Table 18, on the contrary, extracts 14 
in-class activities which were reported to be less anxiety-provoking according to the students’ 
rankings. 
Item Activities                                                                                                                           

            1 = Poor 
2 = Below average 
3 = Average             
4 = Good                                           
5 = Excellent         
x = N/a = Not applicable 

 

Figure4. The Less Anxiety-provoking Activities 
 
i. Students do brainstorming activities.  
 

1 2 3 4 5  x 

K. The instructor translates the sentence patterns. 1 2 3 4 5  x 

L. Students interview each other and practice conversations or dialogues in 
pairs 

1 2 3 4 5  x 

M. Students do the exercises in the book. 1 2 3 4 5  x 

N. .  The instructor teaches various festivals.         1 2 3 4 5  x 

O. Students use chants or rhythms to practice English pronunciation. 1 2 3 4 5  x 

P. Students give feedback or correct peers’ oral and written errors. 1 2 3 4 5  x 

Q. Students learn English in groups of 3 or. Students do group learning 
activities.  

1 2 3 4 5  x 

R. Students do information-gap activities. 1 2 3 4 5  x 

S. The instructor directly gives feedback on oral   and written errors. 

        
t.Students sing English songs. 
 
 

1 
 

1 

 

2 

2 

3 

3 

4 

4 

5  
 

5 

x 
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 Figure4. The Less Anxiety-provoking Activities 
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Figure5. The Less Anxiety-provoking Activities 

 

As shown in  figure 5 , the top two less anxiety-provoking activities belonged to the forms of 
translation activities which focused on the translation by the teacher and the choral reading 
(choral repetition), while other activities shared some features in common. Most of them asked 
learners to accomplish the tasks with the whole class as a big group or to carry out in small 
groups and in pairs .In other words, nine of the less anxiety-provoking activities were found to 
be group-oriented activities. This finding suggested that group learning activities tended to 
lower learners’ anxiety. It appeared that the EFL learners in the oral training classes would not 
easily experience high level of anxiety if there were companions to work with them.  
Undoubtedly, the results from previous research have shown that group-related techniques and 
materials put great concern for affective dimension of the FL or second language learning 
process. Much research indicated that the affective advantages were likely to accrue from 
applying group-oriented activities that the learners would practice language more but feel less 
anxious. The following statements from the open-ended questions in the questionnaire express 
the students’ viewpoints on the benefit of producing less anxiety when doing those group-
oriented activities.  
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CONCLUSION AND IMPLICATION 
They preferred receiving the teacher’s translation and immediate error correction, but they also 
favored communicative activities, such as group work and festival teaching activities. Oral-
oriented classroom activities, like having debates and oral presentations, were revealed to be 
anxiety-provoking in that they shared certain features in common which required the learners’ 
exposure to a public speaking situation and involved in the risk of being evaluated by 
others.Whether a student experiences anxiety that stems from a language learning disability, 
from negative language experiences in his or her past, from cultural or personal experience 
influences, or from personal expectations or other individual-specific explanations, anxiety is 
something that impacts the affective domain of learning in a very real way. The very 
uncomfortable experience of this emotion must be acknowledged and validated in the 
educational environment by the researcher, the instructor, and the learners themselves. Current 
language teaching philosophies include more naturalistic approaches to language acquisition, 
low-anxiety classroom instruction, and connection to individual prior knowledge, previous 
experience, and cultural background.. Essentially, more research is necessary to understand 
better what language anxiety is and how it affects or is affected by a variety of situations and 
personal factors. And to accompany those studies, new work must be done to construct 
methodologies and strategies to create language classrooms that provide safe and natural, yet 
challenging, language acquisition opportunities, encouraging teacher’s exploration and 
awareness of learners’ in-class activity preferences and mismatches on activity preferences. To 
understand what their learners enjoy and want in their oral classes so that they can connect this 
information to find out what activities will motivate their learners and to cultivate learners’ 
speaking ability. Moreover, this study also encourages teachers to be aware of the initial 
conflicting views between their learners and themselves in order to avoid learners’ FL anxiety. 
Encouraging teacher’s integrated use of communicative and traditional activities. It was an 
interesting finding for teachers to consider that although the learners favored communicative 
activities in the oral classes, they still ranked traditional activities high. In view of this finding, 
this study encourages teachers to integrate the uses of these two types of activities in the oral 
classes so that learners can tackle both accuracy and fluency, and concern on the form-based 
structural teaching but still benefit from communicative activities focusing on real 
communication practice Encouraging teacher’s awareness of FL anxiety. In view of the findings 
of this study, the learners’ self-confidence was considered as the possible explanation 
accounting for the most relationships between FL anxiety and other background variables. It 
suggests that the negative correlation between FL anxiety and the learners’ self-confidence 
underscore the importance of building students’ confidence and self-esteem in the FL oral 
learning through, for example, creating comfortable, non-threatening, and supportive 
environments and providing enough positive encouragement and empathy. In addition, journal 
writing in either English or their native language is a good means suggested for learners to 
lower their anxiety because learners can document their thoughts, reactions, and experiences 
related to FL learning. 
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